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ABSTRACT

Savolainen, Kaisa

Education as a Means to World Peace: The Case of the 1974 UNESCO
Recommendation

Jyvéskyld: University of Jyvaskyld, 2010, 262 p.

(Jyvaskyla Studies in Education, Psychology and Social Research
ISSN 0075-4625; 398)

ISBN 978-951-39-4086-7 (PDF), 978-951-39-4041-6 (nid.)

How do culturally, politically, and economically different actors together define
education as it relates to peace, and what is the outcome when education is a
normative instrument of UNESCO? This question is explored through the case
of the UNESCO 1974 Recommendation on Education for International
Understanding, Co-operation and Peace and Education relating to Human Rights and
Fundamental Freedoms, with the aim of increasing understanding of UNESCO
and of similar work more generally. The text of the recommendation is
analysed discursively, and five repertoires (instruction, principled, factual,
stand-taking, and adjusting) and a wider discourse (the rational) are identified.
The international political processes that led to it and the related follow-up,
analysed using discourse theory, reveal how different actors, Member States,
the UNESCO Secretariat and experts played a role in the processes and how
they sought to reconcile particular positions with universal principles. In
bringing together peace and human rights and fundamental freedoms as
defined in the Universal Declaration of Human Rights (UDHR) generally to
education, using educational approaches that were advanced for their time, the
1974 Recommendation was a major achievement during the Cold War. The
human rights and peace approaches promoted by the UN contributed to these
processes. An integrated approach in the 1995 Guidelines added democracy to
the components of peace and human rights, and included sustainable
development as part of a culture of peace. Monitoring the implementation of
the 1974 Recommendation is still actively being pursued, and whether the peace
component is fading away or re-emerging within UNESCO is a topic to be
explored in the future.

Keywords: UNESCO; peace education; peace; human rights education;
international education; discourse theory; discourse analysis
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PREFACE

The subject of this work is education and its relation to peace, through a study
of the Recommendation concerning Education for International Understanding, Co-
operation and Peace and Education relating to Human Rights and Fundamental Free-
doms, adopted by the General Conference (GC) of UNESCO in 1974 (Appendix
A). Why choose this topic? It is because in today’s world violence is dominant
and non-violent means are not systematically sought when resolving conflict at
national or international levels. Human beings have not yet learned to live to-
gether in peace. The efforts of international organizations, in spite of their well-
known difficulties, are indispensable in this regard.

These general reasons are intertwined with my professional background. I
began my professional life as a psychologist in vocational counselling in Kuopio,
Finland. I was also the President of the Kuopio Teenagers” Association for the
United Nations, an interest that led me to the post of Information Secretary of
the Finnish United Nations Association in Helsinki. This association’s mission
was to inform the public about the work of the UN and to promote interna-
tional education. Nominated as a member of the Finnish National Commission
for UNESCO and President of its Education Sub-Committee for more than ten
years during 1975-1986, I became familiar with the work of the organization. As
a member of the Finnish delegation I participated to several General Confer-
ences (GC)! and international? and intergovernmental conferences® of UNESCO.
I was also invited to UNESCO expert meetings?. After working at the Finnish
Association of Adult Education Organizations, the National Board of General
Education, and the National Board of Technical and Vocational Education, I
joined UNESCO headquarters in Paris, in 1986, spending almost 15 years as
Division Director in the Education Sector, until June 2001. The follow-up to the
1974 Recommendation and its implementation was part of the work of that divi-
sion. My interest in this document led me to inquire more deeply into its dis-
course and how it was accomplished, intellectually and politically.

1 General Conferences of UNESCO: Nairobi, 1976; Paris, 1978; Belgrade, 1980; Paris,
1982(extraordinary session); Paris, 1983 and Sofia, 1985 (I presided the working
group composed of one member from every electoral group and set up by the Com-
mission II for the education programme).

2 Third International Conference on Adult Education, Tokyo, 1972; Fourth Interna-
tional Conference on Adult Education, Paris, 1985).

3 Third Conference of Ministers of Education of Member States of the Europe Region,
Sofia, 1980; Intergovernmental Conference on Education for International Under-
standing, Co-operation and Peace and Education related to Human Rights and Fun-
damental Freedoms with a View to Developing a Climate of Opinion Favourable to
the Strengthening of Security and Disarmament, Paris, 1983.

4 Expert meeting on the Preparation of the Recommendation on the Development of
Adult Education (Paris, 1976); Consultation on the planning of the Intergovernmen-
tal Conference on Education for International Understanding, Co-operation and
Peace and Education related to Human Rights and Fundamental Freedoms with a
View to Developing a Climate of Opinion Favourable to the Strengthening of Secu-
rity and Disarmament, Paris, 1981.
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1 INTRODUCTION

1.1 The background for the goals of this study

Building “peace in the minds of men” was the original raison d’étre of the United
Nations Educational, Scientific and Cultural Organization (UNESCO). This
study addresses one aspect of the work done towards this goal, namely norma-
tive work on education as it relates to peace, using the case of the Recommenda-
tion concerning Education for International Understanding, Co-operation and
Peace and Education relating to Human Rights and Fundamental Freedoms
(UNESCO, 1974h, Res. X, 38; see Appendix A), to be referred to in what follows
as the 1974 Recommendation. It addresses the incorporation of ideas and ele-
ments of peace and human rights into educational goals, policies, contents,
methods, teacher training, materials, and research. It introduces UNESCO'’s
constitutional purpose of peace-building into education. The Constitution de-
fines the purpose of UNESCO as being to contribute to peace and security “by
promoting the collaboration among nations through education, science and cul-
ture” in order “to further universal respect for justice, for the rule of law and for
the human rights and fundamental freedoms which are affirmed for the peoples
of the world, without distinction of race, sex, language or religion, by the Char-
ter of the United Nations” (UNESCO, 1945, Article 1).

The 1974 Recommendation is the only legal instrument of UNESCO directed
specifically at peace and human rights in education. It is still in power. The Dec-
laration and Integrated Framework of Action on Education for Peace, Human
Rights and Democracy (see Appendix B) approved 20 years later in 1995, and
also dealt with in this study, is not a normative instrument in legal terms. The
1974 Recommendation belongs to those recommendations which’s implementa-
tion is still monitored within the new system established by UNESCO for stan-
dard-setting instruments. It has the Preamble and 45 paragraphs, comprising of
4293 words, in 10 pages [depending on the format] (See the Appendix A).

It was prepared during the Cold War. During the drafting processes of a
normative instrument, differing and opposing views are consolidated either by
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a consensus or by vote, often after long debates, into a single document. The
drafting of a normative instrument thus lies at the heart of international co-
operation, which involves not only politics but also ideas and social interaction.
Normative instruments of UNESCO suggest universal values for the Member
States (MS) all over the world to follow. This study aims at reaching a better
understanding of the normative work of UNESCO on education as it relates to
peace, to the assessment of the potential of this work and its difficulties in a
complicated and politically sensitive area combining education, international
understanding, co-operation, peace, and human rights.

Normative action (also called standard-setting) has been and still is a visi-
ble and important part of the work of UNESCO as it is of other international
intergovernmental organizations. The search for common ground and shared
rules of the game is important in any human community, and in the interna-
tional community as well. The participants who decide on UNESCO’s norma-
tive instruments represent governments with different political, economic, and
cultural views and interests. This kind of work is not only the result of states’
power politics; according to a constructionist view, it is also affected by the or-
ganization itself and its professionals and experts (Chabbott, 1998; Finnemore,
1993). All the actors involved in normative work bring their own political and
cultural backgrounds to the task.

Normative work on education as it relates to peace forms an important
joint international effort in the promotion of peace, and thus is part of far-
reaching efforts to abolish war. Everybody may agree about the need for peace.
Then debates start. Peace can be defined as the absence of war by some, and by
others as the absence of the factors leading to war. Can war and violence be
abolished? Evidently, not everybody answers this question affirmatively, and
even those who do may agree that this goal still seems a long way off. There
have been serious efforts, with successful results, at achieving social or political
goals through non-violence, including the movements for Indian independence
led by Mahatma Gandhi (“Mahatma Gandhi,” 2010), or for civil rights in the
USA led by Martin Luther King, Jr. (“Martin Luther King, Jr.,” 2010), although
they both died as victims of violence.

The promotion of peace can be seen as a threat to the military institutions
that are important in most countries.> Threats from outside usually increase the
cohesion and conformity of the group, and the existence of military forces is a
reminder of a potential threat; thus to dismantle these forces, which constitute a
visible part of the institution of war, may provoke anxiety and psychological
defences (Hinde, 1991).

The role of education both in maintaining and changing socio-cultural
practices can hardly be questioned, although many other actors are also in-
volved, such as the mass media. Optimism can be encouraged by the fact that
some former socio-cultural practices have become obsolete and disappeared, for
example duelling and slavery (Mueller, 1991, p. 22), or “ritual human sacrifice,

5 Costa Rica was the first country to formally abolish standing military forces, which
have been forbidden by the Constitution since 1949 (“List of countries”, 2010).
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cannibalism, slavery and public execution “(Middleton, 1991, p. 43) which
would now be considered “unjust, draconian or improper” (p. 43). It might thus
be possible that “an unrestrained armed conflict could also disappear into the
history books as an abhorrent primitive ritual” (Middleton, 1991, p. 43) and the
“enemy” be redefined as the inhospitable universe, leading to co-operation for
common aims (p. 45). However, not all obsolete socio-cultural practices have
completely disappeared; contemporary forms of slavery® exist (Special Rappor-
teur, 2010). Public execution is still practised in some countries, including exe-
cutions broadcast on television or available on the internet (“Public Execution,”
2010).

Armed conflicts and wars have been restricted by international agree-
ments between states. Sovereignty and legal equality between states became
major legal and philosophical principles after the Peace of Westphalia in 1648,
commonly recognized as the official start of the modern states system: agree-
ment on a peaceful order was instituted, but without any authoritative princi-
ples, effective system of governance, or conflict-resolving institutions (Holsti,
1991, p. 26). Before the twentieth century, international law did not restrict re-
sorting to war; only after the First World War did the Covenant of the League of
Nations impose significant restrictions, and it was only in the Kellogg-Briand
Pact of 1928 that the major states agreed to refrain from the use of war as an
instrument of national policy declaring “in the names of their respective
peoples that they condemn recourse to war for the solution of international con-
troversies, and renounce it, as an instrument of national policy in their relations
with one another” (“Kellogg-Briand Pact,” 2010, Article 1). Furthermore, in the
Pact, “The High Contracting Parties agree that the settlement or solution of all
disputes or conflicts of whatever nature or of whatever origin they may be,
which may arise among them, shall never be sought except by pacific means”
(Article 2).

It was only in 1945 that the Charter of the United Nations outlawed resort-
ing to war, by prohibiting the threat or use of force in international relations
other than in self-defence or on the basis of a decision by the UN Security
Council. According to Holsti (1991), the states system became global only after
1945, when international institutions as well as many individual states started
to recognize states. In the process of globalization the role of the state is chang-
ing, and other actors have become important. In a study of the findings of the
United Nations Intellectual History Project, the authors argue that the focus of
security is shifting from states to individuals, in the sense that peace and secu-
rity, previously understood as the prevention of state conflict, are now seen in
terms of the protection of individuals (Jolly, Emmerij, & Weiss, 2009). However,

6 debt bondage, serfdom, forced labour, child labour and child servitude, trafficking of
persons and human organs, sexual slavery, children in armed conflict, sale of chil-
dren, forced marriage and the sale of wives, migrant work, the exploitation of prosti-
tution, and certain practices under apartheid and colonial regimes. As a legally per-
mitted labour system, traditional slavery has been abolished everywhere, but it has
not been completely stamped out.
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international governmental organizations are still state-based, even if other ac-
tors also have a role.

This study of normative actions by UNESCO on education as it relates to
peace is positioned at the convergence of several related fields. A number of
studies exist concerning these related fields individually, but almost nothing
has been done specifically on the normative work of UNESCO on education as
it relates to peace. The following brief overview of related and convergent is-
sues provides a framework for understanding the perspectives to be considered
in this study.

A theoretical and methodological framework is presented to justify the
application of discursive approaches in this particular area. Although some
studies (see below, Section 1.2.2) have applied discursive analysis to official
documents, I have not found any such analysis of international normative in-
struments, and the discursive analyses I have found of somewhat similar texts
in similar genres (Sykes, Willig, & Marks, 2004; Tamatea, 2005) do not use the
same approaches as my own.

There are three main parts to this study. The first (Chapter Three) presents
textual analyses of the 1974 Recommendation. I draw attention to the form of the
presentation, the vocabulary used in the text, and its linguistic constellations, all
of which reflect the different ways in which the General Conference (GC) sets
norms—or in discursive terms “talks” —about the issues addressed in the text.
Detailed analysis of the text identifies five repertoires and a wider discourse.
Content issues revealed by these discursive readings of the text are then ana-
lysed.

The second part of the study (Chapter Four) examines the processes that
led to the 1974 Recommendation. It thus complements the findings of the textual
analyses made in the first part and provides explanations for the use of differ-
ent repertoires, and why some content issues were included in the text. It ad-
dresses an international level, from a historical perspective going back to the
founding of UNESCO and before (see Appendix C). The concepts of discourse
theory (Laclau & Mouffe, 1985/2001) provide the theoretical tools for this
analysis.

The third part (Chapter Five) describes the follow-up to the 1974 Recom-
mendation. The follow-up is closely linked to its status as a normative instru-
ment, and also to other actions and developments at UNESCO and the UN (see
a Chronology in Appendix D). This part includes a discursive comparison of
the 1974 Recommendation and the Declaration and Integrated Framework of Ac-
tion on Education for Peace, Human Rights and Democracy, the new integrated
guidelines approved in 1995 (see Appendices, A, B and E). Analyses in this
Chapter are less profound than in two previous Chapters.

The closing discussion (Chapter Six) provides a comprehensive summary and a
number of more general points for further consideration and reflection.
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1.2 Normative instruments, other guidelines, and previous
research

1.2.1 Definitions

UNESCO is one specialized agency within the UN system and adopts norma-
tive instruments in its fields of competence as the UN does. The 1974 Recom-
mendation can be seen to apply in the area of education also relevant interna-
tional instruments adopted previously by the UN, in particular the Universal
Declaration of Human Rights (UDHR). Therefore, this Recommendation of
UNESCO could be an important tool for the UN in promoting its ideas of peace
and human rights among educators. In fact, in 1960, the General Assembly (GA)
of the UN asked UNESCO to consider a declaration for the promotion “among
youth of ideals of peace, mutual respect and understanding between peoples”
(UN, 1960b).

The terms mnormative instrument, international instrument, and standard-
setting instrument all have the same meaning, and all are legal instruments of
UNESCO. International instruments are adopted through a process of standard-
setting, which the Office of International Standards and Legal Affairs of
UNESCO defines as follows: “When, cultural differences and traditions not-
withstanding, States agree to common rules, they can draw up an international
instrument: an agreement or convention, which are legally binding, a recom-
mendation or a declaration” (UNESCO, 2010i).

There are important distinctions to make between different international
instruments on the one hand and between international instruments and other
guidelines on the other. Firstly, the terms international instrument, normative in-
strument, or standard-setting instrument are used when states agree on common
rules and undertake to comply with them. The adoption of an international in-
strument is always an important international action. Thus while agreements,
conventions, declarations, and recommendations are all international instru-
ments, they are legally different. Ratification of conventions takes place at the
national level in order to ensure that national legislation is not in conflict with it.
While recommendations are adopted by a simple majority of MS of UNESCO
GC, a two-thirds majority is required for the adoption of conventions. However,
both conventions and recommendations adopted by the GC of UNESCO should
be prepared in accordance with pre-established procedure (UNESCO, 2010h):
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= A preliminary study of the technical and legal aspects of the question is
executed;

* The study is submitted for prior consideration to the Executive Board
(EXB), whose responsibility it is to include the proposal for interna-
tional regulation in the agenda of the GC;

= The GC decides on the desirability of the regulation contemplated and
on the form it should take (convention or recommendation);

= The Director-General (DG) is instructed to prepare a preliminary re-
port setting forth the position with regard to the problem to be regu-
lated and the possible scope of the regulating action proposed, and MS
are invited to present their comments and observations;

= In the light of these comments and observations, the DG prepares a fi-
nal report containing one or more drafts of the convention or recom-
mendation, which he or she communicates to MS;

= This final report is submitted either directly to the GC or, if the Confer-
ence has so decided, to a special committee of governmental experts;

= The GC considers the draft texts submitted to it and, if it sees fit,
adopts the instrument.

Although recommendations are not an object of ratification by MS, they are
characterized by UNESCO as follows: “Emanating from the Organization’s su-
preme governing body and hence possessing great authority, recommendations
are intended to influence the development of national laws and practices”
(UNESCO, 2010b). The mere fact that they have been adopted entails obliga-
tions even for those MS that neither voted for nor approved them. Even without
any coercive power, declarations and recommendations can be powerful (Dau-
det & Sing, 2001). They have the power of moral persuasion, “perhaps the most
influential of all, especially if used astutely by peace educators” (Page, 2008, p.
82), and more generally by all those who are interested in fostering peace, hu-
man rights and an international perspective in education.

Normative work is common in UNESCO as well as in other international
organizations, as indicated by the fact that over the last 60 years it has adopted
35 conventions, 31 recommendations, and 13 declarations (UNESCO, 2006). The
field of education alone includes 19 normative instruments of which 7 are rec-
ommendations. The first UNESCO normative instruments in education were
the Recommendation against Discrimination in Education and the Convention
against Discrimination in Education, both adopted in 1960 (UNESCO, 2010i).

The 1974 Recommendation is unique: it was the first time in the history of
UNESCO, after almost 30 years in existence, that the organization adopted such
a comprehensive recommendation directed specifically at education for interna-
tional understanding, co-operation, and peace and education as it relates to
human rights and fundamental freedoms. Other normative instruments in edu-
cation include passages on peace and human rights, but not as their main thrust,
such as the Convention against Discrimination in Education, the Convention on
Technical and Vocational Education, and the International Charter on Physical
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Education and Sport (see UNESCO, 2010i). There are also declarations on wider
issues related to peace that underline the role of education, such as the Declara-
tion of Principles on Tolerance, adopted in 1995, or the UNESCO Universal Dec-
laration on Cultural Diversity adopted in 2001 (see UNESCO, 2010i). Other rec-
ommendations adopted later in the field of education are more specific in their
focus: technical and vocational education (Convention on Technical and Voca-
tional Education, 1989, revised 2001); adult education (Recommendation on the
Development of Adult Education, 1976); the recognition of studies and qualifi-
cations in higher education (Recommendation on the Recognition of Studies
and Qualifications in Higher Education, 1993); and the status of higher educa-
tion personnel (Recommendation concerning the Status of Higher-Education
Teaching Personnel, 1997).

Normative action has often been considered as an alternative to practical
action. Early discussions of what UNESCO should do in the field of education
as it relates to peace moved in two directions: one was to draft conventions and
declarations, while the other path took the form of practical actions, pilot pro-
jects, and psychological and educational research projects, the goal being to use
new teaching methods and “to check methodologically, by experiment, the va-
lidity of the postulate that education can be an instrument of peace” (UNESCO,
1972b, Annex II, para. 4). The accumulation of experience through practical ac-
tions was used as one justification for the drafting of an international instru-
ment for “the regulation of this education” (UNESCO, 1972b, Annex II, paras.
56-60).

A second distinction is to be made between international instruments and
other guidelines. The latter can also be called frameworks for action, or action
plans. They can be approved by the GC of UNESCO but are not strictly speak-
ing normative or standard-setting international instruments because they are
not prepared according to Article IV, paragraph 4 of UNESCO’s Constitution
and therefore are not included in the list of UNESCO standard-setting instru-
ments.

Confusion is understandable because “recommendation” is often used in
its more everyday sense to refer to the final documents produced at interna-
tional conferences. The World Education Report (2000, p. 75) listed 15 world
conferences held in the 1990s. These were organized by UNESCO alone or with
other organizations, or by the UN, and produced significant recommendations
on education intended to contribute to solutions to diverse problems of global
concern. These include issues concerning children, the environment and devel-
opment, human rights and democracy, population and development, special
needs education, social development, women, adult education, youth, cultural
policies for development, higher education, technical and vocational education,
and science. Chabbott (1998, p. 212) calculated that by 1990 there were 77 rec-
ommendations to education ministers and about a dozen general declarations
on the subject of education produced by hundreds of world or regional educa-
tional conferences sponsored by different UN and other donor organizations.
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The Maastricht Global Education Declaration (Maastricht, 2002) by the North-

South Centre of the Council of Europe lists 17 documents —agreements, chap-
ters, charters, declarations, agendas, conventions, recommendations, resolu-
tions, and commitments —but does not distinguish variations in their status and
binding nature. Among those listed are those adopted by the UN and UNESCO
that belong to the category of international normative instruments.
The drafting of a normative instrument, like that of the other types of docu-
ments mentioned, requires the consolidation of differing and often contradic-
tory cultural and political interests and views of MS and of the experts con-
sulted in its preparation. This work requires the time and resources both of the
organization and of MS.

1.2.2 Research on educational recommendations

The normative work of UNESCO on education as it relates to peace has not
been a specific subject of previous research. Almost no research has been done
on educational recommendations. However, the 1974 Recommendation is dealt
with in the course of some studies. It has been seen as a milestone in the history
of UNESCO (Rissom, 1996). Wells (1987), analysing the politics of knowledge of
the UN and UNESCO, provides well-documented information both on the post-
war normative regulation of education by UNESCO until 1952 and on contem-
porary regulation; the 1974 Recommendation is discussed in that context, with
information about the processes that led to the 1974 Recommendation but no
analysis of the text itself. Buergenthal and Torney (1976) in their book about the
1974 Recommendation devote a chapter to analyses of its text but without the dis-
course analysis perspective. They describe, in particular, the inputs of the USA
on various paragraphs. They consider its adoption a significant accomplish-
ment given the world situation at that time. They emphasize that it was drafted
by government representatives from different cultural backgrounds, educa-
tional systems, and ideological perspectives, and that to become acceptable,
“precision and clarity are at times intentionally sacrificed in favor of neutral
and semantically ambiguous phrases” (p. 20). Follow-up was not a concern of
either of these studies although the individuals involved participated in a num-
ber of conferences and publications intended to make the contents of the Rec-
ommendation known.

Allahwerdi (2001) discusses the implementation of international and na-
tional recommendations on international education in Finland and the Global
Citizenship Maturity Test developed by the Finnish United Nations Association.
She describes and classifies chapters and paragraphs of the 1974 Recommenda-
tion and other UNESCO guidelines according to their emphasis on peace educa-
tion, human rights education, development education, cultural education, and
environment education.

A discourse analysis study has been carried out on the Dakar Framework of
Action on Education for All (Tamatea, 2005). The author argues that the Frame-
work of Action does not leave room for alternatives, and provides only one
model for education. Another discourse analysis has been carried out on the
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European Commission’s Health Promotion Program (Sykes, Willig, & Marks,
2004). These two studies demonstrate the feasibility of the use of discourse
analysis on texts that belong to a genre similar to the 1974 Recommendation.

1.2.3 Other relevant studies

Normative action on education as it relates to peace is positioned at the conver-
gence of several issues and fields of study: broad issues of peace and war, hu-
man rights, international politics and co-operation between states, UNESCO as
an organization, standard-setting as part of international law, the impact of in-
ternational norms, and education in relation to all of these. This is illustrated in
Figure 1.

FIGURE1 The convergence of issues in the 1974 Recommendation
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Not much research has been done on UNESCO as an organization. It was the
subject of some studies after the withdrawal of the USA, UK, and Singapore in
the mid-1980s in response, among others, to the Declaration on mass media”
(UNESCO, 1978a; see for example MacBride, 1981). Wells (1987) pointed out
that the 1974 Recommendation remained almost unnoticed but that the mass-
media Declaration was accused, mostly groundlessly, in particular by the USA,
of “controlling” journalists, and made headlines around the USA. The Declara-
tion on mass media and the “Zionism as racism”® issue (not included into the

7 Declaration on Fundamental Principles concerning the Contribution of the Mass Me-
dia to Strengthening Peace and International Understanding, to the Promotion of
Human Rights and to Countering Racialism, Apartheid and Incitement to War,
adopted in 1978 (UNESCO, 1978a).

8 The UN resolution in 1975 (UN, 1975) equated Zionism with racism, and when the
resolution was endorsed by UNESCO and other agencies, it became one of the issues
considered by the West as “politicisation” of UNESCO (see Wells, 1987, pp. 1-23),
and was related to the US withdrawal. Three UNESCO “Israel resolutions” in 1974
(UNESCO, 1974h, Res. IV (13), 3.427 and XI (46); see also Section 4.5.9 of this study)
led to the mobilization of Zionist organizations against UNESCO which run “full-
page anti UNESCO advertisements in leading Western newspapers” (Wells, 1987, p.
19).
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1974 Recommendation), were used as justifications of the withdrawal of the USA
from UNESCO in 1984, followed by the UK and Singapore in 1985. It has been
argued that the withdrawal of the USA from UNESCO was a step under the
Reagan Administration towards undermining the entire UN (Coate, 1988).

Haggrén (2005) identifies two texts as sources of conflict in UNESCO,
namely the 1974 Recommendation and the 1978 Declaration on mass media. She
notes that the Nordic countries were very actively concerned with both texts,
which also challenged their own co-operation: Denmark and Sweden were re-
luctant while Norway, Finland, and Iceland were more favourable towards the
proposal to draft a recommendation concerning education. The Nordic coun-
tries” interest in education for international understanding, or international
education as it was called, was due in her view to the fact that this type of edu-
cation was quite advanced in those countries, and had been introduced into
their curricula with an emphasis on the overall development of human beings,
solidarity, and human rights, much the same emphases as those promoted by
UNESCO.

Jones (1988, 1990, 1998) has covered UNESCO and international education
policies and literacy, as well as globalization and internationalism. Mundy
(1999) argues that since the events triggered by the mass-media Declaration and
the withdrawal of the USA, little has been written about UNESCO and almost
none about its current work on education. Mundy describes three periods in the
history of UNESCO: the first, 1945-1973, saw the rise of post-war multilateral-
ism and embedded liberalism, and a wide array of educational programmes
including peace education; during the second, 1974-1984, the prominence of
UNESCO in technical development was eroded, new educational themes were
introduced along with those of disarmament, population, the environment,
human rights, and a new international order in the economy, information, and
communication; the third period, 1985-1998, was characterized by globalization,
neo-liberalism, reform of UNESCO, a focus on basic education, the “culture of
peace,” and new UN issues of peace and conflict resolution and the environ-
ment. All these studies provide the context for understanding the 1974 Recom-
mendation and its follow-up.

Rauner (1999) considers UNESCO'’s role important over time for the diffu-
sion of civics education issues such as human rights and international under-
standing. She mentions the 1974 Recommendation and its follow-up meetings
among the actions that have contributed to civics education world-wide. Rau-
ner’s study covers in 42 countries global aspects of civics education in textbooks,
curricular frameworks, and syllabi in relation to each country’s interconnected-
ness to UNESCO. It indicates that “regardless of a country” s level of develop-
ment, the more a country is linked to UNESCO, the greater the likelihood that
their civics material adheres to a global civic education model” (Rauner, 1999, p.
99), and that the wealthier the country the more likely it will emphasize global
civics content. However, the study indicates that “among countries at similar
levels of development, civics material in the Western European counties is less
likely to be global” (p. 99).
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Concerning other types of UNESCO activity, critical writings may be found
about the reports by independent commissions. Although the UNESCO report
of the International Commission on Education for the Twenty-First Century,
chaired by Jacques Delors (UNESCO, 1996b) aroused a lot of public interest in
education, it was translated into 30 languages (Mundy, 1999, p. 47), and discus-
sions and seminars were organized inspired of the report, it is considered by
Watson (1999) to lack moral authority and containing too many generalities and
statements with little supporting evidence. Watson, however, acknowledges the
value of the report in stimulating discussion about the future of education.

The concept of culture reflected in the report of the World Commission on
Culture and Development, Our creative diversity (UNESCO, 1996b), is criticized
by Eriksen (2001). He considers its concept of culture inadequate because the
report sought both respect for cultural differences and a globally shared ethics.
He argues for using the concept of rights instead of that of culture, which was
seen in the report as an archipelago of diverse, loosely interconnected, bounded
cultures. He considers the concept of rights more useful for trying to achieve
the impossible, equality that respects difference, and a better way to reconcile
universalism and relativism. This would enable the individual to have “a sense
of belonging to a community larger than each of the particular groups in ques-
tion,” as he puts it (Eriksen, 2001, p. 144).

UNESCO as an intergovernmental organization is necessarily involved in
international relations and international politics; sovereign MS are actors and
agents in the setting of standards at UNESCO for education as it relates to peace,
and are also supposed to implement them in their own countries. The focus of
the present study is neither international politics nor organizational studies,
and only a few works in this area will be mentioned for the sake of perspective.

Many recent works on international organizations (for example, Coleman,
2007; Dai, 2007) do not mention UNESCO at all. Of the various theories of in-
ternational relations, constructivist approaches are interesting for purposes of
my study because they recognize that not only states but also other social forces
participate in constructing shared institutions and ideologies through processes
of negotiation and contestation (Finnemore, 1993; Finnemore and Sikkink, 2001;
Haas, 1992; Jones and Coleman, 2005; Le Prestre, 1986; Senarclens, 1993). It has
been pointed out by Chabbott (1998) that development organizations, working
in high-income countries to promote development in the low-income countries
of Africa, Asia, and Latin America, have an impact on international norms and
conventions. Analysing the preparations for the 1990 World Conference on
Education for All, organized in Jomtien, Thailand, she concludes that nation-
states” interests and dominance did not alone explain the standardization of
Western models of mass education in international conventions and declara-
tions; but the explanatory variables were organizational, such as the degree of
professionalism and resource dependence.

Interests can be transformed through social interaction. Finnemore (1993)
views states as social entities, shaped in part by international social action, and
influenced by intersubjective understandings about the appropriate role of the
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modern state (p. 566). She draws her conclusions from a study of the influence
of UNESCO on the creation of science bureaucracies in a number of MS, in
which she found that new norms defining the responsibility of states for science
were supplied by UNESCO, not internally developed by the state itself.

Studies on the impact of international norms are also relevant as back-
ground, although the present study does not cover the impact of the 1974 Rec-
ommendation on MS. Norms do matter, and their impact can extend beyond
governmental intentions: non-governmental organizations can use them and
call for government accountability for commitments to them. This is one gen-
eral conclusion of studies indicating that international norms have a consider-
able influence (Checkel, 1997; Finnemore, 1993).

Some states give their agreement to norms without intending to follow
them. Strang and Chang (1993, p. 259) conclude from their study of the effects
of the International Labor Organization on national welfare spending in 1960-
1980 that global standards and norms played a role in the rapid extension of
welfare programmes in some states, whereas others accepted them in principle
but took no action.

International norms can have a considerable impact through civic and
non-governmental action even in those cases where they are reluctantly ap-
proved, as was demonstrated by Thomas (2001) using the example of human
rights norms agreed by the 1975 Conference on Security and Co-operation in
Europe held in Helsinki. Analysing the process that led to the signature of the
Final Act by that conference, he draws the general conclusion that “the origin of
international norms is best understood as a negotiated process through which
states seek to confirm their status as members of international society while de-
veloping collective standards of appropriate behaviour that serve their particu-
lar preferences” (Thomas, 2001, p. 267). In the same vein, he argues that states
place a value on recognition and legitimation by society internationally, which
may motivate them to participate in the establishment of new norms with
which they have little or no intention of complying. “Recognizing the potential
inconsistency between norms and behaviour is thus the beginning, not the end,
of understanding how norms shape outcomes in world politics” (p. 7). Accord-
ing to Thomas, international norms for human rights agreed upon by the Hel-
sinki Final Act influenced the demise of communism in the former Eastern Bloc
and the ending of the Cold War, because those norms were used by social and
political opposition movements, with consequences not foreseen by those who
signed the act in 1975. He points out that neither the USA nor the Soviet Union
was keen to include the issues of human rights in the agenda of the Conference;
the Soviet Union conceded during negotiations (pp. 281, 284). Human rights
were put on the agenda because of the insistence of the European Community,
which made the commitment to human rights both an area of substantive co-
operation and a fundamental norm for relations among all European states, in-
cluding the Communist bloc (p. 49).

Checkel (1997) in a study of international norms and domestic politics
writes, “Thanks to a growing body of empirical work, the once controversial
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statement that norms matter is accepted by all except the most diehard neoreal-
ist” (p. 473). Hawkins (1997) argues that international human rights pressures
helped lead to limited yet important changes in the discourse and behaviour of
Chile’s authoritarian regime from 1976-1978, thus highlighting the importance
of a normative basis for a regime’s authority. According to Hawkins, the Chil-
ean regime adopted human rights norms and promises of democracy in its dis-
course from the beginning. Once these were incorporated into a military-
approved Constitution, they were used by the opposition as leverage against
the regime.

Much has been written about peace education in general, but this manu-
script does not address this topic as such. Some key works on the topic are
Brock-Utne (1985, 1989), Galtung (1975, 1984), Boulding (1996, 2000) and
Reardon (1988, 1995). Betty Reardon also prepared education guides on toler-
ance for UNESCO (Reardon, 1997); Weil (2002) has prepared practical guides on
peace education. Page (2004, 2008) provides an overview of scholarly develop-
ments in this field. Many others could be cited, including those who have done
work on conflict and co-operation, such as Deutch and Coleman (2000). The
post-Cold War period in peace psychology is explored by Blumberg, Hare, and
Costin (2006).

Many psychologists were concerned of peace issues also in Finland.
Among them there was my supervisor of this study, Lea Pulkkinen, whose
study on aggression led her to search alternative models for conflict resolution
(Pitkénen, 1969). Later, she studied the threat of war (Johnson, Pulkkinen, Ora-
nen, & Poijula, 1986; Pulkkinen, 1986), and became interested in peace educa-
tion (Pulkkinen & Wahlstrom, 1987; Pulkkinen, 1989) as well as in connections
between human aggression’ and war (Hinde & Pulkkinen, 2001).

Normative work on education as it relates to peace focuses on its role, con-
tent, and ways and means. Some view this role as the promotion of peace, oth-
ers that of educating about issues relating to peace. Reardon (1988) makes dis-
tinctions between peace research, peace studies, peace education, and peace
action: all are different but interrelated, and all contribute to knowledge about
peace.

According to Gawerc (2006), a key controversy in peace education op-
poses those who perceive the causes of conflicts to be structural and those who
perceive them to be psycho-social or psycho-cultural. The former have focused
on issues of rights, justice, and politics, while the latter have emphasized rela-
tionships and the need to work on eliminating ignorance, misperceptions, fears,
and hostility between groups, often through co-operative activities and encoun-
ters. Gawerc believes that these two approaches are increasingly conceived as
complementary: a deeper understanding of conflict and more comprehensive
approaches to deal with it require both systemic and relational change.

9 The issue of human aggressiveness was apparently topical at the time because it was
raised upon discussion in the Education Commission of the GC of UNESCO in 1966
(UNESCO, 1966a; see Section 4.4.4 of this study).
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Hermon (1988) describes the establishment of the Coordinating Commit-
tee of the Major International Associations (CC) by the League of Nations in
1925. Peace education, it is argued, initially had a pacifist thrust promoted by
Non- Governmental Organizations (NGO), but then shifted to a focus on inter-
national understanding. An exception to the neutrality of the CC was its stand
against Nazi racist policies, which changed the definition of peace education to
include respect for human rights in addition to the promotion of international
understanding and co-operation. There were debates over the relative priority
of international co-operation and the defence of human rights versus the other
focus of peace education—intercultural, social, and economic issues such as
East-West understanding, youth unemployment, and the social repercussions of
the world economic crisis (Hermon, 1988, p. 137). According to Hermon, in the
mid-1930s when international relations were deteriorating and disarmament
and international conciliation failed, advocates of peace education became more
militant in their attempt to influence public opinion; the International Peace
Campaign was launched with an emphasis on information about international
affairs including the denunciation of violations of international law and aggres-
sion, including the bombardment of civil populations in China and Spain.

National Commissions for UNESCO in many countries issued publica-
tions about the 1974 Recommendation and organized international workshops
(UNESCO, 1976b; 1976c; 1983f; 1987d; 1988b; 1989a; 1991d; 1997; 2001c; 2001d;
2009h). In many countries these commissions were not in the mainstream dis-
course about these issues, which were though to be more the province of for-
eign relations experts than educators.

The concept of a “culture of peace” launched by UNESCO is explained in
a number of studies and its practical implications described in a booklet on the
subject (UNESCO, 2002b). Among contemporary peace education efforts by
NGOs may be mentioned the Global Campaign for Peace Education (“Global
campaign,” 2010) and the Global Education guidelines of the North-South Cen-
tre of the Council of Europe (“Global education guidelines,” 2010). International
instruments including the 1974 Recommendation have been important reference
points and are widely used by educators who are interested to promote peace,
human rights, international understanding and co-operation (Reardon, personal
communication, 1 April 2010).

Normative work falls under international law. Standard-setting in UNESCO
(Yusuf, 2007) was published as the result of a symposium held on the occasion
of UNESCQO'’s 60th anniversary. It includes information and analysis relative to
methods for the elaboration and implementation of standard-setting instru-
ments, to constitutional objectives and legal commitments, to collaboration, and
to impact. The relationships between international law and international rela-
tions are explored by Armstrong, Farrell, and Lambert (2009), who view the
role of international law in world politics through three interdisciplinary lenses,
the realist, the liberal, and the constructivist.

So-called strategic planning and strategic documents are developed not
only in the business world but also by cities and communities. In many coun-
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tries, members of political parties participate in drafting strategies, so that the
process includes individuals and groups from different political, cultural, and
religious backgrounds. In those cases, the communicative process can display
similarities with the process of drafting international instruments. Palli, Vaara,
and Sorsa (2009) have examined a strategy document and its production and
reproduction through face-to-face interaction in the city of Lahti in Finland.
They note an unfortunate lack of systematic analysis of strategy documents,
given their important role in organizing contemporary society. In the case of
Lahti, statements were included that allowed for different interpretations; they
argue that this ambiguity is an essential part of strategy work and key to the
intersubjective and intertextual processes of negotiating strategy. In this respect,
their findings may have some similarities with the normative work of interna-
tional organizations.

Finally, UNESCO’s own history project and its independent scientific
committee were established in 2006 to encourage research on the history of the
organization (UNESCO, 2010c). The project provides information about re-
search on UNESCO that the UNESCO Archives are aware of, or works available
in the UNESCO library. The UN’s Intellectual History Project has published 14
books; Jolly et al. (2009) have produced a summary of their content.

1.3 Aims and research objectives of this study

The goal of this study is to increase the understanding of UNESCO’s normative
activity in one of its core constitutional fields, namely education as it relates to
peace. In the course of this activity it is necessary to consolidate different view-
points to achieve a common purpose. Consolidating different political, cultural,
and economic viewpoints is a general problem in the work of international gov-
ernmental organizations, which means that the formulation of joint texts is an
important task. In fact, it is also a problem in democratic societies as a whole.
This is the more general framework within which the main question explored
by this study is located: What outcomes can be achieved, and what processes
lead to them, when politically, economically, and culturally different actors seek
to define common standards for education related to peace in UNESCO? This
question is explored through the case of the Recommendation concerning Educa-
tion for International Understanding, Co-operation and Peace and Education relating
to Human Rights and Fundamental Freedoms, adopted by the GC of UNESCO in
1974 (UNESCO, 1974h, Res. X, 38; see Appendix A).

The title of the Recommendation itself represents an agreed-on definition. It
includes not only education for “international understanding, co-operation and
peace,” as the Secretariat’'s documents called it until 1972 (UNESCO, 1972b), but
also education “related to human rights and fundamental freedoms.” It was
drafted and adopted during the Cold War, when political and economic differ-
ences and conflicts between the Soviet Union and the USA affected interna-
tional relations, and Third World countries emerged as actors in international
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political arena (Rajagopal, 2005). This context makes the Recommendation a par-
ticularly interesting subject of study.

Several questions are addressed in the course of this study in order to il-
luminate the main research problem. Firstly, what the Recommendation incorpo-
rates and how are its themes addressed?

As the product of actors with differing viewpoints and interests, the
document expresses views on education, peace, and human rights as conceived
in a particular historical context; analysing what it includes and how the sub-
jects dealt with are treated will contribute to the overall goal of this study. Sec-
ondly, which international political and organizational processes led to the 1974
Recommendation and how did they come about? MS, experts, and the UNESCO
Secretariat were participating actors in the creation of the Recommendation. To
explore how it came about requires describing and analysing these processes in
the context of historical events.

This study could have been confined to these two questions. However, to
complete it, it is also important to follow what happened after the adoption of
the 1974 Recommendation. Therefore, a third question is posed, namely, what
kind of follow-up took place? This includes not only the statutory follow-up
that any normative instrument is subject to but also other related developments.
The follow-up covered by this study is limited to events within UNESCO and
some relevant context; studying its impact on MS is beyond its scope.

This study could fall within several academic disciplines. Positioned at the
convergence of several issues, I consider it as an interdisciplinary effort to
which my academic background in psychology brings its perspective, in par-
ticular by the choice of a discursive approach and discourse theory within the
framework of social constructionism. Discursive approaches are used, among
others, in social psychology (for example, Potter & Wetherell, 1990), and dis-
course theory builds, among others, on psychoanalytical thinking of Lacan (La-
clau & Moutffe, 1985/2001). However, I apply both theoretical approaches at an
international level.



2 THE THEORETICAL AND METHODOLOGICAL
FRAMEWORK

2.1 The overall framework of social constructionism

The 1974 Recommendation is studied within the framework of social construc-
tionism. In this approach, phenomena are understood to develop within a social
context; when people interact with each other, they do so on the understanding
that their respective perceptions of reality are related, and as they act upon this
understanding their common knowledge of reality is reinforced (“Social con-
structionism,” 2010). Research based on this approach looks first at the ways
actors describe phenomena, then moves on to explanation of a social reality
(Suoninen, 2006, p. 18) by analysing how it is constructed in different social
practices (p. 19). In my study that refers to UNESCO practices.

Even though social constructionism does not have one definition accepted
by all researchers, social constructionists share the view that knowledge is con-
structed through social interaction, a process in which language plays a central
role. Discourse analysis can thus be seen to fit within the framework of social
constructionism (Burr, 1995). According to Armstrong et al., (2009), many con-
structionist studies on the evolution of norms see change in international law as
“a social process involving elite learning, community socialization, and/or in-
ternalization of new norms” (p. 111). The same study considers that from the
realist perspective, the agents of change in international law are states and
change requires their consent while liberals “seek progressive change in inter-
national law to advance core community values” (p.111). That change involves
legislative action and actions by other actors, such as activist groups and trans-
governmental networks.

A constructionist perspective offers a theoretical position but it does not
provide a specific empirical research strategy for identifying intersubjective
meanings, nor does it explain how and why these meanings change. Among the
tools used for these tasks are discourse analysis, process tracing, genealogy,



32

structured focused comparisons, interviews, participant observation, and con-
tent analysis (Finnemore & Sikkink, 2001).

2.2 Discourse analysis and the differentiation of repertoires

When politically, culturally, and economically different actors with different
interests draft texts within systems such as the UN, precise formulations be-
come important. Documents are often accused of being too general or vague, or
saying nothing. This can be true of the language of UNESCO documents as well.
René Ochs, UNESCO Division Director from 1950 to 1981, famous for his
document drafting abilities, said that

It quickly became a language of the initiated, comparable to that used in clubs,
brotherhoods, and other closed groups, along with an inherent snobbism and a tech-
nocratic arrogance; a hermetic language, boring and conventional, which has ren-
dered communication with the public difficult even with the natural partners of
UNESCO, both political and intellectual. (Ochs, 2009, p. 37)

The 1974 Recommendation is written in the language typically used in interna-
tional instruments. It is consequently a challenge to analyse it discursively.

Discourse has been defined in many different ways, and I consider dis-
course analysis to be not a specific methodology but rather an approach. Dis-
course analysis approaches share general assumptions about the importance of
the use of language in the construction of meanings, and about the nature of
reality: the world itself is neither single nor regular, thus one truth is not possi-
ble (Taylor, 2001, p. 12). Discourse analysis has been applied in a variety of
kinds of research and its ideas can be thus be adopted for the needs of this par-
ticular study without committing it to any specific definition or methodology.

Discourse, power, and knowledge are intertwined and expressed in his-
torically variable ways, linked with social practices (Carabine, 2001; Foucault,
1972). Ideology can operate through texts [wording] which “impose assump-
tions” that are not made explicit and generate their own meaning systems (Fair-
clough, 1989, p. 97). In post-structuralist social theory discourse is seen as the
social construction of reality, a form of knowledge (Fairclough, 2002, p. 18). Be-
cause discourse is connected to social practices, it can serve purposes of social
control, implicitly directing what we are allowed or obliged to do and what can
be done to us (Burr, 2003). The use of language has consequences for our actions
as individuals or as a society, and we construct the world by using language.

Human interaction is possible because of common meanings and common
definitions. Common representations or meanings are created through interac-
tion; once created they begin to live a life of their own, with old ones disappear-
ing and new ones appearing. Social representations manifest themselves at the
level of society as a whole. According to Burr (2002), the idea of social represen-
tation is used in many types of research that focus on the world as it is observed
and understood by those living in it, rather than on objective reality.
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From an epistemological point of view, discourse analysis produces one
possible answer to the research question posed; it is performed in one situation,
it is reflexive, and it does not claim to present “the” truth. The role of the re-
searcher is visible, and his or her personal connection to the subject is not a
negative factor, though it should be made explicit (Taylor, 2001). Discourse
analysis is demanding because it does not have a single defined methodology,
and there is no advance guarantee that it will produce significant results. Zee-
man et al. (2002) view discourse analysis as a challenge to the dominant concep-
tions of how research should be done and how the object of research should be
conceptualized; in educational research this can be an advantage, since it facili-
tates alternative thinking that may lead to change.

Discourse analysis can also make visible some implicit aspects of a text:
ideology operates through texts and generates their meaning systems (Fair-
clough, 2002, pp. 121-124). Content and form can be approached within dis-
course analysis by asking “what “and “how” questions (Jokinen, Juhila, and
Suoninen, 2004). To ask “what” means to distinguish different meaning systems
and identities in the text and to interpret the functions and consequences of the
use of language. To ask “how” means to analyse the form: for example, how
different and conflicting repertoires are consolidated, how accounts are justified
by facts, or how positions are justified or defended. In other words, through
asking “how” it is possible to deal with the processes of the construction of
meaning systems (Jokinen et al., 2004, p. 228).

This approach is not designed to determine whether a statement is true or
false, biased or objective. The point of view is that of the text itself, the way it
“talks” and constructs meanings. In social-constructionist research, the real or
true intentions of the author of the text are irrelevant (Burr, 2002). It is also pos-
sible to ask how the text is formulated as a response to possible counter-
arguments and how the arguments it contains take into account the “invisible
public” (Suoninen, 1992, pp. 60-72). For example, a delegate can anticipate pos-
sible counter-arguments of other delegates and take them into account when
she/he formulates proposals, or can have in mind the public at home and use
the vocabulary that can be identified by that public, or is important for her/his
country or region. In Asia, for example, concepts as “harmony”, “inner peace”
and “sharing and caring” can be recognized, or in Africa rather “we” than “I”.

What is included in the text and how it is constructed can also lead to
“why” questions: for example, why this specific content (for example, a particu-
lar international convention in stead of another) and why it has been con-
structed as it is. In this study, more light can be thrown on such “why” ques-
tions from extra-textual sources that means to find an explanation outside the
text analyzed and in my study by the analysis of processes.

Language is seen by Derek and Potter (1993, pp. 24-25) as part of a social
process of construction of reality in which participants have a rhetorical stake or
position with respect to reporting and constructing explanations of events; they
are accountable for their own actions, for the veracity of their accounts, and for
the consequences of those accounts for interaction. Although the text of the 1974
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Recommendation is a collective product, it is interesting to see what justifications
of its statements are offered. In Derek and Potter’s investigation of everyday
causal attribution, the focus is on action, not cognition, and specifically on dis-
cursive actions performed in and through language. Reports and descriptions
can be rhetorically organized to undermine alternatives, and hence analysed
discursively in terms of their orientation towards actions.

The management of factuality —the use of discursive devices to establish
objectivity and factuality —is of interest for the analysis of normative instru-
ments. Attribution event variables—consensus, distinctiveness, and consis-
tency —“can be relocated as rhetorical criteria, as the kinds of considerations
that event descriptions attend to when implying attribution causation” (Derek
and Potter, 1993, p. 38). This involves among other things looking at the con-
struction and rhetoric of factual descriptions and the grounds on which some
descriptive terms rather than others are selected.

The analysis of repertoires is one technique of discourse analysis. Variations
in the formulation of a text can be described in terms of repertoires. Discourse,
for some theorists, is a wider concept than repertoire: Potter and Wetherell
(1990) suggest that “interpretative repertoire” is better suited to a social psy-
chology orientation, and can be used within a more broadly defined analysis of
discourse. According to Burr (2002, p. 176), “interpretative repertoire” can be
used as an alternative to “discourse.” She describes it as analogous to the reper-
toire of moves available to a ballet dancer, who can put them together on differ-
ent occasions in different dances; it is thus a more flexible concept than dis-
course, which can be seen as a coherent, organized set of statements.

According to Burr (2002), this concept is used in many kinds of research
that focus on the world as observed by those living in it. She considers reper-
toires to be common social resources, used in specific situations by persons be-
longing to a certain social group; they are based on common meanings, or
common definitions of a situation, and created in interaction.

Analyses of repertoires are usually carried out using samples of individual
talk. I apply this analysis to a text that is defined collectively, where the author,
the “speaker,” is a collective body, namely the GC of UNESCO. The applicabil-
ity of the concept of repertoire can be seen in the various ways the GC —in other
words, the Recommendation — “talks” about its subjects, how it defines and justi-
fies them in its specific historical context, and what vocabulary, terms, and
metaphors are used. Repertoires considered as different points of view of the
author or speaker construct different positions for the speaker and for the actors
about whom the text speaks. The text of the 1974 Recommendation is a negotiated
or voted understanding of MS on the issue of education as it relates to peace,
but several “authors” were involved in its preparation, namely the Secretariat
of UNESCO and a group of experts.

Content analysis would not be appropriate for this research because it is
impossible to classify the concepts of the 1974 Recommendation into exclusive
categories; their articulation with other concepts and content is also important
and has to be taken into account. Knowledge of the historical context would
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also lead to deeper understanding of the Recommendation. According to Wood
and Kroger (2000, p. 6), “discourse analysis is not uninterested in content but its
aim is to go beyond content in order to see how it is used to achieve particular
functions and effects.” In discourse analysis the conception of content is much
broader than in content analysis. A discourse can have multiple functions or
meanings, making it impossible to use predetermined categories, to calculate
quantitative assessments of coding reliability, or to perform statistical analysis
of relationships. Discourse analysis means the examination of discourse crea-
tively in all its multifarious aspects and possibilities. The problem in doing re-
search using discourse analysis is that it does not provide ready-made models
or tools (Taylor, 2001).

2.3 Exploring processes through discourse theory

Political theorists Ernesto Laclau and Chantal Mouffe develop a discourse theo-
retical approach in Hegemony and Socialist Strategy (Laclau & Mouffe, 1985/2001;
see also Howarth, Norval, & Stavrakakis, 2000; Laclau & Mouffe, 2001; Stavra-
kakis, 1997; Palonen, 2008). It draws on the thinking of political and literary
theorists, social scientists, psychoanalysts, and linguists, foremost among them
Derrida, Gramsci, Lacan, Foucault, and Saussure. It is better known and used
within the framework of political research, but its theoretical approach and con-
cepts can be applied elsewhere, as in this study.

In discourse theory, meanings are constituted through the relations be-
tween different elements, through their articulation (Howarth et al., 2000; Laclau
& Mouffe, 2001; Stavrakakis, 1997). Any concept is meaningful discursively ar-
ticulated. The concepts of the 1974 Recommendation, such as education, interna-
tional understanding, co-operation, peace, human rights, and fundamental
freedoms, are elements which are articulated, in other words brought together
in a particular way as part of the discourse of this particular recommendation.
As such, these concepts are pre-existing elements which can also be incorpo-
rated into other discourses — those of a state, political party, or social movement,
for example. Articulated around the nodal point of a particular discourse, they
become contingent moments of that discourse (Howarth & Stavrakakis, 2000, p.
7). A nodal point (or “point de caption” taken by Laclau from the psychoanalytic
theory of Jacques Lacan) gives a structure to the discourse (Palonen, 2008). It
seeks to fix the meaning of the elements.

Education, peace, and human rights, and the components articulated with
them, are debated, contested, and sometimes controversial concepts. In terms of
discourse theory, they can be seen as floating signifiers whose meaning each dis-
course tries to fix around its own nodal points; however, this can only be par-
tially successful because all social formations (discourses) are contingent and
incomplete (Howarth & Stavrakakis, 2000, p. 8). In this respect, for example, the
concepts of education, peace, or human rights as part of one or more particular
discourses of UNESCO acquire their meaning within that particular context and
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as a result of articulation around nodal points of that discourse. If these same
elements were articulated within a purely Western bloc, Eastern bloc, or Third
World discourse, in other words as a part of an ideological discourse other than
that of UNESCO, and thus around other nodal points, their meaning would be
modified accordingly. Each discourse has its limits, and floating signifiers “cap-
tured” by a particular discourse negotiate the limits between discourses. A
floating signifier means different things to competing discourses (Palonen,
2008). It could be a concept of peace that is conceived differently, to-day, for
example in Israel and Palestine. An empty signifier, “a sister concept” (Palonen,
2008) of the floating signifier, can include various contents which correspond
interests of many different groups so that it looses its own specific meaning. It
serves as a common nominator for the unity of different groups, as for example
Juan Péron was in Argentina (Laclau, 2005a; Palonen, 2008).

The concept of hegemony is understood in discourse theory not only in
terms of a political formation (the aim of political and societal action) but also in
terms of a discursive formation. Both in political and discursive formations the
logics of articulation are important. Here I consider the political formation to
refer, for example, to groupings of relative positions of different countries, and
the discursive formation to mean the articulation of different concepts. Laclau
(2005) conceives discourse as “any complex of elements in which relations play a
constitutive role,” and claims that “an action is what it is only through its dif-
ferences from other possible actions and from other signifying elements—
words or actions —which can be successive or simultaneous” (p. 68).

On this account, only two types of relation can possibly exist between sig-
nifying elements, namely combination or substitution. Combination can take
place through one of two logics, the logic of equivalence and the logic of difference,
which are dependent on each other (Howarth, 2000; Laclau, 2005, p. 78). In the
first, discursive unity is achieved between disparate elements by positing the
existence of a common threat: the logic of equivalence divides the social space
by the construction of frontiers and condenses meaning around two antagonis-
tic poles within a discourse. The logic of difference, conversely, seeks to break
down frontiers and distinguishes “chains of equivalence” by incorporating dis-
articulated elements into the expanding formation (Clohesy, 2005, p. 183). The
logic of difference can, for example, weaken antagonism by articulating two
elements together in such a way as to make them appear complementary rather
than confrontational or contradictory. These logics will serve here as analytical
tools for a detailed examination of the Recommendation’s strategies, including
the limits and frontiers of its signifying elements and how it positions elements
outside it as negative or antagonistic.

According to discourse theory, the existence of antagonistic elements pre-
vents the total closure of any discourse (Laclau & Moulffe, 2001). Foucault (1972,
p- 29) also looks at relations between statements and groups of statements or
events of quite different kinds (these groups need not concern the same or even
adjacent fields—the social and the political, for example). He argues that the
underlying discourse is revealed not through an interpretation of the facts it
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contains but through the analysis of its statements’ coexistence, succession, mu-
tual functioning, reciprocal determination, and independent or correlative
transformations.

The basic assumptions of a research programme using discourse theory
are then that social meanings are contextual, relational, and contingent, and that
“all systems of meaningful practice—or discourses—rely upon discursive exte-
riors that partially constitute such orders, while potentially subverting them”
(Howarth, 2005, p. 317). By making these ontological assumptions, discourse
theory affirms values such as democracy, pluralism, and contingency (Howarth,
2005).

I consider the 1974 Recommendation as the outcome of hegemonic processes.
Using the terms of discourse theory, hegemonic practices are a “form of politi-
cal activity that involves the articulation of different identities and subjectivities
into a common project” (Howarth & Stavrakakis, 2000, p. 14; see also Laclau &
Moutffe, 2001). The MS of UNESCO articulated their different political identities
within a common project by deciding via the GC in 1947 to prepare a normative
instrument in the field of education. Prior to that decision, a particular MS or a
group of them might have had differing views on how to promote peace and
introduced their own initiatives. Before they are approved, initiatives and pro-
posals are particular positions, becoming hegemonic and claiming to be univer-
sal after the approval of the GC as I consider them in this study.

Torfing (1999) describes a hegemonic formation as “the expansion of a dis-
course, or set of discourses, into a dominant horizon of social orientation and
action by means of articulating unfixed elements into a partially fixed moment
in a context crisscrossed by antagonistic forces” (p. 101). For education as it re-
lates to peace to become a hegemonic formation, the chains of equivalence had
to be expanded in order to include as many positions as possible. In other
words, a hegemonic formation understood in this way means that the states,
including the antagonists of the Cold War, had to form chains of equivalence in
such a way as to ensure that the final text included the maximum amount of
each participant’s concerns. The very title of the 1974 Recommendation brought
together elements previously considered separate, namely international under-
standing, co-operation, and peace on the one hand and human rights and fun-
damental freedoms on the other. How this hegemonic formation, addressed as
many of each participant’s concerns as possible, was achieved, prevailed, and
came to be questioned afterwards, is analysed in the course of this study.

2.4 Research design

This research project is conceived in terms of two complementary theoretical
approaches, repertoire analysis and discourse theory. Both approaches fall
within the general theoretical framework of social constructionism viewed as a
sociological theory of knowledge.
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2.4.1 Repertoire analysis

The 1974 Recommendation is the result of social interaction by various actors—
MS, the Secretariat, and experts—who all participated in the drafting of the
common text. In the drafting of normative instruments, great attention is paid
to the formulation of the text in order to consolidate differing political and cul-
tural views and reach an agreement. Sometimes the placement of a comma can
make a difference. Additions and deletions are made to successive drafts
throughout the preparation process.

MS contribute to a normative instrument with initiatives and proposals;
they comment on drafts and decide on the final version through UNESCO’s
decision-making bodies, the EXB and GC. Experts and epistemic communities
contribute through participation in preparatory meetings and as members of
the delegations of MS to the GC, or as observers from NGOs, who are invited to
meetings and have the right to comment but not to vote. In particular at go-
vernmental level meetings, experts are usually instructed to follow political
lines of their respective governments on issues regarded as “political”. The Se-
cretariat prepares documents for the decision-making bodies, and is responsible
for the drafts and reports.

The text of the 1974 Recommendation presents collectively constructed
knowledge and ideas about education in relation to peace, human rights, and
related issues. It represents some generally accepted “truths” from the time
when it was composed. As a social construct, it gives meaning to its themes,
while at the same time “taking” meanings from the world (Suoninen, 2006, p.
21), it “sees” the world in a certain way while intending to have an impact on
what it sees. Meanings given to phenomena help to form social practices (Fair-
clough, 1992; Potter & Wetherell, 1990).

A repertoire analysis provides relevant methodological thinking tools for
tackling research questions about what the 1974 Recommendations includes and
how it does this. This approach requires viewing the text within its societal con-
text; it makes it possible to reflect on the consequences repertoires have for so-
cial practices. Discourses also construct subject positions: here these are the dis-
cursively constructed positions of UNESCO and its MS.

The first part of this study deconstructs the genre of the 1974 Recommenda-
tion into a series of repertoires, applying a micro-level analysis. Normative in-
struments represent a specific genre, since their preparation has to follow the
established rules and procedures for standard-setting activities in UNESCO, as
previously noted.

The dialogue between researcher and data is decisive in identifying the
data’s different meaning potentials, including what is not expressed in the data.
Discourses arise from the researcher’s interpretation, but the process of identi-
fying them is not a mechanical sorting of the elements of the text. It is a herme-
neutic process of understanding and interpretation, which requires conceptual-
izing the text from the inside; the process takes the form of a spiral and includes
a comparison of the meaning of the text to the life world from which it origi-
nates (Forster, 1996). Discursive reading is largely an intuitive and interpreta-
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tive process, meaning that any reading, including this one, is one of many pos-
sible (and equally valid) readings, and that researchers” backgrounds and ex-
periences affect what they recognize in the text (Burr, 1995, 2003). What matters
is, according to Burr, how useful a reading may be for understanding the issue
in question and subsequently doing something about it.

A repertoire analysis as applied to the text of the 1974 Recommendation is a
tool for answering research questions about what the Recommendation says and
how it speaks when it talks about education, international understanding, co-
operation, and peace in conjunction with human rights and fundamental free-
doms. The analysis exposes not only what it contains but also how that content
is constructed. However, a repertoire analysis can describe a phenomenon but
does not explain why it exists as it does. Here, analysis of the processes that led
to the Recommendation can provide some explanations.

In identifying repertoires, attention is drawn to linguistic forms, rhetorical
aspects, and vocabulary used. I looked for both variation and repetition, and at
the way repertoires are used to create morally defensive positions for the
speaker (Burr, 1995, 2003). A data-driven approach is used: in other words,
categories are not predetermined and new questions and issues can emerge
from the data in the course of discursive readings.

2.4.2 Discourse theory

The text of the 1974 Recommendation is defined, in principle, by all MS, and ap-
plies to all MS whether it was adopted by consensus or by vote. MS can vote for
or against, or abstain. In the language of discourse theory (Howarth et al., 2000;
Howarth & Torfing, 2005; Laclau & Mouffe, 1985/2001), the final text as
adopted by the GC is a hegemonic discursive formation. It represents the whole,
a universal, the will of the international community, a shared ideal for peace
through education.

The 1974 Recommendation is the outcome of a series of hegemonic proc-
esses within which MS seek to make their particular positions universal
through incorporating them in the text. However, a normative instrument can-
not be simply a collection of particular demands, since it would then include
contradictory statements and thus be of no use. An international normative in-
strument has, at least, to look coherent and convincing.

Because it is not possible for all the particular MS to make their political
and cultural views universal, by adopting a normative instrument they are sub-
ordinating their particular positions to the universal. Particular claims can be-
come part of a universal in two ways: the universal incorporates contradictory
demands by consolidating them through consensus, or alternatively a particular
MS or group of MS can incorporate their position through a majority vote.

According to Laclau (1995, 2005b), universals and particulars are interde-
pendent; neither exists without the other. A universal cannot exist prior to par-
ticulars; it is never complete but always deficient, and is thus the object of con-
tinual contestation, redefinition, and renegotiation. To express the point in an-
other wayj, it is the result of articulation. In the same vein, the meaning of a par-
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ticular is also a result of articulation, bound up with a universal. The use of
these two methodological approaches in this study, discourse theory and reper-
toire analysis as described above is summarized below.

2.4.3 Summary of the research design

As explained in this Chapter, this study is placed within the overall framework
of social constructionism. Two methodological approaches, discourse theory on
the one hand, and repertoire analysis on the other are applied in it. The research
design is outlined in Table 1.

TABLE1 The research design

Object of analysis Methodological approaches Level of analysis and re-
search questions addressed
a) The text of the Recom-|a) A discursive approach: reper- | Micro-level: what the text
mendation as a whole toires and wider discourses includes and how

b) Its content issues b) Articulation of concepts:

discourse theory

Processes Interpretation via Macro-level: which proc-
discourse theory esses and how; why the
outcome is as it is
Follow-up Interpretation via Macro-level: what hap-
discourse theory pened after 1994 and why

The table demonstrates three main parts of this study which are the objects of
analysis: 1) the text and its content issues, 2) processes which lead to the Recom-
mendation and 3) its follow up within UNESCO. Content issues are those which
are obvious or emerge during discursive reading of the text. The table demon-
strates the use of two methodological approaches in analysis indicating also the
level of analysis with research questions addressed.



3 A DISCURSIVE READING OF THE 1974
RECOMMENDATION

3.1 The 1974 Recommendation and a discursive approach

The first part of any UNESCO recommendation is called a Preamble. It specifies,
in the name of the GC of UNESCO, the dates and place of the session concerned.
It reminds of relevant principles and notes a number of things, announces the
adoption of the instrument, and what legislative or other steps the GC recom-
mends MS to undertake. The Preamble thus has an important, official function
as an introduction to the text that follows it.

The 1974 Recommendation (UNESCO, 1974h, Res. X, 38; see Appendix A)
consists of the Preamble and the text (see Appendix A). The Preamble’s ten
paragraphs are not numbered (I use numbers when referring to them in the
analysis, for example, Preamble, para. 1); the text itself is organized under ten
main titles, some with subtitles, and consists of 45 paragraphs, some containing
several subparagraphs.

The Recommendation comprehensively covers various aspects of education
of all forms and stages. It lays emphasis on the ethical and civic aspects (seven
paragraphs, paras. 10-16) and on the study of major problems of mankind [sic]
(two paragraphs, paras. 18 and 19; para. 18 has seven subparagraphs on prob-
lems to which education should relate). Cultural aspects merit only one para-
graph (para. 17). A number of paragraphs of the Recommendation are long and
complicated (for example, para. 4). Statements are interwoven with or embed-
ded in each other in ways that make analysis difficult.

Although this is not stated as such in the text, it can be considered that the
implicit speaker is the GC, except in the Preamble, where it is the explicit
speaker.

Belonging as it does to a normative genre, the 1974 Recommendation is gen-
erally prescriptive. However, the prescriptive formulations vary. My attention
was drawn to the vocabulary, linguistic and grammatical forms, and rhetorical
expressions used in the text, as well as the functions of different ways of talking
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in different parts of the Recommendation. Why, for example, does the title speak
of education for international understanding, co-operation, and peace, but of
education related to human rights and fundamental freedoms? Why does the
text sometimes specify “Member States should,” but sometimes “education
should”? Why use the term “education” but also “international education”?
What is the function of expressions such as “as far as possible”? I began to ask
what these variations in language might signify, and to identify patterns in the
formulations.

The discourse analysis I pursue is performed at the level of the Recommen-
dation as a whole; however, the Preamble is analysed separately because it has a
different function from the rest of the Recommendation, serving as an introduc-
tion that justifies and legitimizes it. Because in discourse analysis data play a
prominent role, the use of direct quotations from the text is inevitable. This is
important also in order to do justice to the text and its style, and to enable the
reader to agree or disagree with the interpretations made. The same passages
may be quoted several times depending on which aspects of the text are being
scrutinized, that is, from which perspective or through which lens it is being
examined.

The Preamble is analysed first, then the text. Words and phrases to which
attention is drawn are shown as bold in the quoted passages.

3.2 The Preamble of the 1974 Recommendation

In the Preamble, the speaker is the GC, and everything said there is explicitly in
its name. The style of the Preamble is official and solemn. The authority of the
GC is expressed from the beginning through formal indication of the place, date,
and number of the session, with the full name of the organization: “The General
Conference of the United Nations Educational, Scientific and Cultural Organi-
zation, meeting in Paris from 17 October to 23 November 1974, at its eighteenth
session.” The following paragraphs open with terms such as “Mindful,” “Reaf-
firming,” “Noting nevertheless,” “Noting moreover,” “Having decided,” and
“Adopts” (Preamble, paras. 2, 3, 4, 5, 6, and 7), indicating that they speak in the
name of the GC. The style and vocabulary suggest a quasi-religious profession
of faith made collectively by a community.

This impression of a community of which UNESCO is a part is reinforced
by the mention of the responsibilities that bind both the MS and UNESCO: the
GC is “Mindful of the responsibility incumbent on States,” “Reaffirming the
responsibility ... incumbent on UNESCO.” The terms “mindful” and “reaffirm-
ing” imply factuality, a previous decision, an agreement, or a self-evident pre-
sumption:

”ou ”ou

Mindful of the responsibility incumbent on States to achieve through education
the aims set forth in the Charter of the United Nations, the Constitution of UNESCO,
the Universal Declaration of Human Rights and the Geneva Conventions for the Pro-
tection of Victims of War of 12 August 1949, in order to promote international un-
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derstanding, co-operation and peace and respect for human rights and fundamen-
tal freedoms,

Reaffirming the responsibility, which is incumbent on UNESCO to encourage and
support in Member States any activity designed to ensure the education of all for the
advancement of justice, freedom, human rights and peace. (Preamble, paras. 2 and 3)

Here MS and UNESCO are presented on an equal footing in facing their re-
sponsibilities. The States” responsibilities include the overall purpose, “to pro-
mote international understanding, co-operation and peace and respect for hu-
man rights and fundamental freedoms.” These elements of the title of the Rec-
ommendation are justified here as the overarching educational goal within which
the aims of the UN, UNESCO, the Universal Declaration of Human Rights
(UDHR), and the Geneva Conventions are subsumed, and as the responsibility
“incumbent on States.” The elements of the title as thus presented can therefore
be considered supreme values. The term “States” used in this passage (in all
other paragraphs of the Recommendation the term “Member States” is used)
highlights the universal nature of the statement, which is not limited to MS of
UNESCO. The UN Charter, the UNESCO Constitution, and the UDHR men-
tioned here can all be viewed as relevant international instruments in this con-
text, but the inclusion of the Geneva Conventions for the Protection of Victims
of War (1949) raises the question of why it should be mentioned rather than
other possible international conventions (see Section 4.5.7 below).
The GC is “noting” three states of affairs in two subsequent paragraphs:

Noting nevertheless that the activity of UNESCO and of its Member States some-
times has an impact only on a small minority of the steadily growing numbers of
schoolchildren, students, young people and adults continuing their education, and
educators, and that the curricula and methods of international education are not
always attuned to the needs and aspirations of the participating young people and
adults,

Noting moreover that in a number of cases there is still a wide disparity between
proclaimed ideals, declared intentions and the actual situation... (Preamble, paras.
4 and 5)

In the first “noting,” the activity of UNESCO and of its MS is facing a shared
problem that its impact is only on a small minority, implying that the ideal
situation would be for their activity to reach the majority. The statement on cur-
ricula and methods of international education implies that ideally they would
always be attuned to “the needs and aspirations of the participating young
people and adults.” The third implicit ideal is a match between proclaimed ide-
als, declared intentions, and the actual situation. These ideals could be inter-
preted using concepts from Laclau (2005), who, drawing on Lacan’s psychoana-
lytic theory, highlights the experience of lack and desire for fullness. Reaching
the majority and achieving the ideals of curricula and methods constitute an
image of fullness that arouses a desire to achieve it, as the existing inadequacies
in education are clearly exposed. International education designed according to
the Recommendation would represent Laclau’s fullness: it would correspond to
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the proclaimed ideals and declared intentions, and would meet the needs and
aspirations of young people and adults.

To sum up: The Preamble’s official and solemn style suggests a profession
of faith made collectively by a community. Its implicit vision of ideal fullness, in
contrast to an existing lack, underlines the importance of the Recommendation.
Its implicit message is that international education designed according to the
Recommendation would be “better” than existing education, and would better
fulfil the responsibilities of MS and UNESCO to which they are bound by their
earlier commitments. Because all education is seen as intended to promote “in-
ternational understanding, co-operation and peace and respect for human
rights and fundamental freedoms,” the latter are conceived as ultimate societal
goals or supreme values in themselves.

3.3 Repertoires

I have distinguished five repertoires, defined as the instruction, principled, factual,
stand-taking, and adjusting repertoires. Each describes one way in which the GC
talks about the themes of the Recommendation.

3.3.1 The instruction repertoire

The formulation “Member States should” is used in the Recommendation in 27
paragraphs!? out of 45. This is what I call the instruction repertoire: by using the
verb should the GC obligates MS, instructing them on what measures to take.
Instructions are structured in such a way that the societal or individual aims of
education are incorporated in the actions they are to undertake. The instruc-
tions bind the MS to the aims of national policies:

Each Member State should formulate and apply national policies aimed at increas-
ing the efficacy of education in all its forms and strengthening its contribution to in-
ternational understanding and co-operation, to the maintenance and development of
a just peace, to the establishment of social justice, to respect for and application of
human rights and fundamental freedoms, and to the eradication of the prejudices,
misconceptions, inequalities and all forms of injustice which hinder the achievement
of these aims. (para. 7)

The aims in the above passage are presented as self-evident. As they raise ques-
tions about the themes of the 1974 Recommendation and other related issues, I
analyse them below in the discussion of peace and human rights.

Instructions are in some cases detailed, specifying not only what MS
should do but how to get others to act as required:

Member States should urge educators in collaboration with pupils, parents, the
organizations concerned and the community, to use methods which appeal to the

10 in paragraphs 7, 8, 9, 19, 11, 12, 13, 17, 20, 21, 23, 24, 25, 32, 33, 34, 35, 36, 37, 38, 39, 40,
41, 42,43, 44 and 45.
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creative imagination of children and adolescents and to their social activities and
thereby to prepare them to exercise their rights and freedoms while recognizing
and respecting the rights of others and to perform their social duties. (para. 12)

Because of the complex nature of many paragraphs, I looked at their structure
to see what that could signify. For example, the above paragraph displays a hi-
erarchical structure. It also shows the repertoires functioning with one another,
indicating the rational organization of the text. The structure of this paragraph
is:

GC (implicitly) —MS—educators—in collaboration with other actors—
certain methods —leading to given aims.

This structure not only demonstrates a hierarchy but also incorporates aims, as
indicated by the expression “thereby to prepare them,” that justify in this con-
text the use of certain methods.

The chain of hierarchical instructions to MS incorporates a methodological
goal, “taking into account the aspirations of young people with regard to inter-
national problems and new educational methods which are likely to improve
prospects for fulfilling these aspirations” (para. 34). Hierarchies are incorpo-
rated into several instructions (paras. 8, 20, 25, 34, and 42). Many of the actions
required are justified by goals: for example, the periodical re-examination of
post-secondary and university education is justified by the phrase “so that it
may contribute more fully to the attainment of the objectives of this recommen-
dation” (para. 25).

Instructions also require MS to pursue individual-level goals, which are
again tied to societal ones: “Member States should take appropriate steps to
strengthen and develop in the processes of learning and training, attitudes and
behavior based on recognition of the equality and necessary interdependence
of nations and peoples” (para. 10). MS are also required to pursue educational
aims at the level of the individual:

they should take appropriate steps to ensure that the principles of the Universal Dec-
laration of Human Rights and of the International Convention on the Elimination of
All Forms of Racial Discrimination become an integral part of the developing per-
sonality of each child. (para. 11)

The 1974 Recommendation assigns MS an important role in the regulation of edu-
cation. However, there are variations in this as defined by the instructions. MS
are viewed as (a) direct executors, (b) ensuring, in varying degrees, the execu-
tion of actions by others, and (c) promoters and encouragers.
(a) They are direct executors when they
= “Formulate and apply national policies” whose aims are given as self-
evident (para. 7)
= “Provide financial, administrative, material and moral support” for the
implementation of the recommendation, but “consistent with their
constitutional provisions” (para. 9)
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“Take appropriate steps to strengthen and develop” certain attitudes
based on societal aims given as self-evident (para. 10)

“Constantly improve the ways and means of preparing and certifying
teachers and other educational personnel for their role in pursuing the
objectives of this recommendation” (para. 33)

“Provide ... with training, information and advice” with respect to self-
evidently given aims (para. 34)

“Organize or assist bilateral exchanges of teachers at all levels of edu-
cation” (para. 37)

“Establish or help to establish one or more documentation centres of-
fering written and audio-visual material devised according to the ob-
jectives of this recommendation and adapted to the different forms and
stages of education” (para. 40).

(b) They are to “take steps” or “endeavour” to ensure

(c) They “promote,” “encourage,

Co-operation and co-ordination of activities in international education
(para. 8)

That the principles of the UDHR and the convention on racial dis-
crimination become part “of the developing personality” at the indi-
vidual level (para. 11)

Co-ordination and coherence of this education at each stage (para. 32)
The inclusion of “components of international education” in further
training for teachers (para. 35).

7 “stimulate,
“An active civic training” (para. 13)
“Study of different cultures, their reciprocal influences, their perspec-
tives and ways of life” with given aims (para. 17)

Educational authorities and educators, to give education “an interdis-
ciplinary and problem-oriented content” (para. 20)

In pre-school education, activities according to “the purposes of the
recommendation” (para. 24)

“Educational study and refresher courses abroad [and] recognition of
such courses as part of the regular process of initial training, appoint-
ment, refresher training and promotion of teachers” (para. 36)

“The renewal, production, dissemination, and exchange of equipment
and materials for international education” (para. 38)

“Research on the foundations, guiding principles, means of implemen-
tation and effects of international education and on innovations and
experimental activities in this field” (para. 41)

Co-operation between “their Associated Schools Project and those of
other countries with the help of UNESCO” (para. 44)

“Wider exchanges of textbooks,” especially history and geography
textbooks, and, where appropriate and possible, “bilateral and multi-
lateral agreements” (para. 45).

e

support,” or “facilitate”



47

To be in a position to issue instructions presupposes possessing authority,
hence the position of the GC can be considered to be authoritative, while MS are
executors of the implementation. Issuing instructions to MS can be problematic
because of their sovereignty and their different education systems. The sover-
eignty of MS is protected by the UN Charter, the Constitution of UNESCO, and
the Rules of Procedure decided by its GC. It is emphasized, for example, in the
case of international co-operation, that “In the implementation of this recom-
mendation they should refrain from intervening in matters, which are essen-
tially within the domestic jurisdiction of any State in accordance with the
United Nations Charter” (para. 43). This problem is inherent in the genre of the
normative text.

To sum up: The instruction repertoire as defined here addresses MS di-
rectly, telling them what actions they should undertake and how to implement
certain self-evidently given goals and principles. Sometimes instructions are
given hierarchically. The instructions assign MS a central role in implementa-
tion, from direct executor to promoter and supporter. However, issuing instruc-
tions requires authority on the part of the GC, which can produce conflicts be-
tween the authority of the GC and that of the individual MS.

3.3.2 The principled repertoire

The principled repertoire also uses the verb “should.” However, in this reper-
toire obligations are assigned more generally, for example, “steps should be
taken.” These obligations issued and addressed generically are distinct from
those of the instruction repertoire, which assigns obligations specifically to MS.
The following examples describe ways of speaking typical of this repertoire.

(1) Obligations are assigned generally.

The GC as an implicit speaker assigns obligations in the passive voice: the ad-
dressee is unspecified and the object of action is education, as in “Education
should be directed” (para. 18), or

Education should be infused with the aims and purposes set forth in the Charter of
the United Nations, the Constitution of UNESCO and the Universal Declaration of
Human Rights, particularly Article 26, paragraph 2, of the last-named, which states:
“Education shall be directed to the full development of the human personality and to
the strengthening of respect for human rights and fundamental freedoms. It shall
promote understanding, tolerance and friendship among all nations, racial or reli-
gious groups, and shall further the activities of the United Nations for the mainte-
nance of peace.” (para. 3)

This paragraph connects education to the wider goals of the UN, UNESCO, and
the UDHR. Education is constituted as a tool for achieving these societal goals,
but without specifying who is to use the tool. It is the object of action by an
anonymous actor, and hence by everyone who influences or directs education.

In other passages, the area in which action “should be taken” is the central
concern. Ethical obligation is general, again presented in the impersonal passive
voice without specifying the addressee:
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Steps should be taken to develop the study of those sciences and disciplines, which
are directly related to the exercise of the increasingly varied duties and responsibili-
ties involved in international relations.

Steps should be taken to assist the establishment and development of such organiza-
tions as student and teacher associations for the United Nations, international rela-
tions clubs and UNESCO Clubs, which should be associated with the preparation
and implementation of co-ordinated programmes of international education. (paras.
19, 31)

In the first paragraph, “the study of those sciences and disciplines, which are
directly related to the exercise of the increasingly varied duties and responsibili-
ties involved in international relations” is the object of action being required
from an anonymous actor, hence from anyone, or everyone. The passage im-
plies that international relations have both an important value and a scientific
foundation, warranted!! factually by stating that they involve “increasingly var-
ied duties and responsibilities.”

The emphasis on the sciences can be considered as an appeal to a wider
discourse of rationality.

In the second paragraph, the main point, the “establishment and devel-
opment” of the organizations mentioned, is the role and the scale of extra-
curricular activities and of NGOs in international education.

The international and intercultural dimension, at all stages and in all
forms of education, is also stipulated generally, as a principle applicable to eve-
ryone: “Increased efforts should be made to develop and infuse an interna-
tional and inter-cultural dimension at all stages and in all forms of education”
(para. 22). General obligation also apply to the foundations of education pro-
grammes: Education in accordance with the Recommendation “should be based
on adequate research, experimentation and the identification of specific educa-
tional objectives” (para. 10).

Specifying that “adequate research, experimentation and the identification
of specific educational objectives” should be the foundation of “education
planned in accordance with this recommendation” differentiates this type of
education from other types with other goals and principles. Again, the empha-
sis on research and the identification of educational objectives can be viewed as
part of a more general discourse of rationality.

