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FOREWORD
KENNETH ALEXANDER
One way of approaching this excellent collection of material on the development of
community education over the twenty one years since the publication of The Challenge of
Change would be to ask is it coming of age when already past its sell-by date, or is the best still
to come? Although I have not been able to read all of the contents I am reassured by clear
signs that the concept of community education has survived (partly as a result of an exciting
evolutionary process). It is also clear, however, that the delivery of the service is judged to have
fallen short of what supporters feel should have been achieved, and this volume is particularly
valuable in the suggestions for further development which are proposed.
One particularly encouraging feature is the wealth of attention and creative thought
reflected in the thirty two chapters. When the committee which produced The Challenge o f
Change began its task there was no equivalent wealth of material we could turn to.
Although I have recently suggested that so much has changed over the last twenty one years
that it is time for a new official review of community education, this volume provides
evidence that a dynamic process of review has been taking place, partly originating from
national and local government, partly from non governmental bodies and partly from
individual professionals. That is a useful reminder that a healthy sector within education is
capable of performing the valuable function of self-review, from which much can be
learned and on which progress can be built.
I doubt whether any member of the Committee which authored The Challenge o f Change
would be surprised that there has been a continuing debate about the linking of informal
adult education with youth and community work. Our terms of reference were limited to
informal adult education, and as Charlie McConnell writes in his stimulating editorial
introduction our report recommended a merger without any detailed comment on “the
state of the art or the potentialities of youth and community work”. To have attempted this,
without the authority to conduct a thorough examination of these services, was not
possible, and I was surprised at the time that there was no direct challenge to our
recommendation on the grounds that its foundations were unsound. Our motivation was to
widen participation in informal education, but moving into the territories of others was a
bold, and perhaps dangerous, suggestion. It is very encouraging to read that, although
practice falls short of intent in some instances, there has been success in the objective of
widening participation.
Such success has to be qualified by the concern that the educational element in the service
can suffer as the price of achieving wider participation. On this, so much depends upon the
casts of mind of the administrators and professionals in the service, which in turn depends
on the education and training required for entry to it, and the purposes which politicians
see as most desirable. I would argue strongly against rebuilding the fences which we
recommended should be brought down, and urge that greater emphasis be placed on
achieving the educational objectives.
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On the perceived conflict within educational philosophy between emphasis on the
individual and the group (family, community etc.) our report recognised that the success of
all education depended on the response of individual minds, but that individual minds
could benefit from collaboration with others and from developing a problem-solving
approach to shared situations. For the origins of this approach, take David Hume’s
approach to how the reasoning of an individual is affected by the attitudes of a particular
society and John Dewey’s ... “the individual who is to be educated is a social individual, and
the society is an organic union of individuals. If we eliminate the social factor ... we are left
with only an abstraction; if we eliminate the individual... we are left only with an inert and
lifeless mass”.
The extent to which community education should have links with further education, and
how formal these links should be, is important and is given attention in this book. The new
structure of local government provides an opportunity to re-think this relationship. As
always in such cases the fears are that mergers can strengthen the position of some interests
at the expense of others, fears which are accentuated in periods of financial cut-backs. It
would be unfortunate if such new arrangements, with their potential for further widening
of participation, were to founder because of the now largely discredited distinction between
informal and vocational education. A dividing line seen by some within education as sharp
and definitive is incorporeal to most students and to many employers. I doubt, too, whether
there is any pedagogical theory or philosophy which would justify such a distinction. I
believe it is in the interests of informal and community education to be within the expansive
framework of education, and be financed as such. The healthy development of community
education owes much to the approaches adopted by the local authorities established in
1975 on the basis of the Wheatley Report, and it is realistic to expect that this will continue
when the new authorities take over in 1996.
Given such changes, the remarkable developments in community education over the last
twenty-one years, and the opportunities now presented by the new technologies, it would
be timely to have another official in depth examination of the roles of community
education, its structure of provision and the sources of finance now appropriate. Change is
dynamic and new challenges deserve the attention of fresh minds enriched by the
experience of the many new facets of community education.
It is natural that I should be pleased at the idea of a publication timed to coincide with the
twenty-first anniversary of The Challenge o f Change, and even more pleasing when the book
itself should be of such very high quality. I hope that other readers find it as thoughtprovoking as I have done, and that the concept and practice of community education is
further developed with the help readers will derive from this excellent book.

The Making o f an Empowering Profession

vi i

COMMUNITY LEARNING AND DEVELOPMENT
THE MAKING OF AN EMPOWERING PROFESSION
PREFACE
Over the past twenty-one years, community educators have become established in
Scotland alongside their more recognised cousins - school teachers and college
lecturers. Using contemporary texts, this book traces the emergence of this occupation
since the publication of the Alexander Report ‘The Challenge o f Change’ (which
proposed the creation of Community Education Services by local authorities) and of the
establishment of the authorities who made that proposal a reality, the Regional and
Island Councils, in 1975. The book is aimed at a Scottish and a wider UK and
international audience. In recent years educators south of the border and overseas have
become increasingly interested in the Scottish model.
This volume embraces the period from 1975 to 1996. Texts have been selected from lists
recommended by a panel of twelve readers, practitioners and trainers of community
educators. Choices were made on the basis of policy, research and practice theory
significance. All have been previously published and thus in the public domain and all
are about Scotland. The final selection lay with the E ditor on the basis of
those recommendations.
The starting points for the book grew out of a belief that the Scottish experience was
indeed significant and pacesetting. In no other part of the UK or Europe has the
emergence of community education been so sustained or recognised. Our belief was that
we wished to make available to a wider audience, as well as to the profession itself and
those training to enter it, some of the influential texts that have shaped that profession
and through them a greater awareness of the debates and choices made and an
understanding of why it is as it is. This has a contemporary importance at a time when a
further round of local government re-organisation in Scotland will test just how well
rooted that provision is.
A second stimulus was that not merely were some of these texts now out of print, but
that surprisingly this body of Scottish material was not being given sufficient attention
in the very training institutions responsible for training professional community
educators. Reading lists are dominated by non-Scottish material. This is not an
argument for ethnocentricity or exclusivity, (Scottish community education has long
been influenced by both English and non-UK writing), but rather to assert that there is
a rich source of published material born of a Scottish experience and that this body of
knowledge should be passed on. This experience is important not simply because
Scotland has a separate education tradition from other parts of the UK, but because it
highlights the more sustained role that local government has played through support for
community development. There is an important lesson here for those concerned with
tackling the needs of disadvantaged communities and with building an empowered
learning society capable of addressing the challenges of the new millenium.
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This is the story then of the part, albeit limited, that educators can play within local
communities in empowering people, young and old, to deal with and to determine change.
It is a story about the relationships between the state and the citizen and of the role of a
state funded and encouraged occupation that has established a place not only within local
government education services, but across other services and sectors. The rhetoric at least
of community involvement, participation and empowerment is now part of the fabric of
political consensus in Scotland and it is the community education profession that has
developed many of the techniques that make this rhetoric a reality.
The selected texts fall into four types:
The first are national (ie Scottish) policy pubhcations emanating from the Scottish
Office, from national agencies and associations (governmental and non-governmental).
The second are regional (ie local authority) inspired or commissioned publications
describing local government-led policies and strategies.
The third are research and evaluation studies examining different aspects of
community education policy and practice.
The fourth are more polemical, reflective texts, including critiques of policy and
practice and arguments for alternative methods and approaches.
The selected texts are not primarily case studies of particular community education
programmes, issues or client groups, unless they were considered to illustrate a significant
model that has had wider impact. Other volumes of Scottish case studies do exist and an
extensive bibliography of these is currently being drawn together by the Scottish
Community Eduction Council.
The texts do of course vary in style. Some are clearly more ‘promotional’ than analytical.
The sources for the texts have been books, research and working party reports and journal
articles. Other than the need to select extracts from what in some cases were quite lengthy
publications, the original text stands. That said, for presentational purposes we have
adopted a consistent design style.
There are many I should wish to thank for assisting with the production of the book. First
and foremost the authors of the various texts. I am especially indebted to the selection
panel of Ted Millburn, Colin Kirkwood, Chris Pilley, Ken McCulloch, Elizabeth Bryan,
Alex Downie, Tom Schuller, Gerri Kirkwood, Ian Martin, Mae Shaw, Laurie Bidwell and
Pat McMenamin and for additional advice from Duncan Kirkpatrick, Rowena Arshad,
Vernon Galloway, Lyn Tett, David Wiseman and Rory McLeod. Thanks also to Carol Swan,
Julie Wilson, Allan Hall, Maureen Quinn and Matthew Johnson for typing, designing and
proof reading the text and to Natasha McConnell for support throughout. Finally I should
wish to thank all those politicians, advisers, trainers, managers and fieldworkers in
community education who have done so much to create a profession and public service of
which we can be proud.
Charlie McConnell
March 1996
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COMMUNITY LEARNING AND DEVELOPMENT THE
MAKING OF AN EMPOWERING PROFESSION
PREFACE TO THE THIRD EDITION
In publishing this revised edition of Community Learning and Development: The Making o f
an Empowering Profession, we are able to include papers which have had an influence upon
the community learning and development profession in Scotland in the period 1998-2001. In
1997 the Government’s national community education agency, the Scottish Community
Education Council, underwent an external review. The outcome of this, the Munday Report,
included a key recommendation that the Government undertake an urgent review of its own
policy and strategy towards community education. Munday was echoing a growing concern
coming from within the profession and others, that there had been significant national policy
drift in recent years. With the election of a New Labour Government and pending Scottish
ParUament, the time was opportune for a clear statement of vision and strategy by Ministers.
In the autumn of 1997 the Convention of Scottish Local Authorities (CoSLA), at the
request of SCEC, established a Community Education Task Group, chaired by Cllr Brian
Oldrey, remitted to review local authority community education services. This was followed
early in 1998 by an announcement by the Education Minister, Brian Wilson, establishing a
Community Education Advisory Committee under the chairmanship of Douglas Osier,
head of Her Majesty’s Inspectorate (HMI). The Osier Committee was remitted to liaise
closely with the CoSLA Task Group.
In May 1998 CoSLA published its report. Promoting Learning: Developing Communities.
This was followed by a three month consultation roadshow, co-organised with SCEC. Its
publication co-incided with a parallel CoSLA report on Community Planning, which
influenced the thinking within the Community Education Task Group. Although the Osier
Committee did not invite submission of external evidence, the full text of the CoSLA report
was made available to it and, as can be seen in the texts of the two reports which are
reprinted in full, it had a significant influence, not least in respect to securing a policy
commitment to supporting active citizenship and to incorporating Community Planning as
the main vehicle for community education strategic planning and partnership working at
local level.
Together, these two reports mark the most comprehensive examination of community
education since the publication of the Alexander Report twenty three years before. Unlike
the Alexander Committee, which met over a five year period and undertook extensive
consultation, the 1998 reviews deliberated over a period of months. In the case of the Osier
Committee report Communities: Change Through Learning, little consultation occurred
during the deliberations of the committee and none on its recommendations. Several were
non controversial. Focusing community educators upon tackling social exclusion,
expanding lifelong learning opportunities and supporting education for active citizenship
went with the grain of wider social justice and democratic renewal policy objectives.
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Locating development planning within a Community Planning framework was also in tune
with a consensus of thinking emerging across central and local government and the non
governmental sector. There was a recognition of the need for an overhaul of professional
training and a growing consensus emerging around the need to strengthen the statutory
base underpinning services which had been severely affected by cuts in public expenditure.
But one of Osier’s major recommendations, that community education should henceforth
be seen as an approach rather than as a discrete professional sector was controversial.
While it reflected a recognition within the Committee that community educators had
developed techniques that required to be adopted by a wider range of disciplines, from the
police to health workers and indeed had already influenced their practice, it appeared to
suggest that there was no longer a need for specialist professional community educators. As
a member of the Osier Committee my view is that with the exception of some members, this
was not the Committee’s intention. The recommendation was ambiguous however and was
subsequently seen by many as undermining the profession.
Community education in Scotland since the latter seventies has been seen as both an
approach and as an identifiable discipline. This duality is its great strength. It is testimony
to its effectiveness that so many public service professionals have sought to adopt
community practice techniques developed by community workers, youth workers and
informal adult educators. Some of the best practitioners of community education in
Scotland are not designated community education workers. It was right that the Osier
Committee and the Government, which subsequently endorsed its recommendations,
should seek to extend the influence of this approach to social change and to building a
‘new’, modernised and people empowering paradigm of public service.
Parallel to the deliberations of Osier, Scottish community education interests were heavily
involved with UK wide partners in securing official recognition for a sector-wide
occupational training standards body. From 1997 SCEC played a leading role in bringing
together sister occupational training interests from across the UK to form a National
Training Organisation for the sector. This UK wide agency, called PAULO: the NTO for
community-based learning and development, named after Paulo Freire, was officially
recognised by the UK Government and devolved Administrations in January 2000. The
establishment of PAULO formed an important part of the profession’s architecture and
landscape. It gave formal recognition that the sector existed; that the occupations within
the sector - adult education, community work and youth work, required high quality
training; that they had a critical role to play in realising the Government’s wider policy
agenda; that the sector needed to look forward to meet the implications of this new agenda,
an agenda which was placing ‘community’ and people empowerment at the centre of its
policy rhetoric.
PAULO, the CoSLA and Osier reports are much more complementary than may appear to
be the case. At the heart of them all is the skills agenda and the need to ensure that
community practitioners, whatever their job title, wherever they are employed, are fully
equipped and updated to deliver the best. Following the Osier report, the Government
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issued Circular SO 4j99. This positioned community education centrally within a
Community Planning framework, positively encouraging multi agency and inter
disciplinary working. The Government also funded a National Community Learning
Training Programme to assist service managers and field workers to work to the new agenda
and established di National Community Education Training Advisory Committee to examine
the implications for pre service training.
One of the main areas of training support encompassed the twin issues of planning and
evaluation. The Government commissioned the Scottish Community Development Centre
to design and develop a training package intended to complement a new HMI inspection
framework. LEAP (Learning, Evaluation and Planning) formed a major part of the
broader support NCLTP for community learning planning partners co-ordinated by
Community Learning Scotland between 1999-2002. The HMI Quality Framework For
Inspection in Community Learning and Development, is to be published in the spring of 2002.
The Training Advisory Committee was remitted to examine qualifying level training for
community education in light of the new policy agenda. SCRE, the Scottish Council for
Research in Education, reporting to the committee, was commissioned to undertake a
review and consultation exercise on undergraduate training. The Training Advisory
Committee reported to the Scottish Executive in July 2001. The Government has yet to
respond to its recommendations.
By 2001 Government policy regarding community education appeared to be clear. To drive
this, its national agency SCEC had been renamed Community Learning Scotland and
tasked to assist local community learning planning partners to focus upon the new policy
agenda. It is significant here to note the gradual introduction of the term community
learning by the Scottish Executive to replace community education. The issue of language
had been discussed within the Osier Committee, but not resolved. Communities: Change
Through Learning was published as a report on community education. Similarly the Training
Advisory Committee was remitted to look at community education training. HMI and some
local service providers were increasingly of the view that the language needed to be
changed however, modernised to realise the adoption of community education approaches
by a wider range of disciplines and service providers. Again there was no consultation with
the field on this, however the terms community learning or community learning and
development increasingly began to replace community education in the public policy
lexicon from 1999.
I have said that Government policy in this area became much clearer and more consistent
between 1998-2001. A significant counter current was also at play however. The origins of
Government policy lay in the 1998 reviews. In May 1999 a new Government was elected in
Scotland, a Labour/Liberal coalition, following the establishment of the first Scottish
Parliament for 300 years. Whilst initially it appeared that the new Administration endorsed
the previous Labour Government’s vision and strategy, this was not entirely the case. The
election brought into Government Ministers who had previously worked professionally in
community education - Peter Peacock in Education, Margaret Curran in Social Justice. In
2001 an inter departmental community education Ministers’ group was established, advised
by civil servants and HMI but without external expert input. A significant policy rethink was
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undertaken, leading to the break up of the national community education agency and to the
separation of adult learning, youth and community policies. Responsibility for different
aspects of community education was located across three Government departments, each
reporting to separate Ministers and notwithstanding a commitment to coherence and
joined-upness, led to a not insignificant degree of silo thinking.
In December 2001 Ministers’ announced the closure of the national community education
agency. Henceforth the ‘one door’ support services it had provided for twenty years, were
to be spread across three agencies. The establishment of more specialised support, both
within Government and through non governmental organisations, lias advantages, not least
if in aggregate it leads to a greater investment in and greater attention by Government. But
there will almost certainly be a loss of synergy and Government departments and service
providers will need to work in close collaboration to mitigate against this. This will be a
significant challenge for the Government’s new community regeneration arm. Communities
Scotland, which from 1 April 2002 has been remitted to co-ordinate community learning
and development strategy.
Community learning and development in Scotland is at a crossroads. Policy rhetoric has
placed high value upon this work. The need for practitioners skilled in this area and
committed to the values that underpin our practice has never been greater. Yet continuing
public sector expenditure cuts, exemplified by the announcement of the Scottish Borders
Council in January 2002 to cut its entire service, a long predicted consequence of the weak
statutory base of community education, underlines the serious supply side shortage of
skilled community learning and development practitioners, so critical to realising the
Government’s policy ambitions.
Charlie McConnell
Chief Executive
Community Learning Scotland
March 2002