Student participation is raised as an important principle: “Student partici-
pation in the organization of studies and of the educational establishment they
are attending should itself be considered a factor in civic education and an im-
portant element in international education” (para. 16). No one specific is to con-
sider student participation as “a factor in civic education and an important ele-
ment in international education”: it is presented as a general principle, but no
action is required in this respect.

1 “Warrant” is a term used in discourse analysis (Potter & Edwards, 1990; Potter &
Wetherell, 1990), and accordingly in this study, as a near-synonym for “justify.”
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Obligations are assigned generally and warranted (justified) by explicitly
stated individual and societal goals which are expressed by “aimed at,” or “in
order to,”

In order to enable every person to contribute actively to the fulfilment of the aims
referred to in paragraph 3, and promote international solidarity and co-operation,
which are necessary in solving the world problems affecting the individuals” and
communities” life and exercise of fundamental rights and freedoms, the following
objectives should be regarded as major guiding principles of educational policy.
(para. 4)

What is important here is the addition of “international solidarity and co-
operation” to the educational aims given in the previous paragraph (para. 3)
where aims are specified at the level of the individual. These aims are justified
by the necessity of solving world problems, solving them is justified by their
effect, and all these together justify the major guiding principles of educational
policy. These principles in turn imply a number of requirements concerning the
individual, to be discussed below. Goals given self-evidently, indicated by “in
order to,” are considered here as equivalent to principles.

The passage can be viewed as deducing the major guiding principles of
educational policy from a set of premises, thus reflecting a wider discourse of
rationality.

(2) Education is directly addressed

The second type of principled repertoire directly addresses education (interna-
tional, higher, or post-secondary). Education is here an abstract, ethical actor
obligated by the use of “should,” in contrast to the instruction repertoire, which
obligated MS as legal entities and politically responsible actors. The principled
repertoire appears in sentences such as, “Combining learning, training, infor-
mation and action, international education should further the appropriate in-
tellectual and emotional development of the individual” (para. 5). Here the im-
plicit speaker, the GC, tells international education what to do, although it is
not a legal actor but an abstract, ethical one. In another passage, education is
obligated to contribute to the central themes of the Recommendation:

It should contribute to international understanding and strengthening of world
peace and to the activities in the struggle against colonialism and neo-colonialism in
all their forms and manifestations, and against all forms and varieties of racialism,
fascism, and apartheid as well as other ideologies which breed national and racial ha-
tred and which are contrary to the purposes of this recommendation. (para. 6)

Different education sectors are also treated as ethical agents:

Higher education should comprise civic training and learning activities for all stu-
dents that will sharpen their knowledge of the major problems, which they should
help to solve, provide them with possibilities for direct and continuous action aimed
at the solution of those problems, and improve their sense of international co-
operation. (para. 26)
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Here the inclusion of “civic training and learning activities” is linked with so-
cietal problems and active participation in their solution.
Vocational training also has obligations:

Every stage of specialized vocational training should include training to enable
students to understand their role and the role of their professions in developing their
society, furthering international co-operation, maintaining and developing peace,
and to assume their role actively as early as possible. (para. 29)

In the above examples, the principled repertoire incorporates the goals of edu-
cation at the level of society or the individual, as well as educational and meth-
odological approaches. Similar incorporation of goals takes place, as shown, in
the instruction repertoire addressed to MS. The goals in each case are self-
evidently given and thus serve as commonly shared background assumptions
or justifications for actions.

In the following passage, the goal, “the study and practice of international
co-operation,” warrants what post-secondary educational establishments
should do:

In order to develop the study and practice of international co-operation, post-
secondary educational establishments should systematically take advantage of the
forms of international action inherent in their role, such as visits from foreign profes-
sors and students and professional co-operation between professors and research
teams in different countries. (para. 28)

In cases when obligations are assigned to education, it is the ethical actor, and
MS are implicitly distanced. However, the GC is still implicitly the authority,
being “the speaker” who states those principles.

To sum up: The principled repertoire described is in its obligatory nature
similar to the instruction repertoire, but addresses different actors. In some
cases obligations are assigned generally, and education is treated as a tool for
achieving societal goals of peace and human rights. This can be interpreted as
an instrumental view of education. However, in other contexts obligations are
assigned directly to education, international education, or stages of education,
thus treating them as ethical actors. This can be interpreted as seeing education
as a value in itself. MS are implicitly distanced in this repertoire but the author-
ity of the GC is still invoked. The structuring of sentences exhibiting this reper-
toire shows how self-evidently given aims warrant other principles, and reflects
rational discourse.

3.3.3 The factual repertoire

Expressions that indicate how things are, or what a state of affairs is, using the
present tense, are identified here as belonging to the factual repertoire. Con-
junctions, for example “as” or “since,” which function in the sentence to suggest
knowledge about situations or circumstances, hence factuality, indicate the use
of this repertoire.
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The factual repertoire is used in the Preamble via the term “mindful.” Be-
cause the GC is mindful of the responsibility of States, the expression presup-
poses a commonly shared truth. Equally, a consensually agreed fact is implicit
when the GC is “reaffirming” the responsibility of UNESCO, and “noting” gaps
in the reach of the activities of UNESCO and MS (Preamble, paras. 3, 4, and 5).

The use of the present tense indicates factuality: “the word education im-
plies” (para. 1a); “human rights and fundamental freedoms are” (para. 1c). In
another passage, factuality is constructed by the use of the present tense and
also by claims of necessity:

In order to enable every person to contribute actively to the fulfillment of the aims re-
ferred to in paragraph 3, and promote international solidarity and co-operation,
which are necessary in solving the world problems affecting the individuals” and
communities” life and exercise of fundamental rights and freedoms, the following
objectives should be regarded as major guiding principles of educational policy.
(para. 4)

This passage also shows that the factual repertoire can be interwoven with
other repertoires, as it is here with the principled repertoire. Goals (principles)
indicated by “in order to” are warranted factually by their necessary role in
solving world problems, and this factually presented necessity is warranted by
another factual statement, that the problems affect “the individuals” and com-
munities” life and exercise of fundamental rights and freedoms.” The “major
guiding principles of educational policy” follow implicitly from what is said
just before.
Other examples of the factual repertoire include

Education should be directed both towards the eradication of conditions which per-
petuate and aggravate major problems affecting human survival and well-being —
inequality, injustice, international relations based on the use of force—and to-
wards measures of international co-operation likely to help solve them.

As pre-school education develops, Member States should encourage in it activities
which correspond to the purposes of the recommendation because fundamental atti-
tudes, such as, for example, attitudes on race, are often formed in the pre-school
years. (paras. 18 and 24)

In the first paragraph, conditions “affecting human survival and well-being”
are listed as known facts. In the second, the use of the conjunction “as” indi-
cates an implicit knowledge of the developing nature of pre-school education,
which functions as a warrant for MS obligations. The use of “because” indicates
factually presented knowledge about the formation of fundamental attitudes.
Implicit factually presented knowledge is also indicated by “as” and the use of
the present in this passage: “As post-secondary educational establishments,
particularly universities, serve growing numbers of people, they should carry
out programmes of international education as part of their broadened function
in lifelong education and should in all teaching adopt a global approach” (para.
27). In the first passage the factual repertoire functions to justify the direction of
education, and in the third, the obligations of post-secondary establishments
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(the principled repertoire); in the second, MS obligations (the instruction reper-
toire).

Another passage refers to implicit knowledge in a different way: “What-
ever the aims and forms of out-of-school education, including adult educa-
tion, they should be based on the following considerations” (para. 30). The term
“whatever” is an important warrant, because it anticipates a response to a pos-
sible counter-argument that universal principles cannot be applied because dif-
ferent forms of education have different aims and purposes.

Consensual necessity is implied in another factually presented assertion:
“Since there must be a gradual but profound change in the role of education,
the results of experiments for the remodelling of structures and hierarchical re-
lations in educational establishments should be reflected in training, informa-
tion and advice” (para. 34).

“Since there must be” indicates consensual necessity and the inevitability
of a “gradual but profound change in the role of education.” It warrants the
principle that “the results of experiments for the remodelling of structures and
hierarchical relations in educational establishments should be reflected in train-
ing, information and advice.” If the first sentence in this passage did not include
the term “since,” the repertoire concerned would be a principled repertoire.

The use of factuality in the Recommendation functions to review the situa-
tion prevailing around the world in the field of education as it relates to peace
and human rights and the issues associated with them. By doing this it war-
rants or justifies other repertoires. However, factual expressions can also have a
normative character. In “This recommendation applies to all stages and forms
of education” (para. 2), the use of the present tense has a normative force.

By presenting facts, the implicit speaker, the GC, places itself in the posi-
tion of one who knows what the situation or state of affairs is, what earlier con-
sensus has occurred, what has been decided previously. It thus positions itself
as an expert. The MS can be interpreted as implicitly the sharers of this exper-
tise and factuality, because they participate in the construction of both. By war-
ranting other repertoires, another function of this repertoire is to convince. Ref-
erence to previous resolutions or decisions is often part of the factual repertoire.
Its use provides the Secretariat with a particularly strong position, as suppos-
edly the possessor of this knowledge. By contrast, members of delegations to
the GC change with governmental change in MS, and cannot therefore be ex-
pected to know about numerous earlier decisions.

To sum up: The factual repertoire, as defined in this study, is used to state
how situations and conditions are, and to present events or state of affairs as
facts or consensual truths. The factual repertoire is used to construct a single
truth, assuming implicitly that the GC (UNESCO, the Secretariat) has knowl-
edge in its possession and can thus position itself as the expert and MS as co-
constructors of this expertise. The function of this repertoire is to warrant, sup-
port, or strengthen other repertoires. It can sometimes function normatively or
persuasively, including with respect to MS.



53
3.3.4 The stand-taking repertoire

Some formulations in the Recommendation include a vocabulary of assessment,
valuation, or ethical judgement. I identify these as belonging to the stand-taking
repertoire. For example,

Combining learning, training, information and action, international education should
further the appropriate intellectual and emotional development of the individual.
It should develop a sense of social responsibility and of solidarity with less privi-
leged groups and should lead to observance of the principles of equality in everyday
conduct. It should also help to develop qualities, aptitudes and abilities which enable
the individual to acquire a critical understanding of problems at the national and
the international level; to understand and explain facts, opinions and ideas; to work
in a group; to accept and participate in free discussions; to observe the elementary
rules of procedure applicable to any discussion; and to base value judgments and de-
cisions on a rational analysis of relevant facts and factors. (para. 5)

In the above passage, value-judgements are present in the use of expressions
such as “the appropriate intellectual and emotional development of the indi-
vidual,” “a critical understanding,” and “free discussions.” A question immedi-
ately arises: What kind of intellectual and emotional development of the indi-
vidual is not “appropriate”? The paragraph indicates that international educa-
tion should take a stand in favour of the “appropriate,” implying that inappro-
priate behaviour is excluded. What “appropriate” means in this context is clari-
fied in the sentence that follows, which lists a number of characteristics an indi-
vidual should have. The expression “critical understanding of problems at the
national and international level” implies that not all understanding is critical.
“Free discussions” and “a rational analysis” imply that not all discussions are
free and not every analysis is rational. International education should make this
distinction and be in favour of free discussion and rational analyses. In the con-
text of the Cold War, mention of free discussion was evidently desirable from
the Western bloc point of view.

In another passage, education is an actor who should take a stand on the
“inadmissibility of recourse to war” for certain purposes:

Education should stress the inadmissibility of recourse to war for purposes of ex-
pansion, aggression and domination, or to the use of force and violence for purposes
of repression, and should bring every person to understand and assume his or her
responsibilities for the maintenance of peace. (para. 6)

This stand-taking, by defining the purposes for which recourse to war is inad-
missible, implies that recourse to war may be admissible for other purposes,
and force and violence may be used for purposes other than repression. This
will be explored below in connection with the issue of peace.

The aims of national policies include “the maintenance and development
of a just peace” (para. 7). Stand-taking implies that not all peace is just. This too
will be dealt with below in an analysis of the construction of peace in the Rec-
ommendation.

Education is a stand-taker in other passages, for example:
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Education should include critical analysis of the historical and contemporary fac-
tors of an economic and political nature underlying the contradictions and tensions
between countries, together with study of ways of overcoming these contradictions,
which are the real impediments to understanding, true international co-operation
and the development of world peace.

Education should emphasize the true interests of peoples and their incompatibility
with the interests of monopolistic groups holding economic and political power,
which practice exploitation and foment war. (paras. 14 and 15)

The stand-taking character of the first paragraph resides in the terms “critical,”
“real,” and “true.” To present “economic and political” impediments as real
implies that there are other impediments that are not real. And because eco-
nomic and political factors are those said to belong to the category “real,” the
primacy of these factors over other possible ones, such as cultural factors, is also
implied. (Both statements also use the factual repertoire, in claiming that the
contradictions and tensions between countries “are” the real impediments.) The
obligated actor here is education; because education is taking a stand, MS are
not directly being asked to do so.

In the second paragraph, it is asserted that education should be on the side
of “the true interests of peoples,” implying that there exist interests that are
false or contrary to these true interests. The “true interests” are pro-peace and
against exploitation. In contrast, “the interests of monopolistic groups holding
economic and political power” favour exploitation and foment war, so that only
the false interests of peoples can be associated with them. Here again, the fac-
tual repertoire warrants the stand-taking: the incompatibility of the two inter-
ests is presented as a self-evident truth. Chapter Four will explore the difficul-
ties a number of Western bloc countries had in accepting the formulations in
these two cases.

Stand-taking is also present in the phrase “build international education
on a sound psychological and sociological basis” (para. 42). “Sound” implies
that unspecified unsound psychological and sociological bases also exist.
Common cultural backgrounds define what is sound and what is not. For ex-
ample, the unsound psychological and sociological basis of the education im-
posed by the Nazis was in the thoughts of those who included in the Universal
Declaration of Human Rights the right of parents to decide on the education of
their children (World Education Report, 2000).

Stand-taking could also be called judgement, ethical or other. In fact, call-
ing any one repertoire stand-taking is problematic, given that all the repertoires
express the positions of the GC and as such in a sense take stands on the issues
concerned. In the stand-taking repertoire education is constituted as the ethical
actor, the judge. The GC as the implicit speaker distances itself from a stand-
taking position, as do the MS. However, the fact that it can put education in this
position implies the authority of the GC; one could say that it is implicitly posi-
tioning itself as a collective ethical judge.

To sum up: The stand-taking repertoire distinguishes those social practices
that are accepted, admissible, just, or sound from those that by implication are
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not. In this way a distinction is made between good and bad, “us ” and “them.”
It implicitly says a lot about other realities or social practices, specifically the
“bad” realities and practices against which the stand is taken. This is where
politics and power become important, in drawing lines between what is seen as
good and bad and naturalizing the good within a common culture.

3.3.5 The adjusting repertoire

In differentiating these repertoires, my attention was drawn to the inclusion of
modifying expressions in some instructions. For example, some expressions
seemed to qualify the obligations of MS: they are to provide “consistent with
their constitutional provisions, the financial, administrative, material and
moral support necessary to implement this recommendation” (para. 9); to “take
steps to ensure” (paras. 8 and 11); to “endeavor to ensure” (paras. 32 and 35); to
“take appropriate steps” (para. 10); to “promote appropriate measures to en-
sure that” (para. 39); to “establish or help to establish” (para. 40).

Given their function in the sentence, I group these expressions under the
adjusting repertoire. Adjusting is used in a variety of ways in the text, rather
like the way the factual repertoire constructs factuality in varying ways. The
adjusting repertoire functions in four principal ways in the text of the 1974 Rec-
ommendation.

1.  Limitation

The universal nature of the statement is reduced by limitation in the opening
phrase of the “Significance of terms” paragraph, “for the purposes of this rec-
ommendation” (para. 1), which defines key terms (para. 1a, b, and c):

i

The terms “international understanding”, “co-operation” and “peace” are to be con-
sidered as an indivisible whole based on the principle of friendly relations between
peoples and States having different social and political systems and on the respect for
human rights and fundamental freedoms. In the text of this recommendation, the
different connotations of these terms are sometimes gathered together in a concise
expression, “international education”. (para. 1b)

In the above citation, the significance of the terms defined is limited by the ex-
pression “in the text of this recommendation.” It can be noted that the definition
is presented factually, implying general consensus, with the expression “are to
be considered.” As shown in Section 3.3.3, the factual repertoire can produce
normative truths, and the limitation here does not alter the consensual factual-
ity expressed in the form “are to be considered as an indivisible whole.” Adjust-
ing performed by the wording “the different connotations of these terms are
sometimes gathered together in a concise expression” can be considered in this
case a practical solution to a political problem, a kind of rhetoric of pragmatism
(“Pragmatism,” 2010).

Adjusting by limitation, as in this case, is certainly useful in escaping con-
troversies over terminology, and in particular in defining the mutual relations
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of debated concepts. The use of the term international education here and in other
parts of the Recommendation is analysed below in Section 3.5.3.

2. Appropriateness

Adjusting is used twice in this passage: “Member States should provide, con-
sistent with their constitutional provisions, the financial, administrative, ma-
terial and moral support necessary to implement this recommendation” (para.
9). Both uses make the universal nature of MS obligations less absolute. Firstly,
they are to provide support “consistent with their constitutional provisions.”
Secondly, they are left to decide what is “necessary” in order to implement the
Recommendation.

The word “appropriate” is often used in the adjusting repertoire: “Mem-
ber States should take appropriate steps to strengthen and develop in the
processes of learning and training, attitudes and behavior based on recognition
of the equality and necessary interdependence of nations and peoples” (para.
10). The “appropriateness” of the steps is left up to the MS, but the principle of
the development of certain “attitudes and behavior” is not affected.

Along the same lines, MS should “promote appropriate measures” to en-
sure that educational aids, especially textbooks, meet given criteria (para. 39);
each MS should establish one or more documentation centres “according to its
needs and possibilities” (para. 40), and MS should “take appropriate steps to
ensure” that teachers and others “build international education on a sound psy-
chological and sociological basis” through the methods specified:

Member States should take appropriate steps to ensure that teachers and the vari-
ous authorities concerned build international education on a sound psychological
and sociological basis by applying the results of research carried out in each country
on the formation and development of favorable or unfavorable attitudes and behav-
ior, on attitude-change, on the interaction of personality development and education
and on the positive or negative effects of educational activity. A substantial part of
this research should be devoted to the aspirations of young people concerning inter-
national problems and relations. (para. 42)

The steps to be taken by MS are to be “appropriate,” but the principle of ensur-
ing “a sound psychological and sociological basis” and the use of research re-
sults from specified areas are not adjusted, nor is the principle of devoting a
substantial part of this research “to the aspirations of young people concerning
international problems and relations.”

Other expressions fulfil the same function: the phrase “With due regard to
the value of the visual arts and music as factors conducive to understanding
between different cultures” (para. 17) leaves MS to decide what “with due re-
gard” is to mean.

Adjusting also takes place through the use of the expression “endeavor to
ensure” rather than simply “ensure” (for example, paras. 21, 32, and 35), the
invocation of possibilities, or the use of incremental language, as in “Wherever
possible, this participation should increasingly link education and action to
solve problems at the local, national and international levels” (para. 13), or, “as
far as possible a global approach should be applied in all out-of-school educa-
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tion programmes, which should comprise the appropriate moral, civic, cultural,
scientific and technical elements of international education” (para. 30 a).

The expressions “where appropriate” and “if possible” (para. 45) are used in the
case of MS obligations concerning exchanges of textbooks and bilateral and
multilateral agreements, but again the specified principles concerned are not
themselves adjusted.

3. Open-endedness
The expression “such ... as” implies that the list that follows is open-ended, in-
cluding examples rather than a complete list, as in: “Education which in this
respect must necessarily be of an interdisciplinary nature should relate to such
problems as” (para. 18). This phrase is followed by seven subparagraphs, but
the expression “such problems as” allows it, in principle, to accommodate other
items.

In another passage, the list of ideologies to be combated through the con-
tribution of education is left open-ended, but limited by reference to the criteria
of “this recommendation”:

It [education] should contribute to international understanding and strengthening of
world peace and to the activities in the struggle against colonialism and neo-
colonialism in all their forms and manifestations, and against all forms and varieties
of racialism, fascism, and apartheid as well as other ideologies which breed na-
tional and racial hatred and which are contrary to the purposes of this recommen-
dation. (para. 6)

The closing phrase allows for the inclusion of other ideologies in addition to
those mentioned; this formulation enables each MS to ask what these other ide-
ologies could be. However, “the purposes of this recommendation” sets limits
to the possible ideologies that can be included, while creating a space for con-
tinued debate. One, for example, might be Zionism, hotly debated at the time of
the Recommendation.

The use of examples can also highlight important elements while leaving
space open for other considerations, for example the measures to be imple-
mented for teacher preparation:

(b) provide basic interdisciplinary knowledge of world problems and the problems
of international co-operation, through, among other means, work to solve these
problems;

(d) comprise experiments in the use of active methods of education and training in at
least elementary techniques of evaluation, particularly those applicable to the social
behavior and attitudes of children, adolescents and adults. (para. 33 b and d)

Elsewhere, the importance of the teaching of foreign languages is highlighted,
but “among other things,” and what constitutes “due importance” is left for the
recipient to decide: “Such study should, among other things, give due impor-
tance to the teaching of foreign languages, civilizations and cultural heritage as
a means of promoting international and inter-cultural understanding” (para. 17).
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4. Another principle used as an alternative
This form of adjusting concerns a special case within the Recommendation, the
Associated Schools Project (ASP):

Those concerned with Associated Schools in Member States should strengthen and
renew their efforts to extend the programme to other educational institutions and
work towards the general application of its results. In other Member States, similar
action should be undertaken as soon as possible. The experience of other educa-
tional institutions which have carried out successful programmes of international
education should also be studied and disseminated. (para. 23)

It needs to be understood in reading this passage that the ASP—a UNESCO
experimental project since 1953 —was open to criticism by those who wanted
international education for all schools, not only ASP schools. In this context, the
principle of strengthening the ASP is adjusted by adducing another principle
that opens the way for other interventions.

To sum up: The adjusting repertoire is embedded in other repertoires, and
expressed via the use of limitation, appropriateness, open-endedness, or the use
of another principle as an alternative. It limits the authority of the GC but does
not lead to modification of principles or instructions. However, it makes MS
obligations less binding and principles more acceptable. Its function is thus in-
strumental in reaching universal agreement. It facilitates the acceptance of uni-
versal norms. It balances universal requirements and the interests of particular
MS. The implicit position of the GC here can be seen as that of mediator, with
MS ceding or subsuming their particular positions to the universal while main-
taining their authority. The adjusting repertoire thus lies at the heart of any in-
ternational normative action, due to its function of accommodating different
political, economic, and cultural viewpoints and interests.

3.3.6 Summary of the repertoires

The main features of the five repertoires are summarized in Table 2 below. The
first column lists the main characteristics of each repertoire, the second their
content areas, the third their functions, and the fourth the position(s) they con-
struct for the GC and MS, for education, or international education.

Three repertoires, the instruction, principled, and stand-taking, are norma-
tive, while the factual has a warranting function relative to the first three and
the adjusting has the specific function of preserving MS authority and the gen-
eral function of enabling agreement. (The Table does not show the fact that the
stand-taking and adjusting repertoires are embedded in the others.)

In the instruction repertoire, “hierarchy” refers to hierarchical lines of ac-
tion, obligating first MS and then through them other actors, educators, teachers,
and students. Only the instruction repertoire requires politically responsible
actors, the MS. In the principled and stand-taking repertoires, education, inter-
national education, and stages of education are the ethical actors, although they
are not political decision-makers or legal bodies but abstract entities. Pronounc-
ing generally on education or various stages of education presupposes the unity
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of education world-wide. Education as an abstract entity is supposed to consti-
tute a universal from which political, cultural, and economic differences have

evaporated.
TABLE2 Summary of the repertoires
Repertoire Content areas Function Positions
Instruction: Education policies, civic education, | Normative GC implicitly:
teacher preparation, methods, aims, . L authority
Addressed to attitudes and behaviour, research, Binds MS as politically o
MS international co-operation, co- responsible actors MS explicitly:
Hierarch ordination, resources, educational with policies and aims executors, or-
y approaches, materials ganizers, pro-
moters
Principled: Normative Education or
. . . . internat’l edu-
(a) Addressed | (a) Societal aims of peace and human | Shifts political respon- | -ation explic-

to education,
internat’l educa-
tion, or different

rights, and issues associated with
them

sibility from MS to
abstract actors

itly: tools or
ethical actors

stages and (b) Student participation GC implicitly:
forms of educa- authority but
tion distanced
(b) Action itself MS implicitly:
is the principle distanced
Factual: Educational change Warrant others GC implicitly:
expert

State of affairs | Definition of terms Support P

. . . MS implicitly:
Previous deci- | Responsibilities of MS and UNESCO | Strengthen sharers of
sions

Major problems affecting human Justify kngv;rle;:lge
Knowledge survival and well-being . . andfacts
Sometimes normative
Expertise Attitude formation .
Convince
Consensual
necessity
Stand-taking: Intellectual and emotional develop- | Normative Education or
ment of individual, peace and war, ) . internat’l edu-

Addressed to critical analysis, international co- For right things cation explic-

education or

operation, real interests of people,

Against wrongs

itly: ethical

ipternat'l educa- | psychological basis actors, judges
ion . o
Shifts political respon-

Embedded sibility from MS to GC Eli.n.ilMS

abstract actors ldm}t) 1ct g
Assessments, 1stance
ethical judge-
ments
Adjusting; Obligations of MS Reaching an agree- GC implicitly:

t, ing MS diat

Reduces, limits, | Frames definitions ;r;etlﬁorri):; SEVIng mediator
highlights MS implicitly:

Open-ended examples

conceding, co-
operative
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These repertoires are expressed via the ways of “talking” through which norms
are established in the 1974 Recommendation. They have been distinguished on
the basis of linguistic features including verb tense, voice, mode, and vocabu-
lary. The repertoires indicate in general terms what kind of a text the 1974 Rec-
ommendation is and how it addresses its subject-matter, the topic of the first re-
search question raised above. The analysis of repertoires does not shed light on
wider discourses, but does provide some evidence of the presence of rational
discourse, to be discussed below in Section 3.4.

3.4 Rational discourse

Based on an examination of its expressions and vocabulary, as well as the struc-
turing of its repertoires, it can be argued that the 1974 Recommendation is built
on a more general discourse, the rational. Rational discourse is prominent
throughout the 1974 Recommendation. By a rational discourse I mean one that or-
ganizes a text in terms of ends and means, often justified by the factual reper-
toire, with a belief in science expressed through emphasis on research, experi-
mentation, and accurate knowledge, and a focus on purposeful action.

The Recommendation is generally constructed in terms of ends and means,
and the aims and bases of actions. For example, obligations are presented as
inferences from previously established principles: “Since there must be a grad-
ual but profound change in education, the results...should be reflected in
training, information and advice” (para. 34). As already shown, the factual rep-
ertoire is often used to justify actions.

Part Nine of the Recommendation is devoted to research and experimenta-
tion, stating that MS obligations are to “stimulate and support research on the
foundations, guiding principles, means of implementation and effects of inter-
national education and on innovations and experimental activities in this field”
(para. 41), and to get teachers to “build international education on a sound psy-
chological and sociological basis by applying the results of research carried out
in each country” (para. 42). Research and experiment are brought up in other
contexts as well. Reference to the “periodic re-examination of post-secondary
and university education” with a view to the attainment of the objectives of the
Recommendation (para. 25) can also be seen to express a belief in scientific
method. In another passage, “Such programmes [planned in accordance with
this recommendation] should be based on adequate research, experimentation
and the identification of specific educational objectives” (para. 20). Teacher
training should

comprise experiments in the use of active methods of education and training in at
least elementary techniques of evaluation, particularly those applicable to the social
behavior and attitudes of children, adolescents and adults;

include the study of experiments in international education, especially innovative
experiments carried out in other countries. (para. 33 d and f)
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Rationality is included among individual qualities: education should “enable
the individual to acquire a critical understanding of problems ... to understand
and explain facts, opinions and ideas ... and to base value judgements and de-
cisions on a rational analysis of relevant facts and factors” (para. 5). Accurate
knowledge is constructed in descriptions of educational materials: they are to
be “free from elements liable to give rise to misunderstanding, mistrust, racial-
ist reactions, contempt or hatred with regard to other groups or peoples” (para.
39).

To sum up: a general discourse of rationality is expressed in the Recom-
mendation through ways that include the structuring of sentences in terms of
aims and means, and the emphasis on purposeful action and on research.

3.5 Content issues

The five groups of content issues discussed below —peace, human rights, edu-
cation, educational aims of the individual, and educational approaches—
emerge from the foregoing discursive readings of the text. I draw attention to
the articulation of the different elements, following Laclau, who places empha-
sis on such structured relations.

3.5.1 Peace and its relation to human rights

Peace and human rights are core issues of the Recommendation, and hence their
articulation calls for analysis. The title brings them together, but in two signifi-
cantly different ways: education “for international understanding, co-operation
and peace,” and education “relating to human rights and fundamental free-
doms.” The first expression could be interpreted as more actively in favour of
peace, the second as more factual and neutral relative to human rights. This dif-
ference raises the question of whether some preference is being given to peace.
Peace and human rights are articulated in three main ways in the 1974 Recom-
mendation.

1.  Peace and human rights are treated as one entity
In some passages, peace and human rights are articulated together with addi-
tional elements, but constructed as one entity. They are usually presented fac-
tually, as self-evident societal goals, and in the same phrase, for example, “in
order to promote international understanding, co-operation and peace and re-
spect for human rights and fundamental freedoms” (Preamble, para. 2). In an-
other example, “the advancement of justice, freedom, human rights and peace”
(Preamble, para. 3), the order of presentation is reversed, suggesting that peace
and human rights are equal within the overall category of societal aims.

In the first paragraph of the Recommendation, “international understanding,
co-operation and peace” is conceived as an indivisible whole, based on two
parallel and equal elements, “the principle of friendly relations between peoples
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and States having different social and political systems and on the respect for
human rights and fundamental freedoms” (para. 1 b). This construction con-
ceives of peace and its accompanying elements as supported by two pillars,
both of them necessary. (Subsequently, the various elements are gathered under
“international education,” in which none has primacy over the others, as will be
discussed below in Section 3.5.3 on education and international education.)

National policy aims include the efficacy of education, which is articulated
with the contribution of national policies to

international understanding and co-operation, to the maintenance and development
of a just peace, to the establishment of social justice, to respect for and application of
human rights and fundamental freedoms, and to the eradication of the prejudices,
misconceptions, inequalities and all forms of injustice which hinder the achievement
of these aims. (para. 7)

Here peace is more specifically mentioned as “a just peace,” social justice is a
new element, and human rights and fundamental freedoms are not only to be
respected but applied. However, all the elements are again enumerated as part
of a single entity.

2. Peace and human rights are presented as separate items within an expand-
ing formation

In paragraph 18, the issues education should address are expressed by the use

of the principled repertoire, and peace and human rights are articulated as

separate items among others:

(a) equality of rights of peoples, and the right of peoples to self-determination;

(b) the maintenance of peace; different types of war and their causes and effects; dis-
armament; the inadmissibility of using science and technology for warlike purposes
and their use for the purposes of peace and progress; the nature and effect of eco-
nomic, cultural and political relations between countries and the importance of inter-
national law for these relations, particularly for the maintenance of peace;

(c) action to ensure the exercise and observance of human rights, including those of
refugees; racialism and its eradication; the fight against discrimination in its various
forms;

(d) economic growth and social development and their relation to social justice; colo-
nialism and decolonization; ways and means of assisting developing countries; the
struggle against illiteracy; the campaign against disease and famine; the fight for a
better quality of life and the highest attainable standard of health; population growth
and related questions;

(e) the use, management and conservation of natural resources, pollution of the envi-
ronment;

(f) preservation of the cultural heritage of mankind [sic];
(g) the role and methods of action of the United Nations system in efforts to solve

such problems and possibilities for strengthening and furthering its action. (para. 18

a-g)
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In this list, all elements can be considered equal within an expanding discursive
formation. The list is not presented as absolute but open-ended, via the expres-
sion “should relate to such problems as.” The adjusting repertoire is in use here.
However, the order of the subparagraphs deserves attention: placing “Equality
of rights of peoples and the right of peoples to self-determination” at the top
can be taken as a demonstration of the importance of this issue.

3. Separate paragraphs are devoted to peace and to human rights

These paragraphs are examined more closely here, to explore the hypothesis
that preference was given to issues of peace. The UDHR, in particular article 26,
paragraph 2, along with the UN Charter and the Constitution of UNESCO, pro-
vides the first guiding principles of the Recommendation, those which education
should be infused with (para. 3). The UDHR principles, together with those of
the International Convention on the Elimination of All Forms of Racial Dis-
crimination, are to “become an integral part of the developing personality of
each child, adolescent, young person or adult” (para. 11). These passages all
indicate the prominence given to human rights. Furthermore, human rights
should not only be respected but applied, and education should instil “com-
mitment to the ethics of human rights” (para. 33 a). Emphasis is put on the ap-
plication of human rights (para. 7), and on “action to ensure the exercise and
observance of human rights, including those of refugees” (para. 18 c).

The place of human rights in teacher training (para. 33) can be viewed as
even more prominent since in the list of six items relating to teacher training
there is nothing directly on peace. The application of human rights is conceived
together with international co-operation as a complex issue requiring “interdis-
ciplinary, problem-oriented content” (para. 20).

In short, human rights has a prominent place in several places in the Rec-
ommendation, and the hypothesis that preference is given to peace issues is not
confirmed. What kind of peace and of human rights is constructed by the Rec-
ommendation is a topic for further exploration.

“International understanding, co-operation and peace” form part of the ti-
tle of the Recommendation, conceived there as an indivisible whole (para. 1 b).
Together they construct the conception of peace. To understand how peace (and
war) are constructed here, attention must be given to the terms used, and to the
other elements articulated with these concepts. For example, peace is sometimes
to be maintained (paras. 6 and 18 b), sometimes maintained and developed
(para. 7), and sometimes it is world peace that is to be “developed” (for exam-
ple, para. 14). It is characterized sometimes as peace, sometimes as “a just
peace,” and sometimes as “world peace.”

“The maintenance of peace” is an item in the list of problems education
should address (para. 18 b). “The maintenance and development of a just
peace” is also among national policy goals:

Each Member State should formulate and apply national policies aimed at increasing
the efficacy of education in all its forms and strengthening its contribution to inter-
national understanding and co-operation, to the maintenance and development of
a just peace, to the establishment of social justice, to respect for and application of
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human rights and fundamental freedoms, and to the eradication of the prejudices,
misconceptions, inequalities and all forms of injustice which hinder the achieve-
ment of these aims. (para. 7)

Here, a “just peace” is articulated with the “efficacy of education” and a num-
ber of other elements emphasized above which can be considered as compo-
nents of peace. These can be considered as societal goals that require structural
change by emphasizing social justice and the eradication of inequalities and
injustices. Describing peace as “just” involves the use of the stand-taking reper-
toire embedded in the instructions to MS to be realized through education poli-
cies.
The structural change needed to achieve peace is outlined:

Education should be directed both towards the eradication of conditions which
perpetuate and aggravate major problems affecting human survival and well-
being —inequality, injustice, international relations based on the use of force —and
towards measures of international co-operation likely to help solve them. (para. 18)

Both maintaining and developing peace are obligations of vocational education:

Every stage of specialized vocational training should include training to enable stu-
dents to understand their role and the role of their professions in developing their
society, furthering international co-operation, maintaining and developing peace,
and to assume their role actively as early as possible. (para. 29)

What is said about war contributes to the construction of the concept of peace.
Here the stand-taking repertoire is invoked:

Education should stress the inadmissibility of recourse to war for purposes of ex-
pansion, aggression and domination, or to the use of force and violence for purposes
of repression, and should bring every person to understand and assume his or her
responsibilities for the maintenance of peace. It should contribute to international
understanding and strengthening of world peace and to the activities in the strug-
gle against colonialism and neo-colonialism in all their forms and manifestations,
and against all forms and varieties of racialism, fascism, and apartheid as well as
other ideologies which breed national and racial hatred and which are contrary to the
purposes of this recommendation. (para. 6)

World peace is linked together with international understanding, with the
struggle against colonialism and neocolonialism, and against racialism, fascism,
and apartheid. War and the use of force and violence are declared inadmissible
for some purposes, a formulation that immediately raises the question of what
are the admissible purposes of recourse to war and of the use of force and vio-
lence. This formulation recalls another, an item in the list of problems education
should address:

the maintenance of peace; different types of war and their causes and effects; dis-
armament; the inadmissibility of using science and technology for warlike pur-
poses and their use for the purposes of peace and progress; the nature and effect of
economic, cultural and political relations between countries and the importance of
international law for these relations, particularly for the maintenance of peace. (para.
18 b)
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The maintenance of peace is treated as one item and different types of war and
their causes and effects as another.

The maintenance of peace is an individual responsibility. The develop-
ment of world peace is articulated with the concepts of understanding and
“true international co-operation” (note the stand-taking repertoire present here):

Education should include critical analysis of the historical and contemporary factors
of an economic and political nature underlying the contradictions and tensions be-
tween countries, together with study of ways of overcoming these contradictions,
which are the real impediments to understanding, true international co-operation
and the development of world peace. (para. 14)

The concept of peace found in the Recommendation emphasizes overcoming so-
cial and economic inequalities and achieving social justice, which can be viewed
as structural aspects of the development of peace. “Recognition of the equality
and necessary interdependence of nations and peoples” (para. 10) can be
viewed as a component of peace. The statement is presented as a basis for the
development of attitudes and behaviour in educational processes. Presented as
a self-evident principle, it forms part of the instructions to MS about processes
of learning and training. It forms the first paragraph out of seven under “Ethical
and civic aspects” (paras. 10-16). The articulation of the elements of this state-
ment implies that the equality of nations and peoples is as important as their
necessary interdependence, and excludes interdependence not based on equal-
ity. It also implies that nations and peoples are not necessarily the same thing.
This was important during the 1960s and to some extent still in the 1970s, be-
cause of the number of peoples who did not then constitute nations, for exam-
ple in Africa where national liberation movements were fighting for independ-
ence, or in the case of the Palestinian people, a problem that is still unresolved.
That education is not only about attitudes but also behaviour is an equally im-
portant assertion.

The UN Charter includes the goal, “To develop friendly relations among
nations based on respect for the principle of equal rights and self-determination
of peoples and to take other appropriate measures to strengthen universal
peace” (UN, 1945, article 1, para. 2). In the 1974 Recommendation “the equality of
rights of peoples and the right of peoples to self-determination” (para. 18 a) is
the first item among seven to which education should be related in addressing
major world problems. The UN Charter mentions the solving of international
problems, also emphasized in the 1974 Recommendation. In that respect, the UN
Charter declares as one of the purposes of the UN, “To achieve international co-
operation in solving international problems of an economic, social, cultural, or
humanitarian character, and in promoting and encouraging respect for human
rights and for fundamental freedoms for all without distinction as to race, sex,
language, or religion” (UN, 1945, Article 1, para. 3).

In the text about education for peace and human rights, the use of military
vocabulary in some passages of the text draws my attention. Examples include
the “struggle against colonialism and neo-colonialism” (para. 6), “the fight
against discrimination in its various forms” (para. 18 c), “the struggle against
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illiteracy,” “the fight for a better quality of life and the highest attainable stan-
dard of health” (para. 18 d), “explosive social problems” (para. 21).

International co-operation is one of the important components of peace in
the 1974 Recommendation, an element of its title and an essential component of
peace along with international understanding, with which it forms “an indi-
visible whole” (para. 1 b). International co-operation has concrete content and
value of its own, and MS are to consider it as their responsibility in developing
international education (para. 43).

The last part of the Recommendation is devoted to international co-
operation and uses the instruction repertoire (paras. 43, 44, and 45), but it is
emphasized throughout the text. International co-operation is presented as an
activity and also as a societal goal, thus a value as such. For example, interna-
tional solidarity and co-operation are identified as parallel with aims and pur-
poses expressed in the UN Charter, the Constitution of UNESCO, and the
UDHR, and necessary “in solving the world problems affecting the individuals’
and communities” life and exercise of fundamental rights and freedoms” (para.
4). The active individual contribution to the fulfilment of the expressed aims is
instrumental in solving world problems, whose solutions are presented as pri-
mary because of their impact on human rights and fundamental freedoms.

The importance of international relations is highlighted again in “the
study of those sciences and disciplines, which are directly related to the exercise
of the increasingly varied duties and responsibilities involved in international
relations” (para. 19). International co-operation is a self-evident goal, to be fur-
thered also in specialized vocational training (para. 29). It is a knowledge com-
ponent of teacher training, which is to provide “interdisciplinary knowledge of
world problems and the problems of international co-operation, through,
among other means, work to solve these problems” (para. 33 b).

International actions are to include “educational study and refresher
courses abroad,” “the recognition of such courses” (para. 36), bilateral teacher
exchanges (para. 37), and an “increasing number of international meetings and
study sessions on international education” (para. 43). “The study and practice
of international co-operation” is presented as the self-evident aim that justifies a
number of actions to be undertaken by post-secondary educational establish-
ments, which “should systematically take advantage of the forms of interna-
tional action inherent in their role, such as visits from foreign professors and
students and professional co-operation between professors and research teams
in different countries” (para. 28). The rhetoric of persuasion is also used, indi-
cating the self-evident value of international understanding and co-operation:
“By their own actions, they should demonstrate that implementing this rec-
ommendation is itself an exercise in international understanding and co-
operation” (para. 43).

Persuasion is used again in connection with the ASP, viewed as an impor-
tant tool for international co-operation:

Member States should take advantage of the experience of the Associated Schools
which carry out, with UNESCO's help, programmes of international education;
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Member States should encourage the co-operation between their Associated Schools
and those of other countries with the help of UNESCO in order to promote mutual
benefits by expanding their experiences in a wider international perspective. (paras.
23 and 44)

Persuasion rhetoric is signalled here by expressions such as “take advantage of”
and “mutual benefits.”

To sum up: Examination of the conception of peace in the Recommendation
shows that it usually appears conjoined with international understanding and
co-operation and with human rights, and is also articulated with terms to do
with maintaining and developing it. The focus is on international peace and
world peace and on abolishing structural obstacles to it, including inequality
and injustice, and on the establishment of social justice and the respect for and
application of human rights and fundamental freedoms. Equality of rights of
peoples and their right to self-determination is related to international aspects
of peace, and can be seen in the context of the contribution of education to the
struggle against colonialism and neo-colonialism in all their forms. From that
perspective, the phrase “the inadmissibility of recourse to war for purposes of
expansion, aggression and domination, or to the use of force and violence for
purposes of repression” (para. 6) implicitly leaves open the possibility of their
use for admissible purposes. International co-operation, an integral component
of peace, is viewed as a value and an activity that includes many practical
measures in the field of education. In that context, the ASP is assigned an im-
portant role.

3.5.2 Human rights

The prominent place of human rights in the Recommendation has already been
shown. This section looks at some of its content aspects.

Human rights are defined “for the purposes of this recommendation”:
Human rights” and ‘fundamental freedoms’ are those defined in the United
Nations Charter, the Universal Declaration of Human Rights and the Interna-
tional Covenants on Economic, Social and Cultural Rights, and on Civil and
Political Rights” (para. 1 c).

The UN Charter speaks in the name of “we the peoples of the United Na-
tions” and reaffirms “faith in fundamental human rights, in the dignity and
worth of the human person, in the equal rights of men and women and of na-
tions large and small” (Preamble). The UN Charter does not provide details of
human rights; it was drawn up in 1945, and the UDHR only in 1948. The UN
Charter does mention men and women, whereas women are not specifically
included in the 1974 Recommendation.

The UDHR is articulated here with the International Convention on the
Elimination of All Forms of Racial Discrimination, and the principles of both are
to become “an integral part of the developing personality of each child, adoles-
cent, young person or adult” (para. 11). This articulation highlights the impor-
tance of the issue of racism. “All forms and varieties of racialism, fascism, and
apartheid” are also among the ideologies to be struggled against with the help

"
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of education (para. 6). We may recall that organized racism in the form of
apartheid in South Africa was an important international issue in that period
and the object of several resolutions of the UN and UNESCO.

The issue of refugees is raised in the context of the exercise and obser-
vance of human rights, as are racism and the fight against discrimination, men-
tioned as themes that education should be related to: “action to ensure the exer-
cise and observance of human rights, including those of refugees; racialism and
its eradication; the fight against discrimination in its various forms” (para. 18
).

“The fight against discrimination in its various forms” can be viewed as a
component of human rights in the Recommendation; the rights of women are not
mentioned. Only one paragraph specifies that an obligation applies to both men
and women: “to foster in him or her favorable attitudes and a willingness to
take positive action” (para. 30 b). The lack of reference to gender elsewhere is
rather surprising, since by the 1960s in many parts of the world there was a new
consciousness of the patterns of discrimination against women and a rise in the
number of organizations committed to combating its effects (“Short history,”
2010); the issue was already on the agenda of the UN (UN, 1979b).

In the 1974 Recommendation, talking about rights and freedoms goes along
with duties and respect for the rights of others: “Awareness not only of the
rights but also of the duties incumbent upon individuals, social groups and na-
tions towards each other” (para. 4 e) is one of the six principles of education
policy. Individual rights and freedoms are to be linked with the rights of others
by the use of methods “which appeal to the creative imagination of children
and adolescents and to their social activities and thereby to prepare them to
exercise their rights and freedoms while recognizing and respecting the
rights of others and to perform their social duties” (para. 12). Or

The first school should be designed and organized as a social environment having its
own character and value, in which various situations, including games, will enable
children to become aware of their rights, to assert themselves freely while accept-
ing their responsibilities, and to improve and extend through direct experience
their sense of belonging to larger and larger communities —the family, the school,
then the local, national and world communities. (para. 24)

The social environment is important in enabling children to become aware of
their rights, which are articulated with the acceptance of responsibilities, “To
assert themselves freely” and “will enable children to become” (para. 24) can be
interpreted as presenting an educational approach that respects children and
their natural development. However, the articulation with “accepting their re-
sponsibilities” sets limits to free self-assertion. Building children’s awareness of
their rights goes along with free self-assertion and responsibilities, and with the
sense of belonging to the family and ultimately world communities. The social
ties of the individual are not limited to the family or other local entities. It
should be noted that the Declaration of the Rights of the Child approved by the
UN General Assembly in 1959 also includes social responsibility among the
aims of education:
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He [sic] shall be given an education which will promote his general culture and en-
able him, on a basis of equal opportunity, to develop his abilities, his individual
judgment, and his sense of moral and social responsibility, and to become a useful
member of society. (UN, 1959, Principle 7)

In the 1974 Recommendation, the implementation of human rights is conceived as
a tool for changing society:

provide teachers with motivations for their subsequent work: commitment to the
ethics of human rights and to the aim of changing society, so that human rights are
applied in practice; a grasp of the fundamental unity of mankind; ability to instill
appreciation of the riches which the diversity of cultures can bestow on every indi-
vidual, group or nation. (para. 33 a)

To sum up: Human rights, based on international instruments, have a promi-
nent place in the Recommendation. The specificity of human rights is maintained
while integrating them into peace-related educational activities. The importance
of human rights is demonstrated by, among other things, viewing them as a
tool for changing society and thus associating them with the structural changes
required for peace. Important problems articulated with human rights are ra-
cism, discrimination, and refugees. Women’s rights are not mentioned specifi-
cally. Emphasis on rights goes with social responsibilities: the exercise of indi-
vidual rights and responsibilities includes recognizing and respecting the rights
of others. This conception is in line with relevant provisions of the UN Charter
and the Declaration of the Rights of the Child.

3.5.3 Education and international education

“Education should” appears eight times and “international education should”
three times in the use of the principled repertoire. Why does the usage vary?
Does introducing the concept of international education change the orientation
of education? What are their functions in the Recommendation?

The use of the term international education seems to have had an important
political function, as discussed below. Part One, “Significance of terms,” begins,
“For the purposes of this recommendation” (para. 1), followed by three sub-
paragraphs containing three groups of elements (para. 1 a, b, and c):

1. Education

2. International understanding, co-operation and peace based on friendly rela-
tions between peoples and States and on the respect for human rights and fun-
damental freedoms

3. Human rights and fundamental freedoms.

The introduction of international education takes place discursively in a most
interesting way:

noou

The terms “international understanding”, “co-operation” and “peace” are to be
considered as an indivisible whole based on the principle of friendly relations be-
tween peoples and States having different social and political systems and on the
respect for human rights and fundamental freedoms. In the text of this recommen-
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dation, the different connotations of these terms are sometimes gathered together in a
concise expression, “international education.” (para. 1 b)

The elements are articulated in a specific configuration as illustrated in Figure 2.

FIGURE 2 Relations between elements of Paragraph 1 b

international understanding, co-operation, and peace

N

friendly relations between peoples and States | the respect for human rights and fundamen-
having different social and political systems tal freedoms

“International understanding, co-operation and peace” form “an indivisible
whole” that rests on two pillars, articulated on an equal footing, namely “the
principle of friendly relations between peoples and States having different so-
cial and political systems” and “the respect for human rights and fundamental
freedoms.” It can be said that this indivisible whole has primacy because it is
supported by two other elements. Human rights and fundamental freedoms are
part of this configuration (para. 1 b), but also have their own place in the next
subparagraph (para. 1 c), thus underlining the specificity of human rights as a
theme.

In an interesting move at the end of Para. 1 b, all the different terms of its
constellation are placed under a new common denominator and given a joint
meaning, “international education,” as illustrated by Figure 3.

FIGURE 3 International education as a common denominator

international education

i ™

friendly relations between peoples | the respect for human
and States having different social | rights and fundamental
and political systems freedoms

international understand-
ing, co-operation, and peace

Naming “the different connotations of these terms” can be described as cata-
chresis, the act of naming something that has not been named before (Laclau,
2006). This does not mean that international education did not exist before, but
that it is given a specific meaning within the context of the Recommendation. In-
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ternational education now becomes the presentation of a new unity, a moment
of the hegemonic formation of the Recommendation in Torfing’s (1999) sense:
“the expansion of a discourse, or set of discourses, into a dominant horizon of
social orientation and action by means of articulating unfixed elements into a
partially fixed moment in a context crisscrossed by antagonistic forces” (p. 101).

According to Laclau (2006) a catachrestical displacement is the only way
in which any system of signification can close itself. Here the concept of interna-
tional education is at least partly displaced from its prior meanings, which over-
lap with new elements when the Recommendation seeks to fix its meaning. How-
ever, its previous connotations can also remain.

Several repertoires are in play here: a “concise expression” is adjusting by
limiting the definition for the purposes of the Recommendation. Pragmatically, it
presents the definition [called “significance of terms”] as an unimportant termi-
nological issue—“the different connotations of these terms are sometimes
gathered together in a concise expression” (para. 1 b)—although it makes an
important political statement. The use of the adjusting repertoire has evidently
facilitated acceptance because it does not claim to be universally applicable out-
side the purposes of the Recommendation. However, the definition itself under
the “significance of terms” is presented via the use of the factual repertoire, thus
suggesting that it constitutes a general truth.

The overall formulation of the whole paragraph, and in particular Para. 1
b, which deals with the relations between concepts, could be interpreted as the
price paid for political détente, a Cold War compromise. It allots human rights
their proper place, but, in this particular context, only when articulated with the
principle of friendly relations between peoples and States with different social
and political systems, and in relation to peace. This formulation should be un-
derstood in the historical context of the threat of nuclear war during the worst
periods of the Cold War.

I would argue, then, that international education in the discourse of the
Recommendation served a particular political function. It helped in the forming
of a chain of equivalences (Howarth, 2000; Laclau, 1994, 1995, 2005b), meaning
that it placed the demands of the East (“the principle of friendly relations be-
tween peoples and States having different social and political systems”) and of
the West (“human rights and fundamental freedoms”), as well as general de-
mands not associated with any one bloc (“international understanding, co-
operation and peace”) in equivalent positions. In this way it constructed an in-
ternal frontier excluding those who did not accept the principle of friendly rela-
tions between countries with different systems—who, in other words, did not
accept the politics of détente and its connection to international understanding,
co-operation, peace, and the respect of human rights and fundamental free-
doms. In this context, the concept of international education helped to subvert
the particularistic character of the demands of the two blocs.

This demonstrates that in the chain of equivalences with which Para. 1 b of
the 1974 Recommendation was produced, different groups of countries had dif-
ferent content to bring into it, producing formulations and constellations ex-
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pressed in a particular way. International education as a common denominator
united controversial topics that ultimately had important consequences: the
Eastern bloc had to agree to human rights and fundamental freedoms as a basis
for international understanding, co-operation, and peace, and the Western bloc
the existence of different social and political systems. As a result, a kind of status
quo was apparently maintained, since international education was not a threat to
power relations. However, the parameters emphasized by different blocs sepa-
rately were now brought together. The discourse of international education
would have important practical consequences for East and West as well as for the
Third World —provided that UNESCO had enough prestige and the means to
follow it up, MS were willing enough to fulfil the obligations they had engaged
themselves to, or NGOs successfully exerted pressure on governments.

The term international education has since been used very little in official
UNESCO documents. Subsequent resolutions used its full title, and the report-
ing system talks about “the full and comprehensive implementation” of the
Recommendation (UNESCO, 1989c). The term has been in use in Finland until
recently (“Kansainvilisyyskasvatus”, 2006) but seems to be becoming replaced
by the concept of “global education” advocated by the North-South Centre of
the Council of Europe (Savolainen, 2007). The reason it has not been used much
within UNESCO could be, to borrow Laclau’s terminology, that the term be-
came filled with too many connotations and meanings and thus became an
empty signifier, insufficiently particular to be useful in political debates and
“meaning-making.”

The concept of education itself is a debatable one, complicated and “essen-
tially contested” (Winch & Gingell, 2008, p. 78). It reflects a variety of philoso-
phical approaches, beliefs about human being and society, political orientations,
and historical factors. In the language of discourse theory (Howarth et al., 2000;
Laclau, 2005b), it cannot be anything other than a floating signifier whose
meaning various currents of thought and ideologies are each seeking to fix.

The term education is used in the 1974 Recommendation in a number of
paragraphs which specify what principles education should be infused with
(para. 3), what objectives are to be regarded as major guiding principles of edu-
cational policy (para. 4), what education should stress (para. 6), what it should
include (para. 14), what emphasize (para. 15), what its aims should be (para. 18),
and what the different stages of education should accomplish (paras. 26, 29).
The Recommendation also provides an indirect definition of education through
the factual repertoire expression “the word education implies” (para. 1 a). The
term is used to mean education as a whole. The discourse about education seeks
to introduce a concept of universal education whose aims, contents, methods
and structures, policies, and materials in “all stages and forms of education”
(para. 2) are affected by international understanding, co-operation, and peace
and by human rights and fundamental freedoms. In this respect, it constructs
an “ideal type” of education. Older models of education need to be reformed,
and the need for change in the role of education is presented as a fact: “Since
there must be a gradual but profound change in the role of education, the re-
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sults of experiments for the remodelling of structures and hierarchical relations
in educational establishments should be reflected in training, information and
advice” (para. 34).

Education discourse in the Recommendation does not underline specific ac-
tivities; the issue is the orientation of education as a whole. The concept of in-
ternational education can also be regarded as having been a pre-existing, float-
ing signifier before it became a moment of the discourse of the 1974 Recommen-
dation and acquired specific meaning. Wilson (1994) has analysed the concept of
international education and what processes led to the change of the name of the
Comparative Education Society to the Comparative and International Educa-
tion Society. According to his account, international education had not been
clearly defined by its users, whether societies, organizations, or institutions, in
the USA, Germany, UK, Australia, and elsewhere.

Some passages of the 1974 Recommendation construct international educa-
tion as a specific field of education. Its curricula and methods “are not always
attuned to the needs and aspirations of the participating young people and
adults” (Preamble, para. 4). The use of the factual repertoire can be interpreted
to refer to a pre-existing form of international education with deficient curricula
and methods. By implication, the new international education should take the
needs and aspirations of students into account. The reform of the old interna-
tional education should be fostered through documentation centres, by devel-
oping innovative ideas and materials and facilitating exchanges of information
with other countries (para. 40).

Other features of the new international education are its sound psycho-
logical and sociological basis (para. 42), research on its various aspects (para.
41), innovative experiments (para. 33 f), and international co-operation in de-
veloping it, viewed as a responsibility of MS (para. 43). Among the aims of in-
ternational education are to further “the appropriate intellectual and emotional
development of the individual” (para. 5). It has materials (para. 38) and compo-
nents (para. 35). It is an activity to which special attention and resources should
be granted:

Member States should endeavour to ensure that international educational activity is
granted special attention and resources when it is carried out in situations involving
particularly delicate or explosive social problems in relations, for example, where
there are obvious inequalities in opportunities for access to education. (para. 21)

Other instructions and principles assume the existence of dispersed forms of
international education, and state that they should be “concerted” (para. 8) and
“co-ordinated” (para. 31). International education needs to be integrated into
ongoing programmes of post-secondary education (para. 27).

Components of international education should be included in “any pro-
gramme of further training for teachers in service or for personnel responsible
for direction” (para. 35), and a global approach should include its elements in
out-of-school education (para. 30 a). A number of passages speak of interna-
tional education as part of education as a whole. Thus possible differences be-
tween education and international education become blurred.
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Integrating components of international education concerns in “any pro-
gramme of further training for teachers in service or for personnel responsible
for direction” (para. 35). Materials for international education should be re-
newed, produced, disseminated, and exchanged; however, these requirements
also apply generally to all materials (para. 38). Student participation is an ele-
ment of international education and a factor in civic education (para. 16); active
civic training for everybody is to be promoted by MS “at every stage of educa-
tion” (para. 13).

These examples indicate that the overall emphasis of the discourses of
education and international education is on education as a whole. References to
specific international education activities might imply a desire to accommodate
those who consider international education as more specific in scope. The dis-
course of international education can evidently also incorporate viewpoints of a
number of epistemic communities involved in international education in vari-
ous countries, as this passage suggests: “To meet the needs expressed by those
concerned with international education, efforts should be concentrated on
overcoming the lack of teaching aids and on improving their quality” (para. 38).

The repeated phrase “of [or in] this Recommendation” has the effect of
addressing education and its various stages holistically: “activities which corre-
spond to the purposes of this recommendation” (para. 24); “the attainment of
objectives of this recommendation” (para. 25), “pursuing the objectives of this
recommendation” (para. 33), or “the principles of co-operation and association
which are inherent in this recommendation should be applied in all educational
activities (para. 32). The terms education and international education do not have
defined but rather blurred frontiers, both applying to education as a whole.

There is one more aspect to be explored with regard to possible differences
between international education discourse and education discourse. Interna-
tional education is said to further “the appropriate intellectual and moral de-
velopment of individual” (para. 5) while education is to be directed to “the full
development of the human personality and to strengthening of respect for hu-
man rights and fundamental freedoms” (para. 3). This paragraph stipulates that

Education should be infused with the aims and purposes set forth in the Charter of
the United Nations, the Constitution of UNESCO and the Universal Declaration of
Human Rights, particularly Article 26, paragraph 2, of the last-named, which states:
“Education shall be directed to the full development of the human personality and
to the strengthening of respect for human rights and fundamental freedoms. It
shall promote understanding, tolerance and friendship among all nations, racial or
religious groups, and shall further the activities of the United Nations for the main-
tenance of peace.” (para. 3)

The UN Charter, the UNESCO Constitution, and the UDHR are articulated to-
gether as providers of the aims and purposes with which education should be
infused. In the UDHR, the full development of human personality is articulated
with the strengthening of respect for human rights and fundamental freedoms
and with the other outcomes that follow, namely understanding, tolerance, and
friendship and the maintenance of peace through the UN. The articulation sets
limits to the educational activities to be directed to the “full development of the
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human personality”: it cannot support the development of human personality
in directions other than those specified.
In the case of international education, by contrast,

Combining learning, training, information and action, international education
should further the appropriate intellectual and emotional development of the in-
dividual. It should develop a sense of social responsibility and of solidarity with less
privileged groups and should lead to observance of the principles of equality in eve-
ryday conduct. It should also help to develop qualities, aptitudes and abilities
which enable the individual to acquire a critical understanding of problems at the na-
tional and the international level; to understand and explain facts, opinions and ideas;
to work in a group; to accept and participate in free discussions; to observe the ele-
mentary rules of procedure applicable to any discussion; and to base value judge-
ments and decisions on a rational analysis of relevant facts and factors. (para. 5)

The use of “appropriate” here belongs to the stand-taking repertoire. The de-
tails in the sentences that follow seek to fix the meaning of the term: developing
a sense of social responsibility, solidarity, and equality, and a number of indi-
vidual qualities, aptitudes, and abilities. These elements become moments of
international education. The invocation of “appropriateness” implicitly sets off
international education from its opposite, a kind of education that could, for
example, allow individuals to pursue their own egoistic interests and deny the
human rights of others. The “appropriate” intellectual and emotional develop-
ment of the individual, it appears, is to implement Paragraph 2 of Article 26 of
the UDHR on the full development of human personality, which includes the
promotion of understanding, tolerance, and friendship and the furthering of the
maintenance of peace by the UN.

Limits are also set through the definition of education:

The word “education” implies the entire process of social life by means of which in-
dividuals and social groups learn to develop consciously within, and for the benefit
of, the national and international communities, the whole of their personal capaci-
ties, attitudes, aptitudes and knowledge. This process is not limited to any specific
activities. (para. 1 a)

Developing “personal capacities, attitudes, aptitudes and knowledge” takes
place within “national and international communities” as learning environ-
ments and as beneficiaries of the learning of individuals and groups. In this re-
spect the education discourse in the Recommendation is parallel to the interna-
tional education discourse.

To sum up: In an analysis of the term international education in the 1974
Recommendation in terms of discourse theory, I argue that this expression had a
specific political function in the context of the Cold War as a common denomi-
nator in uniting debated concepts, and that it was introduced through a process
of catachresis, in Laclau’s sense of the term. In spite of ideological controversies,
it created within UNESCO a discourse that could unite adversaries. A compari-
son of the use of this term with the use of the term education alone shows that
although international education included elements that might constitute it as a
separate field of study, both concepts addressed education as a whole. Their use
is not contradictory but rather complementary, and if there are any distinctions
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between the two concepts they are blurred. A further aspect that emerged from
these discursive readings was the development of personality as differently de-
fined by education and by international education; possible differences between
international education discourse, which talks about “the appropriate intellec-
tual and moral development of the individual,” and education discourse, which
stresses “the full development of human personality,” were explored, and it
was shown that the two discourses do not differ substantively in this respect.

3.5.4 Educational aims concerning the individual

In this and the following Section two other substantive content issues, the edu-
cational aims of the individual and educational approaches, are examined, since
they have an important place in the 1974 Recommendation. Education and inter-
national education are not distinguished here, as the foregoing analyses have
shown no substantive difference between these discourses.

The list of major guiding principles of educational policy forms the basis for
analysis of educational aims concerning the individual:

In order to enable every person to contribute actively to the fulfillment of the aims
referred to in paragraph 3, and promote international solidarity and co-operation,
which are necessary in solving the world problems affecting the individuals” and
communities’ life and exercise of fundamental rights and freedoms, the following ob-
jectives should be regarded as major guiding principles of educational policy:

(a) An international dimension and a global perspective in education at all levels and
in all its forms;

(b) Understanding and respect for all peoples, their cultures, civilizations, values
and ways of life, including domestic ethnic cultures and cultures of other nations;

(c) Awareness of the increasing global interdependence between peoples and nations;
(d) Abilities to communicate with others;

(e) Awareness not only of the rights but also of the duties incumbent upon individu-
als, social groups and nations towards each other;

(f) Understanding of the necessity for international solidarity and co-operation;

(g) Readiness on the part of the individual to participate in solving the problems of
his community, his country and the world at large. (para. 4)

Here the active individual contribution to the specified societal aims serves as a
justification for individual qualities: “understanding” and “awareness” can be
taken to include more than knowledge, and are concerned with societal issues
(b, ¢, e, and f). The ability to communicate can be related to social aspects of
education (d), and “readiness” can be seen as a psychological aspect of educa-
tion that involves participation in problem-solving (g). Rights and duties go
together, and they concern not only individuals but also social groups and na-
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tions (e). The intellectual and the psychological, namely “understanding and
respect,” go together (b), and peoples and nations are interdependent (c).

Other passages define the educational aims of the individual along similar
lines. A sense of social responsibility and of solidarity with less privileged
groups is articulated together with the observance of the principles of equality
in everyday conduct (para. 5). Emotional and behavioural aspects go together.
Social responsibility and solidarity with less privileged groups are primary
goals. Additional individual qualities (indicated by the expression “it should
also help to develop”) are

to acquire a critical understanding of problems at the national and the international
level; to understand and explain facts, opinions and ideas; to work in a group; to ac-
cept and participate in free discussions; to observe the elementary rules of procedure
applicable to any discussion; and to base value judgments and decisions on a ra-
tional analysis of relevant facts and factors. (para. 5)

Participation and action are important aims at the individual level, as is stressed
in several passages: “to contribute personally to the regeneration and extension
of education in the direction indicated” (para. 11); “to exercise their rights and
freedoms while recognizing and respecting the rights of others and to perform
their social duties” (para. 12).

Knowledge is not isolated but linked to participation in solving funda-
mental problems, in the cultural life of the community, and in public affairs
through “an active civic training” (para. 13).

At the level of higher education, “knowledge of major problems ... possi-
bilities for direct and continuous action [and] their sense of international co-
operation” are articulated together (para. 26). In vocational education, training
should “enable students to understand their role and the role of their profes-
sions in developing their society, furthering international co-operation, main-
taining and developing peace, and to assume their role actively as early as pos-
sible” (para. 29).

To sum up: Education should instil a wide range of qualities in the indi-
vidual. Several of these qualities are at least as important as knowledge, includ-
ing critical understanding, awareness, social aspects, participation, motivation,
and commitment. Individual characteristics are combined with societal issues of
peace and human rights, and with active participation in them.

3.5.5 Educational approaches

Specific educational approaches are supposed to contribute to attaining the
educational aims of the individual. An international dimension and a global
perspective, as well as an interdisciplinary approach, are important methodo-
logical aspects of the Recommendation.

“An international dimension and global perspective in education at all
levels and in all its forms” is the first guiding principle of educational policy
(para. 4 a). “A global approach” is to be adopted by post-secondary educational
establishments, particularly universities, in all their teaching (para. 27). It
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should be applied “as far as possible” in all out-of-school education pro-
grammes (para. 30 a), and in textbooks and other materials “with due regard to
the value of the visual arts and music as factors conducive to understanding
between different cultures” (para. 38 c). The global approach is specified more
concretely via the emphasis on the “scientific and cultural history of mankind.”

The interdisciplinary nature of education and its problem-oriented content
are highlighted in several passages: it is necessary for studying the “major prob-
lems of mankind” (para. 18), in education “adapted to the complexity of the
issues” (para. 20), and in the preparation of written and audio-visual materials
(para. 38 d).

Educational goals are to be achieved through a combination of methods.
Not only learning, but also training, information, and action are invoked in sev-
eral passages, and the combination of them is important. “Combining learning,
training, information and action, international education should further the ap-
propriate intellectual and emotional development of the individual” (para. 5).

One of the approaches on which out-of-school education, including adult
education, should be based is the combined use of different methods, mass me-
dia, self-education, and interactive learning, as well as the use of museums and
public libraries (para. 30 b). “ Appropriate and constructive use should be made
of the entire range of equipment and aids available, from textbooks to television,
and of the new educational technology” (para. 38 a). Media literacy should also
be a component in teaching “to help the pupils to select and analyze the infor-
mation conveyed by mass media” (para. 38 b), implying that not all the infor-
mation conveyed by the media is reliable.

The needs and aspirations of young people and student participation are
themes raised in different passages, using several repertoires. Student participa-
tion is a principle in itself: “Student participation in the organization of studies
and of the educational establishment they are attending should itself be consid-
ered a factor in civic education and an important element in international edu-
cation” (para. 16). In the same vein, the needs and aspirations of young people
and adults are presented using the factual and instruction repertoires. Factually,
“the curricula and methods of international education are not always attuned to
the needs and aspirations of the participating young people and adults” (Pre-
amble, para. 4), and MS are instructed to direct teacher training in this area:
they should

prepare teachers themselves to take an active part in devising programmes of inter-
national education and educational equipment and materials, taking into account
the aspirations of pupils and working in close collaboration with them;

help teachers work towards the objectives of this recommendation, taking into ac-
count the aspirations of young people with regard to international problems and
new educational methods that are likely to improve prospects for fulfilling these
aspirations. (paras. 33 c and 34)
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Research on the formation of attitudes should devote substantial attention “to
the aspirations of young people concerning international problems and rela-
tions” (para. 42).

To sum up: An international approach and global perspective, problem-
solving, and the use of multiple methods including mass media are highlighted
among educational approaches. Student participation, and taking into account
pupils” aspirations and collaborating with them, has an important place in the
Recommendation, a new approach in its historical context.

3.5.6 Summary of Chapter Three

Discursive micro-level analyses have been performed on the Preamble and
main text of the 1974 Recommendation. Five repertoires and a wider discourse
have been distinguished. Five content areas that emerged from discursive read-
ings of the text have been analysed and interpreted using discourse theory.

These content areas are summarized in terms of repertoires in Table 3.

TABLE3  Content areas broken out by repertoires
Content ar- |Instruction |Principled Factual Stand-taking | Adjusting
eas
1. Peace
(a) Articula- | Aims of na- |Education Significance Limitation
tion of peace |tional poli- |aims of terms (significance
and human | cies, efficacy . . of terms)
rights Societal aims
(b) Interna- Maintenance |Real im- Just peace, Limitation
tional under- and devel- pediments to |true interna- | (significance
standing, co- opment of peace tional co- of terms)
operation, s _ |just peace, operation
and peace: ggr};‘ltzrcrtlii s | world peace, Fomenters of | .
(i) War, . and including war (i) Eeal H?-t
i) War, force social justice, | . pediments to
and violence |€xchanges, huma1:1 (i) Incom- peace, in-
- persuasion riehts, anti- patlblhty of compatibility
(ii) Interna- | rhetoric gl Lali the truein- | of the true
tional co- COIOMIANSIN, | orests of interests of
. anti-racism
operation - .7 |people and eovle and
anti-fascism, listic |PEOP € anc.
anti- monopoustic | monopolistic
apartheid, groups groups
equality of | ii) Persua- | i) Inadmis-
natlo{ls and | sion rhetoric |giple use of
peoples war, force
(i) Different and violence
types of war but implicit
(ii) Among admissible
educational purposes
aims of indi-
vidual
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(ii) Study and
practice
(if) Responsi-
bility of
States
2. Human
rights
(a) Articula- | Aims of na- |Education Significance Limitation
tion of peace |tional poli- |aims of terms (significance
and HR cies, efficacy . . of terms)
Societal aims
(b) human Part of the Guiding Significance Limitation
rights aspects | personality | principles of |of terms (significance
including of each child |education of terms)
cultural as- )
pects Teacher mo- |education
tivations content,
) refugees,
Rightsand | racialism and
freedoms, discrimina-
rights of Oth‘ tion, exercise
ers and social | 3nd obser-
duties vance rights,
Study of cul- duties a%qll.
tures responsibili-
ties, sense of
belonging
from family
to world
communities
3. education |internat’l Reform of internat’l internat’l internat’l
and internat’l | education: internat’l education: education: education as
education Research and | education Significance |The appro- |a Cold War
experiments, of terms priate devel- |compromise
sound psy- Student par- opment of
chological ticipation personality
beses | Change o
. education
periments,

co-ordination

education to
comprise
elements of
internat’l
education

education:
full devel-
opment of
personality
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4. Educa- Knowledge, |Intellectual
tional aims of | action and and emo-
the individ- |sense, com- |tional, rights
ual mitment, and duties,
active par- active par-
ticipation, ticipation
desire and
ability, ex- A number of
periments qualities that
internat’l
education
should de-
velop
5. Educa- (a) Interdis- | (a) Global (b) Lacking Use of phrase
tional ap- ciplinary approach, in curricula “as far as
proaches problem- combining . possible”
) oriented con- | efforts (b) important
(a) in general | tont element in
(b) Principle |internat’l
(b) student (a, b) Teacher |in itself education
participation training
(b) Research
object

The table demonstrates that repertoires and content areas are related. For ex-
ample, the stand-taking repertoire is used for issues of war and peace but very
little in other content areas. The use of the adjusting repertoire does not affect
content and only appears in the section on the significance of terms (para. 1).

In studies that use discursive approaches, the question of the role of
counter-discourses —meaning contradictions (Fairclough, 2002, p. 102) or con-
trary or competing arguments (Edley, 2001, p. 203) that can reveal the dilem-
matic character of a discourse—can be raised. The repertoire analyses as such
do not identify counter-discourses. They do, however, reveal two conceptions
of education, one as a means and another as a value. Both maintaining and de-
veloping peace are incorporated, and these terms are presented not as contra-
dictory but complementary. In this respect, the articulation of different ele-
ments uses a logic of difference, which attempts “to weaken and displace a
sharp antagonistic polarity, endeavouring to relegate that division to the mar-
gins of society” (Howarth & Stavrakakis, 2000, p. 11), for example, weakening
antagonism by articulating two elements together in such a way as to make
them appear complementary rather than confrontational (Clohesy, 2005, p. 183).
In other words, their articulation is what Laclau calls an expanding formation,
meaning that internal differences between elements are unimportant and are
complementary to each other. Through this formation it is possible “to retain
the universal dimension while widening the spheres of its application —which,
in turn, will define the concrete contents of such universality. Through this
process, universalism as a horizon is expanded at the same time as its necessary
attachment to any particular content is broken” (Laclau, 1995, p. 107). However,
“maintaining” and “developing” could have different societal and educational
consequences, since maintaining peace might require, for example, societal
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measures to enforce it, whereas developing peace might require economic de-
velopment and structural change in the abolishing of inequalities. In this re-
spect the two could be treated as different discourses, yet reflected in the con-
tent of education as complementary in practice, not opposed. Principles, factu-
ally presented truths, and instructions, including self-evident aims, are pre-
sented without alternatives, but at the same time the adjusting repertoire pro-
vides some dilution.



4 PROCESSES, ACTORS, AND CONTEXTS

This chapter explores the processes that led to the 1974 Recommendation. Sum-
mary tables of main actions in these processes are listed in Appendix C. These
processes are of interest with respect to the main topic of this work, and are
analysed here in order to obtain a deeper understanding of the text as discussed
in previous chapters.

4.1 Processes and actors

An answer to the overall question addressed in this chapter—What interna-
tional political and organizational processes led to the 1974 Recommendation? —
might begin with a description of the processes of the Resolution of the 17th GC,
in 1972, when the decision was first made to draw it up (UNESCO, 1972i).
However, a fuller understanding of those processes requires looking back at
some aspects of the early history of UNESCO.

In what follows, the description and analysis of the processes that led to
the 1974 Recommendation are conducted at a macro-level, mainly on the basis of
UNESCO documents. For example, documents about the preparation of the
1974 Recommendation (UNESCO, 1972b, 1973b) contain references to earlier reso-
lutions, decisions, and reports of the GC and the EXB of UNESCO, as well as
those of the General Assembly (GA) of the UN related to the issue. These
documents in turn contain references to earlier documents, thus pointing to
other data to be traced back as far as is feasible. On the basis of the documents
traced and analysed, I have identified several of the issues that arose and the
various positions taken by the actors concerned.

Who were the actors in the processes that led to the 1974 Recommendation?
Although it is not the main purpose of this study to differentiate the impact of
particular actors, three groups may be distinguished: MS, experts and NGOs,
and the Secretariat.
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4.1.1 Member States and National Commissions for UNESCO

UNESCO is an international intergovernmental organization in which MS as
political actors are responsible for the decision-making of the Organization
through the GC and EXB. The GC approves programmes and budgets and
adopts resolutions and normative instruments. The EXB discusses most issues
and proposals before they are submitted with its comments to the GC for a final
decision. The rules and procedures of UNESCO guide the work of the decision-
making organs as well as the preparation of normative instruments (UNESCO,
2009a).

MS are also associated with the work of UNESCO through their Perma-
nent Delegations, which follow its work and stay in contact with the Secretariat
between official meetings. In most MS there are National Commissions for
UNESCO, which participate in various ways in the work of the organization
and in the preparation of its meetings. Through these Commissions civil society
actors and experts are often associated with UNESCO’s work. Several ministries,
such as those of Education, Foreign Affairs, or Culture, participate in
UNESCO’s work in their fields of operation. UNESCO Clubs, Centres, and As-
sociations can also exist for the promotion of different aspects of the organiza-
tion’s work. Other international Intergovernmental Organizations (IGOs) co-
operate with UNESCO, in particular the United Nations and its specialized
agencies.

MS are the main political actors, but approved texts are not simply a col-
lection of their particular positions. UNESCO includes webs of complex interac-
tions by other actors whose influences are intertwined. Senarclens (1993), for
example, has argued that issues in international organizations are not only sub-
stantive matters: the socio-economic power of countries and the status of dip-
lomats, national and international civil servants, and NGOs play a role in inter-
national negotiations where there is competition over programmes and their
direction, both within and between international organizations.

4.1.2 Experts and NGOs

The intergovernmental nature of UNESCO was not so self-evident at the found-
ing of the organization. Finnemore (1993) in her study of science policies and
UNESCO has argued that “UNESCQO’s early science programs were designed to
serve science and scientists rather than states” (p. 577); UNESCO provided ser-
vices directly to scientists rather than states, and its early organizational struc-
ture reflected the understanding of science and culture as transnational and of-
ten non-governmental (p. 579). The same study also draws attention to the
changes in the selection of the EXB members of UNESCO: they were selected in
their personal capacity until 1954, when the Constitution was amended so that
members of the EXB represented governments. Eminent personalities, experts,
and intellectuals working in fields of UNESCO’s competence were members of
the EXB, but after 1954 they were largely replaced by diplomats, in line with the
intergovernmental nature of the organization. Finnemore indicates that the
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original non-governmental structure of the EXB was based on the conception of
ideas as a unifying force, prevalent in the 1940s: “education, science and culture
could weave a web that would draw a divided world of nation-states together”
(p- 580). But

By the mid-1950s this view had been eclipsed. At best, ideas were irrelevant to the in-
tense power struggle raging in the world; at worst, ideas were viewed as divisive
and dangerous, in which case states could not afford to leave them to a collection of
unaccountable individuals. (Finnemore, 1993, p. 580)

However, experts in the fields of UNESCO’s operations still have an important
role to play. They are often among MS delegations to the decision-making bod-
ies, the EXB and the GC, and they usually participate in the Commissions of the
GC, where substantive issues are dealt with. According to the Rules of Proce-
dure, in the preparation of a normative instrument a meeting of governmental
experts can be organized. Participants in such a meeting are expected to be ex-
perts in subject matters such as social science, education or other domains of
UNESCO fields of competence, but at the same time they represent the views of
their respective governments.

Epistemic communities have an impact on the work of the organization
through governments and NGOs. An epistemic community may be defined in
various ways; according to Haas (1992) it is “a network of professionals with
recognized expertise and competence in a particular domain and an authorita-
tive claim to policy-relevant knowledge within that domain or issue area” (p. 3),
and by definition “shares a belief or faith in the veracity and the applicability of
particular forms of knowledge or specific truths” (p. 3). In the work of UNESCO,
epistemic communities can have an influence through Consultative or Advisory
Committees, whose members are usually proposed by MS and nominated by
the DG in accordance with the statutes of their respective committees. Interna-
tional Non-Governmental Organizations (INGOs) also represent epistemic
communities. Their intellectual and moral co-operation with UNESCO, some-
times including the execution of programmes, is organized by categories de-
cided by the GC.

In the preparation of international instruments, governments use experts
who work in national research institutes but also have connections with inter-
national scientific networks and NGOs. The epistemic communities they consti-
tute influence political decisions through their scientific and cultural knowledge,
but they are also involved in struggles for power or in conflicts of interest be-
tween different bodies (Senarclens, 1993). For example, in the processes that led
to the establishment of UNESCO, lobbying by NGOs in the United States in fa-
vour of including education in the organization and of the role of education in
relation to peace played an important role. Many such groups and individuals
enjoyed strong international connections; they included among others the Na-
tional Education Association and the Dean of the School of Education of Stan-
ford University (Jones & Coleman, 2005, pp. 46-47). The Board of Directors of
the American Psychological Association (APA) unanimously expressed its for-
mal approval of the principles on which UNESCO was based, thus endorsing
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the purposes of its Constitution (Wolfle, 1946). APA’ s Committee on Interna-
tional Research in Psychology in the early 1950s enlisted social psychologists to
work on a UNESCO action project on reducing social tensions within Europe
and “collaborating with Czech, Polish and Hungarian psychologists at a time
when the U.S. government forbade official contact with those nations” (Torney-
Purta, 2009, p. 826).

4.1.3 The Secretariat

The Secretariat consists of the DG and the staff appointed by him or her. Each
staff member must subscribe to the Staff Requlations and Staff Rules (UNESCO,
2009i), which require them to discharge their functions and regulate their con-
duct solely with the interests of the Organization in view (Regulation 1.1), and
neither to seek nor accept instructions from any authority outside the Organiza-
tion (Regulation 1. 3).

The DG has considerable power over the Secretariat. Organizational units
responsible for each programme action prepare documents or employ outside
consultants, subject to the decision-making bodies. Official documents are pre-
sented formally as coming from the DG, but his or her actual name is not men-
tioned in these documents. The DG represents the function, an abstract em-
bodiment of the Secretariat, and his or her influence is unquestionable. The DG
can influence the preparation of documents related to the agendas of the EXB
and of the GC, the interpretation of their decisions, and their practical follow-up
in the organization’s programme and budget. Decisions, however, are made by
the EXB and ultimately by the GC. Members of the Secretariat have different
cultural and political backgrounds, and it is impossible to suppose that their
backgrounds and values do not affect their interpretations of decisions or ac-
tions. The position of the Secretariat can be reflected in the emphases of docu-
ments, the choice of experts invited to meetings, or the legal arguments used by
their legal advisors.

The organization of the Secretariat is decided by the DG, and it has fre-
quently undergone structural changes within the main programme sectors
(namely education, natural sciences, social and human sciences, culture, and
communication), although the overall organization of the Secretariat into pro-
gramme sectors has not changed much. The unity of programmes falling within
the competence of more than one Sector can be a problem. Human Rights were
in the Social Sciences Sector while International Understanding was in the Edu-
cation Sector. When in 1947 the second EXB decided to add to the programme
of Education for International Understanding “that the International Study
Center be included in the programme of the Social Sciences Section, or its direc-
tion ensured by a social science specialist” (UNESCO, 1947a, Decisions, p. 5), it
also stated “that since the programme is a combination of activities arising out
of the programmes of different Sections, the Secretariat be invited to determine
the methods of work calculated to secure the unity of the project and its suc-
cessful execution” (p. 5). The same affirmation of the unity of the execution of
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the project of international understanding falling within different programme
sectors had already been made at the first GC (UNESCO, 1946b).

The secretariat of any organization can be a site of competition for re-
sources and programmes. Le Prestre (1986) argues that “value allocation” as the
basic purpose of international organizations often becomes secondary to institu-
tional aims, such as continuity or control over the running of affairs and re-
sources. In the case of UNESCO, for example, the rules and procedures concern-
ing normative instruments foresee a follow-up mechanism that requires at least
some resources in terms of staffing and other costs. Actions mentioned in nor-
mative instruments naturally acquire higher status in the Secretariat. Finnemore
(1993) suggests, based on her study of UNESCO science policy, that UNESCO
officials” reasons for acting were due more to their status as international bu-
reaucrats than to their expertise in science.

4.2 The normative regulation of education as it relates to peace

4.2.1 Precedents before UNESCO

Before World War Two, the International Committee on Intellectual Co-
operation was engaged in normative actions to improve education. These ac-
tions included publication of the Declaration regarding the Teaching of History,
adopted in 1937, and a year before, the International Convention Concerning the
Use of Broadcasting in the Cause of Peace, as well as “’Casares procedure’ for the
deletion or correction of passages in school textbooks ‘of a nature to convey to
the young wrong impressions leading to an essential misunderstanding of other
countries” (adopted in 1925, expanded in 1933)” (UNESCO, 1972b, Annex I,
para. 3).

Under the auspices of the League of Nations, an international committee
of experts put forth in the mid-1920s a document with two major sections:
“How to Make the League of Nations Known to Children and Young People”
and “How to Develop the Spirit of International Cooperation among Children,
Young People and their Teachers.” It bears a remarkable resemblance to some
part of the 1974 UNESCO Recommendation (Buergenthal & Torney, 1976, p. 25).
Individuals who wanted to reinforce some of these international efforts estab-
lished the International Bureau of Education in 1925 in Geneva, an organization
which became an inter-governmental organization in 1929 (Buergenthal & Tor-
ney, 1976, pp. 24-27).

The Preparatory Commission of UNESCO represented predominantly
Western bloc views and values. At the conference in November 1945, 44 gov-
ernments were present. At the first meeting of the Executive Committee of the
Preparatory Commission in December 1945, Sir Alfred Zimmern from Great
Britain was elected to the post of Executive Secretary. There were 14 members
of the Executive Committee; a 15th seat was left vacant for the USSR, which
joined UNESCO only in 1954 (UNESCO, 1987a).
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The report of the Preparatory Commission (UNESCO, 1946¢) includes some
important considerations on education. The Introduction states that while edu-
cation can be discussed using standard terminology, education as such cannot
be standardized but must be adapted to local conditions and traditions. Propos-
als for the programme include a survey of school textbooks in history, geogra-
phy, and civics, “purging them of statements and attitudes likely to cause mis-
understanding”; it speaks of “one world” and “a world consciousness and
world understanding among all citizens” (UNESCO, 1946c). According to its
report, the Preparatory Commission considered the role of education crucial in
constructing the defences of peace and solving urgent problems confronting the
world. It called for educational and psychological research and the collection of
data on the causes of war by social scientists, and for the use of the knowledge
and experience of those working in film and radio. It talked about the direct
contribution of education to security and peace, and asked for change in the
content and spirit of education in all its phases. Its authors were convinced
“that society can eventually be transformed by education” and emphasized that
“a broad and comprehensive view of education is essential, in order to prevent
the growth of warlike spirit” (UNESCO, 1946c, Chapter II, p. 33). The Commis-
sion asserted that people have impulses of aggressiveness, combativeness, jeal-
ousy, and anxiety, which should be directed into constructive channels. Impor-
tant qualities to foster were said to be co-operativeness, tolerance, kindness, and
goodwill, and the reducing or eliminating of national, dogmatic, or racial ten-
sions and conflicts, often rooted in age-long traditions.

Normative actions did not feature among the emphases of the Preparatory
Commission. In a much later document, the Secretariat commented on the early
normative efforts undertaken by the International Committee on Intellectual
Co-operation before the war:

The first effects of these normative activities coincided with the premonitory signs of
the world war to come and passed unnoticed. In 1946, there were no grounds for be-
lieving that such measures, the futility of which seemed to be illustrated by recent
events, were models that were worth following. (UNESCO, 1972b, Annex 1II, para. 3)

To sum up: It is important to mention some precedents to provide a perspective
and show that normative actions were undertaken before the establishment of
UNESCO. The Preparatory Commission, dominated by Western bloc views,
gave considerable importance to education for peace although not as a norma-
tive action.

4.2.2 The UNESCO Constitution

The normative and standard-setting work of UNESCO is embedded in the
original rationales for its existence, although to what extent UNESCO should
concern itself with the definition of those norms is a matter for judgement and
constitutional interpretation, the latter not being clear in this case (Jones and
Coleman, 2005, pp. 75-76). The Constitution of UNESCO defines its purpose:
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The purpose of the Organization is fo contribute to peace and security by promoting col-
laboration among the nations through education, science and culture in order to fur-
ther universal respect for justice, for the rule of law and for the human rights and fundamen-
tal freedoms which are affirmed for the peoples of the world, without distinction of
race, sex, language or religion, by the Charter of the United Nation [all emphases
added]. (UNESCO, 1945, Article I, para. 1)

This is a broad definition, but the collaboration proposed was to serve the ulti-
mate aims of the UN.

The Preamble of the Constitution stipulates that “since wars begin in the
minds of men [sic], it is in the minds of men that the defences of peace must be
constructed.” It was the Chair of the Committee, Archibald MacLeish, US poet
and Librarian of Congress (1892-1982), who wrote this famous phrase. One
month after the establishment of UNESCO, he said in a radio discussion broad-
cast on 12 December 1945, published in the UNESCO Courier:

Of course we can educate for world peace. I'd be willing to go a great deal farther
than that, I'd be willing, for my own part, to say that there is no possible way of get-
ting world peace except through education. ... But peace, as we are all beginning to
realize, is something a great deal more than the absence of war. Peace is positive and
not negative. Peace is a way of living together which excludes war, rather than a pe-
riod without war in which peoples try to live together. (“Can we educate,” 2001)

In the same discussion, speaking of economic and political issues, he continued:
“I am saying that these things, important as they are, are far less important than
the creation of a world of words and images and mutual knowledge within
which people may talk to each other.”

The Preamble of the UNESCO Constitution, although making reference to
states, does not see peace only as a responsibility of governments:

That a peace based exclusively upon the political and economic arrangements of
governments would not be a peace which could secure the unanimous, lasting and
sincere support of the peoples of the world, and that the peace must therefore be
founded, if it is not to fail, upon the intellectual and moral solidarity of mankind [sic].
(UNESCO, 1945, Preamble)

Explicit references to normative instruments in the Constitution include men-
tion of international agreements concerning “the free flow of ideas by word and
image” and conventions concerning “the conservation and protection of the
world’s inheritance of books, works of art and monuments of history and sci-
ence” (UNESCO, 1945, Article I, para. 2a and c). The Constitution distinguishes
between recommendations and international conventions: the former require
only a majority vote, the latter a two-thirds majority of MS (Article IV, para. 4).
The Constitution also defines the obligations of MS to report to the GC “on the
action taken upon the recommendations and conventions referred to in Article
IV, paragraph 4” (Article VIII).

The wording of the UNESCO Constitution was the result of a political
process where competing views concerning UNESCO’s purposes, its legal and
structural character, its relationship with the UN, and its practical programme
were reconciled, resulting in a lack of clarity (Jones and Coleman, 2005, p. 49).
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However, this Constitution has been and still is a framework within which ex-
perts and politicians representing different political and cultural viewpoints
have been trying to reconcile their positions, including on normative action on
education as it relates to peace. The central constitutional mandate of UNESCO
has been described as “knowledge of peace” and “concern with goals of knowl-
edge in all fields, at all levels, and by whatever means communicated” (Wells,
1987, p. 46).

The UNESCO Constitution is part of the international legal order. In this
respect, it can be considered together with the UN Charter as constituting the
most significant elements of the current international legal order, in particular
concerning the prohibition of the use of force (UN, 1945, Article 2 (4)). Although
states have frequently breached this prohibition, no state has withdrawn its
consent to be bound by Charter rules. “As a discourse, international law gives
states a common language and set of principles with which to engage in mean-
ingful debate with one another about the legitimacy of using force” (Armstrong
etal., 2009, p. 147).

To sum up: The UNESCO Constitution, as an important piece of interna-
tional law, seeks the promotion of peace in its fields of operation, not only
through government actions but through human intellectual and moral solidar-
ity, and in particular expresses a strong conviction about the role of education
in world peace. Normative action was one of the approaches foreseen. Al-
though the Constitution is necessarily not very clear about specific actions to be
taken to promote peace, it provides a framework for these efforts.

4.2.3 Adoption of the Universal Declaration of Human Rights (UDHR)

At the UN, the adoption of the UDHR in 1948 was a major historical event.
The UN GA proclaimed it “as a common standard of achievement for all
peoples and all nations” (UN, 1948). The UDHR highlights “teaching and edu-
cation” in its Preamble, and its Article 26 contains important provisions on edu-
cation reflected in the 1974 Recommendation (see Section 3.5.1 of this study). Its
adoption led to “dramatic growth and evolution” (Buergenthal, 2006, p. 783;
1998; see also Jolly et al. 2009, pp. 57-67) within international human rights law.
Buergenthal (2006) described this evolution along two parallel paths: one is
based on the UN Charter and comprising the human rights principles and insti-
tutional mechanisms which have been developed by different UN agencies in-
cluding UNESCO; the other is the treaty based system that consists of a number
of human rights treaties adopted by the UN. Those treaties are based on the
rights proclaimed in the UDHR as regional human rights systems in Europe,
the Americas and Africa (Buergenthal, 1998, p. 92). Although the UDHR is not
legally binding, its normative effect, however, has been so important that it has
become a source of legal obligations and thus is in practice a normative instru-
ment (Buergenthal, 1998). It has gained a large acceptance across different cul-
tures (see, Van der Heijden & Tahzib-Lie, 1998). However, “human rights ideas
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have confronted the age-old dilemma of how to protect ethical principles in a
world characterized by hierarchies and power imbalances both between and
within states” (Normand & Zaidi, 2008, p. 340).

Its adoption involved settling several controversies; there were the west-
ern bloc, led by the USA and the UK; the communist countries, led by the Soviet
Union, and Third World countries (Jolly et al., 2009, p. 56). Although a strong
majority of members supported a single enforceable convention “in line with
public hopes that human rights would be the basis for a new system of global
justice” (Normand & Zaidi, 2008, p. 197), it was not possible because the USA
and the Soviet Union did not want their domestic policies to be subjected to
international standards, and both were in joint opposition against more binding
instrument and enforcement. Major powers were willing to accept that the UN
would promote human rights but they did not want to focus on enforceable
standards protecting individuals. The historical context of the drafting of the
UDHR is illuminated by the following:

Britain had its colonies, where most citizens had no vote and other rights were de-
nied. The Soviet Union had its widespread repression. And in the United States,
blacks still had no vote and segregation and racial discrimination were widespread.
In San Francisco, seven white waitresses walked out of a hotel, refusing to serve
black delegates, and black waiters refused to serve Indians traveling by train to San
Francisco until whites had finished their meals (Jolly et al., 2009, p. 55).

It took eighteen years of contentious negotiations at the UN before the what is
often called the “international bill of rights” was adopted: two separate cove-
nants split the integrated approach of the UDHR into two separate covenants,
and the covenant of economic, social and cultural rights was placed in an infe-
rior position to the covenant on civil and political rights despite public pro-
nouncement about the “interdependence and indivisibility” of all rights (Nor-
mand & Zaidi, 2008, p. 198). The Soviet block and most Third World countries
laid emphasis on economic, social and cultural rights while the western block
on civil and political rights (see Normand & Zaidi, 2008, pp. 197-242).

To sum up: The adoption of the UDHR and its consequences, referred
above, is important background for understanding the role which human rights
had in the 1974 Recommendation.

4.3 Initial efforts (1945-1951)

4.3.1 The beginning: Practical action

Normative action was not one of the first activities proposed by the Preparatory
Commission. According to a later document from the Secretariat, normative
action was one of two pathways then open to UNESCO, the second being “that
of practical action focused directly or indirectly on educators, pilot projects,
psychological and educational research projects,” which also aimed “to check
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methodologically, by experiment, the validity of the postulate that education
can be an instrument of peace” (UNESCO, 1972b, Annex II, para. 4). Later, the
accumulation of experience in practical action—studies, expert meetings, train-
ing courses, and international conferences and gatherings —was used as a justi-
fication by the Secretariat for the drafting of an international instrument, since
“new standard-setting action is feasible and timely” (UNESCO, 1972b, Annex II,
para. 56).

Arguments in favour of practical action on the one hand, and of normative
action on the other, were raised not only in debates at UNESCO but also at the
UN: during the 1963 debate at the UN over the resolution on the drafting of a
declaration about discrimination against women, the Nordic countries argued
that the preparation of a declaration would take too much time away from the
implementation of the work plan of the Commission on the Status of Women
(Tornudd, 2008).

The programme of Education for International Understanding, established
by the first GC in 1946 (UNESCO, 1946b) was one of four large-scale, compre-
hensive projects. At that time, all MS were concerned and united on the issue of
education for international peace and security, because the memories of Nazism
were fresh and the damage of war was still to be repaired. In this respect, the
logic of political formation among MS concerning education for peace was op-
erating via the use of the logic of difference. (Because I will go on to interpret
subsequent processes in the light of discourse theory, it is important also to ana-
lyse these early processes in those terms.) In this instance, the logic of difference
can be said to be present since internal differences on this particular question
were not raised by the MS in building a united front against the type of educa-
tion identified with Nazism.

Immediate work toward international understanding included, for exam-
ple, a study of the equivalence of school standards and college and university
degrees, assistance to international relations clubs, consultations, clearing-house
activities, and international exchanges of persons. Long-term work was de-
signed to establish a minimum fundamental education for all, a seminar on in-
ternational understanding for teachers, publication of an international educa-
tion yearbook, the establishment of a Committee on Educational Statistics, and
a programme for the improvement of textbooks and teaching materials as aids
in developing international understanding (UNESCO, 1946b). One of these
proposals included a code of ethics for textbooks: the Secretariat was to “Draft a
model method of text-book analysis, including the development of principles
by which Member States might analyze their own text-books and teaching ma-
terials” (UNESCO, 1946b, Appendix, p. 272).

In 1972 the Secretariat explained that the phrase “education for peace and
security,” used by the Preparatory Commission of UNESCO, was replaced by
the first GC with “education for international understanding” because of the
separation of the political and the educational. The original terminology was in
line with the UN Charter, whose Preamble stipulates two goals: “to save suc-
ceeding generations from the scourge of war [and] to unite our strength to
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maintain international peace and security” (cited in UNESCO, 1972b, Annex II,
para. 27), but designating the programme Education for International Under-
standing transposed the political term “the safeguarding of peace” into the lan-
guage of education (para. 27).

Later fluctuations in the terminology have continued to reflect difficulties
in defining this education. The terminology used to define the activities of
UNESCO on education as it relates to peace was characterized by the 1972 Se-
cretariat document as “to a certain extent fortuitous” (UNESCO, 1972b, Annex
II, para. 29). Fluctuations in the terms used to define programmes for education
as it relates to peace have continued, as will be seen in Chapter 5 below.

An important programme action was the organization of the first Interna-
tional Education seminar at Seévres in France, in 1947. The idea of the seminar
came from the Preparatory Commission of UNESCO, and was endorsed by the
first GC. Its purpose was to define the “direct” contribution of education to in-
ternational understanding and peace and the means of securing it (UNESCO,
1972b, Annex II, para. 5). French politician Léon Blum, President of the first GC,
who was invited to the seminar, brought a societal dimension to the discussion
by linking peace with justice: “We never thought of it as a cowardly retreat; for
us, peace —whether internal peace, peace between individuals and social classes,
or peace between nations, states and peoples—was always linked with justice”
(Blum, 1947). He also underlined the importance of political democracy and the
role of education, science, and culture as instruments of peace, as well as the
recognition of points of commonality and points of difference among peoples.

This first seminar lasted for six weeks, and thus offered a framework for
participants to learn from other’s experiences. A hundred educational leaders
attended from countries on every continent. The report of the seminar
(UNESCO, 1947d) sees it as a pioneering experience in international learning
and living. However, the report also notes the brevity of the preparation time
(governments were notified only about three months in advance, and many
participants were selected at the last minute), which meant that there was not
enough time to accumulate library resources and thinking many questions
through.

To sum up: It became evident from the time of the first GC that education
for international understanding was central to the organization’s programme,
although not through normative action The unity of the activities aimed at in-
creasing international understanding and executed by different organizational
units was already a concern of the first GC.

4.3.2 A united decision on the drafting of a convention

The issue of normative action in the field of education was raised at the second
session of the GC, held in Mexico in 1947. The Mexican delegation proposed a
draft convention to direct educational programmes at all levels “to the ends of
international peace and security,” justifying it by reference to recent events: “I
ask myself whether if, in the interval between the first and second world wars,
Germany had prepared the coming generation for peace, the results might not
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have been quite different. But Germany prepared for war and we all know the
tragic results” (UNESCO, 1947b, p. 483).

The proposal was seconded by Colombia and generally supported by the
conference. For example, Cuba warmly welcomed the convention and hoped
that it would be unanimously approved, and the USA delegate said that
“Knowing that this proposal is one of a long sequence of international attempts
to arrive at agreement through convention for the improvement of international
education, the United States is very glad to support it whole-heartedly”
(UNESCO, 1947b, p. 485). The GC adopted the resolution in accordance with
the Mexican proposal, instructing the DG

to prepare for consideration at the 1948 Conference a draft convention under the terms
of which the Member States may agree, within the limitations and powers of their re-
spective constitutional and legal provisions regarding the control and administration
of education, to direct the programmes of their respective educational systems at all lev-
els to the end of international peace and security [all emphases added]. (UNESCO 1947c,
Res. VIL.A.3.13.1)

It should be noted that the resolution talks about “international peace and secu-
rity” while in the programme the phrase used was “international understand-
ing.”

To sum up: The unanimous political formation in favour of education for
peace and security during the first GC continued during the second when MS
were united in favour of an international convention for the promotion of a
kind of education unlike the type that had contributed to the recent war, and
believed that if education was not changed through a common effort, it would
continue to promote warfare.

4.3.3 Other relevant debates

The same GC approved a “Solemn Appeal against the idea that war is inevita-
ble” by acclamation. The Appeal refers to the dangers to peace arising from the
expectation among many at the time that another war was inevitable. It was
addressed “to all who are concerned for the dignity of Man [sic] and the future
of civilization, particularly educationalists, scientists, artists, writers and jour-
nalists throughout the world” (UNESCO, 1947c, Res. X.3), and followed on the
UN General Assembly resolution against war propaganda adopted on Novem-
ber 8, 1947 (UNESCO, 1987a).

However, its unanimous approval was preceded by debate about which
subjects should belong within the competence of UNESCO and which that of
the UN, prompted by another resolution, proposed by Poland (UNESCO,
1947b). That UNESCO should not deal with political issues was the majority
view; because similar arguments reappeared later in other contexts, the debates
on this Appeal are examined more closely here.

The draft of the Appeal was submitted by the French delegation, and wel-
comed by many delegates; the US delegate called it “a masterpiece” (UNESCO,
1947b, p. 144) and moved for its adoption. Czechoslovakia and Poland did not
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agree, as a separate Polish resolution on the same issue had already been
drafted. The Sub-Committee of the GC that dealt with the issue integrated the
Polish draft into the French draft, but Poland, supported by Hungary, insisted
that these were two separate resolutions and theirs should be voted separately.
The French delegate maintained that UNESCO should not leave its own do-
main and “should avoid any overlapping into the political field” (UNESCO,
1947b, p. 144). China strongly supported the version as agreed by the Sub-
Committee, emphasizing that it did not wish to involve UNESCO in political
issues.

A separate vote on the Polish resolution became procedurally impossible
when the USA delegate proposed an amendment that excluded consideration
of further resolutions on this subject (UNESCO, 1947b, p. 150); the US proposal
was adopted by roll-call vote: 25 in favour (including Western bloc, Latin
American, and Arab countries), two against (Czechoslovakia and Poland), two
abstentions (India and Uruguay), and nine countries absent. Poland’s vote did
not mean that it was against the substance of the Appeal, but that it did not
agree to the exclusion of its own resolution. It was Poland that proposed that
the Appeal should not be voted by roll-call but by acclamation, as in fact hap-
pened.

The procedural rejection of the Polish resolution produced two opposing
groups: on the one side Poland and Czechoslovakia, the only Eastern European
socialist countries in UNESCO at the time, were seen as politicizing the issue,
while on the other side were the majority of MS. The abstentions, India and
Uruguay, blurred this opposition. There were only 44 MS in UNESCO at the
time of the second GC in 1947, and the GC had just admitted Austria, Hungary,
Italy, and Switzerland as members. UNESCO was essentially still a Western
bloc organization, since disputes among the Allied countries around the time it
was established meant that the Soviet Union, along with Ukraine and Belarus,
did not join until 1954 (Haggrén, 2005, p. 301).

Debates about education at the second GC were generally constructive
and proposals were jointly constituted into common decisions. For example,
Mexico proposed the establishment of UNESCO schools for pilot projects
(UNESCO, 1947¢). The Union of South Africa regretted that the Mexican pro-
posal was limited to pilot schools and insisted that all schools should be
UNESCO schools, not that some should promote international understanding
and others not. The UK wanted to extend the concept of education to include all
media, including the press, radio, and the cinema. Egypt agreed to begin some
educational experiments but also insisted that international understanding
should be taught in all schools. As a result, the motion on experimental schools
was carried as amended by Egypt (UNESCO, 1947e, p. 485), and the DG was
instructed “to suggest to Member States that they undertake experiments in
education for international understanding to the end of extending instruction in
international understanding eventually to all branches of education” (UNESCO,
1947¢c, Res. 3.13.3). These exchanges of views can be seen as an example of
reaching agreement through discussion and exchange of views.
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To sum up: The unity on the issue of a convention on education for peace and
security was broken in the process of the adoption of the Solemn Appeal against
the idea that war is inevitable. The proposal made by two Eastern European social-
ist countries was ruled out by the Western bloc majority. However, the Appeal
was adopted by acclamation. The debate on experimental schools and the
agreement reached on it can be taken as an example of constructive exchange of
views.

4.3.4 Delaying the preparation of a convention

The third session of the GC, held in Beirut in November 1948, instructed the DG
“to draft a convention, under which Member States may agree, within the limits
of their legal powers, to ensure that educational programmes are directed at all
levels towards international peace and security [all emphases added]” (UNESCO,
1948d, Res. 2.514). The mandate given to the DG no longer stipulated any time
limit, as the Secretariat later remarked in its report (UNESCO, 1972b, Annex II,
para. 10). According to the records of the EXB, during the discussion of the con-
vention the chairman stated that “no action could be taken in 1948 for lack of
staff, and no action was planned for 1949 for lack of financial means” (UNESCO,
1948a, pp. 17-18). According to the same report, the French member of the EXB
considered this project very important, implicit in UNESCO’s Constitution, and
thus the natural sequel to other tasks that had been undertaken at great cost.
The member from Australia supported this view, and considered it inadmissi-
ble that the Secretariat should allow certain activities entrusted to it by the GC
to be abandoned for lack of funds, since it was UNESCO's purpose to secure the
adoption of conventions, and the finding of necessary staff should be given pri-
ority. The Acting DG defended the position of the Secretariat by pointing out
that neither the EXB nor the GC had previously given priority to this project,
but said that he was ready to assign the necessary staff to the project if they
were released from other commitments. The verbatim records (UNESCO, 1948a,
pp-17-18) do not indicate that any decision was taken on the issue, but in fact
work on the convention was not foreseen in the Proposed Programme and
Budget for 1949 (UNESCO, 1948b) prepared by the DG. However, the idea of
such a convention remained on the UNESCO programme.

According to the Records of the third GC (UNESCO, 1948c), discussions of
programme actions on education for international understanding showed a
firm belief in the value of accurate knowledge, experts, research, and experi-
mentation in education. The improvement of textbooks and teaching materials,
especially in history and geography, was considered especially important to the
work of UNESCO in Germany and Japan after the events of World War Two.
However, the fourth session of the GC, in 1949, expressed itself more cautiously,
instructing the DG “To take steps towards the drafting of a convention under
which the Member States may agree, within the limits of their legal powers, to
ensure that their educational programmes are directed at all levels towards inter-
national peace and security [all emphases added]” (UNESCO, 1949b, Res. 2.513).
Later, in 1972, the Secretariat recalled that



97

Between its first and third session, the sovereign body of UNESCO and the Secre-
tariat had, in fact, been able to weigh all the difficulties inherent in the drafting of
conventions in this field and the term “steps” expressed a realistic assessment of the
complexity of the task. (UNESCO, 1972b, Annex II, para. 11)

To sum up: The clear and precise instructions of the second GC on a convention
were gradually undermined by the decisions of two subsequent GCs. The Se-
cretariat’s explanation for this was the lack of funds and staff.

4.3.5 The draft recommendation and its quiet abandonment

Because the decision to draw up a convention was a resolution passed by the
GCs, after the fourth GC the Secretariat did take steps in this direction in No-
vember 1949, by inviting a committee of nine experts “to consider the advisabil-
ity of UNESCO drafting a convention or recommendation directing educational
programmes towards international peace and security” (UNESCO, 1949a). The
participants were overwhelmingly education experts from Egypt, France, Italy,
USA, India, Mexico, Norway, and the UK (UNESCO, 1949a): four out of the
nine represented NGOs focused on teaching, four others were high-ranking
officials from ministries of education in Italy, India, Norway, and Egypt, and
only the Mexican delegate came from the diplomatic rather than the educa-
tional sphere. The Secretariat was represented by the Acting Assistant Director-
General for Education (ADG/ED), the psychologist Jean Piaget.

The Committee “unanimously agreed that in present circumstances a rec-
ommendation, coupled with practical suggestions for action, could serve a use-
ful purpose but the door should not be shut on the possibility of drafting a conven-
tion on certain specific subjects [all emphases added]” (UNESCO, 1949a, p.3).

This wording and the course of the proceedings described in the report
indicate that the Secretariat pushed for a recommendation rather than the more
binding instrument of a convention (UNESCO, 1949a, p. 7). The Committee was
uncertain as to what action to take in this respect, and agreed that the Chair
should write to the DG, asking him to decide whether to include in the pro-
posed preamble of the recommendation a request that MS give their views
about transforming the recommendation into one or more conventions. The
Acting ADG/ED did not take a stand in favour or against, recalling that

There were two schools of thought about conventions, some people had faith in them,
and others thought that they did not lead to desirable results. A convention along the
lines suggested had never before been drafted and UNESCO appreciated that if one
were to be drafted entirely new ground would have to be broken. (UNESCO, 1949a,

p-2)

However, UNESCO'’s legal adviser certainly influenced the opinions of the ex-
perts during the discussion, by noting that

A convention could only be drafted if the conditions to be referred to in the conven-
tion were similar and easily comparable in the countries concerned ...it was therefore
important for the members to ask themselves if the necessary similarity in school
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programmes existed at the present time and if the political climate was propitious.
(UNESCO, 1949a, p. 2)

The nine experts’ draft, the “Recommendation Concerning the Direction of
School Programmes Towards International Peace and Security” (UNESCO,
1949a, Annex II), contained a Preamble and two parts, “Guiding Principles” and
“Measures of Implementation.” The Preamble drew the attention of MS to the
importance “of regarding the development of international understanding as
one of the major functions of education [emphasis added]” (Annex II), and urged
the authorities concerned to take necessary steps to ensure that this function
was fulfilled.

The recommendation was discussed by the EXB in February 1950; it was
decided that the draft prepared by the committee of experts should be revised
and circulated to MS and National Commissions for comments (UNESCO,
1950d, Decisions 5 g and i). The revision dealt only with the wording of the
French text, and no more detailed discussion on this item was recorded in the
reports (UNESCO, 1950e). It was circulated in May 1950 with a letter from the
DG asking for comments and suggestions by December 31, 1950, on the basis of
which the recommendation could be considered by the sixth session of the GC.

Meanwhile, in 1948, the International Conference on Public Education
(ICE) adopted the Recommendation on the Development of International Un-
derstanding among Young People and Teaching about International Organiza-
tions (UNESCO, 2010e), addressed to ministers of education. This title indicates
the importance given to teaching about international organizations. Although
this recommendation was not strictly speaking a standard-setting instrument of
UNESCO, it “nevertheless urged compliance with certain norms” (UNESCO,
1972b, Annex II, para. 20). The title of this recommendation presented teaching
about international organizations equally important with international under-
standing (also in a document of the League of Nations mentioned in Section
4.2.1). Later on, emphasis was laid rather on broader principles of international
understanding than transmitting knowledge about international organizations.

The fifth GC, held in Florence in May-June 1950, had adopted a more gen-
eral resolution covering all areas of UNESCO competence relative to the duties
of the state. By that resolution the DG was authorized

to consider the setting up of a committee to prepare a Charter on the duties of the
State in regard to education, science and culture so as to ensure better understanding
between the peoples, and to report thereon to the Sixth Session of the General Con-
ference. (UNESCO, 1950b, VI General Res. 9.12)

But this resolution too was not followed up by the Secretariat: the Norwegian
member of the EXB asked about it during the discussion on the draft pro-
gramme and budget for 1952, and the DG replied that “it was difficult for the
Secretariat to carry out the resolution as no corresponding budgetary provisions
had been made” (UNESCO, 1951g, p. 15), and asked if the EXB might approve a
budget transfer in order that the said committee might be convened (UNESCO,
1951g).
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In 1951, the report on the comments received from MS on the draft prepared by
the committee of nine experts (UNESCO, 1951c) was submitted to the EXB at its
25th session by the DG. Only 14 countries!? had replied, and no opposing opin-
ions were expressed. The report noted the positive replies and identified three
options the EXB might propose to the GC: a progress report with no recom-
mendations for future actions; a programme resolution addressed to MS and
included in the programme; or a formal recommendation to MS. The third op-
tion had budgetary implications, as indicated in the report of the DG.

Based on the report of its Programme Committee (UNESCO, 1951e), the
EXB instructed the DG to present to the sixth GC “a progress report on the steps
already taken in this matter, without making any recommendations for further
action” (UNESCO, 1951f, Decision 7.1). The report was duly submitted to the
GC (UNESCO, 1951d). The delegate from the UK said “that his delegation
heartily supported the proposal, but thought that it was relevant to all
UNESCO’s work” (UNESCO, 1951a, p. 283) and he therefore proposed its trans-
fer to the general resolutions. The DG agreed that this was an excellent proposal
and ”suggested that the item should be maintained, making specific reference
to it among the general resolutions” (UNESCO, 1951a, p. 283).

However, the general resolutions do not in fact contain any explicit refer-
ence to the draft recommendation of the committee of nine experts (UNESCO,
1951b, 1972b, para. 13). Wells (1987) believes that the sixth GC ignored or forgot
it, possibly because of an accident in conference management, but points out
“that leading Western States were not overanxious to pursue the debate” (Wells,
1987, p. 124) and that “it would seem reasonable to assume that these States
might have felt some uncertainty as to whether liberal principles could in fact
be assured of prevailing in debate and, in the circumstances, preferred to let the
matter rest” (p. 124).

To sum up: The unanimous proposal of nine experts for a convention on
directing school programmes towards peace and international security demon-
strated the interest of professional NGOs in this type of education. The Secre-
tariat’s influence resulted in a less binding instrument, a recommendation
rather than a convention. The draft proposal was sent for further consultation to
MS, with a low but favourable response. A recommendation approved by the
ICE in 1948 on international understanding is a further indication of the impor-
tance placed on this type of education. A resolution on another normative ac-
tion, a Charter on the duties of the state relative to all UNESCO areas of compe-
tence, was not followed up by the Secretariat, due to its insufficient budget. In
the end, the draft recommendation of the nine experts was ignored and set
aside. It is possible that a more positive approach by the Secretariat would have
led the EXB and the GC to make clear decisions on this issue, and to move to-
wards a normative instrument, since response to it was positive even if not nu-

12 Burma, Canada, Ceylon, Colombia, Costa Rica, Dominican Republic, Ecuador, Gua-
temala, India, the Netherlands, New Zealand, The Philippines, South Africa and
Turkey.
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merically substantial. (For the summary table of precedents and initial efforts,
see Appendix C, part I).

4.3.6 Changes in the 1950s

Between 1951 and 1959 UNESCO appears to have abandoned any plans for
normative action on education as it relates to peace (UNESCO, 1972b, Annex II,
para. 14). However, a number of normative instruments were adopted by
UNESCO in this period in other fields, mainly that of culture (see UNESCO,
2010i).

The beginning of the 1950s was a period of turmoil in UNESCO. The or-
ganization was in financial difficulties; in 1952 the DG, Jaime Torres Bodet of
Mexico, resigned as a result of differences of opinion over the level of the
budget, and his deputy, John W. Taylor of the USA, was appointed as Acting
DG (UNESCO, 1952b). Another crisis was provoked by the Korean War, and in
December 1952 Poland broke off relations with UNESCO following the situa-
tion created by that war. Hungary and Czechoslovakia also withdrew from
UNESCO (UNESCO, 1953). During the same period, Yugoslavia joined
UNESCO, and as a non-aligned state was to play an active role; Japan and the
Federal Republic of Germany (FRG) also became members. In 1954, the USSR
joined UNESCO, along with Ukraine and Belarus.

The Cold War had an impact on members of the UNESCO Secretariat. The
virulent anti-communism of McCarthyism in the USA limited open discussion
and exchanges between ideological camps of the Cold War. Henquet (2009)
identifies an episode from 1954 as fallout from McCarthyism: the DG of
UNESCO, at that time Luther Evans of the USA, took measures to fire seven
international civil servants of American nationality who had received an unfa-
vourable report from the US government. In 1955 the ILO Tribunal ordered the
cancellation of these measures and asked that the civil servants in question be
reinstated or paid compensation (UNESCO, 1987a). A detailed account of these
events is given by Julian Behrstock, a staff member of UNESCO, who was per-
sonally involved (Behrstock, 1987). Thirty years later, the Federal Court in the
United States acknowledged the unconstitutional character of these investiga-
tions into the loyalty of Americans employed by international organizations
(Lebar, 2009). Much later, in 1976, a staff member of Romanian nationality,
Sorin Dumitrescu, was the object of pressure from the Romanian government.
He was detained in Romania and prevented from returning to his duty station
in Paris. In this case the DG, then Amadou Mahtar M'Bow, did not give in to
this attack on the independence of international civil servants and made the
return of Dumitrescu a matter of principle (Dumitrescu, 2009).

With respect to programme issues, it was in this period that UNESCO be-
gan its work on racism (UNESCO, 1987a): a committee of experts met to study
ways of collecting and disseminating scientific data concerning racial questions,
and the first UNESCO statement on race was issued in July 1950. UNESCO also
initiated important new actions in conjunction with the UN programme of
technical assistance. On October 25, 1950, UNESCO sent its first expert, Karl
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Borch, a Norwegian mathematician, under the UN Assistance programme to
Iran, and from then on technical assistance was provided by thousands of ex-
perts, advisers, and consultants for other field projects (UNESCO, 1987a). In the
field of education the ASP was inaugurated in 1953 to promote the UNESCO
ideals of international understanding at the level of schools in various countries,
and became a widely accepted and supported programme. The ASP did not
provoke controversy and did not demand change at the level of the education
system as a whole.

The terminology on education as it relates to peace was also in flux. The
1972 report on the desirability of an international instrument (UNESCO, 1972b,
Annex II), explored the various expressions used at the time. “Education for
world citizenship” was used in UNESCO’s basic programme in 1950, and was
retained in the biennial programme approved by the GC in 1952. This expres-
sion caused problems concerning, for example, the implication of “allegiance to
some sovereign power other than that of the existing States” (para. 27), leading
the DG to propose instead “Education for living in a world community”; how-
ever, this expression was used only in the English version of the programme for
1953-1954. “Education for international understanding and co-operation” was
used in the programme adopted by the GC in 1954 (UNESCO, 1954, Res.
IV.1.1.214). That expression was strongly urged by the expert committee con-
vened in 1954 to study the principles and methods of education for living in a
world community, and was, according to the Secretariat, a new formulation
that allied knowledge and feeling (understanding) to action (co-operation)
(UNESCO, 1972b, Annex II, para. 28). However, “Education for international
understanding” was also proposed, “prompted by the trend towards simplifica-
tion” in the words of the Secretariat (Annex II, para. 28). That formulation in
fact was used only in the 1960 GC resolution (UNESCO, 1960, Res. 1.1.53).

These problems of terminology can be illuminated to some extent by dis-
course theory. Interpreting them in terms of the concepts developed by Laclau,
I see “world citizenship” and “world community” as presenting an illusion of
unity. This universal ideal is seen as an expanded horizon that incorporates a
wide range of particular views. However, this in turn creates a problem, be-
cause “at the same time its [particular] necessary attachment to any particular
content is broken” (Laclau, 1995, p. 107). That universal ideal thus cannot repre-
sent only one particular concept of citizenship, so when MS agree on that uni-
versality, their internal differences need to be subsumed within it. All are in the
same boat and implicitly against war and warmongers; those who propagate
war are against “us” and the interests of a world community. In contrast, the
concepts of international understanding and co-operation suggest more inde-
pendent MS with differing, even opposing interests that then call for under-
standing and co-operation. However, different conceptions that are joined to-
gether within a universal ideal bring with them much particular content. In
other words, so many particular concerns of particulars overload the ideal, and
it can be seen as becoming an “empty signifier” with little specific concrete con-
tent.
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In December 1958, Vittorio Veronese of Italy was appointed DG by 55 votes to
20 (UNESCO, 1958), a vote that demonstrated yet more divided positions. What
was taking place at the UN affected UNESCO: for example, after the approval
in November 1959 by the UN GA of a resolution on general and complete dis-
armament, this issue also became a UNESCO preoccupation and continued to
be reflected in its resolutions (UNESCO, 1959, Decision 5.2; 1960, Res. 5. 201-2;
1961, Res. 3.73).

To sum up: In a period of turmoil in the 1950s normative action in the field
of education was put aside, and political events in the world, in particular the
Cold War, affected UNESCO and its staff. Poland, Hungary, and Czechoslova-
kia withdrew due to the Korean War; new MS joined the organization, includ-
ing Japan, the FRG, and the USSR; new issues such as racism were given atten-
tion and the technical assistance programme was introduced. The fluctuation of
key terminology from the concepts of world citizenship and world community
towards international understanding and co-operation is interpreted here as a
shift from the use of the logic of difference to the logic of equivalence, in the
sense that the emphasis shifted to the differences prevailing among MS, who
were nonetheless united by their need of understanding and co-operation.

4.4 The second stage (1960-1962)

4.4.1 The general context

The 1960s were for UNESCO a time of expansion but also new problems. Many
former colonies in Asia and Africa became independent and joined the organi-
zation: 17 African states became MS in 1960 (UNESCO, 2010j) and considerably
increased the influence of the Third World within the UN and UNESCO. The
dominant position of like-minded countries no longer existed (Haggrén, 2005, p.
307).

Decisions made at the UN impacted UNESCO, but sometimes UNESCO
was ahead of the UN. A resolution, The Role of Unesco in Contributing to the
Attainment of Independence by Colonial Countries and Peoples, was adopted
on December 12 1960 (UNESCO, 1960, Res. 8.2), two days before the UN Decla-
ration on the Granting of Independence to Colonial Countries and Peoples (UN, 1960).
The UNESCO resolution formed the basis for its aid to national liberation
movements; among other things it stated

That one of Unesco’s most urgent tasks is to help the newly independent countries,
and those which are preparing for independence [emphasis added], to overcome any
harmful after-effects of colonialism, such as economic, social and cultural underde-
velopment, illiteracy, and the serious shortage of trained personnel. (UNESCO, 1960,
Res. 8.2)

Economic and development issues became important within the UN system.
The First Development Decade (1960-1970) was announced by the UN GA in
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December 1961, and considered “the economic and social development of the
economically less developed countries as basic to the attainment of interna-
tional peace and security and to foster mutually beneficial increase in world
prosperity” (UN, 1961). Education, hitherto considered exclusively from a hu-
manistic perspective, was now viewed as a factor in economic development, a
change with significant consequences for UNESCO activities (Lacoste, 1994).
Theories of dependence, which argued that the underdevelopment of the Third
World was caused by the forces and mechanisms of the West with its economic,
political, and military superiority, became widely known and supported (Jones,
1988, p. 216).

In 1960, UNESCO adopted the Convention against Discrimination in Edu-
cation, and the Recommendation concerning the Status of Teachers was
adopted by a special intergovernmental conference during the same year. They
contain provisions relating to education for international understanding. It was
noted that “These texts are all identical in substance to that of the second para-
graph of Article 26 (2) of the Universal Declaration of Human Rights”, and that
“Unesco’s standard setting activities in this field are thus based on the Declara-
tion” (UNESCO, 1972b, Annex II, para. 19). At the United Nations, the “Decla-
ration of the Rights of the Child” had been adopted the year before (UN, 1959).

4.4.2 Opposition to the return of normative action

The profound changes resulting from decolonization and the concerns of the
programmes just described above help to explain subsequent efforts towards
normative action on education as it relates to peace. After having been aban-
doned for about a decade, the idea of a normative instrument reappeared in
1960 through two resolutions, one proposed by the UN and the other by
UNESCO. The UN General Assembly invited UNESCO especially

to consider ways of intensifying international, national and voluntary action in this
field, including the possibility of formulation [sic] a draft of an international declaration set-
ting out the basic principles concerning the promoting among youth of the ideals of peace,
mutual respect and understanding between peoples, and to report on these considerations
to the Economic and Social Council, if possible at its thirty-second session [all em-
phases added]. (UN, 1960b)

In 1960 the UNESCO GC invited the DG “to consider the most effective means of
contributing...in the field of education, towards ensuring and developing inter-
national understanding, and to report on this subject to the GC at its Twelfth ses-
sion [all emphases added]” (UNESCO, 1960, Res.1.1531). In 1961, “In order to
fulfill these twin obligations” (UNESCO, 1972b, Annex II, para. 15), the Secre-
tariat carried out “consequently” (UNESCO, 1973b, para. 16), an extensive con-
sultation on education for international understanding, and in particular on the
question of the advisability of an international declaration. The wording of
these later reports (UNESCO, 1972b, and 1973b) indicates that the Secretariat
had decided on a consultation instead of putting a declaration directly on the
agenda of the EXB or of the GC. The Secretariat stated that this consultation
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“coincided with the arrival of new Member States” in UNESCO, decolonization,
the First Development Decade, and a new generation born before the war that
was now reaching an active phase of life, and that education had to be adapted
to new situations and preoccupations “in respect of human relations and inter-
national co-operation” (UNESCO, 1973b, para. 16).

The consultation showed that the feasibility of a declaration had become a
divisive issue among countries. There were 39 in favour of a declaration, and 39
against (UNESCO, 1973b, paras. 16 and 17). A report, Measures Designed to Pro-
mote among Youth the Ideals of Peace, Mutual Respect and Understanding Between
Peoples (UNESCO, 1962a), indicated that among those who replied to the con-
sultation there were only 24 MS, the great majority of them from the so-called
developed countries; 42 replies came from NGOs, 6 from organizations belong-
ing to the UN system, and one from a regional intergovernmental organization.

The socialist countries were in favour of a declaration, Romania and
Czechoslovakia arguing that the action should not be limited to generally ac-
cepted principles but should also mention the dangers in some countries of the
existence of a spirit of hatred between races and peoples, of feelings of distrust
or superiority, of colonialism, fascism, militarism, and revanchisme. The Soviet
Union, while favouring an international declaration, also adopted elements of
the arguments used by the Western bloc countries, namely

that one cannot ignore the suggestions made by those who affirm that the adoption
and execution of effective programmes of action by the United Nations, Specialized
Agencies and Member States would have greater influence and usefulness than the
preparation of an international declaration. (UNESCO, 1962a, para. 341)

A traditional hegemonic formation was in this case broken. Opinions did not
follow ideological divisions between the Eastern European socialist countries
and the Western countries, the established divisions of the Cold War. Three
countries from the West were in favour — Austria, Canada, and the FRG. Other
countries in favour were Dahomey, from Africa, and Singapore (an Associate
MS) and Viet Nam from Asia. Those against a declaration were mainly coun-
tries of the West— Australia, Denmark, Israel, Italy, Japan, Luxembourg, the
Netherlands, and the USA. They contested its importance not with substantive
arguments but on other grounds, for example that practical actions would be
more useful, that a declaration might not be implemented and could arouse
cynicism, that it was too controversial a question, or that its principles were al-
ready universally admitted.

In the summary report the Secretariat listed the pros and cons of such a
declaration. This report covers opposing viewpoints on the subject and at the
same time reveals the Secretariat’s own position:

1) While there is a great deal of agreement concerning the value of many of the meas-
ures discussed in this report, there is a sharp difference of opinion as to the value and
feasibility of an international declaration of principles.

2) This divergence of views in itself cast doubts on the possibility of reaching agreement
on the terms of an international declaration.
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3) To some extent, divergence of opinion on this question may arise from deep-seated differ-
ences of view about the role of “declaration of principles” as a factor of progress. Some tend
to see such formulations as a mainspring of action, others as verbal substitute for action.
Again, some envisage such a declaration as reinforcing and extending the application of
values and principles already agreed on, others fear that multiplication of declarations will
weaken the force of existing basic instruments.

4) However, initial divergences of this character need not necessarily be taken as an in-
surmountable obstacle to later agreement. General agreement has already been expressed
in basic instruments and in resolutions of the United Nations and UNESCO, includ-
ing the preambles of the resolutions which gave rise to this report, on some princi-
ples which govern the education of young peoples. Also, there is a large measure of
agreement about the main lines of action which should be taken in implementation of
these principles, as is recorded in this report. It might be feasible to reach agreement on
a declaration, as far as it asserted these agreed elements.

5) However, it has to be recognized that agreement on a text of this character may not be
easily reached. This is partly because it may prove necessary to some extent, to adapt
the wording of agreed existing statements of principles for use in a declaration, and such
adaptation may present many difficulties. More important, it is to be expected that
proposals will be made going beyond such previously agreed statements, which may give
rise to opposition. A dilemma may arise, in which a limited restatement of existing
agreed general principles may be rejected by some as inadequate, while proposed ex-
tensions and additions may be rejected by others on various grounds.

6) It is reasonable to expect therefore that the process of formulating a declaration would
be more protracted and laborious than some proponents have thought [all emphases added].
(UNESCO, 1962a, para. 48)

The Secretariat’s own position appears to be centred on reaching agreement. To
reach an agreement is here the nodal point that binds together its discourse (La-
clau & Mouffe, 1985/2001; Howarth & Stavrakakis, 2000) thus implying an
ideal of consensus. It contains a notion of the dissension (point 1), and therefore
it doubts the possibility of reaching agreement (point 2); it further explores the
dissension (point 3) but does not exclude an agreement “as far as it asserted
these agreed elements” (point 4), and finally points to difficulties of reaching
agreement (points 5 and 6). Thus, as its main aim was consensus, the position of
the Secretariat in this case favoured those against a declaration.

The DG submitted the Report on measures to promote “the ideals of peace,
mutual respect and understanding between peoples” (UNESCO, 1962e) to the
EXB in May 1962. The EXB member from the USSR spoke in favour of the dec-
laration, but also in favour of practical actions (UNESCO, 1962h, para. 36.4,
36.5). The member from the USA believed that no draft declaration should be
drawn up, justifying this with the arguments against it as given in the Secre-
tariat’s report. The Acting DG, René Maheu, made a compromise proposal, ac-
cepted by both these members before the vote, which passed with 18 votes to
none and one abstention (UNESCO, 1962h, paras. 43-49). It stated that

The Executive Board,

Takes note of the report... Requests the Acting Director- General to transmit to the
Economic and Social Council the summary record of the discussion of the Board on
this subject ...to report to the Executive Board at its 62nd session and to the General
Conference at its twelfth session, appending, in the latter case, any comments of the
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Executive Board, on the outcome of the discussion of the report by the Economic and
Social Council and to submit proposals on the measures that Unesco should take to
promote among youth the ideals of peace, mutual respect and understanding be-
tween peoples [underlining in the original, all other emphases added]. (UNESCO,
1962f, Decision 4.2.3)

The Acting DG’s proposal led to what can be considered a typical diplomatic
solution: the issue was left unresolved pending further developments and sev-
eral additional reports were called for.

The UN bodies naturally did not take a stand, and the ECOSOC, in its 34th
session in July 1962, “noted [emphasis added] the report with satisfaction” and
transmitted it to the UN General Assembly (UNESCO, 1972b, Annex II, para.
19). In September 1962 the issue was submitted to the EXB (UNESCO, 1962d).
The EXB did not take a stand on the proposals, which were in effect suggestions
and reflections rather than clear proposals; it noted the action taken and drew
“the special attention [emphasis added] of the General Conference to the proposal
contained in document 12 C/5 (Proposed Programme and Budget for 1963-1964)
designed to promote among youth the ideals of peace, mutual respect and un-
derstanding between peoples” (UNESCO, 1962g, Decision 4.2.2). The idea of a
declaration was thus effectively buried via the use of diplomatic language.

In November 1962, although the GC did not pass a follow-up decision on
normative work in this respect, it took note of the report, drew the attention of
MS to the useful ideas set out in it, and recommended that the DG include on
the agenda of the International Conference on Youth scheduled for 1964 a ques-
tion about “measures designed to promote among youth the ideals of peace,
mutual respect and understanding between peoples” (UNESCO, 1962c, Res.
1.143). This decision bypassed the idea of an international declaration.

Ten years later, the Secretariat assessed this preparatory work, comment-
ing that, “UNESCO was able to contribute to the drafting of the international
declaration on the promotion among youth of the ideals of peace, mutual re-
spect and understanding between peoples, adopted in 1965 by the UN General
Assembly,” and that, “UNESCO was unable, or did not deem it expedient to
extend its standard setting activities to include the specific contribution that
education must make [emphasis added] to the development of international un-
derstanding and the maintenance of peace” (UNESCO, 1972b, Annex II, paras.
19 and 20). The second comment suggests that the Secretariat was then in fa-
vour of these activities.

To sum up: The idea of normative action, in the form of a declaration, was
introduced in 1960 in the form of UN resolutions on youth and by UNESCO.
Extensive consultation showed opposed views on the advisability of such a dec-
laration: all concerned were in favour of “peace, mutual respect and under-
standing between peoples” in principle, but they split into two groups, those
against and those in favour of a declaration. The idea was effectively buried by
a series of diplomatic moves which first postponed the issue to wait on further
developments and then put it aside entirely. Socialist countries were in favour
and many Western countries against with exception of three Western countries.
Therefore, it can be said that this issue was not considered in that context ac-
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cording to Cold War allegiances. There were not many Third World countries
who had replied but usually they were in favour. The Secretariat, by valuing
consensus and having doubts about the possibility of reaching agreement on a
declaration positioned itself, in this case, to favour those opposed to a declara-
tion. (For the summary table of the second stage, see Appendix C, part II).

4.4.3 Debates on peace and normative action
General peace debates

General debates on peace paved the way for normative action. The Proceedings
of the 12th GC, in 1962 (UNESCO, 1962b), show that delegations from the so-
cialist countries were not satisfied with UNESCO’s actions on peace and
sharply criticized the Secretariat. The representative from Belarus, for example,
asserted that UNESCO should “apply itself seriously to the problems of the
preservation of peace, disarmament, peaceful coexistence and mutual under-
standing, the eradication of colonialism and its aftermath and other burning
issues of the present day world” (p. 484). He believed that the Secretariat had
not followed the decisions of the EXB in 1959, set out in “UNESCQ’s contribu-
tion to the action taken by the UN in favor of general and complete disarma-
ment,” nor the GC resolutions in 1960, expressed in “Studies on problems of
international understanding and peaceful co-operation.” He claimed that the
Secretariat had not made “any attempt to implement” the resolution of the 11th
GC, “The role of UNESCO in contributing to the attainment of independence by
colonial countries and peoples” (p. 485). He asserted that UNESCO was “busy
in compiling all sorts of rambling reports, organizing surveys, and so on,” when
it should begin “to give more practical, effective aid to countries which have
recently won independence” (p. 485), and also that UNESCO was associated
with the colonialist programme of the USA in underdeveloped countries.

A resolution, “UNESCO’s tasks in contributing to peace, peaceful co-
operation, and living peacefully together, among States with different economic
and social systems” (UNESCO, 1964b, Res. 6.2) was adopted by the GC in 1964.
It was instrumental in paving the way for a normative instrument in education
as it relates to peace. Its adoption was preceded by heated debates. The US
delegate considered technical aid to be work for peace, and claimed that
“peaceful coexistence” was “a euphemism for the destruction and subversion of
existing systems of democratic government” (UNESCO, 1964a, 24, prov. para.
6.4-6.9). At that stage, the debate highlighted differences between the main ad-
versaries of the Cold War which sought to seek support for their positions from
Third World and Non-Aligned countries; although support for peace united the
adversaries, differences on what it should mean in practice were sharp.

The adoption of the resolution required a drafting committee to settle its
controversial aspects. It can be noted, for example, that its title does not men-
tion “peaceful coexistence,” which was considered by the USSR and other so-
cialist countries to be an element of and a prerequisite for peace, but conveys
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the same idea in the expression “living peacefully together, among States with
different economic and social systems.”

The 14th GC, in 1966, also introduced a basis for the preparation of a nor-
mative instrument on education as it relates to peace. In May 1966, UNESCO
had organized a meeting about its contribution to peace in Bellagio, Italy
(UNESCO, 1966d). Of the 15 participants, almost all were experts, academics
from research institutes or scientific bodies; Jaime Torres Bodet, former
UNESCO DG, was also present, and only two were diplomats who could be
considered as political participants. This clarifies our understanding of the role
of expects and the value of their input on substantive issues, especially in light
of the debates at the GC, which are more likely to be “political”.

The meeting underlined the relation between peace and human rights:
“there can be no real and enduring peace without the achievements of human
rights and since human rights cannot be fully respected unless peace prevails”
(UNESCO, 1966d, p. 2). It recommended a number of actions, including: studies
of the economic and social consequences of disarmament and arms control; “in-
terdisciplinary studies on the problems and principles of peace and human
rights”; assigning “a prominent role in their school curricula to ... knowledge
and reciprocal appreciation of other cultures, without deliberate omissions”;
helping “improve its content and quality from the standpoint of scientific objec-
tivity and contribution to international understanding” (p. 5). It laid emphasis
on “awareness of both rights and duties,” and proposed “international or re-
gional conferences of Ministers of Education to review the progress achieved
through measures aimed at orienting education towards peace and respect for
human rights” (p. 5).

A Round Table on UNESCQO's contribution to peace was also organized in
connection with the 14th GC, with the participation of former presidents of the
CG and EXB, former DGs, and Nobel Peace Laureates. Again, the relation be-
tween peace and human rights was raised. The report of the Round Table em-
phasized that “there can be no true and lasting peace without respect for hu-
man rights, and that human rights cannot be fully respected except in condi-
tions of peace” (UNESCO, 1966b).

The DG also presented a report on comments by MS on UNESCO’s con-
tribution to peace (UNESCO, 1966e): this was not a compilation of these com-
ments but a consolidated report. The DG raised the question of whether “spe-
cific activities” should be devoted to peace or “all UNESCO activities” should
contribute to it. At the same time, he raised the question of whether UNESCO
should be involved in political activities, in other words which issues fall within
the competence of UNESCO and which that of the UN. Specific peace-related
activities, mainly proposed by socialist countries, were claimed political and
hence more appropriately to be considered by the UN by the West, which
wanted UNESCO to confine itself to non-political issues and issue unanimous
decisions.

This report showed that there was overall consensus on UNESCO's activi-
ties, in particular on its programmes aimed at eliminating prejudice and en-
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couraging international understanding. These activities were considered by
most states, including Western bloc and East European socialist countries, as
having made an important contribution to the strengthening of peace
(UNESCO, 1966e, para. 16).

Draft resolutions (DR) submitted relative to UNESCO’s contribution to
peace, and the configurations of the countries in favour of each of these, illus-
trate the political formations around the topic (UNESCO, 1966a). The Eastern
European socialist countries, including Hungary, Czechoslovakia, and Belarus,
supported the USSR’s proposed resolution (UNESCO, 1966a, PLEN/DR 11).
The record of proceedings (UNESCO, 1966b) shows that they advocated peace
and disarmament, brought up concrete world problems such as human rights
violations in Viet Nam, were not satisfied with the actions of the Secretariat
concerning UNESCO’s contribution to peace, and wanted concrete and specific
activities instead. However, they denied having any intention to transform
UNESCO into a political organization, and agreed, in the words of the Hungar-
ian delegate, that actions of UNESCO “which serve the full emancipation of
developing nations and international intellectual co-operation serve at the same
time the cause of peace” (UNESCO, 1966b, p. 76).

Yugoslavia, then a non-aligned socialist country, wanted concrete, genu-
ine activities for peace and viewed it as strange that peace and disarmament
were seen as political. Yugoslavia supported a Mexican DR concerning
UNESCO’s work for the elimination of educational inequalities and social dif-
ferences between developing and developed countries (PLEN/DR 145), and
called for greater emphasis on action for development. In this respect Yugosla-
via was in a position midway between socialist views and those of the West.

Eight countries of the West (the FRG, Australia, Belgium, Canada, the
USA, Italy, Japan, and the UK) presented another draft resolution (PLEN/DR
27), insisting that political issues, in particular Viet Nam, should not be brought
to UNESCO, and that all UNESCO's activities should contribute to peace. Ar-
gentina, the Netherlands, Peru, and Thailand (UNESCO, 1966a, PLEN/DR 115)
proposed, among other things, amendments to a Soviet Union DR, in particular
with respect to the UNESCO Constitution, because the Soviet Union DR only
included part of it (UNESCO, 1966b, p. 724). This move was intended to create
an intermediate position between the USSR and the group of eight countries of
the West, and thus to blur Cold War ideological frontiers. It was supported by
the UK, the USA, and Australia, who agreed that it made the Soviet DR more
satisfactory. The US delegate displayed willingness for détente with respect to
the Soviet DR, which according to him contained some elements similar to
those of the DR 27 proposed by eight Western bloc countries; his delegation
supported these similar elements but not the rest. The USA also agreed with the
Mexican proposal, expressing appreciation for the efforts of the Round Table,
and the Indian proposal “for a research project on the nature and extent of the
contribution of Member States to UNESCO’s ideals and programmes”
(UNESCO, 1966b, p. 731). The USA said that it would carefully study the DRs
presented by India, Mali, and the United Arab Republic and endorse the estab-
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lishment of the working group, because it contained common elements, and
that the combined resolution on UNESCO's contribution to peace should be
adopted unanimously (UNESCO, 1966b, pp. 729-732).

These draft resolutions, and the configurations of countries supporting or
opposing them, demonstrate that the role of non-aligned and developing coun-
tries was important for socialist countries and countries of the West alike. In
this particular case, six different draft resolutions were combined into one by
the Drafting Committee, and the resulting resolution, Consideration, on the
Organization’s Twentieth Anniversary, of UNESCO’s Contribution to Peace
(UNESCO, 1966¢, Res. 10), was adopted. The records show that in its meetings
the Drafting Committee worked on the basis of the DR submitted by India, Mali,
and the United Arab Republic (UNESCO, 1966a, DR 187), incorporating other
proposals into it, and a remarkable spirit of co-operation in the group was
noted by the President of the Drafting Committee (UNESCO, 1966b, p. 1008).

This resolution attached great importance to the implementation of previ-
ous GC resolutions and decisions of the EXB directed towards the strengthen-
ing of peace. It mentioned, among others, resolutions on peaceful neighbourly
relations (UNESCO, 1960, Res. 8.1), on disarmament and nuclear weapon tests
(UNESCO, 1963, Res. 9.3), and on peaceful co-operation and living peacefully
together (UNESCO, 1964b, Res. 6.21). It was addressed to all areas of UNESCO
competence and included important provisions on war and violence, specifying
that the MS are to

a) reject war once and for all as an instrument of their national policy and condemn
all forms of direct or indirect aggression and of interference in the domestic affairs of
States,

b) renounce all recourse to violence in the settlement of their differences,

c) respect the right of all nations to self-determination and independence, and free-
dom to choose their political, economic, social and cultural systems,

d) take all necessary action to contribute to the agreement on general and complete
disarmament under international control,

e) associate themselves more closely by all possible means with the constructive
work for peace through education, science, culture and mass communications with
which UNESCO is directly charged. (UNESCO, 1966¢, Res. 10)

The resolution also requested that the DG make greater efforts to implement the
decisions and resolutions referred to in it, and that proposals be submitted to
the 77th or 78th session of the EXB concerning “a concerted plan of activity” for
the next biennium with a view to reinforcing the Organization’s contribution to
“peace, international co-operation and security of peoples through education,
science and culture” (UNESCO, 1966¢, Res. 10). It also requested the DG to con-
sult the governments of MS and the UN Secretary-General on the issue and take
into account the results of the Bellagio meeting and the Round Table on peace.

Requests made to the DG opened up the possibility of including among
“greater efforts” and in “concerted plan of activity” proposals concerning nor-
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mative actions. It can be mentioned in this connection that a resolution on
“Unesco’s tasks in the light of the resolutions adopted by the General Assembly
of the United Nations at its twentieth session on questions relating to the liqui-
dation of colonialism and racialism” (UNESCO, 1966c, Res. 11) was adopted by
this same GC. On these issues there were links between the decisions of
UNESCO and those of the UN; they included important principles relative to
peace in Third World countries, which were supported by socialist countries;
countries of the West could not reject these principles, only seek to circumvent
them by claiming that they concerned “political” issues not within the area of
competence of UNESCO.

Education for international understanding debates

The resolution on the programme for 1967-1968, on Education for International
Understanding, recognized the importance of education for international un-
derstanding as an integral part of the curriculum in primary and secondary
schools (UNESCO, 1966¢, Res. 1.01). It was described in the DG'’s preliminary
report as “the beginning of a new stage” (UNESCO, 1973b, para. 18) and con-
trasted with the tendency “to regard education for international understanding
as completely self-contained, and the qualities and attitudes engendered by it as
resulting from distinct studies and activities added over and above the regular
curriculum or planned and carried out apart from it” (UNESCO, 1973b, para.
18).

However, integration of education for international understanding into
the general curriculum was not a self-evident decision, but the outcome of de-
bate in the Education Commission of the GC. According to its report (UNESCO,
1966b, para. 234), India proposed that international understanding form a spe-
cific subject of the curricula of both primary and secondary schools. Some
agreed with this proposal while others expressed the opposing view, that it
should form an integral part of education (a cross-curricular theme). A small
working party (Cameroon, France, India, the UK, and Tunisia) was established
to draft a new text which would incorporate and harmonize the ideas expressed
by several delegates. The outcome was that

the Commission noted that the substance of the Indian proposal would be carried out,
to the extent possible, within the existing budgetary resources in the work plan of
this Section, while the paragraph addressed to Member States, as revised by the
working party, would be discussed by the Commission in connection with the pro-
posed resolution 1.01 of the Draft Programme and Budget for 1967-1968 (14C/5).
(UNESCO, 1966b, para. 235)

As noted, the final outcome at the plenary session of the GC was in favour of
the integration of this education for international understanding into the cur-
riculum, but the result was achieved without voting.

Another example demonstrates how delegates accepted arguments of oth-
ers on issues of substance in the debates about the programme: the DR pro-
posed by Austria (UNESCO, 1966a, DR 57) sought to include on the agenda of



112

one conference the discussion of whether innate human aggressiveness renders
general disarmament impossible, and whether education for international un-
derstanding could overcome this. Some speakers asserted that aggressiveness
was not innate, and while agreeing with the overall substance of the proposal
they requested that the wording be modified. The Austrian delegation agreed
to an amendment proposed by the USSR delegation stating that human aggres-
siveness was not innate, and a revised text was issued (UNESCO, 1966a, DR 57
(P) Rev.) The Commission noted that this amended proposal would be taken
into account in preparing for the conference on the contribution of moral and
civic education in the spirit of peace, understanding, and respect between peo-
ples, and in the course of the conference itself, and would be accommodated in
the revised work plan.

To sum up: The socialist countries advocated that UNESCO focus on dis-
armament, peaceful coexistence and mutual understanding, and the eradication
of colonialism and its aftermath, all burning issues at the time. Many of their
proposals were regarded by several countries of the West as raising political
issues that ought not to be addressed by UNESCO but by the UN. Since no one
opposed peace in general, the conflict arose rather over which issues were in-
deed political, and whether there should be specific activities to promote peace,
as advocated by socialist countries, or all UNESCO activities ought to promote
it, as argued by many countries of the West. The social space was thus divided
between two opposing poles. The work of the drafting committee was instru-
mental in settling controversial points, and consensus was achieved through
formulations which satisfied all, or at least the major parties. Unity, an ideal
“universal,” was sought through the logic of difference: in other words, with
regard to peace the internal differences between MS were subsumed under the
universal, and the social space was divided between those who supported
peace and those against it. No MS wanted to be seen as opposing peace.

During that time the countries of the West had become the minority in
UNESCO, and consensus was a way to safeguard minority positions. The estab-
lishment of the drafting group with a restricted membership can be seen as
serving the same function. For both major groups it was important to get the
support of non-aligned and developing countries. The case of the role of experts
at the Bellagio meeting and on the Education Commission demonstrates
agreement by experts on important issues, including the relation between peace
and human rights, accepting the view of the other delegate about human ag-
gressiveness, and cross-curricula integration of international understanding
into the curriculum.
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4.5 The final stage (1967-1974)

4.5.1 The possibility of an international instrument

The final stage began at the point when the idea of one or more normative in-
struments was included by the DG in the Supplement to the Approved Pro-
gramme and Budget for 1967-1968 covering all programmes. In the form of the
work plan, the Supplement was his response to the peace concerns expressed in
the resolution of the GC described in Sections 4.4.1 and 4.4.3. The Supplement
states about education:

The Director General judges that the preparation and adoption by the Organization
of international instruments bearing on the content of teaching and designed to pro-
mote the ideals of peace, understanding and mutual respect between the peoples
through education might constitute an important measure for the execution of reso-
lution 10. He will therefore examine the possibility of asking the Executive Board to
consider the advisability of including the question of preparing one or more interna-
tional instruments in the agenda of the General Conference [all emphases added].
(UNESCO, 1967d, para. 2159)

As indicated in the passage just quoted, the DG believed that international in-
struments in the field of education within a peace framework—“peace, under-
standing and mutual respect between the peoples” —were an important meas-
ure. This proposal was the result of an internal meeting of the Secretariat where
all the Programme Sectors were represented, and at which the Deputy Director-
General (DDG), Malcolm Adiseshiah, representing the DG had asked for pro-
posals from staff members for the Supplement he was going to prepare as re-
quested by the resolution of the GC (UNESCO, 1966¢, Res. 10), and Sema Tan-
guiane,'? at that time Division Director in the Education Sector and responsible
for the programme, had made a proposal for a normative instrument (Tan-
guiane, personal communications, March 2007 and 7 May, 2010). In this way,
the position of the Secretariat, as an interpretation of the implications of the GC
resolutions for concrete action, became introduced into the programme.

At the 77th session of the EXB in October-November 1967, the DG pre-
sented his concrete action plan for reinforcing the required UNESCO contribu-
tion to “peace, international co-operation and security of peoples.” He had con-
sulted MS on the issue and prepared a document with preliminary proposals
(UNESCO, 1967a), which included a letter from the Secretary General of the UN.
It cited the dangers of new weapons of mass destruction, arguing that UNESCO
should accept a solemn obligation to renounce war as the instrument of na-
tional policy, and four other related sources of tension in the world — the rivalry
of political ideologies, economic disparity, unresolved colonial issues, and racial
feelings exacerbated by a long history of discrimination (UNESCO, 1967a, An-
nex 1L, p. 6).

13 He joined UNESCO in 1956 and stayed until 1962; returned in 1965 and was nomi-
nated Chief of Section, then Director of Division (1966-1971) and ADG/ED (1975-
1988).
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In the report, the DG offered his preliminary reflections on peace. He as-
serted that peace today can only be

a universal dynamic process, both inventive and rational, by which man [sic] en-
deavors to control change in himself and in the world, and to preserve its meaning
and true purpose for all. ... If that peace is to be established and kept alive, education,
science and culture are essential. But their effectiveness in the service of that peace
remains subject to certain conditions. Such peace calls for a particular education, a
particular science and a particular culture. (UNESCO, 1967a, para. 9).

He divided UNESCO's activity into three categories: international intellectual
co-operation, aid to development, and moral action including establishing ethi-
cal and legal norms in UNESCO'’s fields of competence. He also took a stand in
favour of international instruments at the school level: “dealing with the con-
tent of teaching might be a good way of implementing the above-mentioned
resolution and would call for a large number of preliminary studies and meet-
ings” (UNESCO, 1967a, para. 47).

The positions taken in written replies to this document by MS (UNESCO,
1967a and Add.) vary in their emphasis. Of the 19 replies, 7 state the positions
of the respective governments (UNESCO, 1967a, para. 2). Eastern European
countries and countries of the West proposed a number of practical actions, but
only the former proposed a normative instrument.

An international instrument, “preferably an international recommenda-
tion concerning the content of teaching” (UNESCO, 1967a, Add. 1), was pro-
posed by the USSR. It saw as important the principle of coexistence and co-
operation between states with different political and economic systems, and the
prohibition and exclusion from the curriculum and teaching materials of all di-
rect or indirect propaganda in favour of war, a spirit of revenge, racialism, and
chauvinism; it proposed that social scientists explore the differences between
just and unjust wars, and between wars of liberation and wars of aggression.
Poland (UNESCO, 1967a, Add. 3) emphasized similar elements, including an
international instrument for the purpose of increasing the contribution of edu-
cation to the cause of peace. Romania (UNESCO, 1967a, Add. 5) emphasized
European co-operation and the ethical function of UNESCO, as well as calling
for study and research on peace. Yugoslavia positioned itself between the so-
cialist countries and the West: it emphasized intellectual co-operation, practical
action, and development issues, and argued for making the content of peace
less political (UNESCO, 1967a, Add. 4). It saw the danger of war, disarmament,
the development of underdeveloped countries, and the eradication of colonial-
ism and racialism not as purely political problems but as problems with eco-
nomic, social, sociological, and moral aspects, and argued that UNESCO, by
bringing together not only states but also educationalists, scientists, and cul-
tural workers in all parts of the world, could open the way to direct co-
operation.

The USA emphasized that “everything that UNESCO does is —or should
be—a contribution to peace” (UNESCO, 1967a, Add. 2). It considered peace not
as merely the absence of war, claiming that “the maintenance of order through
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the repression of the human spirit is the opposite of peace” (Add. 2) and that
peace should be “based on respect for human rights” (Add. 2). It called for ade-
quate emphasis on teaching about the UN and the specialized agencies, and a
framework for peaceful co-operation among nations to be provided by
UNESCO, and stressed the importance of social science, international law, and
peace research.

In introducing the EXB discussion on the issue of UNESCO’s contribution
to peace, the DG listed three main dilemmas (UNESCO, 1967c, para. 24.3-24.7).
The first was whether UNESCO as a specialized agency in technical fields—
education, science, culture, and information—should enter into the political
domain or remain within the limits of its technical aspects. He observed that
this question came up because these technical fields deal with the creative
qualities of the human mind and thus cannot be arbitrarily limited, and also
because specialists in these fields possess moral authority recognized by soci-
ety —citing as one example a letter sent by twelve scientists to the UN on the
possible effects of the use of nuclear arms. He also considered it significant that
a political organization (referring to the letter of the UN Secretary General to
UNESCO [UNESCO, 1967a, Annex II, p. 6]) would ask a technical institution to
use its influence on governments and on the governed and thus to exceed its
supposedly purely technical functions.

A second dilemma was whether the contribution of UNESCO to peace
should be a general one concerning all programmes, or take the form of particu-
lar projects. In this respect, the DG saw the positions of the USA and the USSR
as radically opposed, and noted that the Secretariat had adopted an intermedi-
ate position because it was not its role to express an opinion at this stage. The
DG proposed a general orientation combined with particular projects. In fact,
the Secretariat was to follow both these approaches, thus blurring the contradic-
tions they presented.

The third dilemma was whether UNESCO'’s activity should be practical or
normative. Here the DG talked about practical results on the one hand and
preaching and persuasion (in the original, “de prédication et de persuasion”) on
the other. He pointed out that UNESCO’s Constitution states that “It is in the
minds of men that the defenses of peace must be constructed,” thus expressing
an idealistic orientation. But in his view, preaching was not the only way to in-
fluence minds; the contribution of UNESCO is made manifest through its acts,
and calls for “a just balance between words and acts.” While he abstained from
pronouncing on this point, he stressed the importance of dialogue among MS
and affirmed that it was in the MS that UNESCO’s contribution to peace was
made or not. It is evident that the Secretariat wanted to blur the sharp frontiers
between the contradictory opinions that divided MS.

In discussing the DG’s report, the MS addressed the issue of specific pro-
jects versus the contribution of all programmes to peace. Countries of the West
were doubtful about an international instrument (UNESCO, 1967c). For exam-
ple, the UK considered it unnecessary to place too great an emphasis on sepa-
rate projects concerning peace, seeing it as preferable to disseminate them
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through the programme. It also noted that an international instrument on the
content of teaching might cause difficulties in Britain, since such matters were
left to the discretion of individual headmasters and teachers; the speaker was
confident that no UK teacher would provide instruction that was contrary to
the ideals of UNESCO. The UK also had difficulties with the Soviet proposal on
just and unjust wars, and with the references to colonialism, neo-colonialism,
and racialism, which seemed to have political implications. The United Arab
Republic thought that a long-term effect of UNESCO’s programmes might be
better understanding among peoples, but that this did not always lead to peace,
and that the superiority of rich nations was a potent factor in starting wars.
Senegall4 stressed the need for psychological preparation for peace, not only by
repairing the damage of past wars but by building consciousness about bacte-
riological and thermonuclear wars, and argued that school programmes were
important for transmitting positive notions of peace. Zambia claimed that
greater knowledge of other countries’ cultures did not necessarily remove the
possibility of war, and that there was not enough emphasis on the problems
posed by South Africa, Rhodesia, and the Portuguese colonies.

The EXB decision on the item titled “Director-General’s proposals con-
cerning a concrete plan of activity to reinforce the contribution of the Organiza-
tion to peace, international co-operation and security of peoples through educa-
tion, science and culture” was to postpone the whole issue, leaving it open for
further consultation with MS, the Secretary General of the United Nations, and
the NGOs in the field (UNESCO, 1967b, Decisions 5.2).

The 15th session of the GC in 1968 adopted the resolution concerning the
Work Plan of the Approved Programme and Budget for 1969-1970 (UNESCO,
1968a, para. 270), which planned for “a preliminary study of the possibility of pre-
paring an international instrument on education to promote ideals of peace, under-
standing and respect between peoples [emphasis added], bearing in mind the suit-
ability and timeliness of such an instrument” (UNESCO, 1968b, Res. 1.271).

The evidence suggests that the Secretariat did not follow up this decision,
since by two years later the Draft Programme and Budget for 1971-1972 (UNESCO,
1970a) did not include any action of this sort; the GC repeated the mandate
given to the DG, but in somewhat different terms (UNESCO, 1970c, Res. 1.21),
and the action was included in the Approved Programme and Budget for 1971-
1972: “A preliminary study of the technical and legal aspects of preparing an interna-
tional instrument on education for international understanding, co-operation and peace
[emphasis added] will be submitted to one of the sessions of the EXB during
1971-1972” (para. 1195).

The related activities of the International Bureau of Education (IBE) de-
serve mention here. A comparative survey on education was conducted by the
Secretariat and the IBE; 82 countries replied, and 37 of them mentioned laws
and decrees on school organization and curricula that expressly referred to in-
ternational co-operation and understanding (UNESCO, 1973b, para. 19). The

14 The delegate was Amadou-Mahtar M’ Bow who became, in 1970, ADG/ED, and in
1974, the DG of UNESCO.
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study pointed “both to general agreement on targets and to a wide diversity in
ways and means —and in achievements” (UNESCO, 1972b, Annex II, para. 44).

The survey was done because in 1968, Human Rights Year, UNESCO and
the IBE had organized the International Conference on Public Education, which
adopted a Recommendation on Education for International Understanding as
an Integral Part of the Curriculum and Life of the School (UNESCO/IBE, 2010e,
Recommendation No. 64). This recommendation was “a sort of charter govern-
ing education for international understanding” (UNESCO, 1972b, Annex II,
para. 20). Its guiding principles (UNESCO, 1972b, Annex II, Appendix 2, II)
stipulated that “education at all levels should contribute to international under-
standing” (Appendix 2, II, para. 1), increasing knowledge of the world and en-
gendering attitudes of mutual appreciation and respect concerning “cultures,
races and ways of life” (Annex II, para. 2), mutual enrichment of cultures (Ap-
pendix 2, II, para. 3), human rights and their observance in daily life and “the
conception of the equality of human beings and the spirit of justice embodied in
the Universal Declaration of Human Rights” (Appendix 2, II, para. 4), a “sense
of human dignity,” and an understanding of economic and social problems,
while showing objectively “the harmful effects of colonialism, neocolonialism,
racialism, apartheid, and slavery and of all forms of aggression” (Appendix 2, II,
para. 5), “the equal right of every nation, great or small, to direct its own life
and to develop fully all its cultural and material possibilities” (Appendix 2, 1I,
para. 6), “international solidarity and an understanding of the interdependence
of all nations and peoples,” and that in spite of differences in their political sys-
tems and ways of life, they have a duty to co-operate (Appendix 2, II, para. 7).

The 16th GC in 1970 adopted a resolution on Unesco’s Contribution to
Peace and its Tasks with Respect to the Elimination of Colonialism, and Utiliza-
tion of Unesco’s Programme as a Means of Strengthening Co-operation Be-
tween European States in the Interests of Peace and Security in Europe
(UNESCO, 1970c, Res. 8). This long resolution was adopted based on the work
of a committee mandated to consolidate varying views and emphases with re-
spect to peace. This drafting committee’s function was to find formulations that
satisfied all or most MS. It thus applied the logic of difference in order to dimin-
ish internal differences of viewpoint for a common text. This resolution men-
tions a normative action and its application in favour of peace (para. 13 vii).
Among other issues, it requested UNESCO to break off relations with those
NGOs

in respect of which it has not been established, to the satisfaction of the Board, that
their branches, sections, affiliates or constituent parts in the Republic of South Africa,
Southern Rhodesia or Portuguese-dominated African territories neither practice ra-
cial discrimination or segregation in their policies, their activities or in their member-
ship, nor co-operate in any way with the Government of the Republic of South Africa
in the latter’s apartheid policy. (UNESCO, 1970c, Res. 8, para. 10)

The resolution recalled a number of other UN resolutions, including the tenth
anniversary of the adoption by the GA of the Declaration on the Granting of Inde-
pendence to Colonial Countries and Peoples (UN, 1960) as well as the historic im-
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portance of the principles proclaimed therein. It recalled other UN resolutions
from 1969 and 1970, which had appealed to all international agencies to give
assistance to peoples struggling against colonialism and racialism. These were
topical and acute problems at that time, issues articulated with peace in particu-
lar by a number of Third World countries supported by socialist countries; they
were seen by them as concrete components of peace.