The Making of an Empowering Profession

1

AN INTRODUCTION TO COMMUNITY EDUCATION
IN SCOTLAND
BY CHARLIE McCONNELL
If I say that I am an educator, I suspect with some confidence that the image that has come
to your mind is that of a teacher in a school, or a lecturer in a college. When we think of
educators we immediately think of the setting in which they work. Indeed the prefix school
or college describes the context for learning. From the age of five to sixteen children and
young people attend school. For the teacher trained to work in that setting there is a captive
audience albeit at times reluctant. They attend an institution which has classrooms and the
learning, the curriculum and teaching styles are determined by the nature of the setting and
the relationship between teacher and young person, however much these may have
changed in recent years. The traditional model of education was that it was in schools that
we were prepared for adult life. If you wanted to enter into more skilled occupations and
if you were able to achieve at school and go into higher education, the years in an
institutional learning setting, the college or university, would increase. This image of
education, that you go to an institution to learn, to be ‘schooled’, is still the dominant one.
The Scots are very proud of their education system and by that they mean schools, colleges
and universities.
All of us have learning needs throughout our lives. These may be personal, social,
economic, indeed political. A democratic and socially just society should enable all of its
citizens to develop their various talents and interests to the full. Any society, democratic or
not, in this competitive world cannot afford to have large parts of its population
unproductive, dependent or unable to change to meet new challenges in the labour market.
Certainly for Scotland although it has an impressive record of higher education
achievement compared with many other countries within the OECD, its participation rates
in continuing education are amongst the lowest. It has been argued that one reason why our
economic competitiveness has lagged behind that of other countries is because of an
inadequate investment in education and consequently lower participation rates.
Whether we need to learn new skills in order to get a job, to be more discerning consumers,
to care for the environment or for our health, it is now recognised that the education system
must reach out, encouraging and engaging people throughout life into learning. Whatever the
agenda, education for a healthy economy, for democracy, for problem solving or for physical,
social or cultural regeneration, the system needs to be more relevant and more accessible.
It was a recognition of this imperative in the 1970’s across the countries of the OECD, that
led to the notion of lifelong learning and in more recent years in Scotland to the concept
of the Learning Society. But there also emerged a realisation that it was not possible simply
to attract people back into learning based on the assumption of compulsory attendance
within institutions. Schools, colleges and universities will probably always demand the
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largest proportion of any country’s education budget. But there is ample evidence to show
that such institutions have to date failed large numbers of people within Scottish society.
Knowledge is power. It is not the only source of power. The contrasting adage that it is not
what you know, but who you know is also a very real truth. If you have wealth and good
contacts your relative empowerment is considerably greater. But the majority of people do
not inherit large amounts of wealth. So although, in the great order of things, education can
only be one factor in the more equitable distribution of power it is for so many going to be
one of the few keys available to realise greater equality of opportunity. Whilst the
integument of power is in part composed of deference and ignorance, education can
empower through assisting people to be more confident, knowledgeable and skilled.
Education can be an enormously liberating experience. It also serves the functional
purpose within any society of training people for certain economic and social roles. A
spectrum of these imperatives underpins all education and training systems. Whether the
agenda be an equal opportunities or utilitarian one, whether it be to enable people to be
less dependent upon welfare, to harness new technology or to tackle unemployment, the
message is still the same. The system needs to reach out in a much more relevant and
accessible way.
It is indeed true that if you think education is expensive try ignorance, but nonetheless
there will always be limits to and competing demands upon public expenditure. So although
there has been a recognition of a need to reach out to non-participants since the early
seventies, to attract people back into purposive learning, there has also been an inertia
within a system that continues to tie up 99% of public expenditure on education within
formal school, college and university settings and upon educators trained to work in
institutions. There are exceptions of course. One is the concept of open learning
exemplified by the Open University. The other of equal significance is community
education. Both began from the same concern: how to open up access to learning
opportunities. The former aims to do this by way of technology, the latter by way of
employing outreach specialists to work within local communities.
THE CHALLENGE OF CHANGE
This is the story of how a new occupation of educationalists emerged in Scotland from the
mid 1970’s, set with the challenge of engaging with people to develop a range of learning
opportunities to meet their personal, social, economic and political needs. It is the story of
how building upon the techniques of informal adult education, community work and youth
work a new educational modus operand! was forged. This educational occupation we call
community education. We have in Scotland in the late 1990’s over 1,500 trained and
practising community educators employed by local authorities (primarily in education
departments but also with significant numbers in social work, neighbourhood, community
and leisure services) and other agencies notably the non governmental voluntary sector.
They in turn support tens of thousands of part-time and voluntary sessional staff. They are
educationalists. Indeed they undertake a three year degree or post graduate qualification
to be trained as educationalists. They are skilled at helping people to learn. Their setting is
neither primarily a school nor a college, though they certainly utilise such resources, it is
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outreach into the community, into the neighbourhood and the workplace, into the rural
village, the peripheral housing scheme, the inner city and for a few into the middle class
suburbs. Under 1% of total educational expenditure in Scotland goes on community
education. The average community educator works within a community of several
thousand people with a smaller ratio in designated disadvantaged communities. Their task
to engage with people within that community identifying needs and motivating and
enthusing individuals and groups to acquire new knowledge, skills and confidence,
promoting learning that is enjoyable, relevant, accessible and empowering to the
participating learners.
But if this is primarily a story of community education in Scotland and of the making of an
empowering profession, a significant sub text is a story of people power. It is a celebration
of the incredible achievements of people, young and old - of individual and community
action and learning. This was no better demonstrated than in the book- People Power by
Tony Gibson published in 1979. Gibson in the mid 1970’s was piloting his Planning for Real
technique, a method now adopted by community educators, community architects and
progressive planners across the U.K. I first met him along with Ralph Ibbott, a community
worker and Danny Keegan a local volunteer youth leader, at this time. This short case study
is not atypical of many community-led initiatives, here around youth work and crime
prevention, that have mushroomed across Scotland from Gibshill to Craigmillar. They
remind us so clearly that the communities into which community educators intervene are
neither passive, nor apathetic. They may be communities within which there is a poverty of
expectations and of income and wealth, but certainly not a poverty of ideas, co-operative
values and practical self-help.
Today in the late 1990’s community education has become a profession. Community
education is recognised by central Government as a part of its lifelong learning strategy.
Community education methods have proved to be highly cost effective ways of
—

Supporting young people and adults to return to education and training throughout
life, with community based guidance and provision, particularly for those who are
disadvantaged.

—

Supporting young people and adults in improving their communities, increasing
self-help and voluntary community action in tackling problems.

—

Enhancing the ability of central and local government and other agencies to listen
to the needs and concerns of local people and the consumers of services.

—

Assisting government and other agencies to raise awareness of issues through public
education campaigns such as crime prevention, drugs awareness and environmental
action.

—

Stimulating the effective involvement of local people in personal, social, cultural,
economic and political development, helping people to participate actively in
determining change.
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But even with the imprimatur of support from Government, from Shadow Ministers, the
Convention of Scottish Local Authorities, the Association of Directors of Education and a
host of other interests, its provision by the new local authorities is being questioned. The
reasons for this vary. It has been argued by some that it is a non statutory service and thus
not the responsibility of local government, although central Government and COSLA have
clearly stated that this is not the case; others have argued that it is expensive, yet no single
case has been demonstrated to show that the public investment in community education is
anything but cost effective; others have argued that an integrated community education
profession has damaged its constituent parts - adult education, community work and youth
work, yet staffing and performance levels in all three activities have never been greater;
others have argued that it is little more than a duplication of the leisure service, yet it is easy
to demonstrate a significantly different locus of need and provision; still others have argued
that it has failed to impact upon mainstream formal education or that it would benefit from
moving outwith the local authority services, merging with for example the incorporated
colleges of further education, continuing a pattern that has existed on the boundaries of the
profession’s development over the past twenty years. Such questions pose the severest
challenge yet to this still young profession.
Community educators and those who support community education need to be able to
explain clearly what they do, why it is worth public investment, what would be the effect if
it did not exist and why it has never been more urgent for community eduction to be
embraced and expanded by those concerned with widening not merely educational and
training opportunities and tackling educational disadvantage but also broader social,
economic and political development. These are not new questions. Twenty one years ago
when Scottish local government was last being re-organised, these questions and similar
concerns about Scotland’s economic competitiveness and well-being were high on the
political agenda. Revisiting those debates and reminding ourselves of the decisions taken
then and subsequently, we can begin to make more informed decisions over the future of
community education, where challenges to change are welcomed because they build upon
best practice and a commitment to make that practice even better.
1975 was a watershed year for education and for local government in Scotland. In April of that
year the new local authority system was formally put into place establishing the Regional and
Island councils as education authorities. In addition it saw the pubhcation of the Government’s
report The Challenge o f Change chaired by Kenneth Alexander, which recommended the
setting up of the Community Education Services in Scotland. Whilst community education
had its origins prior to 1975 the Alexander Report gave pubhc pohcy recognition to the term,
by recommending to central and local government the merging of the former adult education,
youth and community work services under a new title - community education and, by placing
community education within a lifelong learning paradigm.
The Alexander Report and the new local authority system were products of a high degree
of consensus on public policy and administration. Both the Commission which had led to
local government reform and the Alexander Committee were established prior to the
incoming Conservative Government in the summer of 1970. And, whilst it was the
Conservative Government that enacted the Local Government (Scotland) Act in 1973, the
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intention behind it, devolution of power to local authorities on the one hand and the
creation of bigger cost effective units on the other, had broad political support. Devolution
was at the top of the political agenda in Scotland with the surge in support for the Scottish
National Party committed to independence. But if there was a political imperative to
support the devolution of power there was also an economic one. One word perhaps sums
this up - oil. The oil crisis of 1973 exposed the vulnerability of Britain’s post imperial
economy in the very year it entered the European Economic Community. The oil crisis led
to an upward spiralling of inflation that both cost the Conservatives the general election
and put enormous pressures on public expenditure upon the in-coming Labour
government. In a Scottish context oil was also to have a political significance in that its
discovery in the North Sea was seen to herald enormous potential for the economic and
social regeneration of the country. But inflation and concerns about the cost of public
expenditure need also to be set against the continuation of considerable deprivation across
large parts of urban and rural Scotland and growing political pressure for initiatives that
would promote greater participatory democracy and equality of opportunity.
In an address to the annual conference of the newly formed Community Education Service
Association by the Under-Secretary of State for Scotland, we get a clear statement of the
commitment to public participation and equality of opportunity behind the Labour
Government’s support for community education in 1975. At the time of his speech the main
recommendations of the Alexander Committee although not published were widely known.
The significance of the address is that it gives us an insight into the Government’s thinking
at this time on the challenges ahead. There seem to have been two broad themes. First was
that local communities should be given greater encouragement to participate in shaping
social and economic development, with educational opportunities being made more widely
available within the community as a means of encouraging both individual and community
development. Second was a strong commitment to the principle of equality of opportunity.
Here the priority was to tackle educational disadvantage, to right the wrongs of the past.
From the outset then, the Government was quite clear that community education should
contribute towards the building of a participatory democracy and the promotion of
equality of opportunity through positive action towards the disadvantaged. But there were
two other challenges. One rationale behind the integration of adult education with youth
and community work was that this was seen as a cost-effective way of bringing together
related disciplines that could more effectively engage non-participants. The creation of a
new Community Education Service was seen not merely as an administrative
reorganisation but as a practical way of creating larger integrated units with an enhanced
capacity to effect change.
The Minister made a statement that has echoed down the years since “at times o f economic
difficulty such as the present every service has an obligation to look closely at its objectives and
at the use it makes o f existing resources”. From the very early days whilst it was recognised
that community education required highly professional and competent community
educators, other people and resources would also need to be mobilised. The Community
Education Services were unlikely to be injected with additional amounts of public
expenditure to meet the challenges identified.