Before the 16th GC, UNESCO organized a “Meeting of Experts on Educa-
tion for International Understanding and Peace, with Special Reference to
Moral and Civic Education” in Paris, 17-28 August, 1970. The report (UNESCO,
1970b) records that experts from 28 MS participated in their private capacity,
along with observers from five international NGOs. Information about the re-
port on the working papers prepared for the meeting indicates both theoretical
and practical interests on the part of their authors. All the participants were
professors and educators in high-level positions in their countries (UNESCO,
1970b, Annex).

To sum up: An international instrument in the field of education as it re-
lates to peace became part of the programme through the Secretariat, but there
was a delay in its implementation, caused by the Secretariat. The socialist coun-
tries in particular believed that specific UNESCO actions in the field of peace,
including normative action, were important, while many countries of the West
argued that all UNESCO actions contribute to peace. The Secretariat struck a
balance between the different emphases of the MS. Context for the complicated
character of peace issues included the work of the Drafting Committee after the
adoption of the general resolution by the GC in 1970, which also addressed
problems in Southern Africa, racial and colonial issues, and concerns of the UN.

4.5.2 The preliminary study and a decision on a recommendation

The question of whether international regulation of education for international
understanding, co-operation, and peace should be included in the Provisional
Agenda of the 17th session of the GC was discussed by the EXB at its 89th ses-
sion in May-July 1972. The DG had prepared a document on the technical and
legal aspects of the question (UNESCO, 1972f).

The preliminary study was discussed first by the Programme and External
Relations Commission of the EXB. (Final decisions are made at the plenary ses-
sion.) According to the report (UNESCO, 1972j, Part 1, paras. 37-40), there were
ten speakers, most of whom considered new standards in this field to be both
“feasible and opportune”; one speaker opposed the preparation of a new inter-
national instrument, preferring other forms of UNESCO action; one proposed
deferring the question because the ICE had already adopted a comprehensive
recommendation on the subject; one proposed a convention, while others con-
sidered that a convention was not advisable and were in favour of a recom-
mendation or declaration. The Commission decided, by 19 to 2 with 2 absten-
tions, to recommend the inclusion of the question in the forthcoming sessions of
the GC.
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At the plenary session of the EXB only one member voted against the in-
clusion of the item, Desirability of Adopting an International Instrument on
Education for International Understanding, Co-operation and Peace, in the Pro-
visional Agenda of the 17th session of the GC (UNESCO, 1972¢, decision 4.2.2.).
This was the USA delegate, who justified his vote by the absence of implemen-
tation and follow-up relative to Recommendation No. 64 of the ICE, saying that
it was premature to study a possible new instrument (UNESCO, 1972j, p.122).

The item was then submitted to the 17th session of the GC in 1972, and the
corresponding document (UNESCO, 1972b) prepared by the Secretariat. It de-
scribed tensions related to the need for an international instrument in the field
of education, and pointed to the need for standard-setting as emphasized by the
GC resolutions in UNESCO's last three sessions. It highlighted the accumula-
tion over the last 25 years of UNESCO action of ideas, proposals, practical sug-
gestions, and information acquired from its various practical actions, which
served as the basis for a recommendation (UNESCO, 1972b, Annex II, para. 57).
It noted the stimulation and support for these actions from the UN and other
IGOs, and noted the fact that the UDHR, adopted by the GA of the UN in 1948,
had since then guided the actions of the organization. UNESCO's will to fulfil
its standard-setting function was mentioned, and the political and social situa-
tion of the time was deemed “neither more favourable nor less favourable than
at any time during the last 25 years” (UNESCO, 1972b, Annex II, para. 60).

According to the report of the Programme Commission (UNESCO, 1972d),
17 MS spoke, and the great majority were in favour of a new international in-
strument in the form of a recommendation; two wanted it to be a declaration,
one doubted that a new instrument would be effective in improving education
for international understanding, and one opposed it on the grounds that it
would duplicate in part the ICE Recommendation No. 64 of 1968, which had
not yet been implemented (para. 164).

It was evident from this report that the Secretariat was favourable to regu-
lation of education by way of an international instrument because the ADG/ED
said in the Programme Commission and at the GC plenary session that the
UNESCO recommendation would be much broader in scope than the ICE rec-
ommendation, and that there had been a favourable attitude to an international
instrument in the Programme Commission (UNESCO, 1972d, para. 165;
UNESCO, 1972h).

Belgium, the FRG, and the Netherlands presented a draft resolution
(UNESCO, 1972a, DR 253 Rev.) that proposed to add the words “human rights
and fundamental freedoms” to “education for international understanding, co-
operation and peace.” The Programme Commission recommended by a vote of
49 to one, with 12 abstentions, that the GC adopt the proposal of a recommen-
dation that “should also cover education in human rights and fundamental
freedoms” (UNESCO, 1972d, Annex, para. 80). The GC decided as proposed by
the Programme Commission.

It is significant that when the issue was voted, there were no votes against.
In the language of discourse theory, a hegemonic formation in favour of the
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recommendation became possible by the use of the logic of difference. The deci-
sion united because it included the positions of the two blocs, and contradic-
tions were subsumed under an universal ideal in which peace and human
rights were articulated together. Those who abstained thus marked their reser-
vations, but by not voting against the issue, they too subsumed their positions
under the universal.

The resolution by the GC stated:

Bearing in mind the Rules of Procedure concerning recommendations to Member
States and International Conventions covered by the terms of Article IV, paragraph 4,
of the Constitution,

Having examined the preliminary study of the Director-General on the desirability of
adopting an international instrument on education for international understanding, co-
operation and peace (doc. 17C/19),

2. Considers it desirable that an international instrument should be drawn up for this
purpose;

2. [sic] Decides that this instrument:

(a) should take the form of a recommendation to Member States within the meaning of Ar-
ticle IV, paragraph 4, of the Constitution;

(b) should also cover education relating to human rights and fundamental freedoms;

Authorizes the Director-General to convene under Article 10, paragraph 4, of the
above Rules a special committee, which will be instructed to prepare a draft recommenda-
tion for submission to the General Conference at its eighteenth session [all emphases
added]. (UNESCO, 1972i, Res. 1.222)

Noteworthy aspects of the resolution are all its points. Firstly, the issue is posi-
tioned within the constitutional framework of UNESCO; secondly [the para-
graph above starting by “Having examined”], it indicates that the preliminary
study that was presented to the GC was an international instrument covering
only peace-related aspects [education for international understanding, co-
operation and peace]; thirdly, an international instrument was considered de-
sirable; fourthly, it was to be a recommendation (that was important because
only recommendations and conventions are subject to the procedure defined by
the Constitution and the Rules of Procedure), and fifthly, it should “also cover
education relating to human rights and fundamental freedoms”(para. 2b). Prac-
tical implications of a recommendation meant that it will be prepared according
to the established rules and procedures, and its implementation in MS fol-
lowed- up by their reporting (see Chapter 5). If the decision would have been a
convention, it would have required also ratification by MS. In case of a declara-
tion, it would not have had similar practical implications for MS and the Secre-
tariat than a recommendation or a convention.

To sum up: In the preliminary study the Secretariat took a favourable po-
sition on an international instrument. The study was received positively by MS.
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Education relating to human rights and fundamental freedoms was added, on
the suggestion of a group of countries of the West, to the original proposal on
education for international understanding, co-operation, and peace.

4.5.3 The preliminary report and the draft recommendation

After the 17th GC, the Secretariat had a clear mandate to proceed with the rec-
ommendation, which still required several phases of preparation. The prelimi-
nary report was prepared by the DG (UNESCO, 1973b). In it, the Secretariat
placed considerable value on the decision, identifying it as a milestone in the
history of UNESCO: “The import and scope of this decision becomes apparent
when it is placed in the context both of UNESCO's history and of the general
situation obtaining over the past 25 years” (UNESCO, 1973b, para. 13) The year
1966 was characterized as the beginning of a new stage due to the decisions of
the 14th GC, in particular because it recognized the importance of education for
international understanding and asked that it be introduced as an integral part
of the curriculum in primary and secondary schools. The Secretariat’s appraisal
was that

in fact, the need for integration was felt by an increasing number of educators who,
on the basis of experiments carried out since 1953 in the Associated Schools, reacted
against certain excesses of a tendency to regard education for international under-
standing as completely self-contained, and the qualities and attitudes engendered by
it as resulting from distinct studies and activities added over and above the regular
curriculum or planned and carried out apart from it. (UNESCO, 1973b, para. 18)

The report provided paragraph-by-paragraph commentary on the draft rec-
ommendation (UNESCO, 1973b, paras. 38-70). Among the sources of material
included in the draft, it mentioned the report “Learning to Be” by Edgar Faure
et al. (1972) in connection with issues including the broad scope of the recom-
mendation (para. 41), national policies (para. 42), participation, co-management,
and self-management (para. 53), and the inclusion of pre-school education (para.
62). Also mentioned were the “East-West” Major Project that promoted mutual
knowledge and understanding of cultures and ways of life (para. 60); the
“Third International Conference on Adult Education” organized in 1972 and the
meeting of experts held in 1970 (para. 62); surveys and studies carried out by
UNESCO, the IBE, the UNESCO Institute for Education (Hamburg), and by cer-
tain NGOs (para. 65); “study of the major problems affecting mankind [sic]”
based on experiments by the ASP (para. 59).

In August 1973, the DG submitted the preliminary report, together with
the draft recommendation, to MS for their comments and observations
(UNESCO, 1973a). In September-October the EXB, at its 93rd session, discussed
the Invitations to the Meeting of the Special Committee of Governmental Experts for
the Preparation of a Draft Recommendation concerning Education for International
Understanding, Cooperation and Peace and Education relating to Human Rights and
Fundamental Freedoms (UNESCO, 1973c), to be convened according to the rules
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and procedures for the preparation of the normative instrument, and added
three INGOs!® to the list (UNESCO, 1973d, Res. 4.3.3).

To sum up: Analysis of the preliminary report demonstrates that the Se-
cretariat considered the recommendation important, especially as a tool for in-
tegrating education for peace into the mainstream of education, into its regular
curriculum. The draft recommendation prepared by the Secretariat and in-
cluded in the preliminary report reflected especially the ideas of the recent re-
port “Learning to Be” and a number of conferences and other experimental
studies.

4.5.4 The final report and the revised draft: MS responses

The final report (UNESCO, 1974f) prepared by the Secretariat included replies
from MS to the preliminary report (Annex I), analysis of the replies by the Se-
cretariat (Annex II), and the text of the revised draft recommendation prepared
in light of the comments and observations received from MS (Annex III).

The DG informed MS (UNESCO, 1974b) about the new document sup-
plementing the preliminary report, the two constituting the final report
(UNESCO, 1974f). He also informed them about a Special Committee of Gov-
ernmental Experts scheduled to meet at UNESCO Headquarters in Paris, 29
April-8 May, 1974, to consider the final report.

The final report is a source of information on how the recommendation
was constructed on the basis of the positions of MS and the Secretariat. There
were 17 countries who replied within the given time limit (UNESCO, 1974f,
paras. 2, 3, and 4); four of them approved the draft without any comments, and
13 submitted detailed comments on matters involving changes in the text.
Comments received after the deadline and presented in two addenda included
15 more replies, for a total of 32.

The positions of MS on the draft reflected an overarching agreement on
principles even by those who made the most critical remarks. The draft recom-
mendation was welcomed by those countries who replied. According to the
final report (UNESCO, 1974f, Annex II), the majority of MS commenting on the
preliminary draft endorsed the initiative and were in agreement with the “spirit
and intent of the draft recommendation” (UNESCO, 1974f, Annex II, para. 3).
Argentina , saw the preliminary draft as “useful and effective as regards both
content and form,” giving “concise expression to a large number of ideas im-
plicit in the execution of a programme of education for international under-
standing” (UNESCO, 1974f, Annex I, p. 2). Cyprus considered it “well docu-
mented and helpful” (Annex I, p. 4), and Finland “most essential, in the imple-
mentation of the fundamental objectives of UNESCO” (UNESCO, 1974f, Annex
L p.5).

However, several Western bloc countries had reservations and criticized
the draft on formal grounds, such as its length. For the USA, its purposes were

15 The World Federation of Teachers” Unions, the International Commission of Jurists,
and the Pan African Youth Movement.
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unclear, its principles needed to be simplified, and it was “especially obscured
by the generalities,” although “UNESCO should continue its endeavors to sup-
port the development of education for international understanding and co-
operation, peace, and equality of opportunity” (UNESCO, 1974f, Add. 1, pp. 21-
25). While considering the goal of the recommendation valid but inadequate,
the USA presented one of the longest lists, some four pages, of suggestions for
its improvement. Switzerland was in favour of practical activities instead of a
recommendation, but endorsed its principles. Due to its federal structure, the
Swiss government could only transmit the recommendation, with no power
over its implementation. The FRG considered that “such a comprehensive rec-
ommendation could lead to psychological inhibitions” (UNESCO, 1974f, Annex
L, p. 6), and Italy said that it should be shorter. The UK also thought it was too
long, too detailed, and too all-embracing, and proposed that it be rewritten as a
much simpler and hence more effective document (Add. 1, p. 19). France too
wanted a more concise text that would carry more weight, and proposed a sim-
plified version (Add. 1, p. 3). Sweden responded that the draft was trying to
cover too vast an area, and that “very much could be gained by making the rec-
ommendation more to the point, concise and stringent” (UNESCO, 1974f, An-
nex I, p. 14). Denmark proposed using the language of modern educational
planning (Add. 1, p. 2).

The main adversaries of the Cold War, the USSR and the USA, both pro-
vided detailed comments on the substance of the text but emphasized different
content areas (UNESCO, 1974f). The USA sought to introduce an intercultural
dimension, to “reinforce international and domestic ethnic components” (Add.
1, p. 23), emphasizing the unity of “mankind” and the use of research and
evaluation, although interestingly it did not mention human rights at all. The
USA also believed that the draft included questionable or unproven assump-
tions, such as the direct contribution of education to the solution of problems of
human rights and peace (Add. 1, pp. 21-25). The FRG highlighted détente, stat-
ing that “only in a climate aimed at détente can successful international educa-
tion take place,” and “It is dependent on political, economic and cultural rela-
tions between countries and on the intellectual and material living conditions
prevailing inside countries” (Annex I, p. 6). It also asserted that this kind of
education is not only intellectual in nature, but involves other realities, pointing
to numerous examples in recent history as well as peace research showing the
importance “of economic, political, social, and historical causes [of conflict]
which lie outside the realm of subjective consciousness,” arguing that those as-
pects needed more emphasis instead of the structures of prejudice focused on in
the past, which provide only a partial explanation of events (Annex L, p. 7). In
this respect, the FRG's position was intermediate between that of the socialist
countries who also stressed these “other realities” and that of countries of the
West who stressed individual attitudes. The FRG also pointed to the impor-
tance of pre-primary education for shaping attitudes about human rights and
race, as shown by educational research (Annex I, p. 8). Japan considered that
pedagogically controversial questions should be avoided: for example, student
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participation was not viewed as appropriate by all MS (Annex I, p. 11). Egypt
drew attention to the lack of resources (Add., para. 2).

The USSR supported those parts of the recommendation that concerned
“the struggle against discrimination, racialism, colonialism and aggression in all
their forms, and also the paragraphs containing proposals ... of active educa-
tion of young people in a spirit of respect for the history and culture of other
nations and a feeling of solidarity with them in their struggle for their rights”
(Add. 1, p. 20). It proposed to add to the list of ideas education should combat
“Zionism, Nazism and neo-Nazism, and great-power chauvinism” (Add. 1, p.
21). It considered that aggressiveness among adolescents and young people was
not a general psychological characteristic, but that “Soviet educational theory
takes its stand on the Marxist-Leninist principle that the comportment of the
individual is determined first and foremost by his [sic] social environment”
(Add. 1, p. 20). It also proposed that only the Charter of the UN, not the Consti-
tution of UNESCO and the UDHR, should have been mentioned in the draft,
justifying this by reference to a number of other international instruments.
Ukraine had a list of the evils education should combat similar to that of the
USSR (Annex I, p. 17). The GDR believed that the current period of peace and
security could be assured only “by way of peaceful coexistence and equal inter-
national co-operation by States with different social systems,” and that “racial-
ism, colonialism and neo-colonialism, anti-communism and hatred among na-
tions are incompatible with the UN Charter, the Statutes of UNESCO and the
UDHR” (Add. 1, p. 7).

The positions of the MS expressed a conflict between the universal ideal
and the particular, on both sides the Cold War divide, especially with respect to
the possibility of implementing the recommendation and its binding force. This
is evident from their replies (Annex I and Add.): on both sides, some countries
did not want too many restrictions imposed on themselves. The FRG wanted to
include not only states but also other forces in society that it saw as important
for implementation. The UK claimed that the draft involved onerous commit-
ments for MS and that “we should prefer general commitments rather than spe-
cific commitments as such”; it noted the difficulty the UK would have in sub-
scribing to paragraphs beginning “MS should” because of its decentralized sys-
tem of education (Add. 1, p. 19). The USA did not want UNESCO recommenda-
tions to be rigid, inflexible, or binding instruments with the force of interna-
tional law, claiming instead that they should provide guidance based upon con-
sultation and experience to MS who wish to develop or improve their educa-
tional activities. It also noted that the expression “national law” assumes highly
centralized systems, and argued that educational research, experiments with
innovative use of equipment, and new models of teacher development were
more suitable activities than introducing obligations (Add. 1, pp. 22-24). The
USSR criticized the statement in the Preamble that UNESCO should “encourage
and support in MS any activity designed to ensure the education of all,” be-
cause it considered that the UNESCO Constitution did not authorize such an
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activity; it stipulated instead that UNESCO should collaborate with MS “at their
request” (Add. 1, p. 21).

Some countries on both sides of the Cold War divide felt that the recom-
mendation was good for others, but that they themselves already fulfilled its
requirements. The USSR argued that the statement in the Preamble claiming
that the activity of UNESCO and its MS affects “only a minute proportion of
students” should be modified to read “in certain countries” or “in some cases,”
because otherwise the text “would be tantamount to agreeing that, in Soviet
Union, education in the spirit of peace and respect for human rights is on a to-
tally inadequate scale” (Add. 1, p. 21). The GDR proposed that in the Preamble
the claim that “there is still a wide disparity between proclaimed ideals, de-
clared intentions and the actual situation” should be qualified by the expression
“in several States,” or replaced by another phrase, “as far as this has not yet
been done.” Belgium stated that many of the recommendations of the draft “are
already applied in our country” (Add. 1, p. 1), and that Belgium was inclined to
think in terms of Europe. The position of Finland was one of the rare exceptions,
because it judged the recommendation “a useful basic guideline of developing
the curricula, teaching materials and teacher training in Finland” (Annex I, p. 5).

To sum up: The final report showed the various modifications the socialist,
Western and Third World countries proposed to the draft recommendation that
were important from their particular points of view, illustrating the sensitivity
of some countries to formulations in the text that could be interpreted to mean
that they were deficient in providing peace and human rights education. This
sensitivity was found in replies of both socialist and Western countries. At the
same time, the responses indicated the implicit adherence of these countries to
peace and human rights as overarching values, and thus revealed the conflict
between universal and particular values. (This can explain to some extent the
use of the adjusting repertoire in the final Recommendation.)

4.5.5 The final report and the revised draft recommendation: The Secretariat

The Secretariat is in a strong position, since it interprets the decisions and reso-
lutions of the EXB and the GC and prepares documents such as draft pro-
grammes and budgets for these decision-making organs, including drafts of
normative instruments (all submitted in the name of the DG).

In this case, the Secretariat analysed MS replies and decided whether or
not to include some proposals in the text (see UNESCO, 1974f, Annex II).

The Secretariat included the MS proposals as far as possible in the text. For
example, it stated that it had extensively revised and shortened the preliminary
draft in order to reply to criticisms of its length and style (Annex II, para. 4).
The 53 paragraphs of the preliminary draft were reduced to 45, while the num-
ber of Preamble paragraphs remained the same. The Secretariat also adopted
some wording changes: for example, as proposed by Italy “definitions” became
“significance of terms” (para. 1 of the final text) and the word “psychomotor”
was deleted (para. 20). It stated that "comments of Argentina, Italy, Sweden and
the Ukrainian S.S.R. have been taken into account in redrafting the text" (Annex
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I, para. 24). Argentina had proposed adding “force and violence” after the
word “aggression” (Annex II, para. 24); Italy suggested adding the words "arms
traffic" (Annex II, para. 24); Sweden proposed "ethnocentricity" (Annex II, para.
24), and Ukraine suggested revising a paragraph by adding “Education should
be designed and put into practice in such a way as to make it possible to elimi-
nate entirely such phenomena and tendencies as genocide, racialism, apartheid”
(Annex II, para. 24). This illustrates another method the Secretariat used to try
to satisfy MS, by showing that their concerns were taken note of, although not
always exactly in the forms proposed. Similarly, the proposal by Finland to add
“the inadmissibility of war, physical and structural violence, the destruction of
nature, and the pollution of the environment in all their forms” (Annex II, para.
24) was, according to the Secretariat, covered by “the concept of the inadmissi-
bility of war and violence” and the part concerning the environment “in para-
graph 19 of the revised text” (Annex II, para. 24).

As proposed by Sweden, the specification that the recommendation was to
cover all stages and all forms of education was added. The Secretariat revised
the text accordingly (Annex II, para.18), but in reply to the proposal by Sweden
that “an international dimension should permeate all forms of education,” it
said this was covered “in paragraph 9 of the revised text” (Annex II, para. 26).

Finland drew attention to “the fact that pupils receive most of their
knowledge about international affairs through the mass media outside the
school” (Annex II, para. 49), and proposed a new point on “information re-
ceived through the mass media which may seem to run counter to the aims of
the recommendation” (Annex II, para. 49); the Secretariat incorporated these
into the text..

Study of the cultures of linguistic minorities, documentation centres for
peace education, the relevance of international education in particularly delicate
or explosive social situations, and research and experimentation in remodelling
hierarchical structures and relations in educational establishments, were all in-
cluded as proposed by Italy. More emphasis on research, experimentation, and
international co-operation, and revision of textbooks, were proposed by the
FRG; research and experimentation were also proposed by Japan. Rights and
freedoms were incorporated on the basis of the proposals by Argentina and It-
aly. Teacher exchanges were included as proposed by Guatemala, and ex-
changes of equipment and materials as proposed by Argentina.

In some cases, the Secretariat showed that proposals had already been in-
cluded. For example, Finland, the FRG, and Switzerland emphasized the rela-
tionship between education and society, but according to the report this had
already been taken into consideration in a new paragraph and in several other
paragraphs (Annex II, paras. 5-6). Japan wanted to motivate pupils to under-
stand real problems in their own countries and in the world as a whole, and
claimed that the ethics of human rights was necessary for that understanding as
well as the study of different cultures and ways of life; it also wanted to add
that “in some cases problems may not be susceptible of immediate solutions”
(Annex II, p. 4). The Secretariat pointed out the paragraphs of the revised draft
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in which these points were covered, namely Paragraph 10, which stated that
“international education should help to develop a critical understanding of
problems at the national and international levels,” and Paragraph 21, which
drew attention “to the complexity of the issues involved in human rights and in
international co-operation” (Annex II, para. 20).

The Secretariat sometimes used new formulations to make the text more
general, in order to consolidate the proposals. For example, Argentina criticized
the use of the phrase “preventive and persuasive measures” with respect to
textbooks, because it could imply state control over them. The Secretariat
changed it to “MS should promote appropriate measures” (Annex II, para. 52).
This was one of the uses of the adjusting repertoire, where the appropriateness
of a decision was left for the MS themselves to determine.

When the Secretariat did not agree with a proposal, it rejected it on the
grounds of expert opinion and general consensus, or on previous related deci-
sions. For example, in a passage about student participation, Argentina pro-
posed adding the word “positive” before “participation” (Annex II, para. 45);
Japan held that student participation might not be appropriate in all MS, and
Sweden suggested that the reference to student participation was unnecessary
for the objectives of the recommendation. The Secretariat responded to the Ar-
gentinean proposal by noting that in the context of the recommendation “par-
ticipation” was already positive. In response to the comments of Japan and
Sweden, the Secretariat said that

although there may not be unanimous agreement, it is felt that the kind of student
participation referred to in this paragraph is now accepted to such an extent that it
merits being mentioned and that it can be important in developing attitudes and
providing experience relevant to civic and international education. (Annex II, para.
42)

Ukraine suggested replacing the words “should include elements of moral and
civic education” with “should include intellectual, moral, aesthetic, labor and
physical education” (Annex II, para. 20). The Secretariat responded that

in the specific context of this paragraph the phrase “moral and civic education”
seems more directly relevant than the formulation proposed by the Ukrainian S.S.R.
and has therefore been retained at this stage. The words “elements of” have, however,
been deleted in the revised draft. (Annex II, para. 20)

Sometimes the Secretariat rejected proposals on the grounds of conflict with
previous GC resolutions, as when Sweden suggested that the term “interna-
tional education” should be used in the title as well as the body of the text (An-
nex II, para. 11).

To sum up: The final report demonstrated how the Secretariat responded
to MS proposals for the revised draft in three principal ways: incorporating as
much of them as possible; using more general formulations, a solution that
helps to account for the use of the adjusting repertoire; and rejecting proposals
on the basis of previous decisions, general consensus, or expert opinion. This
serves as an example of the power of the Secretariat in the preparation of the
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text but also of the demanding nature of the work, due among other things to
the sensitivities of the MS.

4.5.6 The draft of the Special Committee of Governmental Experts

The revised draft (UNESCO, 1974f, Annex III) had to be examined by a special
committee before being submitted to the GC for final approval. The Special
Committee of Governmental Experts for the Preparation of a Draft Recommen-
dation Concerning Education for International Understanding, Cooperation
and Peace and Education Relating to Human Rights and Fundamental Free-
doms (UNESCO, 1974i) met in Paris in 1974, before the GC meeting, to examine
the revised draft recommendation prepared by the Secretariat (UNESCO, 1974,
Annexes I, II, Il and Add. 1 & 2). The Committee included representatives from
62 MS, with the right to vote, as well as 28 INGOs, 4 organizations of the UN
system, and 3 other IGOs; 2 MS and 2 non-MS were represented by observers
(UNESCO, 1974i, Annex, para.2). Its meeting lasted a week and included ten
plenary sessions. Since 162 draft amendments had been submitted by delegates,
the Committee set up a drafting committee, composed of the representatives of
Colombia, France, the USSR, and the USA, the Chair (Mexico), and, ex officio,
the Rapporteur-General (UK), to work with the amendments (UNESCO, 1974i,
Annex).

Because the Committee was specifically identified as being composed of
governmental experts, I have classified the participating MS under four catego-
ries, according to the titles of their representatives and the order of their names
on the List of Participants (UNESCO, 1974d, Annex III). If the title was Ambas-
sador, Permanent Delegate, or some similar foreign ministry title, I assigned the
category “political.” If the title was Professor or something similar, the classifi-
cation was “expert.” Two other categories were assigned on the basis of the or-
der of the names on the list: “expert and political,” or “political and expert.”
Note that this categorization does not imply that a political delegate is not an
expert: “political” refers here only to the title of the delegate. Sometimes a coun-
try was represented only at the “political” level because it did not have the re-
sources to send experts, but it is also possible that those who sent only experts
did not concern themselves much with the issue, or did not think of it as having
political aspects, or that their experts fulfilled an unspoken political function as
well.

A total of 32 countries (out of 62) sent only political delegates (either one
or two).16 Most of these were developing countries and had probably made use
of diplomatic personnel who were already at the site of the meeting. There were

16 Only political: Algeria (1), Argentina (2), Austria (2), Byelorussian SSR (1), Brazil (1),
Cameroon (1), Republic of Korea (1), Dahomey (1), Dominican Republic (1), El Sal-
vador (2), Ecuador (1), Guatemala (1), India (1), Iraq (1), Israel (1), Jamaica (1), Jordan
(1), Khmer Republic (3), Lebanon (2), Libyan Arab Republic (1), Maroc (1), Mexico (1),
Mongolia (1), Nigeria (1), Pakistan (2), Panama (1), Philippines (2), Rwanda (1), Togo
(1), Tunisia (1), Ukrainian SSR (1), Uruguay (2)
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another 15 countries, both developed and developing, represented only by ex-
perts (either one or two).”

The most interesting group was composed of the eight countries who sent
both experts and political delegates (named in that order).!® The countries who
were taking an active and major role in this process named their experts first on
the list of the participants, as did the two main Cold War adversaries, the USA
(3 delegates) and the USSR (2 delegates), and East and West Germany (4 and 5
delegates respectively). By “active” countries I mean those who had sent com-
ments, presented draft resolutions, or spoken when the issue was being debated.
It could be concluded that they saw the recommendation as professionally and
politically important, but they did also have the resources to send more than
one participant to the meeting. Four countries sent both political and expert
representatives'® (named in that order); these countries were also active during
the process leading up to the recommendation. Four observers were also pre-
sent.?0

The final outcome of the work of this Committee was unanimous, but it
called for considerable effort, down to taking votes on individual paragraphs.
The report of the Committee (UNESCO, 1974i, Annex) provides some indica-
tion as to how it reached unanimous agreement on a text in spite of differing
particular positions. The report summarizes the main issues discussed, but it is
not a verbatim record and thus does not name the individuals who spoke or
their countries, except in cases when a representative wanted his or her position
to be recorded in the report.

Those who participated in the general debate (23 delegates, one observer,
and 4 representatives of INGOs) all expressed their support for the principles of
the draft. One or two delegates raised the possibility of converting the recom-
mendation into a more binding instrument, namely a convention (UNESCO,
1974i, Annex, para. 14), and the need for a better balance between education for
human rights and education for international understanding was expressed
(Annex, para. 19). There was general approval on a number of points, such as
the broad application of the recommendation to all levels and types of educa-
tion, including life-long education, and making education for international un-
derstanding integral to education in all its forms. It was also generally agreed
that peace education was not solely about acquiring knowledge, but that

it was important to appeal to the character and convictions of the individual learner,
to influence attitudes, to help create a sense of involvement and commitment and to
encourage a willingness to participate actively in the solution of problems which

17 Only experts: Belgium (2), Central African Republic (1), Egypt (1), Spain (1), Gabon
(2), Hungary?? (2), Iran (2), Japan (2), Liberia (1), Peru (2), Poland (1), Senegal (1), Su-
dan (1), Sweden (1), Czechoslovakia (1).

18 Experts and political: FRG (5), GDR (4), USA (3), Finland (2), France (3), UK (3), Swit-
zerland (2), USSR (2).

19 Political and experts: Chile (4), Denmark (2), Guinea (3), Netherlands (3).

2 Four observes: Canada (one participant at the political level), Hungary (one expert),
San Marino (one participant, eventually at the political level, and the Holy See: three
participants, only political.
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stand in the way of international co-operation and peace. (UNESCO, 1974i, Annex,
para. 17)

It was also generally agreed that the recommendation should be more readable
and more easily understood, and that it would be more effective if it were con-
siderably curtailed in length (Annex, para. 12). A proposal to reduce the length,
not only of paragraph 7 of the draft recommendation, “but also of the entire
section in that its adoption would entail the deletion of paragraphs 8, 9 and 12”
(Annex, para. 44), was supported by some delegates, “subject to certain altera-
tions and additions to the text put forward,” while others felt that “the proposal
represented too radical a departure from the original text and would alter the
whole tone of the recommendation, which was both clear and comprehensive”
(Annex, para. 45). As a result, “after the incorporation of a number of additional
points in the original amendment, this was put to the vote and approved” (An-
nex, para. 47). The Committee reduced the total number of paragraphs in the
main text only by 3, from 46 to 43 (UNESCO, 1974i, Annex III). In the final text
adopted by the GC there are 45 paragraphs (UNESCO, 1974h, Res. X, 38; see
Appendix A).

Alternative formats for the presentation of the recommendation were pro-
posed by a number of delegates but rejected when the Secretariat explained that

the Committee as constituted was obliged to submit its recommendation to the General
Conference in the form demanded by the General Conference and adopted by the Secretariat
in ED/MD/32 Annex III. This format was consistent with established and recognized
procedure. The Committee was completely free to amend the draft recommendation but
it would be departing from its terms of reference and creating certain legal and procedural
complications if it altered radically the form in which the recommendation was drafted [all
emphases added]. (UNESCO, 1974i, para. 13)

This passage shows the power of the Secretariat as vested in its legal advisor,
laying weight here on rules and procedures. At the same time, this example
demonstrates that rule and procedures to be followed in the preparation of
normative instruments, and constituting part of their genre, can be used to limit
discursive possibilities.

The legal advisor participated in the debate on whether MS should be “re-
quired” or “invited,” and explained that a distinction should be made between
“recommendations addressed to MS” and “suggestions to those involved in
teaching and in teacher training.” The advisor noted that there was nothing
new about the use of the expression “Member States should” as used in the rec-
ommendation, and that it should not arouse problems of implementation in MS
with decentralized systems of education (UNESCO, 1974i, Annex, paras. 27-28).
The use of both the instruction repertoire (“MS should”) and the principled
repertoire (“education should”) in the text can be explained at least to a certain
extent by the fact that instructions were problematic for certain MS, whereas the
more general obligations communicated by the principled repertoire were per-
haps easier to accept.

One could say again that basic agreement on the principles of the draft
within which a number of amendments were accommodated followed the logic
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of difference: the recommendation and its intention to direct education towards
peace and human rights was unifying in spite of differences of opinion about
what it should contain.

There were, however, a number of difficult and controversial issues. It was
proposed that “the acquisition of critical understanding should be based on free
access to facts, opinion and ideas” (Annex, para. 49), presumably a Western
bloc proposal. This was countered by the argument that it “introduced political
overtones in what was clearly a non-political document,” apparently made by
the USSR?; it is interesting that the “non-political” position earlier used by
Western bloc countries was used here instead by the USSR. The report contin-
ued that “although it was denied that this was not [sic] the intention behind the
proposed use of this phrase, it was agreed, after a lengthy exchange of views, to
withdraw the suggestion” (Annex, para. 49). This can be seen as willingness to
find a solution to ideological controversies, in a spirit of détente.

Political controversies were settled both in a spirit of détente and by the
authority of the Chair, and also by maintaining terminology adopted earlier by
UNESCO. For example, some delegates (apparently the USSR) wanted to in-
clude Zionism, Nazism, and neo-Nazism among the evils of the contemporary
world, while others wanted a complete redrafting of the paragraph at issue,
emphasizing the inadmissibility of all forms of violence and stressing the need
for all to accept responsibility for the maintenance of peace and the protection
of human dignity (Annex, paras. 53-55). The report of the Commission de-
scribed the solution:

The unlikelihood of reconciling these two points of view by discussion became in-
creasingly apparent and the problem was only eventually resolved by the delegates’
willingness to accept an alternative text provided by the Chairman [sic] which em-
ployed terminology approved by the General Conference of UNESCO and went most of
the way towards meeting the points raised during the discussion [all emphases
added]. (UNESCO, 1974i, Annex, para. 55)

In this case the delegate of the USSR, after accepting that its position would be
left out of the text, wanted to include in the report “that zionism was an ideol-
ogy based upon the domination of one nation over others and was therefore to
be condemned” (Annex, para. 53). The final text approved by the GC does not
mention Zionism, but uses the formulation “as well as other ideologies which
breed national and racial hatred and which are contrary to the purposes of this
recommendation” (UNESCO, 1974h, Res. X, 38, para. 6; see Appendix A), thus
implicitly allowing those who so wish to include Zionism among those ideolo-
gies. This episode explains the presence of the adjusting repertoire in the final
recommendation: this repertoire was a way to include the maximum number of
particular views of MS in a universal text, and in this case the formulation was
general enough to allow for the implicit inclusion of particular positions that
would otherwise be rejected. Contradictions were simply “swept under the

”

rug.

21 or by Byelorussian SSR, or Ukrainian SSR
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A number of issues were put to a vote and a universal position achieved
as a result. For instance, it was debated “whether or not the definition [of edu-
cation] should suggest that education should be conceived and conducted with
the existence and interests of the national and international community in
mind” (UNESCO, 1974i, Annex, para. 31). Agreement was achieved when “one
of the four amendments submitted on this section was withdrawn; a joint
amendment incorporating the substance of the remaining three was eventually
put to the vote and approved” (Annex, para. 32). This led to a solution concern-
ing the term “education” in Section I (“Significance of terms” in the final ver-
sion).

“Lengthy and involved discussion” (Annex, para. 33) took place on the
definition of international understanding, co-operation, and peace (included in
Para. 1 b of the final text), and “a bid to define international education as op-
posed to international understanding, co-operation and peace was rejected”
(Annex, para. 33). At the same time, “the principle of friendly relations between
peoples and States with different social and political systems” was accepted by
a number of delegates as a prerequisite to international understanding, co-
operation, and peace.

After lengthy and at times inconclusive discussion and consideration of a number of
proposed modified procedures for expediting the work of the Committee, the diffi-
culties were eventually resolved by the withdrawal of one amendment and the in-
corporation of the substance of the two remaining amendments into a joint amend-
ment. This was put to the vote and approved. (UNESCO, 1974i, Annex, para. 33)

In the discussion of national education policy (Para. 7 of the final text as ap-
proved by the GC), “the majority of delegates agreed that substitution of ‘de-
velopment of a just peace’ for the ‘maintenance of peace’ would provide a
clearer and more forceful text” (Annex, para. 37). The delegation from Switzer-
land explained that a single national education policy did not operate in Swit-
zerland and asked that the reasons for its abstention be recorded (Annex, para.
38).

A discussion on the meaning of “less privileged groups” (Annex, para. 50)
showed how difficult it was to clarify the concept by examples. It was proposed
to insert “such as refugees”; many supported this but wanted to add a further
example, “migrant workers.” It was argued that “the insertion of one or two
examples was unacceptable when so many other equally representative less
privileged groups could be cited” (Annex, para. 50), and after a prolonged dis-
cussion the suggestion of including examples was withdrawn.

The text of the original draft was retained in a number of places, some-
times with minor changes (Annex, paras. 52, 62, 72, and 30). Student participa-
tion was discussed at length, and seemed to have posed a problem for some
delegations (Annex, paras. 63-66). One or two delegates were concerned that
student participation would disrupt education. “A number of delegates were
prepared to accept student participation in the management of educational es-
tablishments but were hesitant about recognizing the merits of supporting such
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participation in the organization of studies” (Annex, para. 63). The original text
was finally adopted, excluding the word “management” (Annex, para. 66).

In another place the original text was maintained with additions. It was
proposed that a paragraph be deleted because it “was no more than a statement
upon accepted pedagogical practice” (Annex, para. 60). This was opposed by a
number of delegates. One pointed out that it was the only reference to the crea-
tivity of children; another suggested that it was not strong enough, and stressed
the importance of social activities and of encouraging willingness in the young
to perform social duties. In the end, the original text with the addition of a ref-
erence to social activities and duties was approved.

To sum up: The purpose of the foregoing account is to provide insight into
how a common text was achieved unanimously by actors who were different
politically, culturally, and economically. It brings out several separate points:

= The difficulties entailed in shortening the text, because MS wanted to
add elements that resulted in long and complicated formulations

= The power of rules and procedures and previous decisions, and
through these of the Secretariat and its legal advisor

= The importance of the authority of the Chair

* The recording of significant disagreements in the report to explain cer-
tain votes while accepting the majority position, as in the discussion of
Zionism among others

= The role of a spirit of détente, for example in the withdrawal of the
wording on “free access to facts, opinions and ideas” when it was said
to be political

* The usefulness of analysing the text in terms of repertoires; especially
the adjusting repertoire, and also the principled and instruction reper-
toires became more understandable in the light of these debates

= The logic of difference that united participants in approving the draft
recommendation, finally unanimously.

Within the context of the Cold War, the unanimous draft was an important
achievement given the many controversies and opposed viewpoints that
emerged during its preparation. That the Committee spent a week discussing
the text meant that there was an opportunity for social interaction and for better
understanding of each others” points of view, in addition to willingness to reach
an agreement within a spirit of détente. The role of experts from diverse coun-
tries and disciplinary perspectives was evidently important in reaching the
agreement.

4.5.7 The draft of the Education Commission

The draft recommendation, as amended and approved unanimously by the
Special Committee of Governmental Experts, was submitted to the 18th GC in
November 1974 (UNESCO, 1974d, Annex 1). It was first examined by the Edu-
cation Commission of the GC. The report of this Commission (UNESCO, 1974e,
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Sub-chapter 1.2) indicates general satisfaction with the draft recommendation
by the delegates who participated in the discussion. Two delegates, from the
UK and Switzerland, recorded their reservations about the application of the
recommendation, the first because his government could not intervene in edu-
cational matters due to the decentralized system of education, the second be-
cause of the federal structure of his government. Nevertheless, the UK delegate
was in favour of adopting the recommendation.

However, five draft resolutions were then formally presented, intended to
amend the draft recommendation (UNESCO, 1974e, Sub-chapter 1.2, paras. 4-7).
Austria proposed three of these. One was a new paragraph that stipulated that
“Member States should respect the fundamental right of parents to ensure for
their children an education and a teaching in conformity with their own reli-
gious and philosophical convictions” (UNESCO, 1974a, ED/DR 1). This was
voted down, with 7 in favour, 18 against, and 15 abstentions. The second was a
sentence stating that MS should consult National Commissions before taking
any required steps (UNESCO, 1974a, ED/DR 2). This was also voted down,
with 8 in favour, 12 against, and 49 abstentions. However, the third proposal of
Austria (UNESCO, 1974a, ED/DR 3), to add the “International Convention on
the Elimination of All Forms of Racial Discrimination” after the UDHR in Para.
11, was approved by a vote of 29 in favour, 4 against, and 32 abstentions.

The fourth draft resolution, from Switzerland (UNESCO, 1974a, ED/DR 5),
proposed that the Preamble mention the Geneva Conventions for the Protection
of Victims of War of 12 August, 1949. This was approved by a vote of 25 in fa-
vour, 4 against, and 33 abstentions (Preamble, para. 2 of the final text). This is
how reference to the Geneva Conventions became articulated here along with
other fundamental international instruments (the UN Charter, UNESCO Con-
stitution, and UDHR).

The fifth draft resolution, from Peru, proposed additions (which became
Paras. 14 and 15 of the final text), stating that

Education should include critical analysis of the historical and contemporary factors
of an economic and political nature underlying the contradictions and tensions be-
tween countries, together with study of ways of overcoming these contradictions,
which are the real impediments to understanding, true international co-operation
and the development of world peace.

Education should emphasize the true interests of peoples and their incompatibility
with the interests of monopolistic groups holding economic and political power,
which practice exploitation and foment war. (UNESCO, 1974a, ED/DR 6)

This two-part resolution was approved by a vote of 32 in favour, 8 against, and
32 abstentions.

The additions proposed by Peru generated considerable controversy
among many Western bloc countries. The report of the Education Commission
notes that the delegates of the FRG, Romania, and the USA explained their
votes, but the explanations were not recorded (UNESCO, 1974e, Sub-chapter 1.2,
para. 7). It can be assumed in the light of their earlier positions that the USA
and FRG voted against the Peruvian resolution and Romania in favour.
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The proposals from Austria, Switzerland, and Peru were made at this late

stage even though the MS had had several previous opportunities to propose
changes. It is conceivable that at the time when these proposals were made the
delegates included experts or diplomats who felt these particular points were
political or substantive issues important or of interest to them or their countries.
The history of the inclusion of these amendments in the text thus not only ex-
plains why these elements came to be there but also demonstrates the contin-
gent nature of discourse (Howarth and Stavrakakis, 2000; Laclau and Moulffe,
2001), in this case with respect to elements that become constituent parts of the
discourse of the recommendation.
In all five cases there were more abstentions than votes in favour; it is probable
that the countries who abstained were not necessarily against the substance of
the amendment but did not wish to reopen debate on an already agreed-on text.
The same may be true of some of those who voted against.

The recommendation as a whole was voted on by the Education Commis-
sion with 72 in favour, one against, and 6 abstentions, and the Commission rec-
ommended that the GC adopt it as amended. The report does not say how each
country voted; Buergenthal and Torney (1976, p.6) claim that the dissenting
vote was that of the USA, due to the Peruvian proposal, but this did not mean
that the USA opposed the recommendation as a whole.

To sum up: The Education Commission of the GC was generally satisfied
with the unanimous draft of the Special Committee of Governmental Experts.
However, five proposals for change were made, of which three were adopted.
The one that amended two paragraphs of the final text of the recommendation
(paras. 14 and 15) was particularly controversial in the eyes of some Western
bloc countries. Reference to the Geneva Conventions was included in the Pre-
amble of the text. Analysis of the process, specifically the addition of amend-
ments at a late stage, illustrates the contingent nature of discourse as it applies
to the recommendation.

4.5.8 Adoption of the final text

Final adoption of the recommendation required approval by the plenary session
of the GC. As noted in the preceding Section, the agreement achieved by the
Special Committee, which blurred, to a certain extent, the ideological frontiers
between the two blocs of the Cold War, began to break down in the Education
Commission. The draft as amended and recommended by the Education Com-
mission (UNESCO, 1974c) was submitted to the plenary session for adoption.
The debate is described and analysed here on the basis of the GC’s records
(UNESCO, 1974g, Part 2, pp. 276-286).

The amendments proposed by Peru, and approved by vote in the Educa-
tion Commission generated new debate at the plenary session. Five Nordic
countries (Finland, Denmark, Island, Norway and Sweden) presented an alter-
native wording of the paragraphs in question (UNESCO, 1974a, ED/DR 7),
hoping to get the recommendation accepted by consensus. The Norwegian
delegate, speaking on behalf of five Nordic countries, emphasized that the
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amendment was only a matter of wording: by using somewhat more moderate
expressions than the Peruvian proposal it was hoped that it would pave the
way for consensus. He asked that Paragraphs 14 and 15 be amended to read:

Education should include critical analysis of all the economic, political and social fac-
tors both of a historical and a contemporary nature underlying tensions between
countries, together with study of ways of overcoming these tensions, which are im-
pediments to international understanding, co-operation and peace.

Education should emphasize the genuine interests of all peoples in obtaining eco-
nomic, political and social equality, both at the national and at international level,
viewed as a prerequisite for avoiding exploitation by political and economic pressure
groups [all emphases added]. (UNESCO, 1974g, p. 277)

The Nordic countries” effort for consensus also had the effect of blurring the
ideological frontier introduced by the approval of the Peruvian amendment in
the Education Committee. It did this through generalized wording, talking
about “all” factors, as in “critical analysis of all the economic, political and so-
cial factors both of a historical and contemporary nature underlying tensions
between countries, together with study of ways of overcoming these tensions,
which are impediments to international understanding, co-operation and
peace,” whereas the Peruvian amendments voted by the Education Commis-
sion had stipulated in Paragraphs 14 and 15 that

Education should include critical analysis of the historical and contemporary factors of an
economic and political nature underlying the contradictions and tensions between coun-
tries, together with study of ways of overcoming these contradictions, which are the
real impediments to understanding, true international co-operation and the develop-
ment of world peace.

Education should emphasize the true interests of peoples and their incompatibility
with the interests of monopolistic groups holding economic and political power,
which practice exploitation and foment war [all emphases added]. (UNESCO, 1974a,
ED/DR.6)

These paragraphs implicitly distinguished “real” and “unreal” impediments to
understanding and “true” and “untrue” interests of peoples. In paragraph 15,
the Nordic countries” approach was more general, talking about “the genuine
interests of all peoples in obtaining economic, political and social equality, both
at the national and at international level, viewed as a prerequisite for avoiding
exploitation by political and economic pressure groups [all emphases added],” while
the text with the Peruvian amendment voted by the Education Commission
clearly contrasted the true interests of peoples to those of monopolistic groups
“which practice exploitation and foment war” (UNESCO, 1974a, ED/DR.6).

The French delegate supported “without any reserve” (UNESCO, 1974g, p.
279) the Nordic amendment and noted that the draft of the Special Committee
of Governmental Experts had been unanimously adopted after a long process of
debates, meetings, and seminars and in view of the UNESCO’s mandate consti-
tuted a major event. Italy also supported the Nordic proposal. Canada, the USA,
Switzerland, and the Netherlands said that they would not vote for the recom-
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mendation unless the alternative wording was accepted. The delegate from
Guinea added to the controversy by asking whether unanimity for its own sake
was worthwhile if it neglected the interests of the great majority of peoples, and
arguing that the Nordic amendment distorted the meaning of the recommenda-
tion. He proposed that inadmissible uses of war should include “expansion,
aggression and domination” and inadmissible uses of force and violence should
include “for purposes of repression” (UNESCO, 1974g, p. 280), claiming that
without those additions the wording maintained the status quo and prevented
the realization of a common goal of all peoples, in particular those under for-
eign domination and those fighting for their national territory in South Africa
and in the Middle East. Two opposing groups were formed, one including so-
cialist, non-aligned, and many developing countries, the other by most of the
Western bloc countries. The delegations of Poland, Cuba, Nigeria, Ukraine, and
Niger spoke in favour of maintaining the controversial paragraphs introduced
by Peru and Guinea. Algeria wanted a unanimous recommendation but said
that if this was not possible it would side with Peru and Guinea; Congo criti-
cized the Nordic proposal as masking the truth. Finally, the Nordic proposal
was narrowly rejected, with a vote of 37 in favour, 39 against, and 17 absten-
tions.

The delegations which opposed the Nordic resolution were in favour of
the proposal by Guinea, as were the delegates of Liberia and of China, the later
stating that a distinction must be made between just and unjust war, revolu-
tionary and reactionary violence. The Guinean proposal (para. 6 of the final text)
was adopted by 61 votes to 11, with 20 abstentions, a much more significant
majority than in the vote on the Nordic proposal where those against and in
favour were almost equally balanced.

The French delegate wanted to postpone the debate over the final adop-
tion of the text, which in his view was “the fruit of long maturity” and “a major
event” for UNESCO, and deserved to be accepted unanimously (UNESCO,
1974g, p. 279). The FRG was in favour of the postponement, but Peru was
against it, noting that the text had already been carefully studied and improved
by the Special Committee and the Education Commission, and that the Guinean
amendment was a further improvement. The Peruvian delegate argued that
later generations should be able to make the distinction between revolutionary
violence and a violence of domination and aggression; otherwise their countries
would be condemned to passivity, conformism, and the status quo. The French
motion was rejected by vote, with 26 in favour, 59 against, and 8 abstentions
(UNESCO, 1974g, p. 284).

The final text of the 1974 Recommendation?? was adopted by 76 votes to 5,
with 15 abstentions. Those voting against were apparently Australia, Canada,
France, the FRG, and the USA (Buergenthal & Torney, 1976). The Mexican dele-
gate, who had been Chair of the Committee of Governmental Experts, abstained,
explaining his decision by noting among other things that Peru and Guinea had

22 From here onwards I return to referring to the document as the Recommendation, to
indicate that I am speaking about the final approved version.
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both been present in the Commission when the previous agreement was
reached. The Chilean delegate explained that he voted in favour although his
delegation was not in agreement with all aspects of the text, but considered that
the instrument was useful. The Peruvian delegate explained that he voted in
favour because the Recommendation presented the view of the majority and that
by revealing existing contradictions it had an educational function of its own.
The delegates from Portugal and the UK put on record that they were in favour
of the Nordic amendment and had voted against the Guinean amendment, but
nevertheless voted for the final document.

It was clear that the adoption of the Guinean proposal was what pushed
the “no” votes up to five upon the final vote [one against in the Education
Commission]. Both the Peruvian and Guinean proposals were controversial in
the eyes of a number of Western bloc countries, but were supported by the so-
cialist countries and by most Third World countries. The attempt at consensus
made by the Nordic countries had the effect of blurring the ideological frontiers
between the opposing groups, by proposing a more general formulation,
whereas in this period of national liberation wars the majority wanted to take a
stand on the issue as expressed by the delegate from Guinea. The strategy of
Peru and Guinea, and of those supporting their amendments, was to reject the
previous consensus; the rejection of the Nordic proposal brought the logic of
equivalence into this process and divided the social space of the MS accordingly.
Differences of opinion on what to include became highlighted, and the univer-
sal was sought by vote. Although there were some abstainers, the main constel-
lation was composed of those in favour and those against. This strategy also
placed those Western bloc countries which opposed the amendments of Peru
and Guinea in a defensive position, because they had to show that they were
nonetheless in favour of the abolition of colonialism and for national liberation,
and generally for the Recommendation.

To sum up: At the plenary session, the final moment in the adoption of the
1974 Recommendation, several controversial amendments were voted on prior to
the vote on the text as a whole. These controversial points can be seen as be-
longing to the stand-taking repertoire, and thus explaining its use. This stand-
taking also divided the social space; it is interesting to note that the use of this
repertoire essentially resulted from the use of the logic of equivalence in the
political formation that divided the social space during the final stage of the
adoption of the Recommendation. Differences of opinion between countries be-
came highlighted; however, the final text of the Recommendation was adopted by
a large majority. (For the summary table of the final stage, see Appendix C, part
11I).

4.5.9 Related UNESCO debates on peace

In 1974 the GC debated another text, UNESCO’s Contribution to Peace and its
Tasks with Respect to the Promotion of Human Rights and the Elimination of
Colonialism and Racialism and Implementation of the Relevant Resolutions
Relating to the African Peoples Striving for Their Freedom (UNESCO, 1974j).
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Peace and human rights were brought together and articulated with the elimi-
nation of colonialism and racialism. The adoption of a resolution with the same
title (UNESCO, 1974h, Res. 11) was preceded by an extensive discussion, and by
efforts by the Working Group set up by the GC plenary to create one resolution
(UNESCO, 1974a, PLEN/DR 28) out of several draft resolutions (UNESCO,
1974a, PLEN/DR 2, 3, 11, 12, and 18). Many aspects were debated, even the in-
clusion of “human rights” in the title of the combined resolution (UNESCO,
1974g, pp. 435-436).

The document prepared by the Secretariat conceived of peace in line with
previous UNESCO resolutions and decisions. It stated that “Peace founded on
injustice and the violation of human rights cannot last and unfailingly leads to
violence” (UNESCO, 1974j, para. 9). It held ethical and standard-setting activi-
ties to be important “in establishing rules which lead to a rational organization
of society taking the place of violent reactions” (UNESCO, 1974;, para. 38). The
position of the Secretariat can be seen as a response to potential criticisms and
as a justification of the actions in question:

It might appear paradoxical that an international body devoted to the cause of peace
should adopt a policy supporting within its fields of competence, movements that
are based on violence. Analysis of conflicts in international relationships shows,
however, that peace which is based on inequality and racial discrimination is not a
genuine peace: there can not be genuine peace without a just distribution of intellec-
tual and material resources. (UNESCO, 1974;, para. 67)

The debate revealed which issues were important for peace in the eyes of those
who spoke. The USSR along with other socialist countries, often supported by
the non-aligned countries, promoted peaceful coexistence and détente as well as
disarmament, based on the UN resolution on the issue (UNESCO, 1974g, pp.
123-125). The Democratic People’s Republic of Korea condemned the neo-
colonialist policy of the USA in many parts of Asia, such as South Korea, South
Viet Nam, Cambodia, and Taiwan (UNESCO, 1974g, p. 181). Yugoslavia, sup-
ported by other non-aligned countries such as India, was in favour of liberation
movements in Guinea-Bissau, Angola, Mozambique, Namibia, Zimbabwe,
Cape Verde, South Africa, Rhodesia, and Palestine, and proposed halting aid to
Israel (UNESCO, 1974g, pp. 173-177). Algeria presented on behalf of a number
of cosponsors a draft resolution dealing with apartheid and racialism and the
participation of the Republic of South Africa in certain UNESCO activities
(UNESCO, 1974a, PLEN/DR 12), supported by the non-aligned countries
(UNESCO, 1974g, p. 129). The GDR, Algeria, Cuba, India, Syria, Togo, Ethiopia,
and Hungary presented a separate draft resolution on apartheid (UNESCO,
1974a, PLEN/DR 11), which stated that the elimination of apartheid and all
manifestations of racism was one of the most important tasks for humanity as a
whole, thus identifying apartheid as one of the central concerns of peace. China
and Albania opposed all Soviet draft resolutions, in particular that relating to
détente. However, they could not oppose the interests of developing countries
on colonialism and apartheid.
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Western bloc countries also opposed the inclusion of reference to apart-
heid and other problems, but in general terms. The USA emphasized non-
political co-operation and the stimulation of practical intellectual collaboration
within UNESCO (UNESCO, 1974g, p. 191), among other issues. Three West
European countries —the Netherlands, France, and Italy —together with repre-
sentatives from three other continents—Dahomey, Jamaica, the Philippines,
Mexico, Togo, and Indonesia—submitted a DR that defined peace as not only
the absence of armed conflict but a process of progress, justice, and mutual re-
spect among peoples, designed to secure the building of an international society
(UNESCO, 1974a, PLEN/DR 18). It stated that peace founded in injustice and
the violation of human rights could not last, and would lead inevitably to vio-
lence; its particular concern was the most underprivileged persons, groups, and
countries, and respect for each nation’s individual identity and cultural aspira-
tions. This wording could be considered as belonging to a discourse of détente,
but in a very generalized form. The draft also mentioned equitable distribution
of the world’s resources. The overall emphasis of this DR was on the promotion
of human rights and peace, named in that order.

The DR proposed by the group of Arab countries (UNESCO, 1974a,
PLEN/DR 5) was not addressed by the Working Group because it was seen as a
separate issue (UNESCO, 1974g, p. 435). It shows, however, that from their per-
spective an important obstacle to peace and the elimination of colonialism and
racialism was military occupation of Arab territories by foreign forces, as a con-
stant danger to peace and human rights, including the inalienable right to na-
tional education and cultural life (UNESCO, 1974a, PLEN/DR 5, Preamble para.
2). Its implicit target was the occupation of Palestine by Israel.

The Working Group did not take a vote on the combined draft resolution,
although there had been a number of disagreements over it (UNESCO, 1974g,
pp. 438-439). The GC plenary voted to adopt the resolution (UNESCO, 1974h,
Res. 11) with 72 votes to 11, and 16 abstentions (UNESCO, 1974g, p. 540). Ac-
cording to GC records (UNESCO, 1974g, pp. 441-549), the socialist countries
(Czechoslovakia and the GDR) were very satisfied with it, as were many Third
World countries.

Among those who voted against were seven Western bloc countries (the
FRG, France, Belgium, the UK, Japan, the USA, and Israel). Many complained
that the Working Group was not balanced, regretted its lack of time, and criti-
cized the form and content of the document on the grounds that it went beyond
the competence of UNESCO, that it required real consensus, and that it was im-
possible to implement. The USA and Israel especially opposed the phrase “in
which the hope is expressed that a non-existent country will join our organiza-
tion” (UNESCO, 1974g, p. 542), which implicitly referred to the observer status
of the Palestine Liberation Organization.

Those who abstained and gave an explanation for their choice argued, for
example, that sanctions against South Africa were the province of the Security
Council of the UN; the five Nordic countries stated that the elimination of
apartheid and racial discrimination was one of the most important aims of the
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UN, and that the Nordic countries have assisted victims of apartheid, refugees,
and liberation movements in Southern Africa. Australia stated its agreement
with the Nordic countries and was also concerned by the totally inadequate
time allowed for studying the resolution, and by the procedure as a whole.

Other resolutions presented at this GC were viewed as highly political by
the West. One of them requested the DG to co-operate with the Palestine Lib-
eration Organization “with a view to providing the populations in the occupied
Arab territories with every means of enjoying their rights to education and cul-
ture so as to preserve their national identity” (UNESCO, 1974h, Res. IV, 13.1).
Another invited the DG to withhold assistance from Israel because of its persis-
tence in altering the historical features of the city of Jerusalem (UNESCO, 1974h,
Res. 3.427); another asked the GC to reject the inclusion of Israel in the Euro-
pean region (UNESCO, 1974h, Res. XI, 46.1).

To sum up: The general debate on the text of UNESCO’s Contribution to
Peace and its Tasks with Respect to the Promotion of Human Rights and the
Elimination of Colonialism and Racialism and Implementation of the Relevant
Resolutions Relating to the African Peoples Striving for Their Freedom provides
a context for the processes and some of the content of the 1974 Recommendation.
In particular it identified some problems of jurisdiction for Western bloc coun-
tries, who argued for non-political co-operation in UNESCO, saying that a
number of issues introduced were properly the province of the UN.
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This chapter presents a brief and less thorough, macro-level analysis of events
within UNESCO after the passage of the 1974 Recommendation and some rele-
vant contextual information. (A chronology of UNESCO, UN, and other rele-
vant actions after 1974 is included in Appendix D).

5.1 Initial reports on implementation

The 1974 Recommendation is a normative instrument as defined in Article 1V,
paragraph 4 of the UNESCO Constitution. This means that “each of the Mem-
ber States shall submit recommendations or conventions to its competent au-
thorities within a period of one year from the close of the session of the General
Conference at which they were adopted” (UNESCO, 1945, Article 1V, para. 4).
The term “competent authorities” was defined by the GC (see for example
UNESCO, 1972e). It was noted, however, that “this obligation does not mean
that the ratification or acceptance of a convention or the application of a rec-
ommendation must be proposed to the ‘competent authorities’; the govern-
ments enjoy full freedom, in this matter, with regard to the nature of the pro-
posals they deem fit to make” (UNESCO, 1976e, Res. 34.1, Annex, para. 19).

These instruments also impose a constitutional requirement to submit re-
ports to UNESCO on the actions taken “at such times and in such manner as
shall be determined by the General Conference” (UNESCO, 1945, Article VIII).
It was stated that these “shall be “special’ reports, and that initial special reports
relating to any convention or recommendation adopted shall be transmitted not
less than two months prior to the first ordinary session of the General Confer-
ence following that at which such recommendation or convention was
adopted” (UNESCO, 1976e, Res. 34.1, Annex, para. 2).

The Recommendation was adopted in November 1974, and in January 1975
the DG sent out its certified true copies with two other recommendations
adopted by the same GC, namely the Revised Recommendation concerning
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Technical and Vocational Education and the Recommendation on the Status of
Scientific Researchers (UNESCO, 1975). In the accompanying letter he reminded
MS of their obligation to submit the recommendations to their competent au-
thorities and the initial special reports to UNESCO. A total of 26 replies were
received from MS on the 1974 Recommendation (UNESCO, 1976¢), and similar
numbers on the other two instruments. Those who replied were mainly those
MS who had been active in the preparation of the 1974 Recommendation.

Not all the replies were reproduced in full, because the GC noted that
much of the information did not respond to the questions set out by the resolu-
tion (UNESCO, 1976c, para. 9). In the published report, the replies are rather
short, with the exception of those from Bulgaria and the USSR (UNESCO, 1976c,
pp- 4-6 and 15-21). Some replies claimed that the principles concerned were al-
ready in place: for example, the FRG stated that “the principles embodied in
this Recommendation, in many instances, are already part of the constitutions
and/or the education laws of the various Lander” (UNESCO, 1976c, p. 2), and
several socialist countries replied in similar terms.

In 1976 the DG informed the 19th GC of the initial special reports. The re-
ports (UNESCO, 1976¢, and Add.) were first examined by the Legal Committee
of the GC, which prepared a general report summarizing them (UNESCO,
1976a, Annex II). The GC responded with a resolution regretting that a substan-
tial majority had not sent their reports:

A substantial majority of Member States have still not transmitted to the Organiza-
tion the reports required by the Constitution and the Rules of Procedure. The Gen-
eral Conference regrets this state of affairs and points out that the Member States
which have not submitted initial special reports have, by their omission, withheld
from the General Conference information on whether or not the Member States con-
cerned have discharged their constitutional obligation to submit the Recommenda-
tions adopted by the General Conference at its eighteenth session to their “competent
authorities”, or whether they discharged this obligation within the prescribed time-
limit. (UNESCO, 1976e, Res. 34.1, Annex, para. 10)

To sum up: The two constitutional responsibilities of MS are to inform their
own authorities and to report to UNESCO. There were problems with the initial
special reports on the Recommendation: a substantial majority did not report, and
there was a tendency to claim that its principles were already implemented.

5.2 Peace and human rights, together and apart

The 1974 Recommendation had brought peace and human rights together pre-
senting an integrated approach in this respect. Later, separate plans were ap-
proved for each of these aspects, one for human rights teaching in 1980, and
another for education for peace in 1985, but their co-ordination and intercon-
nection were emphasized in several resolutions of the GC. (See Appendix D)
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Programming by objectives for the Medium Term Plan for 1977-1982 (UNESCO,
1976d) was used to structure the resolutions adopted on the 1979-1980 Pro-
gramme by the GC in 1978. These objectives were similar for education and so-
cial and human sciences. They articulated human rights and peace (integrated
approach) and presented human rights separately.

Respect for Human Rights (Objective 1.1) and Education and Information
Concerning Human Rights, Peace and International Understanding (Objectives
1.5 & 2.3) were objectives in education, and the same objectives were repeated
in the social and human sciences (UNESCO, 1978c, Res. 3/1.1/1 and 3/1.5 &
2.3/1). These were separate objectives for activities related to respect for human
rights on the one hand, and to human rights, peace and international under-
standing articulated together (integrating them) on the other. Execution of the
programme fell administratively into two different sectors in the Secretariat.
The GC considered “that, by the very complexity of the problems which it must
help to solve, education must be conceived in an interdisciplinary context as a
factor of multidimensional development of which man [sic] is both the end and
the instrument” (UNESCO, 1978c¢, Res. 1/0.1).

The resolution relative to education called for analytical methods of re-
porting by MS and for the evaluation of UNESCO’s educational programmes
on the basis of the 1974 Recommendation. The implementation of the recommen-
dations of the “International Congress on the Teaching of Human Rights” and
of the Special Session of the UN Conference on Disarmament was placed in the
overall context of the 1974 Recommendation, thus giving it the dominant role and
highlighting an integrated approach that brought peace and human rights to-
gether in education.

The processes that led to programming by objectives are not explored here,
but it can be supposed that countries or groups of countries, with similar inter-
ests emphasized either the human rights (Western countries) or the peace as-
pects (socialist countries) of the objectives. The organization of programme sec-
tors by disciplines, in this case education and the social sciences, presumably
meant that the staff in these organizational units promoted actions so that hu-
man rights were emphasized in the programme sector dealing with the social
sciences and actions related to the 1974 Recommendation by the programme sec-
tor dealing with education. The rhetoric of integration was retained by resolu-
tions of the GC.

UNESCO published guidebooks and organized, or supported the organi-
zation of international seminars to implement the 1974 Recommendation in edu-
cational practice. For example, the UNESCO Handbook for the Teaching of So-
cial Studies (Mehlinger (Ed), 1981) was prepared by a group of 24 co-authors
selected throughout the world. UNESCO commissioned and published a book
with a UK scholar as the senior editor to give concrete examples of methods of
teaching international understanding and human rights (Graves, Dunlop, &
Torney-Purta (Eds.), 1984). The suggestion for the preparation of this handbook
was made at the European seminar organized in Finland in 1978 on the imple-



145

mentation the 1974 Recommendation. Several experts familiar to it, including
Hilkka Pietild from Finland, prepared chapters in this book.

To sum up: Programming by objectives linked peace and human rights in
education and also assigned a separate role to human rights education. The
execution of activities with the same objectives by different programme sectors
in the Secretariat contributed to the separation of these activities, in particular
those concerning education on human rights on the one hand and peace on the
other. That co-ordination between sectors was lacking is evident from the em-
phasis on this problem in the resolutions. Expert seminars were organized and
guidebooks published for practical implementation of the Recommendation.

5.2.2 A separate Plan for human rights teaching

Following the recommendations of the “International Congress on the Teaching
of Human Rights,” held in Vienna, 12-16 September, 1978, human rights educa-
tion continued to develop separately. The organization of this congress fell un-
der the social and human sciences sector. The final document of the Congress
invoked the 1974 Recommendation and invited the DG to develop projects relat-
ing to the teaching of human rights, and restated the close relationship between
peace, including disarmament, and human rights:

Care should be constantly taken to create awareness about the close relationship be-
tween human rights, on the one hand, and development and peace, including inter
alia disarmament, on the other hand. UNESCO should make it a priority task to pro-
mote the analysis and understanding of this relationship. (UNESCO, 1978d;
UNESCO, 1978b, I, para. 5)

Because this Congress was organized by UNESCO, the DG reported on its con-
clusions to the 20th GC in 1978 (UNESCO, 1978d). The GC then adopted several
resolutions, two of them requesting the DG “to study the advisability of prepar-
ing a convention on education and teaching in the field of human rights and to
submit the results of the study to the twenty-first session of the general Confer-
ence” (UNESCO, 1978¢, Res. 3/1.1/5), and “to develop a six-year plan for inten-
sified Unesco activities along the lines recommended by the International Con-
gress on the Teaching of Human Rights” (UNESCO, 1978¢, Res. 3/1.1/4). The
relationship between human rights and peace was stated in principle but sepa-
rated at the level of programme actions executed administratively by two dif-
ferent sectors. The proposals for a new normative instrument (a convention),
and the development of a six-year plan in the field of human rights teaching
and education, highlighted the distinct status of human rights education.

The proposal for a convention on the education and teaching of human
rights was rejected by the 21st GC as inadvisable, according to the DG’s report
(UNESCO, 1980c). However, the DG was invited by the GC

to continue studies with a view to the formulation of appropriate international stan-
dards in respect of specialized teaching and education in the field of human rights,
particularly in the context of university teaching and in that of vocational training,
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with the object of establishing genuine lifelong education in human rights. (UNESCO,
1980b, Res. 3/02)

In a second resolution as regards human rights, the GC approved the Plan for
the Development of Human Rights Teaching and the seven-year timetable pro-
posed for its implementation (UNESCO, 1980b, Res. 3/03). The Plan (UNESCO,
1980a) did not include specific educational guidelines but identified various
measures to be taken at the global and national level, for example the prepara-
tion of materials and programmes and the development of methods via studies,
meetings, and training courses. A third resolution as regards human rights ad-
dressed the Development of Human Rights Teaching and Information
(UNESCO, 1980b, Res. 3/04). These resolutions gave separate human rights
education a high profile within UNESCO, administered mainly within the so-
cial and human sciences sector.

To sum up: The separate development of human rights education contin-
ued subsequent to the “International Congress on the Teaching of Human
Rights,” which at the same time restated the close relationship between peace
and human rights. The proposal for a convention was explored by the DG but
rejected, although the GC did approve a plan for the development of human
rights teaching. This was not a normative instrument but listed a number of
actions to be taken at the global and national level.

5.2.3 A separate Plan for education for peace

In education, the implementation of the 1974 Recommendation continued to link
peace and human rights together in the late 1970s and early 1980s. Separate ac-
tivities, specific to human rights, were performed by the social sciences sector.
In 1980, the 21st GC urged all MS to apply the provisions of several instruments,
including the 1974 Recommendation, on whose implementation MS were also
asked to report in preparation for the upcoming conference (UNESCO, 1980b,
Res. 1/02).

Security, disarmament, and the rights of peoples became elements of
peace education as a result of the UN and UNESCO'’s actions. The Declaration on
the Preparation of Societies for Life in Peace (UN, 1978b) was adopted by the GA in
1978; it referred to the role of UNESCO. This same Declaration was mentioned in
the resolution of the 21st GC of UNESCO in 1980, noting that its Preamble had
echoed the Constitution of UNESCO and that it had asked UNESCO’s DG to
place “special emphasis on preparations for the intergovernmental conference
on education for international understanding, co-operation and peace and edu-
cation relating to human rights and fundamental freedoms, with a view to de-
veloping a climate conducive to the strengthening of security and disarma-
ment” (UNESCO, 1980b, Res. 10/02, para. 2, 4).

In the general resolution on the education programme, mention was made
of an intergovernmental conference to be organized for the application of the
1974 Recommendation, and the DG was asked to develop analytical reporting
methods before that conference was held (UNESCO, 1980b, Res. 1/01, para. 5 d).
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Through this conference the themes of the Recommendation were put into the
perspective of security and disarmament.

The first Special Session on Disarmament of the UN GA was held in 1978
(UN, 1978a). In 1980 UNESCO organized the “World Congress on Disarmament
Education,” held in Paris. An issue of the UNESCO Courier was devoted to dis-
armament education (“Disarmament”, 1980), and published in 25 languages
including a selection in Braille in English, French and Spanish. It included an
article dealing with education, disarmament and human rights (Torney and
Gambrell, 1980). According to the final report of the World Congress, it was
organized in connection with the launching of the Second Disarmament Decade,
proclaimed by the UN in a resolution on 11 December, 1979, and as a demon-
stration of UNESCO'’s efforts in disarmament education as a distinct field of
study, as urged by the UN (UNESCO, 1980d, para. 2). Numerous recommenda-
tions made at the “World Congress” on measures to promote both research and
education in disarmament were noted in the UN Secretary-General’s 2002 re-
port, which also noted, “While little progress was made on their implementa-
tion, many of those recommendations remain applicable today, but must be
adapted to present and evolving circumstances” (UN, 2002, para. 13).

The DG had prepared a report on the Intergovernmental Conference
(UNESCO, 1983d). The 1983 resolution of the GC on Major Programme XIII:
Peace, International Understanding, Human Rights and the Rights of Peoples
(UNESCO, 1983c, Res. 13.1) referred to the 1974 Recommendation and the Inter-
governmental Conference among other aspects of peace. It noted that the UN
GA had proclaimed 1986 as International Year of Peace, and stated that it was
important for the Organization “to take the necessary measures in 1984-1985 to
assist in the preparation of the International Year” (UNESCO, 1983c, Res. 13.1).
It also established “a permanent system of reporting on the steps taken by
Member States to apply the 1974 Recommendation” (para. 2 c (i)) and sought to
elicit “inter alia a greater contribution from educational institutions at various
levels to the World Disarmament Campaign and to the implementation of the
Plan for the Development of Human Rights Teaching” (para. 2 c (ii)).

In 1983, at the 22nd GC, UNESCO programmes were designated Major
Programmes, and Programmes under them. As a Major Programme, peace and
human rights were articulated together with the rights of peoples:

Major Programme XIII Peace, international understanding, human rights and the
rights of peoples

Programme XIII.1 Maintenance of peace and international understanding
Programme XIIL.2 Respect for human rights

Programme XIII.3 Education for peace and respect for human rights and the rights of
peoples

Programme XIII.4 Elimination of discrimination based on sex (UNESCO, 1983c, Res.
13.1, para. 2 a-2 d)
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The rights of peoples become one of the “controversial” issues in the eyes of
some Western bloc countries (Wells, 1987). Immediately after the 1983 GC, the
USA officially presented its withdrawal from UNESCO, to take effect in 1984;
the UK followed in 1985 (Coate, 1988, pp. 94, 104, 105, and 122). Those arguing
for the U.S. withdrawal used as reasons the recurring issues of Zionism and
accusations of “control” of journalists (see Section 1.2.3).

The Plan for the Development of Education for International Understand-
ing, Co-operation and Peace was approved by the resolution of the 23rd GC in
1985, which decided at the same time on reporting about its implementation
(UNESCO, 1985c¢, Res. 13.4). This Plan was neither a normative instrument nor a
substantive educational guideline but, like the Plan on the Development of
Human Rights Teaching, a package of activities and measures to be undertaken.
Two phases were foreseen, the first covering two biennia (1986-1987 and 1988-
1989) and the second the period 1990-1995. The actions were general in nature,
including the promotion and evaluation of the Plan and measures relating to
curricula, textbooks, educational materials, teacher training, research, informa-
tion, and exchange of experiences. These same areas appeared in the 1974 Rec-
ommendation.

It is evident that not only UN and subsequent UNESCO actions but also
the Plan for human rights teaching approved earlier had an impact on the ap-
proval of a separate plan that covered education “for international understand-
ing, co-operation and peace,” while the 1974 Recommendation covered these
peace aspects and education “related to human rights and fundamental free-
doms.” The resolution on the Plan, which covered only peace aspects, saw it as
complementary to the Plan for Human Rights Teaching, and justified the deci-
sion to introduce the new Plan on peace by appealing to the opinion of the 1983
Intergovernmental Conference on Education for International Understanding,
Co-operation and Peace and Education Relating to Human Rights and Funda-
mental Freedoms, with a View to Developing a Climate of Opinion Favourable
to the Strengthening of Security and Disarmament, which had stated

that it would be appropriate, in order to promote the full and comprehensive implementa-
tion of the 1974 Recommendation, to draw up and adopt a plan for the development of educa-
tion for international understanding, co-operation and peace [emphasis added], which
shall be based upon the fact that the promotion of and respect for human rights, fun-
damental freedoms and the rights of peoples are indispensable pre-conditions for the
success of education for international understanding, co-operation and peace, with a
view to developing a climate of opinion favourable to the strengthening of security
and disarmament. (UNESCO, 1985c, Res. 13.4)

Although one of the tasks of the Intergovernmental Conference was to promote
“the full and comprehensive implementation of the 1974 Recommendation,”
one of its results was this separate Plan relating to the peace components. The
same resolution recognized the leading role of the 1974 Recommendation and the
close interdependence between human rights and peace:
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The General Conference,

Noting with satisfaction the recommendation of the Executive Board at its 121st session
that the activities under Programme XIII.3, “Education for peace and respect for hu-
man rights and the rights of peoples” should be primarily guided by the provisions
of the 1974 Recommendation. (UNESCO, 1985¢c, Res. 13.4)

It also referred to the Seven-Year Plan for the Development of Human Rights
Teaching, “which is inseparable from education for international understanding, co-
operation and peace [emphasis added], as is evident in Major Programme XIII of
the second Medium-Term Plan” (UNESCO, 1985c, Res. 13.4). The same resolu-
tion emphasized this inseparable relationship, “in particular in the composition
of the Consultative Committee and in the implementation of both Plans” (para.
6e).

To sum up: The focus on security, disarmament, and the rights of peoples,
resulting from conferences and resolutions by the UN and UNESCO, along
with the previously approved UNESCO Plan for human rights teaching, led to
a separate Plan for education for peace, not as a normative instrument nor as a
guide with specific content, but as a list of measures to be taken. The insepara-
ble connection between the Plans was highlighted by the GC resolutions.

5.3 The reporting system and the Consultative Committee

A permanent system of reporting on the steps taken by MS to apply the 1974
Recommendation (UNESCO, 1985¢, Res. 13.3) was set up in 1985. This had been
one of the recommendations of the 1983 Intergovernmental Conference. The
draft questionnaire for reporting by MS? was, among others, discussed at a Eu-
ropean preparatory meeting for the Intergovernmental Conference which was
held at Espoo, Finland, in March 1982 (UNESCO, 1983a, para.91).

Setting up an expert committee was justified in a document of the Secretariat:

The provisions of the 1974 Recommendation are rich in content and focus partly on
individual development, and partly on collective processes and structures. It cannot
be said that there is any common theory on individual developmental processes or
social processes leading towards the values expressed. Member States have different
educational structures and constitutional provisions. To draft a simple questionnaire
which is easy to answer, as well as to prepare a synthesis of the reports and to draw
conclusions is no easy task. (UNESCO, 1985b, para. 7)

The reporting system included the submission of national reports by MS every
six years, and examination of those reports by a Consultative Committee of ex-
perts

whose statutes will be approved by the Executive Board and whose terms of refer-
ence will include advising the Director-General on the drafting of questionnaires on

5 I was at some time earlier commissioned by the Secretariat to prepare for its use, a
draft questionnaire for reporting by MS.
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the application of the 1974 Recommendation and assisting him in the analysis of
Member States” reports on this question. (UNESCO, 1985b, para. 11(1 b))

The system also included in-depth studies and consultative missions, and pub-
lication by UNESCO every six years of a world status report on the progress
made in implementing the Recommendation (see UNESCO, 1991d, 1997).

The resolution (UNESCO, 1985¢, Res. 13.3) specified detailed procedures
to be followed and other elements of the reporting system. The Secretariat, after
preparing the questionnaire and asking MS for reports, had to (1) prepare a
synthesis of the MS reports to the Consultative Committee that was to study it;
(2) submit the synthesis, including the comments of the Consultative Commit-
tee, to the Committee on Conventions and Recommendations (CR) of the EXB;
(3) prepare the report of that Committee to the EXB; and (4) prepare the final
report for the GC. The same resolution (UNESCO, 1985¢, Res. 13.3, para. 4) in-
vited MS to submit the first reports on the application of the 1974 Recommenda-
tion, to be prepared on the basis of the draft questionnaire appended to the
document (UNESCO, 1985b), to the GC at its 25th session and also to the Inter-
national Conference on Education (ICE) at its session following that of the GC.

It was specified that the Consultative Committee should concern itself
with

advising the Director-General, in preparing the medium-term plans and the draft
programmes and budgets, on measures to ensure the promotion of the full and compre-
hensive implementation of the Recommendation [emphasis added], including the co-
ordination of the plans of action [sc. the Plan for the Development of Human Rights
Teaching and the Plan for the Development of Education for International Under-
standing, Co-operation and Peace] approved or to be approved for the implementa-
tion of the Recommendation. (UNESCO, 1985c¢, Res. 13.3, para. 2 c)

The Consultative Committee was thus entrusted with the task of ensuring the
implementation of the peace and human rights aspects of the 1974 Recommenda-
tion. This role was specifically enforced later on after the adoption in 1995 of the
Integrated Framework of Action on Education for Peace, Human Rights and
Democracy (UNESCO, 1988a, 1990b, 1990a).

To sum up: The reporting system established was comprehensive and
demanded a considerable amount of work both from the Secretariat, including
the organization of the work of the Consultative Committee, and from MS. The
Consultative Committee was entrusted with a unifying role that kept the issues
of peace and human rights in education connected, by “the full and comprehen-
sive implementation” of the 1974 Recommendation.

5.4 First reports from Member States

The reporting system of the 1974 Recommendation was situated within the over-
all procedures of UNESCO’s standard-setting activities. It is evident that the
difficulties MS encountered in the preparation of their replies, as well as the
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complicated task the Secretariat had to perform in analysing them, were similar
to those encountered in the reporting of all such standard-setting activities
(UNESCO, 1985c, Res. 29.1).

Actions with respect to the first MS reports included the following:

A draft synthesis of the replies ... by 37 MS ... was submitted to the Consultative
Committee at its second session, held 21-25 November 1988...

The Consultative Committee considered that this draft provided a satisfactory basis
for the preparation of a synthesis ... but it regretted that so few replies had been re-
ceived... It therefore thought it advisable that a letter of reminder be sent to those MS
which had not replied to the questionnaire. It also put forward a number of sugges-
tions for preparing the synthesis of the national reports, including a suggestion for a
clearer presentation of the qualitative aspects of the development of international
education and the varied nature of countries” experience and suggestions...

In response to a letter of reminder, 26 additional replies, from 25 Member States and
one Associate Member, were received by the Secretariat, bringing to 63 the total
number of answers received by 30 June 1989. (UNESCO, 1989a, paras. 3, 4, and 5)

Difficulties in reporting were noted in the Secretariat’s report (UNESCO, 1989a
and Add.), which indicated, among other problems, that

the answers received varied very appreciably in respect of the nature of the docu-
ments submitted and the wealth of information supplied. Some MS returned com-
pleted questionnaires, sometimes only partly completed, and in certain instances,
annotated. Others attached to the questionnaire a brief memorandum giving expla-
nations or supplementary information to the answers given in the questionnaire. Still
others submitted long reports containing details of steps taken in order to implement
the spirit or the letter of the Recommendation. Some MS attached annexes to their
reply (e.g. legal texts, reports on studies undertaken or meetings organized with a
view to implementing the Recommendation, or teaching material produced in accor-
dance with the provisions of the Recommendation).

Some MS did not provide information under the heading corresponding to a given
question, but in some cases provided an implicit or indirect answer in another part of
their reply or in documents attached. Every effort was made to take account of the in-
formation provided in this manner. (UNESCO, 1989a, paras. 6 and 7)

The first reports and the corresponding synthesis were submitted to the GC at
its 25th session in 1989 (UNESCO, 1989a and Add.), prepared on the basis of the
questionnaire approved by the EXB at its 126th session (UNESCO, 1987b). The
DG’s report on progress in implementing the first phase of the Plan for the De-
velopment of Education for International Understanding, Co-operation and
Peace was also submitted to the GC (UNESCO, 1989d) after first being consid-
ered by the EXB (UNESCO, 1989).

To sum up: Measures for reporting were undertaken and typical difficul-
ties were encountered, as indicated in the Secretariat’s reports. The first reports
resulted in 63 answers of varying quality.
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5.5 An integrated approach versus multiple strategies

The 1974 Recommendation, by bringing components of peace and human rights
together in the context of education, presented an integrated approach. How-
ever, two separate Plans, one on human rights in education and the other on
peace in education, emphasized the specificity of each topic and separated these
two previously integrated elements. In the terms of discourse theory the Rec-
ommendation, by articulating education for international understanding, co-
operation, and peace with education relating to human rights and fundamental
freedoms, was a discursive formation using the logic of difference. Two com-
ponents, peace and human rights, complemented each other and together
formed the Recommendation’s concept of education, implicitly making a differ-
ence and opposed to education that was against peace and human rights. When
peace education and human rights education were separated into two respec-
tive Plans, several resolutions laid emphasis on the interrelations between peace
and human rights in education, thus continuing to use the logic of difference at
the rhetorical level. However, in practice those who emphasized human rights
education had their own Plan, as did those who emphasized peace education.
The hegemonic formation by which a universal was achieved in the case of the
1974 Recommendation was breaking into two particular but equivalent positions:
there were two equal universals, human rights and peace, brought together
only by a vague desire for integration and coordination.

Integration between components of peace and human rights was difficult
in practice because, as already noted, the 1974 Recommendation was the province
of the education sector, but human rights (including education about human
rights) that of the social and human sciences sector. For example, the latter sec-
tor was responsible for the “International Congress” held in Montreal in March
1993 where the World Plan of Action on Education for Human Rights and De-
mocracy was adopted, and prepared the related follow-up actions to be decided
by the GC and the EXB. At the GC, one Commission dealt with education pro-
grammes, with the participation of educational experts from the delegations,
while another Commission, with the participation of experts in the social and
human sciences, dealt with issues of peace and human rights, including educa-
tion relative to these issues. Joint sessions of the Commissions were held to ap-
prove decisions made by each separate Commission.

The integration of both main components of the 1974 Recommendation,
peace on the one hand and human rights on the other, was emphasized by reso-
lutions on the programme and in particular by the Consultative Committee,
which considered the implementation of several plans in these related fields in
education. The Consultative Committee had since its first session been in favour
of the co-ordination of the two plans, “keeping with an integrated approach to
international education” (UNESCO, 1988a, para. 33), and had agreed to the ini-
tiation of the integration of the two Plans, “without prejudice to the specific as-
pects of each one” (para. 34).



153

At its 25th session, in 1989, the GC noted “with satisfaction” (UNESCO,
1989c, Res. 7.2) the outcome and suggestions made at the second session of the
Consultative Committee on steps to promote the full and comprehensive im-
plementation of the 1974 Recommendation, and asked the DG to consider plan-
ning an intergovernmental conference on its implementation to mark the 20-
year anniversary of its adoption, possibly within the framework of the 44th ses-
sion of the ICE in 1994. The same resolution asked for a report on progress in
the preparation of the integrated plan for the development of international edu-
cation to be submitted to the GC at its 26th session. At the Consultative Com-
mittee’s third session, held in Moscow in September 1990, it was decided that it
was unnecessary to create a more binding instrument, and a preference for
maintaining the 1974 Recommendation was reiterated (UNESCO, 1990a, 1990b).
The Committee also presented a number of proposals for the preparation of an
integrated action plan for international education.

The DG submitted the draft integrated action plan (UNESCO, 1991b, An-
nex) to the 26th GC in 1991. In its resolution, Full and Comprehensive Imple-
mentation of the Recommendation Concerning Education for International Un-
derstanding, Co-operation and Peace and Education relating to Human Rights
and Fundamental Freedoms (1974), the GC reiterated its previous decision “to
establish a new, integrated approach to international education,” and described
the draft as “a flexible and open ended preliminary framework initiating action
designed to integrate peace and human rights education” (UNESCO, 1991c, Res.
7.3). It also suggested that it be developed further on the basis of MS reactions
and proposals, and that an expanded version be presented to the GC at its 27th
session after being considered by the 1994 ICE. The presence of the wording
“full and comprehensive implementation” in the title of the resolution may
have been meant to imply that implementation was incomplete, with a ten-
dency to stress either the peace or the human rights aspect but not both.

The possibility of making the 1974 Recommendation a more binding in-
strument, that is, a convention, can be seen as one of the background factors
leading to a new integrated plan of action. According to the report of the Secre-
tariat, the USSR considered a convention advisable because it would attract
more government resources and also the social resources of participating states
(UNESCO, 1989a, para. 82). The issue was discussed by the Consultative Com-
mittee at its second session, 21-25 November, 1988, but the majority of its mem-
bers were in favour of maintaining the 1974 Recommendation, which was “as a
whole, still being relevant” (para. 83) and benefiting from a broad consensus.
“One member, however, considered that since it was the survival of humankind
that was at stake, a mandatory instrument was required” (para. 83).

In 1991 the DG presented the report on the Desirability of Replacing by a
Convention the Recommendation Concerning Education for International Understand-
ing, Co-operation and Peace and Education Relating to Human Rights and Fundamen-
tal Freedoms (UNESCO, 1991a). The GC decided that a convention was unneces-
sary because “the content and form of this normative document are still topical
and effectively reflect the nature of the Member States” obligations in this area,”
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but it was “notwithstanding of the opinion that some revision of the Recom-
mendation is indispensable to ensure that it better reflects the new context of
international education in the light of the considerable recent changes in the
international situation” (UNESCO, 1991c, Res. 7.4). In the same resolution, the
DG was invited to consider the question of the revision of the 1974 Recommenda-
tion within the framework of the 1994 ICE and to prepare a preliminary study,
to be submitted to the GC at its 28th session.

In 1992, MS were consulted via circular letter on the preparation of the ex-
panded version of the Integrated Action Plan on the Development of Interna-
tional Education (UNESCO, 1992). It is noteworthy that “international educa-
tion” was used very little in other UNESCO documents or resolutions. It ap-
pears in the report of the Consultative Committee (UNESCO, 1988a), and in the
document submitted to the 27th session of the GC on the preparation of the ex-
panded version of this Integrated Action Plan (UNESCO, 1993b, Part 2).

The resolution passed by the GC in 1993, under the title of The 1974 Rec-
ommendation concerning Education for International Understanding, Co-
operation and Peace and Education relating to Human Rights and Fundamental
Freedoms (UNESCO, 1993c, Res. 5.7), held that “the full and comprehensive
implementation” of the 1974 Recommendation should remain the mainstay of MS
and UNESCO programmes in this field. It emphasized the particular impor-
tance of UN normative documents recently adopted by the GA, namely the
Convention on the Rights of the Child and the Declaration on the Rights of Per-
sons belonging to National or Ethnic, Religious and Linguistic Minorities, and
the Vienna Declaration and Programme of Action for Human Rights, adopted
by the “World Conference on Human Rights” held in Vienna on 14-25 June,
1993, organized by the UN. It took note “with satisfaction” that replies from MS
confirmed “the great topicality and value of developing an integrated approach
to programmes on education for peace, human rights and democracy”
(UNESCO, 1993c, Res. 5.7). It was also “considering” the development of an
integrated approach, justified by invoking the decisions of the “World Confer-
ence on Human Rights”:

The integrated approach [emphasis added] in the field of international education as
promoted by UNESCO is in line with the statement of the World Conference on Hu-
man Rights that, on the one hand, human rights education, training and public in-
formation are “essential for the promotion and achievement of stable and harmoni-
ous relations among communities and for fostering mutual understanding, tolerance
and peace” and, on the other hand, “human rights education should include peace,
democracy, development and social justice.” (UNESCO, 1993¢, Res. 5.7)

The same resolution asked the DG to ensure

the evaluation of the implementation and consideration of the possible updating of
the 1974 Recommendation, on the basis of national reports by Member States and of
the deliberations and recommendations of the regional meetings to be organized
within the framework of the preparation of the 44th International Conference on
Education [held in 1994 in Geneva]. (UNESCO, 1993c, Res. 5.7)
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The resolution also asked the DG to finalize the integrated action plan on edu-
cation for peace, human rights, and democracy by

taking into account all existing action plans in the field of international education and
in particular the relevant provisions of the Vienna Declaration and Programme of
Action for Human Rights adopted by the World Conference on Human Rights (Vi-
enna, June 1993), the World Plan of Action on Education for Human Rights and De-
mocracy adopted by the International Congress on Education for Human Rights and
Democracy (Montreal, March 1993), in particular the needs of the target groups iden-
tified in the Montreal Plan, and the Associated Schools Project Strategy and Plan of
Action 1994-2000, and to submit the integrated action plan for consideration by the
International Conference on Education in 1994 and for approval by the General Con-
ference at its twenty-eighth session, taking due account of any comments and rec-
ommendations made by the 1994 International Conference on Education. (UNESCO,
1993c, Res. 5.7)

In parallel, at the same 27th GC in 1993 the DG communicated the results of the
UNESCO “International Congress on Education for Human Rights and Democ-
racy” (UNESCO, 1993d), and the GC endorsed the World Plan of Action on
Education for Human Rights and Democracy (UNESCO, 1993c, Res. 5.8). An-
other resolution on Education for Human Rights and Democracy did not men-
tion integration or interrelations between peace and human rights. However, it
“recalled” the 1974 Recommendation but mentioned only documents and con-
gresses on human rights organized by UNESCO and the UN, recommending
that the DG continue, “in line with the recommendations of the Malta Congress,
to give high priority to UNESCO’s activities in the field of education for human
rights and democracy” (UNESCO, 1993c, Res. 5.9).

To sum up: An integrated approach to following up the 1974 Recommenda-
tion existed in parallel with specific approaches to human rights in education on
the one hand and aspects of peace in education on the other. The concept of in-
ternational education was brought up by the Consultative Committee but was
otherwise very little used in UNESCO documents and resolutions. A suggestion
to upgrade the Recommendation to a convention was rejected on the advice of the
Consultative Committee and the decisions of the GC, but the possibility of a
revision was maintained, leading to the development of a new Integrated
Framework of Action.

5.6 The approval of the Declaration and the Integrated
Framework of Action

Ever since 1934 the International Bureau of Education (IBE) in Geneva has or-
ganized the ICE as a forum for dialogue between ministers of education
(UNESCO/IBE, 2010e). The IBE works in close co-operation with UNESCO. The
theme of its 44th conference in 1994 was Appraisal and Perspectives of Educa-
tion for International Understanding. The Draft Integrated Framework of Ac-
tion on Education for Peace, Human Rights and Democracy and the Draft Dec-
laration were submitted to that conference (UNESCO, 1994c). Now, a new ele-
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ment, “democracy” was added to the components of peace and human rights
and fundamental freedoms.

The conference was attended by 736 participants, with 598 delegates in-
cluding 70 ministers and 27 vice-ministers of education, and 138 representatives
and observers. The Committee of Governmental Experts meeting beforehand
studied over 100 comments on the preliminary Draft Declaration and over 300
on the Draft Integrated Framework of Action (UNESCO, 1994e). Several coun-
tries sent in their comments well after the agreed deadline, creating consider-
able difficulties for the work of the Committee, and a working group composed
of three representatives from each region was set up (UNESCO, 19%4e).

The ICE adopted the Declaration but only considered the Draft Integrated
Framework of Action on Education for Peace, Human Rights and Democracy.
In the resolution adopted on the proposal of the Committee of Governmental
Experts, the ICE stated that the 1974 Recommendation had played an important
role in the promotion of education for international understanding, and that it
continued to inspire the implementation of education for peace, human rights,
and democracy. The ICE also asked the UNESCO DG “to undertake, in due
course, appropriate consultations with regard to the Draft Integrated Frame-
work of Action and to submit it through the Executive Board to the twenty-
eighth session of the General Conference” (UNESCO, 1994e, Res.). The follow-
ing year the GC adopted the resolution Updating of the 1974 Recommendation
on International Education: Endorsement of the Declaration of the 44th Session
of the International Conference on Education and Approval of the Draft Inte-
grated Framework of Action on Education for Peace, Human Rights and De-
mocracy (UNESCO, 1995a, Res. 5.41), through which it endorsed the Declara-
tion and approved the Integrated Framework of Action (UNESCO, 1995a, Res.
5.41, Annexes I and II). These new integrated Guidelines, now known as the
Declaration and Integrated Framework of Action on Education for Peace, Hu-
man Rights and Democracy (1995), are treated here as one document (see Ap-
pendix B) and referred to here as the new Guidelines.

As noted above, the question of integration, in the meaning of bringing
together within the same Guidelines issues of peace, human rights and democ-
racy which were dealt by a number of related but separate declarations and ac-
tion plans was one of the main factors in their approval. However, other issues
also arose. Upgrading the 1974 Recommendation into a convention was no longer
an option after the adoption of the new Guidelines. They are not strictly speak-
ing normative instruments of UNESCO; thus, although they were intended to
update the 1974 Recommendation 20 years after its adoption, this normative in-
strument remained unmodified.

The 1974 Recommendation was adopted during the Cold War, when the
threat of nuclear war was present, world peace was at stake, and a number of
new states had become members of UNESCO after decolonization. The 1995
Guidelines were approved in the post-Cold War period, in which internecine
wars were frequent but the immedjiate threat of nuclear war had receded. How-
ever, some of the processes leading up to the new Guidelines also took place
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during the Cold War. In particular moves of the separation of peace and human
rights in education in the form of separate plans for each arose in that period
(see Sections 5.2.2 and 5.2.3).

By the time of the 1994 ICE the Berlin Wall had fallen. The USSR had be-
come the Russian Federation, and East European countries had dropped “so-
cialist” from their names. The list of participants at the 1994 ICE (UNESCO,
1994e) included the Czech Republic, the formerly Yugoslav Republic of Mace-
donia, Latvia, Lithuania, and a reunified Germany.

Some important events which evidently influenced thinking in education
in the fields of peace and human rights can be mentioned here. One was the
introduction of a programme and a concept of the culture of peace. UNESCO
began the Culture of Peace programme in 1994 (UNESCO, 1993a), and added
an organizational unit for it. It was based on the initiative of some of the Nobel
Peace laureates, and introduced at the “International Congress for Peace in the
Minds of Men,” organized in Yamoussoukro, Cote d'Ivoire, in 1989. It became
the Transdisciplinary Project: Towards a Culture of Peace for 1994-2001. The
idea of a culture of peace was recognized by the UN General Assembly, which
declared the International Decade for a Culture of Peace and Non-violence for
the Children of the World (2001-2010) as a follow-up to the International Year
for the Culture of Peace (2000).

The concept of a culture of peace was formulated by UNESCO “in re-
sponse to the new needs and new ethical and historical demands” (Mayor, 1997,
p- 122), and promoting a culture of peace and democracy as emerging from the
UNESCO Constitution. Two main facets of the Culture of Peace programme
were specific national and sub-regional projects for post-conflict peace building
and conflict prevention, and the promotion at a global level of a movement
from violent to non-violent social change, from a culture of war to a culture of
peace (see Adams, 1995; Mayor, 1997). A culture of peace was defined in the
working document of the ICE as “characterized by non-violent social change,
linked to justice, human rights, democracy and development, [which] can only
be constructed through the participation of people at all levels” (UNESCO,
1994g, para. 21). “Conflicts will continue to exist and the culture of peace must
therefore be defined by the ability to face up to them constructively, on the ba-
sis of negotiation and participation,” said Federico Major, then UNESCO DG, at
the opening session of the 44th ICE (UNESCO, 1994e, Annex II).

Among other related events can be mentioned the establishment of the In-
ternational Commission on Education for the Twenty-First Century, chaired by
Jacques Delors, which started work in March 1993. The President of the World
Commission on Culture and Development, Javier Pérez de Cuéllar, called for
sustainable growth to be established on the basis of cultural development. The
Rio de Janeiro Earth Summit was organized, focusing on sustainable develop-
ment. The year 1995 was the 50th anniversary of the founding of the UN and
UNESCO; on the initiative of the UNESCO GC, the GA of the UN proclaimed it
the United Nations Year for Tolerance (UN, 1995c). The United Nations Decade
for Human Rights Education began on 1 January, 1995, and the GA of the UN
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adopted the Plan of Action for the United Nations Decade for Human Rights
Education, 1995-2004 (UN, 1994).

To sum up: The Declaration was adopted and the Integrated Framework
of Action on Education for Peace, Human Rights and Democracy considered by
the 1994 ICE. They were respectively endorsed and approved by the 1995 GC of
UNESCO and treated as one document referred here as the new Guidelines.
Their approval took place within a new international political context after the
Cold War. The culture of peace, a new concept introduced in UNESCO and rec-
ognized by the UN, international commissions on education and on culture,
and the emphasis on sustainable development at the Rio Earth Summit all
brought fresh ideas to UNESCO and were reflected in the new Guidelines to be
explored below.

5.7 A comparison of the 1974 Recommendation and the 1995
Guidelines

A comparison between the 1974 Recommendation and the Declaration and Inte-
grated Framework of Action on Education for Peace, Human Rights and De-
mocracy referred to here as the new Guidelines is done below concerning some
of their salient aspects (see Appendix E). The contexts of their adoption were
different, as has been shown here. This means that caution is in order in com-
paring the discourses produced within each document (Howarth, 2005). The
Declaration and Integrated Framework of Action is not discursively analysed in
this study in as much detail as the 1974 Recommendation. These new Guidelines
articulated democracy as a new integrated element along with peace and hu-
man rights; they incorporated the concepts of a culture of peace and sustainable
development as perspectives of their educational approach.

The Declaration section of the 1995 Guidelines is a political statement
made by ministers of education. It is closely linked with the Integrated Frame-
work of Action, whose principles and objectives are based on “the commit-
ments contained in the Declaration” (UNESCO, 1995a, Res. 5.41, Annex II,
para.4; see Appendix B to this study). Here the Declaration and the Introduction
of the Framework of Action are compared to the Preamble of the 1974 Recom-
mendation (consistent with the analysis of the Recommendation in Chapter Three,
elements emphasized for analyses are in boldface type).

The 1974 Preamble was presented in the name of the GC. Its style and
voice were solemn, formal, and impersonal. The authority of the GC was based
on self-evident truths about the responsibility of states and the consensually
predetermined aims of international understanding, co-operation, and peace
along with respect for human rights and fundamental freedoms. In contrast, the
1995 Declaration speaks in the voice of ministers of education, and in a some-
what more personal style. The language forms used indicate that the ministers
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are acting as a consensual group. The document’s authority is based on their
personal commitments and concerns.

The Declaration starts, “We, the Ministers of Education meeting at the 44th
session of the International Conference on Education,” and continues

deeply concerned by the manifestations of violence, racism, xenophobia, aggressive
nationalism and violations of human rights, by religious intolerance, by the upsurge
of terrorism in all its forms and manifestations and by the growing gap separating
wealthy countries from poor countries, phenomena which threaten the consolidation
of peace and democracy both nationally and internationally and which are all obsta-
cles to development. (UNESCO, 19954, Res. 5.41, Annex I)

The expression “deeply concerned” has an emotional resonance. Violence, ra-
cism, xenophobia, aggressive nationalism and violations of human rights, reli-
gious intolerance and terrorism, and the growing gap separating wealthy from
poor countries are all presented as phenomena that threaten peace and democ-
racy. These “phenomena” have consequences for peace and security, but the
causes of these phenomena are not specified. In the 1974 Recommendation the
reasons for problems affecting human survival and well-being were specified as
conditions of inequality, injustice, and international relations based on the use
of force (UNESCO, 1974h, Res. X, 38, para. 18; see Appendix A to this study).
Here it is “We, the Ministers of Education...”, “Mindful of our responsibility”
(UNESCO, 1995a, Res. 5.41, Annex |, para. 1). In the 1974 Recommendation, states
were responsible for societal and educational aims relative to peace and human
rights.

The more personal style of the Declaration is seen in other wording: “we”
[the Ministers of Education] are “convinced” (UNESCO, 1995a, Res. 5.41, Annex
I, para. 1), we “strive resolutely” (Annex 1, para. 2), and “we are determined to
increase our efforts to” (Annex I, para. 3).

The Declaration also has persuasive force, because it “allows Member
States and UNESCO to integrate, within a coherent policy, education for peace,
human rights and democracy in the perspective of sustainable development”
(Annex I, the closing statement). This is the only place in the Declaration where
MS are mentioned. In the Integrated Framework of Action they are only men-
tioned once in the Introduction (Annex II, para. 4). In the 1974 Recommendation,
instructions to MS were a dominant form of speech.

The Integrated Framework of Action has four major parts: Introduction;
Aims of education for peace, human rights, and democracy; Strategies; and
Policies and lines of action. It has 41 paragraphs, compared to the 1974 Recom-
mendation’s 45 (plus the Preamble). Demands for simplification and brevity, as
demonstrated in the description of the processes leading to the 1974 Recommen-
dation, were still in force.

The visual presentation of the published documents differs: the 1974 Rec-
ommendation was printed in black and white, while the new Guidelines were
printed in colour, with graphics (see Appendix D). The cover page description
of the Integrated Framework of Action uses topicality as a persuasive device:
“The Framework offers a contemporary view of the problems relating to edu-
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cation for peace, human rights and democracy. It sets out objectives for such
education, action strategies and policies and lines of action at the institutional,
national and international levels” (see the cover page of the Framework of Ac-
tion in Appendix D).

Its Introduction lists some recent instruments seen as a response by the in-
ternational community to current global challenges (UNESCO, 1995a, Res. 5.41,
Annex II, para.3). Through expressions like “seeks to suggest” it speaks with
caution, and uses the vocabulary of up-to-dateness, efficiency, integration, and
coherence; it appeals and persuades (Annex II, paras. 1-4). Its vocabulary of ef-
fectiveness, change, new directions, and other persuasion rhetoric is reminis-
cent of the political vocabulary often used before national elections: change is
promised and persuasion is the strategy. The Guidelines’ Introduction also
seeks to justify itself:

In a period of transition and accelerated change marked by the expression of intol-
erance, manifestations of racial and ethnic hatred, the upsurge of terrorism in all its
forms and manifestations, discrimination, war and violence towards those regarded
as “others” and the growing disparities between rich and poor, at international and
national levels alike, action strategies must aim both at ensuring fundamental free-
doms, peace, human rights, and democracy and at promoting sustainable and equi-
table economic and social development all of which have an essential part to play in
building a culture of peace. This calls for a transformation of the traditional styles
of educational action. (UNESCO, 1995a, Res. 5.41, Annex II, para. 2)

The wording indicates that the aims of action strategies follow logically from “a
period of transition and change,” a factually presented situation. The societal
aims are presented as self-evident and include not only “fundamental freedoms,
peace, human rights, and democracy” but also “promoting sustainable and eq-
uitable economic and social development.” All these have an essential part to
play in building a culture of peace. These aims are conceived as necessary con-
sequences, that is, as instrumental responses to situational demands rather than
as values in themselves. In the Preamble of the 1974 Recommendation, peace and
human rights were presented as self-evident aims but also as values in them-
selves.

In the passage just quoted, what is said about the situation and the strate-
gic aims is used to warrant the final phrase, “a transformation of the traditional
styles of educational action,” which becomes a necessity following from the
foregoing as marked by the wording “this calls for.” The implicit message is
that the Framework of Action is needed to help with this transformation. The
1974 Recommendation also considered “a gradual but profound change in the
role of education” as a self-evident need (UNESCO, 1974h, Res. X, 38, para. 34;
see also Appendix A of this study).

Repertoires
Analysing the Guidelines in terms of the repertoires distinguished in Chapter

Three shows that they set goals for education for peace, human rights, and de-
mocracy, by the repeated use of “education must” (UNESCO, 1995a, Res. 5.41,
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Annex II, paras. 7-11), and only once “education should” (Annex II, para. 12);
their use of the principled repertoire is thus more prescriptive. The use of the
present tense can be interpreted as relating to the factual repertoire, but in some
passages its function is a principled one: for example, “The ultimate goal of
education for peace, human rights and democracy is the development in every
individual of a sense of universal values and types of behaviour on which a cul-
ture of peace is predicated” (Annex II, para. 6). The present tense indicates fac-
tuality more clearly in

To strengthen the formation of values and abilities such as solidarity, creativity, civic
responsibility, the ability to resolve conflicts by non-violent means, and critical acu-
men, it is necessary to introduce into curricula, at all levels, true education for citi-
zenship which includes an international dimension. (UNESCO, 1995a, Res. 5.41, An-
nex II, para. 17)

Here the necessity of citizenship education follows from values and attitudes
presented as self-evident; it is also self-evident that this education includes an
international dimension. The factual and principled repertoires are used over-
whelmingly, in turns, throughout the text of the Integrated Framework of Ac-
tion (Annex II, paras. 6-41).

In the 1974 Recommendation instructions to MS, the instruction repertoire
was dominant. In the new Guidelines, instructions and the stand-taking reper-
toire are not used. Only the word “true” is used, as in “true education for citi-
zenship which includes an international dimension” (Annex II, para. 17), imply-
ing that without an international dimension civic education might be too na-
tionally oriented and would not be “true” civic education.

The adjusting repertoire might perhaps be identified here: “All human
rights are universal, indivisible, interdependent and interrelated. The strategies
of action for their implementation must take specific historic, religious and
cultural considerations into account” (Annex II, para. 5).

The universal nature of human rights is presented factually (this might
also be interpreted as the use of the principled repertoire, because of the uncon-
ditional character of the statement). In the sentence that follows, the principled
repertoire is clearly in use, via the word “must.” It could perhaps be interpreted
as adjusting the factually and normatively presented statement on the univer-
sality of human rights. However, it talks only about strategies for implementa-
tion and does not adjust the status of human rights as such. According to Van
Hasselt (1994), the drafting group at the ICE, which included three members
from each of six regions, managed to avoid the efforts of some countries, in par-
ticular China and Iran, to introduce relativism into the universal standing of
human rights and fundamental freedoms.

The affirmation of the universal nature of all human rights followed by an
adjusting statement on their implementation in this example can be seen in the
light of the apparent paradox of the relation between universal and particular:
“the universal is incommensurable with the particular, but cannot, however,
exist without the latter” (Laclau, 1995, p. 107). This can be illustrated by the case
of apartheid: “if the oppressed is defined by its difference from the oppressor,
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such a difference is an essential component of the identity of the oppressed”
(Laclau, 1995, p. 102). Consequently, if all particular differences were subsumed
under a universal concept of human rights, that concept would be totally
hegemonic: nothing would be different from it, and particulars could not make
reference to it in order to establish their difference.

On a practical level, this is the conflict between universalism and relativ-
ism. The adjusting repertoire seems to serve an important function here; as in
the 1974 Recommendation, it is a solution that saves universalism but allows
some countries to claim their particular difference.

Another occurrence of the adjusting repertoire in the Integrated Framework of
Action is

The ultimate goal of education for peace, human rights and democracy is the devel-
opment in every individual of a sense of universal values and types of behaviour
on which a culture of peace is predicated. It is possible to identify even in different
socio-cultural contexts values that are likely to be universally recognized. (UNESCO,
1995a, Res. 5.41, Annex II, para. 6)

Here a slight adjustment, or at least caution, could be seen as following the
strong factual statement about universal values. The adjusting repertoire could
also be seen as present in another passage: “In view of religious and cultural
differences, every country may decide which approach to ethical education
best suits its cultural context” (Annex II, para. 17). It might seem that this sen-
tence in effect says nothing; however, it does indirectly reaffirm the value of
ethical education however implemented. Another such example is: “In order to
achieve these aims, the strategies and forms of action of education systems will
clearly need to be modified, as necessary, in respect both of teaching and of
administration” (Annex II, para. 13).

A rational discourse can be found also in the Integrated Framework but it refers
to a concept of knowledge that is less absolute than the “right knowledge” of
the 1974 Recommendation, and can include different perspectives:

The textbooks should offer different perspectives on a given subject and make
transparent the national or cultural background against which they are written.
Their content should be based on scientific findings.

The citizens of a pluralist society and multicultural world should be able to accept
that their interpretation of situations and problems is rooted in their personal lives, in
the history of their society and in their cultural traditions; that, consequently, no in-
dividual or group holds the only answer to problems; and that for each problem
there may be more than one solution. (UNESCO, 1995a, Res. 5.41, Annex II, paras.
18 and 8)

At the same time, revisions of textbooks to eliminate negative stereotypes and
distorted views “of the other” were held to be necessary (Annex II, para. 18).
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The perspective of a conception of a culture of peace (see UNESCO, 1993a; Ad-
ams, 1995; “UNESCO and”, 1995; Mayor, 1997) is clearly present in the Guide-
lines, as in “action strategies must aim both at ensuring fundamental freedoms,
peace, human rights, and democracy and at promoting sustainable and equita-
ble economic and social development all of which have an essential part to play
in building a culture of peace” (Annex II, para. 2), and in phrases such as “join-
ing together with others to solve problems” (Annex II, para. 7) or “people
should understand and respect each other and negotiate on an equal footing,
with a view to seeking common ground” (Annex II, para. 8). Paragraph 25 as a
whole is another example:

Specific strategies for the education of vulnerable groups and those recently exposed
to conflict or in a situation of open conflict are required as a matter of urgency, giv-
ing particular attention to children at risk and to girls and women subjected to sex-
ual abuse and other forms of violence. Possible practical measures could include, for
example, the organization outside the conflict zone of specialized forums and
workshops for educators, family members and mass media professionals belonging
to the conflicting groups and an intensive training activity for educators in post-
conflict situations. Such measures should be undertaken in co-operation with gov-
ernments whenever possible. (UNESCO, 1995a, Res. 5.41, Annex II, para. 25)

In the 1995 Guidelines, war and violence are articulated with other markers of a
period of “transition and accelerated change,” namely

the expression of intolerance, manifestations of racial and ethnic hatred, the upsurge
of terrorism in all its forms and manifestations, discrimination, war and violence to-
wards those regarded as “others” and the growing disparities between rich and poor,
at international and national levels alike. (UNESCO, 1995a, Res. 5.41, Annex II, para.
2)

Work for peace is not for world peace as in the 1974 Recommendation, but “for a
just, peaceful and democratic community” (Annex II, para. 7), suggesting a
more local, even personal, interpretation of the concept in emphasizing the abil-
ity of non-violent conflict resolution, and “inner peace in the minds of students”
(Annex II, para. 9).

The Integrated Framework of Action does not address structural problems as
did the 1974 Recommendation, but it is only mentioning “the growing disparities
between rich and poor, at international and national levels alike” (Annex II,
para. 2), which could be interpreted as a reference to a structural problem. Also,
among the aims of action strategies are “sustainable and equitable economic
and social development” (Annex II, para. 2) as a components of a culture of
peace.

Human rights

Universality of human rights and their implementation as conceived in Inte-
grated Framework of Action was dealt with in above passages about repertoires.
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The major difference is on issues of concern to women and girls. They were not
mentioned in the 1974 Recommendation, but received a lot of emphasis in the
new Guidelines. The rights of women were conceived fundamental in educa-
tion for peace, human rights and democracy:

In order to achieve these aims, the strategies and forms of action of education sys-
tems will clearly need to be modified, as necessary, in respect both of teaching and of
administration. Furthermore, providing basic education for all, and promoting the
rights of women as an integral and indivisible part of universal human rights, are
fundamental in education for peace, human rights and democracy (UNESCO, 1995a,
Res. 5.41, Annex II, para. 13)

It is noted that girls and women subjected to sexual abuse and other forms of
violence ought to receive particular attention (Annex II, para. 25).

Educational aims concerning the individual

Personal abilities are directly mentioned, and they are also part of peace con-
cept: “Education must develop the ability of non-violent conflict-resolution. It
should therefore promote also the development of inner peace in the minds of
students so that they can establish more firmly the qualities of tolerance, com-
passion, sharing and caring” (Annex II, para. 9). The individual qualities cited
here also include the concept of “harmony” (Annex II, para. 11). These values
and vocabulary were advocated at the preparatory meeting for the 1994 ICE
organized in the Philippines?:.

The concept of the citizen is an important one in the Integrated Frame-
work. Abilities linked to it through aims of education are numerous (UNESCO,
1995a, Res. 5.41, Annex 1, paras. 7, 8, 10 and 11), for example:

Education must develop the ability to value freedom and the skills to meet its chal-
lenges. This means preparing citizens to cope with difficult and uncertain situations
and fitting them for personal autonomy and responsibility. Awareness of personal
responsibility must be linked to recognition of the value of civic commitment, of
joining together with others to solve problems and to work for a just, peaceful and
democratic community. (UNESCO, 1995a, Res. 5.41, Annex II, para. 7)

to respect the cultural heritage, protect the environment and adopt methods of pro-
duction and patterns of consumption which lead to sustainable development
(UNESCO, 1995a, Res. 5.41, Annex 1II, para. 11).

Educational approaches

The approaches to education do not fundamentally differ, but decentralization
is evident in the new Guidelines, whereas obligating states and through them
other actors were the objects of change identified in the state-centred 1974 Rec-
ommendation. The Integrated Framework introduces a principle of decentraliza-
tion, or what one could call “cultural sensitivity”: “The degree of change re-
quired, priorities for action and the sequence of actions should be determined

2 I represented UNESCO at this meeting
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at all decision-making levels taking into account different historical back-
grounds, cultural traditions and development levels of regions and countries,
and even within countries” (Annex II, para. 15).

To sum up: A comparison between the 1974 Recommendation and the 1995
Guidelines adopted in different historical contexts reveals considerable changes
in style, repertoires (the latter neither including instructions to MS nor stand-
taking, and using the adjusting repertoire differently), conceptions of peace and
human rights issues emphasized, as recapitulated in Appendix E.

5.8 The new Committee: The second, third, and fourth reports

After the 1994 ICE, the Consultative Committee on Steps to Promote the Full
and Comprehensive Implementation of the Recommendation concerning Edu-
cation for International Understanding (as explained in Section 5.3) was re-
placed by the Advisory Committee on Education for Peace, Human Rights and
Democracy (UNESCO, 1994a, Decision 4.3.1). Developments of reporting by MS
are illustrated in Figure 4.

FIGURE 4 Developments of reporting by MS on the implementation of the 1974 Recom-
mendation

1985: Permanent System of Reporting

Elements of the reporting sytem: Tasks of the Secretariat:
= Submission of national reports by = Preparation of questionnaires to MS
MS every six years on implementation
= Undertaking in-depth studies and = Drafting the synthesis of the MS re-
consultative missions ports to the Consultative Committee, then
» Preparing a World status report on | to the CR of the EXB
the progress made every six years = Drafting the Final Report to the GC
= Establishing a Consultative Com-
mittee of Experts

1986: The Statutes of the Consultative Committee approved

1994: The Advisory Committee on Education for Peace, Human Rights and De-
mocracy (replacing the Consultative Committee) established

1995: The Permanent System of Reporting updated (to cover the implementation
of the 1974 Recommendation, the 1995 Guidelines and other related plans)

2007: New procedures for monitoring the standard-setting instruments applied

Note: CR = Committee on Conventions and Recommendations.
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It is to be noted that the Statutes of the Consultative Committee approved in
1986 included also advising the DG on the co-ordination of activities envisaged
under the Plan for the Development of Human Rights Teaching and the Plan
for the Development of Education for International Understanding, Co-
operation and Peace. The separate advisory committee for the implementation
of the World Plan of Action on Education for Human Rights and Democracy,
proposed in Montreal in 1993, was integrated into a joint committee by the de-
cision of the GC in 1993 (UNESCO, 1993c, Res. 5.8). The Secretariat explained
that the replacement of the previous Consultative Committee was “to make
possible more concerted action in the fields of education for peace, human
rights and democracy and to avoid the existence within UNESCO of advisory
bodies with similar mandates” (UNESCO, 1994d, para. 3).

The permanent system of reporting was updated in light of a number of
new UNESCO and UN instruments and action plans regarding education for
peace, human rights, democracy, international understanding, and tolerance.
The GC at its 28th session, in 1995, decided that the reporting system

should also cover the implementation of the Declaration and Integrated Framework
of Action on Education for Peace, Human Rights and Democracy, as well as the
World Plan of Action on Education for Human Rights and Democracy (Montreal,
1993) and the Vienna Declaration and Programme of Action (Vienna, 1993) as re-
gards education for human rights and democracy, as well as the Plan of Action of the
United Nations Decade for Human Rights Education (1995-2005). (UNESCO, 1995a,
Res. 5.41, para. 5)

The synthesis of MS replies to the questionnaire on the theme of the 1994 ICE
session was viewed by the GC as constituting the second synthesis of national
reports on the application of the 1974 Recommendation (UNESCO, 1995a, Res.
5.41, para. 4). A document, the Situation of Education for International Understand-
ing, was based mainly on the replies of MS to the IBE questionnaire on the
theme of the 44th ICE to which about 40 percent of MS had replied by the time
limit (UNESCO, 1994g, cover page). Part Two of the same document, Appraisal
of Education for International Understanding in Member States (paras. 26-69),
provided an overview of the situation, stating that the redefinition of the train-
ing of citizens had become a priority for all MS (UNESCO, 1994g, para. 26). In
1997, the second sexennial report on progress made in implementing the 1974
Recommendation (UNESCO, 1997) was submitted to the 29th GC as an informa-
tion document. It was based on 67 national reports submitted to the 44th ses-
sion of the ICE, as well as three in-depth studies conducted in 1992-1993 in
Zimbabwe, India, and the Pacific region (covering Australia, New Zealand, and
the small Pacific states).

In 1998 the EXB decided to set up “a temporary working group among its
Members with the task of proposing through the Executive Board to the Gen-
eral Conference at its 30th session an overall strategy for human rights educa-
tion to be taken into account in the planning of the biennial programmes and of
the Medium-Term Strategy of the Organization” (UNESCO, 1998b, Decision 8.5,
III, para. 11). The working group was also asked “to look into the structural
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problems arising from the fact that human rights education depends, within the
Organization, on both the Education Sector and the Social and Human Sciences
Sector” (Decision 8.5, 111, para. 13). The group reported to the EXB in May 1999
(UNESCO, 199%h), and the Overall Strategy for Human Rights Education
(UNESCO, 1999f) was then submitted to the 30th GC, which endorsed the
EXB’s recommendations (UNESCO, 1999h) with its own resolution (UNESCO,
1999g, Res. 16). This strategy proposed co-ordination among all units dealing
with human rights and intensified human rights education. It included several
proposals concerning the work of the Advisory Committee, including annual
meetings. (In other developments, the year 2000 was proclaimed as the Interna-
tional Year of a Culture of Peace by the UN.)

For the third report, a draft questionnaire was prepared in collaboration
with the German Commission for UNESCO and submitted to the Advisory
Committee on Education for Peace, Human Rights and Democracy in accor-
dance with its Statutes and the GC’s decision that it should also advise the DG
on matters relating to the permanent system of reporting (UNESCO, 1995a, Res.
5.41, para. 6). The fourth session of the Advisory Committee, held in Paris on
21-23 September, 1998, considered the draft and made a number of recommen-
dations (UNESCO, 1998a, paras 3.1-3.6). In 1999, the Draft Questionnaire for the
Permanent System of Reporting on Education for Peace, Human Rights, Democracy,
International Understanding and Tolerance, as revised by the Secretariat, was dis-
cussed by the EXB (UNESCO, 1999b), which decided to send it to MS and in-
vited them as well as governments and NGOs to send their reports to the DG,

in order to enable the above-mentioned Advisory Committee to examine these re-
ports and assist the Director-General in the preparation of a synthesis of the reports
prior to their submission to the Executive Board for transmission with its comments
to the General Conference at its 31st session. (UNESCO, 1999a, Decision 3.2.1, para. 7)

In 2001, the synthesis of reports was prepared by the Secretariat for the EXB but
represented only 24 replies out of a total of 185 MS, or 12.97 percent (UNESCO,
2001d, para. 11). This report stated that

the national institutions concerned should attach greater importance to this reporting
system... [for] the instruments concerning which Member States have made commit-
ments [and that] the replies received all refer essentially to measures taken in order
to improve educational content, and provide scant information on the process of de-
mocratic organization of their education systems (improvement of the rules govern-
ing the operation of educational establishments, community-school interaction, etc.).
(UNESCO, 2001d, para. 11)

The EXB transmitted this document to the GC along with its comments, but
without any proposal for a decision (UNESCO, 2001a, Decision 5.3). In 2001 the
31st GC received the synthesis of MS reports as an information document
(UNESCO, 2001c), meaning that no decision was taken upon it.

When this synthesis was presented to the EXB, the DG’s representative
pointed out that it was directly related to UNESCO’s ethical mission, and al-
though the number of reports submitted was quite low (32 countries out of 185),
they revealed that some significant new measures and initiatives had been
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taken in support of the Declaration and Integrated Framework of Action. A
number of MS emphasized the importance of this education “in the light of the
present world situation and the recent events of 11 September” (UNESCO,
2001c, para. 3), and stressed that “today culture and cultural diversity should be
taken into account when reinforcing education for peace, human rights, and
democracy” (para. 3), not only in terms of the content but in “the learning proc-
esses and organization of the education system as a whole” (para. 3). The Secre-
tariat stated that it found the reporting system a useful instrument (para. 13).

New procedures for monitoring the standard-setting instruments of
UNESCO were decided by the EXB and the GC, and it was declared that the
1974 Recommendation was one of 11 recommendations on which the EXB should
chiefly focus its monitoring efforts (UNESCO, 2007, Res. 87, 2009b, Decision 31,
2009d). The Secretariat noted that, “in particular, awareness has been raised
through a series of activities on the occasion of the 60th anniversary of the Uni-
versal Declaration of Human Rights” (UNESCO, 2009¢, Annex, p. 5).

For the fourth consultation on the implementation of the 1974 Recommen-
dation, in 2009, the UNESCO Secretariat received 35 reports from MS (UNESCO,
2009h, para. 5). For comparison, 26 MS had sent initial reports in 1976, 63 first
reports in 1989, 67 second reports in 1994 (for the ICE) and 24 third reports in
2001. The report in 2009 included a comment on poor co-ordination at the inter-
national level, with overlapping frameworks (para. 20). It seems that the prob-
lem of overlapping frameworks has not yet been solved. This consultation con-
tributed to the monitoring of the first phase of the Plan of Action of the World
Programme for Human Rights Education, 2005-2009 (UNESCO, 2009d, Annex I,
p- 8).

The debate in the CR Committee of the EXB (UNESCO, 2009g) identified a
problem with the submission of the report of the fourth consultation to the UN:
the Secretariat had used the wording “Member States and UNESCO,” but the
committee held that the report did not necessarily reflect the view of the entire
Organization owing to the small number of replies received. It was changed to
read “Suggestions for future action by some [emphasis added] Member States”
(UNESCO, 2009g, para. 27). The report (UNESCO, 2009h) was submitted to the
GC as an information document (UNESCO, 2009e, Annex III).

The 1974 Recommendation is still on the monitoring agenda of UNESCO
normative instruments. It is foreseen as of this writing that the reports of the
next consultation will be examined at the 192nd session of the EXB, and the
summary report submitted as an information document to the 37th session of
the GC in 2013 (UNESCO, 2009d, Annex II). This consultation will fall under the
general monitoring of the implementation of UNESCO’s standard-setting in-
struments (UNESCO, 2009d), but the GC will not discuss it because it will be
submitted as an information document.

To sum up: Generally speaking, the MS who reported on the implementa-
tion of the Recommendation indicated its considerable impact (UNESCO, 1989a,
1994g, 2001c, 2001d). The new Advisory Committee and updated reporting sys-
tem were established in 1994, to ensure an integrated approach in education for
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peace, human rights, and democracy. The temporary working group on human
rights education of the EXB made proposals for intensified human rights educa-
tion including co-ordination with all units dealing with human rights. A rather
small number of reports was received by UNESCO from MS for the second,
third, and fourth consultations. Within the new system for monitoring the im-
plementation of UNESCO'’s standard-setting instruments, the 1974 Recommenda-
tion is still one of the recommendations on education to be monitored. The next
consultation report will be submitted to the GC in 2013.

5.9 Peace: Fading away or re-emerging?

The 1974 Recommendation focused on international understanding, co-operation,
and peace, and on education relating to human rights and fundamental free-
doms. Democracy was added by the Integrated Framework of Action in 1995, a
document that can be seen as an important effort towards integration and con-
solidation of all these aspects together into education, as well as sustainable and
equitable economic and social development, among components of a culture of
peace. The concept of a culture of peace was broad and accommodated various
contents, and it was intended to be applied to all areas of UNESCO" s action.

Meanings and significations given to conceptions related to peace in the
1974 Recommendation and in the 1995 Guidelines were represented by a notion
of a culture of peace. It brought unity between all actors with different demands
and points of emphasis varying from human rights to sustainable development.
It became an empty signifier uniting those demands while any original particu-
lar content it may have had was diluted, and it thus signified a unity, practically
impossible but a symbol of the missing fullness (Laclau, 1995, 1996, 2005b, 2006).
Education for international understanding, co-operation and peace and educa-
tion related to human rights and fundamental freedoms which were articulated
in the 1974 Recommendation, as well as components added by the 1995 Guide-
lines, became overshadowed by the concept of a culture of peace, subsumed
into a wide notion of a culture of peace. Each articulation establishes the rela-
tionships between concepts, and each era brings its own key concepts. New key
concepts are related to existing concepts on the one hand, and differences be-
tween them on the other, as shown by this study. A culture of peace can be seen
as marking a paradigm shift in UNESCO" s discourse after the end of the Cold
War. The conception of a culture of peace highlighted the original constitutional
purpose of UNESCO and thus maintained the “old” concepts of peace while
renewing them by the articulation with new elements.

It was Federico Mayor, the DG of UNESCO, who made the idea of a cul-
ture of peace visible in the programme and in the structure of the Secretariat.
He established the Department of Education for a Culture of Peace? (in the
education sector) and the Department of Peace, Human Rights, Democracy and

e I was nominated Director of this Department.
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Tolerance (in the social and human sciences sector) (UNESCO, 1999d), and the
Department of Intercultural Dialogue and Pluralism for a Culture of Peace (in
the culture sector) (UNESCO, 1999c¢); the co-ordination of the Transdisciplinary
Project Towards a Culture of Peace was performed by the unit that had man-
aged specific programme activities for a culture of peace (UNESCO, 1999d).

In 1999, a number of resolutions adopted by the GC referred to peace di-
rectly or by implication: Towards a Culture of Peace (UNESCO, 1999g, Res. 42),
Physical Education and Sports for a Culture of Peace (Res. 18), and Promotion
of Arts Education and Creativity at School as Part of the Construction of a Cul-
ture of Peace (Res. 33), as well as topics such as Self-regulation to Reduce Vio-
lence in the Electronic Media (Res. 40), and the Overall Strategy on Human
Rights Education (Res. 16). The last of these discussed the conceptual work
needed to clarify the intrinsic value and strategic importance of human rights
education within the Transdisciplinary Project for a Culture of Peace.

A new DG, Koichiro Matsuura, was appointed in November 1999
(UNESCO, 1999¢g, Res. 2). The GCs of 2001-2007 did not present any resolutions
with peace in the title (see UNESCO, 2001b, 2003, 2005, 2007). There were, how-
ever, some related resolutions: Call for International Cooperation to Prevent
and Eradicate Acts of Terrorism (UNESCO, 2001b, Res. 39), Integrated Strategy
to Combat Racism, Discrimination, Xenophobia and Related Intolerance
(UNESCO, 2003, Res. 28), UNESCO Strategy on Human Rights (UNESCO, 2003,
Res. 27), Combating Fanaticism, Extremism and Terrorism (UNESCO, 2005, Res.
4), and the resolution on the celebration of the 60th anniversary of the UDHR
(UNESCO, 2007, Res. 38). Resolutions dealing with human rights did not men-
tion anything about the relations between human rights and peace.

The word “peace” also disappeared from the names of organizational
units: for example, the Department of Education for a Culture of Peace became
the Division for the Development of Quality Education soon after the new DG
took office. In the organizational charter for 2010, only one division has peace in
its title, namely the Division for Freedom of Expression, Democracy and Peace
(UNESCO, 2010k).

Although peace-related activities in education, such as the ASP, continued
in the first decade of the century, as well as continued reporting on the 1974
Recommendation, these changes suggest that interest in peace issues in UNESCO
is directly related to the interests of its DGs. In 2009, a new DG, Irina Bokova,
the first woman to hold the post, was elected. Among the GC resolutions of
2009, peace is mentioned in the titles of three resolutions. Two deal with the
establishment of institutions under the auspices of UNESCO (UNESCO, 2009f,
Res. 16, 38), namely the Mahatma Gandhi Institute of Education for Peace and
Sustainable Development in New Delhi, India, and a research and documenta-
tion centre for women, gender, and peace-building in Kinshasa, Democratic
Republic of the Congo. The third resolution addressed UNESCO’s work on a
culture of peace, asking for a coherent, interdisciplinary, and intersectoral pro-
gramme of action in this area (UNESCO, 20091, Res. 108). It was evidently fol-
lowed up: the DG’s report on UNESCO'’s work on a culture of peace was sub-
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mitted to the EXB in March 2010. It noted the significance of the 1974 Recom-
mendation:

Within the framework of the 1974 Recommendation concerning Education for Inter-
national Understanding, Co-operation, Peace and Education relating to Human
Rights and Fundamental Freedoms, UNESCO fosters a culture of peace through edu-
cation by supporting Members States to provide quality, inclusive education that
promotes the values of peace, human rights, tolerance, intercultural understanding,
democracy, non-violence and respect. (UNESCO, 2010f, para. 5)

This report mentions that the 2011 EFA Global Monitoring Report will focus on
the impact of violent conflict on education and on how education can promote
peace (para. 7). It also proposes four “pillars” of the interdisciplinary and inter-
sectoral programme of action on a culture of peace for UNESCO's four fields of
competence (UNESCO, 2010f, Add. para. 9). An information document includ-
ing details of a programme of action for a culture of peace by a number of coun-
tries?¢ was submitted to the same EXB (UNESCO, 2010a).

To sum up: It seems that after the end of the Cold War, the conception of
culture of peace maintained the “old” concepts of peace while renewing and
widening them and highlighting the original constitutional purpose of
UNESCO. It seems also that peace was fading away as a concern of UNESCO in
the decade of the 2000s. In the reporting on the implementation of the 1974 Rec-
ommendation, the emphasis shifted to human rights aspects. Whether peace will
now receive new emphasis in UNESCO, in the context of an integrated ap-
proach to education for peace, human rights, and democracy, with sustainable
development, in the perspective of a culture of peace, remains to be seen. The
Year 2010 marks the end of the International Decade for a Culture of Peace and
Nonviolence for the Children of the World. However, we are still far from
achieving its goals.

26 Congo, Cuba, El Salvador, France, Guatemala, India, Kuwait, Morocco, Senegal, Tu-
nisia and the Bolivarian Republic of Venezuela.



6 DISCUSSION AND CONCLUSIONS

6.1 Findings, research questions, and previous studies

This study demonstrates that education was considered, especially in
UNESCOQO'’s early years, as an important means to achieving world peace, and
that normative regulation of education was seen as one possible path towards
this goal. The overall research question addressed is: What outcomes can be
achieved, and what processes lead to them, when politically, economically, and
culturally different actors seek to define common standards for education re-
lated to peace in UNESCO?

It has been explored through the case of the Recommendation concerning
Education for International Understanding, Co-operation and Peace and Education
relating to Human Rights and Fundamental Freedoms, adopted by UNESCO in 1974.
The general context of the study is intergovernmental effort to put an end to
war, and it shares the optimism of those who consider this possible.

The first specific research question—What the Recommendation incorpo-
rates and how are its themes addressed? —was explored thoroughly using mi-
cro-level analysis to identify repertoires in it. While the repertoire analysis ad-
dressed formal aspects of the language of the text, analysis of content issues
discussed substantive aspects. A discursive approach that addresses both con-
tent and forms (see Jokinen et al., 2004, p. 228) was applied in identifying a
wider discourse. Both repertoire analysis and discourse theory were used as
tools to make explicit a number of features implicit in the text (Fairclough, 2002,
p- 122). Two other studies (Allahwerdi, 2001; Buergenthal and Torney, 1976)
have dealt with the 1974 Recommendation, but did not use a discursive approach;
their findings differ but in no way conflict with the present study.

The analysis produced several crucial findings. It was shown that in the
Preamble, international understanding, co-operation, and peace, and respect for
human rights and fundamental freedoms, all elements of the title of the 1974
Recommendation, were presented as overarching goals and supreme values, and
that the achievement of the aims of the UN, UNESCO, UDHR, and the Geneva
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Conventions was affirmed as the responsibility “incumbent on States.” Educa-
tion was seen as a means to that goal. Statements were made in the name of the
GC, using an official, solemn style that suggests a quasi-religious profession of
faith collectively pronounced by a community. I used principles drawn from
the work of Laclau to argue that the GC justified the importance of the Recom-
mendation by creating an implicit vision of ideal fullness while revealing exist-
ing shortages in prevailing education, in order to convince its readers of the ne-
cessity of its provisions and to suggest that this new form of education would
be better than existing international education.

6.1.1 The repertoires

The analysis distinguished five different ways of speaking in the 1974 Recom-
mendation, which I named the instruction, principled, factual, stand-taking, and
adjusting repertoires. Using these analytical categories I sought to reveal varia-
tions in the establishing of norms. These repertoires implicitly place actors in
different positions; they are embedded in and function in conjunction with one
other. The instruction, principled, and stand-taking repertoires are normative,
the factual repertoire was usually employed to “warrant” others, and the ad-
justing repertoire was instrumental in creating agreement.

The instruction repertoire was used to tell MS what purposeful actions
they should implement and how they should go about it. This repertoire is
dominant and indicates the important roles assigned to MS in this education—
from direct execution to ensuring, promoting, or encouraging action. By issuing
instructions, the GC placed itself in the position of authority and MS as follow-
ers, potentially creating conflict between two types of authority, the GC and the
individual MS who want to maintain their independence.

The use of the principled repertoire demonstrates a focus on the substance
of issues in question, such as student participation presented as an end in itself,
or other such required actions. MS are not mentioned directly; indeed, there are
no legally responsible actors. Education as an abstract entity is constructed as
an ethical actor, or as a means to achieve societal goals. The societal goals of
peace and human rights, presented as self-evident, were incorporated into this
repertoire, organized according to a pattern reflecting a wider discourse of ra-
tionality. The GC’s use of this repertoire placed it implicitly in a position of au-
thority.

The factual repertoire indicates the conditions and situations to be ad-
dressed and affects the instruction, principled, and stand-taking repertoires.
Conditions and situations were presented as facts or necessities, or as presup-
posing consensual knowledge or expertise. In some cases, this repertoire can
also have a normative function: it presents claims to truth and makes the as-
sumption that the user has right knowledge in its possession. The GC was im-
plicitly viewed as an expert and MS as co-constructors of factually presented
knowledge that provided a certain image of the state of affairs in the world. The
factual repertoire makes reference to anonymous expertise or to cultural con-
sensus, recalling the argument of Derek and Potter (1993) that in the attribution
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of causation, “attributional event variables (consensus, distinctiveness and con-
sistency) can be relocated as rhetorical criteria” (p. 38). For example, by con-
structing certain actions as universal or normative, the 1974 Recommendation
justifies them factually and often presents them as containing an implicit cul-
tural consensus.

The stand-taking repertoire includes statements of values or ethical
judgements relative to the issues under discussion. It is usually embedded in
the principled or other repertoires, but the use of the vocabulary of qualification
and judgement makes it a distinct repertoire. Both the GC and MS distanced
themselves from stand-taking positions, as is shown by the subjects of sentences
using the repertoire: not legal entities or individuals but rather abstract actors
such as “education” or “international education” are supposed to follow prin-
ciples and achieve norms. By its use of this repertoire, the GC implicitly posi-
tioned itself as a collective judge, constructing a frontier between “good” and
“bad.” Stand-taking always reveals the presence of two options, explicitly or
implicitly.

The adjusting repertoire was seen to be both interesting and important. It
is manifested in the form of limitation, the use of appropriateness, open-
endedness, or the introduction of another principle as an implicit counter-
argument. This repertoire functions not normatively but in conjunction with
other repertoires. Here the GC’s implicit position was that of mediator, and MS
subordinated their particular position to a universal. Adjusting functioned
mainly with respect to MS obligations, but did not affect the substantive content
of the presentation of the issues in question.

The adjusting repertoire can be found at the heart of any international
normative action, where it accommodates different political, economic, and cul-
tural views and interests in order to reach agreement. It demonstrates the im-
portance of seemingly minor details in the drafting of texts of this genre. The
adjusting repertoire evidently helped those MS which don’t have centralized
control over education and facilitated their agreement with universal norms. It
was instrumental in the political accommodations that made this Recommenda-
tion possible. This suggests that there may be some significant peace lessons
here: the adjusting repertoire helps politically, economically, and culturally dif-
ferent actors to find solutions by taking into account the needs and preoccupa-
tions of others.

The adjusting repertoire can be considered as a form of mitigation; it has
been argued that “blame, denial, excuse, and mitigation are the nexus of discur-
sive activities” (Derek & Potter, 1993, p. 34). It also describes some important
aspects of the formulation of international documents in general. According to
Steffek (2003), the UN GA demonstrates the connection between the institu-
tional and discursive dimensions of governance, in that arguments expressed at
this forum must be formulated in such a way that all other states can agree with
them. Steffek sees this as “applied Kantianism, which is inherent in Habermas’s
theory of communicative action [and] requires arguments to be formulated in
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such a way that everybody concerned can—in principle —agree to them” (Stef-
fek, 2003, p. 265).

The repertoires distinguished here are also relevant to the critique by
Wells (1987, pp.130-131), who considers the 1974 Recommendation a liberal
document expressing a Western bloc viewpoint, since it did not contain refer-
ences to the responsibilities of educators, it presented the goals of education via
the impersonal and thus in her view liberal formula “education should,” and it
recommended only indirect action by states concerning teacher preparation.

A discourse analysis by Tamatea (2005) of a text in a similar genre, the Da-
kar Framework of Action on Education for All, showed how that text left no room
for alternatives. The 1974 Recommendation did incorporate them: a single truth
was constructed by the use of factuality and self-evident aims, but MS” s obliga-
tions were adjusted by wording, and the use of this repertoire diminished the
prescriptive character of several passages.

I have also identified a wider discourse, the rational. Rationality is inher-
ent in the appeal to purposeful action and in the way the text is organized, as
well as in the expressed belief in science, research, experimentation, and “right”
knowledge. The rational discourse cuts across repertoires in the text of the Rec-
ommendation.

A study of a text in a similar genre, the Health Promotion Programme of
the European Commission for 1996-2000 identifies religious, military, and scien-
tific discourses in it (Sykes, Willig, and Marks, 2004). The scientific discourse
identified by this study is similar to what I call rational discourse, as used also
by Steffek (2003), who argues that the most important resource for legitimating
international governance by international organizations is rational justification.
I also noticed the use of military vocabulary in some passages of the text.

Finnemore (1996) discusses the concept of world culture, which is in effect
Western culture expanded around the globe, one of its central features being
rationality and purposive action. Here rationality means the structuring of ac-
tion in terms of ends and means, and is assumed to be not only good but also
natural. Among other existing ways to structure social action, Finnemore men-
tions roles, rituals, duties, and obligations that are not consequentialist in a
Western rational way. She sums up Western rationality in these terms:

Progress and justice are the two ends toward which Western societies structure their
rational action. Through historical experience these two goals have come to be de-
fined in particular ways. Progress or “success” is defined materially, which for indi-
viduals usually means increasing wealth and for states means increasing gross na-
tional product. Justice is usually defined in terms of equality. Rational means to both
these goals, in the Western cultural framework, are bureaucracies and markets.
Claims of efficiency in contributing to increased wealth and progress legitimize both.
Both locate authority in impersonal rules that can be legitimated in terms of equal-
ity —equal access, equal opportunity. (Finnemore, 1996, p. 331)

The 1974 Recommendation strongly emphasizes justice and equality, not in terms
of markets but perhaps implicitly through bureaucracies. Duties and obliga-
tions are invoked, and efficiency is applied in the service of peace and human
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rights. Rationality, belief in science, right knowledge, and efficiency are values
that both socialist and Western bloc countries can easily be associated with.

6.1.2 Analysis of content issues

Several content areas in the 1974 Recommendation were analysed, using some of
the conceptual tools of discourse theory.

1. Conceptions of peace and human rights obviously called for exploration. I
focused on three aspects in particular:

(a) In the articulation of peace and human rights, the use of the prepositions
“for” in the case of peace issues and “relating” in the case of human rights in
the title of the Recommendation led me to ask whether this meant that priority
was being given to peace aspects. Peace and human rights were articulated in
three ways: as a single entity, as separate entities that formed part of an “ex-
panding formation,” and as separate entities. Further analysis showed that hu-
man rights did indeed have a prominent place in the text, reflecting its impor-
tance during the Cold War, in which one side emphasized peace and the other
human rights.

(b) The conception of peace, presented as one element of the integrated trio of
“international understanding, co-operation and peace,” broke down into vari-
ous types or emphases. In some passages, peace was to be maintained or devel-
oped, in others maintained and developed at the same time. Reference was
made to a just peace, and to world peace. World peace was articulated with in-
ternational understanding and co-operation, with the struggle against colonial-
ism and neocolonialism, and the struggle against racialism, fascism, and apart-
heid.

Recognition of the equality and necessary interdependence of nations and
peoples was an important component of peace. The abolition of social and eco-
nomic inequalities and the fight for social justice could be interpreted as struc-
tural aspects of the development of peace. War was stated to be inadmissible for
the purposes of expansion, aggression, and domination, and the use of force
and violence for purposes of repression was also condemned. However, these
formulations immediately suggest that there are other admissible purposes for
recourse to war and the use of force and violence; more light was shed on this
in the analysis of processes.

The emphasis on the structural aspects of peace—social and economic
equality and social justice—can be seen as expressing a concept of “positive”
peace, as defined by Galtung (1969). Positive peace means the absence of struc-
tural or indirect violence, sometimes referred to as social injustice, underpinned
by inequality in the form of the uneven distribution of resources such as educa-
tion and medical services, or the unevenly distributed power to decide the dis-
tribution of resources. Negative peace by contrast means simply the absence of
direct violence. But peace is not only a matter of the control and reduction of
overt violence: “violence is present when human beings are being influenced so
that their actual somatic and mental realizations are below their potential reali-
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zations” (Galtung, 1969, p. 168). For example, a life expectancy of thirty years
would not be considered an expression of violence during the Neolithic period,
but the same life expectancy today, whether due to wars, or social injustice, or
both, would amount to structural violence (Galtung, 1969, p. 169). The WHO
report on violence (Krug et al., 2002) included deprivation or neglect as one
type of violence, similar to the concept of structural violence, along with armed
conflict within or between states, genocide, repression and other human rights
abuses, terrorism, and organized crime. The 1974 Recommendation calls for struc-
tural changes for the prevention of war, namely “the eradication of conditions
which perpetuate and aggravate major problems affecting human survival and
well-being —inequality, injustice, international relations based on the use of
force” (UNESCO, 1974h, Res. X, 38, para.18).

The peace to be maintained, as it appears in the 1974 Recommendation, can
thus be interpreted as negative peace, without direct violence but allowing for
structural violence. At the same time, invoking the development of peace and
issues articulated with world peace expresses a desire to end structural violence,
meaning inequality and injustice. Human rights are among the elements that
constitute positive peace, as reflected in the literature of peace education, which
continues to move beyond the notion of peace as merely the absence of inter-
state armed conflict to include the conditions of justice that might overcome the
causes of such conflict (see for example, Reardon, 1995).

International co-operation appears as an indivisible element along with in-
ternational understanding and peace in the 1974 Recommendation. The study and
practice of international co-operation were presented as self-evident aims that
justified actions required of MS or of educational institutions. That international
co-operation was understood as an absolute value is shown in a number of
formulations, for example that “post-secondary educational establishments
should systematically take advantage of the forms of international action inher-
ent in their role” (UNESCO, 1974h, Res. X, 38, para.28). More recent research
(Torney-Purta, Wilkenfeld & Barber, 2008) has shown that a country’s public
statement in international fora have an influence on their students” awareness
of the importance of human rights.

International co-operation was especially important in the context of the
Cold War, when many channels of communication between the two blocs were
closed. UNESCO provided an international legal framework as the basis for
that co-operation. International education exchange programmes were devel-
oped during the Cold War by the USA and the Soviet Union in an attempt to
build up and maintain their allegiances in countries all over the world (see for
example Tsvetskova, 2008). The ASP was an important tool of international co-
operation, and one of the oldest programmes of UNESCO. Its inclusion in the
Recommendation was significant, since it could then maintain and eventually
reinforce its status within the Organization. The ASP was not viewed as contro-
versial or “political.” In the field of education for international understanding it
did not threaten the status quo during the Cold War but increased opportuni-
ties for international exchanges.
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(c) The conception of human rights included rights and freedoms articulated
with duties, social activities, and respect for the rights of others. The struggle
against racialism was articulated with fascism and apartheid, “all forms and
varieties” of them and with “other ideologies which breed national and racial
hatred” (UNESCO, 1974h, Res. X, 38, para. 6), the latter leaving open the im-
plicit possibility for the inclusion, for example, Zionism among those other ide-
ologies brought up upon the debates. Importance given to racism was the inclu-
sion of the international convention on the elimination of racism and articulated
with the UDHR, which it was stated should become “an integral part of the de-
veloping personality of each child, adolescent, young person or adult” (para.
11). There was a strong human rights component in teacher training; commit-
ment to the ethics of human rights was articulated with the aims of changing
society so that human rights could be applied in practice. Human rights was
maintained as a distinct area of concern while being integrated into peace ac-
tions in education. Measures countering discrimination and inequality were
also mentioned, although there was no explicit reference to discrimination
against women.

2. The use of the terms “education and “international education” was analysed
and compared.

International education was frequently used and it had a particular political
function in the Recommendation, as a Cold War compromise. I see the concept of
international education here as a common denominator in the debates about
international understanding, co-operation, and peace, conceived as an indivisi-
ble whole based on two principles: friendly relations between peoples and
states with different social and political systems, and respect for human rights
and fundamental freedoms. When all the connotations of those debated terms
were subsumed under “international education,” I identified the process as
catachrestical in Laclau’s sense, the act of naming something that has not been
named before. Although the concept of international education was used before
this naming fixed a new meaning to it as a common denominator of those three
groups of concepts. The “old” concept of international education was used be-
fore in several meanings and was not clearly defined by its uses, whether by
societies, organizations, or institutions in the USA, Germany, UK and Australia,
among others (see Wilson, 1994).

The use of international education to effect a Cold War compromise might
be seen to belong to the “status quo” aspects of the Recommendation. Christie
(2006) like Galtung distinguishes between direct violence, which he calls “epi-
sodic,” and indirect or structural violence; he argues that peace-building meas-
ures addressed to episodic violence support the status quo, whereas emphasiz-
ing social justice to reduce structural violence challenges the status quo. In this
respect, the maintaining of peace as included in the 1974 Recommendation could
be interpreted, following Christie (2006), as addressing episodic violence and
thus supporting status quo elements in international relations; the concept of
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international education had a similar function when introduced as a common
denominator.

The other use of the term “international education” in the Recommendation
was compared with the use of “education” by itself. The frontiers between these
concepts as used in the Recommendation were found to be blurred; in other
words, any apparent differences were not important, and both were used to
speak of education as a whole.

3. The stated aims of education of the individual included emotional, behav-
ioural, knowledge, and action components.

Knowledge, critical understanding, the ability to co-operate, motivation, com-
mitment, and active individual contribution all appeared as part of the termi-
nology used in this connection. Individual qualifications were not isolated ele-
ments but articulated with societal aims, which in some places were used to
justify the qualifications deemed important for the individual. Participation in
solving fundamental problems and taking part in the cultural life of the com-
munity and in public affairs were held to be important.

4. Educational approaches stressed an “international dimension and global
perspective” (para.4 a) and the interdisciplinary and problem-oriented con-
tent of peace education.

A variety of methods for learning and training, including the use of mass media

and new educational technologies, were advanced. The needs and aspirations

of young people, and student participation in the organization of their studies
and of the educational establishment they attend, were raised at several points.

Student participation in the structuring of education was indeed an important

issue in many countries in the 1960s and 1970s; massive student demonstrations,

for example in France, Mexico and the USA and many other parts of the world,
were not only about political issues such as the Viet Nam War but also the

rights of students within their universities (see for example Kurlansky, 2008).

Student participation was a modern educational and pedagogical goal in that

historical context and is still a valid one: it has been shown that democratic

practices at school, enhancing students’ participatory rights, have a positive
association with knowledge of human rights among 14-year-olds (Torney-Purta,

Wilkenfeld, & Barber, 2008).

These content areas were also studied in terms of their use of different
repertoires. It was evident that repertoires were linked to specific areas. The
stand-taking repertoire was used almost exclusively in speaking about war and
peace, whereas the instruction repertoire was not used in this area at all. Inter-
estingly, the use of the adjusting repertoire did not have any impact on the con-
tent of the Recommendation.
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6.2 The processes leading to the Recommendation

The second research question — Which international political and organizational
processes led to the 1974 Recommendation and how did they come about? —was
explored primarily on the basis of UNESCO documents, identifying the posi-
tions of different actors including MS and their various groupings, and the Se-
cretariat. Verbatim records of proceedings often made it possible to identify
which country or delegate had taken the floor. I also looked at the roles of a
third group of actors —experts and NGOs at the relevant meetings.

Processes were analysed on a macro-level in their historical context. I
looked at constellations of actors” positions in the process of arriving at a com-
mon text; in Laclau’s terminology, my focus was on hegemonic processes in
search of an universal ideal. In these constellations two different “logics,” the
logic of difference and the logic of equivalence, were in use. It was also evident
that MS, the Secretariat, and experts all played a role in these hegemonic proc-
esses. This part of the study sheds light in particular on the complexity of
UNESCO’s work.

Normative regulation of education as it relates to peace had deep roots.
Even before the establishment of UNESCOQO, the International Committee on In-
tellectual Co-operation had initiated normative activities with respect to school
textbooks. When UNESCO was founded, international understanding was of
unanimous and crucial concern. The first GC emphasized practical action, while
the second decided on a convention on education for “international peace and
security.” MS were united in favour of this, as opposed to the kind of education
that had cultivated hatred and mistrust between nations and encouraged war.
However, in the general debates on peace the issue of what issues are political
and hence the province of the UN rather than properly educational came to be a
continuing source of contention. During that time, UNESCO was ideologically
dominated by the West.

A decision was made about a convention on education for peace and secu-
rity but not implemented for reasons of “lack of funds and staff” as explained
by the Secretariat, and UNESCO eventually organized a meeting of experts in
1949, which proposed a recommendation and prepared a unanimous draft.
There was a strong shared belief in UNESCO in accurate knowledge, experts,
and investigative studies. However, by 1951 the reluctance of the decision-
making organs of UNESCO, including the Secretariat, to decide on a recom-
mendation led to the idea being dropped or side-stepped for about a decade.
The impact of the Cold War was felt in many ways in the Secretariat at this time.

A second round of attempts at normative action in education took place in
the period from 1960 to 1962. MS now had conflicting attitudes on normative
action. New states had joined following decolonization, including 17 African
states in 1960. (The Soviet Union, Ukraine, and Belarus had joined in 1954.) So-
cialist countries advocated peace, disarmament, and peaceful coexistence, as
well as the eradication of colonialism and its aftermath. Many of their proposals
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relative to peace, often supported by non-aligned and Third World countries,
were seen from a Western bloc perspective as “political” and not appropriate
for UNESCO. The meaning of “political” continued to divide MS.

At the beginning of the 1960s the idea of a normative instrument on edu-
cation, now in the form of a declaration, was reintroduced in UNESCO. The
idea was supported by socialist countries and also by a number of developing,
non-aligned, and some Western bloc countries. The ideological dividing line of
the Cold War became blurred in this respect, as the idea of peace held differing
groups together. In spite of their differences they were in favour of peace in
general terms, which meant that the logic of equivalence prevailed. But in the
end the idea of a normative instrument was diplomatically side-stepped and
buried.

Meanwhile, general debates on UNESCO's role in fostering peace paved a
way for normative action in peace education, although opinions as to what
peace should include were divided. Drafting committees?” were instrumental in
settling controversial issues, and consensus was achieved through formulations
that satisfied all, or at least the major players. This strategy was especially im-
portant for Western bloc countries now that they were a minority in UNESCO.
By the beginning of the 1960s, UNESCO had 120 Member States, compared to
44 in 1947; moreover, those 44 had all been united against fascism, in the after-
math of the Second World War.

The final stage, from 1967 to 1974, began when the DG stated in the Sup-
plement to the Approved Programme and Budget for 1967-1968 that interna-
tional instruments in the field of education “might constitute an important
measure for the execution of resolution 10” (UNESCO, 1967d, para. 2159),
showing that the Secretariat was now in favour of a normative instrument. At
the same time opinions continued to differ on what counted as political,
whether all UNESCO programmes should promote peace or only specific pro-
grammes, and whether actions should be practical or normative.

After the idea of a normative instrument was reintroduced, a preliminary
study was prepared by the Secretariat. The GC decided in 1972 on a recom-
mendation to cover not only international understanding, co-operation, and
peace but also human rights and fundamental freedoms, the latter elements be-
ing proposed by a group of Western European countries. It is evident that the
inclusion of education related to human rights and fundamental freedoms
made it easier for the Western bloc countries to join in the hegemonic political
formation that took place in the committee of experts and led to the unanimous
approval of the Recommendation. The combination of peace with human rights
became an integral part of the discourse of the 1974 Recommendation. In this re-
spect, it accommodated the interests of both West and East, and by adding such
concepts as a “just peace,” most of the South as well.

2 For example, in 1978, these committees involved three participating bodies, a) the
Group 77, b) the group of industrial countries having a market economy (generally
called the Western group although Japan, Australia and New Zealand with its mem-
bers, and c) the group made up by the socialist countries (M” Bow, 1978).
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A Special Committee made up of political and expert participants final-

ized the text and proposed it unanimously after often heated debate. Experts
were well represented on the Committee and evidently played an important
role in defining content areas of the text and in achieving agreement.
In spite of general satisfaction with this draft, consensus broke down at that
year’s GC conference, due to a series of amendments at subsequent stages. Dis-
puted elements were incorporated in the final text by majority vote. The final
text was adopted by a majority of MS, with 76 in favour, 5 (Western bloc coun-
tries) against, and 15 abstentions. It was clear that agreement on pressing issues
such as the admissible recourse to war and violence in the pursuit of national
liberation, as well as the elimination of colonialism and racism, was difficult,
especially for many Western bloc countries who considered these issues politi-
cal and thus appropriate to the UN, not UNESCO.

This study of the processes leading up to the 1974 Recommendation ex-
plains why some elements were present in the text and which repertoires were
used. It is noteworthy, for example, that the stand-taking repertoire was used
especially in relation to the more controversial issues included by majority vote,
and that the adjusting repertoire corresponded to formulations that satisfied the
concerns of countries with decentralized systems of education. It also explains
why “human rights” was added to the title: this was due to a proposal by West-
ern European countries, who were also responsible for the inclusion of refer-
ence to the Geneva Conventions in the Preamble and the International Conven-
tion on the Elimination of All Forms of Racial Discrimination in the text late on
in the process. On the other hand, study of these processes does not provide
any explanation of the absence of specific reference to women. The examples of
process discussed can be taken to show the contingent nature of discourse
(Howarth et al., 2000; Laclau, 1994): the inclusion of elements in the text de-
pended on the interests of a particular MS or of an expert present at a key meet-
ing. The Secretariat also played an important role both in the introduction of a
normative action and in its substance. For a summary table of actions in these
processes, see Appendix C.

6.3 The follow-up to the Recommendation

The third research question—What kind of follow-up took place after the 1974
Recommendation was adopted? —was explored here in a macro-level analysis. It
linked UN actions in the fields of peace and human rights with related
UNESCO initiatives (see a chronology in Appendix D). A series of conferences
was organized, and their recommendations followed up by separate pro-
gramme sectors of the Secretariat within UNESCO. Co-ordination was called
for by various resolutions, but putting it into practice was another matter. Three
separate courses of action developed after 1974:
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1. Education as it relates to human rights and fundamental freedoms

An International Congress on the Teaching of Human Rights, organized by
UNESCO in 1978, was followed up by the social and human sciences sector in
the Secretariat of UNESCO. A convention on education in the field of human
rights was proposed, then explored but rejected in 1980 by the GC. Instead, it
approved the Plan for the Development of Human Rights Teaching in 1980.
This Plan is not a normative instrument or a set of guidelines but a list of ac-
tions and measures.

2. Education as it relates to peace

An Intergovernmental Conference on education for international understand-
ing, co-operation, and peace and relating to human rights and fundamental
freedoms “with a view to developing a climate of opinion favourable to the
strengthening of security and to disarmament” (UNESCO, 1983d) was organ-
ized in 1983. It was intended as a follow-up to the 1974 Recommendation and to
the first Special Session on Disarmament, held by the GA of the UN in 1978, and
the World Congress on Disarmament Education organized by UNESCO in 1980.
Both the UNESCO conferences recommended lists of proposed actions and
measures including a proposal for a separate plan for peace issues, and the Plan
for the Development of Education for International Understanding, Co-
operation and Peace was approved in 1985. Like the human rights teaching Plan,
this is not a normative instrument or a set of guidelines but a list of actions and
measures.

3. Anintegrated approach

Integration between peace and human rights as an educational approach was
emphasized in a number of GC resolutions that pointed to the close relations
between peace and human rights. They were articulated together in the titles of
programme resolutions: for example, in 1983 the Major Programme was titled
Peace, International Understanding, Human Rights and the Rights of Peoples,
the last of these being a controversial issue at the time. However, in the Pro-
grammes categorized within that Major Programme, peace and human rights
were separate, except in the case of education where they were articulated to-
gether as Education for Peace and Respect for Human Rights and the Rights of
Peoples.

Integration between several peace related issues was evidently a problem,
but at the same time it was an important pedagogical trend that was continued
in the 1995 Integrated Framework of Action: the trend was towards a more ho-
listic approach in the practice and the philosophic underpinnings of compre-
hensive peace education (Reardon, 1988, 1995).