COMMUNITY LEARNING AND DEVELOPMENT
The Alexander Report is acknowledged by the community education profession as a
milestone in its development. The continuing influence of that Report over a period of 21
years reflects the achievable nature of many of its recommendations. Even in the mid
1990’s the Report reads with great relevance. It is often forgotten that the Alexander
Committee was in fact established to investigate the future of informal adult education in
Scotland and neither youth nor community work. Indeed herein lies its major weakness,
there is barely any reference at all to the concerns, the state of the art or the potentialities
of youth and community work. Here was a committee of adult education interests setting
the pace for the creation of a new education service involving two other traditions that it
could be argued were as much on the boundaries of social work as they were of education.
The Committee took as its starting point a concern that informal education could no longer
be justified as a marginal enterprise serving the interests of a relatively small proportion of
the population. What was needed was a co-ordinated approach in order to have the
capacity to widen participation. An agenda was set including general targets as to particular
groups within the community with whom community education work should be prioritised,
issues which community education should tackle and agencies with whom they should
collaborate. The Report only briefly touches on methodology but argues that the bringing
together of the these services provided opportunities for innovation and the cross
fertilisation of approaches, one approach highlighted being community development.
The Alexander Report in making these recommendations was challenging Government,
voluntary and statutory providers and practitioners to change. Implicit in the Report was a
criticism that practice at that time was, albeit unintentionally, delivering provision to those
who needed it least. Provision was cosy and far too traditional. What was needed was a new
style of educational intervention, capable of reaching far larger numbers of people within
the community. To this end a second working party was established chaired by Elizabeth
Carnegy to examine professional education and training for community educators. Their
Report, published in 1977, detailed the knowledge and skills required of community
educators and made recommendations as to future professional education and training
provision, calling for the establishment of an all graduate profession and a new central body
to recognise and validate training courses.
Developments in the emergence of a new community education practice did not await the
deliberations of national working parties. The integration of adult education, youth and
community work recommended by the Alexander Report was already beginning to take
place prior to publication of Alexander and local government reorganisation. With
reorganisation the majority of the new Regional and Island authorities established
Community Education Services, with staff taking on new job titles as Community
Education Workers and new areas of responsibility. The employers then, particularly in the
local authority sector, were from the outset as much the architects of community education
in practice as the members of national committees.
Chief amongst these was Strathclyde Regional Council. Strathclyde was the largest of the
new authorities, including within its boundaries half of the population of Scotland.
Reorganisation had brought new ideas concerning policy priorities and the management of
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services. From the outset Strathclyde made a political commitment to tackle multiple
deprivation and corporately to promote community development. Within community
development they identified four main objectives. The promotion of community networks,
the encouragement of self-help, the identification and stimulation of local leadership, and
the provision of ‘effective and sympathetic’ resources and services to meet a community’s
needs. For Strathclyde all of its new departments had a role to play in the promotion of
community development. But three services in particular were identified as having a lead
role - education, social work and the police.
It was to review the respective roles of these services that a senior officer/member group
was established chaired by Councillor Tony Worthington. The Worthington Report and
Strathclyde’s community development and anti-deprivation strategies are of great
significance in the development of community education. They both set community
education within a wider community development and anti-deprivation strategy and
emphasised that in implementing such a strategy it was essential for the education and
social work departments, both of which employed professionally trained community
education workers, to collaborate in supporting community empowerment. From an
employer’s perspective the Report examined respective roles and made a broad range of
recommendations concerning appropriate methods, training and structures at local
community and regional level. The Worthington Report had considerable influence upon
policy makers, managers and practitioners not only in Strathclyde. Across the central belt
from the late 70’s many of its approaches and recommendations began to permeate policy
and practice.
One of the main recommendations in the Alexander Report was that a national Council for
Community Education should be established to advise the Secretary of State and the
statutory and voluntary providers on all matters relating to community education. An
independent national resource centre, the Scottish Community Education Centre,
(previously the Board for Information on Youth and Community Service) already existed
with funding support from central government and local authorities. In 1979 the
Government responded to Alexander by establishing the Scottish Council for Community
Education with a small secretariat serviced from the Scottish Office. The Council and the
Scottish Community Education Centre would within three years merge to form the Scottish
Community Education Council.
The Scottish Council for Community Education came into being at time of political change in
central government. Whereas Alexander had been the product of what in retrospect is now
seen as a period of post war consensus in social policy between 1945 and the mid 1970’s, the
latter 70’s had seen a breakdown in that consensus as Britain’s economy faltered with growing
unemployment, pubhc expenditure constraints and the victory of the New Right fundamentally
opposed to both Keynesian economic policy and Beveridgean social policy. Community
education in Scotland as envisaged by Alexander was in many respects the product of a social
democratic ethos. Whilst 1979 did not bring an abrupt end to that ethos in Scotland, it was
quite apparent that central Government’s agenda was to change. There would still be an
emphasis upon people participation but now the language was of individuahsm, consumer
power, enterprise and self-help. Equality of opportunity was to be given a much lower profile.
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For a period there was a fear that the very word ‘community’ (as with the word ‘society’)
was anathema, overtones of socialism at a time when an ideology of individualism was very
much to the fore. Yet beneath the rhetoric there was a remarkable continuity of Scottish
Office support for community education. But what sort of community education?
One of the few publications from the Scottish Council for Community Education was its
Discussion Paper Number One. The SCCE paper picks up from the Alexander and Carnegy
Reports and presents some initial ideas on its views on the concept and direction of
community education. There is a heavy emphasis upon individualism and the primacy of
the individual learner throughout the paper. Community education is viewed not as the title
of a particular service but as a process, an approach to helping individuals to learn. The
Council argued that community education in Scotland should be seen as a label identifying
the Scottish brand of lifelong education, but noted, with some concern, that the synthesis
of adult education, youth and community work seemed not to have yet led to any marked
change in practice on the ground.
Ian Martin in a critique entitled Signposts to Nowhere questioned the supposed consensual
view of community education adopted by the Council. He was highly critical of the
polarisation within the paper with its emphasis upon a working definition of community
education that focused only upon meeting the learning needs of individuals. He argued that
collective forms of learning are both feasible and necessary and saw here a fundamental
ideological divide which he says explained the Council’s individual inadequacy model of
educational disadvantage. This was the ‘crunch where the cosy consensus begins to break
down’. For Martin the real cause of educational disadvantage was structural inequality.
Community education therefore had to prioritise rather than offering a free market, first
come, first served consumer service, with those with consumer ‘power’ able to exploit the
opportunities presented.
Community education needs to have a ‘redistributional’ intention and by this he does not
argue for it to become a compensatory service, but a new type of radical practice drawing
upon the analysis and methodology of such writers as Paulo Freire. Martin sets five basic
principles as underlying his model of community education. First is that community
education should be opening up access to opportunities. Second there must be space for
innovation in responding to local priorities and needs identified with local people rather
than being caught in a routinised provision. Third he calls for a move away from traditional
methods. Fourth he urges community educators to challenge professional demarcation
lines and in particular to question the professional monopoly of teaching. And finally he
calls for community educators to combine education with problem solving, relating
interventions to the real problems in people’s lives and working with local people to do
something about them.
THE BOUNDARIES OF CHANGE
Already in the latter 1970’s debates about contrasting ideologies and practice were
occurring within community education in Scotland. Community education is not
axiomatically radical. Although the origins of modern community work can be traced to the
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community action movement of the late 1960’s, much youth work provision was of a very
traditional nature and with few exceptions adult education had not concerned itself directly
with social action in ways that had occurred for example in the Liverpool Education Priority
Area (EPA) and Community Development Project (CDP). A progressive Trainers’ Forum
was established in 1979 and Scottish publications urging a more social action oriented
practice rooted in a structural analysis of inequality and disadvantage were permeating
professional training. This was not surprising. This period was bringing mass
unemployment and poverty back to Scotland with fears that the Government’s strategy for
‘training’ the unemployed through the Manpower Services Commission might incorporate
community education - the chair of the Manpower Services Commission and the Scottish
Community Education Council being the same person - Elizabeth Carnegy. The
Government itself was perceived by many as the major causal factor in the increase in
unemployment and deprivation. It certainly was leading the drive for a reduction in public
expenditure at the very time when the personal, social and economic needs of the
disadvantaged were increasing.
Alongside this debate it is important to recall that much local government in Scotland
throughout this period remained firmly in the hands of the Labour Party, vociferously
opposed to many of the national economic and social policies of central government. The
Worthington Report for Strathclyde Region, for example, in endorsing the Association of
Community Workers’ publication Knowledge A nd Skills In Community Work was
encouraging staff to develop programmes around the concerns and agendas set by local
communities. It was placing community education within a positive discrimination and wider
social strategy to combat multiple deprivation. Indeed the politicians leading this drive
tended to be almost as critical of the local authority management in community education
in blocking more innovative interventions in areas of multiple deprivation as they were of
any central government intentions. As we entered the 1980’s it was local government along
with some of the more innovative grassroots voluntary organisations in large part funded
through the Urban Programme, that were setting the pace for the next phase in community
education. Whilst the trainers of community educators at the four Scottish colleges of
education - Jordanhill, Moray House, Dundee and Aberdeen and at Edinburgh University
were embracing such models of community education practice in part as a response to
criticism from the local authority employers. Dundee College of Education was the first
training institution in Scotland to introduce a named community education course,
encompassing adult education, community work and youth work, in 1979.
One significant area of locally led innovation was the development of community schools.
Unlike England where the development of community education and community schools
has been closely linked, the Alexander Report had not acknowledged a community
education practice theory emerging from a schools context in Scotland. The U.K.
Education Priority Areas programme had placed community schools more centrally onto
the educational agenda. Whilst there had been an EPA pilot project in Dundee, the report
of that action research initiative had come out as not particularly sympathetic to the
community school concept. But in Grampian and Lothian Regions the community school
idea gained local political support. A paper by John Nisbet, Leo Hendry, Chris Stewart and
Joyce Watt entitled Towards Community Education published in 1980 argued that if
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community education was to develop in a period of economic stringency it made financial
sense to combine it with the resources contained within the existing school system and to
open these resources up for wider community use. But the proponents of the community
school concept were concerned to go far further than just the more cost effective use of
buildings. They wanted to bridge the gap between school teachers and community
educators to provide more effective learning opportunities for the local community.
This study evaluated the first generation of community schools in Grampian Region. A
number of findings were significant. The first concerned the contrasting philosophies of
education which were identified as existing between teachers and community educators. If
community education was to be implemented in a way that brought the school and the
community more closely together then the philosophical starting points of the two
educational professions needed to find some common ground. There was a considerable lack
of understanding between teachers and community educators of each other’s philosophy and
therefore approach. In trying to track what was the source of this misunderstanding there was
criticism of the colleges of education where both groups of professionals were trained but
where there was little contact between them on the training programmes.
A second area of innovation at this time was with the interface with further education. The
Strone and Maukinhill Informal Education Project (SMIEP) in Greenock was the first
documented example of a community based adult learning project in Scotland involving a
further education college. The significance of this project was that it sought to mobilise the
resources of a college and to combine community work and adult education techniques.
From an initial experiment in taking college classes out into a working class community, it
moved on to negotiating a wide range of learning programmes linked to both personal and
social action concerns. The SMIEP initiative was significant at the time. It clearly
demonstrated that such an approach could dramatically break through barriers to adult
learning. It set the important precedent in Strathclyde for subsidised assistance within
designated Areas of Priority Treatment ie deprivation. And significantly it was community
controlled. The project was also well documented, with an action research and evaluation
input from the Local Government Unit in Paisley. The action research approach pioneered
in Scotland with the Dundee EPA and Paisley CPD (Community Development Project)
from the early days indicated a concern by funders and practitioners to assess the impact of
community education. It was also a convenient way of stalling mainline investment. The
SMIEP paper does however highlight the important role that further education colleges
made and continue to make to community education in Scotland - a role which in later
years has led to the more ambitious concept of community colleges.
The Scottish Institute of Adult Continuing Education was also concerned with the interface
issue. It was at that time the principle national membership body of adult education
practitioners. Its membership came from both the formal and the informal adult education
side. In 1981 the Association concerned with continuing cuts in public expenditure
published a manifesto entitled the Right to Leam. The Association wanted to keep the
development of an open and comprehensive system of post school education incorporating
both the formal and informal sectors high on the agenda. They argued that there was a
need for much closer collaboration, indeed integration, between these two sectors.
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In calling for a comprehensive strategy for post school education encompassing both the
vocational and non vocational, the formal and informal, the Institute argued that these
distinctions were inappropriate, even unhelpful. Right to Leam begins by classifying six
different types of adult education provision to which both formal and community based
adult education provision contributed. It lists examples of lifelong learning ranging from
the Open University through adult basic education, to women’s education, outreach
projects in the community and partnerships with broadcasters. It briefly maps the range and
variety of provision in both formal and community based adult education at this time and
notes, with concern, that except where special funding had been secured, for example,
through the Urban Programme or Manpower Services Commission, adult educationalists
on the ground were having difficulty coping with the increased needs and demands.
The Institute called for new policies. It argued that the Alexander Report had not received
sufficient attention from either the Labour or Conservative Governments. They noted that
the call by Alexander for the appointment of an additional 200 professional staff to work in
this field had not been adequately addressed by the merger with youth and community
work. Their main recommendation however was that the distinction between the formal
and community education sectors should be dropped and that these sectors should work
collaboratively in the promotion of learning programmes for adults. For the Institute then
Alexander had not gone far enough, indeed by linking informal adult education with youth
and community work rather than further education, it had gone in the wrong direction.
The issue of boundaries came increasingly to the fore in the early 1980’s. As community
education was becoming a more established local authority service, and the approach better
known if not as a term being adopted by the voluntary sector, arguments as to what
constituted community education and what lay within the informal education sector began to
shift. We have already seen the dialogue (or rather the lack of it) emerging between teachers
and community educators. Although the Scottish Institute of Adult Continuing Education
did not address the relationship between college lecturers and community educators, it is
implicit in their campaign that they wished to see much more integrated working if the
education system was going to involve what it called the ‘excluded majority of people’.
The relationship between community education and social work also merits examination.
Following the 1968 Social Work (Scotland) Act, Social Work departments had begun to
recruit community workers. Social work training was adopting community work methods
alongside case work and group work. Community work was a young quasi profession
however and many of its practitioners sought neither incorporation within social work nor
community education. In practice a large majority of community workers recruited by
Social Work departments undertook their initial professional training through the youth
and community work and later community education route. And those responsible for
community work training within community education courses also drew upon social work
practice theory. The Trainers’ Forum, referred to earlier, included trainers from both the
social work and community education sides.
One social work initiative in particular had an influence upon community education
training at this time. This was the concept of the fieldwork training unit. The first fieldwork
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training unit to focus upon community work training was established in the Gorbals in
Glasgow managed by the Crossroads Youth and Community Association. It provided
placement opportunities for students from both social work and community education
courses. Crossroads has another significant place in the history of community education in
Scotland. It was here that the practitioners sought to develop a method of intervention with
youth and community groups based around the writings of Saul Alinsky from the United
States. Here was a model of issue based problem solving learning that was radical and
linked to social action. The starting point was poor housing and dampness and related
issues of health. Together these were to prove powerful motivating forces for community
participation and empowerment. It was recognised at the time as an inspiring example of
community based learning through collective action.
The voluntary sector at this time was increasingly supporting community work and
employing community education trained staff. The Scottish Council of Voluntary
Organisations (SCVO), the umbrella body for the sector, under Director Ros Flockhart
and Assistant Director Willie Roe was making an important contribution to practice
through its own development programme, through support for local Councils of Voluntary
Service (which they termed community development agencies) and through establishing
initiatives such as the Tenant Participation Advisory Service (TEAS), a training and
information resource for tenants’ associations. Local CVS’s were sponsoring innovative
voluntary sector community work projects such as the Tenants and Workers’ Information
Network (TWIN) in Edinburgh and community work student units in Edinburgh and
Aberdeen. The Home Office sponsored Community Projects Foundation, (formerly the
Young Volunteer Force Foundation and later renamed the Community Development
Foundation), was active in Scotland from the mid 1970’s funding local demonstration
projects in Fife, Strathclyde, Tayside and Lothian. Whilst in the Highlands and Islands, the
Highlands and Islands Development Board (HIDB) under the chairmanship of Kenneth
Alexander was supporting community enterprises, combining community work expertise
with local economic development.
The late 1970’s early ‘80’s was a period of considerable activity on the publications front in
community education. The Scottish Community Education Centre publishers of SCAN
newspaper launched the Community Education magazine. There was a short-lived
magazine entitled Scottish Radical Education edited by community educators and trainers
based in Dundee and Lothian. Strathclyde practitioners published a series of case studies
on community development. The voluntary sector notably the Workers’ Educational
Association, the Scottish Council of Voluntary Organisations and the Standing Conference
of Voluntary Youth Organisations were publishing practical handbooks. Scottish
practitioners were publishing through the Routledge ACW series, the Community
Development Journal and the Scottish Journals of Youth and Community Work and Adult
and Continuing Education.
On the research front. Paisley College of Technology was the base for the Scottish Local
Government Unit headed up by Councillor Ronald Young one of the leading architects of
Strathclyde Region’s community development strategy. The LGU was publishing research
papers throughout the late 70’s and early 80’s on community development, community