After the fall of the Berlin Wall in 1989, this integration approach was con-
tinued. The proposal to upgrade the 1974 Recommendation into a convention was
abandoned as superfluous by the GC in 1991; however, some revision of it was
seen as indispensable, and it approved a draft Integrated Action Plan. Again in
1993, an integrated approach was highlighted by GC resolutions, leading to the
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Integrated Plan of Action on Education for Peace, Human Rights and Democ-
racy. The 1994 ICE adopted a Declaration on the same theme, and the two
documents were eventually treated as one (see Appendix B). In the post-Cold
War climate, international commissions on education and culture, as well as the
introduction of the concept of a culture of peace by UNESCO and the UN,
brought new elements into these Guidelines.

Discursive comparison of the 1974 Recommendation with the 1995 Guide-
lines identified considerable differences in their style, content, repertoires, and
wider discourses (see Appendix E). The Guidelines articulated education for
peace, human rights, and democracy with sustainable development, and placed
them all within the perspective of a culture of peace. They made no use of the
instruction and stand-taking repertoires, but the factual and principled reper-
toires were used in turns. The adjusting repertoire was used in both documents,
but applied to different issues: in the Integrated Framework of Action it oc-
curred in the context of the universality of human rights, and in the 1974 Rec-
ommendation in the context of the instructions to MS. In both cases this reper-
toire was used to balance particulars and universals. The term “international
education”, which had an important use in the 1974 Recommendation, was not
mentioned at all in the Guidelines.

An updated reporting system was established after 1995, but the problem
of a low response rate was not solved. Human rights education received more
attention; by contrast, after 2000 peace concerns faded from view, a develop-
ment that correlated with the appointment of a new DG in 1999.

It is also possible that the concepts of peace and human rights became
somewhat ideologically tainted by their respective supporters: socialist coun-
tries and a majority of the developing countries advocated the former and
Western bloc countries the latter dimension. Accordingly, the Plan on peace
issues was important for socialist countries and the Plan on human rights for
Western bloc countries, while both groups were concerned with the implemen-
tation “fully and comprehensively” of the 1974 Recommendation that led to the
approval of the new Guidelines in 1995. After the dissolution of the socialist
bloc, peace concerns began to vanish altogether in UNESCO. The new emphasis
given to a culture of peace in UNESCO after the end of the Cold War, faded
away after the departure of the DG, Federico Major, in 1999.

The future of an integrated approach to education in UNESCO, maintain-
ing both peace and human rights aspects, remains to be seen. The same can be
said about a culture of peace. A resolution on a culture of peace was passed in
2009, and a report was submitted by the newly appointed DG [Irina Bokova] to
the EXB in March 2010 on UNESCO’s work on a culture of peace. These devel-
opments may mean that peace will once again receive more emphasis in
UNESCO. The reporting system of the 1974 Recommendation is still in force. Its
implementation by MS is included among the recommendations to be moni-
tored by UNESCO, and the results of the next consultation are expected to be
submitted to the GC in 2013.
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6.4 General conclusions

This study has provided a number of elements for further reflection and re-
search in several areas.

1. Bringing together peace and human rights during the time of the Cold War
was a major accomplishment with political, educational, and ethical dimen-
sions.

Making a close link between education for peace and education regarding hu-
man rights was seen as one of the breakthroughs of the 1974 Recommendation
(Torney and Gambrell, 1980). It was an outstanding achievement from the point
of view of educators, who were provided with one comprehensive recommen-
dation. Many concrete steps were suggested that built upon nascent trends in
education in many countries (e.g., student participation, expansion of civic edu-
cation; see Sherrod, Torney-Purta & Flanagan, 2010). The heated debates gener-
ated by ideological conflicts during the formulation of the Recommendation were
themselves fruitful because they compelled antagonists to justify their argu-
ments more carefully than they would have needed to among the like-minded.

The 1974 Recommendation has been seen as a contribution to détente (Hag-
grén, 2005). According to Hopf (1999), the Viet Nam War and the crisis caused
by the OPEC oil price increase showed “that power traditionally understood as
nuclear superiority could not explain outcomes in world politics” (p. 3).

The 1974 Recommendation was adopted one year before the signature in
Helsinki in August 1975 of the Final Act of the Conference on Security and Co-
operation in Europe. It presented 10 groups of principles for guiding relations
between participating states, including the peaceful settlement of disputes, non-
intervention in internal affairs, and human rights (“Conference on Security,”
1975). The impact of the Helsinki Final Act was far-reaching: Thomas (2001)
argues that the efforts of the European Community brought human rights for
the first time onto the political agenda, and the final recommendations con-
tained “respect for human rights and fundamental freedoms including freedom
of thought, conscience, religion or belief,” negotiated with the issue of “non-
intervention in internal affairs” (Thomas, 2001, p. 62). It is apparently not as
well known that bringing peace and human rights together had already been
accomplished in the 1974 Recommendation.

2. The Recommendation can be seen in a broader international context than that
of European security.
An important event in the radicalization of the Third World was the sixth spe-
cial session of the UN GA hosted by Algeria in April 1974, when the Declara-
tion on the Establishment of a New International Economic Order (NIEO) was
adopted. According to Rajagopal (2005), this was “a fundamental challenge to
the “old” international economic order that rested on colonial relationships” (p.
78): attempts to establish the NIEO took place during the period when “for the
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first time, the Third World emerged as a major actor in a system-wide interna-
tional crisis by claiming a right to economic development” (p. 77). However, by
the end of the 1970s the NIEO was judged a failure by the USA and other coun-
tries of the West, who had blocked it, and “cracks in Third World coalition be-
gan to appear” (p. 78). Radical, fundamental change was replaced by incre-
mental reforms (Rajagopal, 2005). The concerns of peace educators, in particular
the continuing threat of nuclear war, as well as student unrest in Europe and
other parts of the world, were still timely. UNESCO reports, such as Learning to
Be, and Paolo Freire’s pedagogy of freedom had a definite impact, especially in
the West.

The implicit acceptance of “admissible” recourse to force and violence in
the 1974 Recommendation should be seen in the light of support for the national
liberation struggles of the 1960s and 1970s, the armed opposition to repression
and dictatorship in Latin America, the Cuban revolution, and the Viet Nam
War. This contributed to widespread arguments in favour of legitimizing the
use of war and violence for liberation purposes, including the theoretical work
of intellectuals such as Franz Fanon, Jean-Paul Sartre, and Michel Foucault
(Wieviorka, 2004, p. 68). Apartheid in South Africa was another international
concern within the UN system, and racism was thus a prominent issue.

The admissibility of force in favour of human rights and for humanitarian
reasons is still topical. Jolly et al. (2009, pp. 27, 176) note that a norm is emerging
concerning “humanitarian intervention” and “the responsibility to protect,”
with a belief in collective international responsibility to protect human beings
when governments engage in murder or ethnic cleansing.

3. Peace, and what constitutes a “good” education, are increasingly broad con-
cepts.

This study shows that it has been difficult to agree on the components of peace and
introduce them into a normative instrument. The 1974 Recommendation linked
peace and human rights in the field of education, and the Integrated Framework of
Action added democracy and articulated sustainable and equitable economic and
social development with peace, human rights, and democracy: all of these were
conceived as essential to building a culture of peace. In 1983, the Intergovernmen-
tal Conference positioned the 1974 Recommendation “within a perspective to de-
velop a climate conducive to the strengthening of security and disarmament.” Spe-
cific programme areas articulated peace, respect for human rights, and the rights of
peoples. The rights of women, who were not mentioned in the 1974 Recommenda-
tion, received a lot of emphasis in the 1995 Guidelines.

In the Integrated Framework of Action peace included non-violent conflict
resolution and negotiation on an equal footing, approaches characteristic of a
culture of peace. If peace was to be promoted by peaceful means, non-violence
was crucial not only at a personal but also at an international level.

The difficulty of defining peace might also help explain the fluctuations of
terminology, from talk of peace and security through international understand-
ing to that of a culture of peace within UNESCO. The analysis of content issues
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showed how the concept of international education had a political function;
follow-up events support that interpretation, in that the term “international
education” was used very little in UNESCO documents afterwards, probably
because lots of Cold War countries were suspicious of each other’s interpreta-
tion of what should be included in it.

But broad concepts introduced in the Recommendation are still used very
broadly, for example under the name of “global education,” as now used by the
North-South Centre of the Council of Europe (“North-South Centre,” 2010). An
initiative by some NGOs (“Global campaign,” 2010) uses the concept of peace
education in an action called the “global campaign.” The term “education for
global responsibility” is used in a project of the Ministry of Education of
Finland, following the North-South Centre concept of “global educa-
tion” (Kaivola & Melén-Paaso, 1997; Savolainen, 1997). However, a year before
“International Education 2010” figures in the title of the proposal by a working
group of the Finnish Ministry of Education (“International Education”, 2006).
International education has been an important concept in the USA and the UK
for several decades.

The integration of international understanding, co-operation, and peace
with human rights and fundamental freedoms in the 1974 Recommendation, and
the Integrated Framework of Action’s addition of democracy, were far-sighted
decisions. According to Jolly et al. (2009), the UN” s work in the fields “of peace,
sovereignty, development, and human rights have increasingly been brought
together and become more integrated intellectually, [emphasis added] especially
within the concepts of human security and human development” (p. 255). The
importance of integration is evident in Chapter titles of their book, “Social De-
velopment: From Sectoral to Integrated Perspectives” (p.130), or “Human De-
velopment: From Separate Action to an Integrated Approach” (p. 186).

The High-level Panel on Threats, Challenges and Change convened by the Sec-
retary General of the UN in 2004 (UN, 2004) identified six global threats:

= economic and social problems, including poverty, infectious disease,
and environmental degradation

= interstate conflict

= internal conflict, including civil war, genocide, and other large-scale
atrocities

* nuclear, radiological, chemical, and biological weapons

= terrorism

= transnational organized crime.

It is clear that all these threats are interlinked threats to peace. The list did not
include a seventh threat: racism, ethnic and religious discrimination. However,
the Panel considered that “the biggest failures of the United Nations in civil
violence have been in halting ethnic cleansing and genocide” (UN, 2004, para.
87). The focus in the area of peace and security is shifting from preventing state
conflict to protecting individuals within their own countries (Jolly et al., 2009).
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In this respect, it should be noted that in the 1995 Guidelines MS were not even
mentioned, although in the 1974 Recommendation their role was central. This
reflects a change of focus: in 1974 world peace was the issue of concern, while in
the 1995 Guidelines war and violence were seen as inflicted on those regarded
as “others.” Peace and human rights, conceived as absolute values in the 1974
Recommendation, became in the 1995 Guidelines, as I interpret them, political
and instrumental responses to problems such as racial and ethnic hatred and
the upsurge of terrorism. However, states are needed to settle peace related
problems inside countries and between them.

Peace can be more difficult to define because it is not object of similar
normative instruments as in the case of human rights. What kind of peace, to be
achieved by what means, is a topic of permanent debate an interpretation. By
contrast, international instruments of human rights are agreed at the level of the
UN, and have specific content that limits their interpretation.

Peace itself as a subject of education was a central focus at the founding of
UNESCO and during the Cold War. Then, “old approaches” to peace became
overshadowed by a notion of a culture of peace. After 2000, it appeared to van-
ish from UNESCO'’s educational and other activities. New emphases were in-
troduced and education for all became central to UNESCO activity. Human
rights education acquired a higher profile in the reporting of the implementa-
tion of the 1974 Recommendation. The Convention on the Rights of the Child has
provided an impetus for new visions of citizenship and respect for human
rights internationally (Torney-Purta & Amadeo, 2011).

Environmental and development issues, in particular sustainable devel-
opment and related education, have become prominent in the context of the
UN’s Millennium Development Goals. To these international examples a na-
tional example could be added, from Finland: the Law on the Comprehensive
School in 1983 set as its general educational aim “to educate pupils who are
balanced, are in good physical condition, are responsible, autonomous, creative,
co-operative and willing to promote peace” (“Peruskoululait,” 1983, Section 2
[my translation]). A subsequent law on comprehensive education (“Peruskoulu-
lait,” 1998) did not mention peace any more but emphasized ethical responsibil-
ity, equality, and participation. Instead, the paragraph 2 containing educational
objectives for children” s daycare that was included in 1983 into the law on the
children” s day care in Finland (“Pdivédhoitolaki”, 19.1.1973/36, 2 a 8§,
(25.3.1983/304) has remained unchanged for 27 years. One of the goals of the
day care is that it “should support the child’s growth for joint responsibility and
peace as well as for caring of the environment” [my translation]). Education for
peace had its background in the 1974 Recommendation, but it was also a political
issue in Finland.

4. The concept of a “good education” in relation to peace and human rights
follows developments in the field of education policy.

In the 20 years that separated the 1974 Recommendation and the 1995 Integrated

Framework of Action, considerable changes had taken place in education and
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politics. Both documents introduced “modern” concepts of education for their
time. Some terminology changed significantly: for example, the rights and re-
sponsibilities of the individual became citizen and civic commitments, and stu-
dent participation was replaced by democratic management. The decentraliza-
tion of educational policy recognized in the Guidelines contrasts with the state-
centred world of the Recommendation, which focused on international action and
co-operation. Rationality remained central to both documents, but the individ-
ual qualities invoked in the 1995 Guidelines reflected a new emphasis on con-
flict resolution, inner peace, and non-violence.

The authors of a book drawing upon the findings of the UN Intellectual
History Project identify challenges for the future:

The UN should initiate a global initiative to include an international component in
school curricula at all levels. A globalized world requires that countries slowly adjust
their national educational systems to help students gain some global perspective and
improve cultural and religious understanding. Familiarity with emerging technolo-
gies is also important. Students need to leave school equipped to understand the
global political, economic, and technological developments that will affect their lives.
(Jolly et al., 2009, p. 231)

It seems that they were not aware of UNESCO'’s existing actions in this domain;
however, the most important thing is that these challenges are recognized, and
that they are still topical.

5. Work on normative action in education as it relates to peace involved col-
laboration by several actors.

UNESCO’s MS, the Secretariat of UNESCO, and experts including those from
NGOs all played a role in the political, economic, and cultural contexts at each
period analysed. A similar complex grouping of actors was observed in the as-
sessment by Jolly et al. (2009) of the development and implementation of UN
ideas for sustainable development and human security: they suggest that there
are three UNs — the first composed of the MS, who form the UN of governments,
a second UN of staff members, and a third UN of closely associated NGOs, ex-
perts, and consultants (pp. 32-33).

Although MS (and the National Commissions for UNESCO) were the
primary actors, it is evident that experts played an important role in the prepa-
ration of the 1974 Recommendation. The role of the Secretariat was a powerful
one at all stages of the process. Acting in the name of the DG, the Secretariat
influenced decisions in its capacity as the preparer of reports, documents, and
drafts, intervening at meetings and interpreting decisions. The Secretariat is
also expected to be familiar with earlier decisions, resolutions, rules, and proce-
dures that can be brought up in debate, which are not always known to other
participants. As noted, the Secretariat could also appeal to budgetary con-
straints and technical difficulties as a justification for choosing not to follow up
decisions with action.

The role of these three groups of actors as identified here is consistent with
other studies on international relations that recognize the role of non-state ac-
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tors in these processes (Chabbott, 1998; Finnemore, 1993; Finnemore and Sik-
kink, 2001; Haas, 1992; Jones and Coleman, 2005; Senarclens, 1993), and with
studies of the effect of competition for resources and programmes in interna-
tional organizations (Le Prestre, 1986). These factors can outweigh considera-
tion for the needs of the supposed beneficiaries, the educators themselves. Co-
ordination and co-operation have been a concern from the beginning of
UNESCO and evidently still need major effort if they are to be solved.

6. The role of consensus was crucial.

Consensus in the UNESCO context has been defined as a practice “designed to
achieve the elaboration of a text by means of negotiation and its adoption with-
out taking a vote” (M'Bow, 1978, p. 1). Consensus requires the agreement of
practically all MS. The promotion of consensus by the Western bloc countries in
UNESCO as almost a “natural” value and practice arose after the developing
countries in combination with the socialist bloc came to form the majority in the
UN and UNESCO in the 1960s. Wells (1987, p. 17) argues that the creation
within a number of agencies of bodies mandated to achieve consensus on “con-
troversial” issues, as defined by the West, was a means of containing opposition
by the new majority. If this majority had systematically used their voting power
to outvote the Western minority it would have caused major problems for
UNESCO, as the Western bloc countries were its chief financial contributors.
Although the USA did withdraw in 1985, followed by the UK and Singapore,
other Western bloc countries remained in the organization. The former
UNESCO DG, Amadou Mahtar M'Bow, considered consensus as a style of deci-
sion-making to be inevitable in the then state of the international community,
although he also noted that consensus gives the minority a weight it would not
have if the issue were settled by vote (M'Bow, 1978).

7. Definition of a universally agreed-on text is one thing, its practical interpre-
tation is another.

A uniform interpretation of internationally drafted texts representing a univer-
sal ideal can be difficult to achieve. To reach that universal would require ac-
commodating within it as many particular MS demands as possible. A univer-
sal, according to discourse theory, can be filled with so much content that it be-
comes an empty signifier that signifies a unity, a symbol of missing fullness, in
other words, excessively general, and can then be interpreted to suit the par-
ticular interest of any MS. The main function of the adjusting repertoire, as
shown, is to help reach agreement, but it also leaves space for different interpre-
tations.

The universal is needed as a point of reference for the particular; in other
words, universal guidelines are needed both for educators and for governments.
The concepts of universal and particular, or of universal and relative values, are
not mutually exclusive: “the universal is the symbol of missing fullness and the
particular exists only in the contradictory movement of asserting at the same
time a differential identity and canceling it through its subsumption in a non-
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differential medium” (Laclau 1995, p. 101). Merry (2001) claims that relativism
and universalism are not diametrically opposed, incompatible positions, and
that both rights and culture are historically changing concepts, fluid and con-
tested. Dembour (2001) argues that universalism and relativism cannot be con-
sidered independently of each other because each needs to accommodate the
other to be sustainable. She sees the moral agent as inevitably drawn into a
pendulum motion between universalism and relativism; when too close to one,
the agent is compelled to revert to the other. (The adjusting repertoire, balanc-
ing the universal and the particular, functions as one mechanism of the pendu-
lum.) If the in-between position is inherently unstable, as Dembour claims, this
implies the need for awareness of the limitations of political efforts, for example
in drawing up human rights legislation (see also Eriksen, 2001).

When the universal was sought in the internationally defined text of the
Recommendation, by the use of what Laclau calls the logic of difference, the proc-
ess was usually consensus; when the logic of equivalence was used, agreement
was secured by a vote, in which majority opinion took the place of the universal
(see Laclau, 2005a, 2005 b; Clohesy, 2005). MS were divided by their differences
on the issues voted but were held together through the idea and general princi-
ples of the Recommendation.

As members of an international community constituted by the UN and
UNESCO, MS are attached to the universalism that they represent. UNESCO as
an organization exists for the sake of the universal ideal of peace, not an easy
but necessary mission to fulfil even not to be fully achieved.

6.5 The originality and significance of this study

6.5.1 Originality of the study

I found almost no previous research on the normative work of UNESCO in
education as it relates to peace, and none that combined discursive analysis of
the text with analysis of the processes that led to it and followed it, as this study
does. In particular, the application of the methodological approaches of reper-
toire analysis and also of discourse theory in this study is an original approach.

Problems of focus arose in the course of the study; this is of course a com-
mon problem in research, but some specific challenges had to be addressed in
this case. “Education as a means to world peace through the case of the 1974
Recommendation” might seem a well-defined research topic, but the themes in-
volved in it were wide-ranging and complex, as were their contexts, since the
topic is intertwined with the whole history of UNESCO.

The normative work of UNESCO in the field of education as it relates to
peace has been treated here as a point of convergence of many fields of study
that do not fall within any specific academic discipline. Although very few aca-
demic studies have dealt with this particular issue, considerable research has
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been done on the related fields of peace, human rights, international law, and
international relations, among others.

The research process was difficult due to UNESCO’s complex structure
and the variety of types of document to be studied: working documents, reports,
normative instruments, decisions, resolutions, declarations, action plans,
frameworks of action, to name only a few. However, my access to documents
was easier because of my position as former staff member. These various
documents frequently refer to one another, facilitating the tracing of issues
across time but making it hard to track their interconnection, even for someone
familiar with UNESCO’s workings.

On the positive side, repertoire analysis provided new insights into the na-
ture of normative texts, and discourse theory helped to understand content ar-
eas of the 1974 Recommendation and interpret the processes of its composition. It
might have been a problem to use two theoretical approaches in the same study,
but in fact they complement each other; both are discursive approaches which
belong within a general framework of social constructionism.

Analysing discourse is a subjective, intuitive, and interpretative process,

and I have therefore quite frequently used the first person in the course of this
work. What I was able to “see” in the text (Taylor, 2001), in the processes, and in
the follow-up, and how I interpreted these, cannot be independent of my educa-
tional and professional experience, including that obtained at UNESCO.
Having worked in the organization made analysis initially more difficult be-
cause it was different from looking at documents for work-related purposes. At
the same time, familiarity with UNESCO terminology and to some extent with
its documentation was helpful. The most interesting documents for this re-
search were the proceedings of GC and EXB meetings, which transcribe the ac-
tual words of the delegates. (Many of these verbatim records were not on the
Internet as of the writing of this study and had to be researched at UNESCO
Archives.)

I approached my research as an analyst attempting to avoid promoting
any issue or position (Juhila, 2006), merely the intention of understanding the
process of drafting a normative instrument on education as it relates to peace
and hence an understanding of this difficult kind of work. My interpretations
may well be culturally bound: for example, and especially since rationality is a
theme touched on, I should say that I too sought rationality in my search for
some “reason” in the phenomena studied. Needless to say, the actors (MS, the
Secretariat, and experts) who participated in the formulation of these texts may
not have been aware of the repertoires and discourses I have identified based
on my readings and re-readings. Other researchers can see the same documents
from other perspectives and through other lenses.

6.5.2 Significance of the study
The significance of this study can be seen in societal and methodological terms,

both intertwined in the research process. Societally, it describes the broad pano-
rama of issues, difficulties, limitations, and possibilities involved in interna-
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tional normative action in the field of education as it relates to peace. This pano-
rama makes the work of UNESCO in this area more understandable: for exam-
ple, although I formerly worked at UNESCO, the powerful impact of the Secre-
tariat on many issues was surprising to me.

Methodologically this study provides tools for reading texts in similar genres
from a hitherto unusual angle and can open new ways of reading the instruments
developed by UNESCO. The repertoires and a wider discourse identified show
how this internationally defined normative text contained implicit elements, values,
and meanings which were not obvious from a “normal” reading.

The analysis of the repertoires and positions of different actors, in this case
the GC and MS, stimulates reflection on the consequences that the use of differ-
ent repertoires might have on social practices. For example, should UNESCO be
an organization that instructs MS, declares universal principles, takes stand, or
provides information from a variety of sources? Whichever is chosen has impli-
cations for practice, for example in the use of experts, the participation of NGOs,
and relations between MS and UNESCO.

The methodological approaches used to analyse the text, the processes
leading to it, and the follow-up show how the universal ideal was sought
through particular actions and at the final stage by consensus or vote. This can
be applied in further studies of crucial issues in democratic decision-making in
international organizations, and also in other areas, since the problem of how to
consolidate different viewpoints on one issue is a general and fundamental one.
Whether decisions should be made by majority vote or by consensus, and
whether consensus masks real problems, is a subject to be explored by other
studies and debates.

Although the findings of this study are particular to the selected topic,
many of them are generalizable to the reading of other international texts pro-
duced with the participation of culturally and politically different actors. I see
these findings as being of interest for the democratic definition of policies,
strategies, and action plans more generally, including the strategic documents
produced by cities and municipalities. They also help explain why drafting and
formulations are so important and time-consuming, in international organiza-
tions in particular—a situation often the target of criticism. (One might com-
ment that compared to the time and resources spent on armaments, there is
hardly a need for justification of these activities in any case.)

Given the political, cultural, economic, and practical importance of peace
in all its facets, and that solutions still have to be found in all these areas, this
study should provide elements for researchers, UNESCO, its Member States,
and interested NGOs, all of whom might profit from the information included
here and the history of related UNESCO actions. “Peace in the minds of people”:
this core component of UNESCO's purpose still requires work if it is ever to be
fully achieved.
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KASVATUS MAAILMANRAUHAN VALINEENA: TAPAUS-
TUTKIMUS UNESCON 1974 HYVAKSYMASTA SUOSITUK-
SESTA (FINNISH SUMMARY)

Tutkimuksen tausta, tehtivit ja teoreettinen kehys

Vditoskirjani tavoitteena oli tutkia YK:n kasvatus-, tiede- ja kulttuurijédrjeston
(Unesco) normatiivista toimintaa rauhaan liittyvdssd kasvatuksessa. Jdrjesto
perustettiin toisen maailmansodan jdlkeen vuonna 1945 nimenomaan rakenta-
maan rauhaa ihmisten mieliin. Normatiivinen toiminta tarkoittaa, ettd hallituk-
set sopivat asiaa koskevista yhteisistd sadnnoistd eli normeista ja laativat niista
kansainvilisen instrumentin. Se voi olla sopimus, suositus tai julistus (Unesco,
2010i). Sopimukset tulevat voimaan vasta jasenvaltioiden ratifioitua ne, sen si-
jaan suositukset ja julistukset eivit edellytd téllaista lainsdddantotoimenpidetts.
Ne ovat silti merkittdvid asiakirjoja, joiden tarkoitus on vaikuttaa jésenvaltioi-
den lakeihin ja kdytantoihin (UNESCO, 2010b).

Sekd rauha ettd kasvatus kuuluvat Unescon toiminnan ytimeen. Hallitus-
tenvilisen kansainvilisen jdrjeston normatiivisessa toiminnassa on sovitettava
yhteen erilaisia poliittisia ja kulttuurisia ndkokantoja. Tulokseen pddseminen
vaatii yleensd pitkallisid neuvotteluja ja joskus ddnestyksid kiistakysymyksista.
Tekstin muotoilusta tulee olennainen osa normatiivisen instrumentin laadintaa.
Siksi asetin tutkimukseni padongelmiksi seuraavat kysymykset: Millaisia tulok-
sia voidaan saavuttaa ja mitkd prosessit johtavat niihin, kun poliittisilta, talou-
dellisilta ja kulttuurisilta taustoiltaan erilaiset toimijat pyrkivdt Unescossa méa-
rittelemddn yhteisid normeja rauhaan liittyvélle kasvatukselle? Koska yhteisistd
pelisddnnoistd sopiminen kuuluu olennaisesti myos demokraattisten yhteiséjen
toimintaan, tutkimukseni p&ddongelmaa voidaan tarkastella yleisemmiltikin
nédkokannalta.

Tutkin pddongelmaa valitsemalla kohteeksi vuonna 1974 Unescossa hy-
viaksytyn suosituksen Suositus kasvatuksesta kansainviliseen ymmidrtimykseen,
yhteistyohdon ja rauhaan seki ithmisoikeuksiin ja perusvapauksiin liittyvdstd opetuksesta.
Suositus on yha ainoa Unescon voimassaoleva normatiivinen instrumentti, joka
kasittelee nimenomaan rauhaan ja ihmisoikeuksiin tdhtddvédd kasvatusta. Se
hyvaksyttiin kylmén sodan aikana, jolloin poliittiset ja taloudelliset eroavuudet
ja ristiriidat silloisen Neuvostoliiton ja Yhdysvaltojen vililld vaikuttivat kan-
sainvdlisiin suhteisiin. Tamd konteksti luo lisdvalaistusta tapaustutkimukseni
pddongelmaan.

Rauhaan liittyvdan kasvatuksen normatiivista toimintaa on tutkittu hyvin
niukasti, mutta tdlld toiminnalla on yhtymékohtia moniin alueisiin, joita on tut-
kittu. Naitd ovat kansainviliset suhteet, kansanvilinen laki, normien vaikutus
yleensd, sota ja rauha, rauhankasvatus ja ihmisoikeudet seké niihin liittyvéa kas-
vatus. Unescoa jdrjestond on tutkittu varsin vahan.

Léhestyin tutkimuksen pddongelmaa useista eri nakokulmista. Ensiksi tar-
kastelin vuonna 1974 hyvaksytyn Suosituksen tekstid ja sen teemojen kisittely-
tapoja.
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Suosituksen teksti syntyi useissa laatimisvaiheissa, joihin osallistuivat eri ni-
kokantoja ja intressejd edustavat toimijat. Suositus ilmaisee ndkemyksid kasvatuk-
sesta, rauhasta ja ihmisoikeuksista tiettyihin historiallisiin yhteyksiin liitettyina.
Selvittddkseni padongelmaa analysoin Suosituksen siséltod ja sen teemojen késitte-
lytapoja. Toiseksi selvitin, mitkd kansainvéliset poliittiset ja Unescoon jérjestond
liittyvit prosessit johtivat Suositukseen ja kuinka ndmé prosessit etenivit. Kuvai-
lin ja analysoin kaikkien Suosituksen laadintaan osallistuneiden toimijoiden - ja-
senvaltioiden, asiantuntijoiden ja Unescon sihteeriston - kannanottoja kulloises-
sakin historiallisessa yhteydessd. Kolmanneksi kysyin, miten Suositusta seurattiin
Unescossa ja mitd seurantaan liittyi. Normatiivisiin instrumentteihin kuuluu
sddnnostenmukainen seuranta, mutta sen lisiksi otin huomioon toimet, jotka
Unescossa liittyvat rauhaa ja ihmisoikeuksia koskevaan kasvatukseen. Suosituk-
sen vaikutukset jasenvaltioissa jdivit tutkimukseni ulkopuolelle.

Kaytin tutkimukseni yleisend teoreettisena kehyksend sosiaalista konstruk-
tionismia (“Social constructionism”, 2010). Sen puitteisiin voidaan siséllyttdad
kaksi diskurssianalyyttistd ndkokulmaa, ensinndkin sekd repertuaarianalyysi
(Burr, 2002; Potter & Wetherell, 1990) ettd laajempien diskurssien erottaminen
tekstistd ja toiseksi diskurssiteoria (Laclau & Moulffe, 2001; Howarth, Norval &
Stavrakakis, 2000; Stavrakakis, 1997). Sovelsin ndiden kahden diskursiivisen
suuntauksen teoreettisia kasitteitd tutkimusaineistoni analysointiin ja tulkintaan.
Analysoidessani Suosituksen tekstid kadytin repertuaarianalyysia ja laajempien
diskurssien analyysia. Erittelin tekstin diskursiivisen lukemisen perusteella esiin
nousseita sisdltokysymyksiad diskurssiteorian avulla kiinnittamalla erityistd huo-
miota asioiden artikulaatioon eli sithen, miten asiat oli esitetty suhteessa toisiinsa
esimerkiksi puhuttaessa rauhasta ja ihmisoikeuksista. Suositukseen johtaneita pro-
sesseja analysoin ja tulkitsin diskurssiteorian késitteiden avulla.

Vuoden 1974 suosituksen tekstin diskursiivinen analyysi

Vuoden 1974 suosituksen johdannossa kansainvilinen ymmaértdmys, yhteisty6 ja
rauha sekd ihmisoikeuksien ja perusvapauksien kunnioitus esitettiin kaiken
kattavina tavoitteina ja ylivertaisina arvoina. YK:n, Unescon ja yleismaailmalli-
sen ihmisoikeuksien julistuksen tavoitteiden saavuttamista pidettiin Suosituk-
sessa valtioitten velvollisuutena, ja kasvatus kasitettiin keinoksi saavuttaa nama
tavoitteet. Laclaun diskurssiteoriaan nojaten tulkitsin yleiskokouksen peruste-
levan Suosituksen tarpeellisuutta silld, ettd se paljasti vallitsevan kansainvé-
lisyyskasvatuksen puutteita ja loi ndin implisiittisesti vaikutelman tayteydests,
jota Suosituksen esittama uusi kasvatus edustaisi.

Analyysissd Suosituksessa erottui viisi erilaista puhe- tai esitystapaa. Nime-
sin ne ohjeistavaksi, periaatteelliseksi, tosiasialliseksi, kantaaottavaksi ja mu-
kauttavaksi repertuaariksi. Ohjeistavassa repertuaarissa yleiskokous oli epédsuo-
rasti ohjeitten antaja, koska se esitti jasenvaltiolle, millaisia tavoitteita niiden
tulisi kasvatukselle asettaa ja mitd niiden tulisi tehdd ndiden tavoitteiden saa-
vuttamiseksi. Ohjeistava repertuaari oli vallitseva, ja siind jasenvaltioille annet-
tiin keskeinen rooli rauhaan tahtdavassa kasvatuksessa. Rooli vaihteli suoranai-
sesta toimeenpanijasta asian edistdjddn tai rohkaisijaan. Kayttamalla tétd reper-
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tuaaria yleiskokous, joka oli epédsuorasti ohjeitten antaja, asemoi itsenséd auktori-
teetiksi ja jasenvaltiot ohjeitten noudattajiksi. Ongelmana tdssd esitystavassa on
kahden auktoriteetin vélinen ristiriita, silld jasenvaltiot pyrkivét yleensd pitd-
médn kiinni omasta riippumattomuudestaan.

Periaatteellisessa repertuaarissa ei mainittu jasenvaltioita eikd niiden vel-
vollisuuksia, vaan painopiste oli itse asiassa. Esimerkiksi opiskelijoiden osallis-
tumista pidettiin itseisarvona ja kasvatus esitettiin abstraktina yksikkond, jonka
tulisi toteuttaa annettuja tavoitteita. Ndin kasvatuksesta rakentui eettinen toimi-
ja, jonka piti noudattaa annettuja periaatteita, tai se néhtiin keinoksi toteuttaa
yhteiskunnallisia pddmaéarid. Rauhaan ja ihmisoikeuksiin nivoutuvat yhteis-
kunnalliset tavoitteet oli esitetty itsestddn selvind. Niilld perusteltiin tai niistd
johdettiin keinoja tai toimintatapoja tavalla, jonka katsoin kuvastavan laajem-
paa puhetapaa eli rationaalista diskurssia. Yleiskokous asemoi itsensd auktori-
teetiksi my0s periaatteellista repertuaaria kayttamalld.

Tosiasiallinen repertuaari ilmaisi olosuhteita ja tilanteita, joilla ohjeita, pe-
riaatteita tai kannanottoja perusteltiin. Tédssd repertuaarissa olosuhteet ja tilan-
teet oli esitetty tosiasioina, olemassa olevina valttamattomyyksind, oletettuun
yhteisymmaérrykseen perustuvana tietona tai asiantuntemuksena. Joissakin ta-
pauksissa tosiasiallisella esitystavalla oli normatiivinen funktio: se esitti asian
itsestddn selvdnd totuutena olettamalla, ettd myos kayttdjdlld on oikea tieto asi-
asta. Tatd repertuaaria kédyttamailld yleiskokous asemoi itsensd asiantuntijaksi,
joka yhdessa jasenvaltioiden kanssa tuotti tosiasioina esitettya tietoa maailmas-
ta ja sen tapahtumista. Tosiasiallinen repertuaari viittasi yleiseen, nimettomaan
asiantuntemukseen tai kulttuuriseen konsensukseen; molempia voidaan pitda
retorisina keinoina selittdd asian syitd (Derek & Potter, 1993). Kun Vuoden 1974
suositus esimerkiksi esitti tietyt toimet universaaleina, se perusteli niitd tosiasi-
oilla, joista sai vaikutelman, ettd ne olivat yleisesti hyvéksyttyjd, siis perustuivat
kulttuuriseen yhteisymmarrykseen.

Kantaaottava repertuaari sisdlsi arvolausumia tai eettisid kannanottoja
tiettyihin kysymyksiin. Taméd repertuaari oli sulautunut periaatteelliseen tai
muihin repertuaareihin, mutta nimesin sen erilliseksi repertuaariksi sen sisal-
tdmén arvioivan sanaston perusteella. Tadssa esitystavassa eivit yleiskokous tai
jasenvaltiot olleet suoranaisia kannanottajia eivitkd lauseiden subjektit olleet
juridisia yksikoitd tai yksiloitd vaan abstrakteja toimijoita, kuten ”opetus”
tai “kansainvalisyyskasvatus”, joiden oletettiin ottavan kantaa annettujen peri-
aatteiden mukaan. Tadssd repertuaarissa yleiskokous asemoi itsensé epdsuorasti
kollektiiviseksi tuomariksi, joka maddritteli “hyvan ” ja “pahan” rajat. Kannan
ottaminen merkitsee suorasti tai epdsuorasti aina kahden option olemassaoloa.

Mukauttavalle repertuaarille olivat tyypillisid seuraavat seikat: 1. rajaami-
nen, joka merkitsi termien rajaamista Suosituksen puitteisiin (pykéld 1.). 2. normi-
en soveltuvuusharkinta, jossa harkinta jdtettiin jdsenvaltioille esimerkiksi
ndin: “Tarpeittensa ja mahdollisuuksiensa mukaan [painotus lisdtty] kunkin jasen-
valtion olisi...” (pykald 40). 3. avoin esimerkkiluettelo, kuten ilmaisussa ”sellaisia
ongelmia kuin” (pykéld 18). Luetteloon jdtettiin implisiittisesti lukijalle mahdolli-
suus tdydentdd sitd. 4. toisen periaatteen kaytto vaihtoehtona, jolloin nostettiin
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esiin muitakin kokemuksia kuin vain Unescon ASPRO- koulukokeilua (pykald
23). Tamd repertuaari sisdltyi muihin repertuaareihin eikd sen funktio ollut nor-
matiivinen. Repertuaari osoitti, kuinka térkeitd pienet yksityiskohdat voivat olla
tekstin muotoilussa. Mukauttava repertuaari koski ldhinnd jasenvaltioiden vel-
vollisuuksia eikd vaikuttanut Suosituksen varsinaiseen asiasisaltoon.

Viitdn, ettd mukauttava repertuaari on kansainvalisen toiminnan keskios-
sd, koska se auttaa sovittamaan yhteen erilaisia poliittisia, taloudellisia ja kult-
tuurisia ndkemyksid ja intressejd. Suosituksessa se lievensi jasenvaltioille asettuja
velvollisuuksia esimerkiksi ilmaisuilla ”sikdli kuin mahdollista” (pykald 30a),
tai “sopivaksi katsottuja” (pykald 39) jolloin harkinta jii jasenvaltioille. Ndin se
edisti universaalien normien hyvaksymistd. Talld repertuaarilla oli vilinearvoa
siind poliittisessa yhteensovittamisessa, jonka ansiosta Suositus voitiin hyvak-
syd. Tdstd saatettaisiin ottaa oppia rauhan tyossd yleisemminkin, silld mukaut-
tava repertuaari syntyi nimenomaan niin, ettd poliittisesti, taloudellisesti ja
kulttuurisesti erilaisten toimijoiden nidkemykset ja kiinnostuksen kohteet otet-
tiin huomioon ja sovitettiin toisiinsa. Mukauttavaa repertuaaria voidaan pitdd
erddnlaisena lieventdmisend; on vditetty ettd “moite, kieltdminen, selitys ja lie-
ventdminen ovat diskursiivisen toiminnan ydintd” (Derek & Potter, 1993, s. 34).

Nimesin Suosituksesta my0s yhden laajemman diskurssin, rationaalisen
puheen. Rationaalisuus ilmeni tarkoitushakuisena toimintana, tiettynd tapana
rakentaa teksti ja uskona tieteeseen, tutkimukseen, kokeiluihin ja ”oikeaan” tie-
toon. Sykes, Willig & Marks (2004) tekivét diskurssianalyysin Euroopan Komis-
sion terveydenedistdmisohjelmasta ja erottivat siind uskonnollisen, tieteellisen
ja militaristisen diskurssin. Diskurssissa, jota ndma tutkijat kuvasivat tieteelli-
seksi, oli samoja piirteitd kuin erottamassani rationaalisessa puheessa. Kiinnitin
myos omassa tutkimuksessani huomiota sotaisten sanojen kayttoon, ku-
ten “taistelu” kolonialismin yhteydessa (pykéld 6) tai “taistelu elamisen laadun
parantamiseksi” (pykala 18d). Steffek (2003) piti rationaalista perustelua yhtena
kansainvilisten jdrjestojen tdrkeimmistéd legitimoinnin keinoista, ja Finnemore
(1996) katsoi lansimaisen rationaalisuuden levinneen kaikkialle maailmaan.

Analysoin useita Vuoden 1974 suosituksen sisdltokysymyksid kayttamalld
vilineind myos diskurssiteorian kasitteita.

1. Tapa, jolla rauha ja ihmisoikeudet oli ymmarretty tekstissd, vaati selvésti tar-
kempaa tutkimista. Niinp4 erittelin erityisesti seuraavia kolmea seikkaa:
a) Rauha ja ihmisoikeudet oli tekstissd artikuloitu kolmella tavalla: ne oli esitet-
ty yhtend kokonaisuutena, erillisind yksikkoind osana ”laajenevaa kokonaisuut-
ta” ja kokonaan omina erillisind yksikkoindan. Koska Suosituksen otsikko puhui
kasvatuksesta kansainviliseen ymmartdamykseen, yhteistyohon ja rauhaan seka
ihmisoikeuksiin ja perusvapauksiin liittyvastd kasvatuksesta, kysyin, oliko rau-
haa koskeville seikoille annettu mahdollisesti etusija. Néin ei kuitenkaan ollut.
b) Rauha oli késitetty integroiduksi osaksi kansainvilisen ymmartamyk-
sen, yhteistyon ja rauhan muodostamaa kokonaisuutta, ja se sai erilaisia paino-
tuksia suosituksen eri yhteyksissd. Puhuttiin rauhan ylldpitdmisestd tai maail-
manrauhan kehittdmisestd, toisessa yhteydessd taas ylldpitdmisestd ja kehitta-
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misestd yhtd aikaa. Rauhaa luonnehdittiin oikeudenmukaiseksi rauhaksi ja
maailmanrauhaksi, ja se oli nivottu kansainviliseen ymmaértdmykseen ja yhteis-
tyohon sekd taisteluun kolonialismia, uuskolonialismia, rasismia ja apartheidia
vastaan. Kansojen yhtildiset oikeudet ja kansojen itsem&édrdamisoikeus kuului-
vat olennaisesti Suosituksen rauhankésitykseen. ”Opetuksen olisi tdhdennettdvi,
ettd sotaan turvautumista ei voida hyviksyd aluelaajennus-, hyokkays- tai hal-
litsemistarkoituksissa, eikd pakkokeinojen tai vakivallan kayttod voida hyvak-
syd alistamistarkoituksissa” (pykald 6). Tamad muotoilu johti kuitenkin kysy-
mykseen, mitkd sitten ovat “hyviksyttavid” tarkoituksia sotaan turvautumiselle
ja vakivallan kdyttamiselle. Prosessien tutkiminen osoitti, ettd lausuman tarkoi-
tus oli antaa oikeutus kansallisille vapautusliikkeille ja erottaa tdssd mieles-
sd ”oikeutetut” sodat muista sodista.

Suosituksessa rauhan kehittdmisen edellytettiin tdhtddvan rauhan raken-
teellisten esteiden poistamiseen ja korostavan sosiaalista ja taloudellista tasa-
arvoa ja oikeudenmukaisuutta. Téssd mielessd rakenteelliset rauhan esteet vas-
taavat Galtungin (1969) késityksid positiivisesta rauhasta. Rauhan ylldpitdimisen
voidaan taas késittdd liittyvan negatiivisen rauhan késitteeseen, jossa ei valtta-
miéttd esiinny avointa vékivaltaa vaan rakenteellista, jolloin siihen sisdltyy yh-
teiskunnallista epdtasa-arvoa ja epdoikeudenmukaisuutta mm. koulutukseen
péédsyssd tai terveydenhoidossa. Kansainvélinen yhteistyo oli Suosituksessa eh-
doton arvo sen liséksi, ettd se sisilsi lukuisia kdytdnnon toimenpiteitd. Tama oli
erityisen tdrkedd kylmén sodan aikana, jolloin monet kommunikaatiokanavat
osapuolten vililld olivat suljettuja.

¢) ihmisoikeudet ja perusvapaudet oli artikuloitu yhdessd yhteiskunnallis-
ten velvollisuuksien ja toisten oikeuksien kunnioittamisen kanssa. Rasismin
vastaiset toimet olivat olennainen osa Suositusta. Sen mukaan opettajia olisi mo-
tivoitava tulevaan tyohonsd, ”“johon kuuluvat ihmisoikeuksien etiikan omak-
suminen ja halu muuttaa yhteiskuntaa siten, ettd ihmisoikeudet toteutetaan
kaytannossd.” (pykald 33a.) Syrjinnédn vastaisia toimia ja epétasa-arvon poista-
mista korostettiin, mutta missddn kohdassa ei mainittu selvisti naisiin kohdis-
tuva syrjintda.

2. Analysoin ja vertailin termien “kasvatus” ja “kansainvélisyyskasvatus” kayt-
tod Suosituksessa.

Kasitteelld kansainvilisyyskasvatus oli siind erityinen poliittinen funktio kyl-
mé&n sodan kompromissina. Tama kasite esitettiin yhteisend nimittdjand kasite-
ryhmaille, johon kuuluivat ensiksi “kansainvélinen ymmartamys, yhteistyo ja
rauha”, toiseksi ”erilaisen yhteiskunnallisen ja poliittisen jarjestelmdn omaavien
kansojen ja valtioiden ystavillisten suhteiden periaate” ja kolmanneksi ”ihmis-
oikeuksien ja perusvapauksien kunnioitus” (pykild 1b). Kun ndmd kolmen ké-
siteryhmén eri merkitykset tiivistettiin Suosituksessa ilmaisuun kansainvalisyys-
kasvatus, tulkitsin prosessin Laclaun terminologian mukaisesti katakrestiseksi
eli toimeksi, jossa nimetéén jokin, jolla ei ole aiemmin ollut nimed. Kansainvi-
lisyyskasvatus-kasitteen kayttd kuuluu ndhdédkseni Suosituksen status quo -
elementteihin eli rauhan sdilyttdmiseen Galtungin (2006) madrittelemén nega-
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tiivisen rauhan kasitteen mukaan tai Christien (2006) mé&arittelemén vikivallan
poistamiseen tdhtddvan ”episodisen” rauhankasvatuksen mukaan. Siind ei py-
ritd muuttamaan vallitsevaa tilannetta vaan sdilyttdméaan status quo. Verrates-
sani termien kansainvélisyyskasvatus ja kasvatus kdyttod Suosituksessa havait-
sin, ettd molempien haluttiin tdhtddvan kasvatuksen kehittimiseen kokonaisuu-
tena. Opetussuunnitelman ulkopuolisten toimien ei katsottu riittdvin tavoitteen
saavuttamiseen.

3. Kasvatuksen tavoitteet yksilotasolla sisdlsivat emootioihin, kéyttdytymiseen,
tietoon ja nimenomaan sen kriittiseen analyysiin sekd toimintaan liittyvid seik-
koja. Yksilotason tavoitteet olivat kiinte&sti sidoksissa yhteiskunnallisiin tavoit-
teisiin, joilla perusteltiin usein sitd mitd yksiloltd edellytettiin. Yksilolld tuli olla
valmiudet osallistua ihmiskunnan tarkeimpien ongelmien ratkaisemiseen, yh-
teison sivistyseldmadn ja julkisten asioiden hoitamiseen.

4. Kasvatuksellisissa ldhestymistavoissa painottui “kansainvélinen ja maailman-
laajuinen tarkastelutapa”(pykild 4 a). Rauhaan pyrkivdn opetuksen sisdllossa
korostui tieteidenvélisyys ja ongelmakeskeisyys. Suositus sisdlsi monia aikansa
moderneja kasvatuskasityksid, kuten koulutukseen osallistuvien nuorten ja ai-
kuisten tarpeitten huomioonotto ja ”opiskelijoiden osallistuminen opintojensa
ja oppilaitoksensa organisointiin” (pykala 16). Jalkimmainen kysymys oli tarkea
monissa maissa 60- ja 70-luvuilla, jolloin yliopistoissa eri puolilla maailmaa jar-
jestettiin suuria mielenosoituksia nimenomaan opiskelijoiden osallistumisen
puolesta (katso esim. Kurlansky, 2008).

Tarkastelin sisdltoalueita myos repertuaarien ndkokulmasta, jolloin kavi
ilmi, ettd repertuaarit liittyivét tiettyihin sisaltoihin. Kantaaottavan repertuaarin
kaytto rajoittui lahes kokonaan sodan ja rauhan kysymyksiin, joissa ohjeistavaa
repertuaaria ei kaytetty ollenkaan. Mielenkiintoista erityisesti mukauttavassa
repertuaarissa oli, ettei se mukauttanut varsinaista asiasiséltod vaan ldhinng sitd
koskevia toimenpiteitd, joita jasenvaltioiden tuli noudattaa.

Suositukseen johtaneet prosessit, toimijat ja kontekstit

Selvitin toista tutkimuskysymysta - mitka kansainviliset poliittiset ja Unescoon
jdrjestond liittyvat prosessit johtivat Vuoden 1974 suositukseen ja kuinka niissa
edettiin - p&ddasiassa Unescon dokumenttien pohjalta niin, ettd tarkastelin eri
toimijoiden - jasenvaltioiden ja niiden muodostamien ryhmittymien sekd Unes-
con sihteeriston - kantoja kisiteltyihin kysymyksiin. Kiinnitin huomiota myos
asiantuntijoiden ja kansalaisjdrjestdjen (NGO) rooliin. Tein analyysin makrota-
solla ottamalla huomioon kunkin vaiheen historiallisen tilanteen. Tarkastelin
hegemonista prosessia, jonka avulla paadyttiin universaaliin tekstiin. Toimijat
ryhmittyivit prosessissa tekstin taakse yhtendisend joukkona tai erillisind ryh-
mittymind korostaen ndkemystensd mukaisia asioita. Laclaun terminologian
mukaan tulkittuna hegemoninen prosessi tapahtui kahta eri “logiikkaa”, yhta-
ldgisyyden tai erilaisuuden logiikkaa, noudattaen (Howarth, 2000; Laclau, 2005).
Ensimmadisessd tapauksessa toimijoiden sisdiset erot eivit olleet merkittdvid,
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mutta jalkimmaisessd ne korostuivat, jolloin kiistakysymykset saatettiin ratkais-
ta ddnestamalld. Suositukseen johtaneisiin hegemonisiin prosesseihin osallistui-
vat sekd jdsenvaltiot, sihteeristo ettd asiantuntijat. Tama tutkimukseni osio va-
lottaakin erityisesti Unescon tyon monimutkaista luonnetta.

Rauhaan tdhtddvadn kasvatuksen normatiivisella sdételylld on varsin pit-
kille ulottuvat juuret. Siksi otin huomioon myds Unescon perustamista edelta-
vit toimet sekd sen, miten normatiivinen toiminta oli sisdllytetty jdrjeston pe-
ruskirjaan. Seuraavaksi tarkastelin normatiivisen toiminnan kehittymistd rau-
haan tdhtddvéassd kasvatuksessa eri historiallisissa yhteyksissd. Etenin Unescon
varhaisista vaiheista (1945-1951) toiseen vaiheeseen (1960-1962) ja paadyin
Suosituksen valmistelun lopulliseen vaiheeseen (1967-1974).

Unescon alkuvaiheissa jdsenvaltiot olivat yksimielisid siitd, ettd kasvatus
olisi suunnattava tukemaan kansainvalistd ymmaértamystd ja turvallisuutta, toi-
sin kuin natsismin propagoima kasvatus, joka oli kylvdnyt epdluuloja ja vihaa
toisia kansoja ja kansanryhmid kohtaan. Meksikossa jdrjestetyssd Unescon toi-
sessa yleiskokouksessa vuonna 1947 tehtiin kaikkien kannattamana paatos kan-
sainvdlisen sopimuksen laatimisesta rauhaan ja turvallisuuteen tdhtdavaan kas-
vatukseen. Samassa yleiskokouksessa ei yleisen vetoomuksen hyvidksyminen
sodan vddjaamattomyyttd vastaan sujunut endd yhta ongelmattomasti. Puola oli
nimittdin tehnyt rinnakkaisesityksen, jota enemmisto piti poliittisena eika kat-
sonut sen kuuluvan Unescon toimivaltaan, joten se vastoin Puolan ndkemysta
integroitiin Ranskan laatimaan tekstiin.

Sihteeristt ei kuitenkaan pannut toimeen yleiskokouksen pddtostd kasva-
tusta koskevasta rauhaan ja turvallisuuteen tdhtddviastd kansainvilisestd sopi-
mubksesta. Tosin asiasta jérjestettiin 1949 asiantuntijakokous, joka sopimuksen
sijasta esitti suosituksen laatimista; padtokseen vaikutti sihteeriston kanta. Ko-
kous laati my6s suosituksesta yksimielisen luonnoksen. Sihteeristo konsultoi
asiasta jdsenvaltioita, joista harvat vastasivat ja joista kukaan ei vastustanut
suositusta. Vuoden 1951 yleiskokous ei tehnyt asiasta minkddnlaista paatosta.
Néin ajatus normatiivisesta instrumentista haudattiin noin vuosikymmeneksi.
Tuona aikana kylman sodan vaikutukset tuntuivat erityisen voimakkaina my®os
Unescon sihteeristossa.

Toinen vaihe normatiivisen instrumentin laatimisessa rauhaan tahtaavaa
kasvatusta varten sijoittui vuosille 1960-1962. T&ll6in jarjestoon oli liittynyt siir-
tomaavallan pddtyttyd suuri joukko uusia jasenvaltioita. Ndihin kuului 17 Afri-
kan maata vuonna 1960, jolloin kokonaisjdsenmédrd oli 120, kun se jdrjeston
alkuvaiheessa vuonna 1947 oli ollut vain 44. Ajatus julistuksesta rauhan edis-
tamiseksi nousi uudelleen esiin 1960-luvun alussa YK:n yleiskokouksen paétos-
lauselmassa, joka esitti Unescon harkittavaksi mahdollista julistusta rauhan,
keskindisen kunnioituksen ja kansojenvilisen ystdvyyden edistdamiseksi. Myos
Unescon yleiskokouksen pé&dtoslauselma kehotti pddjohtajaa harkitsemaan
mahdollisimman tehokkaita keinoja ndiden seikkojen edistdmiseksi. Jasenval-
tioitten mielipiteet jakautuivat puolesta ja vastaan. Sosialistiset maat olivat julis-
tuksen kannalla useiden ldnsimaiden kannattaessa pikemminkin kdytannon
toimia. Tosin myos jotkut ldnsimaat kannattivat julista, joten mielipiteet eivat
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siind kysymyksessd jakautuneet kylmin sodan osapuolijaon mukaan. Ajatus
julistuksesta kuitenkin haudattiin diplomaattisin kédédntein niin, ettd padtostd
ensin siirrettiin ja sitten asia jatettiin sihteeriston myotavaikutuksella kokonaan
ratkaisematta.

Unescossa kidydyt keskustelut rauhasta yleensi ja sielld tehdyt paadtoslau-
selmat tasoittivat tietdi mychemmadlle normatiiviselle toiminnalle kasvatuksen
talla alueella, vaikka maaryhmittymien vaililld vallitsikin ndkemyseroja siitd,
mitd rauhaan tulisi sisallyttaa.

Katson lopullisen vaiheen Suositukseen johtaneissa prosesseissa alkaneen
vuonna 1967. Télloin pédjohtaja arvioi vuosille 1967-1968 hyvéksyttyyn ohjel-
maan tehdyssd tdydennysosassa, ettd kansainviliset instrumentit kasvatuksessa
olisivat tarkeitd rauhaa koskevien padtoslauselmien toimeenpanossa. Sen jalkeen
sihteeristo teki alustavan selvityksen asian laillisista ja teknisistd ndkokohdista.
Vuonna 1972 yleiskokous pddtti laatia suosituksen, joka ei koskisi vain kasvatus-
ta kansainviliseen ymmartdmykseen, yhteistyohon ja rauhaan, kuten sihteeriston
selvityksessd esitettiin, vaan kattaisi myos ihmisoikeuksiin ja perusvapauksiin
liittyvén kasvatuksen. Lisdys hyviksyttiin joidenkin Léansi-Euroopan maiden te-
kemén esityksen pohjalta. Sen jdlkeen sihteeristo valmisteli alustavan raportin ja
tekstiluonnoksen, jotka ldhetettiin lausunnolle jasenvaltioille. Saatuaan lausunnot
ja kommentit sihteeristo laati uuden luonnoksen, jonka hallitustenvélinen asian-
tuntijakomitea viimeisteli ja jonka se lopulta, kiivaitten keskustelujen jilkeen,
hyviksyi yksimielisesti toimitettavaksi samana vuonna 1974 pidetylle yleiskoko-
ukselle. Tyolddsti saavutettu konsensus kuitenkin hajosi, koska yleiskokouksessa
tehtiin muutamiin pykaliin (pykéldt 6, 14 ja 15) muutoksia, jotka hyviaksyttiin
ddnestyksen jdlkeen. Viiden pohjoismaan vaihtoehtoista esitystd konsensuksen
saavuttamiseksi (pykaldt 14 ja 15) ei hyvaksytty. Monet lansiryhmén maat pitivét
kyseisiin pykiliin tehtyja muutoksia poliittisina. Suositus hyvéksyttiin kokonai-
suudessaan &ddnestyksessd, jossa 76 maata dénesti puolesta, 5 (lansiryhmén maata)
ddnesti vastaan ja 15 pidittyi ddnestyksestd.

Prosessien tutkiminen valaisi my®s syitd siithen, miksi Suosituksen tekstiin
oli sisdllytetty tiettyjd asioita eli, kuten edelld mainittiin, miten Suositus lopulta
kasitti my6s ihmisoikeuksiin tdhtddvan kasvatuksen. Tama tutkimukseni osa
syvensi myods ymmadrrystd kdytetyistd repertuaareista. Kantaaottavaa repertu-
aaria oli kdytetty ldhinna edelld mainittuihin, lansiryhmittyman kiistanalaisiksi
katsomiin kohtiin, jotka hyvaksyttiin enemmiston dédnin. Mukauttava repertu-
aari taas oli kdytossd, kun kyse oli jasenvaltioiden velvollisuuksista. N&in reper-
tuaari auttoi mm. niitd maita hyvaksymadéan tekstin, jotka korostivat hallintonsa
desentralisoitua luonnetta. Tekstiin tehtiin my06s viime hetkelld lisdyksid, jotka
olisi todennikdoisesti voitu tehdd jo aiemmissa valmisteluvaiheissa. Tulkitsin
lisdykset osoitukseksi diskurssien satunnaisuudesta (Howarth, Norval, & Stav-
rakakis, 2000; Laclau, 1994) ja katsoin niiden johtuneen paikalla olleiden jadsen-
valtioiden tai asiantuntijan silloisista kiinnostuksen kohteista. Sihteeriston rooli
oli keskeinen kaikissa valmisteluvaiheissa, niin esityksessa sisillyttdd normatii-
visen instrumentin laadinta Unescon ohjelmiin kuin tekstin muotoilussa ja sen
asiasisdllon méadrittelyssa.
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Suosituksen seuranta Unescossa

Seurannan analysointi makrotasolla osoitti Vuoden 1974 suosituksen hyvaksymi-
sen jdlkeen, ettd Unescon rauhaan ja ihmisoikeuksiin liittyvéssd kasvatusohjel-
massa oli kolme erillisistd ja osittain padllekkéistd toimintalinjaa:

1. Ihmisoikeuksiin liittyva kasvatus

Tétd kasvatusta varten hyviksyttiin erillinen suunnitelma vuonna 1980. Suun-
nitelma ei ole normatiivinen instrumentti eikd substanssia késittelevd asiakirja
vaan toimenpidelista. Sen hyviaksyminen liittyi Unescon jarjestimén ihmisoike-
uksien opettamista kisittelevan kongressin suositusten toteuttamiseen. Suosi-
tusten toimeenpano kuului Unescon sihteeriston yhteiskuntatieteelliselle oh-
jelmasektorille.

2. Rauhaan liittyva kasvatus

Téstd kasvatuksesta hyviaksyttiin erillinen suunnitelma vuonna 1985, ja sen seu-
ranta kuului Unescon sihteeriston kasvatussektorille. Suunnitelma vastasi
muodoltaan ja sisdlloltddn ihmisoikeuksiin liittyvada kasvatusta koskevaa suun-
nitelmaa. Se hyvaksyttiin yhtend niistd suosituksista, jotka Unescon jadrjestima
hallitustenvilinen konferenssi laati ja toimeenpani. Konferenssin tarkoituksena
oli tarkastella Vuoden 1974 suosituksen seurantaa ”turvallisuudelle ja aseista-
riisunnalle suotuisan ilmapiirin kehittdmisen nakokulmasta” (UNESCO, 1983d).
Tamén hallitustenvélisen konferenssin jdrjestimiseen puolestaan vaikuttivat
vuonna 1978 pidetyn YK:n yleiskokouksen ensimmdéinen aseistariisuntaa kos-
keva erityisistunto ja Unescon vuonna 1980 jarjestima aseistariisuntakasvatusta
koskeva maailmankongressi.

3. Integroitu ldhestymistapa

Téssd ldhestymistavassa rauhaan ja ihmisoikeuksiin liittyva kasvatus oli esitetty
toisiinsa kytkeytyvind, kuten Vuoden 1974 suosituksessakin. Monissa yleiskoko-
uksen paatoslauselmissa, myos niissd, jotka koskivat kahta muuta edelld mai-
nittua toimintalinjaa, korostettiin rauhaan ja ihmisoikeuksiin liittyvdn kasva-
tuksen yhteenkuuluvuutta. Unescon ohjelmissa, kuten esimerkiksi vuoden 1983
pddohjelmassa, rauha, kansainvalinen ymmartamys, ihmisoikeudet ja kansojen
oikeudet oli kirjattu kaikki samaan otsikkoon, mutta ohjelma- ja alaohjelma-
osioiden otsikoihin ne oli merkitty erikseen.

Integrointi oli ilmeinen ongelma, mutta samanaikaisesti se oli tarked pe-
dagoginen suuntaus, joka pyrkii holistiseen lihestymistapaan kokonaisvaltai-
sen rauhankasvatuksen kdytdnnossa ja filosofiassa (Reardon, 1988, 1995). Integ-
rointi jatkui, kun Unescon yleiskokous hyvaksyi vuonna 1995 integroidun toi-
mintakehyksen Rauhan-, ihmisoikeus- ja demokratiakasvatuksen yhteiset perusteet.
Samalla yleiskokous vahvisti julistuksen, jonka kansainvélinen kasvatuskonfe-
renssi (ICE) oli hyvidksynyt samasta aiheesta edellisend vuonna. ICE oli myos
kasitellyt integroitua toimintakehystd, mutta se hyvéksyi vain julistuksen ja jatti
toimintakehyksen Unescon yleiskokouksen hyvaksyttdvaksi.
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Vertailin Vuoden 1974 suosituksen ja Vuoden 1995 ohjeiden [Rauhan-, ihmis-
oikeus- ja demokratiakasvatuksen yhteiset perusteet] repertuaareja ja diskursse-
ja. Ne olivat varsin erilaisia tyyliltddn, asiasisdlloltddn ja repertuaareiltaan. Vuo-
den 1995 ohjeet ei ole Unescon normatiivinen instrumentti juridisesti katsottuna,
vaikka sen tarkoitus oli saattaa Vuoden 1974 suositus ajan tasalle. Ohjeet sisdltd-
vit rauhan ja ihmisoikeuksien lisdksi uutena asiana demokratian; ndma kaikki
artikuloidaan Ohjeiden sisdllossd yhdessd kestdvan kehityksen kanssa ja sijoite-
taan osaksi rauhankulttuurin rakentamista. Ohjeissa ei ole kantaaottavaa eika
ohjeistavaa repertuaaria [jasenvaltioita ei edes mainita], vaan siind kadytetdan
vaihdellen tosiasiallista ja periaatteellista repertuaaria. Mukauttavan repertuaa-
rin kdytto on ominaista molemmille asiakirjoille, mutta Ohjeissa se koskee l4-
hinnd ihmisoikeuksien universaaliutta, kun taas Suosituksessa sitd kdytetdan lie-
ventdmaddn jdsenvaltioille annettuja ohjeita.

Vuoden 1974 suosituksen seurantaa varten perustettu raportointijdrjestelms,
jonka puitteissa jasenvaltiot raportoivat suosituksen toimeenpanosta, uudistet-
tiin vuonna 1995, mutta alhainen vastausprosentti oli edelleen ongelma. Ihmis-
oikeudet olivat korostetusti esilld, mutta rauhaan liittyvat ndkokohdat olivat
jddneet vihemmalle huomiolle, kuten Unescon ohjelmissakin vuosina 2001-
2007. Asiaan saattoi vaikuttaa Koichiro Matsuuran nimitys pddjohtajaksi vuon-
na 1999, silld aiempi péddjohtaja Federico Major oli panostanut nimenomaan
rauhankulttuuriin sekd ohjelmissa ettd sihteeriston rakenteessa. On my6s mah-
dollista, ettd rauhan kysymykset leimautuivat kannattajiensa vuoksi, silld enti-
set sosialistiset maat ja useimmat kehitysmaat kannattivat niitd, kun taas lansi-
ryhmittymé korosti ihmisoikeuksia. Kun sosialistiset maat lakkasivat olemasta
sosialistisia, tilanne muuttui. Ndhtdvadksi jad, miten rauhan, ihmisoikeudet ja
demokratian yhdistdvédn integroituun lihestymistapaan suhtaudutaan tulevai-
suudessa ja miten kiinnostunut Unesco on tulevaisuudessa rauhan kysymyksis-
td. Joka tapauksessa seuraava Vuoden 1974 suositusta koskeva jasenvaltioiden
konsultointiraportti on suunniteltu esitettdvéksi yleiskokoukselle vuonna 2013.
Yleiskokous hyvéksyi syksylld 2009 rauhankulttuuria koskevan paatoslausel-
man, ja se johti uuden p&djohtajan Irina Bokovan toimesta hallintoneuvostolle
maaliskuussa 2010 annettuun rauhankulttuuria koskevaan raporttiin.

Yleisid johtopaatoksid
Tutkimus antoi aihetta monien kysymysten lisdpohdintaan ja lisdtutkimukseen.

1. Rauhan ja ihmisoikeuksien yhdistaminen kasvatuksessa oli kylm&dn sodan
aikana merkittdvd asia, jolla oli poliittisia, kasvatuksellisia ja eettisid ulottu-
vuuksia.

Ihmisoikeuksien ja rauhan vélinen ldheinen yhteys on erds Vuoden 1974 suosi-
tuksen ldapimurroista (Torney & Gambrell, 1980). Kasvattajien ndkokulmasta
ndin kattavaa suositusta voi pitdd erinomaisena saavutuksena. Suositusta on
pidetty myos osana iddn ja linnen vailistd poliittista liennytystd. (Haggrén,
2005). Se hyvéksyttiin vuotta aiemmin kuin Helsingissa allekirjoitettu Euroopan
turvallisuus- ja yhteistyokonferenssin paddtosasiakirja (”Conference on Security”,
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1975). Euroopan yhteison aloitteesta ihmisoikeudet tuotiin tdssd asiakirjassa
ensimmadistd kertaa poliittiselle agendalle, ja niistd neuvoteltiin yhdessd ”valti-
oitten sisdisiin asioihin puuttumattomuuden periaatteen kanssa” (Thomas, 2001,
s. 62). Thomas (2001) arvioi tdimén asiakirjan tulokset kauaskantoisiksi ja korosti
niiden merkitysta entisen Neuvostoliiton hajoamiselle.

2. Suositus on ndhtdvd Euroopan turvallisuutta laajemmassa kansainvilisessa
yhteydessa.

Uuden kansainvilisen taloudellisen jdrjestyksen (NIEO) hyvéksyminen vuonna
1974 oli tarked tapahtuma kolmannen maailman radikalisoitumisessa. Kolmas
maailma esiintyikin merkittdvand tekijand sen aikaansaamisessa (Rajagopal,
2005). Kolonialismin vastaiset kansalliset vapautusliikkeet, Latinalaisen Ameri-
kan diktatuurit, Kuuban vallankumous, Vietnamin sota ja Eteld- Afrikan apart-
heid radikalisoivat myos lansimaiden nuorison ja dlymyston mielipiteitd. Mm.
vikivallan kédyttod saatettiin pitdd hyvéksyttivand ja laillisena, jos sen tarkoi-
tuksena oli maan tai kansan vapauttaminen kolonialismista tai diktatuurista.
(Wieviorka, 2004).

3-4. Sekd rauha ettd se, mitd “hyvilld ” kasvatuksella tarkoitetaan, ovat laajene-
via kasitteita.
Tutkimus osoitti, kuinka vaikeaa oli ollut sopia siitd, mitd rauhaan kuuluu.
Vuoden 1974 suositus yhdisti rauhan ja ihmisoikeudet, Vuoden 1995 ohjeet lisdsi
niihin demokratian ja piti rauhaa, ihmisoikeuksia, demokratiaa sekéd kestdvéaa ja
oikeudenmukaista taloudellista ja sosiaalista kehitystd rauhankulttuurin raken-
nusvilineind. Vuonna 1983 jarjestetty hallitustenvélinen konferenssi niki Vuo-
den 1974 suosituksen antavan mahdollisuuden “turvallisuudelle ja aseistariisun-
nannalle suotuisan ilmapiirin luomiseen”, ja Unescon pddohjelmissa késitteet
rauha, ihmisoikeudet ja kansojen oikeudet kirjattiin kaikki samaan otsikkoon.
Naisten oikeuksia ei mainittu Vuoden 1974 suosituksessa, mutta Vuoden 1995 oh-
jeissa ne olivat korostuneesti esilld. Rauha oli jalkimmaisessa asiakirjassa kon-
fliktien rauhanomaista ratkaisua; se ei ollut endd maailmanrauhaa, vaan pi-
kemminkin paikallista, rauhankulttuuriin liittyvédd tai jopa sisdistd rauhaa.
Termin “kansainvilisyyskasvatus” kaytolld oli Vuoden 1974 suosituksessa
myos poliittinen funktio. Sitd kdytettiin yhteisend nimittdjand yhdistaméssa lan-
simaitten ja sosialististen maitten korostamia késitteitd (pykéld 1b), joten se toi-
mi siind yhteydessd kylmédn sodan kompromissina. Sen jdlkeen termid kaytet-
tiin Unescossa varsin vdhdn. Suomessa se on ollut kdyttssd kauan, mutta ”glo-
baali kasvatus” ndyttdd tulevan sen tilalle (Kaivola & Melén-Paao, 1997; Savo-
lainen, 1997). Eri elementtien integrointi sekd Vuoden 1974 suosituksessa ettd
Vuoden 1995 ohjeissa vaikuttaa varsin kaukondkoiseltd nykyisen ihmisoikeuksia
ja rauhaa koskevan kehityksen valossa (Jolly, ym., 2009). Rauha oli keskeisend
huolenaiheena Unescon alkuaikoina, mutta myshemmin etusijalle ovat nous-
seet uudet painopisteet: ympiristo, kestdva kehitys, vuosituhannen tavoitteet ja
ihmisoikeudet. Suomen peruskoululaissa rauhantahtoisuus oli tavoitteena vield
vuonna 1983, mutta ei endd vuonna 1998. Sen sijaan vuonna 1973 hyviksytyssa
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péivdhoitolaissa se on pysynyt 27 vuotta (“Péividhoitolaki”, 19.1.1973/36, 2 a §,
(25.3.1983/304) ).

Myos kasvatukseen on tullut uusia painotuksia, kuten Vuoden 1974 suosi-
tuksen ja Vuoden 1995 ohjeitten vdlinen vertailu osoitti. Vaikka Unescon toimin-
taa ei tdlld alueella tunnettane kovin hyvin, sekéd Suosituksen ettd Ohjeitten vii-
toittama kasvatus vaikuttaa yha ajankohtaiselta, silla YK:n historiaprojektin
yhteenvedossa esitettiin yhtend tulevaisuuden haasteena (Jolly, ym., 2009) glo-
baali aloite kansainvilisen ulottuvuuden siséllyttdmisestd kasvatukseen.

5. Rauhaan tdhtddvd normatiivinen toiminta vaati useiden toimijoiden yhteis-
tyota.

Normatiivissa toiminnassa toimijoina olivat niin jasenvaltiot, asiantuntijat (kan-
salaisjdrjestot mukaan lukien) kuin sihteeristokin. Jolly ym. (2009) nostaa myos
esille ndmé& kolme toimija ryhmaéé ja ehdottaa, ettd tdssd mielessd tulisi puhua
kolmesta YK:sta. Oma tutkimukseni osoitti, ettd sihteeristolld oli vahva asema
kaikissa toimintavaiheissa. Myos muut tutkimukset ovat osoittaneet muidenkin
kuin valtioitten ja hallitusten roolin merkityksen kansainvilisissd suhteissa
(Chabbott, 1998; Finnemore, 1993; Finnemore & Sikkink, 2001; Haas, 1992; Jones
& Coleman, 2005; Senarclens, 1993).

6. Konsensuksen merkitys oli suuri.

Sen jdlkeen kun kehitysmaat, liittoutumattomat ja sosialistiset maat tulivat
enemmistoksi YK:ssa ja Unescossa (katso Wells, 1987; M"'Bow, 1978), konsen-
suksesta, jota erityisesti linsiryhmédn maat ajoivat, tuli tdrked ”luonnollinen”
kaytanto ja arvo.

7. Universaalin tekstin laatiminen on asia sindnsd, sen kdytdnnon soveltaminen
toinen.

Suosituksen yhtendinen tulkinta voi olla vaikeaa, silld universaalin ideaali on
saavutettu vain sovittamalla yhteen jdsenvaltioiden mahdollisimman monia
erityisid vaatimuksia. Universaali, yleinen on kuitenkin valttdméton, koska par-
tikulaari, erityinen tarvitsee oman erityisyytensd vaatimiseksi universaalin, ja
siksi ndamé kaksi késitettd eivat voi olla toisensa poissulkevia: “Universaali on
puuttuvan tdyteyden symboli, ja erityinen on olemassa vain vastakohtaisissa
liikkeissd, jotka korostavat samaan aikaan eroavaista identiteettid ja mitdtoivat
sen liittdmaélld sen osaksi jotain erottelematonta." (Laclau, 1995, s. 101). Samoin
moraalinen toimija tulee védistimaéttd vedetyksi mukaan universalismin ja rela-
tivismin keskindiseen heiluriliikkeeseen (Dembour, 2001). Itse asiassa mukaut-
tavalla repertuaarilla oli tdssa tutkimuksessa heilurin asema universaalin ja eri-
tyisen [jasenvaltioiden erityisten vaatimusten] vélilld. Unescon universaalinen
ideaali, rauhan rakentaminen ihmisten mieliin ei ole helppo tehtdvd, mutta se
on valttamaton vaikka sitd ei tdysin saavutettaisikaan.
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APPENDIX A

(Available from
http://unesdoc.unesco.org/images/0011/001140/114040e.pdf#page=144)

Recommendation concerning Education for International Understanding, Co-
operation and Peace and Education Relating to Human Rights and
Fundamental Freedoms

19 November 1974

The General Conference of the United Nations Educational, Scientific and Cultural
Organization, meeting in Paris from 17 October to 23 November 1974, at its eighteenth
session,

Mindful of the responsibility incumbent on States to achieve through education the aims set
forth in the Charter of the United Nations, the Constitution of UNESCO, the Universal
Declaration of Human Rights and the Geneva Conventions for the Protection of Victims of
War of 12 August 1949, in order to promote international understanding, co-operation and
peace and respect for human rights and fundamental freedoms,

Reaffirming the responsibility, which is incumbent on UNESCO to encourage and support
in Member States any activity designed to ensure the education of all for the advancement
of justice, freedom, human rights and peace,

Noting nevertheless that the activity of UNESCO and of its Member States sometimes has
an impact only on a small minority of the steadily growing numbers of schoolchildren,
students, young people and adults continuing their education, and educators, and that the
curricula and methods of international education are not always attuned to the needs and
aspire actions of the participating young people and adults,

Noting moreover that in a number of cases there is still a wide disparity between
proclaimed ideals, declared intentions and the actual situation,

Having decided at its seventeenth session, that this education should be the subject of a
recommendation to Member States,

Adopts this nineteenth day of November 1974, the present recommendation.

The General Conference recommends that Member States should apply the following
provisions by taking whatever legislative or other steps may be required in conformity
with the constitutional practice of each State to give effect within their respective territories
to the principles set forth' in this recommendation.

The General Conference recommends that Member States bring this recommendation to
the attention of the authorities, departments or bodies responsible for school education,
higher education and out-of-school education, of the various organizations carrying out
educational work among young people and adults such as student and youth movements,
associations of pupils' parents, teachers' unions and other interested parties.
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The General Conference recommends that Member States submit to it, by dates and in the
form to be decided upon by the Conference, reports concerning the action taken by them in
pursuance of this recommendation.

I. Significance of terms
1. For the purposes of this recommendation:

(a) The word “education' implies the entire process of social life by means of which
individuals and social groups learn to develop consciously within, and for the benefit of,
the national and international communities, the whole of theirs personal capacities,
attitudes, aptitudes and knowledge. This process is ~not limited to any specific activities.

(b) The terms ‘international understanding', “co-operation' and ‘peace' are to, be
considered as an indivisible whole based on the principle of friendly relations between
peoples and States having different social and political systems and on the respect for
human rights and fundamental freedoms. In the text of this recommendation, the different
connotations of these terms are sometimes gathered together in a concise expression,
“international education'.

(c) "Human rights' and ‘fundamental freedoms' are those defined in the United
Nations Charter, the Universal Declaration of Human Rights and the International
Covenants on Economic, Social and Cultural Rights, and on Civil and Political Rights.

II. Scope
2. This recommendation applies to all stages and forms of education.
III. Guiding principles

3. Education should be infused with the aims and purposes set forth in the Charter of the
United Nations, the Constitution of UNESCO and the Universal Declaration of Human
Rights, particularly Article 26, paragraph 2, of the last-named, which states: “Education
shall be directed to the full development of the human personality and to the strengthening
of respect for human rights and fundamental freedoms. It shall promote understanding,
tolerance and friendship among all nations, racial or religious groups, and shall further the
activities of the United Nations for the maintenance of peace.'

4. In order to enable every person to contribute actively to the fulfilment of the aims
referred to in paragraph 3, and promote international solidarity and co-operation, which
are necessary in solving the world problems affecting the individuals' and communities'
life and exercise of fundamental rights and freedoms, the following objectives should be
regarded as major guiding principles of educational policy:

(a) An international dimension and a global perspective in education at all levels and
in all its forms;

(b) Understanding and respect for all peoples, their cultures, civilizations, values and
ways of life, including domestic ethnic cultures and cultures of other nations;

(c) Awareness of the increasing global interdependence between peoples and
nations;
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(d) Abilities to communicate with others;

(e) Awareness not only of the rights but also of the duties incumbent upon
individuals, social groups and nations towards each other;

(f) Understanding - of the necessity for international solidarity and cooperation;

(g) Readiness on the part of the individual to participate in solving the problems of
his community, his country and the world at large.

5. Combining learning, training, information and action, international education should
further the appropriate intellectual and emotional development of the individual. It should
develop a sense of social responsibility and of solidarity with less privileged groups and
should lead to observance of the principles of equality in everyday conduct. It should also
help to develop qualities, aptitudes and abilities which enable the individual to acquire a
critical understanding of problems at the national and the international level; to
understand and explain facts, opinions and ideas; to work in a group; to accept and
participate in free discussions; to observe the elementary rules of procedure applicable to
any discussion; and to base value judgements and decisions on a rational analysis of
relevant facts and factors.

6. Education should stress the inadmissibility of recourse to war for purposes of expansion,
aggression and domination, or to the use of force and violence for purposes of repression,
and should bring every person to understand and assume his or her responsibilities for the
maintenance of peace. It should contribute to international understanding and
strengthening of world peace and to the activities in the struggle against colonialism and
neo-colonialism in all their forms and manifestations, and against all forms and varieties of
racialism, fascism, and apartheid as well as other ideologies which breed national and
racial hatred and which are contrary to the purposes of this recommendation.

IV. National policy, planning and administration

7. Each Member State should formulate and apply national policies aimed at increasing the
efficacy of education in all its forms and strengthening its contribution to international
understanding and co-operation, to the maintenance and development of a just peace, to
the establishment of social justice, to respect for and application of human rights and
fundamental freedoms, and to the eradication of the prejudices, misconceptions,
inequalities and all forms of injustice which hinder the achievement of these aims.

8. Member States should in collaboration with the National Commissions take steps to
ensure co-operation between ministries and departments and co-ordination of their efforts
to plan and carry out concerted programmes of action in international education.

9. Member States should provide, consistent with their constitutional provisions, the
financial, administrative, material and moral support necessary to implement this
recommendation.

V. Particular aspects of learning, training and action

Ethical and civic aspects
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10. Member States should take appropriate steps to strengthen and develop in the
processes of learning and training, attitudes and behavior based on recognition of the
equality and necessary interdependence of nations and peoples.

11. Member States should take steps to ensure that the principles of the Universal
Declaration of Human Rights and of the International Convention on the Elimination of All
Forms of Racial Discrimination become an integral part of the developing personality of
each child, adolescent, young person or adult by applying these principles in the daily
conduct of education at each level and in all its forms, thus enabling each individual to
contribute personally to the regeneration and extension of education in the direction
indicated.

12. Member States should urge educators, in collaboration with pupils, parents, the
organizations concerned and the community, to use methods which appeal to the creative
imagination of children and adolescents and to their social activities and thereby to prepare
them to exercise their rights and freedoms while recognizing and respecting the rights of
others and to perform their social duties.

13. Member States should promote, at every stage of education, an active civic training
which will enable every person to gain a knowledge of the method of operation and the
work of public institutions, whether local, national or inter-national, to become acquainted
with the procedures for solving fundamental problems; and to participate in the cultural
life of the community and in public affairs. Wherever possible, this participation should
increasingly link education and action to solve problems at the local, national and
international levels.

14. Education should include critical analysis of the historical and contemporary factors of
an economic and political nature underlying the contradictions and tensions between
countries, together with study of ways of overcoming these contradictions, which are the
real impediments to understanding, true international co-operation and the development
of world peace.

15. Education should emphasize the true interests of peoples and their incompatibility with
the interests of monopolistic groups holding economic and political power, which practice
exploitation and foment war.

16. Student participation in the organization of studies and of the educational
establishment they are attending should itself be considered a factor in civic education and
an important element in international education.'

Cultural aspects

17. Member States should promote, at various stages and in various types of education,
study of different cultures, their reciprocal influences, their perspectives and ways of life, in
order to encourage mutual appreciation of the differences between them. Such study
should, among other things, give due importance to the teaching of foreign languages,
civilizations and cultural heritage as a means of promoting international and inter-cultural
understanding.

Study of the major problems of mankind
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18. Education should be directed both towards the eradication of conditions which
perpetuate and aggravate major problems affecting human survival and well-being-
inequality, injustice, international relations based on the use of force-and towards measures
of international co-operation likely to help solve them. Education which in this respect
must necessarily be of an interdisciplinary nature should relate to such problems as:

(a) equality of rights of peoples, and the right of peoples to self-determination;

(b) the maintenance of peace; different types of war and their causes and effects;
disarmament; the inadmissibility of using science and technology for warlike purposes and
their use for the purposes of peace and progress; the nature and effect of economic, cultural
and political relations between countries and the importance of international law for these
relations, particularly for the maintenance of peace;

(c) action to ensure the exercise and observance of human rights, including those of
refugees; racialism and its eradication; the fight against discrimination in its various forms;

(d) economic growth and social development and their relation to social justice;
colonialism and decolonization; ways and means of assisting developing countries; the
struggle against illiteracy; the campaign against disease and famine; the fight for a better
quality of life and the highest attainable standard of health; population growth and related
questions;

(e) the use, management and conservation of natural resources, pollution of the
environment;

(f) preservation of the cultural heritage of mankind;

(g) the role and methods of action of the United Nations system in efforts to solve
such problems and possibilities for strengthening and furthering its action.

19. Steps should be taken to develop the study of those sciences and disciplines, which are
directly related to the exercise of the increasingly varied duties and responsibilities
involved in international relations.

Other aspects

20. Member States should encourage educational authorities and educators to give
education planned in accordance with this recommendation an interdisciplinary, problem-
oriented content adapted to the complexity of the issues involved in the application of
human rights and in international co-operation, and in itself illustrating the ideas of
reciprocal influence, mutual support -and solidarity. Such programmes should be based on
adequate research, experimentation and the identification of specific educational objectives.

21. Member States should endeavour to ensure that international educational activity is
granted special attention and resources when it is carried out in situations involving
particularly delicate or explosive social problems in relations, for example, where there are
obvious inequalities in opportunities for access to education.
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VI. Action in various sectors of education

22. Increased efforts should be made to develop and infuse an international and inter-
cultural dimension at all stages and in all forms of education.

23. Member States should take advantage of the experience of the Associated Schools
which carry out, with UNESCO’s help, programmes of international education. Those
concerned with Associated Schools in Member States should strengthen and renew their
efforts to extend the programme to other educational institutions and work towards the
general application of its results. In other Member States, similar action should be
undertaken as soon as possible. The experience of other educational institutions which
have carried out successful programmes of international education should also be studied
and disseminated.

24. As pre-school education develops, Member States should encourage in it activities
which correspond to the purposes of the recommendation because fundamental attitudes,
such as, for example, attitudes on race, are often formed in the pre-school years. In this
respect, the attitude of parents should be deemed to be an essential factor for the education
of children, and the adult education referred to in paragraph 30 should pay special
attention to the preparation of parents for their role in pre-school education. The first
school should be designed and organized as a social environment having its own character
and value, in which various situations, including games, will enable children to become
aware of their rights, to assert themselves freely while accepting their responsibilities, and
to improve and extend through direct experience their sense of belonging to larger and
larger communities-the family, the school, then the local, national and world communities.

25. Member States should urge the authorities-concerned, as well as teachers and students,
to re-examine periodically how post-secondary and university education should be
improved so that it-may contribute more fully to the attainment of the objectives of this
recommendation.

26. Higher education should comprise civic training and learning activities for all students
that will sharpen their knowledge of the major problems, which they should help to solve,
provide them with possibilities for direct and continuous action aimed at the solution of
those problems, and improve their sense of international co-operation.

27. As post-secondary educational establishments, particularly universities, serve growing
numbers of people, they should carry out programmes of international education as part of
their broadened function in lifelong education and should in all teaching adopt a global
approach. Using all means of communication available to them, they should provide
opportunities, facilities for learning and activities adapted to people's real interests,
problems and aspirations.

28. In order to develop the study and practice of international co-operation, post-secondary
educational establishments should systematically take advantage of the forms of
international action inherent in their role, such as visits from foreign professors and
students and professional co-operation between professors and research teams in different
countries. In particular, studies and experimental work should be carried out on the
linguistic, social, emotional and cultural obstacles, tensions, attitudes and actions which
affect both foreign students and host establishments.
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29. Every stage of specialized vocational training should include training to enable students
to understand their role and the role of their professions in developing their society,
furthering international co-operation, maintaining and developing peace, and to assume
their role actively as early as possible.

30. Whatever the aims and forms of out-of-school education, including adult education,
they should be based on the following considerations:

(a) as far as possible a global approach should be applied in all out-of-school
education programmes, which should comprise the appropriate moral, civic, cultural,
scientific and technical elements of international education;

(b) all the parties concerned should combine efforts to adapt and use the mass media
of communication, self-education, and inter-active learning, and such institutions as
museums and public libraries to convey relevant knowledge to the individual, to foster in
him or her favorable attitudes and a willingness to take positive action, and to spread
knowledge and understanding of the educational campaigns and programmes planned in
accordance with the objectives of this recommendation;

(c) the parties concerned, whether public or private, should endeavour to take
advantage of favorable situations and opportunities, such as the social and cultural
activities of youth centers and clubs, cultural centers, community centers or trade unions,
youth gatherings and festivals, sporting events, contacts with foreign visitors, students or
immigrants and exchanges of persons in general.

31. Steps should be taken to assist the establishment and development of such
organizations as student and teacher associations for the United Nations, international
relations clubs and UNESCO Clubs, which should be associated with the preparation and
implementation of co-ordinated programmes of international education.

32. Member States should endeavour to ensure that, at each stage of school and out-of-
school education, activities directed towards the objectives of this recommendation be co-
ordinated and form a coherent whole within the curricula for the different levels and types
of education, learning and training. The principles of co-operation and association which
are inherent in this recommendation should be applied in all educational activities.

VII. Teacher preparation

33. Member States should constantly improve the ways and means of preparing and
certifying teachers and other educational personnel for their role in pursuing the objectives
of this recommendation and should, to this end:

(a) provide teachers with motivations for their subsequent work: commitment to the
ethics of human rights and to the aim of changing society, so that human rights are applied
in practice; a grasp of the fundamental unity of mankind; ability to instill appreciation of
the riches which the diversity of cultures can bestow on every individual, group or nation;

(b) provide basic interdisciplinary knowledge of world problems and the problems
of international co-operation, through, among other means, work to solve these problems;
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(c) prepare teachers themselves to take an active part in devising programmes of
international education and educational equipment and materials, taking into account the
aspirations of pupils and working in close collaboration with them;

(d) comprise experiments in the use of active methods of education and training in at
least elementary techniques of evaluation, particularly those applicable to the social
behavior and attitudes of children, adolescents and adults;

(e) develop aptitudes and skills such as a desire and ability to make educational
innovations and to continue his or her training; experience in teamwork and in
interdisciplinary studies; knowledge of group dynamics; and the ability to create favorable
opportunities and take advantage of them;

(f) include the study of experiments in international education, especially innovative
experiments carried out in other countries, and provide those concerned, to the fullest
possible extent, with opportunities for making direct contact with foreign teachers.

34. Member States should provide those concerned with direction, supervision or
guidance-for instance, inspectors, educational advisers, principals of teacher-training
colleges and organizers of, educational activities for young people and adults-with
training, information and advice enabling them to help teachers work towards the
objectives of this recommendation, taking into account the aspirations of young people
with regard to international problems and new educational methods that are likely to
improve prospects for fulfilling these aspirations. For these purposes, seminars or refresher
courses relating to international and inter-cultural education should be organized to bring
together authorities and teachers; other seminars or courses might permit supervisory
personnel and teachers to meet with other groups concerned such as parents, students, and
teachers' associations. Since there must be a gradual but profound change in the role of
education, the results of experiments for the remodelling of structures and- hierarchical
relations in educational establishments should be reflected in training, information and
advice.

35. Member States should endeavour to ensure that any programme of further training for
teachers in service or for personnel responsible for direction includes components of
international education and opportunities to compare the results of their experiences in
international education.

36. Member States should encourage and facilitate educational study and refresher courses
abroad, particularly by-awarding fellowships, and should encourage recognition of such
courses as part of the regular process of initial training, appointment, refresher training and
promotion of teachers.

37. Member States should organize or assist bilateral exchanges of teachers at all levels of
education.

VIII. Educational equipment and materials

38. Member States should increase their efforts to facilitate the renewal, pro-duction,
dissemination and exchange of equipment and materials for international education, giving
special consideration to the fact that in many countries pupils and students receive most of
their knowledge about international affairs through the mass media outside the school. To
meet the needs expressed by those concerned with international education, efforts should
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be concentrated on overcoming the lack of teaching aids and on improving their quality.
Action should be on the following lines:

(a) appropriate and constructive use should be made of the entire range of
equipment and aids available, from textbooks to television, and of the new educational
technology;

(b) there should be a component of special mass media education in teaching to help
the pupils to select and analyse the information conveyed by mass media;

(c) a global approach, comprising the introduction of international components,
serving as a framework for presenting local and national aspects of different subjects and
illustrating the scientific and cultural history of mankind, should be employed in textbooks
and all other aids to learning, with due regard to the value of the visual arts and music as
factors conducive to understanding between different cultures;

(d) written and audio-visual materials of an interdisciplinary nature. illustrating the
major problems confronting mankind and showing in each case the need for international
co-operation and its practical form should be prepared in the language or languages of
instruction of the country with the aid of information supplied by the United Nations,
UNESCO and other Specialized Agencies;

(e) documents and other materials illustrating the culture and the way of life of each
country, the chief problems with which it is faced, and its participation in activities of
world-wide concern should be prepared and communicated to other countries.

39. Member States should promote appropriate measures to ensure that edu-cational aids,
especially textbooks, are free from elements liable to give rise to misunderstanding,
mistrust, racialist reactions, contempt or hatred with regard to other groups or peoples.
Materials should provide a broad background of knowledge, which will help learners to
evaluate information and ideas disseminated through the mass media that seem to run
counter to the aims of this recommendation.

40. According to its needs and possibilities, each Member State should establish or help to
establish one or more documentation centres offering written and audio-visual material
devised according to the objectives of this recommendation and adapted to the different
forms and stages of education. These centres should be designed to foster the reform of
international education, especially by developing and disseminating innovative ideas and
materials, and should also organize and facilitate exchanges of information with other
countries.

IX. Research and experimentation

41. Member States should stimulate and support research on the foundations, guiding
principles, means of implementation and effects of international education and on
innovations and experimental activities in this field, such as those taking place in the
Associated Schools. This action calls for collaboration by universities, research bodies and
centres, teacher-training institutions, adult education training centres and appropriate non-
governmental organizations.

42. Member States should take appropriate steps to ensure that teachers and the various
authorities concerned build international education on a sound psychological and
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sociological basis by applying the results of research carried out in each country on the
formation and development of favourable or unfavourable attitudes and behaviour, on
attitude- change, on the interaction of personality development and education and on the
positive or negative effects of educational activity. A substantial part of this research-
should be devoted to the aspirations of young people concerning international problems
and relations.

X. International co-operation

43. Member States should consider international co-operation a responsibility in
developing international education. In the implementation of this recommendation they
should refrain from intervening in matters, which are essentially within the domestic
jurisdiction of any State in accordance with the United Nations Charter. By their own
actions, they should demonstrate that implementing this recommendation is itself an
exercise in international understanding and co-operation. They should, for example,
organize, or help the appropriate authorities and non-governmental organizations to
organize, an increasing number of international meetings and study sessions on
international education; strengthen their programmes for the reception of foreign students,
research workers, teachers and educators belonging to workers' associations and adult
education associations; promote reciprocal visits by schoolchildren, and student and
teacher exchanges; extend and intensify exchanges of information on cultures and ways of
life; arrange for the translation or adaptation and dissemination of information and
suggestions coming from other countries.

44. Member States should encourage the co-operation between their Associated Schools
and those of other countries with the help of UNESCO in order to promote mutual benefits
by expanding their experiences in a wider international perspective.

45. Member States should encourage wider exchanges of textbooks, especially history and
geography textbooks, and should, where appropriate, take measures, by concluding, if
possible, bilateral and multilateral agreements, for the reciprocal study and revision of
textbooks and other educational materials in order to ensure that they are accurate,
balanced, up to date and unprejudiced and will enhance mutual knowledge and
understanding between different peoples.
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APPENDIX B

Declaration and Integrated Framework of Action on Education for Peace,
Human Rights and Democracy

(The colour version distributed by UNESCO is available from:

http:/ /www.unesco.org/education/nfsunesco/pdf/REV_74_E.PDF. Retrieved
24 September 2010.
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- We, the Ministers of Education meeting at the 44th
session of the International Conference on Education,

Deeply concerned by the manifestations of violence, racism, xenophobia,
aggressive nationalism and violations of human rights, by religious intolerance, by
the upsurge of terrorism in all its forms and manifestations and by the growing gap
separating wealthy countries from poor countries, phenomena which threaten the
consolidation of peace and democracy both nationally and internationally and
which are all obstacles to development,

Mindful of our responsibility for the education of citizens committed to the
promotion of peace, human rights and democracy in accordance with the letter and
spirit of the Charter of the United Nations, the Constitution of UNESCO, the
Universal Declaration of Human Rights and other relevant instruments such as the
Convention on the Rights of the Child and the conventions on the rights of women,
and in accordance with the Recommendation concerning Education for
International Understanding, Co-operation and Peace and Education relating to
Human Rights and Fundamental Freedoms,

Convinced that education policies have to contribute to the development of
understanding, solidarity and tolerance among individuals and among ethnic, social,
cultural and religious groups and sovereign nations,

Convinced that education should promote knowledge, values, attitudes and
skills conducive to respect for human rights and to an active commitment to the
defence of such rights and to the building of a culture of peace and democracy,

Equally convinced :

. of the great responsibility incumbent not only on parents, but on society as a
whole, to work together with all those involved in the education system, and with
non-governmental organizations, so as to achieve full implementation of the
objectives of education for peace, human rights and democracy and to contribute in
this way to sustainable development and to a culture of peace;

. of the need to seek synergies between the formal education system and the
various sectors of non-formal education, which are helping to make a reality of
education that is in conformity with the aims of the World Declaration on
Education for All, adopted in Jomtien;

. of the decisive role that also falls to non-formal educational organizations in
the process of forming the personalities of young people.
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Strive resolutely :

. to base education on principles and methods that contribute to the
development of the personality of pupils, students and adults who are respectful of
their fellow human beings and determined to promote peace, human rights and
democracy;

. to take suitable steps to establish in educational institutions an atmosphere
contributing to the success of education for international understanding, so that
they become ideal places for the exercise of tolerance, respect for human rights, the
practice of democracy and learning about the diversity and wealth of cultural
identities;

. to take action to eliminate all direct and indirect discrimination against girls
and women in education systems and to take specific measures to ensure that they
achieve their full potential;

. to pay special attention to improving curricula, the content of textbooks, and
other educational materials including new technologies, with a view to educating
caring and responsible citizens, open to other cultures, able to appreciate the value
of freedom, respectful of human dignity and differences, and able to prevent
conflicts or resolve them by non-violent means;

. to adopt measures to enhance the role and status of educators in formal and
non-formal education and to give priority to pre-service and in-service training as
well as the retraining of educational personnel, including planners and managers,
oriented notably towards professional ethics, civic and moral education, cultural
diversity, national codes and internationally recognized standards of human rights
and fundamental freedoms;

. to encourage the development of innovative strategies adapted to the new
challenges of educating responsible citizens committed to peace, human rights,
democracy and sustainable development, and to apply appropriate measures of
evaluation and assessment of these strategies;

. to prepare, as quickly as possible and taking into account the constitutional
structures of each State, programmes of action for the implementation of this
Declaration.

3

We are determined to increase our efforts to :

. give a major priority in education to children and young people, who are
particularly vulnerable to incitements to intolerance, racism and xenophobia;

. seek the co-operation of all possible partners who would be able to help
teachers to link the education process more closely to real social life and transform
it into the practice of tolerance and solidarity, respect for human rights, democracy
and peace;
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. develop further, at the national and international levels, exchanges of
educational experiences and research, direct contacts between students, teachers
and researchers, school twinning arrangements and visits, with special attention to
experimental schools such as UNESCO Associated Schools, to UNESCO Chairs,
educational innovation networks and UNESCO Clubs and Associations;

. implement the Declaration and Programme of Action of the World
Conference on Human Rights (Vienna, June 1993) and the World Plan of Action on
Education for Human Rights and Democracy adopted at the International Congress
on Education for Human Rights and Democracy (Montreal, March 1993), and make
the internationally recognized instruments in the field of human rights available to
all educational establishments;

. contribute, through specific activities, to the celebration of the United
Nations Year for Tolerance (1995), and particularly to the inauguration, on the
occasion of the fiftieth anniversary of the United Nations and UNESCO, of the
celebration of the International Day for Tolerance.

Consequently, we, the Ministers of Education meeting at the 44th session of
the International Conference on Education, adopt this Declaration and invite the Director-
General to present to the General Conference a Framework of Action that allows
Member States and UNESCO to integrate, within a coherent policy, education for peace,
human rights and democracy in the perspective of sustainable development.
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This Integrated Framework of Action was prepared in
accordance with resolution 5.7 adopted by the General
Conference at its twenty-seventh session, which
invites the Director-General ‘to finalize the integrated
action plan on education for peace, human rights and
democracy, taking into account all existing action
plans in the field of international education ... and to
submit the integrated action plan for consideration by
the International Conference on Education in 1994
and for approval by the General Conference at its
twenty-eighth session, taking due account of any
comments and recommendations made by the 1994
International Conference on Education’.

The Framework offers a contemporary view of the
problems relating to education for peace, human rights
and democracy. It sets out objectives for such education,
action strategies and policies and lines of action at the
institutional, national and international levels.
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Introduction

. This Integrated Framework of Action on Education for Peace, Human Rights
and Democracy is intended to give effect to the Declaration adopted at the 44th
session of the International Conference on Education. It suggests basic guidelines
which could be translated into strategies, policies and plans of action at the
institutional and national levels according to the conditions of different
communities.

. In a period of transition and accelerated change marked by the expression of
intolerance, manifestations of racial and ethnic hatred, the upsurge of terrorism in
all its forms and manifestations, discrimination, war and violence towards those
regarded as “other” and the growing disparities between rich and poor, at
international and national levels alike, action strategies must aim both at ensuring
fundamental freedoms, peace, human rights, and democracy and at promoting
sustainable and equitable economic and social development all of which have an
essential part to play in building a culture of peace. This calls for a transformation of
the traditional styles of educational action.

. The international community has recently expressed its firm resolve to
provide itself with instruments adapted to the current challenges in the world in
order to act in a concerted and effective way. The Vienna Declaration and
Programme of Action for Human Rights adopted by the World Conference on
Human Rights (Vienna, June 1993), the World Plan of Action on Education for
Human Rights and Democracy adopted by the International Congress on Education
for Human Rights and Democracy (Montreal, March 1993), and the Associated
Schools Project Strategy and Plan of Action 1994-2000 are, in this respect, attempts
to respond to the challenge of promoting peace, human rights, democracy and
development.

. Taking inspiration from the Recommendation on Education for International
Understanding, Co-operation and Peace and Education relating to Human Rights
and Fundamental Freedoms, this Framework of Action seeks to suggest to Member
States and international governmental and non-governmental organizations an up-
to-date and integrated view of problems and strategies concerning education for
peace, human rights and democracy. It was drawn up at the request of the General
Conference at its twenty-seventh session, taking into account existing action plans,
and its purpose is to enhance their practical relevance and effectiveness. The idea
then is to draw on accumulated experience in order to chart new directions for the
education of citizens in every country. The Framework of Action accordingly
identifies principles and objectives of action and formulates proposals for the
consideration of policy-makers within each State and for co-operation between
countries on the basis of the commitments contained in the Declaration, to which it
is closely linked. It also attempts to bring together into a coherent whole the
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various measures aimed at defining study topics, realigning education at all levels,
rethinking methods and reviewing teaching materials in use, stimulating research,
developing teacher training and helping to make the education system more open
to society by means of active partnership.

. All human rights are universal, indivisible, interdependent and interrelated.
The strategies of action for their implementation must take specific historic,
religious and cultural considerations into account.

Aims of education for peace, human rights and democracy

. The ultimate goal of education for peace, human rights and democracy is the
development in every individual of a sense of universal values and types of
behaviour on which a culture of peace is predicated. It is possible to identify even in
different socio-cultural contexts values that are likely to be universally recognized.

. Education must develop the ability to value freedom and the skills to meet
its challenges. This means preparing citizens to cope with difficult and uncertain
situations and fitting them for personal autonomy and responsibility. Awareness of
personal responsibility must be linked to recognition of the value of civic
commitment, of joining together with others to solve problems and to work for a
just, peaceful and democratic community.

. Education must develop the ability to recognize and accept the values which
exist in the diversity of individuals, genders, peoples and cultures and develop the
ability to communicate, share and co-operate with others. The citizens of a pluralist
society and multicultural world should be able to accept that their interpretation of
situations and problems is rooted in their personal lives, in the history of their
society and in their cultural traditions; that, consequently, no individual or group
holds the only answer to problems; and that for each problem there may be more
than one solution. Therefore, people should understand and respect each other and
negotiate on an equal footing, with a view to seeking common ground.

Thus education must reinforce personal identity and should encourage the
convergence of ideas and solutions which strengthen peace, friendship and
solidarity between individuals and people.

. Education must develop the ability of non-violent conflict-resolution.

It should therefore promote also the development of inner peace in the minds of
students so that they can establish more firmly the qualities of tolerance,
compassion, sharing and caring.

. Education must cultivate in citizens the ability to make informed choices,
basing their judgements and actions not only on the analysis of present situations
but also on the vision of a preferred future.

. Education must teach citizens to respect the cultural heritage, protect the
environment, and adopt methods of production and patterns of consumption which
lead to sustainable development. Harmony between individual and collective values
and between immediate basic needs and long-term interests is also necessary.

. Education should cultivate feelings of solidarity and equity at the national
and international levels in the perspective of a balanced and long-term
development.
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Strategies

. In order to achieve these aims, the strategies and forms of action of
education systems will clearly need to be modified, as necessary, in respect both of
teaching and of administration. Furthermore, providing basic education for all, and
promoting the rights of women as an integral and indivisible part of universal
human rights, are fundamental in education for peace, human rights and
democracy.

. Strategies relating to education for peace, human rights and democracy must:

a - be comprehensive and holistic, which means addressing a very broad
range of factors some of which are described in more detail below;

b - be applicable to all types, levels and forms of education;

c - involve all educational partners and various agents of socialization,
including NGOs and community organizations;

d - be implemented locally, nationally, regionally and worldwide;

e - entail modes of management and administration, co-ordination and
assessment that give greater autonomy to educational establishments so that
they can work out specific forms of action and linkage with the local
community, encourage the development of innovations and foster active and
democratic participation by all those concerned in the life of the establishment;
f- be suited to the age and psychology of the target group and taken
account of the evolution of the learning capacity of each individual;

g - be applied on a continuous and consistent basis. Results and obstacles
have to be assessed, in order to ensure that strategies can be continuously
adapted to changing circumstances;

h - include proper resources for the above aims, for education as a whole
and especially for marginalized and disadvantaged groups.

. The degree of change required, priorities for action and the sequence of
actions should be determined at all decision-making levels taking into account
different historical backgrounds, cultural traditions and development levels of

regions and countries, and even within countries.

-
Policies and lines of action

. The incorporation into curricula at all levels of education, formal and non-
formal, of lessons on peace, human rights and democracy is of crucial importance.

Content of education

. To strengthen the formation of values and abilities such as solidarity,
creativity, civic responsibility, the ability to resolve conflicts by non-violent means,
and critical acumen, it is necessary to introduce into curricula, at all levels, true
education for citizenship which includes an international dimension. Teaching
should particularly concern the conditions for the construction of peace; the various
forms of conflict, their causes and effects; the ethical, religious and philosophical
bases of human rights, their historical sources, the way they have developed and
how they have been translated into national and international standards, such as in
the Universal Declaration of Human Rights, the Convention on the Elimination of
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All Forms of Discrimination against Women and the Convention on the Rights of
the Child; the bases of democracy and its various institutional models; the problem
of racism and the history of the fight against sexism and all the other forms of
discrimination and exclusion. Particular attention should be devoted to culture, the
problem of development and the history of every people, as well as to the role of
the United Nations and international institutions. There must be education for
peace, human rights and democracy. It cannot, however, be restricted to specialized
subjects and knowledge. The whole of education must transmit this message and
the atmosphere of the institution must be in harmony with the application of
democratic standards. Likewise, curriculum reform should emphasize knowledge,
understanding and respect for the culture of others at the national and global level
and should link the global interdependence of problems to local action. In view of
religious and cultural differences, every country may decide which approach to
ethical education best suits its cultural context.

Teaching materials and resources

. All people engaged in educational action must have adequate teaching
materials and resources at their disposal. In this connection, it is necessary to make
the necessary revisions to textbooks to get rid of negative stereotypes and distorted
views of “the other”. International co-operation in producing textbooks could be
encouraged. Whenever new teaching materials, textbooks and the like are to be
produced, they should be designed with due consideration of new situations. The
textbooks should offer different perspectives on a given subject and make
transparent the national or cultural background against which they are written.
Their content should be based on scientific findings. It would be desirable for the
documents of UNESCO and other United Nations institutions to be widely
distributed and used in educational establishments, especially in countries where
the production of teaching materials is proving slow owing to economic difficulties.
Distance education technologies and all modern communication tools must be
placed at the service of education for peace, human rights and democracy.

Programmes for reading, expression and the promotion
of foreign languages

. It is essential for the development of education for peace, human rights and
democracy that reading, and verbal and written expression programmes, should be
considerably strengthened. A comprehensive grasp of reading, writing and the
spoken word enables citizens to gain access to information, to understand clearly
the situation in which they are living, to express their needs, and to take part in
activities in the social environment. In the same way, learning foreign languages
offers a means of gaining a deeper understanding of other cultures, which can serve
as a basis for building better understanding between communities and between
nations. UNESCO’s LINGUAPAX project could serve as an example in that respect.

Educational establishments

. Proposals for educational change find their natural place in schools and
classrooms. Teaching and learning methods, forms of action and institutional policy
lines have to make peace, human rights and democracy both a matter of daily
practice and something that is learned. With regard to methods, the use of active
methods, group work, the discussion of moral issues and personalized teaching should
be encouraged. As for institutional policy lines, efficient forms of management and
participation must promote the implementation of democratic school management,
involving teachers, pupils, parents and the local community as a whole.

. Direct contacts and regular exchanges should be promoted between pupils,
students, teachers and other educators in different countries or cultural
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environments, and visits should be organized to establishments where successful
experiments and innovations have been carried out, particularly between
neighbouring countries. Joint projects should be implemented between
establishments and institutions from different countries, with a view to solving
common problems. International networks of pupils, students and researchers
working towards the same objectives should also be set up. Such networks should,
as a matter of priority, ensure that schools in particularly difficult situations due to
extreme poverty or insecurity should take part in them. With this in mind, it is
essential to strengthen and develop the UNESCO Associated Schools System. All
these activities, within the limits of available resources, should be introduced as an
integral component of teaching programmes.

. The reduction of failure must be a priority. Therefore, education should be
adapted to the individual student’s potential. The development of self-esteem, as
well as strengthening the will to succeed in learning, are also basic necessities for
achieving a higher degree of social integration. Greater autonomy for schools
implies greater responsibility on the part of teachers and the community for the
results of education. However, the different development levels of education
systems should determine the degree of autonomy in order to avoid a possible
weakening of educational content.

Teacher training

. The training of personnel at all levels of the education system - teachers,
planners, managers, teacher educators - has to include education for peace, human
rights and democracy. This pre-service and in-service training and retraining should
introduce and apply in situ methodologies, observing experiments and evaluating
their results. In order to perform their tasks successfully, schools, institutions of
teacher education and those in charge of non-formal education programmes should
seek the assistance of people with experience in the fields of peace, human rights
and democracy (politicians, jurists, sociologists and psychologists) and of the NGOs
specialized in human rights. Similarly, pedagogy and the actual practice of
exchanges should form part of the training courses of all educators.

. Teacher education activities must fit into an overall policy to upgrade the
teaching profession. International experts, professional bodies and teachersi unions
should be associated with the preparation and implementation of action strategies
because they have an important role to play in the promotion of a culture of peace
among teachers themselves.

Action on behalf of vulnerable groups

. Specific strategies for the education of vulnerable groups and those recently
exposed to conflict or in a situation of open conflict are required as a matter of
urgency, giving particular attention to children at risk and to girls and women
subjected to sexual abuse and other forms of violence. Possible practical measures
could include, for example, the organization outside the conflict zone of specialized
forums and workshops for educators, family members and mass media professionals
belonging to the conflicting groups and an intensive training activity for educators
in post-conflict situations. Such measures should be undertaken in co-operation
with governments whenever possible.

. The organization of education programmes for abandoned children, street
children, refugee and displaced children and economically and sexually exploited
children are a matter of urgency.

. It is equally urgent to organize special youth programmes, laying emphasis
on participation by children and young people in solidarity actions and
environmental protection.
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. In addition, efforts should be made to address the special needs of people
with learning difficulties by providing them with relevant education in a non-
exclusionary and integrated educational setting.

. Furthermore, in order to create understanding between different groups in
society, there must be respect for the educational rights of persons belonging to
national or ethnic, religious and linguistic minorities, as well as indigenous people,
and this must also have implications in the curricula and methods as well as in the
way education is organized.

Research and development

. New problems require new solutions. It is essential to work out strategies for
making better use of research findings, to develop new teaching methods and
approaches and to improve co-ordination in choosing research themes between
research institutes in the social sciences and education in order to address in a more
relevant and effective way the complex nature of education for peace, human rights
and democracy. The effectiveness of educational management should be enhanced
by research on decision-making by all those involved in the educational process
(government, teachers, parents, etc.). Research should also be focused on finding
new ways of changing public attitudes towards human rights, in particular towards
women, and environmental issues. The impact of educational programmes may be
better assessed by developing a system of indicators of results, setting up data banks
on innovative experiments, and strengthening systems for disseminating and
sharing information and research findings, nationally and internationally.

Higher education

. Higher education institutions can contribute in many ways to education for
peace, human rights and democracy. In this connection, the introduction into the
curricula of knowledge, values and skills relating to peace, human rights, justice,
the practice of democracy, professional ethics, civic commitment and social
responsibility should be envisaged. Educational institutions at this level should also
ensure that students appreciate the interdependence of States in an increasingly
global society.

Co-ordination between the education sector
and other agents of socialization

. The education of citizens cannot be the exclusive responsibility of the
education sector. If it is to be able to do its job effectively in this field, the education
sector should closely cooperate, in particular, with the family, the media, including
traditional channels of communication, the world of work and NGOs.

. Concerning co-ordination between school and family, measures should be
taken to encourage the participation of parents in school activities. Furthermore,
education programmes for adults and the community in general in order to
strengthen the school’s work are essential.

. The influence of the media in the socialization of children and young people
is increasingly being acknowledged. It is, therefore, essential to train teachers and
prepare students for the critical analysis and use of the media, and to develop their
competence to profit from the media by a selective choice of programmes. On the
other hand, the media should be urged to promote the values of peace, respect for
human rights, democracy and tolerance, in particular by avoiding programmes and
other products that incite hatred, violence, cruelty and disrespect for human dignity.
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Non-formal education of young people and adults

. Young people who spend a lot of time outside school and who often do not
have access to the formal education system, or to vocational training or a job, as
well as young people doing their military service, are a very important target group
of education programmes for peace, human rights and democracy. While seeking
improved access to formal education and vocational training it is therefore essential
for them to be able to receive non-formal education adapted to their needs, which
would prepare them to assume their role as citizens in a responsible and effective
way. In addition, education for peace, human rights and respect for the law has to
be provided for young people in prisons, reformatories or treatment centres.

. Adult education programmes - in which NGOs have an important role to
play - should make everyone aware of the link between local living conditions and
world problems. Basic education programmes should attach particular importance
to subject-matter relating to peace, human rights and democracy. All culturally
suitable media such as folklore, popular theatre, community discussion groups and
radio should be used in mass education.

Regional and international co-operation

. The promotion of peace and democracy will require regional co-operation,
international solidarity and the strengthening of co-operation between international
and governmental bodies, non-governmental organizations, the scientific
community, business circles, industry and the media. This solidarity and co-
operation must help the developing countries to cater for their needs for promoting
education for peace, human rights and democracy.

. UNESCO should place its institutional capability, and in particular its regional
and international innovation networks, at the service of the efforts to give effect to
this Framework of Action. The Associated Schools Project, the UNESCO Clubs and
Associations, the UNESCO Chairs, the major education projects for Africa, Asia and
the Pacific, Latin America and the Caribbean, the Arab States and Europe, the
follow-up bodies of the Jomtien World Conference, and in particular the regional
and international conferences of ministers of education should make specific
contributions. In these efforts, especially at national level, the active participation of
National Commissions for UNESCO should be a strategic asset in enhancing the
effectiveness of the actions proposed.

. UNESCO should introduce questions relating to the application of this
Framework of Action at meetings to be held at the highest level regionally and
internationally, develop programmes for the training of educational personnel,
strengthen or develop networks of institutions, and carry out comparative research
on teaching programmes, methods and materials. In accordance with the
commitments set forth in the Declaration on Education for Peace, Human Rights
and Democracy, the programmes should be evaluated on a regular basis.

. In this context, UNESCO, in line with the United Nations actions such as
“Agenda for Peace”, “Agenda for Development”, “Agenda 21", “Social Summit” and
“the Fourth World Conference on Women”, should launch initiatives to implement
this operation with other institutions in the United Nations system and other
regional and international organizations, so as to establish a global plan of activities
and set priorities for joint, co-ordinated action. This could include a UNESCO-
managed fund for international co-operation in education for peace, human rights
and democracy.

. National and international non-governmental organizations should be
encouraged to participate actively in the implementation of this Framework
of Action.
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APPENDIX C

Summary tables of actions relative to a normative instrument for education as
regards peace

I Precedents and initial efforts (Sections 4.2 and 4.3)

Year |Actor Decisions/normative actions on Other aspects
education with regard to peace
1925- |ICIC Normative procedures on school Terminology:
1937 textbooks education for security
and peace
1945 |Preparatory Normative action included in
Commission UNESCO Constitution
1946 |GC Practical actions for
international
understanding
Terminology on
education for
international
understanding
1947 |GC To draft a convention on education Terminology on
for international peace and security | education for
for submission to the next GC international
understanding
Solemn appeal against
the idea that war is
inevitable
1948 |a) GC a) To draft a convention on education |b) Recommendation on
for international peace and security | Development of
b) ICE (no time limit set) international
understanding among
c) UN young people and
teaching about
international
organizations
¢) Universal
Declaration of Human
Rights
1949 |a) GC a) To take steps to prepare a draft
) convention on education for
b) Committee of | international peace and security
nine experts
b) A draft text for a recommendation
1950 |a) Programme |a) No decision

Committee of
the EXB

b) EXB

b) To consult MS and National
Commissions
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1951

a) EXB
b) GC

a) To send the report of the
consultation to the GC without any
proposals for further action

b) No action

Note: ICIC = International Committee on Intellectual Co-operation

IT The second stage (Section 4.4)

b) ECOSOC
c) EXB (62nd)
d) GC

consultation to ECOSOC, to the EXB
and to the GC

b) Notes the report and transmits it to
the GA of the UN

¢) Draw the attention of the GC to the
proposals in the draft programme for
1963-1964

d) Notes the report

Year | Actor Decisions/normative actions on Other aspects
education with regard to peace
1960 |a) GA of the UN |a) UNESCO to consider a declaration |a)The First
on the promotion of peace among Development Decade
b) GC youth (1960-1970)
b) DG to consider the most effective a) and b) Resolution on
means towards international the attainment of
understanding in education and to independence by
report to the 12th GC colonial countries and
peoples
b) 17 African States
became MS of UNESCO
1961 | DG Consultation on education for
international understanding among
youth and on advisability of an
international declaration
1962 |a) EXB (61st) a) To communicate the report on the | a) Divided opinions on

advisability of an
international declaration

Note: ECOSOC = Economic and Social Council of the UN
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III The final stage (Section 4.5)

Year |Actor Decisions/normative actions on | Other aspects
education with regard to peace
1967 |a) DG a) Considers international a) Terminology: peace,
instruments an important understanding, and mutual
b) EXB measure in the Supplement to respect between peoples
the Programme and Budget for
¢) UNESCO 1967-1968 b) Debates on UNESCO’s
and IBE contribution to peace,
b) Asks DG to pursue international co-operation,
consultations and make definite |and security of peoples
proposals to the GC
¢) Undertakes a comparative
survey on education for
international understanding
1968 |a) GC a) Includes a preliminary study |b) Recommendation on
of the possibility of an Education for international
b) ICE international instrument on understanding as an integral
education to promote ideals of part of the curriculum and
peace, understanding, and life of the school
respect between peoples in the
work plan
1970 |GC Includes a preliminary study of
preparing an international
instrument on education for
international understanding, co-
operation, and peace in the work
plan
1972 |a) EXB a) Includes the item Desirability |a) By vote 21 to 1 with 2
of Adopting an International abstentions
b) GC Instrument... on the Agenda of
the GC b) By vote 49 to none with 12
abstentions
b) Decides on a recommendation
that should also cover human
rights and fundamental
freedoms
1973 | DG Sends a preliminary report and a
draft recommendation to MS
1974 |a) The Special |a) Revises and approves the draft | a) Unanimously
Committee of | recommendation
Governmental b) By vote 72 to 1, with 6
Experts b) Amends the text and adopts | abstentions
the draft recommendation
b) The ¢) By vote 76 to 5, with 15
Education ¢) Makes further amendments to |abstentions

Commission of
the GC

¢) GC

the text and adopts the final text
of the Recommendation
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APPENDIX D

A chronology of UNESCO, UN and other relevant actions after 1974

Actions as regards peace and human rights in education and other relevant actions are
categorized as follows:

A. Integrated approach (peace and human rights together)

B: Human rights separately

C: Peace separately

D: Other relevant actions. Their linkages with respective educational approaches, when
appropriate, are indicated in parenthesis. Some actions can belong in more than one
category.

Year Approaches to peace and human rights in education and other relevant actions
1975 A. Transmission of the 1974 Recommendation to MS (UNESCO, 1975)

D. Conference on security and cooperation in Europe, Helsinki, Finland
(“Conference”, 1975)

1976 A. Initial special reports by MS on the implementation of the 1974 Recommendation
(UNESCO, 1976c¢, 1976e, Res.34.1)

D. Medium-term plan for 1977-1982; programming by objectives (UNESCO, 1976d)

1978 A.To develop a plan for analytical methods of reporting on measures taken by MS
on the implementation of the 1974 Recommendation? (UNESCO, 1978c, Res.1/ 1.5 &
2.3)

B. To study the advisability of preparing a convention on education and teaching in
the field of human rights? (UNESCO, 1978c, Res. 3/1.1/5)

B, (A). To co-ordinate education and information activities on human rights, peace
and international understanding with education® (UNESCO, 1978c, Res. 3/1.5 &
2.3/1)

B. To develop projects relating to the teaching of human rights* (UNESCO, 1978c,
Res.3/1.5&2.3/2)

B. To study the possibility of a six-year plan for human rights teaching and
education® (UNESCO, 1978c, Res. 3/1.5 & 2.3/3)

B. Report on the conclusions of the international congress on the teaching of human
rights, Vienna, (UNESCO, 1978d)

D, (B). Declaration on race and racial prejudice (UNESCO, 1978c, Res. 3/1.1/2)
D, (C). Declaration on the preparation of societies for life in peace (UN, 1978b)

D, (C). The first special session on disarmament (UN, 1978a)

The resolution on education

The resolution on social sciences and their application
Ibid

Ibid

Ibid

O W N
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1979
1980

1981

1983

D. Declaration on fundamental principles concerning the contribution of the mass
media to strengthening peace and international understanding, to the promotion of
human rights and to countering racialism, apartheid and incitement to war
(UNESCO, 1978a, Res.4/9.3/2)

D, (C). Second disarmament decade (UN, 1979a)

A, (C). To organize an intergovernmental conference® to promote the application of
the 1974 Recommendation and to develop analytical methods of reporting (UNESCO,
1980b, Res. 1/01, (d) 1.5 and 2.3)

A. To submit (MS) reports on the application of the 1974 Recommendation, with a view
to the preparation of the Intergovernmental conference (UNESCO, 1980b, Res.1/02)

B. The inadvisability of a convention on education and teaching in the field of human
rights (UNESCO, 1980c, 1980b, Res.3/02)

B. The draft plan for the development of human rights teaching (UNESCO, 1980a)

B. Approval of the content and form of the plan for the development of human rights
teaching and the timetable for its implementation for 1981-1989 (UNESCO, 1980b,
Res. 3/03)

C. World congress on disarmament education (UNESCO, 1980d)

A. Questionnaire on the implementation of the 1974 Recommendation to MS
(UNESCO, 1983d, para.5)

A. Consultation of specialist for the preparation of the intergovernmental conference
(UNESCO, 1983d, para.6)

A. Analytical methods of reporting on measures taken by MS with regard to the
implementation of the 1974 Recommendation [working document of the
intergovernmental conference] (UNESCO, 1983a)

A, B, C. Review of UNESCO’ s action on the themes of the intergovernmental
conference (UNESCO. (1983b)

A. Report on the evaluation of UNESCO" s educational programme and other
relevant programmes from the point of view of the implementation of the 1974
Recommendation (UNESCO, 1983e)

A. Synthesis of MS reports on the application of the1974 Recommendation (UNESCO.
(1983f)

A, C. Report on proceedings of the intergovernmental conference (UNESCO, 1983d)

A, C. Implementation of the recommendations of the intergovernmental conference
(UNESCO, 1983c, Res.13.3)

A, B, C. Major Programme XIII: “Peace, international understanding, human rights
and the rights of peoples” (UNESCO, 1983c, Res.13.1)

There is also another resolution, on UNESCO" s contribution to peace, inviting the DG to
place “special emphasis on preparations for the intergovernmental conference on
education for international understanding, co-operation and peace and education relating
to human rights and fundamental freedoms, with a view to developing a climate conducive to
the strengthening of security and disarmament [emphasis added]” (UNESCO, 1980a, Res.
10.2, 11, para.2 (iv)).



1984

1985

1986

1987

1988

1989
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A. To establish a permanent system of reporting on the steps taken by MS to apply
the 1974 Recommendation (UNESCO, 1983c, Res.13.1)

C. To launch, in 1986, the plan for the development of education for international
understanding, co-operation and peace, in accordance with the recommendation of
the intergovernmental conference (UNESCO, 1984, Decision 4.1, para.92)

A. Establishment of a permanent system of reporting on the steps taken by MS to
apply the 1974 Recommendation (UNESCO, 1985b, 1985c¢, Res.13.3)

A. Establishment of a consultative committee of experts within the system of
reporting on the steps taken by MS to apply the1974 Recommendation (UNESCO,
1985¢, Res.13.3).

C. Plan for the development of education for international understanding, co-
operation and peace, for 1986-1995 (UNESCO, 1985c, Res.13.4)

D. USA leaves UNESCO

D. Procedures used to monitor the application of Unesco’s standard-setting
instruments (UNESCO, 1985¢, Res.29.1)

A. Draft statutes of the consultative committee (UNESCO, 1986)
D, (C). International year of peace 1986, (UN, 1986)
D. UK and Singapore leave UNESCO

A, C. Report on activities undertaken to give effect to the recommendations of the
intergovernmental conference (UNESCO, 1987d)

C. Report on the implementation of the plan for the development of education for
international understanding, co-operation and peace (UNESCO, 1987c)

A. Draft summary of national reports on steps taken by the MS to implement the
1974 Recommendation (UNESCO, 1988b)

A. First reports by MS on the implementation of the 1974 Recommendation (UNESCO,
1989a)

A. To organize an intergovernmental conference on the implementation of the 1974
Recommendation possibly within the framework of the 44th session of the ICE in 1994;
to prepare the new integrated plan for the development of international education
(UNESCO, 1989c, Res.7.2, para.2 (v and b))

A. To study the desirability of replacing the present 1974 Recommendation by a
convention (UNESCO, 1989¢, Res.26, para.5 (g))

A. To conclude the preparation of the integrated plan for international education on
peace and human rights (UNESCO, 1989c, Res.26, para.5 (h))

C, A. To implement the plan for the development of education for international
understanding, co-operation and peace as part of an integrated plan; to maintain the
specificity of these fields of international education (UNESCO, 1989c, Res.25, para.2
(aand b))

D. International congress on peace in the minds of men [sic], Yamoussoukro, Cote
d'Tvoire (UNESCO, 1989b)

D. Follow-up to the international congress on peace in the minds of men:
Yamoussoukro declaration; Seville statement on violence (UNESCO, 1989¢, Res.22)
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1990

1991

1992

1993

1994

D. World conference on education for all: meeting basic learning needs, Jomtien,
Thailand (UNESCO, 1990c)

A. To present an elaborated version of the draft integrated action plan for approval
to the GC after being considered by the 1994 ICE (UNESCO, 1991c, Res. 7.3, para.4)

A. Convention for replacing the 1974 Recommendation not necessary but revision to be
considered (UNESCO, 1991c, Res.7.4)

B. Follow-up to the international congress on human rights teaching, information
and documentation (Malta, 1987) (UNESCO, 1991¢, Res. 7.5)

C. Sexennial report on the progress achieved in the implementation of the 1974
Recommendation (UNESCO, 1991d)

D. To explore further the concept of a “culture of peace” in view of the links
connecting human rights, democracy, citizenship and sustainable development
(UNESCO, 1991c, Res. 7.2, para.2 (a))

A. Consultation on the preparation of the elaborated version of the integrated action
plan on the development of international education (UNESCO, 1992)

D. United Nations conference on environment and development, Agenda 21, Rio de
Janeiro , Brazil (UN, 1992b)

B. Declaration on the rights of persons belonging to national or ethnic, religious and
linguistic minorities (UN, 1992a)

D, (A, B). Major programme V, Social and human sciences: contribution to
development, peace, human rights and democracy (UNESCO, 1993c, Res.5.1)

A. To maintain the full and comprehensive implementation of the 1974
Recommendation as the mainstay of MS" s and UNESCO's programmes in this field; to
finalize the integrated action plan (UNESCO, 1993c, Res.5.7)

B. International congress on education for human rights and democracy and the
follow-up in MS to the world plan of action on education for human rights and
democracy (UNESCO, 1993d)

B. Endorsement of the world plan of action on education for human rights and
democracy endorsed; establishment of a committee for its follow up with other plans
(UNESCO, 1993c, Res.5.8, paras.1 and 4(b))

B. To give a high priority to UNESCO's activities in the field of education for human
rights and democracy (UNESCO, 1993c, Res.5.9)

D. Proclamation of the UN year for tolerance; adoption of the declaration on
tolerance (UNESCO, 1993c, Res.5.14)

D, (B). Vienna declaration and programme of action for human rights (UN, 1993)
A. Situation of education for international understanding (UNESCO, 1994g)

A. The draft integrated framework of action on education for peace, human rights
and democracy (UNESCO, 1994c)

A Declaration of the forty-fourth session of the ICE (UNESCO, 1994b)
A. Resolution of the 44th session of the ICE (UNESCO, 1994f)
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1998

1999

2000

2001
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A. Replacement of the consultative committee for the full and comprehensive
implementation of the 1974 Recommendation by the advisory committee on education
for peace, human rights and democracy (UNESCO, 1994a, Decision 4.3.1, 1994d)

B. Plan of action for the UN decade for human rights education, 1995-2004 (UN, 1994)

A. The 1974 Recommendation continues inspiring the implementation of education for
peace, human rights and democracy (UNESCO, 1995a, Res.5.41, para.l)

A. Declaration and integrated framework of action on education for peace, human
rights and democracy respectively endorsed and approved by the GC (UNESCO,
1995a, Res.5.41, para.2)

A. Synthesis of the MS” s replies to the questionnaire on the theme of the 1994 ICE
(UNESCO, 1994) as the second synthesis of national reports (UNESCO, 1995a,
Res.5.41, para.4)

D, A, B, C. Transdisciplinary project: towards a culture of peace (UNESCO, 1995a,
Res. 5.3)

D. Declaration of principles of tolerance (UNESCO, 1995a)
B. United Nations decade for human rights education, (UN, 1995b)
D. United Nations year for tolerance (UN, 1995c)

D. Fourth world conference on women: action for equality, development and peace
Beijing, (UN, 1995a)

D. World summit for social development, Copenhagen (UN, 1995d)

A. Sexennial report on progress made in implementing the 1974 Recommendation
(UNESCO, 1997)

B. Temporary working group for overall strategy for human rights education
(UNESCO, 1998b, Decision 8.5.111, para.11)

D. International decade for a culture of peace and non-violence for the children of the
world (2001-2010) (UN, 1998)

A. Draft questionnaire for the permanent system of reporting on education for peace,
human rights, democracy, international understanding and tolerance (UNESCO,
1999a, Decision 3.2.1)

B. Report of the Executive Board’s temporary working group on human rights
education (UNESCO, 1999h, 1999a, Decision 10.1)

B. Overall strategy for human rights education (UNESCO, 1999g, Res.16)

D. Programme of Action on a Culture of Peace, adopted by the GA of the UN (UN,
1999)

D. International year for the culture of peace (UN, 2000)

D. Dakar framework of action, world education forum, Dakar (UNESCO, 2000)

A. Synthesis of reports by MS in the context of the permanent system of reporting on
education for peace, human rights, democracy, international understanding and

tolerance (UNESCO, 2001d, 2001c, 2001a, Decision 5.3)

D. Universal declaration on cultural diversity (UNESCO, 2001b, Res.25)
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2002

2003
2005
2007

2009

2010

D, (B). Elements for an overall UNESCO strategy on human rights (UNESCO, 2002a,
Decision 3.4.1)

D, (B). UNESCO strategy on human rights (UNESCO, 2003, Res.27)
D, (B). Universal declaration on bioethics and human rights (UNESCO, 2005, Res.36)

D (A). Monitoring of the implementation of UNESCO's standard-setting instruments
(UNESCO, 2007, Res.87)

D, (B). Celebration of the 60th anniversary of the universal declaration of human
rights (UNESCO, 2007, Res.38)

A. Fourth consultation on the implementation of the 1974 Recommendation (UNESCO,
2009, 2009b, Decision 35)

D. UNESCO's work on culture of peace (UNESCO, 2009f, Res.108)

A. Report on the implementation of the 1974 Recommendation foreseen in 2013
(UNESCO, 2009d, Annex II)

D. Report on UNESCO's work on a culture of peace (UNESCO, 2010f)
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A comparison of the 1974 Recommendation and the 1995 Guidelines

Features The 1974 Recommendation The 1995 Declaration and
Integrated Framework of Action

Context Adopted during Cold War Approved after Cold War

Legal status Normative instrument Guidelines

Recommendation adopted by the
GC

Declaration adopted and the
Integrated Framework of Action

Morally binding considered by the ICE,
On the list of legal instruments of respectively endorsed and
UNESCO approved by GC
Drawn up according to the Morally binding
constitutional and procedural rules | Not on the list of legal
and decisions of the EXB and GC instruments of UNESCO
Drawn up according to decisions
of the EXB and GC
Style Preamble: Solemn and formal, in the | Declaration: personal, “We the
name of the GC, established Ministers of Education”
principles to which States are bound | Integrated Framework:
Text: Preamble and 45 paragraphs, |suggesting and persuading
complicated structure, long Text: Introduction and 41
sentences, paragraphs, simpler,
Appearance Black and white, no graphics Colour, graphics
Repertoires Repertoires interlinked and Fewer repertoires in turns
a) Instructions | embedded a) No instructions, MS are not
b) Principled a) Addressing MS mentioned
¢) Factual b) Obligating generally by “should”

d) Stand-taking
e) Adjusting

¢) Justifying other repertoires

d) Obligating generally, on issues of
war and peace

e) Balancing between universal and
particular, used in instructions

"

b) Obligating generally by
ust”

¢) Factual and principled in turns,
justifying each other

d) No stand-taking

e) Balancing between universal
and particular, used on cultural
issues, and on universal values

Rational
discourse

Correct knowledge, science belief,
experiments, research, and the
structuring of argumentation

Correct knowledge but with
different perspectives,
transparency of the national or
cultural background, and the
structuring of argumentation

Relation of
peace and
human rights

International understanding, co-
operation and peace, human rights
and fundamental freedoms

A gradual but profound change in
the role of education needed

Peace, human rights and
democracy, sustainable and
equitable economic and social
development in building a
culture of peace

A transformation of the
traditional styles of education
needed
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Peace
terminology

World peace, world problems, just
peace, social justice, development
and maintaining peace, structural
conditions to be changed
Inadmissibility of war and the use of
force and violence for defined
purposes

Equality and necessary
interdependence of nations and
peoples

Understanding across different
social, political, and economic

Peace seen as local, war and
violence inflicted on those
regarded as “others”

Forms of violence include
vulnerable groups

Culture of peace, non-violent
conflict resolution, inner peace,
harmony, tolerance, sharing and
caring, working for joint projects,
girls and women

systems
Disarmament
Human rights | Human rights instruments Human rights as universal,
terminology Refugees indivisible, interdependent and
Racialism, fascism, apartheid, interrelated; historical, religious,
discrimination and cultural conditions of
Rights and responsibilities implementation
Women not mentioned Racial and ethnic hatred, racial
discrimination
Rights of women, human rights
violations, sexual abuse and other
forms of violence
International Important as aim, object of research | Regional and international co-

co-operation

and studies
International exchanges
MS important actors

operation

Actors are NGOs, the scientific
community, business circles,
industry and media, regional and
international networks of
UNESCO

Education and

Wide definition of education

No definition of education

international International education used, also as | International education is not

education a “Cold War compromise” mentioned

Educational Individuals Citizens

aims Knowledge, abilities, understanding, | Values of solidarity, creativity,

concerning awareness, active personal civic responsibility, resolving

individual contribution and active conflicts by non-violent means,
participation, critical understanding, | critical acumen, self-esteem,
motivations, commitments personal autonomy, commitment
Civic training

Educational State-centred, centralized Decentralized, autonomy of

approaches Interdisciplinary, global approach, |educational establishments

international dimension, problem-
oriented, active methods, creativity,
innovation, efficacy, evaluation,
daily conduct of education, broad
use of materials, mass media,
international education on a sound
psychological and sociological basis
Foreign languages

Student participation in the
organization of studies and of the
educational establishment

Integration, comprehensive,
holistic, suited to age and
psychology of students
Assessment, adaptation to
change, efficacy, evaluation,
research, innovations, change,
reform, new approaches
Reading and verbal and written
expression

Co-operation of all possible
partners

Efficient management and
participation, democratic school
management










JYVASKYLA STUDIES IN EDUCATION, PSYCHOLOGY AND SOCIAL RESEARCH
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Kyostio, O. K., Oppilaiden terveydentilan
riippuvuus koulutyypistd. - Health status of
pupils according to type of school. 78 p.
Summary 6 p. 1962.

HENoNEN, VEIKko, Differentiation of primary
mental abilities. 136 p. 1963.

ELONEN, ANNA S., TAKALA, MARTTI & RUOPPILA ISTO,
A study of intellectual functions in children by
means of the KTK performance scales. 181 p.
1963.

JuurMmAA, YRk, On the ability structure of the
deaf. 114 p. 1963.

HENONEN, VEIKKO, Lyhennetty faktori-analyysi. -
A short method for factor analysis. 76 p.
Summary 5 p. 1963.

PrrkANEN, PentT, Fyysisen kunnon rakenne ja
kehittyminen. - The structure and development
of physical fitness. 163 p. Summary 10 p. 1964.
Nurwmi, VELL, Maamme seminaarien varsinaisen
opettajakoulutuksen synty ja kehittyminen
viime vuosisadalla I. - Die Entehung und
Entwicklung der praktischen Lehrer-bildung
unserer Lehrerseminare im vorigen Jahrhundert
L. 270 p. Zusammenfassung 15 p. 1964.

Nurwmi, VELL, Maamme seminaarien varsinaisen
opettajakoulutuksen synty ja kehittyminen
viime vuosisadalla II. - Die Entstehung und
Entwicklung der praktischen Lehrer-bildung
unserer Lehrerseminare im vorigen Jahrhundert
II. 123 p. Zusammenfassung 10 p. 1964.
NummEeNMAA, Tario, The language of the face. 66
p- 1964.

IsosaARl, Jusst, Bruno Boxstrom ja Sortavalan
seminaarin kasvatusaineiden opetus 1882-
1917. - Bruno Boxstrom und der Unterricht in
den péddagogischen Fachern am Seminar von
Sortavala 1882-1917. 167 p. Zusammen-fassung
II'p.1964.

NUMMENMAA, TaPIO & TAKALA, MARTTI, Parental
behavior and sources of information in different
social groups. 53 p. 1965.

WECKROTH, JoHAN, Studies in brain pathology
and human performance I. - On the
relationship between severity of brain injury
and the level and structure of intellectual
performance. 105 p. 1965.

PrTkANEN, PeENTTI, Arsyke-ja reaktioanalyyttis-
ten faktorointitulosten vastaavuudesta. - On the
congruence and coincidence between stimulus
analytical and response analytical factor
results. 223 p. Summary 14 p. 1967.

TENKKU, Jussl, Are single moral rules absolute in
Kant’s ethics? 31 p. 1967.

RuorriLa, Isto, Nuorten ja varttuneiden opiskeli-
joiden véliset asenne-erot erdissd ylioppilas-
pohjaisissa oppilaitoksissa. - Attitude
differences between young and advanced
university and college students. 182 p.
Summary 14 p. 1967.

KarvoNEN, JuHaNi, The structure, arousal and
change of the attitudes of teacher education
students. 118 p. 1967.

ELONEN, ANNA S., Performance scale patterns in
various diagnostic groups. 53 p. 1968.
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25

26

27

28

29

30

31

32

33

34

Tuomora, UuNo, Kansakouluntarkastajaan
kohdistuvista rooliodotuksista. - On role-
expectations applied to school inspectors. 173
p- Summary 8 p. 1968.

PItkANEN, LEA, A descriptive model of
aggression and nonaggression with
applications to childrens behaviour. 208 p.
1969.

KoskiaHo, Brutra, Level of living and
industrialisation. 102 p. 1970.

KuusINEN, JorMA, The meaning of another
person’s personality. 28 p. 1970.

VijaneN, Erkkl, Pohjakoulutustaso ja kansa-
koulunopettajan kehitysympéristojen muo-
dostuminen. - The level of basic education in
relation to the formation of the development
milieus of primary school teachers. 280 s.
Summary 13 p. 1970.

Hacrors, Cart, The galvanic skin response
and its application to the group registration of
psychophysiological processes. 128 p. 1970.
KARVONEN, JuHANI, The enrichment of
vocabulary and the basic skills of verbal
communication. 47 p. 1971.

SEPPO, SIMO, Abiturienttien asenteet uskonnon-
opetukseen. - The attitudes of students toward
religious education in secondary school. 137
p- Summary 5 p. 1971.

Renko Manu, Opettajan tehokkuus oppilaiden
koulusaavutusten ja persoonallisuuden
kehittimisessd. - Teacher’s effectiveness in
improving pupils’ school achievements and
developing their personality. 144 p. Summary
4 p. 1971

VaHervA, Tapio, Koulutustulokset peruskoulun
ala-asteella yhteisomuuttujien selittimina. -
Educational outcomes at the lower level of the
comprehensive school in the light of ecological
variables. 158 p. Summary 3 p. 1974.
OLKINUORA, ErRkk1, Norm socialization. The
formation of personal norms. 186 p.
Tiivistelma 4 p. 1974.

LukaNEN, PIRkko, Increasing creativity through
art education among pre-school children. 44 p.
Tiivistelma 4 p. 1975.

ELONEN, ANNAS., & GUYER, MELVIN, Comparison
of qualitative characteristics of human figure
drawings of Finnish children in various
diagnostic categories. 46 p. Tiivistelma 3 p.
1975.

KAARIAINEN, RistO, Physical, intellectual, and
personal characteristics of Down’s syndrome.
114 p. Tiivistelmé 4 p. 1975.

MAATTA, PAULA, Images of a young drug user.
112 p. Tiivistelma 11 p. 1976.

ALANEN, PenTTI, Tieto ja demokratia. - Episte-
mology and democracy. 140 p. Summary 4 p.
1976.

NurroNeN, Rirra, Vahvistajaroolit aikuisten ja
lapsen vuorovaikutuksessa. - The experi-
mental roles of reinforcing agent in adult-child
interaction. 209 p. Summary 11 p. 1977.
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TEKARI, VEIKKO, Vigilanssi-ilmion mittaamises-
taja selitysmahdollisuuksista. - On mea-
suring and explanation of vigilance. 163 p.
Summary 2 p. 1977.

VOLANEN, Risto, On conditions of decision
making. A study of the conceptual found-
ations of administration. - Pd4toksenteon
edellytyksista. Tutkimus hallinnon késitteel-
lisistd perusteista. 171 p. Tiivistelma 7 p. 1977.
LyyTINEN, PauLa, The acquisition of Finnish
morphology in early childhood. - Suomen
kielen morfologisten saannonmukaisuuksien
omaksuminen varhaislapsuudessa. 143 p.
Tiivistelmd 6 p. 1978.

HaxkaMAki, SiMo, Maaseudulle muutto muutto-
lilkkeen osana. - Migration on rural areas as
one element of migration as a whole. 175 p.
Summary 5 p. 1978.

MOBERG, SAKARI, Leimautuminen erityispedago-
giikassa. Nimikkeisiin apukoululainen ja
tarkkailuluokkalainen liitty vt kasitykset ja
niiden vaikutus hypoteettista oppilasta koske-
viin havaintoihin. - Labelling in special
education. 177 p. Summary 10 p. 1979.
AHVENAINEN, Ossl, Lukemis- ja kirjoittamis-
hiiricinen erityisopetuksessa. - The child
with reading and writing disabilities in
special education. 246 p. Summary 14 p. 1980.
HurmE, HELENA, Life changes during child-
hood. - Lasten elamanmuutokset. 229 p.
Tiivistelmd 3 p. 1981.

TUTKIMUS YHTEISKUNTAPOLITIKAN VITOITTAJANA.
Professori Leo Paukkuselle omistettu juhlakir-
ja. 175 p. 1981.

HirsjArvI, SIRKKA, Aspects of consciousness in
child rearing. - Tietoisuuden ongelma koti-
kasvatuksessa. 259 p. 1981.

LasoNEN, Kary, Siirtolaisoppilas Ruotsin
kouluyhteisossa. Sosiometrinen tutkimus. - A
sosio-metric study of immigrant pupils in the
Swedish comprehensive school. 269 p.
Summary 7 p. 1981.

AJATUKSEN JA TOIMINNAN TIET. Matti Juntusen
muistokirja. 274 p. 1982.

MAKINEN, Ramvmo, Teachers” work, wellbeing,
and health. - Opettajan ty, hyvinvointi ja
terveys. 232 p. Tiivistelma 2 p. 1982.
KANKAINEN, MIKKO, Suomalaisen peruskoulun
eriyttamisratkaisun yhteiskunnallisen taustan
ja siirtymévaiheen toteutuksen arviointi. 257
p- Summary 11 p. 1982.

WaLLs, GEORG, Health care and social welfare
in, cooperation. 99 p. Tiivistelma 9 p. 1982.
Korvukari, Mirjami, Rote learning compreh-
ension and participation by the learnes in
Zairian classrooms. - Mekaaninen oppimi-
nen, ymmartdminen ja oppilaiden osallistumi-
nen opetukseen zairelaisissa koululuokissa.
286 p. Tiivistelma 11p. 1982.

KoroNen, Ritva, Anitem analysis of tests in
mathematics applying logistic test models. -
Matematiikan kokeiden osioanalyysi logistisia
testimalleja kdyttden. 187 p. Tiivistelma 2 p.
1983.
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PexoNEN, Kyosrr, Byrokratia politiikan nako-
kulmasta. Politiikan ja byrokratian keskinai-
nen yhteys valtio- ja yhteiskuntaprosessin
kehityksen valossa. - Bureaucracy from the
viewpoint of politics. 253 p. 1983.

Lyy1iNeN, Heikki, Psychophysiology of anti-
cipation and arousal. - Antisipaation ja viria-
misen psykofysiologia. 190 p. Tiivistelméa 4 p.
1984.

KorkiAkANGAs, Mikko, Lastenneuvolan tervey-
denhoitajan arvioinnit viisivuotiaiden lasten
psyykkisesta kehityksesta. - The
psychological assessment of five-year-old
children by public health centres. 227 p.
Summary 14 p. 1984.

HUMAN ACTION AND PERSONALITY. Essays in
honour of Martti Takala. 272 p. 1984.
MATILAINEN, Jouko, Maanpuolustus ja edus-
kunta. Eduskuntaryhmien kannanotot ja
koheesio maanpuolustuskysymyksissa
Paasikiven-Kekkosen kaudella 1945-1978. -
Defence and Parliament. 264 p. Summary 7 p.
1984.

PUOLUE, VALTIO JA EDUSTUKSELLINEN DEMOKRATIA.
Pekka Nyholmille omistettu juhlakirja. - Party,
state and representational democracy. 145 p.
Summary 2 p. 1986.

SuSIAINEN, MARTTI, Intressit, yhdistyslaitos ja
poliittisen jdrjestelmén vakaisuus. - Interests,
voluntary assiociations and the stability of the
political system. 367 p. Summary 6 p. 1986.
MATTLAR, CARL-ERIK, Finnish Rorschach
responses in cross-cultural context: A norma-
tive study. 166 p. Tiivistelma 2 p. 1986.

Axst0, SEJA, Neuropsychological aspects of
simultaneous and successive cognitive pro-
cesses. - Rinnakkaisen ja perdkkéisen infor-
maation prosessoinnin neuropsykologiasta.
205 p. Tiivistelma 10 p. 1987.

LinpH, Ravo, Suggestiiviset mielikuvamallit
kayttaytymisen muokkaajina tarkkailuluokka-
laisilla. - Suggestive covert modeling as a
method with disturbed pupils. 194 p.
Summary 8 p. 1987.

KorHoNEN, Tarani, Behavioral and neural
short-lateney and long-latency conditioned
responses in the cat. - Vilittomét ja viivéstetyt
hermostol-liset ja kiyttdytymisvasteet klassi-
sen ehdollista-misen aikana kissalla. 198 p.
Tiivistelma 4 p. 1987.

PAaHKINEN, TuuLa, Psykoterapian vaikutus
minékésitykseen. Psykoterapian
kdynnistiman muutosprosessin vaikutus
korkeakouluopiskelijoiden minékésitykseen. -
Change in self-concept as a result of psycho-
therapy. 172 p. Summary 6 p. 1987.

Kancas, ANiTa, Keski-Suomen kulttuuri-
toimintakokeilu tutkimuksena ja politiikkana.
- The action research on cultural- activities in
the Province of Central Finland. 301 p.
Summary 8 p. 1988.

HurmE, HELENA, Child, mother and
grandmother. Interegenerational interaction in
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Finnish families. 187 p. 1988.
Rasku-PutToNeN, HELENA, Communication
between parents and children in experimental
situations. - Vanhempien ja lasten kommuni-
kointi strukturoiduissa tilanteissa. 71 p.
Tiivistelma 5 p. 1988.

ToskaLa, ANTERO, Kahvikuppineurootikkojen
ja paniikkiagorafoobikkojen mindkuvat
mindsysteemin rakenteina ja kognitiivisen
oppimis-terapian perustana. - The self-images
of coffee cup neurotics and panic
agoraphobics as structures of a selfsystem and
a basis for learning therapy. 261 p. Summary 6
p. 1988.

HAKKARAINEN, Liisa, Kuurojen yldasteen oppi-
laiden kirjoitetun kielen hallinta. - Mastery of
written language by deaf pupils at the upper
level of Comprehensive school. 281 p.
Summary 11 p. 1988.

NATT, Jouko, Tyomarkkinoiden
lohkoutuminen. Segmentaatioteoriat, Suomen
tyomarkkinatja yritysten tyovoimastrategiat. -
Segmentation theories, Finnish labour markets
and the use of labour in retail trade. 189 p.
Summary 10 p. 1989.

AaLTOLA, JuHANI, Merkitys opettamisen ja
oppimisen ndkokulmasta Wittgensteinin
myohiisfilo-sofian ja pragmatismin valossa. -
Meaning from the point of view of teaching
and learning in the light of Wittgenstein’s
later philosophy and pragmatism. 249 p.
Summary 6 p. 1989.

KINNUNEN, ULLa, Teacher stress over a school
year. - Opettajan tystressi lukuvuoden
aikana. 61 p. Tiivistelméa 3 p. 1989.

BreuEr, HELMUT & RuoHo, Kari (Hrsg.),
Padagogisch-psychologische Prophylaxe bei
4-8 jahrigen Kindern. - Pedagogis-psykologi-
nen ennaltaehkiisy neljasta kahdeksaan
vuoden idssd. 185 S. Tiivistelma 1 S. 1989.
LumMELAHTI, LEENA, Kuusivuotiaiden sopeutu-
minen paivikotiin. Yksilollistetty mallioppi-
mis-ohjelma paiviakotiin heikosti sopeutuvien
kuusivuotiaiden ohjauksessa sekd vanhempi-
en kasvatuskaytannon yhtey-det lapsen
sopeutumiseen ja mingkasitykseen. - The
adjustment of six-year-old children to day-
care-centres. 224 p. Summary 9 p. 1990.
Sarovita, Tivo, Adaptive behaviour of
institutionalized mentally retarded persons. -
Laitoksessa asuvien kehitysvammaisten
adaptiivinen kédyttdytyminen. 167 p.
Tiivistelma 4 p. 1990.

ParonNeN, Kart et SuBra, LEeNa (Eds.), Jean-Paul
Sartre - un philosophe du politique. - Jean-
Paul Sartre - poliittisuuden filosofi. 107 p.
Tiivistelma 2 p. 1990.

SNvuo, JuHaNi, Kuormitus ja voimavarat
upseerin uralla. - Work load and resources in
the career of officers. 373 p. Summary 4 p. 1990.
Porkxi, Pirjo, Self-concept and social skills of
school beginners. Summary and discussion. -
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Koulutulokkaiden mindkésitys ja sosiaaliset
taidot. 100 p. Tiivistelma 6 p. 1990.

HUTTUNEN, Jouko, Isdn merkitys pojan sosiaali-
selle sukupuolelle. - Father’s impact on son’s
gender role identity. 246 p. Summary 9 p.1990.
AHONEN, Tivo, Lasten motoriset koordinaatio-
hiirist. Kehitysneuropsykologinen seuranta-
tutkimus. - Developmental coordination
disorders in children. A developmental neuro-
psychological follow-up study. 188 p.
Summary 9 p. 1990.

Murto, Kari, Towards the well functioning
community. The development of Anton
Makarenko and Maxwell Jones” communities.
- Kohti toimivaa yhteiséd. Anton Makarenkon
ja Maxwell Jonesin yhteistjen kehitys. 270 p.
Tiivistelma 5 p. Cp2°<, 5 c. 1991.

SEIKKULA, JAAKKO, Perheen ja sairaalan raja-
systeemi potilaan sosiaalisessa verkostossa. -
The family-hospital boundary system in the
social network. 285 p. Summary 6 p. 1991.
ALANEN, [LKKA, Miten teoretisoida maa-talou-
den pientuotantoa. - On the conceptualization
of petty production in agriculture. 360 p.
Summary 9 p. 1991.

NieMELA, EINO, Harjaantumisoppilas perus-
koulun liikuntakasvatuksessa. - The trainable
mentally retarded pupil in comprehensive
school physical education. 210 p. Summary

7 p. 1991

KariLa, IrMa, Lapsivuodeajan psyykkisten
vaikeuksien ennakointi. Kognitiivinen malli. -
Prediction of mental distress during puer-
perium. A cognitive model. 248 p. Summary

8 p. 1991.

HaarasaLo, JaaNna, Psychopathy as a
descriptive construct of personality among
offenders. - Psykopatia rikoksentekijoiden
persoonallisuutta kuvaavana konstruktiona.
73 p. Tiivistelmd 3 p. 1992.

ARNKIL, ERIK, Sosiaalityon rajasysteemit ja
kehitysvyohyke. - The systems of boundary
and the developmental zone of social work. 65
p- Summary 4 p. 1992.

NIkk1, Mara-Lisa, Suomalaisen koulutusjarjes-
telman kielikoulutus ja sen relevanssi. Osa II. -
Foreign language education in the Finnish
educational system and its relevance. Part 2.
204 p. Summary 5 p. 1992.

Nikk1, Mapga-Lusa, The implementation of the
Finnish national plan for foreign language
teaching. - Valtakunnallisen kielenopetuksen
yleissuunnitelman toimeenpano. 52 p.
Yhteenveto 2 p. 1992.

VaskiLamrl, TuuLa, Vaihtoehtoinen terveyden-
huolto hyvinvointivaltion terveysmarkki-
noilla. - Alternative medicine on the health
market of welfare state. 120 p. Summary 8 p.
1992.

Laakso, Kirsti, Kouluvaikeuksien ennustami-
nen. Kéyttdytymishairiot ja kielelliset vaikeu-
det peruskoulun alku-ja pdéttovaiheessa. -
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Prediction of difficulties in school. 145 p.
Summary 4 p. 1992.

SUUTARINEN, SAKARI, Herbartilainen pedagogi-
nen uudistus Suomen kansakoulussa vuosisa-
dan alussa (1900-1935). - Die Herbart'sche
péddagogische Reform in den finnischen
Volksschulen zu Beginn dieses Jahrhunderts
(1900-1935). 273 p. Zusammenfassung 5 S. 1992.
ArrroLa, Tario, Uuden opiskelijatyypin synty.
Opiskelijoiden eldménvaiheet ja tieteenala-
spesifien habitusten muovautuminen 1980-
luvun yliopistossa. - Origins of the new student
type. 162 p. Summary 4 p. 1992

KorHoNeN, Pexka, The origin of the idea of the
Pacific free trade area. - Tyynenmeren vapaa-
kauppa-alueen idean muotoutuminen. -
Taiheiyoo jiyuu booeki chi-iki koosoo no seisei.
220 p. Yhteenveto 3 p. Yooyaku 2 p. 1992.
KERANEN, JYRKI, Avohoitoon ja sairaalahoitoon
valikoituminen perhekeskeisessa psykiatrises-
sa hoitojarjestelméassa. - The choice between
outpatient and inpatient treatment in a family
centred psychiatric treatment system. 194 p.
Summary 6 p. 1992.

WAHLSTROM, JARL, Merkitysten muodostuminen
ja muuttuminen perheterapeuttisessa keskus-
telussa. Diskurssianalyyttinen tutkimus. -
Semantic change in family therapy. 195 p.
Summary 5 p. 1992.

RaHeeM, KoLawoLE, Problems of social security
and development in a developing country. A
study of the indigenous systems and the
colonial influence on the conventional
schemes in Nigeria. - Sosiaaliturvan ja kehi-
tyksen ongelmia kehitysmaassa. 272 p.
Yhteenveto 3 p. 1993.

LaINE, Tivo, Aistisuus, kehollisuus ja dialo-
gisuus. Ludwig Feuerbachin filosofian lahto-
kohtia ja niiden kehitysnakymia 1900-luvun
antropologisesti suuntautuneessa fenomeno-
logiassa. - Sensuousnes, bodiliness and
dialogue. Basic principles in Ludwig Feuer-
bach’s philosophy and their development in
the anthropologically oriented phenom-
enology of the 1900’s. 151 p. Zusammen-
fassung 5 S. 1993.

PENTTONEN, MARKKU, Classically conditioned
lateralized head movements and bilaterally
recorded cingulate cortex responses in cats. -
Klassisesti ehdollistetut sivuttaiset paanliik-
keetja molemminpuoliset aivojen pihtipoimun
vasteet kissalla. 74 p. Yhteenveto 3 p. 1993.
Koro, Jukka, Aikuinen oman oppimisensa
ohjaajana. Itseohjautuvuus, sen kehittyminen
ja yhteys opetustuloksiin kasvatustieteen
avoimen korkeakouluopetuksen monimuoto-
kokeilussa. - Adults as managers of their own
learning. Self-directiveness, its development
and connection with the gognitive learning
results of an experiment on distance education
for the teaching of educational science. 238 p.
Summary 7 p. 1993.

LAIHIALA-KANKAINEN, SIRKKA, Formaalinen ja
funktionaalinen traditio kieltenopetuksessa.
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Kieltenopetuksen oppihistoriallinen tausta
antiikista valistukseen. - Formal and
functional traditions in language teaching.
The theory -historical background of language
teaching from the classical period to the age of
reason. 288 p. Summary 6 p. 1993.

MAKINEN, TERTTU, Yksilon varhaiskehitys
koulunkédynnin perustana. - Early
development as a foundation for school
achievement. 273 p. Summary 16 p. 1993.
KotkAVIRTA, Jussl, Practical philosophy and
modernity. A study on the formation of
Hegel’s thought. - Kaytannéllinen filosofia ja
modernisuus. Tutkielma Hegelin ajattelun
muotoutumisesta. 238 p. Zusammenfassung
3S. Yhteenveto 3 p. 1993.

EI1sENHARDT, PETER L., PALONEN, KARI, SUBRA,
LEENA, ZIMMERMANN RAINER E.(Eds.), Modern
concepts of existentialism. Essays on Sartrean
problems in philosophy, political theory and
aesthetics. 168 p. Tiivistelma 2 p. 1993.
KERANEN, MARJA, Modern political science and
gender. A debate between the deaf and the
mute. - Moderni valtio-oppi ja nainen.
Mykkien ja kuurojen valinen keskustelu.

252 p. Tiivistelma 4 p. 1993.

MAaTIKAINEN, TuULA, Ty6taitojenkehittyminen
erityisammattikouluvaiheen aikana. -
Development of working skills in special
vocational school. 205 p. Summary 4 p. 1994.
PHLAJARINNE, MARJA-LEENA, Nuoren sairastumi-
nen skitsofreeniseen hiirioon. Perheterapeut-
tinen tarkastelutapa. - The onset of
schizophrenic disorder at young age. Family
therapeutic study. 174 p. Summary 5 p. 1994.
KuusINeN, Kirsti-Lisa, Psyykkinen itseséétely
itsehoidon perustana. Itsehoito I-tyypin
diabetesta sairastavilla aikuisilla. - Self-care
based on self-regulation. Self-care in adult
type I diabetics. 260 p. Summary 17 p. 1994.
MENGISTU, LEGESSE GEBRESELLASSIE,
Psychological classification of students with
and without handicaps. A tests of Holland’s
theory in Ethiopia. 209 p. 1994.

LESKINEN, MARKKU (ED.), Family in focus. New
perspectives on early childhood special
education. 158 p. 1994.

LESKINEN, MARKKU, Parents’ causal attributions
and adjustment to their child’s disability. -
Vanhempien syytulkinnat ja sopeutuminen
lapsensa vammaisuuteen. 104 p. Tiivistelma
1p.1994.

MartHies, AlLA-LEENA, Epévirallisen sektorin ja
hyvinvointivaltion suhteiden modernisoitu-
minen. - The informal sector and the welfare
state. Contemporary relationships. 63 p.
Summary 12 p. 1994.

ArrtoLa, HELENA, Tutkimustyon ohjaus ja
ohjaussuhteet tieteellisess jatkokoulutuk-
sessa. - Mentoring in postgraduate education.
285 p. Summary 5 p. 1995.

LiNDEN, MIRjA, Muuttuva syovan kuva ja
kokeminen. Potilaiden ja ammattilaisten tul-
kintoja. - The changing image and experience
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of cancer. Accounts given by patients and
professionals. 234 p. Summary 5 p. 1995.
VALMAA, Jussl, Higher education cultural
approach. - Korkeakoulututkimuksen
kulttuurindkokulma. 94 p. Yhteenveto 5 p.
1995.