The Making of an Empowering Profession

13

education, community councils, community health and community enterprise and running
training courses for elected members and officers. Its Director, Ronald Young was an
influential local politician committed to both corporate management and support for local
community action. Young along with Tony Worthington and Rev Geoff Shaw, the first
Convenor of Strathclyde Region and a former Minister in the Gorbals, were strong
proponents of community development. The subsequent direction of community education
and community development would have been very different had it not been for the
political support from the likes of Shaw, Young and Worthington in Strathclyde and others
such as George Foulkes in Lothian in those early years.
TRAINING FOR CHANGE
In 1982 Dundee College of Education published the first of two books on community and
continuing education. The first was entitled Community Education and Community
Development edited by Laurie Bidwell and myself and containing papers on policy and
practice from the period from across Scotland. It was the first published book of Scottish
community education case studies. This was a period of reflection on the first half a dozen
years of post Alexander and local government reorganisation. It was a period of innovation
and of experimentation due in large part to access to short-term Urban Programme funding
in designated areas of need. Mainstream local authority Community Education Services
were for some seen as too conventional. There was a growing criticism that the well
intentioned reports and name changes of the 1970’s had been a case of old wine in new
bottles, a change in rhetoric rather than a change in practice. One particular concern was
that too many community educators still failed to get out of their centres into local
communities. We echoed Worthington’s arguments that by linking community education to
community development and social action community educators would be able to focus
upon disadvantaged communities, to engage participants in an educational process that
could be both empowering and focused upon the real life concerns and problems in their
lives. This was not a description of the majority of practice at that time.
Community education was at this time young, over ambitious, seeking to prove its value, to
mark out its terrain and to gel together its constituent parts. One of the areas where there
was a common agenda between the three strands was in a shared commitment to extending
participation. As the Alexander Report had noted both youth workers and community
workers did this by working in less formal ways. Adult educators brought to the mix more
structured educational methods.
One reason why community development approaches were receiving a higher profile was
because the reduction in public expenditure was working its way through into the local
government system. The local state was being pushed from being service provider to
enabler. The concept of consumer empowerment in the public sector took off in the 1980’s
with central Government support for tenant participation in housing management and for
parent participation in the management of schools. Community development at a time of
economic stringency seemed increasingly appealing. This is perhaps over cynical. For many
of the proponents of community development saw in it a framework for community
education linking community based learning with social action and problem solving and a
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way of empowering people to have a say over determining the conditions which affected
their lives. Tony Worthington sums up what at the time was perhaps the most coherent
political and economic rationale for why local government should back this approach. If in
cost benefit terms the gains were enormous and the outlay small surely we could not afford
to ignore this message, particularly if by animating local communities they could become
better educated, healthier, safer places to live.
A growing concern with issues of youth unemployment, drugs, delinquency and the race
riots experienced in parts of England, led Strathclyde to establish another officer/member
working group which published its report Working with Young People in 1984. Again this
working group was dissatisfied with much of the traditional youth work provision within the
Region. Indeed they went further to argue that education departments alone did not have
the ability to tackle the growing problems facing young people. They concluded that youth
work should take on a community development approach as part of a multi-agency area
based strategy. The working group stressed the importance of community involvement and
participation by young people through local youth fora and they set as priorities the need
for work with young people at risk, work with girls and young women, rural youth work and
collaborative links between the statutory and voluntary sectors. Finally the report raised
doubts that a generic community educator responsible for informal adult education,
community work and youth work could effectively focus upon the needs of young people.
Whilst committed to the notion of an integrated Community Education Service, they
recommended that area teams be established within which there should be specialists in
youth development work.
The argument for specialisms within community education was also made by the
proponents of a relatively new area of work with adults in the community - adult basic
education. Adult basic education (ABE) had grown out of the adult literacy media
campaign of the mid 70’s. It was eventually to form part of the Community Education
Service. From the early days it had developed innovative methods of reaching non
participants and engaging them in adult learning. Almost by definition these learners were
some of the most disadvantaged lacking essential literacy and numeracy skills. Clearly lack
of literacy and numeracy interacted with personal, social and economic difficulties for
many adults (estimates of at least 200,000 at that time in Scotland). The techniques
developed for working in this area were far more intensive, often involving a one to one
relationship with the learner. By the early 1980’s there were some 230 full-time adult basic
education workers across Scotland along with 4,000 volunteers helping nearly 18,000
students. As well as new techniques of outreach and guidance a whole range of learning and
tutoring materials were developed. One key long term outcome of the campaign was the
building of close links between community educators and the mass media.
Adult basic education has played a significant role in shaping community education. The
high profile media campaign highlighting this issue and the failures of the formal education
system led to the employment of specialists in this work. Of all the areas of growth in
community education at this time, it was in ABE that additional personnel were employed.
Paradoxically the rapid employment of full time staff necessitated recruitment of many
people not trained in community education. Although the colleges of education had now
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adapted to the post Carnegy model of training for community education they did not
provide training opportunities for work with this target group of learners. Very often it was
teachers who were recruited into such posts. Indeed not until the mid 1980’s with the
Scottish Adult Basic Education Unit now forming part of the Scottish Community
Education Council and regional Community Education Services taking over responsibility
for this function did the colleges respond to employer demand by introducing training as
well as placement opportunities in this specialism.
The Scottish Community Education Council by merging the former Council, Centre and
SABEU was by the mid ‘80’s not simply an important national resource agency for
practitioners, combining as it did in part, the functions of several agencies south of the
border, but itself a pace-setter. One of its key roles was to advise the Secretary of State and
Scottish Education Department on all matters relating to community education. There has
never been an equivalent agency with this role in any other part of the U.K. or E.U. SCEC
was certainly comparatively well resourced and able to initiate national community
education campaigns, raising issues and encouraging local action. One of the most
significant of these being Young Scot, led by Marc Liddle SCEC’s Assistant Director, a
survival guide for all school leavers and subsequently a model adopted in other parts of the
U.K. and across Europe.
Community education in Scotland was now heading towards its 10th anniversary. A new
language (some would say jargon) had been adopted by the profession - the language of
lifelong learning, community development, positive discrimination and equal opportunity.
The professional training of community educators had undergone a comprehensive review
and was now delivering the post Carnegy generation of practitioners. But at the very time
when community education was beginning to establish a profile in Scotland there were
concerns that it could not deliver all that it claimed, not least from within the profession
itself. Individual and community needs had grown enormously with a concomitant increase
in workloads and there were just not enough community educators to do the job. The
concept of the generic all purpose community educator had never been intended by the
Alexander Report, but the reality on the ground was that responsibility for informal adult
education, community work and youth work was now contained within the job description
of a single post-holder. Was this a case of trying to put three pints into a one pint pot? There
were certainly voices within each of the three areas calling for a greater recognition of
specialisms whilst at the same time supporting a common core of values, principles and
processes. Clearly many of the employers were having doubts. Not only were the regional
Community Education Services appointing specialist workers and giving community
educators within an area team a specific remit but the proliferation of more narrowly
focused posts e.g. through the Urban Programme, as well as the demands of voluntary
sector and other local authority employers of professionally trained community educators
(now the destination of the majority of graduates) necessitated a further look at
professional training.
The Scottish Community Education Council appointed one of its members, Geoffrey
Drought, to head up a second working party on community education training. I was a
member of this working party. Their Report Training for Change was published in 1984. It
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traced developments since the Alexander and Carnegy reports concluding that the picture
of community education was one of a rapidly expanding field of practice in which from the
three traditional roots a wide variety of new areas, specialist settings and client groups was
emerging. That field of practice was considerably broader than that of the local authority
Community Education Services yet should be classified as community education. This
changing pattern of employment had implications for training. The working party
examined what the worker in the community did and concluded that whilst the process of
intervention was common to all community educators the settings varied enormously.
Therefore all prospective community educators required common training in the process
and opportunities for specialisms at qualifying level to enable them to acquire knowledge
and skills related to a specific setting or arena of work.
What was required was a core and options model of training with flexibility in terms of
access routes and accreditation of prior learning and experience. Three training routes
were identified. The first was for a person who was already trained in a specific area such
as health, who wished to practice that specialism in a community context. The second was
for someone probably directly out of school at 18 who wished to become a full-time
graduate community educator. The third was for a person probably without Highers or in
some cases any school leaving qualifications who, having developed experience in for
example youth work or as a community activist, wished to achieve a full professional
community education qualification. Extensive consultations with the field also led the
working party to conclude that employers should have greater say over professional
training, that supervised fieldwork practice should be given a greater emphasis on training
programmes and that training should be modularised within a national system of credit
accumulation and transfer.
THE MEASURING OF CHANGE
But what was actually going on in practice amongst the local government Community
Education Services at this time? In 1984 David Alexander, Tom Leach and Tim Steward
from Edinburgh University published A Study o f Policy, Organisation and Provision in
Community Education and Leisure and Recreation in Three Scottish Redons - Tayside,
Central and Fife. This was the first comprehensive evaluative research examining the
development of policy, organisation and provision post Alexander. It was concerned to
examine the range, nature, quality, balance and purpose of the programmes offered and to
study the nature and patterns of participation. They concluded that at that time a great deal
of what might be termed the curriculum content of community education was built around
leisure as opposed to broader social, economic or political needs of young people and
adults. Issue based and more cognitive educational work had not developed significantly
and they noted that on the ground community educators particularly from a youth work
tradition were having difficulties in integrating educational skills into their practice.
The study described in some detail the organisational arrangements and policies in the
three regions. In all three there was a mismatch between a policy commitment towards
targeting disadvantaged non-participants and practice. There were tensions between a
continuing legacy, perhaps baggage, of responsibility for the management of community
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centres and the new policies and patterns of training which were focusing upon outreach
work within the community. They concluded that the existing structures and programmes
within these services were not capable of providing effective access to the disadvantaged
sections of society. This was not because the community educators were either complacent
or lacked a commitment to outreach development work, but because they were hampered
by a lack of defined priorities and inappropriate allocation of resources and management
support. This was a significant finding. Was there indeed a mismatch between the new
community education rhetoric and what was being delivered on the ground? Had the hopes
for community education and the agenda of issues for it to address been too great?
Colin Kirkwood in a paper entitled Key Texts in Community Education commenting on this
period, although not published until the end of the decade as part of a book entitled Vulgar
Eloquence, argued that one of the key problems lay with the very concept of generic
community education as a single process and profession. His underlying concern was that
there had been an underestimation of the ‘cultural’ differences between youth and
community work and adult education. These were, he argued different worlds with fairly
negative views of each other. They had different training traditions, the former through
colleges of education with an emphasis upon the acquisition of practical skills and the latter
through the universities where there was more of a theoretical approach. It was certainly
true that the majority of the senior management in the new local authority Community
Education Services came from a youth work background and other than in adult basic
education there had not been a new injection of posts for adult education work, merely an
added responsibility for youth and community work trained staff to take on this role.
Youth and community work had to a certain extent also been a misnomer. It was primarily
a youth service with the word ‘community’ tagged onto it. Although community
development ideas had been permeating youth work practice since the late 60’s there were
Scottish practitioners who sought to engage only in community work and had little interest
in youth work and vice versa. There was now a growing practice theory of community work
quite distinct from youth work, influenced especially by the writings of Henderson and
Thomas and the Community Development Projects (CDP). Community work had also
greatly influenced the policies of local authorities such as Strathclyde, the reports on
community education training and the training providers far in excess of its proportion in
terms of practice on the ground. Quite simply the proponents of community work were
better organised and more sophisticated at articulating their approach. Certainly as we
shall see later the first published Guidelines for qualifying training published by the
national council for the validation and endorsement of community education training in
1990 took as its philosophical starting point a set of principles drawn neither from adult
education nor youth work but from community work.
By the mid 1980’s community education could demonstrate that at its best it had
significantly broken through the barriers of non-participation. The question was no longer
how can we engage non participants, particularly from disadvantaged communities, but
would government invest in community education to make it happen? But there were still
clearly differing schools of thought as to whether as a profession it should be generic or
should allow for specialist interventions. As we have seen there was an increasing call for
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community education practice to allow for specialist interventions directed by the needs of
particular groups, for example those with literacy problems or minority ethnic or language
communities, by the settings, for example whether in rural or inner city contexts, or by the
issues, for example posts concerned with health education, environmental education or
community arts. The core with options model of training was providing undergraduate
community educators with at least a taster of more specialised work. There was also a
growing investment in specialist staff development programmes by both the local authority
and voluntary sector employers and in in-service courses run by the colleges.
A parallel concern reflected in the literature at this time was whether community education
was genuinely educational. Jean Barr working with the Workers’ Educational Association
(WEA) was one of several writers who argued that rigorous adult learning seemed less
visible within community based programmes particularly those adopting a community
development approach. The WEA had a long tradition of work with trade unions,
workplace education and latterly led the field in Scotland in Women’s Studies courses
particularly in Aberdeen. The official statistics did indicate a decline in participation in
traditional adult education classes, largely caused by fee increases, but was the huge
expansion in alternative community based programmes most of which were free and
targeted within APT’s (Areas of Priority Treatment) actually educational? In particular did
the new forms of community education for the disadvantaged sell people short in terms of
cognitive content? Barr argued that much of it did.
Following Alexander and Worthington and influenced by such writers as Tom Lovett and
by such projects as the Strone and Maukinhill Informal Education Project, the application
of the community development approach had become more widespread. Ted Milburn
writing in 1987 argued that community education programmes utilising this approach had
led to a considerable increase in participation in adult learning. Milburn was concerned to
counter the criticism that non didactic issue based educational provision was not
sufficiently cognitive. Community based provision might be second chance learning, it
certainly wasn’t second best. The starting point for this approach was rooted in issues and
needs identified with local people, with the ‘curriculum’ negotiated between the educator
and the learning group. Certainly this approach was attracting considerable numbers of
previously non participating adults. And once the barriers had been broken community
educators then quite appropriately assisted participants to progress through more
structured education programmes in further education colleges or even universities. This,
Milburn argued, was the key part that community education could pay in a broad strategy
for education and training for the post 16 age group. He describes one such strategy where
schools, FE colleges, the careers service and the Community Education Service had come
together to identify educational needs, to plan provision and to pool together the strengths
of informal and formal education.
One particular example of community based adult learning at this time, tried to bridge
education and social action approaches. The Adult Learning Project (ALP) developed as a
systematic attempt to implement Paulo Freire’s methods in Scotland. Freire had been an
influence upon community education since his publications were translated and made more
widely available in Scotland in the mid 1970’s. By the 1980’s they were amongst the standard
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titles for under-graduate community education student essays. But his methodology had
never been all that easy to understand and what the Adult Learning Project achieved was not
only the adaptation of this methodology to a Scottish context but also the dissemination of
this in a more accessible language. ALP was not without its critics. It was an intensive model
of community based adult learning. It was also relatively well financed with a staffing ratio
more generous than one would usually find within a local authority community education
team serving a similar population area. Although influential, the project has not been
replicated across Scotland, but it is a clear demonstration that community based programmes
could be issued based, cognitive and rigorous.
Although community based education programmes were attracting more participants it was
difficult to measure the educational outcomes. In formal education this is more
straightforward. At its crudest the measurement is the passing of a qualification. As the
eighties ended community educators came under increasing pressure to measure the
benefits of their work. In 1991 Leo Hendry, Ian Craik et al published the findings of a study
entitled Measuring the Benefits o f Youth Work. They concluded that at that time there was
indeed little systematic measurement, being undertaken. This research looked at
participants in youth clubs and youth organisations. It was argued by community educators
that young people grow through youth organisations towards more independent living in the
adult world. Thus youth work could be seen as an important part of the development of
young people enabling them as adults to make independent decisions. Although Hendry and
Craik could find evidence that participation in such activities had developed self confidence,
social skills and wider horizons there was no evidence to assess whether the benefits of this
participation could be traced into adult life. The findings of this study indicated however that
the young people did by and large relate very well to the more informal styles adopted by
youth workers. But and here was a significant point, the majority of the face-to-face workers
were not qualified community educators but part time and voluntary youth leaders. The
professionally trained community educator due to an increasing workload was less likely to
be the person actually delivering the supposed informal education programme. If there was
a purposive youth work curriculum it had to be said it was difficult to find.
Concern about youth work curriculum had led the Standing Conference of Voluntary
Youth Organisations to set up a working group in 1989 to identify what was meant by youth
work curriculum and to produce one. Their starting point was that it was important to
distinguish between youth work as an educational intervention and youth provision. The
latter being simply the provision of services and facilities for young people after school. For
SSCVYO a community education approach to youth work was always educational. It
should place learning as a central goal. Indeed SSCVYO went as far as to argue that youth
activities that do not involve purposive education are not youth work. This is highly
significant for here we see an attempt to place clear water between what SSCVYO call
youth work i.e. educational work and youth provision through the Leisure and Recreation
Services. The report was endorsed by the Convention of Scottish Local Authorities and
positively welcomed by the Scottish Office Education Department. It had clear
implications for the training not only of professional community educators but also of part
time and voluntary youth leaders who as Hendry and Craik had demonstrated were highly
unlikely to have been trained to practice in this way.
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If those in adult education and youth work were concerned to demonstrate that albeit
informal and community based what was actually going on was educational, could this be
demonstrated by the third arm of community education, community work? The book by
Richard Bryant and Barbara Holmes clearly shows that the participants involved in that
particular community action campaign had become empowered. They had learned about the
political system, they had developed political skills, organising skills, presentational skills, and
certainly a lesson in the realities of power. But it is difficult to find many Scottish publications
about community work which have focused upon it as a educational intervention. In 1991 the
Community Development Foundation published a book entitled Practising Community
Development by Alan Barr which examined what community workers did in the social work
department of Strathclyde Region. As has been stated already the majority of those
community workers were professionally trained community educators. Although this book
was significant in terms of evaluating what community workers actually did rather than what
they said they did, it did not explicitly examine the educational outcomes of that intervention.
By the early 1990’s probably 20% of local authority sector qualified community educators
were employed by social work departments as community workers or eg I.T. (Intermediate
Treatment) youth workers, an indication of the value of community education approaches to
other sectors, but also of the influence of the positive cross fertilisation of praxis between
social development and education in Scotland.
In 1992 the Principal Community Education Officers (PCEO) of the Local Authority
Community Education Services published the third in the series of three pamphlets. The
previous two had looked at adult education and youth work. By the early 1990’s the title
community work was in fact being dropped by many local authority Community Education
Services and in its place we see to describe both the third arm and an approach underlying
the other two the term community development. It is difficult to trace exactly why and when
community work as a title began to be dropped by the education services. One reason may
well have been because of various regional council reviews which tried to draw a greater
distinction between what Social Work and Education Department community workers did.
The Scottish Office Education Department increasingly used the term community
development from this period. This was probably more a case of a loose use of the jargon
in community education than it was an intention to drop community work from community
education or to de-politicise it. Nor could it be said that community development was
somehow a more acceptable term than community work. After all the CDP’s had in the
eyes of some in both local and central government placed the language of community
development beyond the pale.
Although the Principal Community Education Officers’ publication does at times confuse
the two terms, it is nonetheless a significant document in that for the first time there was
agreement, or perhaps one might say an aspiration, across all of the senior managers within
the local authority Community Education Services that the community development
approach and working around issues of inequality, disadvantage and marginalisation and of
seeking to empower such communities be high on the agenda. A model endorsed in the
PCEO report was one developed by the Community Education Service in Lothian Region.
The report examines the practical implications for a local authority using a community
development approach and the blocks that might undermine its effectiveness. The PCEO’s
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concluded that community development was a significant approach, although “not
necessarily applicable to all community education work ... .it cannot be!”.
In 1993 the SOED Research and Intelligence Unit commissioned a major research study
on community education and community development. The research sought to examine
how effective different kinds of educational input have been in (a) allowing members of the
community to gain additional skills, and in (b) contributing to the achievement of the
objectives of the community development programme itself. This research contains a
number of significant findings. On the basis of an in-depth analysis of seventeen community
education case studies from across Scotland from Ross and Cromarty to Wigtown and from
the statutory and voluntary sectors there is clear evidence that community work
interventions do demonstrate a strong commitment to informal training with either an
emphasis on skills or on knowledge, embracing eg: committee work, supporting
participants to engage more effectively in democratic decision making processes,
assertiveness training and negotiation skills.
The research describes examples where the community education practitioners supported
learning through issue based problem solving around locally identified concerns “resulting in
the formulation of collective action strategies”. In all but one of the projects evaluated there
is clear evidence of personal empowerment gains amongst participants and in all a
strengthening of ‘community networks’ ie: mutual support. The researchers also identified
outcomes concerned with the development of knowledge and skills which can be collectively
deployed to effect change on behalf of a community - what they call ‘the aggregate
organisational product of the learning process’, in twelve of the case studies. The researchers
do conclude however that opportunities for this latter type of practice seem to be more
available within the voluntary sector than the statutory Community Education Services:
“The evidence o f the seventeen case studies provides some interesting insights into the
merits o f these community work sponsors. The consideration o f educational inputs as
variables suggest that the most effective educational contributions to the process are not
necessarily provided by the most frequent host - Community Education Services.
However, it should be noted that the majority o f the workers, whatever the organisational
context o f practice, were drawn from community education training backgrounds. The
evidence is that community education workers are able to offer a very competent
community work service, but their employers need to ask whether they are necessarily
deployed in the organisational settings most conducive to making the best use o f their
evident skills”.
Community development as we have seen, has not been without its critics, particularly
those like Colin Kirkwood and Jean Barr who whilst recognising its ability to ‘multiply’ i.e.
to wider participation have queried its educational effectiveness once the participants were
engaged. It has of course not been the only method used for reaching non-participants. The
lessons from the adult basic education movement have also demonstrated the enormous
power in influencing the ‘demand side’ of the lifelong learning equation by combining adult
learning with the mass media. This has been amply demonstrated in Scotland with the
launch of Adult Learners’ Week in 1992, co-ordinated by SCEC.
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However the evidence suggests that mobilising the power of the mass media,whether in
marketing learning or an education campaign such as the Young Scot work on drugs
awareness, does not in itself generate cognitive learning or lead to behavioural change. It
is perhaps more accurate to say that the lessons from the community education
experience are that a combination of approaches is more likely to be effective in terms of
engaging and empowering both individuals and groups. Once young people and adults
are engaged, it is appropriate to utilise didactic teaching methods as well as for example
group work techniques. Good community educators need to be able to apply a range of
appropriate methods and certainly through youth and adult guidance to be able to link
participants with other educators as part of the broader strategy referred to by Milburn.
This was a key lesson echoed by such national Scottish Office Education Department
initiatives as the Scottish Wider Access Programme, the Adult Education Guidance
Initiative in Scotland and in the HMI reports on Youth Work in Scotland and on The
Education o f Adults in Scotland.
In 1990 practitioners and trainers linked to the three colleges of education, Moray House,
Jordanhill and Northern College launched the journal of Contemporary Community
Education Practice Theory Concept, edited by Mae Shaw. The journal was established to
provide a critical forum for practitioners to reflect upon their practice. Two developments
in community education in the early 1990’s in particular led to heated debate. Both were
related and essentially to do with what it was community educators actually did and how
to measure the outcomes of their intervention. These were the debates around
Competences and Performance Indicators. Over fifteen years community education had
been synthesising community development and other educational methods. What was
emerging was a new hybrid of competences, in effect a distinct educational occupation.
The community educator of the 1990’s was a different animal from the informal adult
educator, the community worker, or the youth worker prior to 1975 i.e. more than the sum
of its parts.
In 1990 the Minister of Education, Michael Forsyth, finally approved the setting up of a
national body for the validation and endorsement of community education training, CeVe
(Community Education Validation and Endorsement), as a committee of SCEC. It was
thirteen years since the Carnegy Report and six since Training for Change had called for
such a national body. Of all the national professional training initiatives CeVe has created
a national profile of what community education is and what community educators should
be trained to do. Its first Guidelines for Qualifying Training published in 1991 presented a
definition, subsequently adopted across Scotland, a statement of values and principles
underpinning practice and following a ‘functional analysis’ of what community educators
do, a competence based framework for training. Significantly the first Guidelines (these
were subsequently reviewed and revised in 1995) were heavily influenced by community
development values. Only following extensive consultations during 1994 was a balance re
emphasising a wider range of educational methods and techniques finally put at the core of
training, at last reconciling the protagonists of the 1980’s. By the 1990’s three colleges of
education (two now Universities) and one employment-based apprenticeship route, the
Linked Work and Training Trust, validated by Glasgow University, were providing degree
level training programmes in community education endorsed by CeVe.
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Tony Jeffs and Mark Smith writing in Concept in 1993 saw the introduction of a
competence model, led primarily by local authority employers, (CeVe being an employer
led body chaired respectively between 1990 and 1996 by three senior community
education managers, Fraser Patrick, Alan Blackie and Stewart Murdoch), as ‘a testament
to the power of functionalism’ and the ‘pseudo commercial language of markets,
investments and products’. Their critique that a competence approach was overmechanistic has some validity. But the community education profession was sensitive to
this and has drawn upon that which is useful from the competence m od^ but also shaped
it and re-interpreted it in a way which does stress the integration of knowledge, skills and
values, with the competent community educator being encouraged “to think, to act and to
critically reflect upon practice”.
The importance of promoting good management and staff development in community
education goes back well into the 1980’s if not earlier. Building upon the CeVe definition,
in 1993 HMI published the first Performance Indicators for the Community Education
Services. This was the outcome of a collaborative exercise between HMI, the Association of
Directors of Education (ADES) and PCEO’s. PL ’s are a way of evaluating practice, of
measuring how the community educator is performing. One of the aims of the PI. scheme
was to make it possible to collate local authority statistics “nationally to give a much needed
Scottish picture o f community education”. They focus upon qualitative as well as quantitative
indicators with a recognition that the context in which community education takes place
was also a key variable. As it stands the current scheme is over complex and requires to be
simplified. But what is certainly now central to Government’s agenda is for community
education agencies to more clearly demonstrate the outcome and efforts of their
intervention. An agenda that is now broadly welcomed by the profession. The gathering of
statistics as comparative data will be used to inform resource and financial planning
decisions in community education as they are in other sectors of education. Whilst
community educators have to date successfully argued against “the numbers game” as a
crude measure of engaging participants in community based learning, it is a measure of
sorts and one that is used by the Government as part of national education and training
target setting. There is suspicion of the scheme as evidenced by articles in Concept, but with
the support of local authority managers the measurement of outcomes is now central to the
management agenda.
The key measures of the success of a community education intervention should of
course be that which gave birth to it in the first place, the widening of participation
particularly by the disadvantaged and the empowerment of participants in terms of an
increase in knowledge, skills, confidence and the ability to influence change. Community
education for all its limitations has achieved much in both rural and urban areas
particularly when forming part of a wider collaborative social strategy involving schools,
further and high education and other agencies. But the emphasis upon certificates and
qualifications as the measures of success, has narrowed the empowerment agenda,
relegating community education’s adult education role and focus upon the
disadvantaged, to an access function and to an agenda dominated by vocational
education and training. This is an important agenda, but as community educators and
others argue, it should not be the only one.
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The first published outcome of the PFs exercise, the Scottish Office Education and
Industry Department’s Bulletin of 1994-95 Community Education Statistics published in
April 1996 confirmed that around 13% of the population regularly participated in local
authority Community Education Service projects in an average week, encompassing
around half a million individual participants and 30,000 youth and community groups. Of
these there is currently a 50:50 split between children and young people and adults (the
latter category encompassing both adult education and community work projects).
Statistics are not currently available for the voluntary sector or non education service local
authority sectors. This is a significant increase in participation over the estimated 4% of
adult participants identified by the Alexander Report in 1975, and the near 6% total youth
and adult participants in Community Education Service programmes identified by John
Horobin for the Scottish Council for Community Education for the year 1979. Its
significance is all the greater as a far higher proportion of participants now come from
disadvantaged areas and groups, the result of social strategy targetting policies by the
Regional authorities.
CHANGING CHALLENGES
In 1994/95 we found ourselves returning again to local government re-organisation in
Scotland. The publication of the White Paper on local government re-organisation in 1993,
with the scenario of unitary local authorities and the inference that Community Education
and Leisure and Recreation Services might be brought together led to an immediate
mobilisation of community education interests under a joint Value for People campaign co
ordinated by the Scottish Community Education Council. This campaign brought SCEC,
ADES, PCEO’s, SACES (Scottish Association of Community Education Staff) and the
main voluntary sector providers together in a common strategy to retain community
education as an integral part of an education service, comprising adult education,
community work and youth work. A public relations prospectus entitled Value for People
was published which explained what community education was about, its three functions
and its underlying commitment to community development. Parliament, Government and
Opposition were lobbied, and key supporting statements made in the House of Commons
from all sides. With the election of the Shadow councillors to the new authorities all
received briefing packs and were targeted in a national media campaign. Two practical and
I believe in the long term significant outcomes of the campaign were the agreement by
COSLA (Convention of Scottish Local Authorities), at the request of SCEC, to set up its
first ever community education working party and by the Scottish Education Department
to publish Guidance to the new Councils that would state clearly the statutory obligations
the new Councils were under.
Both Education and Leisure and Recreation Service interests during the passage of the bill
adopted a somewhat defensive, perhaps predatory position. From the community
education sector this was not because they did not greatly value closer cross sector co
operation at corporate and local level with Leisure and Recreation professionals. It was
clear that former Regional and District Council services would be integrated in some way
and that any duplication of resources would have to be addressed. But the concern was (a)
to ensure that decision-makers had an informed briefing as to what community education
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was, in particular that it was an educational intervention and (b) to argue that whatever new
structures were created they be built upon community needs.
The clearest exposition of how the two services might relate was outlined in a paper by
Douglas Sinclair presented to a 1994 HMI conference. Sinclair was at that time Chief
Executive of Central Regional Council and in 1995 became Chief Executive of COSLA. He
urged the two services to rise above the ‘battleground’ of professional self interest and for
elected members and senior management to examine the needs of local communities within
an holistic framework and to put the “local back into local government through an extensive
scheme o f decentralisation”. Both the COSLA Report and the SOLD Guidance (6/95) echo this
approach, with the latter also outlining the functions of community education which central
Government regards as ‘essential’, regardless of organisational arrangements.
Certainly the two services were in many of the new Councils being placed together, either
within a broader Education or Community Services Department, with in the latter case
community education being transferred in whole or part outwith the Education Service.
Two positive signals seemed to be that the majority of authorities were retaining the post
Alexander framework of adult education, community work and youth work and where
community education had been transferred and linked with aspects of Leisure and
Recreation, it was being located within a Community Services or in one case
Neighbourhood Services Department, an indication that neither service was being
envisaged as taking over the other. At the end of the day much will depend upon the quality
of political and managerial leadership. The learning needs of individuals and groups, of
course, go on.
If much of the past two years has been taken up with raising the public profile, community
education has continued to plough new ground in the campaign for building an active,
participative and learning society. Through such initiatives diS Adult Learners’ Week a joint
education/media campaign co-ordinated by SCEC, the profile of community education is
now much better established in Scotland than in any other part of the UK. There is now a
growing popular awareness of what community educators do. It is significant that of all the
education sectors in Scotland community education, the smallest, secured the central role in
promoting the 1996 European Year o f Lifelong Learning. The community education sector
now provides one of the most comprehensive european information services on education
and training programmes in Scotland - Eurodesk. For many years Scottish community
educators have often been at the forefront in the UK in organising educational exchanges
across Europe, in influencing pan european policy through both the Council of Europe and
European Union, and in securing european funding. As the competences of the European
Union have grown in recent years, so too have the concerns of community educators that
Europe is a tier of government over which the individual citizen has limited power.
In 1995 SCEC published Scotland the Learning Society, the outcome of a working party
chaired by Fraser Patrick, Assistant Director of Education, Tayside Region. This paper
maps out the elements of what a new Scotland could look like, a Scotland that is not only
a democratic country, with a strong culture, society and economy, but one that values
learning and is willing to invest in it. Scotland the Learning Society is an outline, a route map
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perhaps, rather than a blueprint. It challenges, as community educators have at best always
done, all the key institutions and centres of power to join together in building a new
Scotland. We still have far to go in even getting close to overcoming the blockages to
change. The revised Scottish Education and Training Targets launched by the Secretary of
State in December 1995 are slowly beginning to acknowledge the scale of this challenge.
What is for sure is that the part community educators have played in breaking down the
barriers to learning and redefining the very nature of education has been significant and
will be of critical value in the years to come.
In the short term there is an agenda that community educators will need to address and that
is one of sustaining the developments of the last 22 years. Unlike the situation south of the
border, Scotland has established integrated local authority Community Education Services.
In most cases they have been large enough to provide a support structure for staff such as
staff development, specialist resource and information services as well as a career ladder
with senior posts at Principal Officer level and increasingly within the Directorate.
Community education in Scotland has thereby had an organisational and administrative
identity within the local government system. This is not to say that much innovative and
important practice has not been able to take place within other parts of the local authority
system or from a college, school or voluntary sector base. But there have been difficulties
for community educators located in short term funded posts, e.g. through the Urban
Programme or within agencies for whom community education is not their main raison
d’etre. (The exceptions have been in Strathclyde and Fife where a large number of
community work staff located in Social Work allowed for the development of a similar
support structure.)
The disaggregation of services with local government reorganisation into smaller units
(affecting the urban areas of Scotland), is almost certainly likely to have a negative effect
upon of provision. We are already seeing the demise of certain specialist services such as
outdoor education. However there are examples of cross authority initiatives such as ACT
(A Consortium of Training), which currently provides training support for community
educators across several local authorities in the south of Scotland, and which will probably
continue. There is a very real apprehension that we may be witnessing a haemorrhaging of
the service in different parts of the country over the next year or two. That said, as the
CoSLA report identifies, there are opportunities with new configurations of service
delivery and multi-disciplinary working within a unitary local authority. The legislative
requirements upon local authorities to implement decentralisation schemes provide a more
central role for staff with community education skills. It was to address this new challenge
that in January 1996 the Scottish Community Education Council established its Community
Government Service and published guidance and best practice on decentralisation and
community empowerment.
Across Scotland we have in positions within the new local authority system, in education
departments, but also in chief executive units, community services, neighbourhood services
and social work, senior managers who have been community educators. Many councillors
have been involved in adult education, community work and youth work as professionals or
volunteer activists such as Merv Rolf in Dundee, Keith Geddes in Edinburgh, Corrie
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McChord in Stirling and Val Mclver in Highland Council. This is an enormous deposit of
expertise and support which could bode well for the future.
Community education, of course, is no longer new. The ‘young turks’ of the mid 1970’s are
now in their 40’s and 50’s. The young people involved in the 1970’s youth projects are
parents in their mid 30’s. A generation of Scots who participated in community education
have often found their lives profoundly changed by the experience. The Scotland of the
latter 1990’s is a very different place from that identified by the Alexander committee.
Whilst it is difficult to pinpoint the unique contributions that community educators have
made towards changing social and political culture, the evidence does seem to suggest that
those who have become active within their community as young people or as adults are
more informed, less deferential and more confident to tackle and address change. Once
people have been empowered in this way the route to equal opportunity and more
participative forms of democracy begin to seem a bit more achievable.
To a certain extent it matters not one jot to the consumer, the learner, whether the
educators who are working with them at local level are employed by an education
department, a community services department or a further education college. What does
matter is that the community educators be professional and that the quality of the learning
experience is high. Both local authorities and central government have been anxious to
ensure quality control. Local authorities such as Lothian and Grampian Regions developed
impressive quality assurance systems for community education. The work of Her Majesty’s
Inspectorate on performance indicators, as well as its periodic inspection reviews and
development work, has been a significant factor in promoting best practice. The Scottish
Office circular 6/95 will be the template by which HMI inspect all of the new education
authorities, irrespective of whether community education is located within an education
department. But cuts at central government level in the numbers of Inspectors is placing
severe pressures upon this monitoring role. The proposal to end the national Specific Grant
Scheme for in-service training for community educators, will also probably mean a loss of
staff development investment in a number of local councils.
I have no doubt whatsoever that much of the impressive work of community education
across the sectors over the 21 years, has been because there has been an increase in
investment in the employment of professionally trained staff. Schools and colleges cannot
operate without professional teachers and lecturers. Nor can community education. The
role of the trained volunteer and the part time sessional worker is critical and a central
feature in the provision of community education, but at its heart lies the full time
professionally trained community educator. For some of the new councils we could be
seeing a reduction in professional support with one community educator now working to a
patch of 20,000 people or even more. Let us recall that they are responsible within such an
area for organising youth work, community work and adult education either as a specialist
or generalist. It is hardly surprising that many needs are never going to be met. For the
voluntary sector too there still remains a need to ensure that full time staff are
professionally trained. At the present time the voluntary sector lags significantly behind the
statutory services in the employment of professionally trained staff although this need has
been recognised as evidenced by the growing demand for CeVe endorsement. In general
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full time community education staff in the local authority sector are professionally qualified
but are frequently over-stretched and in need of continuing professional development, not
least at middle and senior management level. A particular cause for concern remains the
need for investment in the training of part-time and voluntary staff, who as we have seen
are central to the delivery of face-to-face work in local communities.
The weakness of the present legislation underpinning community education places its
provision in a vulnerable situation, as has been manifested in some English local authorities
with a similar statutory base. It was for this reason that the Value for People coalition
campaigned during the passage of the Local Government (Scotland) Bill to strengthen the
legal base. The Government has argued that this is not necessary, but community educators
are not reassured by this statement and further pressure will be required over the next
period to influence the law makers to introduce new legislation perhaps along the lines of
the sufficiency requirements in Northern Ireland.
Strengthening the legal base for community education, as well as advocating for other legal
changes and incentives to support participation in lifelong learning and to end pohcies that
inhibit participation, must form part of Scotland’s learning society agenda. There is also a case
for changes in public administration within central government. The merger of the Scottish
Office Education and Industry Departments has been broadly welcomed by the community
education field, although there is a concern that this may lead to a narrow vocational emphasis
and a further reduction in support for liberal education and active citizenship.
For educators, particularly educators committed to the principle of people empowerment,
the democratic deficit in Scotland and the continuation of structural deprivation and social
exclusion continue to focus attention upon the need for further political, social and
economic reform. Community educators may work at a local level but they and the young
people and adult groups with whom they work, are often well aware that the causes of many
of the problems that affect individuals and communities lie outwith the local area.
With a heritage that draws upon such writers as Saul Alinsky, community educators require
to be proficient in campaigning. In February 1996 the Scottish Community Education
Council in association with the Advisory Scottish Council for Education and Training Targets
and the Royal Society of Arts launched a Scottish Campaign for Learning. This is a five year
campaign intended to bring together educationalists from both formal and informal
education with people from the media and marketing. It will seek to profile the importance
of learning in the same way that environmentalists during the 1980’s successfully placed the
environment not only onto the political, but also the personal agenda.
Education was one of the key areas of debate in the lead up to the General Election. We now
have a clearer picture of what an active, participative, learning society could look like and what
is required to build such a society. Community education is an important part of that vision
and less formal community based opportunities for learning are now recognised as a proven
way of providing accessible and relevant support, for the many who for one reason or
another, do not seek to participate in formal institutional learning, whether at schools,
colleges or universities. The community education approach has in turn challenged the
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formal sector which has responded by becoming more open and flexible, albeit more slowly
than is required. Certainly the vocabulary of community education drawn itself from adult
education, community work and youth work in the late 1960’s and 70’s has been absorbed
into much of the formal education sector and indeed by other social and economic
development agencies. Ironically community educators often seem quite threatened by this
- no doubt a common response as an emerging profession protects its interests. I sense
however that community educators are more intellectually confident and that community
education practice theory is more open to an intellectual as opposed to a largely existential
learning paradigm. It is increasingly comfortable with systematic research and evaluation
of its practice. This in turn has begun to open the community education profession up to
drawing upon the analyses and techniques of others, as some of our supposed Heineken
mantra capacity to engage, empower and sustain non participants has sometimes proved
more difficult in reality than rhetoric.
The market ideology so prevalent in the 1980’s and 1990’s had the positive effect of forcing
all education and training providers to be more consumer oriented. Education
professionals are more accountable and certainly more sensitive to consumer criticism and
to notions of choice and quality of provision. But the market oriented philosophy has had
a distinct downside, reflected in the growth of competition between agencies within the
Scottish education system and resulting in a fragmentation of provision and lack of a co
ordinated approach and strategy. It has also failed to respond to the needs of those with
little purchasing power within the market place - the disadvantaged. Knowledge has
increasingly become a commodity to be purchased with parallel concerns about commercial
sponsorship of knowledge ‘production’ being used to influence educational content in a
biased way. Notorious examples being in the areas of environmental and health education.
As we have seen community education in financial terms remains the poor cousin. Its
capacity to address disadvantage has been negatively effected since 1995 with continuing
reductions in local authority expenditure and grant aid to the voluntary sector. In some areas
upwards of 25-30% of overall funding has been taken out of the system. By 1997 a growing
concern with resources and with the lack of sufficient cross sector/agency collaboration if
education and training targets were to be reached, finally convinced the then Conservative
Government to address the issue of resourcing lifelong learning in Scotland. This was set
against a growing critique not only (predictably) amongst educational professionals, but also
employer interests and an increasingly bullish political opposition that was now setting much
of the agenda for debate on education and training. In Scotland, the 1996 European Year o f
Lifelong Learning together with advocacy by HMI, the Scottish Skills Forum, Advisory
Scottish Council for Education and Training Targets and the Scottish Adult Education
Forum (convened by SCEC) was putting the spotlight on failings within the post school
sector. The Government responded by publishing Lifelong Learning: The Way Forward in
February 1997, backed up by a six million pound investment in a proposed national and local
infrastructure for adult guidance and local learning partnerships. Whilst the Government’s
response was welcomed, it was criticised as too little and too late. Scotland’s system was
significantly slipping in the lifelong learning international league table and as the Kennedy
Commission, which published its report Learning Works in May 1997 confirmed, along with
other parts of the UK, was failing the disadvantaged.
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Once more concern about inequality and social injustice, after years of official disinterest
was coming back onto the educational agenda. The Scottish Campaign for Learning
organised a national debate sponsored by SCEC, COSLA and the Times Educational
Supplement (Scotland) in the lead up to the General Election on the theme of poverty,
educational disadvantage and barriers to learning. The landslide victory of a Labour
Government in May 1997 reflected and stimulated the social democratic critique and
alternative paradigm. Significantly, within weeks of being elected the Government
established a national working group, the Fryer Committee, for Lifelong Learning (for
England and Wales) and announced a White Paper for the autumn of 1997, including a
commitment to strengthen the statutory base of the informal sector. In Scotland there was
disappointing silence as the Scottish Office Ministers focused upon the White Paper for a
Scottish Parliament, published in July 1997. That White Paper however whilst of course not
addressing education policy, (and saying nothing about community education), did state
that responsibility for lifelong learning would come under the proposed Parliament and
Scottish Executive, along with responsibility for community education’s national non
departmental public body - the Scottish Community Education Council.
The period in the lead up to and immediately after the General Election did not see
inactivity from the community education sector. Besides sponsoring and indeed organising
the Scottish Campaign for Learning conference, SCEC co-ordinated a lobby of the new
Government and with the statutory and voluntary providers urged the Minister, Brian
Wilson, to publish a lifelong learning White Paper, to establish a similar review to Fryer and
specifically, to strengthen the statutory base of community education. Whilst COSLA,
whose President, Keith Geddes had launched a joint prospectus produced by SCEC, CEMS
(Community Education Managers Scotland) and YouthLink Scotland, announced that it
was to set up a second Member/Officer Working Party on community education. The local
authority and voluntary sector providers, had understandably focused upon building up
new structures following local government reorganisation, boundary changes and financial
cuts. With early retirement and promotions, new service managers were coming to the fore.
The launching of CEMS, representing senior local authority managers, played a critical
role at this time in retaining a common professional identity for the field. Whilst the
voluntary sector adult education, community work and youth work agencies also invested
energy into creating new national networks - with for example the re-launch of SSCVYO
as YouthLink Scotland, the creation of the Scottish Adult Education Voluntary
Organisations Forum and the re-launch of the Standing Conference for Community
Development in Scotland. Over this period too, community education energy went into
creating local youth councils and the national Connect Youth initiative aimed at building a
stronger voice for young people, leading it is planned to a permanent Scottish Youth
Parliament or National Youth Council by 1998.
Community education work with young people increasingly focused upon youth issues in
the latter 1990’s - such as crime, housing, drugs, the environment - providing close working
partnership opportunities between community educators and other agencies that intervene
in young people’s lives such as the police. We saw inroads for example in the pre-service
training of the police in community education techniques. This permeation tactic is not
new, but has proved to be a growing area of in-service training demand in recent years. This
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in turn was taken up by CeVe (Community Education Validation and Endorsement) during
1995-97 in a joint UK wide initiative with the Community Development Foundation on
training for non-community education professionals in community practice.
The occupational identity of community educators in Scotland was central to the plans to
establish a National Training Organisation (NTO) for the informal education sector across
the UK during 1997. Encouraged by the Department for Education and Employment (the
Government’s lead department on NTO’s), adult education, community work, youth work
and community education occupational interests came together in January 1977. This was
just one example of what was a growing interest in collaboration across the UK during this
period. Another being the establishment of the Community Education UK Forum in 1996,
convened by SCEC, with its joint prospectus published prior to the General Election
entitled Supporting Learning Communities. Scotland’s community education sector is an
active partner within a number of UK wide and international networks and interest in the
Scottish approach has never been wider. Whilst reorganisation has dented its occupational
confidence and identity, it has survived, taking up the COSLA Chief Executive’s challenge
delivered at the first CEMS annual conference in March 1997 that community educators
must have the confidence to be at the ‘nexus between the community and its local authority,
providing a model for others to follow’.
The establishment of a Scottish Parliament in 1999/2000 will mark a profound change in the
way Scotland is run. The Government is intending to alter the political culture across the
UK with national and regional decentralisation. Community education is about cultural
change and cultural action. It has contributed enormously towards citizen empowerment
and understanding through developing innovative methods of social and political
education. The interest in curriculum materials development on active citizenship in
Scotland reflects a keenness to mobilise community education techniques to support the
empowerment of young people and local community organisations, to have an informed
and active role in determining the decisions and conditions that affect their lives around
issues of quality of life, sustainable development and community governance. This is more
than the creation of a learning society, but of a genuinely democratic and more equitable
one too. A culture and practice that has been significantly deficient in Scotland and the UK.
What then of the agenda for community educators as we move towards the new
Millennium? Much of it will remain as outlined in the five points on page three of this
paper. It should be an agenda determined in large measure by the young people, adult
learners and community groups with whom community educators ‘negotiate’ a curriculum
for learning and community action. It will hopefully be influenced by the increasing
demands placed upon professional community educators and community education
agencies by others keen to access their skills. It will certainly be shaped by the resources
available in terms of money and the human resources of trained staff and volunteers. It may
be negatively affected by a growing trend, caused by lack of public expenditure, to utilise
insufficiently trained part time and volunteer staff to undertake the face to face educational
work previously undertaken by professionally trained staff. A particular concern post
Dunblane. It will probably be influenced by the growing trend elsewhere in the UK to
.employ staff with more specialised age or issue related expertise, with the employment
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pattern of community educators with a generic brief for supporting adult education,
community work and youth work being reduced. It will be shaped by trained community
educators finding employment on the boundaries of formal education e.g. further
education colleges or outwith education bodies altogether, such as local economic
development agencies. It will be influenced by the agenda of the new Government,
particularly its measures to tackle unemployment. All of these influences suggest a need for
community educators themselves to invest in continuing education and training. Already
terms and conditions vary across the sectors and there is much diversity of job descriptions
and job titles amongst full time staff. We will hopefully see the Government setting up a
long needed comprehensive review, some twenty years after Alexander. After all would we
in 1975 have still looked to a report published in 1953 as our guide?
What is essential is for community educators to retain an occupational identity and
confidence, shaped by the values and techniques that they have developed since Alexander.
Change is endemic, but so to is the need to know where as an occupation one comes from
and confidence as to what we do. Community education will, one hopes, continue to be
somewhat uncomfortable and questioning to the educational and other establishments,
able to demonstrate innovation and above all quality of practice.

Charlie McConnell

Chief Executive
Scottish Communtiy Education Council
August 1997
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TONY GIBSON
PEOPLE POWER
PENGUIN BOOKS 1979 Ch.4
Gibshill is an overcrowded estate to the east of Greenock, high on a bare hill overlooking
the Clyde shipyards, isolated from shops and other services by two low railway bridges, so
low that the fire engines have to go the long way round to get to a fire. In 1972 it had nine
hundred dwellings, for the most part concentrated in tenement flats, built on meagre
Council budgets during the pre-war depression years, and neglected by successive
corporations ever since.
This neglect, plus some of the worst unemployment figures in Britain, made people bloodyminded. The record for vandalism was such that one senior police officer used to say that
all the vandalism in the United Kingdom started there, and spread as the local authority
moved families out to other living areas. There was increasing resistance by Greenock
Councillors to the idea of rehousing such families elsewhere. They quoted the 1969
recommendations of the authority’s Planning Officer that there should be no major
redevelopment of the area since this would ‘merely result in the redistribution of the
“problems” throughout the town’.
Gradually the area had become a ghetto where it was assumed that ‘problem families’ and
‘delinquent youth’ were concentrated. The place lived down to its reputation. There were
frequent muggings, burglaries, looting and malicious damage to parked cars. The Gibshill
label seemed to attract hostile treatment. Young job applicants reckoned that their chances
vanished once the prospective employer saw on the application form where they came
from. Relations with the police were bad. Residents were convinced that innocent
youngsters were often ‘lifted’ for offences that others had committed. ‘The Panda man’ was
a bogey to frighten children with. The tenement walls were scrawled with slogans attacking
the local police by name.
In the spring of 1972 it would have been difficult to find any area more completely
alienated from the rest of the community, more thoroughly stigmatised by the local
authorities, or more completely demoralised about its own competence and character. Four
and a half years later, in the autumn of 1976, Gibshill acquired a new reputation. At a time
when elsewhere in the country the crime rates for teenagers and young children have been
on the increase, a September 1976 police report showed that crimes and offences by
Gibshill youngsters had been halved. There had been a 47 per cent reduction in the number
of children reported, and a 56.6 per cent reduction in referrals, compared with the same
nine-month period in 1975. The report said that the credit for this
‘... continuing and sustained process ... must be given mainly to the Gibshill
community, since it is the people in that community who have brought this
situation about, assisted by and supported in their efforts by the Local Authority
and the officers o f the Strathclyde Police. ’
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HOW DID IT HAPPEN?
First, there had been a bureaucratic reshuffle. In 1969 the Labour opposition persuaded
the Liberal majority on the Greenock Council to encourage changes that brought the heads
of the Council departments closer together. Working with the Chief Officer they began to
plan a concentrated attack on the needs of each area. The plan remained on the shelf until
May 1972, when the second big change occurred: Labour won power in the local elections.
The new Council majority was committed to ‘major’ redevelopment but not at all sure
whether any of it should take place in Gibshill. Many Councillors were inclined to argue
that the place was such a write-off that any attempt, at redevelopment would be good
money thrown after bad.
The third new factor was the Tenants’ Association. It originated early in 1972 in the spurt
of activity generated by the run-up to the local elections. It replaced a long-established local
Residents’ Association which had very little support, and even less influence in local affairs.
The new Association was an almost despairing effort to obtain some Say for Gibshill in its
own future. Its first big decision was that every available member of the Association should
go to the Council chamber for the crucial meeting, in June 1972, on the redevelopment
proposals. To everyone’s surprise sixty-eight members turned up. They had to listen to
‘insults to the Gibshill people spoken by some of the Councillors’, but they stuck it out; and
their silent presence probably tipped the balance. The decision to redevelop Gibshill, as a
priority commitment, went through.
The minority argument (that it would be wasted effort) might well have been justified had
it not been for the fourth element in the situation: the youth. The Tenants’ Association
meetings were well attended by adults, but in its early days many local youngsters showed
their feelings about the generation gap by stoning the TA hut as the members came out.
Most adults regarded this as typical juvenile behaviour, and left it angrily at that. One
member of the Association did not. Danny Keenan was then in his early fifties, an ex-bus
driver and shop steward with a heart condition and troubled with asthma. He had no
qualifications in youth work, no special experience, and his formal education had been cut
short at thirteen and a half, when he had to go out to work to help support his family; but
he decided that something should be attempted which would give youngsters a stake of
their own.
At this time the only official provision for youth was a club in the church hall, run twice a week
on very traditional lines by a policeman paid as a part-time youth leader by the local Education
Authority. Attenders tended to be ‘ goodies ‘ and they and the premises were frequently stoned
by the ‘baddies’ outside (who eventually set fire to the place). With some difficulty Daimy
Keenan persuaded his Association to allow him the use of their hut for a kids’ disco. He
managed to borrow a tape-recorder and a radiogram, and to persuade one or two teenagers to
help him. In no time at all they had sixty to seventy 10-12-year-olds - ex baddies as well as ex
goodies - all mixed together and no trouble to speak of.
This was the situation, early in 1973, when the Council took the initiative, in response to
the TA’s turn-out at the Council meeting, and called a meeting of residents. At this the key
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officials in the Chief Officer’s team unfolded their redevelopment plan for Gibshill. Their
plan. For though there had been a few minor leaks, there had been no previous
consultation. This time 150 residents turned up. They heard out the Council’s plans, and
then began to comment on them from the floor.
They said that they didn’t want the pub that had been planned: it would be better to have
licensed club premises, under the tenants’ control, free of commercial pressure to push
hard drinking. They wanted the chemist’s shop kept as a local resource, instead of being
absorbed into a shopping complex outside the area because that would be too far away for
elderly people. They had more to say on the type of shops that were needed, and on
modernising the houses and flats.
Some senior officials had come reluctantly to the meeting, expecting either an apathetic
turn-out, or a barrage of complaints. They began to admit to themselves that the tenants’
suggestions were shrewd and relevant. Others who had been more optimistic found their
hopes exceeded. Overnight the idea of ‘joint consultation’ began to make sense. But the
structure they set up took some of the steam out of the operation. The inter departmental
Technical Co-ordinating Committee of officials was linked up with ‘the Subcommittee’ - a
liaison group of tenants with a newly appointed neighbourhood worker, and the community
development officer. It embarked on a long series of discussions. Meanwhile the plans
began to be implemented. There were some minor revisions to meet the tenants’ earliest
suggestions, but the tenants themselves found it harder and harder to influence official
priorities, or to keep track of the costing revisions. The officials blamed inflation: the
tenants said ‘ the monies have been whittled away’ because of bad planning. But they
couldn’t get close enough to prove it.
The work proceeded. Existing houses were modernised, some new houses built, the first
phase of the landscaping completed, all more or less according to plan - the officials’ plan.
Towards the end of 1976 one of the instigators of the whole consultation exercise, Ronald
Young, now a Regional Councillor, took stock of what he called ‘the planning process:’
“in local government terms the progress has been considerable but a weakness
throughout has been the failure o f tenants to be supplied with or themselves to
collect, basic information to permit them to chase progress - let alone anything
more ambitious...
With one exception, the architects and quantity surveyors particularly could not
establish a proper client relationship with the representatives o f the
neighbourhood ...n o real dialogue took place ...the reasonable aspirations of
tenants were quickly translated by professionals into expensive schemes which
were beyond the willingness (or ability) o f the political system to supply.
The programme was tightly controlled by the professionals who in no way
changed their traditional operational behaviour and assumptions. ”
On the official side, then (given the setbacks of the three-day week and the Government
cuts), modest progress in meeting deadlines. On the community side, initial enthusiasm
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that gradually drained away as it became apparent that the officials were going their own
way, regardless. With one crucial exception.
The ‘exception' can be traced back to the tenants’ consultation meeting convened by the
Council officials in January 1973. At the back of the hall stood a bunch of the toughest of
the older teenagers. When the meeting was formally ended they button-holed the Director
of Social Work and asked him ‘W hat’s for us?’ He handed them straight over to the newly
appointed neighbourhood worker, Ralph Ibbott, who put the question back to them: Will
you tell us what you want ?
Yes, they would, but there must be time and a place provided to do it properly. He stepped
across the floor, then and there, to the Tenants’ Association Chairperson and got her,
possibly before she quite realised what was happening, to offer these notorious knifecarrying youngsters the use of the Association’s hut in a few days’ time. The group turned
up on schedule, met Ralph Ibbott and Danny Keenan (whose work with the 10-12-year-olds
had first caught their fancy) and told them what was what.
They wanted a coffee bar meeting-place and facilities to organise football and table tennis.
And most of all they wanted something done about the behaviour of the police. They
backed their criticisms with a long string of detailed allegations.
Adults at the previous meeting had already suggested replacing the panda car patrols by
‘beat ‘ policemen, and setting up a police office within the area as a liaison point. Ralph
Ibbott and Danny Keenan got hold of the Chief Constable, and the Superintendent in
charge of ‘community involvement’, and persuaded them to meet some of the Tenants’
Association members and thrash the whole thing out. As a direct result the panda patrols
were reduced in favour of policemen who were allowed to volunteer for the beat, and who
began to establish better relations, with adults as well as with youngsters.
The 16-17-year-olds became further involved in the work being done by Danny Keenan
(now working full time; with his pay provided by a charitable Trust). Some of those who
were out of work joined him in helping to repaint the TA hut. More joined in with him in
operating the 10-12s disco (now running four nights a week, with a noticeable drop in police
‘liftings’ for juvenile offences).
In July 1973 the 17-year-olds helped to organise a very successful holiday trip for thirty-six
10-14S. In August, sixteen of the toughest 15-16-year-olds turned up and explained that they
wanted to have a camp for themselves. They went into a huddle then and there and
produced their own ‘rules for the camp’ (unasked and before even the tents had been
obtained). They returned from a very successful, and relatively law-abiding camp to
become the founder-members of the youth group which now began to form in order to
build a youth hut.
The hut project had the advantage of a steady improvement in everyone’s morale. Children
were getting into trouble less often. The community was beginning to think well of the
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teenagers. The teenagers began to feel better about themselves. The authorities became
much more helpful.
A derelict contractor’s hut was obtained via the Police Superintendent. The Council
Amenities Committee provided cement, bricks, extra timber, paint, and electric fittings.
Brick foundations were laid by six kids from a List D (Approved) school, two of them locals,
supervised by their instructor. The contractor working on the estate modernisation scheme
contributed plumbing materials and allowed two trainee plumbers to work on the scheme
in the firm’s time. During a strike at the local Chrysler works one of the strikers, who was
a skilled joiner, helped supervise the carpentry. Intensive work by the youth group got the
hut installation completed and occupied in under three months.
Early in 1974 the ‘traditional’ youth club, that had been run in the church hall, folded. The
new group, now thriving in its own hut, applied to the education department for permission
to take over. At first the authority was very doubtful. After all Danny Keenan was not
‘qualified’ as a youth worker. But negotiations were eventually successful; a new, and
greatly expanded club was opened, catering for the whole of the 10-16 age group, with the
17-year-olds helping Danny to run it.
At this point the ‘community’ strand in the Gibshill story begins to tangle with the ‘planning
process’ mentioned earlier. The professionals, particularly the architects, had their own
clear ideas about how Gibshill should look when finished. There would be a splendid new
social centre, catering for both adults and youngsters, which would bring the whole life of
the community into focus (and look rather well, from a distance - say half-way across the
river) as the key feature in the whole design.
The Tenants’ Association did not see it that way. They figured, correctly, that the scale first
proposed by the planners would price the centre right out of any practical scheme for the
immediate future. So their first step was to back those on the District Council who wanted
a less expensive scheme (£200,000 instead of £550,000). Their next proposal was even more
distasteful to the architects. The TA had recently lost their own premises through a freak
electrical fire; they were sharing the teenagers’ hut with them. But the Association put its
own interest aside. The needs of the youth must come first. They wanted the youth section
of the centre separated from the rest of the premises, so that it could (a) have its own open
space surrounding it, and (b) be constructed first, without waiting for the remainder of the
centre to be completed.
The ‘Subcommittee’ (the liaison group of tenants set up by the Council’s Technical Co
ordinating Committee) was now the arena in which tenants and planners locked horns over
the new centre. The tenants won their point and got the youth centre detached, having
gained the support of the Social Work Department. But during 1975 as the building work
on the youth centre proceeded, they suddenly found themselves with a fresh set of
administrators to educate.
The new Region of Strathclyde had lurched on to the scene, sending officials flying in all
directions. There was now a newcomer at the head of the Department of Leisure and
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Recreation whose first step was to announce his plans for the staffing of the new centre with
people who should be ‘properly qualified‘.
The first reaction of the Tenants’ Association was to assert their right to share in making
these new appointments. It was agreed that they should be represented on the Selection
Board. But the more they thought about the situation the less they liked it. Even supposing
that Danny Keenan were to apply for one of the jobs, and be selected - what kind of set
up would result? Who really would be running the show? After nine months of
negotiations, and with the centre almost completed, the Tenants’ Association worked its
way through to the final and entirely logical decision, and forced its acceptance, very
reluctant, on the authorities: the new youth centre should be run by, as well as for, the
community it served. The Council’s Leisure and Recreation Committee appointed and paid
the caretaker and the cleaners. But the management became the responsibility of the
Tenants’ Association.
In April 1976 the youth hall opened, with Danny Keenan in charge, helped by a dozen other
TA members, plus a loose-knit ‘working committee’ of upwards of twenty 14-17-year-olds
who ran the juniors. The Association arranged to rent the premises from the Council with
funds obtained by charging door money (5p to juniors, lOp to seniors). The centre operates
seven nights a week, and caters for around 400 youngsters. There is no formal constitution.
Membership secures cheaper rates for certain items, but local youngsters who are not
members can use the place too, if they behave.
‘Behaviour problems’ are rare inside the centre, and becoming more rare outside it. The
drop in the crime rate reported by the police has been maintained in 1977. By the end of
1976 vandalism had almost ceased; anyone could walk around the area after dark,
unmolested; whereas five years earlier you wouldn’t park a car at night and expect to see it
intact the next morning.
Gibshill has roughly the same number of residents to draw on as the Winstanley Tenants’
Association. It lacked Winstanley’s strong tradition of mutual help; and it started out with
a much worse reputation. But it seems to have caught up; and in some respects come
further. It had the advantage of an incoming Labour majority on the Council which had
sharpened its principles and clarified some of its objectives while in opposition. The new
Council encouraged a few enlightened Council officials to collaborate with each other, and
to recognise that the community had something of its own to contribute. But few, apart
perhaps from Councillor Ronald Young, had bargained for the strength of purpose the
community has shown.
Local people discovered their strength at the Council meeting when sixty-eight TA
members by their mere presence seemed to tip the balance in Gibshill’s favour. But the
really convincing evidence of what could be done was provided by Danny Keenan and his
gradually increasing band of teenage collaborators. They convinced first themselves, and
then others, by what they did, rather than what they said about it.
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When the TA took part in joint consultation meetings with the planners, although their
initial advice was good, their influence in the long run was small. When they decided to shift
the argument about the social centre to their own ground, their own experience began to
count. They could act, and therefore speak, with conviction. They could demonstrate, to
themselves as well as to others, not merely what should be done but their own capacity to
do it.
The Gibshill story so far is a piece of self-revelation by members of the community, which
is slowly being recognised by officialdom. Local people discovered that in certain important
respects they knew better, and could do better, than the professionals; and that this was
because they cared more.
For many authorities this is still a dubious assumption. They know the sheer size of the
problems they are up against. They cannot see how anyone else can expect to achieve more
than they are achieving already. For people to take things into their own hands seems
impertinent, as well as ill-advised.
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ROBERT HUGHES
COMMUNITY EDUCATION WITHIN THE CONTEXT OF
REORGANISATION OF LOCAL GOVERNMENT
SCOTTISH JOURNAL OF YOUTH AND COMMUNITY WORK
THE BOARD FOR INFORMATION ON YOUTH & COMMUNITY SERVICE 1975
The theme of my remarks emphasises the important point reached in the life of Scotland
and of the Youth and Community Service. This raises two immediate questions: What do
we mean by community education? What will be the effect of local government
reorganisation?
Let me begin by examining the second question. The philosophy behind the Local
Government (Scotland) Act 1973 is to devolve more power on local authorities. On the
one hand, we will have bigger local government units. New Departments including
Departments of Recreation will bring different services together. I am aware of the deep
concern in Youth and Community Service that the new Departments of Recreation might
assume some of the responsibilities of the present education authorities for providing
facilities for leisure and recreation. Even at present, of course, local authorities other than
education authorities have powers to provide these facilities. The power to provide
facilities has never been the sole preserve of education committees. I do not think however
that there would be much benefit in using this occasion to deal in detail with local
authority organisation. I would prefer to look more positively at the future role of your
service though I hope to touch on the question of relations between education and other
services later.
One of the new features of the Local Government Act is tl^e provision which has been
made for greater involvement by the community through community councils, and school
and college councils. Greater public participation is something which the Government has
encouraged in all aspects of living: industry, planning, housing. It follows that local
communities should be given greater encouragement to participate in the running of
educational establishments. This is not something new for people who haye been engaged
in the Youth and Community Service. Voluntary commitment and participation is
something which other services strive for, but which this Service can almost take for
granted. It is accepted without question that over 50,000 people, the vast majority of them
volunteers, should give up their time to encourage young people and adults to develop their
skills and enrich the quality of their own lives and that of the communities in which they
live. It is accepted without question that the Youth and Community Service should
encourage the users of centres to become closely involved in the management and running
of the facilities. Voluntary participation is a basic tenet of the Service, and over the years
the Service has developed an expertise in encouraging and developing voluntary
commitment for the good of the community as a whole. This gives it a unique contribution
to make in the future. No change in our institutions of Government, local or national, can
be free of controversy or be free of doubt, but local government reorganisation does offer
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exciting opportunities for people in every community in Scotland to become more involved
in Government in all its aspects.
I think we all accept the desirability of greater public participation, but how much of this is
a kind of ritual part of speech? How can community education help to promote
participation and what do we mean by ‘community education’? In its widest sense it can
embrace all forms of education, be it formal education, school education or whatever. In
its more limited sense it may mean nothing more that the job being done now by the Youth
and Community Service. My own impression, however, is that the Association has adopted
the term ‘community education’ for two reasons. First, the Association is conscious of the
task to be done in making education opportunities more widely available in the community
as a means of encouraging people to develop their own interests and talents and to enrich
the quality of life in the communities in which they live. Secondly, I think it represents an
invitation from the professional workers in the Youth and Community Service to other
educationalists involved in this type of activity, particularly to adult educationalists, for
closer co-operation in meeting this educational challenge.
It is an open secret that the Alexander Committee will recommend closer integration of
Adult Education and Youth and Community Service. Professor Alexander himself speaking
at this Conference last year, made this clear. Already, however, education authorities have
been moving in the direction of an integrated Youth and Community Service and Adult
Education Service, frequently under the name of ‘Community Education Service’. I believe
this closer integration is both inevitable and desirable. But it cannot merely be an
administrative exercise within the departments of national or local government. Purely
administrative integration can lead perhaps to undesirable comparisons and professional
conflict which are sterile and can only be to the disadvantage of those for whom the service
is intended, namely the individual in the community. Nor can it be a takeover by one service
or the other. The coming together must be based on recognition by all of the common aims
of the two services and the task to be done. I believe that the aim of this conference is above
all to help and define that task, not as something which is the province of a Youth and
Community Service, or of statutory authorities as opposed to voluntary organisations, but as
something in which all concerned with every aspect of informal further education, have a
contribution to make. Voluntary youth organisations, voluntary adult organisations,
professional youth and community workers and adult educationalists each have a part to play.
We have seen that the reorganisation of local government presents a new challenge and
fresh opportunities for community involvement in all aspects of government. Basically, this
means the involvement of people in improving and developing their own skills and
improving the quality of life in the communities in which they live. We only have to look
around to see the vast changes taking place in Scotland. There are problems of social and
urban deprivation on the one hand and of providing adequate social infra-structure in the
neglected older areas of our cities; and on the other hand problems arising in the expanding
areas of the North East, and of course new problems in our modern estates. In this latter
case it may be the same problems in a different form, but we are all conscious of the
pressures which living in a highly mechanised society puts on the ordinary man and woman.
It is not for me to give you a programme of community education on which the Youth and
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Community Service and Adult Education Service might work together. Such a programme
would depend on local circumstances. But it is clear to me that the Youth and Community
Service has a continuing educational role in helping communities and I should like to look
at some aspects of the work to be done.
There is the principle which lies at the heart of the Government’s social policy - the
principle of equality of opportunity. You may have noticed that the Queen’s Speech at the
opening of this Parliament contained a reference to the Government’s commitment to
legislate to make equal opportunities available to women and men in a whole range of
services, from employment to education. In education our policy of comprehensive
schooling is firmly based on our belief that there should be equal opportunity for all. But
as we try to improve opportunities in school we must try to ensure that opportunities for
continuing education are available to all members of the community. Young people who
are encouraged to develop interests in school should be given a chance to develop these
interests further outside school. People who have never had the opportunity to develop
their interests can and should be encouraged to realise their potential.
I have mentioned economic and social change. One of the most obvious results of the
changes taking place in our society is the increased leisure time which people have at their
disposal. An immense amount of work has been done by education authorities, adult
education bodies, such as the WEA and voluntary youth organisations, to make more and
more opportunities available for leisure education. But is it enough to make opportunities
available and hope that people will use them? Some people do not know about the
opportunities and other do not feel that they are suitable for them.
Now that the service is better staffed than formerly we should be thinking more of going
out into the community, discussing with people what they feel their needs to be and helping
them to decide for themselves how to satisfy these needs. We should not allow the provision
of facilities to distract the education service from the underlying educational problem how to get people involved, first in developing their own personal resources, and then in
harnessing these to the needs of the community.
Every community offers a multitude of opportunities for self expression. But since we are
looking this evening specifically at community education in the context of local government
reorganisation let me mention two examples - school and college councils and community
councils. I have already referred to the intention behind the local Government (Scotland)
Act to balance the bigger local government units with bodies capable of offering local
people a direct say in the running of community affairs. If these councils are to succeed
there can be no question of a particular service taking them over. But that is not to say that
community education has no part to play in helping the councils to be successful. There is
a need to inform the public of the democratic right to participate in these councils. But a
Community Education Service if it is to help prepare young people, parents, every member
of the community to contribute towards improving the quality of life in the community,
must take educational opportunity into the community.
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It would be foolish to suppose that we can successfully promote education in the
community without making contact with people in their homes and as they go about their
daily business. One educational problem which perhaps brings this out more than any other
is the problem of illiteracy and semi-literacy among the adult population. This is a complex
problem. Its precise scale is not known, but is has been suggested that there may be as many
as two million adult illiterates in the UK. We in the Government have been considering
what steps might be taken to help education authorities and voluntary organisations to
tackle this problem in the immediate future. The problem goes much wider than teaching
people to read and write, and this is where co-operation between youth and community
workers, adult educationalists and other volunteers is so necessary. There are difficulties of
making contact with people who cannot read conventional adverts or write asking for help.
There are psychological difficulties as well as problems of communication, for there is a
great deal of social stigma attached to a basic handicap or deprivations like illiteracy. It is
a problem which a Community Education Service closely in touch with a community’s need
could contribute greatly towards resolving. Literacy problems are only some of those on
which community education could make an impact. Others you know well: the social
problems of young people; consumer education; environmental education and many more.
The task is immense and will require more resources. But at times of economic difficulty
such as the present every service has an obligation to look closely at its objectives and at the
use it makes of existing resources including those of other services. I would like briefly,
therefore, to develop some aspects of the use of resources. First, the use that is made of
physical facilities. Second, the need for co-operation among professional workers; and third
the role of the voluntary bodies and individual volunteers.
I referred earlier to the responsibilities of various local government departments for
providing community facilities in the widest sense - community centres, swimming pools,
arts centres, libraries, etc. The provisions in the Local Government Act which give
concurrent responsibilities for the provision of community facilities could, let us face it,
lead to disputes over demarcation of responsibilities. The question may be asked, “Who
should provide community services”, the Regional education department or the District
recreation department? It would be a pity indeed if a legislative provision designed for
maximum flexibility and co-operation were to lead to inter-service jealousy. Local
authorities must recognise that community facilities are what they say they are - facilities
for the people in the community. It may be for a particular service to provide certain types
of facilities but if they are not available to the community as a whole the exercise is futile,
(e.g. when school swimming pools are provided for other than school use, sometimes this
is only for organised clubs. I do not want to digress too much but I sometimes feel in leisure
activities we are becoming too organised.)
The views of the Government on the use of schools by the community are well known. I am
well pleased with the evidence I have seen of school facilities being widely used by clubs and
voluntary groups, but I am convinced that more can still be done.
It would not, however, be consistent with the theme of my remarks if I over-emphasised the
importance of buildings. Buildings, no matter how many or how costly, are only a means to
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an end - and they are not the only means. This brings me to my second point. Professional
staff are, if used properly, our most valuable resource not only because of their own skills
but also because they themselves can mobilise resources, including the professional staff
from other services. The formal education, recreation, social work and community
education services must work closely together to provide a widely-based service. They will
have to rely heavily on voluntary effort to assist them. Indeed community education might
measure its success in proportion to the voluntary effort which it generates, since the whole
raison d’etre of the service should be the development of the individual. Ideally, every
person in the community is a voluntary resource working for the good of the community.
We are far from that situation.
We must ask ourselves to what extent this is the result of rapid changes in society and a lack
of awareness among ordinary people that they can change things. How far are people aware
that they can improve the quality of their own lives? How far are they aware of the
contribution which they as individuals can make to the quality of the communities in which
they live? I have mentioned the use of physical resources to meet the aims of community
education. But what about human resources? Ordinary people in the community have much
to offer if they can only be made aware of the needs of the community and, above all, of the
opportunities of developing and improving life in the community! It is the community itself
which must surely be the main resource of a Community Education Service.
I have talked about a possible way ahead for the Youth and Community Service working
closely with adult education towards common aims. It would be imprudent not to recognise
that there will be human problems to overcome before a common programme can be
worked out and put into practice. Close co-operation means recognition of things which
people have in common rather than the differences. The development of professional
qualifications leads so often to too much weight being given to differences: differences of
status, of qualification, or professional orientation. As professionals in the Education
Service you have an essential contribution to make to community education and
community development. Only if this is made in full co-operation on equal terms with other
educationists and professionals outside the education service can the community as a whole
derive full advantage from what local government reorganisation offers for participation by
individuals in the community. I have spoken about the need to make these opportunities as
widely available as possible. I hope that the Youth and Community Service in contributing
to community education and participation will recognise these aims and do all it can to
promote them.
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ALEXANDER REPORT
THE CHALLENGE OF CHANGE
HMSO 1975 pp 25-58
AIMS OF ADULT EDUCATION
General Considerations

If the concept of education as a life-long process is to be given reality the education of
adults must be accepted as an essential component of national policy designed to deal with
the pressures of change and to improve the quality of life. The view of adult education as a
marginal enterprise serving the interests of a relatively small proportion of the population
can no longer be justified.
Learning is a basic characteristic of life and man can learn as a result of every experience
he undergoes. Education is a more organised or structured form of learning, by no means
always associated with an institution. Continuing education, of which adult education is a
part, is thus a series of learning experiences organised, structured or deliberately created
by the learner or by others. It therefore covers a wide range of situations such as some
forms of industrial and vocational training and retraining, the voluntary continuation of
studies begun in initial education, activities undertaken for recreational purposes, the
pursuit of knowledge and skills to further the aims of specific organisations, and individual
study. The impact of newspapers and the broadcasting media or the activities of pressure
groups and propaganda cannot be overlooked. Often the form of continuing education is
highly specific to particular groups as in the case of sports clubs and political organisations.
The educational service for adults must take account of other available educational
opportunities and make provision which, taken together with these other opportunities, is
comprehensive and relevant and is responsive to the needs not only of individuals but of
the community and of society itself.
Distinctions between different aspects or fields of education are necessary for
administrative purposes but it has to be’ recognised that they are often imprecise and
arbitrary. Adult education for example merges imperceptibly with formal education in
schools, colleges and universities and with the informal activities of youth clubs, community
centres and voluntary organisations. Distinctions made for administrative purposes can
create barriers which impede the development of education as a life-long process. Various
recent developments in initial education are removing traditional barriers and should help
to foster a more widespread recognition of the continuity of education.
With the very wide connotation given to education the question of values assumes greater
importance. So long as education was equated with teaching and restricted to specific
institutions the aims and objectives of the process, though much argued over in detail,
tended to be fairly uniform and to reflect the dominant values, of the society which
controlled it. Society is now l^ s certain about the values it should uphold and tolerates a
wide range. Individual freedom to question the value of established practices and
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institutions and to propose new forms is part of our democratic heritage. To maintain this
freedom, resources should not be put at the disposal only of those who conform but ought
reasonably to be made available to all for explicit educational purposes. The motive of
those who provide education need not necessarily be identified with the motives of those
for whom it is provided.
We have used the term ‘need’ on several occasions and feel that it requires some definition.
The term is a confusing one; we use it to indicate the gap between the present state of an
individual and the more desirable one to which he aspires. This concept can be applied to
a community or to society as a whole. Needs in this sense are derived from an individual’s
way of life and his environment. He cannot always clearly recognise them nor can they be
simply identified by external observation. Their identification emerges as a result of a
process of interaction involving those thought to be in need and those able to provide for
its satisfaction. Nor must it be assunaed that the assessment of need is a once-and-for-all
matter. It must be’a'contiLuing process and in regard to adult education is an essential one
if provision is to be relevant.

SPECIFIC AIMS

In an attempt to define a clear role for adult education we have taken into account such
factors as the growing technological basis of our society, the dehumanising aspect of many
kinds of work and the impact of the mass media, all of which tend to erode individuality
and paradoxically to increase a sense of isolation and alienation. There is therefore a
growing need for opportunities which enable individuals to develop their capacities for a
full and rich personal and social life and for educational provision to be directed at
reducing to the minimum impediments to this development. Therefore we see the
reaffirmation of individuality as the first aim of adult education.
Further the increasing range and sophistication of the products of modern technology, the
sheer scale of its institutions and the complexities of modern bureaucratic processes make
it more essential than ever to ensure that people have the necessary skill and knowledge to
use to the full the resources of society. The effective use of the resources of society is a
second aim.
In a society that encourages freedom of association and stresses the rights of the individual
it is inevitable that groups of people will emerge whose common interests, problems or
characteristics may be regarded, in some cases only initially, as those of a minority.
Sometimes their attitudes will differ only in degree from that of the community at large; an
organisation like Shelter, for example, highlights society’s general if less active concern
about housing conditions. Occasionally minority groups will have beliefs that differ more
radically from those of contemporary society, as those of trades unions once did. In either
case acceptance of the very existence of such dissenting groups entitles us to describe our
society as pluralist and to consider ourselves as living in a free community in which
individuals have the right to unite with like-minded people and give expression to their
opinions. This right to form groups, along with the right of opposition to and criticism of
the government of the day and other forms of authority, is fundamental to a pluralist
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society. Such groups have a right to seek a share of the resources available for adult
education whenever the purpose can reasonably be regarded as educational. To foster the
pluralist society is a third aim.
The final aim we have identified is education for change itself. Many individuals wish to
play a more active part in shaping their own physical and social environment. They seek
opportunities to participate in the making of decisions that affect the facilities, amenities
and organisations on which the quality of life very much depends. The institutions of society
are undergoing continuous transformation and, while on some occasions these changes are
willed by the individuals and groups most affected, on other occasions these individuals and
groups are the reluctant victims. In both cases new ways of acting and new ways of learning
must be developed.
We now make proposals for the kind of provision that will assist in the realisation of these
several aims.
REAFFIRMATION OF INDIVIDUALITY
Recreation

Each day many thousands of adults involve themselves in recreational activities. They may
join a group or class for one of the many forms of physical recreation, a choral group or a
music ensemble, a painting class or a class in ceramics, a class in conversational French or
in dog obedience, a class in sewing, woodwork, literature, philosophy or one of a hundred
others. Their motives in joining are many and varied—to acquire a new skill, to enjoy new
activities, to keep abreast of social, political or cultural development, or simply to meet
people. Over the country as a whole an impressive variety of activities appears to be
provided. Local provision is limited however and is not always equally available to all. We
are in no doubt that involvement in the kind of activities instanced here can add new
dimensions to life. Providing bodies must ensure that provision is made at appropriate
times and in appropriate places so that all members of the community from the most
disadvantaged to the most gifted have access to these opportunities for self-fulfilment.
The Family

The family has always made important contributions to the education of the young and to
social well-being generally and it is a matter of concern that its capacity to make these
contributions may be reduced by the increasing stresses and strains placed upon it by social
change and technological advance. Good parenthood requires an understanding of the
physical, mental, emotional and social development of children and an awareness of the
relative contributions of home and school to the child’s education. Furthermore the creation
of a home has financial and managerial as well as emotional aspects. Preparation for the
responsibilities of parenthood starts in the school but opportunities for learning about these
responsibilities and how to discharge them must continue to be provided until well into adult
life. Already there is a demand for provision aimed at improving the quality of the family
home, the quality of family life and the quality of the relations between and among members
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of the family. These demands will undoubtedly increase and provision must therefore be
made more widely available to all sections of the community. Activities and a programme
directed at the family as a whole can contribute a great deal and should be further developed.
In almost all families there comes a time when the roles of parent and child are all but
reversed. While the elderly parent is an individual in his own right and should be
encouraged to participate in whatever educational facilities are provided we see no reason
why the grown-up child should not be assisted to understand the problems of the elderly.
The Elderly

Advances in medical and welfare services have had significant effects on the age structure
of the population. An increasing proportion of the population is aged 60 or over. Many
elderly people are active and are capable of using to the full whatever educational facilities
are available to the community as a whole and should be encouraged to do so. Nevertheless
the elderly retired person often has particular problems concerning, for example, health,
change of status and the amount of leisure and so requires provision of a particular kind.
Pre-retirement courses and retirement courses have developed over the last few years and
we hope that this development will continue.
The Disadvantaged

Over the last decade or so attention to those at a disadvantage in our society has shown that
their plight is due to a variety of social, economic, educational and personal deficiencies
which, because they tend to be handed down from one generation to the next, are to a large
extent self-perpetuating. Education alone cannot break this ‘cycle of deprivation’ but it has
a role to play in altering the attitudes of adults caught up in it. Without an alteration in
these attitudes the effects of any change in the physical environment might be nullified.
This is an area of work where a co-ordinated approach involving housing, social work and
health departments as well as education is clearly called for. It is also an area of work of
high priority where costs will be relatively high and results slow to materialise.
The Handicapped

In our society there are some who differ from the majority in that they are affected by
mental or physical handicap. The precise nature and extent of the handicap varies
considerably as do the social and educational needs of the individuals concerned. Much is
done to meet the educational needs of the handicapped who are still of school age but
investigations carried out on our behalf show that little or nothing is being done to meet
the special educational needs of the mentally or physically handicapped adult. Those who
are able to do so are expected, rightly in our view, to take advantage of conventional adult
education provision; those who cannot however are largely disregarded. Clearly this is an
area of need which requires special attention.
Remedial Education

It is disappointing that in spite of the increasing length of schooling there is still a
significant number of adults whose basic educational and social skills are inadequate. This
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inadequacy makes it difficult for them to secure and retain employment compatible with
their true ability, reduces their effectiveness as citizens and prevents them from exploiting
to the full the opportunities of life. Facilities for remedial education, wider in content than
those available in primary or secondary education, must be provided in post-school
education in settings and with methods that take full account of the insecurity experienced
by the adults concerned.
EFFECTIVE USE OF RESOURCES
Consumer Education

The major thrust of our economy is directed towards the production of consumer goods.
Though many of these goods reach a high level of sophistication they are aimed at the
ordinary man or woman. Competition to sell products results in high pressure salesmanship
where the essential qualities of the product are hidden behind verbiage and hyperbole. The
very size and impersonality of retail outlets make it difficult for consumers to be
discriminating in their purchasing and difficult for them to register complaints. The rights
of the consumer are being more widely recognised but protective legislation can be only
partially effective in a situation where astute commercial brains are continuously looking
for methods of increasing sales. Although there has been substantial provision of classes on
decimalisation and Value Added Tax and specialised provision by voluntary organisations
such as the Electrical Association for Women with their courses in the use of electricity,
education for the consumer is an area which has been relatively neglected. Consumer
education must concern itself with how to use, how to choose, how to distinguish fact from
opinion, how to seek redress and how to bring pressure to bear on producers in the
interests of the consumer.
Large and growing numbers of people now buy articles on credit with very little idea of
what the facility of credit is costing them. Many are quite unaware of how the rents of their
houses are calculated, of the difference between rent and rates, of the comparative returns
they get in satisfaction from the proportion of income which they spend on food, clothes,
rent, rates, entertainment, holidays and so on. The complexities of the welfare state and the
rights and obligations it brings are often little understood by those who should most benefit
from it. Involvement in even the most minor way with officialdom can create acute feelings
of uncertainty and anxiety among large sections of the population. We have recorded
evidence that this is a vast area of unsatisfied educational need and we commend this to the
attention of the providers of adult education.
Health Education

The demands of society place on the individual a considerable stress both of a physical and
of a mental nature and his ability to respond to them is greatly dependent on his state of
health; yet it is only in pre-retirement or retirement courses that health education features
prominently. There is need for educational provision directed at creating a more positive
attitude to good health and a more sensitive understanding of physical and mental health.
Provision of this kind should be extended to the various groups in the community with
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common health problems or hazards. Perhaps an even greater need is to ensure that all
members of the community are fully informed about the interrelation of health, diet, work,
exercise and the environment in which they live. Any programme of health education
should concern itself with the prevention of accidents and with the dangers of smoking,
alcohol and drugs. Probably more than any other this area of education of adults requires
co-ordination of effort, involving as it does different departments of local and central
government as well as many voluntary organisations. Agencies of adult education generally
must contribute more widely than in the past to the provision of opportunities leading to
personal and community action to maximise the use of the available resources for the
promotion of good health in all its physical, psychological and social manifestations.

FOSTERING THE PLURALIST SOCIETY
Industrial Relations

The quality of industrial relations affects the lives and livelihoods of everyone. Human
relations at work and collective bargaining form an area of activity which has not been
backed by an educational provision adequate to prepare people for their involvement in it.
This has been particularly true of the employee side of industrial relations with trades
unions depending for most of their administrative skill and leadership at local level on the
voluntary activity of branch officials and shop stewards. On the management side too there
are still serious gaps in the educational provision for supervisors, foremen and those at
higher levels of management who are directly involved in industrial relations, in many cases
without an adequate understanding of the problems involved and the skills required to
resolve them. This may be a deficiency in vocational rather than adult education and for
that reason outwith our terms of reference. However this is an area in which we find it
difficult clearly to draw such a distinction and we consider it appropriate for us to stress that
there is a strong case for expanded provision of education for trade unionists, supervisors
and management in the skills required in industrial relations.
Immigrants and Foreign Workers

The educational needs of immigrants and foreign workers are of two kinds: those relating
to their parent culture and those concerned with their assimilation into the Scottish culture.
There is little evidence in the public sector of any provision aimed specifically at
maintaining the cultural life of the immigrant, yet if education is to meet the needs of all
this is a very easily identifiable area of need. A number of bodies such as the Institut
Francais d’Ecosse exist to further the interests of their own nationals and others attracted
to their culture. Generally they demand a relatively high educational standard. The influx
of greater numbers of foreign workers as a result of our membership of the European
Economic Community or of the attractions of the oil industry will probably increase the
demands for this kind of provision. Education for assimilation—and we prefer this term to
integration—is provided readily for the children of immigrants. A knowledge of English is
clearly a pre-requisite to assimilation but little evidence was given to us to suggest that
much in the way of provision of this kind is being made at present for adult immigrants. A
few classes in ‘English as a second language’ were provided in some urban areas but these
catered for only a few specific groups of non-English-speaking adults and did not elicit
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much response; one voluntary agency was developing a home-visiting scheme to teach
English to immigrant Asian women. There is an obvious and urgent need for investigation
into the particular educational needs of adult immigrants of all kinds and for appropriate
provision to meet them.
Members of Voluntary Groups

Our society has a great variety of organised voluntary groups, social, educational, sporting,
religious or political in purpose, through which many adults find learning opportunities.
Some of them may be entirely local in their operations and connections; others may as a
result of affiliation or for other reasons have regional or national interests. Some receive
assistance or advice from national bodies such as the Scottish Sports Council, the Scottish
Arts Council, the Scottish Community Drama Association and the Association of Arts
Centres in Scotland. The educational role performed by many of them, whether they are
purely local or have national connections, is such as to bring them within what we have
termed community education and consequently within the concern of the education
authorities. These authorities already recognise the contribution voluntary groups make to
a comprehensive education service and in a variety of ways help many of them to be
effective. We wish to record our view that it is desirable that the help given to them should
be extended still more widely.
EDUCATION FOR CHANGE
Community Development

The process by which those who live in a community (defined in either geographical or social
terms) are helped or encouraged to act together in tackling the problems which affect their
lives has come to be called community development. Implicit in this process is the assumption
that having been helped to solve one problem those involved will be sufficiently motivated
and will have acquired sufficient skills to tackle other problems. The educational character of
community development is therefore readily recognised and the youth and community
service has long been involved in the process. Much less obvious is the precise role that the
adult educationist should play in it. Involvement in community development calls into
question traditional didactic approaches and emphasis on classes and class numbers; but it
provides new opportunities for reaching large sections of the population hitherto untouched
by adult education. Elsewhere in this report we refer to the need to place greater emphasis
on the adult educationist’s role of stimulating and promoting interest in adult education
activities. The French aptly describe what we have in mind as ‘animation’. Experiments along
these hnes undertaken by the Department of Educational Studies of the University of
Edinburgh in the new town of Livingston have met with some success but have also
highlighted the problems and difficulties involved. Adult education should participate
increasingly in community development and much more experimentation is needed.
Social and Political Education

We received little evidence relating directly to social and political education. At one time
subjects which were held to have a bearing on national and international affairs—civics.
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political science, current affairs, international relations - figured prominently in
educational programmes. Although these subjects have declined in popularity there has
been an expansion of provision related to specific civic functions - children’s panels, lay
magistrates, the professional social worker and the volunteer - or to more specific areas of
public concern - ‘Caring for People’, ‘Drugs and the Community’, ‘Roots of Crime’. This
kind of provision reflects a desire on the part of many people to involve and inform
themselves about particular social issues. The WEA, trades unions and more recently some
universities have undertaken programmes of trade union education. The Community
Councils provided for in the Local Government (Scotland) Act 1973 ought to give many
more people an opportunity to participate in their own local affairs. Provision in this area
of adult education is still relatively meagre; there is some evidence that certain educational
agencies are prepared to deal with controversial issues of public concern but in general not
nearly enough is being done. Educational providers have here an opportunity and a
responsibility to make real the concept of the participating democracy.
Development and the Environment

Urbanisation and industrial expansion impose hidden costs on the community. Greater
demand for land can deny to sections of the community the amenity which they have
enjoyed for years; exploitation of natural resources at local, national and global levels can
affect present and future generations; pollution and the disposal of waste are problems that
face both the ordinary householder and the industrial giant. Education has a responsibility
to ensure that these hidden costs are made more widely known and more thoroughly
understood. People who are directly concerned in any issue involving the environment need
help to acquire the skills and the expertise required to present their case effectively. The
complex industrial developments affecting Scotland at the present time will intensify the
need for this kind of provision.
Bridging the Educationai Gap

Major developments in educational policy, such as the raising of the school leaving age
and advances in methods and practices in school education, can have the effect of
widening the educational gap between the new generation which benefits directly from
them and older people whose full-time schooling took place before they were introduced.
At present those over the age of 40 who left school at the statutory leaving age have had
a year’s less schooling than those under 40, who left school after the age had been raised
to 15. There will soon be a further group of adults who will have had full-time education
up to 16. The education of the older generation was designed by and for a society which
differed in many ways from that of today. It was less than adequate by present day
standards and in some respects narrower than that received by younger people. In our
view, therefore, major advance in school education should be accompanied by measures
to help encourage older people to widen their education correspondingly. So far such
measures as have been taken have been quite inadequate, and ‘second chance’ and
continuing educational opportunities at all levels must be much more generally available
At the level of higher education the Open University has demonstrated the truth of the
adage that it is never too late to learn.
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Professional Groups

Opportunities to enable individuals to acquire new or additional professional or technical
qualifications and for others to master new concepts and practices in their professions have
been provided for many years in institutions of further and higher education. Of recent
years many professional and quasi-professional bodies have been looking to adult
education agencies also to make this kind of provision. A number of university extra mural
departments such as Glasgow are already providing refresher courses for professional
groups. This growing awareness of the interest in continuing education for the professions
will make increasing demands on adult education.
Understanding Science and Technology

Our world is a complex one in which the relationships between science and technology and
the various social and cultural activities of man must be widely understood and discussed.
Without informed discussion and policies based upon such discussion more and more
people will feel that they are recipients, even victims, of the consequences of change rather
than members of a society which wills and controls the changes which are taking place. Adult
education can make an important contribution towards avoiding such alienation. One of the
most important of its roles should be the interpretation of science and its associated
technologies to the non-scientist. Everyone is affected by scientific and technological
developments yet few are able to make balanced judgements on the industrial and social
implications of scientific discoveries and technological developments. In order to do so the
non-scientist should learn something of the language of science and, even more importantly,
appreciate the nature of scientific method and thought. Scientific developments will provide
a main source of intellectual excitement in the coming decades. The opening up of this field
to the wider public outside the universities, research establishments and other laboratories
will become increasingly desirable and valued. This process of distilling and transmitting the
essentials of scientific development deserves the attention of mature scientists of high
calibre who are willing to forego the esoteric language of their specialisms and to relate
science and technology to social philosophy and the arts. This is therefore an area in which
the universities can make a particularly valuable contribution.

ATTRACTING AND MOTIVATING STUDENTS

The kind of provision outlined above indicates what we mean by a comprehensive
educational service for adults. Merely to provide classes or courses directed at meeting the
kinds of needs identified however is not enough. Participation in adult education is still very
much a minority interest but for providers to place the blame for this situation on the
‘apathy’ of the people they are seeking to serve ‘is not only to congratulate oneself and
criticise others - it is also to declare that there is no reason to look any further for
explanations’. This quotation is from the Interim Report of the Department of Educational
Studies, University of Edinburgh, on ‘A Study of the Role of Adult Education and the
University of its Potential Contribution to the Community in Edinburgh and South-East
Scotland’ commissioned by the Committee. The report continues, ‘Our research shows that
further and more helpful explanations are readily available and that people’s apathy
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towards what is at present offered in adult education must mean that they would accept
activities which were educational if they were presented in a different way’.
The perennial question for adult education is what compels adults to learn, for learning is
work and sometimes hard work. The motives may be as numerous as the students
attending—a sense of educational inadequacy, intellectual curiosity, vocational interest, a
desire for companionship or simply to escape from the home. The apparent triviality of
some of them should not be allowed to obscure the fact that they are very real to the
individuals concerned. The extent to which these motives are satisfied during the early
periods of attendance at classes will often determine the student’s future attendance; but
those which bring a person to the activity in the first place may not be strong enough to
keep him there, much less cause him to continue to learn. There is now sufficient evidence
to show that adults will be more highly motivated to learn if emphasis is placed on the
applied rather than on the theoretical, if content is related to the performance of everyday
tasks and obligations and if the methods used take into account their accumulated
experience of life. Any statement of the aims of adult education such as we have just
completed will be of little avail unless adults can be encouraged to pursue them.
COUNSELLING

To capitalise on motivation, to maintain interest and to extend the horizons of the
increasing number of adults we expect to respond to a revitalised service will demand a
closer personal support of each adult student by the educationalist. The counselling role
already developing within the guidance system during the phase of initial education
requires to be extended more effectively within adult education. Basically this will mean
ensuring not only that opportunities for adult learning exist but that these opportunities are
recognised and that people are assisted to choose the course or activity most relevant to
their individual needs.
COMMUNITY EDUCATION

At the beginning of this report, when defining terms, we said that ‘Social, cultural,
recreational and educational activities for adults are so interrelated that any attempt to
distinguish between them or to deal with one without regard to the others would be
undesirable even if it were possible’; and we adopted the term ‘community education’ to
describe the wide spectrum of educational opportunities which these activities sponsored
by a variety of statutory and voluntary agencies made available. It is our view that the aims
we have proposed for adult education are practicable and achievable only if adult
education is fostered and developed as an element of community education—an element
which, while having characteristics and requirements specific to it, shares with the other
elements common aims requiring for their accomplishment the collective resources and
expertise of all the elements.
The spectrum is so wide that all the parts cannot be linked in one organisation and in some
cases special arrangements will have to be made for co-operation and collaboration. This
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may for example be the most practicable way of dealing with the overlapping interests of
education departments and the departments of leisure and recreation now emerging as a
result of the Local Government (Scotland) Act 1973. However, we are convinced that it will
be in the best interests of the adult education service, as well as of those it seeks to serve,
if it is regarded and operates as part of a community education service which also embraces
the youth and community service. Adult education and youth and community service
already overlap and interrelate to a considerable extent; but there would be much
advantage from still closer collaboration. Sections of the public hitherto virtually
untouched by adult education would become more accessible and adult education would
acquire valuable, committed allies in the large staff - full-time, part-time and voluntary in the youth and community service. We have reason to believe too that the benefit would
not be one-sided. The infusion of work of a more intellectual kind into the programmes of
the youth and community service would we understand be welcomed by many of the
workers in that service. Cross-fertilisation of ideas, methods and approaches would be of
general benefit as would be the sharing and maximising of the use of resources and
facilities. We therefore recommend that adult education should be regarded as an aspect o f
community education and should, with the youth and community service, be incorporated into
a community education service...
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CARNEGY REPORT
PROFESSIONAL EDUCATION AND TRAINING