Karrio, Katevy, Yhteisollisyys kasvatuksessa.
yhteistkasvatuksen teoreettinen analyysija
kéaytantoon soveltaminen. - The community as
an educator. Theoretical analysis and practice
of community education. 250 p. Summary 3 p.
1995.

HANNIKAINEN, MARITTA, Nukesta vauvaksi ja
lapsesta ladkariksi. Roolileikkiin siirtymisen
tarkastelua piagetilaisesta ja kulttuurihistori-
allisen toiminnan teorian ndkokulmasta. 73 p.
Summary 6 p.1995.

IkoNEN, Ova. Adaptiivinen opetus. Oppimis-
tutkimus harjaantumiskoulun opetussuunni-
telma- ja seurantajérjestelman kehittamisen
tukena. - The adaptive teaching. 90 p.
Summary 5 p. 1995.

Suutama, TiMo, Coping with life events in old
age. - Elamdn muutos- ja ongelmatilanteiden
kasittely idkkailld ihmisilla. 110 p. Yhteenveto
3 p. 1995.

DersEH, TiBEBU BOGALE, Meanings Attached to
Disability, Attitudes towards Disabled People,
and Attitudes towards Integration. 150 p.
1995.

SAHLBERG, Pasl, Kuka auttaisi opettajaa. Post-
moderni nikokulma opetuksen muu-tokseen
yhden kehittamisprojektin valossa. - Who
would help a teacher. A post-modern
perspective on change in teaching in light of

a school improvement project. 255 p. Summary
4 p. 199.

UniNk1, ArLo, Distress of unemployed job-
seekers described by the Zulliger Test using
the Comprehensive System. - Tyottdmien
tyontekijoiden ahdinko kuvattuna Compre-
hensive Systemin mukaisesti kaytetyilla
Zulligerin testilld. 61 p. Yhteenveto 3p. 1996.
ANTIKAINEN, Risto, Clinical course, outcome
and follow-up of inpatients with borderline
level disorders. - Rajatilapotilaiden osasto-
hoidon tuloksellisuus kolmen vuoden
seurantatutkimuksessa Kys:n psykiatrian
klinikassa. 102 p. Yhteenveto 4 p. 1996.
Ruusuvirta, TiMo, Brain responses to pitch
changes in an acoustic environment in cats
and rabbits. - Aivovasteet kuulodarsykemuu-
toksiin kissoilla ja kaneilla. 45 p. Yhteenveto 2
p- 1996.

Visti, ANNALISA, Tyoyhteison ja tyon tuotta-
vuuden kehitys organisaation transformaa-
tiossa. - Dovelopment of the work communi-ty
and changes in the productivity of work
during an organizational transformation
process. 201 p. Summary 12 p. 1996.

SALLINEN, MIKAEL, Event-ralated brain
potentials to changes in the acustic environ-
ment buring sleep and sleepiness. - Aivojen
herétevasteet muutoksiin kuulodrsykesar-
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jassa unen ja uneliaisuuden aikana. 104 p.
Yhteenveto 3 p. 1997.

LammvinvAKl, Tuya, Efficasy of a multi-faceted
treatment for children with learning
difficulties. - Oppimisvaikeuksien neuro-
kognitiivisen ryhméakuntoutuksen tuloksel-
lisuus ja sithen vaikuttavia tekij6itd. 56 p.
Yhteenveto 2 p. 1997.

LUTTINEN, JAANA, Fragmentoituva kulttuuripoli-
tiikka. Paikallisen kulttuuripolitiikan tulkinta-
kehykset Yld-Savossa. - Fragmenting-cultural
policy. The interpretative frames of local
cultural politics in Yl4-Savo. 178 p. Summary
9 p.1997.

MARTTUNEN, MK, Studying argumentation in
higher education by electronic mail. -
Argumentointia yliopisto-opinnoissa sahko-
postilla. 60 p. (164 p.) Yhteenveto 3 p. 1997.
JaakkoLa, HANNA, Kielitieto kielitaitoon pyritta-
essd. Vieraiden kielten opettajien kasityksia
kieliopin oppimisesta ja opetta-misesta. -
Language knowledge and language ability.
Teachers” conceptions of the role of grammar
in foreign language learning and teaching.
227 p. Summary 7 p. 1997.

SuBrA, LEENA, A portrait of the political agent
in Jean-Paul Sartre. Views on playing, acting,
temporality and subjectivity. - Poliittisen
toimijan muotokuva Jean-Paul Sartrella.
Nékymié pelaamiseen, toimintaan,
ajallisuuteen ja subjektiivisuuteen. 248 p.
Yhteenveto 2 p. 1997.

Haarakancas, Kauko, Hoitokokouksen dénet.
Dialoginen analyysi perhekeskeisen psykiatri-
sen hoitoprosessin hoitokokous-keskusteluis-
ta tyoryhman toiminnan ndakokulmasta. - The
voices in treatment meeting. A dialogical
analysis of the treatment meeting
conversations in family-centred psychiatric
treatment process in regard to the team
activity. 136 p. Summary 8 p. 1997.
MatiNHEIKKI-KokKO, Kalja, Challenges of
working in a cross-cultural environment.
Principles and practice of refugee settlement in
Finland. - Kulttuurienvélisen tyon haasteet.
Periaatteet ja kdytanté maahanmuuttajien
hyvinvoinnin turvaamiseksi Suomessa. 130 p.
Yhteenveto 3 p. 1997.

Krviniewmr, Kari, Opettajuuden oppimisesta
harjoittelun harhautuksiin. Aikuisopiskeli-
joiden kokemuksia opetusharjoittelusta ja sen
ohjauksesta luokanopettajakoulutuksessa. -
From the learning of teacherhood to the
fabrications of practice. Adult students” ex-
periences of teaching practice and its super-
vision in class teacher education. 267 p.
Summary 8 p. 1997.

KantoLa, Jouko, Cygnaeuksen jaljilld késityon-
opetuksesta teknologiseen kasvatukseen. - In
the footsteps of Cygnaeus. From handicraft
teaching to technological education. 211 p.
Summary 7 p. 1997.

KAARTINEN, Jukka, Nocturnal body movements
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and sleep quality. - Yolliset kehon liikkeet ja
unen laatu. 85 p. Yhteenveto 3 p. 1997.
MusToNEN, ANU, Media violence and its
audience. - Mediavikivalta ja sen yleiso. 44 p.
(131 p.). Yhteenveto 2 p. 1997.

PERTTULA, JuHA, The experienced life-fabrics of
young men. - Nuorten miesten koettu
elamankudelma. 218 p. Yhteenveto 3 p. 1998.
TikkaNEN, TARJA, Learning and education of

older workers. Lifelong learning at the margin.

- Ikdantyvan tyovaeston oppiminen ja koulu-
tus. Elinikédisen oppimisen marginaalissa.

83 p. (154 p.). Yhteenveto 6 p. 1998.

LEINONEN, MARKKU, Johannes Gezelius van-
hempi luonnonmukaisen pedagogiikan
soveltajana. Comeniuslainen tulkinta. -
Johannes Gezelius the elder as implementer of

natural padagogy. A Comenian interpretation.

237 p. Summary 7 p. 1998.

KatLio, EEva, Training of students’ scientific
reasoning skills. - Korkeakouluopiskelijoiden
tieteellisen ajattelun kehittdiminen. 90 p.
Yhteenveto 1 p. 1998.

NIEmI-VAKEVAINEN, LEENA, Koulutusjaksot ja
elamanpolitiikka. Kouluttautuminen yksilol-
listymisen ja yhteisollisyyden risteysasemana.
- Sequences of vocational education as life
politics. Perspectives of invidualization and
communality. 210 p. Summary 6 p. 1998.
Parikka, MatT1, Teknologiakompetenssi.
Teknologiakasvatuksen uudistamishaasteita
peruskoulussa ja lukiossa. - Technological
competence. Challenges of reforming techno-
logy education in the Finnish comprehensive
and upper secondary school. 207 p. Summary
13 p. 1998.

TA OPETTAJAN APUNA - EDUCATIONAL TA FOR
TEACHER. Professori Pirkko Liikaselle omistettu
juhlakirja. 207 p. Tiivistelma - Abstract 14 p.
1998.

YLONEN, HiLkka, Taikahattu ja hopeakengit -
sadun maailmaa. Lapsi pédivakodissa sadun
kuulijana, nékijana ja kokijana. - The world of
the colden cap and silver shoes. How kinder
garten children listen to, view, and experience
fairy tales. 189 p. Summary 8 p. 1998.
MorLANEN, PEnTTl, Opettajan toiminnan perus-
teiden tulkinta ja tulkinnan totuudellisuuden
arviointi. - Interpreting reasons for teachers’
action and the verifying the interpretations.
226 p. Summary 3p. 1998.

Vaurio, LEENA, Lexical inferencing in reading
in english on the secondary level. - Sana-
péittely englanninkielisté tekstia luettaessa
lukioasteella. 147 p. Yhteenveto 3 p. 1998.
ETELAPELTO, ANNELL, The development of
expertise in information systems design. -
Asiantuntijuuden kehittyminen tietojarjestel-
mien suunnittelussa. 132 p. (221p.).
Yhteenveto 12 p. 1998.

PIRHONEN, ANTTI, Redundancy as a criterion for
multimodal user-interfaces. - Kasitteistd luo
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157

nédkokulman kayttoliittymaanalyysiin. 141 p.
Yhteenveto 3 p. 1998.

RONKA, ANNA, The accumulation of problems of
social functioning: outer, inner, and
behavioral strands. - Sosiaalinen selviytymi-
nen lapsuudesta aikuisuuteen: ongelmien
kasautumisen kolme vaylda. 44 p. (129 p.)
Yhteenveto 3 p. 1999.

NAUKKARINEN, Amvo, Tasapainoilua kurinalai-
suuden ja tarkoituksenmukaisuuden vililla.
Oppilaiden ei-toivottuun kiyttaytymiseen
liittyvan ongelmanratkaisun kehittiminen
yhden peruskoulun yldasteen tarkastelun
pohjalta. - Balancing rigor and relevance.
Developing problem-solving associated with
students’ challenging behavior in the light of a
study of an upper comprehensive school.

296 p. Summary 5 p. 1999.

HotMma, JuHa, The search for a narrative.
Investigating acute psychosis and the need-
adapted treatment model from the narrative
viewpoint. - Narratiivinen ldhestymistapa
akuuttiin psykoosiin ja tarpeenmukaisen
hoidon malliin. 52 p. (105 p.) Yhteenveto 3 p. 1999.
LEepPANEN, Paavo H.T., Brain responses to
changes in tone and speech stimuli in infants
with and without a risk for familial dyslexia. -
Aivovasteet ddni- ja puheidrsykkeiden muu-
toksiin vauvoilla, joilla on riski suvussa esiin-
tyvédn dysleksiaan ja vauvoilla ilman tatd
riskid. 100 p. (197 p.) Yhteenveto 4 p. 1999.
SuoMALA, JYRKI, Students” problem solving

in the LEGO/Logo learning environment. -
Oppilaiden ongelmanratkaisu LEGO/Logo
oppimisymparistossa. 146 p. Yhteenveto 3 p.
1999.

HutTuNeN, Rauno, Opettamisen filosofia ja
kritiikki. - Philosophy, teaching, and critique.
Towards a critical theory of the philosophy of
education. 201 p. Summary 3p. 1999.
Karexivy, LEeNa, Ehka en kokeilisikaan, jos ...
Tutkimus ylivieskalaisten nuorten tupakoin-
nista ja paihteidenkéytosta ja niihin liittyvasta
terveyskasvatuksesta vuosina 1989-1998. -
Maybe I wouldn’t even experimentif .... A
study on youth smoking and use of intoxi-
cants in Ylivieska and related health educat-
ion in 1989-1998. 256 p. Summary 4 p. 1999.
Laakso, MARJA-LEENA, Prelinguistic skills and
early interactional context as predictors of
children’s language development. - Esi-
kielellinen kommunikaatio ja sen vuorovaiku-
tuksellinen konteksti lapsen kielen kehityksen
ennustajana. 127 p. Yhteenveto 2 p. 1999.
MAuNO, SAjA, Job insecurity as a psycho-social
job stressor in the context of the work-family
interface. - Tyon epavarmuus tyon psyko-
sosiaalisena stressitekijdna tyon ja perheen
vuorovaikutuksen kontekstissa. 59 p. (147 p.)
Yhteenveto 3 p. 1999.

MAEeNsivu Kirstl, Opettaja médrittelijang,
oppilas madriteltdvana. Sanallisen oppilaan
arvioinnin sisallon analyysi. - The teacher as
a determiner - the pupil to be determined -
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content analysis of the written school reports.
215 p. Summary 5 p. 1999.

FeLDT, TARU, Sense of coherence. Structure,
stability and health promoting role in working
life. - Koherenssin rakenne, pysyvyys ja
terveyttd edistdava merkitys tyoelamaéssa. 60 p.
(150 p.) Yhteenveto 5 p. 2000.

MAnTY, TARIA, Ammatillisista erityisoppilaitok-
sista eldmédn. - Life after vocational special
education. 235 p. Summary 3 p. 2000.

SARrjA, ANNELL Dialogioppiminen pienryhmas-
sé. Opettajaksi opiskelevien harjoitteluproses-
si terveydenhuollon opettajankoulutuksessa. -
Dialogic learning in a small group. The
process of student teachers” teaching practice
during health care education. 165 p. Summary
7 p. 2000.

JARVINEN, ANITTA, Taitajat idnikuiset. - Kotkan
ammattilukiosta valmiuksia elamaan, tycela-
maan ja jatko-opintoihin. - Age-old
craftmasters -Kotka vocational senior
secondary school - giving skills for life, work
and further studies. 224 p. Summary 2 p. 2000.
Kontio, MARja-Liisa, Laitoksessa asuvan
kehitysvammaisen vanhuksen haastava
kayttaytyminen ja hoitajan kdyttamia vaiku-
tuskeinoja. - Challenging behaviour of
institutionalized mentally retarded elderly
people and measures taken by nurses to
control it. 175 p. Summary 3 p. 2000.
KILPELAINEN, ARJA, Naiset paikkaansa etsimés-
séd. Aikuiskoulutus naisen elamankulun
rakentajana. - Adult education as determinant
of woman'’s life-course. 155 p. Summary 6 p.
2000.

Rutesuo, ANNIKKI, A preterm child grows.
Focus on speech and language during the
first two years. - Keskonen kasvaa: puheen

ja kielen kehitys kahtena ensimmadisena elin-
vuotena. 119 p. Tiivistelmé 2 p. 2000.
TAURIAINEN, LEENA, Kohti yhteistd laatua. -
Henkilokunnan, vanhempien ja lasten laatu-
kasitykset pdivakodin integroidussa erityis-
ryhmdssa. - Towards common quality: staff’s,
parents” and children’s conseptions of quality
in an integration group at a daycare center.
256 p. Summary 6 p. 2000.

Raupaskoski, LEENA, Ammattikorkeakoulun
toimintaperustaa etsiméassa. Toimilupahake-
musten sisdllénanalyyttinen tarkastelu. - In
search for the founding principles of the
Finnishpolytechnic institutes. A content
analysis of the licence applications. 193 p.
Summary 4 p. 2000.

TAKKINEN, SANNA, Meaning in life and its
relation to functioning in old age. - Eliman
tarkoituksellisuus ja sen yhteydet toiminta-
kykyyn vanhuudessa. 51 p. (130 p.)
Yhteenveto 2 p. 2000.

LAuNONEN, LEgvl, Eettinen kasvatusajattelu
suomalaisen koulun pedagogisissa teksteissa
1860-luvulta 1990-luvulle. - Ethical thinking
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in Finnish school’s pedagogical texts from the
1860s to the 1990s. 366 p. Summary 3 p. 2000.
KuoreLAHTI, MATTI, Sopeutumattomien luokka-
muotoisen erityisopetuksen tuloksellisuus. -
The educational outcomes of special classes
for emotionally/ behaviorally disordered
children and youth. 176 p. Summary 2p.
2000.

KurunMAKy, Jusst, Representation, nation and
time. The political rhetoric of the 1866
parliamentary reform in Sweden. - Edustus,
kansakunta ja aika. Poliittinen retoriikka
Ruotsin vuoden 1866 valtiopdivireformissa.
253 p. Tiivistelma 4 p. 2000.

RasINEN, Akl Developing technology
education. In search of curriculum elements
for Finnish general education schools. 158 p.
Yhteenveto 2 p. 2000.

SunDHOLM, LARs, Itseohjautuvuus organisaatio-
muutoksessa. - Self-determination in
organisational change. 180 p. Summary 15 p.
2000.

AHONNISKA-ASSA, JaaNA, Analyzing change in
repeated neuropsychological assessment. 68
p- (124 p.) Yhteenveto 2 p. 2000.

HOoFrREN, JaRrl, Demokraattinen eetos - rajoista
mahdollisuuksiin. - The democratic ethos.
From limits to possibilities? 217 p. Summary
2 p. 2000.

Hexxinen, HAnnu L. T., Toimintatutkimus,
tarinatja opettajaksi tulemisen taito.
Narratiivisen identiteettitydn kehittiminen
opettajankoulutuksessa toimintatutkimuksen
avulla. - Action research, narratives and the
art of becoming a teacher. Developing
narrative identity work in teacher education
through action research. 237 p. Summary 4 p.
2001.

VUORENMAA, MARITTA, Ikkunoita arvioin- nin
tuolle puolen. Uusia avauksia suoma-
laiseen koulutusta koskevaan evaluaatio-
keskusteluun. - Views across assessment:
New openings into the evaluation

discussion on Finnish education. 266 p.
Summary 4 p. 2001.

LirmaNEN, Tario, The struggle over risk. The
spatial, temporal, and cultural dimensions of
protest against nuclear technology. - Kamp-
pailu riskistd. Ydinteknologian vastaisen
protestin tilalliset, ajalliset ja kulttuuriset
ulottuvuudet. 72 p. (153 p.) Yhteenveto 9 p.
2001.

AuNoLa, Kaisa, Children’s and adolescents’
achievement strategies, school adjustment,
and family environment. - Lasten ja nuorten
suoritusstrategiat koulu- ja perheympéristois-
sd. 51 p. (153 p.) Yhteenveto 2 p. 2001.
OksaNEN, ELINA , Arvioinnin kehittiminen
erityisopetuksessa. Diagnosoinnista oppimi-
sen ohjaukseen laadullisena tapaustutkimuk-
sena. - Developing assessment practices in
special education. From a static approach to
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dynamic approach applying qualitative case.
182 p. Summary 5 p. 2001.

VurraLa, Kaisu, “Kylld se tommosellaki lapsel-
la on kovempi urakka”. Sikivaikana alkoholil-
le altistuneiden huostaanotettujen lasten
elaméntilanne, riskiprosessit ja suojaavat
prosessit. - “It’s harder for that kind of child to
get along”. The life situation of the children
exposed to alcohol in utero and taken care of
by society, their risk and protective processes.
316 p. Summary 4 p. 2001.

HanssoN, Leent, Networks matter. The role of
informal social networks in the period of socio-
economic reforms of the 1990s in Estonia. -
Verkostoilla on merkitysta: infor-maalisten
sosiaalisten verkostojenasema  Virossa
1990-luvun sosio-ekonomisten muutosten
aikana. 194 p. Yhteenveto 3 p. 2001.

Book, MaRrja LEENA, Vanhemmuus ja vanhem-
muuden diskurssit tydttomyystilanteessa . -
Parenthood and parenting discourses in a
situation of unemployment. 157 p. Summary
5 p. 2001.

Kokko, Katja, Antecedents and

consequences of long-term unemployment.

- Pitkdaikaisty ttomyyden ennakoijiaja seu-
rauksia. 53 p. (115 p.) Tiivistelmé 3 p. 2001.
KokkoNEN, MaRjA, Emotion regulation

and physical health in adulthood: A
longitudinal, personality-oriented

approach. - Aikuisidn tunteiden séétely ja
fyysinen terveys: pitkittdistutkimuksellinen
ja persoonallisuuskeskeinen lahestymis-
tapa. 52 p. (137 p.) Tiivistelmé 3 p. 2001.
MANNIKKO, Kaisa, Adult attachment styles:

A Person-oriented approach. - Aikuisten
kiintymystyylit. 142 p. Yhteenveto 5 p. 2001.
KatvaLa, Satu, Missd diti on? Aitejé ja ditiyden
uskomuksia sukupolvien saatossa. - Where's
mother? Mothers and maternal beliefs over
generations. 126 p. Summary 3 p. 2001.
KuskINEN, ANNA-Liisa, Ymparistohallinto
vastuullisen elaméntavan edistdjana.

- Environmental administration as

promoter of responsible living. 229 p.
Summary 8 p. 2001.

SimoLa, AnTl, Tyéterveyshuolto-organi-
saation toiminta, sen henkildston henkinen
hyvinvointi ja toiminnan tuloksellisuus. -
Functioning of an occupational health
service organization and its relationship to
the mental well-being of its personnel, client

satisfaction, and economic profitability. 192 p.

Summary 12 p. 2001.

VESTERINEN, PIRKKO, Projektiopiskelu- ja oppi-
minen ammattikorkeakoulussa. - Project -
based studying and learning in the
polytechnic. 257 p. Summary 5 p. 2001.
KEemPPAINEN, JaaNa, Kotikasvatus kolmessa
sukupolvessa. - Childrearing in three
generations. 183 p. Summary 3 p. 2001.
HomHeNTHAL-ANTIN LEONIE, Luvan ottaminen -
Ikaihmiset teatterin tekijoin. - Taking
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permission- Elderly people as theatre makers.
183 p. Summary 5 p. 2001.

Kakkorl, LEENA, Heideggerin aukeama.
Tutkimuksia totuudesta ja taiteesta Martin
Heideggerin avaamassa horisontissa.

- Heidegger's clearing. Studies on truth and
artin the horizon opened by Martin Heideg-
ger. 156 p. Summary 2 p. 2001.

NARHI, VESa, The use of clinical neuro-
psychological data in learning disability
research. - Asiakastyon yhteydessa kerdtyn
neuropsykologisen aineiston kdytto
oppimisvaikeustutkimuksessa. 103 p.
Yhteenveto 2 p. 2002.

Suomi, Asta, Ammattia etsiméssa.
Aikuisopiskelijat kertovat sosiaaliohjaaja-
koulutuksesta ja narratiivisen patevyyden
kehittymisesta. - Searching for professional
identity. Adult students' narratives on the
education of a social welfare supervisor and
the development of narrative competence.

183 p. Summary 2 p. 2002.

PERkKILA, PA1vi, Opettajien matematiikka-
uskomukset ja matematiikan oppikirjan
merkitys alkuopetuksessa. 212 p.

- Teacher's mathematics beliefs and

meaning of mathematics textbooks in the

first and the second grade in primary

school. Summary 2 p. 2002.

VESTERINEN, MaRjA-Lisa, Ammatillinen  har-
joittelu osana asiantuntijuuden kehittymistd
ammattikorkeakoulussa. - Promoting
professional expertise by developing practical
learning at the polytechnic. 261 p. Summary

5 p. 2002.

PoHjaNEN, JormA, Mitd kello on? Kello moder-
nissa yhteiskunnassa ja sen sosiologisessa
teoriassa. - What's the time. Clock on

modern society and in it's sociological
theory. 226 p. Summary 3 p. 2002.

RANTALA, ANJA, Perhekeskeisyys - puhetta vai
todellisuutta? Tyontekijoiden kasitykset
yhteisty0sta erityistéd tukea tarvitsevan lapsen
perheen kanssa. - Family-centeredness
rhetoric or reality? Summary 3 p. 2002.
VALANNE, Enja, "Meidén lapsi on arvokas"
Henkilskohtainen opetuksen jérjestimista
koskeva suunnitelma (HOJKS) kunnallisessa
erityiskoulussa. - "Our child is precious" - The
individual educational plan in the context of
the special school. 219 p. Yhteenveto 2 p. 2002.
HoroPAINEN, LEENA, Development in

reading and reading related skills; a follow-
up study from pre-school to the fourth

grade. 57 p. (138 p.) Yhteenveto 3 p. 2002.
HEekkINEN, HANNU, Draaman maailmat
oppimisalueina. Draamakasvatuksen vakava
leikillisyys. - Drama worlds as learning areas -
the serious playfulness os drama education.
164 p. Summary 5 p. 2002.

HytoNeN, Tuna, Exploring the practice of
human resource development as a field of
professional expertise. - Henkiloston
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kehittamistyon asiantuntijuuden rakentumi-
nen. 137 p. (300 p.) Yhteenveto 10 p. 2002.
RipaTTI, MIKKO, Arvid Jarnefeldt kasvatus-
ajattelijana. 246 p. Summary 4 p. 2002.
VIRMASALO, ILKKA, Perhe, tyottomyys ja lama.

- Families, unemployment and the economic
depression. 121 p. Summary 2 p. 2002.
WIKGREN, JAN, Diffuse and discrete associations
in aversive classical conditioning. - Tasmail-
liset ja laaja-alaiset ehdollistumat klassisessa
aversiivisessa ehdollistumisessa. 40 p. (81 p.)
Yhteenveto 2 p. 2002.

Joxivuori, PerTT, Sitoutuminen tydorgani-
saatioon ja ammattijarjestoon. - Kilpailevia
vai tdydentédvia?- Commitment to organisation
and trade union. Competing or
complementary? 132 p. Summary 8 p. 2002.
GonzALEZ VEGA, Narciso, Factors affecting
simulator-training effectiveness. 162 p.
Yhteenveto 1 p. 2002.

Saro, Kary, Teacher Stress as a Longitudinal
Process - Opettajien stressiprosessi. 67 p.
Yhteenveto 2 p. 2002.

V AUHKONEN, JOUNI, A rhetoric of reduction.
Bertrand de Jouvenel’s pure theory of politics
as persuasion. 156 p. Tiivistelma 2 p. 2002.
KonNToniemr, MariTa, “Milloin siné otat itseési
niskasta kiinni?” Opettajien kokemuksia
alisuoriutujista. - “When will you pull your
socks up?” Teachers” experiences of
underachievers. 218 p. Summary 3 p. 2003.
SAUKKONEN, SakAR], Koulu ja yksilollisyys;
Jannitteitd, haasteita ja mahdollisuuksia.

- School and individuality: Tensions,
challenges and possibilities. 125 p. Summary
3 p. 2003.

ViLjamaa, Marja-LEeNA, Neuvola tandédn ja
huomenna. Vanhemmuuden tukeminen,
perhekeskeisyys ja vertaistuki. - Child and
maternity welfare clinics today and tomorrow.
Supporting parenthood, family-centered
sevices and peer groups. 141 p. Summary 4 p.
2003.

ReMEs, Lisa, Yrittdjyyskasvatuksen kolme
diskurssia. - Three discourses in
entrepreneurial learning. 204 p. Summary 2 p.
2003.

KarjaLa, KALLE, Neulanreidstd panoraamaksi.
Ruotsin kulttuurikuvan ainekset erdissa
keskikoulun ja B-ruotsin vuosina 1961-2002
painetuissa oppikirjoissa. - From pinhole to
panorama - The culture of Sweden presented
in some middle and comprehensive school
textbooks printed between 1961 and 2002.
308 p. Summary 2 p. 2003.

LarLukka, Kirsl, Lapsuusiki ja ikd lapsuudes-
sa. Tutkimus 6-12 -vuotiaiden sosiokulttuu-
risesta ikitiedosta. - Childhood age and age
in childhood. A study on the sociocultural
knowledge of age. 234 p. Summary 2 p. 2003.
Puukary, SauLl, Video Programmes as Learning
Tools. Teaching the Gas Laws and Behaviour
of Gases in Finnish and Canadian Senior
High Schools. 361 p. Yhteenveto 6 p. 2003.
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Lorsa, Raga-LeeNa, The polysemous
contemporary concept. The rhetoric of the
cultural industry. - Monimerkityksinen
nykykisite. Kulttuuriteollisuuden retoriikka.
244 p. Yhteenveto 2 p. 2003.

HoropraNeN, Esko, Kuullun ja luetun tekstin
ymmaértdmisstrategiat ja -vaikeudet peruskou-
lun kolmannella ja yhdekséannellad luokalla. -
Strategies for listening and reading
comprehension and problematic listening and
reading comprehension of the text during the
third and ninth grades of primary school.
135 p. Summary 3 p. 2003.

PENTTINEN, SEPPO, Léhtokohdat liikuntaa
opettavaksi luokanopettajaksi. Nuoruuden
kasvuympiéristot ja opettajankoulutus
opettajuuden kehitystekijoina.- Starting points
for a primary school physical education
teacher. The growth environment of
adolescence and teacher education as
developmental factors of teachership.

201 p. Summary 10 p. 2003.

IxAnemo, Heikki, Tunnustus, subjektiviteetti ja
inhimillinen eldmdnmuoto: Tutkimuksia
Hegelistd ja persoonien vilisistd tunnustus-
suhteista. - Recognition, subjectivity and the
human life form: studies on Hegel and
interpersonal recognition. 191 p. Summary

3 p. 2003.

Asunta, TuuLa, Knowledge of environmental
issues. Where pupils acquire information and
how it affects their attitudes, opinions, and
laboratory behaviour - Ympéristoasioita
koskeva tieto. Mistd oppilaat saavat informaa-
tiota ja miten se vaikuttaa heidan asenteisiin-
sa, mielipiteisiinsa ja laboratoriokayttaytymi-
seensd. 159 p. Yhteenveto 4 p. 2003.

KujaLa, Erkki, Sodan pojat. Sodanaikaisten
pikkupoikien lapsuuskokemuksia isyyden
nikokulmasta - The sons of war. 229 p.
Summary 2 p. 2003.

Jusst KURUNMAKT & Karr PALOINEN (Hg. /eds.)
Zeit, Geschicte und Politik. Time, history and
politics. Zum achtzigsten Geburtstag von
Reinhart Koselleck. 310 p. 2003.

LAITINEN, ARTO, Strong evaluation without
sources. On Charles Taylor’s philosophical
anthropology and cultural moral realism.

- Vahvoja arvostuksia ilman lahteita.

Charles Taylorin filosofisesta antropolo-
giasta ja kulturalistisesta moraalirealis-
mista. 358 p. Yhteenveto 4 p. 2003.

Gurrorm, Tomi K. Newborn brain responses
measuring feature and change detection and
predicting later language development in
children with and without familial risk for
dyslexia. - Vastasyntyneiden aivovasteet
puheéidnteiden ja niiden muutosten havait-
semisessa sekd mychemman kielen kehityk-
sen ennustamisessa dysleksia-riskilapsilla.
81 p. (161 p.) Yhteenveto 3 p. 2003.



JYVASKYLA STUDIES IN EDUCATION,

226

227

228

229

230

231

232

233

234

235

236

237

238

NAaKARI, Maa-Lisa, Tydilmapiiri, tyonte-
kijoiden hyvinvointi ja muutoksen mah-
dollisuus - Work climate, employees” well-
being and the possibility of change. 255 p.
Summary 3 p. 2003.

METSAPELTO, RirtTA-LEENA, Individual
differences in parenting: The five-factor
model of personality as an explanatory
framework - Lastenkasvatus ja sen yhteys
vanhemman persoonallisuuden piirteisiin.
53 p. (119 p.) Tiivistelma 3 p. 2003.
PuLKkINEN, O1Li, The labyrinth of politics -

A conceptual approach to the modes of the
political in the scottish enlightenment. 144 p.
Yhteenveto 2 p. 2003.

JuujArvy, PETRI, A three-level analysis of
reactive aggression among children. -
Lasten aggressiivisiin puolustusreaktioihin
vaikuttavien tekijoiden kolmitasoinen
analyysi. 39 p. (115 p.) Yhteenveto 2 p.
2003.

PorkoNeN, Pirjo-Liisa, “Opetussuunnitelma
on sitd elamdd”. Paivakoti-kouluyhteiso
opetussuunnitelman kehittdjana. - “The
curriculum is part of our life”. The day-cara -
cum - primary school community as a
curriculum developer. 154 p. Summary 3 p.
2003.
SOININEN, Suvl, From a “Necessary Evil’ to an
art of contingency: Michael Oakeshott’s
conception of political activity in British
postwar political thought. 174 p. Summary
2p. 2003.
ALARAUDANJOKI, Esa, Nepalese child labourers’
life-contexts, cognitive skills and well-being.
- Tyossédkadyvien nepalilaislasten elamén-
konteksti, kognitiiviset taidot ja hyvinvointi.
62 p. (131 p.) Yhteenveto 4 p. 2003.
LERKKANEN, MARJA-KRISTINA, Learning to read.
Reciprocal processes and individual
pathways. - Lukemaan oppiminen:
vastavuoroiset prosessit ja yksilolliset
oppimispolut. 70 p. (155 p.) Yhteenveto 5 p.
2003.
FriMAN, MERvI, Ammatillisen asiantuntijan
etiikka ammattikorkeakoulutuksessa.
- The ethics of a professional expert in the
context of polytechnics. 199 p. 2004.
MERONEN, AuLl, Viittomakielen omaksumi-
sen yksilolliset tekijit. - Individual
differences in sign language abilities. 110 p.
Summary 5 p. 2004.
THLIKKALA, Liisa, Mestarista tuutoriksi.
Suomalaisen ammatillisen opettajuuden
muutos ja jatkuvuus. - From master to tutor.
Change and continuity in Finnish vocational
teacherhood. 281 p. Summary 3 p. 2004.
ARro, Mikko, Learning to read: The effect of
orthography. - Kirjoitusjarjestelmén vaikutus
lukemaan oppimiseen. 44 p. (122 p.)
Tiivistelma 2 p. 2004.
Laaxkso, Erkki, Draamakokemusten darella.
Prosessidraaman oppimispotentiaali
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opettajaksi opiskelevien kokemusten valossa.
- Encountering drama experiences. The
learning potential of process drama in the
light of student teachers’ experiences. 230 p.
Summary 7 p. 2004.

PERALA-LITTUNEN, Satu, Cultural images of a
good mother and a good father in three
generations. - Kulttuuriset mielikuvat
hyvaisté didistd ja hyvista isdstd kolmessa
sukupolvessa. 234 p. Yhteenveto 7 p. 2004.
RINNE-KOISTINEN, Eva-MARITA, Perceptions of
health: Water and sanitation problems in
rural and urban communities in Nigeria.
129 p. (198 p.) Yhteenveto 3 p. 2004.
PaLMROTH, AINo, Kddnnosten kautta
kollektiiviin. Tuuliosuuskunnat toimija-
verkkoina. - From translation to collective.
Wind turbine cooperatives as actor
networks. 177 p. Summary 7 p. 2004.
VIERIKKO, ELINA, Genetic and environmental
effects on aggression. - Geneettiset ja ympa-
ristotekijét aggressiivisuudessa. 46 p. (108 p.)
Tiivistelmé 3 p. 2004.

NARrHI, KaTI, The eco-social approach in social
work and the challenges to the expertise of
social work. - Ekososiaalinen viitekehys ja
haasteet sosiaalityon asiantuntijuudelle.
106 p. (236 p.) Yhteenveto 7 p. 2004.

UrsIN, Jani, Characteristics of Finnish medical
and engineering research group work.

- Tutkimusryhmitydskentelyn piirteet ladke-
ja teknisissé tieteissa. 202 p. Yhteenveto 9 p.
2004.

TrREUTHARDT, LEENA, Tulosohjauksen yhteis-
kunnalliuus Jyvaskylan yliopistossa.
Tarkastelundkokulmina muoti ja seurustelu.
- The management by results a fashion and
social interaction at the University of
Jyviskyld. 228 p. Summary 3 p. 2004.
MATTHIES, JURGEN, Umweltpadagogik in der
Postmoderne. Eine philosophische Studie
tiber die Krise des Subjekts im
umweltpddagogischen Diskurs.

- Ymparistokasvatus postmodernissa.
Filosofinen tutkimus subjektin kriisista
ymparistokasvatuksen diskurssissa.400 p.
Yhteenveto 7 p. 2004.

LartiLa, AARNO, Dimensions of expertise in
family therapeutic process. - Asiantunti-
juuden ulottuvuuksia perheterapeuttisessa
prosessissa. 54 p. (106 p.) Yhteenveto 3 p.
2004.

LAAMANEN (ASTIKAINEN), Pia, Pre-attentive
detection of changes in serially presented
stimuli in rabbits and humans. - Muutoksen
esitietoinen havaitseminen sarjallisesti
esitetyissd drsykkeissa kaneilla ja ihmisilla.
35 p. (54 p.) Yhteenveto 3 p. 2004.
JuusenaHO, RuTTA, Peruskoulun rehtoreiden
johtamisen eroja. Sukupuolinen ndkokulma.
- Differences in comprehensive school
leadership and management. A gender-based
approach. 176p. Summary 3 p. 2004.
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VAARAKALLIO, TuULA, ”Rotten to the Core”.
Variations of French nationalist anti-system
rhetoric. - ”Systeemi on métd”. Ranska-
laisten nationalistien jarjestelman vastainen
retoriikka. 194 p. Yhteenveto 3 p. 2004.
KuusiNeN, Patrik, Pitkdaikainen kipu ja
depressio. Yhteytta séételevit tekijat.

- Chronic pain and depression: psychosocial
determinants regulating the relationship.

139 p. Summary 8 p. 2004.
HANNIKAINEN-UUTELA, ANNA-L1sa, Uudelleen
juurtuneet. Yhteisokasvatus vaikeasti
paihderiippuvaisten narkomaanien kuntou-
tuksessa. - Rooted again. Community
education in the rehabilitation of substance
addicts. 286 p. Summary 3 p. 2004.
PALONIEMI, SusANNA, Ik, kokemus ja osaa-
minen tydelamassa. Tyontekijoiden kasityksia
idn ja kokemuksen merkityksestd ammatil-
lisessa osaamisessa ja sen kehittamisessa.

- Age, experience and competence in working
life. Employees' conceptions of the the
meaning and experience in professional
competence and its development. 184 p.
Summary 5 p. 2004.

Ruiz Cerezo, MonTsE, Anger and Optimal
Performance in Karate. An Application of the
IZOF Model. 55 p. (130 p.) Tiivistelma 2 p.
2004.

LaponLanTi, Tarja, Haasteita palvelujdrjes-
telmalle. Kehitysvammaiseksi luokiteltu
henkilo psykiatrisessa sairaalassa.

- Challenges for the human service system.
Living in a psychiatric hospital under the
label of mental retardation. 176 p. Summary

3 p. 2004.

KovaNeNn PAivi, Oppiminen ja asiantuntijuus
varhaiskasvatuksessa. Varhaisen oppimaan
ohjaamisen suunnitelma erityista tukea
tarvitsevien lasten ohjauksessa. - Learning
and expertice in early childhood education. A
pilot work in using VARSU with children
with special needs. 175 p. Summary 2 p. 2004.
VM, VEIKKO, Turvallinen koulu. Suoma-
laisten ndkemyksia koulutuspalvelujen
kansallisesta ja kunnallisesta priorisoinnista.
- Secure education. Finnish views on the
national and municipal priorities of
Finland’s education services. 134 p.
Summary 5 p. 2005.

ANTTILA, TiMO, Reduced working hours.
Reshaping the duration, timing and tempo

of work. 168 p. Tiivistelma 2 p. 2005.

UcasTg, AINO, The child’s play world at home
and the mother’s role in the play. 207 p.
Tiivistelma 5 p. 2005.

Kurri, KaT1ja, The invisible moral order:
Agency, accountability and responsibility

in therapy talk. 38 p. (103 p.). Tiivistelma 1 p.
2005.
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CotLiN, Kapa, Experience and shared practice
- Design engineers’ learning at work.- Suun-
nitteluinsinoorien tydssd oppiminen

- kokemuksellisuutta ja jaettuja kdytantoja.
124 p. (211 p.). Yhteenveto 6 p. 2005.

Kurki, Ena, Nékyvd ja ndkyméaton. Nainen
Suomen helluntailiikkeen kentilla. - Visible
and invisible. Women in the Finnish
pentecostal movement. 180 p. Summary 2 p.
2005.

HEIMONEN, SIRkKALLISA, Tyoikdisend Alzhei-
merin tautiin sairastuneiden ja heidan
puolisoidensa kokemukset sairauden
alkuvaiheessa. - Experiences of persons
with early onset Alzheimer’s disease and
their spouses in the early stage of the disease.
138 p. Summary 3 p. 2005.

PuromneN, HaNNU, Epdavarmuus, muutos ja
ammatilliset jinnitteet. Suomalainen
sosiaalityc 1990-luvulla sosiaality ontekijoi-
den tulkinnoissa. - Uncertainty, change and
professional tensions. The Finnish social
work in the 1990s in the light of social
workers’ representations. 207 p. Summary

2 p. 2005.

MAKINEN, JARMO, Sdatio ja maakunta.
Maakuntarahastojarjestelméan kentit ja
verkostot. - Foundation and region: Fields and
networks of the system of the regional funds.
235 p. Summary 3 p. 2005.

PetRELIUS, PAIVI, Sukupuoli ja subjektius
sosiaalitydssa. Tulkintoja naistyontekijoiden
muistoista. - Gender and subjectivity in social
work - interpreting women workers’
memories. 67 p. (175 p.) 2005.

HoxxaneN, Tina, Aitind jaisdnd eron jilkeen.
Yhteishuoltajavanhemmuus arjen kokemuk-
sena. - As a mother and a father after divoce.
Joint custody parenthood as an everyday life
experience. 201 p. Summary 8 p. 2005.
HanNu SIRkkILA, Eldttéjyytta vai erotiikkaa.
Miten suomalaiset miehet legitimoivat pari-
suhteensa thaimaalaisen naisen kanssa?

- Breadwinner or eroticism. How Finnish
men legitimatize their partnerships with Thai
women. 252 p. Summary 4 p. 2005.
PeNnTTINEN, LEENA, Gradupuhetta tutkielma-
seminaarissa. - Thesis discourse in an
undergraduate research seminar. 176 p.
Summary 8 p. 2005.

KarvoNEN, Pirkko, Péivikotilasten lukuleikit.
Lukutaidon ja lukemistietoisuuden kehit-
tyminen interventiotutkimuksessa- Reading
Games for Children in Daycare Centers. The
Development of Reading Ability and Reading
Awareness in an Intervention Study . 179 p.
Summary 3 p. 2005.

KosoNEN, Pekka A., Sosiaalialan ja hoitotyon
asiantuntijuuden kehitysehdot ja
opiskelijavalinta. - Conditions of expertise
development in nursing and and social care,
and criteria for student selection. 276 p.
Summary 3 p. 2005.
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NIRANEN-LINKAMA, PAIVI, Sosiaalisen
transformaatio sosiaalialan asiantuntun-
tijuuden diskurssissa. - Transformation of
the social in the discourse of social work
expertise. 200 p. Summary 3 p. 2005.
Karra, Outi, Characteristics, course and
outcome in first-episode psychosis.

A cross-cultural comparison of Finnish
and Spanish patient groups. - Ensiker-
talaisten psykoosipotilaiden psyykkis-
sosiaaliset ominaisuudet, sairaudenkulku
ja ennuste. Suomalaisten ja espanjalaisten
potilasryhmien vertailu. 75 p. (147 p.)
Tiivistelma 4 p. 2005.

LentoMAkl, ELINA, Pois oppimisyhteiskun-
nan marginaalista? Koulutuksen merkitys
vuosina 1960-1990 opiskelleiden lapsuu-
destaan kuurojen ja huonokuuloisten
aikuisten elaménkulussa. - Out from the
margins of the learning society? The
meaning of education in the life course of
adults who studied during the years 1960-
1990 and were deaf or hard-of-hearing
from childhood. 151 p. Summary 5 p. 2005.
KINNUNEN, MARjA-Lisa, Allostatic load in
relation to psychosocial stressors and
health. - Allostaattinen kuorma ja sen suhde
psykososiaalisiin stressitekijoihin ja
terveyteen. 59 p. (102 p.) Tiivistelma 3 p.
2005.

276 UortNEN, VIrel, I'm as old as I feel. Subjective

age in Finnish adults. - Olen sen ikdinen
kuin tunnen olevani. Suomalaisten aikuis-
ten subjektiivinen ika. 64 p. (124 p.)
Tiivistelma 3 p. 2005.

277 SaLokoskl, Tarja, Tietokonepelit ja niiden

278

279

280

pelaaminen. - Electronic games: content and
playing activity. 116 p. Summary 5 p. 2005.
HinanaLa, Kauko, Laskutehtédvien suoritta-
misesta késitteiden ymmartdmiseen.Perus-
koululaisen matemaattisen ajattelun
kehittyminen aritmetiikasta algebraan
siirryttdessa. - Transition from the
performing of arithmetic tasks to the
understanding of concepts. The
development of pupils' mathematical
thinking when shifting from arithmetic to
algebra in comprehensive school. 169 p.
Summary 3 p. 2005.

WaLLIN, Risto, Yhdistyneet kansakunnat
organisaationa. Tutkimus kasitteellisesta
muutoksesta maailmanjérjestéon organi-
soinnin periaatteissa - From the league to
UN. The move to an organizational
vocabulary of international relations. 172 p.
Summary 2 p. 2005.

VALLEALA, ULLA MA1jA, Yhteinen ymmir-
tdminen koulutuksessa ja tydssa. Kontekstin
merkitys ymmartamisessa opiskelijaryh-
mén ja tyotiimin keskusteluissa. - Shared
understanding in education and work.

281

282
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Context of understanding in student group
and work team discussions. 236 p. Summary
7 p. 2006.
RasINEN, Tua, Nakokulmia vieraskieliseen
perusopetukseen. Koulun kehittdmishank-
keesta koulun toimintakulttuuriksi.
- Perspectives on content and language
integrated learning. The impact of a
development project on a school’s
activities. 204 . Summary 6 p. 2006.
VIHOLAINEN, HELENA, Suvussa esiintyvan
lukemisvaikeusriskin yhteys motoriseen ja
Kkielelliseen kehitykseen. Tallaako lapsi
kielensa péélle? - Early motor and language
development in children at risk for familial
dyslexia. 50 p. (94 p.) Summary 2 p. 2006.
KLy, JoHanNa, Lasten osallistumisen
voimavarat. Tutkimus Ipanoiden osallistu-
misesta. - Resources for children’s
participation. 226 p. Summary 3 p. 2006.
LeppAMAKI, LAURA, Tekijanoikeuden oikeut-
taminen. - The justification of copyright.
125 p. Summary 2 p. 2006.
SANAKSENAHO, SANNA, Eriarvoisuus ja
luottamus 2000-luvun taitteen Suomessa.
Bourdieulainen ndkokulma. - Inequality and
trust in Finland at the turn of the 21st
century: Bourdieuan approach.
150 p. Summary 3 p. 2006.
VALKONEN, LEENA, Millainen on hyva iti tai
isd? Viides- ja kuudesluokkalaisten lasten
vanhemmuuskasitykset. - Whatis a good
father or good mother like? Fifth and sixth
graders’ conceptions of parenthood. 126 p.
Summary 5 p. 2006.
MARTIKAINEN, Liisa, Suomalaisten nuorten
aikuisten eldméan tyytyvaisyyden monet
kasvot. - The many faces of life satisfaction
among Finnish young adult’s. 141 p.
Summary 3 p. 2006.
Hawmarus, PArvi, Koulukiusaaminen ilmiona.
Yldkoulun oppilaiden kokemuksia
kiusaamisesta. - School bullying as a
phenomenon. Some experiences of Finnish
lower secondary school pupils. 265 p.
Summary 6 p. 2006.
LerPANEN, ULLA, Development of literacy in
kindergarten and primary school.
Tiivistelma 2 p. 49 p. (145 p.) 2006.
KorveLa, PAuL-ERrIk, The Machiavellian
reformation. An essay in political theory.
171 p. Tiivistelma 2 p. 2006.
METSOMAKI, MARJO, “Suu on syomista
varten”. Lasten ja aikuisten kohtaamisia
ryhméperhepaivikodin ruokailutilanteissa.
- Encounters between children and adults
in group family day care dining situations.
251 p. Summary 3 p. 2006.
LATVALA, JuHA-MATT, Digitaalisen kommuni-
kaatiosovelluksen kehittdminen kodinja
koulun vuorovaikutuksen edistamiseksi.
- Development of a digital communication
system to facilitate interaction between home
and school. 158 p. Summary 7 p. 2006.
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PrrkANEN, Tuut, Alcohol drinking behavior
and its developmental antecedents. - Alko-
holin juomiskéyttdytyminen ja sen ennusta
minen. 103 p. (169 p.) Tiivistelma 6 p. 2006.
LiNNILA, MATA-LISA, Kouluvalmiudesta koulun
valmiuteen. Poikkeuksellinen koulunaloitus
koulumenestyksen, viranomaislausuntojen
ja perheiden kokemusten valossa. - From
school readiness to readiness of school -
Exceptional school starting in the light of
school attainment, official report and
family experience. 321 p. Summary 3 p. 2006.
LEINONEN, ANU, Vanhusneuvoston funktioita
jaljittaméassa. Tutkimus maaseutumaisten
kuntien vanhusneuvostoista. - Tracing
functions of older people’s councils. A study
on older people’s councils in rural
municipalities. 245 p. Summary 3 p. 2006.
KAUPPINEN, MARKO, Canon vs. charisma.
”Maoism” as an ideological construction.

- Kaanon vs. karisma. “Maoismi” ideologise-

na konstruktiona. 119 p. Yhteenveto 2 p. 2006.

VEHKAKOSKI, TANJA, Leimattu lapsuus? Vam-
maisuuden rakentuminen ammatti-ihmisten
puheessa ja teksteissa. - Stigmatized
childhood? Constructing disability in
professional talk and texts. 83 p. (185 p.)
Summary 4 p. 2006.

LeppAano, HENRY, Matemaattisen ongelman
ratkaisutaidon opettaminen peruskoulussa.
Ongelmanratkaisukurssin kehittdminen ja
arviointi. - Teaching mathematical problem
solving skill in the Finnish comprehensive
school. Designing and assessment of a
problem solving course. 343 p. Summary 4 p.
2007.

Kuvaja, KristiNg, Living the Urban Challenge.
Sustainable development and social
sustainability in two southern megacities.
130 p. (241 p.) Yhteenveto 4 p. 2007.

PonjoLa, Pasi, Technical artefacts. An
ontological investigation of technology. 150 p.
Yhteenveto 3 p. 2007.

Kaukua, JAR, Avicenna on subjectivity. A
philosophical study. 161 p. Yhteenveto 3 p.
2007.

KuriLa, PArvi, “Mindko asiantuntija?”. Varhais-
kasvatuksen asiantuntijan merkitysperspektii-
vinjaidentiteetin rakentuminen. -“Me, an
expert?” Constructing the meaning perspective
and identity of an expert in the field of early

childhood education. 190 p. Summary 4 p. 2007.

SILVENNOINEN, P1ia, Ikd, identiteetti ja ohjaava
koulutus. Ikddntyvit pitkdaikaistyottomét
oppimisyhteiskunnan haasteena. - Age,
identity and career counselling. The ageing,
long-term unemployed as a challenge to
learning society. 229 p. Summary 4 p. 2007.
REINIKAINEN, MARjO-RitTA, Vammaisuuden
sukupuolittuneet ja sortavat diskurssit:
Yhteiskunnallis-diskursiivinen ndkokulma
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vammaisuuteen. - Gendered and oppressive
discourses of disability: Social-discursive
perspective on disability. 81 p. (148 p.)
Summary 4 p. 2007.

MAATTA, Jukka, Asepalvelus nuorten naisten
ja miesten opinto- ja tyduralla. - The impact
of military service on the career and study
paths of young women and men. 141 p.
Summary 4 p. 2007.

PYYKKONEN, MIIKKA, Jdrjestdytyvit diasporat.
Etnisyys, kansalaisuus, integraatio ja hallinta
maahanmuuttajien yhdistystoiminnassa.

- Organizing diasporas. Ethnicity,
citizenship, integration, and government in
immigrant associations. 140 p. (279 p.)
Summary 2 p. 2007.

Rasku, MINNA, On the border of east and west.
Greek geopolitical narratives. - Idédn ja lannen
rajalla. Narratiiveja kreikkalaisesta geopoli-
tiikasta. 169 p. Yhteenveto 3 p. 2007.
LarioLanTi, Rammo, Koulutuksen arviointi
kunnallisen koulutuksen jérjestédjan tehtava-
nd. Paikallisen arvioinnin toteutumisedelly-
tysten arviointia erddn kuntaorganisaation
ndkokulmasta. - The evaluation of schooling
as a task of the communal maintainer of
schooling - what are the presuppositions of
the execution of evaluation in one specific
communal organization. 190 p. Summary 7 p.
2007.

NaTALE, KaTja, Parents’ Causal Attributions
Concerning Their Children’s Academic
Achievement . - Vanhempien lastensa koulu-
menestystd koskevat kausaaliattribuutiot.

54 p. (154 p.) Yhteenveto 3 p. 2007.

VAHTERA, SIRPA, Optimistit opintielld. Opin-
noissaan menestyvien nuorten hyvinvointi
lukiosta jatko-opintoihin. - The well-being of
optimistic, well-performing high school
students from high school to university. 111 p.
Summary 2 p. 2007.

Korvisto, PArvi, “Yksilollistd huomiota arkisis-
sa tilanteissa”. Paivakodin toimintakulttuurin
kehittaminen lasten itsetuntoa vahvistavaksi.
- “Individual attention in everyday
situations”. Developing the operational
culture of a day-care centre to strengthen
children’s self-esteem. 202 p. Summary 4 p.
2007.

LAHIKAINEN, JOHANNA, “You look delicious”
-Food, eating, and hunger in Margaret
Atwood’s novels. 277 p. Yhteenveto 2 p.

2007.

Linnavuort, HANNARIKKA, Lasten kokemuksia
vuoroasumisesta. — Children’s experiences of
dual residence. 202 p. Summary 8 p. 2007.
ParviaINEN, Tina, Cortical correlates of
language perception. Neuromagnetic studies
in adults and children. - Kielen kasittely
aivoissa. Neuromagneettisia tutkimuksia
aikuisilla ja lapsilla. 128 p. (206 p.) Yhteenve-
to 5 p. 2007.
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Kara, HANNELE, Ermutige mich Deutsch zu
sprechen. Portfolio als evaluationsform von
miindlichen leistungen. - “"Rohkaise minua
puhumaan saksaa” - kielisalkku suullisen
kielitaidon arviointivélineend. 108 p. Yhteen-
veto 3 p. 2007.

MAKELA, AARNE, Mité rehtorit todella tekevit.
Etnografinen tapaustutkimus johtamisesta ja
rehtorin tehtdvistd peruskoulussa. - What
principals really do. An ethnographic case
study on leadership and on principal’s tasks
in comprehensive school. 266 p. Summary

5 p. 2007.

PuoLAakaNAHO, ANNE, Early prediction of
reading - Phonological awareness and
related language and cognitive skills in
children with a familial risk for dyslexia.

- Lukemistaitojen varhainen ennustaminen.
Fonologinen tietoisuus, kielelliset ja kognitii-
viset taidot lapsilla joiden suvussa esiintyy
dysleksiaa. 61 p. (155 p.) Yhteenveto 3 p.
2007.

HorrMaN, Davip M., The career potential of
migrant scholars in Finnish higher education.
Emerging perspectives and dynamics. -
Akateemisten siirtolaisten uramahdollisuudet
suomalaisessa korkeakoulujirjestelméssa:
dynamiikkaa ja uusia ndkokulmia. 153 p.
(282 p.) Yhteenveto 2 p. 2007.

Fapjukorr, PAvi, Identity formation in
adulthood. - Identiteetin muotoutuminen
aikuisidssd. 71 p. (168 p.) Yhteenveto 5 p.
2007.

MAKIKANGAS, ANNE, Personality, well-being
and job resources: From negative paradigm
towards positive psychology. - Persoonalli-
suus, hyvinvointi ja tyén voimavarat: Kohti
positiivista psykologiaa. 66 p. (148 p.) Yhteen-
veto 3 p. 2007.

Jokisaarl, MARKKU, Attainment and reflection:
The role of social capital and regrets in
developmental regulation. - Sosiaalisen
péddoman ja toteutumattomien tavoitteiden
merkitys kehityksen séételyssa. 61 p. (102 p.)
Yhteenveto 2 p. 2007.

HAMALAINEN, JaARMO, Processing of sound rise
time in children and adults with and without
reading problems. - Aénten nousuaikojen
prosessointi lapsilla ja aikuisilla, joilla on
dysleksia ja lapsilla ja aikuisilla, joilla ei ole
dysleksiaa. 48 p. (95 p.) Tiivistelma 2 p. 2007.
KANERvVIO, PEKKA, Crisis and renewal in one
Finnish private school. - Kriisi ja uudistumi-
nen yhdesséd suomalaisessa yksityiskoulussa.
217 p. Tiivistelma 2 p. 2007.

MAATTA, Sami, Achievement strategies in
adolescence and young adulthood. - Nuorten
ajattelu- ja toimintastrategia. 45 p. (120 p.)
Tiivistelmi 3 p. 2007.

Torppa MINNA, Pathways to reading
acquisition: Effects of early skills, learning
environment and familial risk for dyslexia.
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- Yksilollisid kehityspolkuja kohti lukemisen
taitoa: Varhaisten taitojen, oppimisympé-
riston ja sukuriskin vaikutukset. 53 p. (135 p.)
2007.

KankaINEN, Tomi, Yhdistykset, instituutiot ja
luottamus. - Voluntary associations,
institutions and trust.158 p. Summary 7 p.
2007.

PirnEs, Esa, Merkityksellinen kulttuuri ja
kulttuuripolitiikka. Laaja kulttuurin késite
kulttuuripolitiikan perusteluna. - Meaningful
culture and cultural policy. A broad concept
of culture as a basis for cultural policy. 294 p.
Summary 2 p. 2008.

Niemi, PETTERIL, Mieli, maailma ja referenssi.
John McDowellin mielenfilosofian ja seman-
tiikan kriittinen tarkastelu ja ontologinen
tdydennys. - Mind, world and reference: A
critical examination and ontological
supplement of John McDowell’s philosophy
of mind and semantics. 283 p. Summary 4 p.
2008.

GRANBOM-HERRANEN, Liisa, Sananlaskut
kasvatuspuheessa - perinnettd, kasvatusta,
indoktrinaatiota? - Proverbs in pedagogical
discourse - tradition, upbringing,
indoctrination? 324 p. Summary 8 p. 2008.
Kykyri, VirpI-Lisa, Helping clients to help
themselves. A discursive perspective to
process consulting practices in multi-party
settings. - Autetaan asiakasta auttamaan itse
itsedédn. Diskursiivinen ndkokulma prosessi-
konsultoinnin kdytantsihin ryhmétilanteissa.
75 p. (153 p.) Tiivistelmi 2 p. 2008.

Kiuru, NooNa, The role of adolescents”
peergroups in the school context. - Nuorten-
toveriryhmien rooli kouluymparistossa. 77 p.
(192 p.) Tiivistelma 3 p. 2008.

PARTANEN, TERHI, Interaction and therapeutic
interventions in treatment groups for
intimately violent men. 46 p. (104 p) Yhteen-
veto 2 p. 2008.

RAITTILA, RAIJA, Retkelld. Lasten ja kaupunki-
ympaériston kohtaaminen. - Making a visit.
Encounters between children and an urban
environment. 179 p. Summary 3 p. 2008.
SuME, HELENA, Perheen pytrteinen arki.
Sisdkorvaistutetta kdyttavan lapsen matka
kouluun. - Turbulent life of the family. Way to
school of a child with cochlear implant.

208 p. Summary 6 p. 2008.

KortiranTta, Tuyja, Aktivoinnin paradoksit.

- The paradoxes of activation. 217 p.
Summary 3 p. 2008.

RuorriLa, Isto, HUUHTANEN, PEKKA, SEITSAMO,
JorMA AND ILMARINEN, JUHANI, Age-related
changes of the work ability construct and its
relation to cognitive functioning in the older
worker: A 16-year follow-up study. 97 p. 2008.
TIKKANEN, Pirjo, “Helpompaa ja hauskempaa
kuin luulin”. Matematiikka suomalaisten ja
unkarilaisten perusopetuksen neljasluokka-
laisten kokemana.- “Easier and more fun that



JYVASKYLA STUDIES IN EDUCATION,

338

339

340

341

342

343

344

345

346

I thought”. Mathematics experienced by
fourth-graders in Finnish and Hungarian
comprehensive schools. 309 p. Summary 3 p.
2008.

KaurPINEN, ILkkA, Tiedon omistaminen on valtaa
- Globalisoituvan patenttijirjestelmén poliit-
tinen moraalitalous ja globaali kapitalismi.

- Owning knowledge is power. Political moral
economy of the globalizing patent system and
global capitalism. 269 p. Summary 5 p. 2008.

KujaLa, Maria, Muukalaisena omassa maassa.

Miten kasvaa vuorovaikutuskonflikteissa?

- A stranger in one’s own land. How to grow
in interaction conflicts? 174 p. Summary 7 p.
2008.

KoroneN, Tulrg, Calculation and Language:
Diagnostic and intervention studies. -
Laskutaito ja kieli: Diagnostinen ja kuntou-
tustutkimus. 49 p. (120 p.) Tiivistelma 2 p.
2008.

Haurara, PAIvi-MARIA, Lupa tulla nakyvéksi.
Kuvataideterapeuttinen toiminta kouluissa.

- Permission to be seen. Art therapeutic
activities in schools. 202 p. 2008.

SIPARI, SALLA, Kuntouttava arki lapsen tueksi.
Kasvatuksen ja kuntoutuksen yhteistoimin-
nan rakentuminen asiantuntijoiden keskuste-
luissa. - Habilitative everyday life to support
the child. Construction of the collaboration of
education and rehabilitation in experts
discussions. 177 p. Summary 4 p. 2008.
LEHTONEN, PA1vi HANNELE, Voimauttava video.
Asiakasldhtoisyyden, myonteisyyden ja
videokuvan muodostama tydorientaatio
perhetydn menetelména. - Empowering video.
A work orientation formed by client-focus,
positivity and video image as a method for
family work. 257 p. Summary 3 p. 2008.
RuonomAki, Jyrkl, “Could Do Better”.
Academic Interventions in Northern Ireland
Unionism. - “Could Do Better” Akateemiset
interventiot Pohjois-Irlannin unionismiin.

238 p. Tiivistelma 2 p. 2008.

Sarmi, Paura, Nimedminen ja lukemisvaikeus.
Kehityksen ja kuntoutuksen nidkokulma. -
Naming and dyslexia: Developmental and
training perspectives.

169 p. Summary 2 p. 2008.

RANTANEN, JoHANNA, Work-family interface and
psychological well-being: A personality and
longitudinal perspective. - Tyon ja perheen
vuorovaikutuksen yhteys psyykkiseen hyvin-
vointiin sekd persoonallisuuteen
pitkittdistutkimuksen nikokulmasta 86 p.
(146 p.) Yhteenveto 6 p. 2008.

347 Puppo, Jukka, Trust, Autonomy and Safety at

348

Integrated Network- and Family-oriented
mode for co-operation. A Qualitative Study.
70 p. (100 p.) Yhteenveto 2 p. 2008.

HATINEN, MARJA, Treating job burnout in
employee rehabilitation: Changes in
symptoms, antecedents, and consequences. -

349

350

351

352

353

354

355

356

357

358

PSYCHOLOGY AND SOCIAL RESEARCH

Tyouupumuksen hoito tyéikdisten kuntou-
tuksessa: muutokset tyduupumuksen oireissa,
ennakoijissa ja seurauksissa. 85 p. (152 p.)
Tiivistelma 4 p. 2008.

Price, GaviN, Numerical magnitude
representation in developmental dyscalculia:
Behavioural and brain imaging studies.

139 p. 2008.

RauTIAINEN, MATTI, Keiden koulu? Aineen-
opettajaksi opiskelevien késityksid koulu-
kulttuurin yhteisollisyydesta. - Who does
school belong to? Subject teacher students’
conceptions of community in school culture.
180 p. Summary 4 p. 2008.

UOTINEN, SANNA, Vanhempien ja lasten
toimijuuteen konduktiivisessa kasvatuksessa.
- Into the agency of a parent and a child in
conductive education. 192 p. Summary 3 p.
2008.

AHONEN, HELENA, Rehtoreiden kertoma johta-
juus ja johtajaidentiteetti. - Leadership and
leader identity as narrated by headmasters.
193 p. 2008.

Moisio, OLL1-Pekka, Essays on radical
educational philosophy. 151 p. Tiivistelma

3 p. 2009.

Linpovist, Ranja, Parisuhdevikivallan
kohtaaminen maaseudun sosiaalitydssa. -
Encountering partner violence with rural
social work. 256 p. 2009.

TamMELIN, M1a, Working time and family time.
Experiences of the work and family interface
among dual-earning couples in Finland. -
Tyoaika ja perheen aika: kokemuksia tyon ja
perheen yhteensovittamisesta Suomessa.

159 p. Tiivistelma 3 p. 2009.

RiNNE, PA1vi, Matkalla muutokseen. Sosiaali-
alan projektitoiminnan perustelut, tavoitteet ja
toimintatavat Sosiaaliturva-lehden kirjoituk-
sissa 1990-luvulla. - On the way to the change.
221 p. Summary 2 p. 2009.

VALTONEN, RutTa, Kehityksen ja oppimisen
ongelmien varhainen tunnistaminen Lene-
arvioinnin avulla. Kehityksen ongelmien
paallekkdisyys ja jatkuvuus 4-6-vuotiailla
sekd ongelmien yhteys koulusuoriutumiseen.
- Lene-assessment and early identification of
developmental and learning problems. Co-
occurrence and continuity of developmental
problems from age 4 to age 6 and relation to
school performance. 73 p. (107 p.) Summary

2 p. 2009.

SuHONEN,KATRI, Mitéd hiljainen tieto on hengelli-
sessd tyossd? Kokemuksellinen ndkokulma
hiljaisen tiedon ilmenemiseen, siirrettdvyyteen
ja siirrettavyyden merkitykseen ikdantyneiden
diakoniatyontekijoiden ja pappien tyossa.

- What is tacit knowledge in spiritual work?
An experiential approach to the manifestation,
significance and distribution of tacit
knowledge in the work of aged church
deacons and ministers. 181 p. Summary 6 p.
2009.



JYVASKYLA STUDIES IN EDUCATION, PSYCHOLOGY AND SOCIAL RESEARCH

359

360

361

362

363

364

365

366

367

368

JumpPANEN, Aaro, United with the United States
- George Bush'’s foreign policy towards
Europe 1989-1993. 177 p. Yhteenveto 3 p.
2009.

HUEMER, SINI, Training reading skills.
Towards fluency. - Lukemistaitojen harjoitta-
minen. Tavoitteena sujuvuus. 85 p. (188 p.)
Yhteenveto 3 p. 2009.

EskEeLINEN, TePPO, Putting global poverty in
context. A philosophical essay on power,
justice and economy. 221 p. Yhtenveto 1 p.
2009.

TarpALE, SakARI, Transformative technologies,
spatial changes: Essays on mobile phones
and the internet. 97 p. (184 p.) Yhteenveto 3 p.
20009.

KORKALAINEN, PauLa, Riittimattomyyden
tunteesta osaamisen oivallukseen. Ammatilli-
sen asiantuntijuuden kehittiminen varhais-
erityiskasvatuksen toimintaympéristdissa. -
From a feeling of insuffiency to a new sense of
expertise. Developing professional
knowledge and skills in the operational
environments for special needs childhood
education and care. 303 p. Summary 4 p.
2009.

SEPPALA-PANKALAINEN, TaRjA, Oppijoiden
moninaisuuden kohtaaminen suomalaisessa
lahikoulussa. Etnografia kouluyhteison
aikuisten yhdesséd oppimisen haasteista ja
mahdollisuuksista. - Confronting the
Diversity of Learners in a Finnish
Neighbourhood School. An Ethnographic
Study of the Challenges and Opportunities of
Adults Learning Together in a School
community. 256 p. Summary 4 p. 2009.
SEVON, Eija, Maternal Responsibility and
Changing Relationality at the Beginning of
Motherhood. - Aidin vastuu ja muuttuvat
perhesuhteet ditiyden alussa. 117 p. (200 p.)
Yhteenveto 5 p. 2009.

Hurtunen-Scort, TiNa, Auditory duration
discrimination in children with reading
disorder, attention deficit or both. -
Kuulonvarainen keston erottelu lapsilla, joilla
on lukemisvaikeus, tarkkaavaisuuden ongel-
ma tai molemmat. 68 p. (112 p.)

Tiivistelma 3 p. 2009.

NEUVONEN-RAUHALA, MARJA-Lnisa, Tyoeldma-
lahtoisyyden méérittiminen ja kdyttdminen
ammattikorkeakoulun jatkotutkinto-
kokeilussa. - Defining and applying working-
life orientation in the polytechnic
postgraduate experiment. 163 p.

Summary 7 p. 2009.

NymaN, Tarja, Nuoren vieraan kielen opettajan
pedagogisen ajattelun ja ammatillisen asian-
tuntijuuden kehittyminen. - The development
of pedagogical thinking and professional
expertise of newly qualified language
teachers. 121 p. (201 p.) Summary 4 p. 2009.

369

370

371

372

373

374

375

376

377

378

379

380

381

Puurio, Risto, Hidden agendas. Situational
tasks, discursive strategies and institutional
practices in process consultation. 83 p. (147 p.)
Tiivistelma 2 p. 2009.

ToIvANEN, JuHANA, Animal consciousness. Peter
Olivi on cognitive functions of the sensitive
soul. 369 p. Yhteenveto 4 p. 2009.

Nokia, Miriam, The role of the hippocampal
theta activity in classical eyeblink
conditioning in rabbits. - Hippokampuksen
theta-aktiivisuuden rooli klassisessa
silméniskuehdollistamisessa kaneilla. 41 p.
(80 p.) Yhteenveto 2 p. 2009.

LAHTEENMAKI, VILI, Essays on early modern
conceptions of consciousness: Descartes,
Cudworth, and Locke. 160 p. 2009.

Bjork, Kaj, What explains development.
Development strategy for low human
development index countries. 212 p. Yhteenve-
to 1 p. 2009.

PuurpoNEN, ANTTI, Maaseutuyrittdjyys, verkos-
tot ja paikallisuus. Tapaustutkimus pieni-
muotoisen elintarviketuotannon kestavyydes-
td Keski-Suomessa. - Rural entrepreneurship,
networks and locality. A case study of the
sustainability of small-scale food production
in Central Finland. 100 p. (191 p.) Summary

3 p. 2009.

HALTTUNEN, LEENA, Pédivahoitoty6 ja johtajuus
hajautetussa organisaatiossa. - Day care work
and leadership in a distributed organization.
181 p. Summary 4 p. 2009.

KamEesoja, Tuukka, Studies on ontological and
methodological foundations of critical realism
in the social sciences. 65 p. (187 p.) Yhteenve-
to 9 p. 2009.

SiproLA, MARKKU, A low road to investment
and labour management? The labour process
at Nordic subsidiaries in the Baltic States.

272 p. Tiivistelmé 2 p. 2009.

SANTALA, OLLI-PEKKA, Expertise in using the
Rorschach comprehensive system in
personality assessment. 150 p. Tiivistelma

1 p. 2009.

HARJUNEN, HANNELE, Women and fat:
Approaches to the social study of fatness.

- Naiset ja lihavuus: ndkékulmia lihavuuden
yhteiskuntatieteelliseen tutkimukseen 87 p.
(419 p.) Tiivistelma 4 p. 2009.

KEeTTUNEN, Liisa, Kylld vai ei. Peruskoulun
sukupuolikasvatuksen oppimateriaalin
kehittdmisty6 ja arviointi. - Yes or no? The
development and evaluation of teaching
material for sex education in the Finnish
comprehensive school. 266 p. Summary 3 p.
2010.

From, KrisTINE, “Ettd sais olla lapsena toisten
lasten joukossa”. Substantiivinen teoria
erityistd tukea tarvitsevan lapsen toiminnalli-
sesta osallistumisesta toimintaympéristois-
sdan. - To be a child just as the others in the
peer group. A substantive theory of activity-



JYVASKYLA STUDIES IN EDUCATION, PSYCHOLOGY AND SOCIAL RESEARCH

382

383

384

385

386

387

388

389

390

391

392

393

based participation of the child with special
educational needs. 174 p. Summary 4 p. 2010.
MYKKANEN, JOHANNA, Iséksi tulon tarinat,
tunteet ja toimijuus. - Becoming a father -
types of narrative, emotions and agency.

166 p. Summary 5 p. 2010.

RaAsuMAA, VEsa, Perusopetuksen rehtori
opettajien osaamisen johtajana. - Knowledge
management functions of a principal in basic
education. 349 p. Summary 5 p. 2010.
SusIAINEN, LAURI, Foucault’s voices: Toward the
political genealogy of the auditory-sonorous. -
Foucault'n dénet. Kohti auditoris-sonoorista
poliittista genealogiaa. 207 p. Tiivistelma

2 p. 2010.

PutLi, TuuLa, Totta ja unta. Draama puhe-ja
kehitysvammaisten ihmisten yhteisollisena
kuntoutuksena ja kokemuksena. - The Real
and the Illusory. Drama as a means of
community-based rehabilitation and
experience for persons with severe learning
and speech disabilities. 281 p. Summary 7 p.
2010.

SuskoNEN, Tuna, Kielelliset erityisvaikeudet ja
lukemaan oppiminen. - Specific language
impairments and learning to read. 205 p.
Summary 3 p. 2010.

Lyvyra, Pessi, Higher-order theories of
consciousness: An appraisal and application.
- Korkeamman kertaluvun tietoisuusteoriat:
arvio ja kdyttoehdotus. 163 p. Yhteenveto 5 p.
2010.

KARJALAINEN, MERjA, Ammattilaisten kdsityksid
mentoroinnista tyopaikalla. - Professionals’
conceptions of mentoring at work. 175 p.
Summary 7 p. 2010.

GEMECHU, DEREJE TEREFE, The implementation of
a multilingual education policy in Ethiopia:
The case of Afaan Oromoo in primary schools
of Oromia Regional State. 266 p. 2010.
KorvuLa, MERJA, Lasten yhteisollisyys ja
yhteisollinen oppiminen péivikodissa. -
Children’s sense of community and
collaborative learning in a day care centre.
189 p. Summary 3 p. 2010.

NiemI, MINNA, Moraalijérjestystd tuottamassa.
Tutkimus poliisitydsté lasten parissa. -
Producing moral order. A Study on police
work with children. 190 p. Summary 3 p.
2010.

ALEMAYEHU TEKLEMARIAM HAYE, Effects of
intervention on psychosocial functioning of
hearing and hard of hearing children in
selected primary schools of Addis Ababa,
Ethiopia. 195 p. Executive summary 4 p. 2010.
KaskiHarju, Ena, Koteja ja kodinomaisuutta.
Tutkimus vanhenemisen paikoista valtio-
péivapuheissa 1950 - 2005. - Homes and
homelikeness. A study on places for ageing in
parliamentary speeches from 1950 to 2005.
244 p. Summary 5 p. 2010.

394

395

396

397

398

MAHLAKAARTO, SALME, Subjektiksi tyossa -
Identiteettid rakentamassa voimaantumisen
kehitysohjelmassa. - Becoming a subject at
work - Constructing identity within a
program of empowerment. 95 p. (198 p.)
Yhteenveto 1 p. 2010.

Tario, TarjA, “Meild on kaikila samanlaiset
tarinat”. Tarinankerrontatutkimus tornion-
laaksolaisuudesta vanhimpien aapualaisten
arjessa ja tulevaisuudessa. - “We all have the
same stories”. A storytelling case study of
Torne Valley -ness in the everyday life and
future of elderly Aapua residents. 261 p.
Summary 6 p. 2010.

RauTiAINEN, Ea-Lisa, Co-construction and
collaboration in couple therapy for
depression. - Yhteistoiminnallisuus masen-
nuksen pariterapiassa. 56 p. (122 p.) Yhteen-
veto 3 p. 2010.

AALTONEN, TErHI, “Taiteilija ei vanhene”.
Haastattelututkimus kuvataiteilijoiden
ikdantymiskokemuksista taidemaailmassa. -
“An artist doesn’t get old”. An interview-
based study of painters” experiences of ageing
in the world. 216 p. Summary 5 p. 2010.
SavoLAINEN, Kaisa, Education as a means to
world peace: The case of the 1974 UNESCO
recommendation. - Kasvatus maailmanrauhan
vilineend: Tapaustutkimus UNESCON 1974
hyviaksymasta suosituksesta. 262 p. Yhteenve-
to 12 p. 2010.



	ABSTRACT
	PREFACE
	ACKNOWLEDGEMENTS
	FIGURES
	TABLES
	ABBREVIATIONS
	TABLE OF CONTENTS
	1 INTRODUCTION
	1.1 The background for the goals of this study
	1.2 Normative instruments, other guidelines, and previous research
	1.3 Aims and research objectives of this study

	2 THE THEORETICAL AND METHODOLOGICAL FRAMEWORK
	2.1 The overall framework of social constructionism
	2.2 Discourse analysis and the differentiation of repertoires
	2.3 Exploring processes through discourse theory
	2.4 Research design

	3 A DISCURSIVE READING OF THE 1974 RECOMMENDATION
	3.1 The 1974 Recommendation and a discursive approach
	3.2 The Preamble of the 1974 Recommendation
	3.3 Repertoires
	3.4 Rational discourse
	3.5 Content issues

	4 PROCESSES, ACTORS, AND CONTEXTS
	4.1 Processes and actors
	4.2 The normative regulation of education as it relates to peace
	4.3 Initial efforts (1945-1951)
	4.4 The second stage (1960-1962)
	4.5 The final stage (1967-1974)

	5 FOLLOW-UP
	5.1 Initial reports on implementation
	5.2 Peace and human rights, together and apart
	5.3 The reporting system and the Consultative Committee
	5.4 First reports from Member States
	5.5 An integrated approach versus multiple strategies
	5.6 The approval of the Declaration and the Integrated Framework of Action
	5.7 A comparison of the 1974 Recommendation and the 1995 Guidelines
	5.8 The new Committee: The second, third, and fourth reports
	5.9 Peace: Fading away or re-emerging?

	6 DISCUSSION AND CONCLUSIONS
	6.1 Findings, research questions, and previous studies
	6.2 The processes leading to the Recommendation
	6.3 The follow-up to the Recommendation
	6.4 General conclusions
	6.5 The originality and significance of this study

	KASVATUS MAAILMANRAUHAN VÄLINEENÄ: TAPAUSTUTKIMUS UNESCON 1974 HYVÄKSYMÄSTÄ SUOSITUKSESTA(FINNISH SUMMARY)
	REFERENCES
	APPENDICES


<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.4
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.0000
  /ColorConversionStrategy /CMYK
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams false
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness true
  /PreserveHalftoneInfo false
  /PreserveOPIComments true
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages true
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages true
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 1200
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile ()
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /CreateJDFFile false
  /Description <<

    /BGR <>
    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000410064006f006200650020005000440046002065876863900275284e8e9ad88d2891cf76845370524d53705237300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002>
    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef69069752865bc9ad854c18cea76845370524d5370523786557406300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002>
    /CZE <>
    /DAN <>
    /DEU <>
    /ESP <>
    /ETI <>
    /FRA <>
    /GRE <>

    /HRV (Za stvaranje Adobe PDF dokumenata najpogodnijih za visokokvalitetni ispis prije tiskanja koristite ove postavke.  Stvoreni PDF dokumenti mogu se otvoriti Acrobat i Adobe Reader 5.0 i kasnijim verzijama.)
    /HUN <>
    /ITA <>
    /JPN <FEFF9ad854c18cea306a30d730ea30d730ec30b951fa529b7528002000410064006f0062006500200050004400460020658766f8306e4f5c6210306b4f7f75283057307e305930023053306e8a2d5b9a30674f5c62103055308c305f0020005000440046002030d530a130a430eb306f3001004100630072006f0062006100740020304a30883073002000410064006f00620065002000520065006100640065007200200035002e003000204ee5964d3067958b304f30533068304c3067304d307e305930023053306e8a2d5b9a306b306f30d530a930f330c8306e57cb30818fbc307f304c5fc59808306730593002>
    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020ace0d488c9c80020c2dcd5d80020c778c1c4c5d00020ac00c7a50020c801d569d55c002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e>
    /LTH <>
    /LVI <>
    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken die zijn geoptimaliseerd voor prepress-afdrukken van hoge kwaliteit. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)
    /NOR <>
    /POL <>
    /PTB <>
    /RUM <>
    /RUS <>
    /SKY <>
    /SLV <>
    /SUO <>
    /SVE <>
    /TUR <>
    /UKR <>
    /ENU (Use these settings to create Adobe PDF documents best suited for high-quality prepress printing.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
  >>
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames true
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /ConvertColors /ConvertToCMYK
      /DestinationProfileName ()
      /DestinationProfileSelector /DocumentCMYK
      /Downsample16BitImages true
      /FlattenerPreset <<
        /PresetSelector /MediumResolution
      >>
      /FormElements false
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles false
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /DocumentCMYK
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /UseDocumentProfile
      /UseDocumentBleed false
    >>
  ]
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice




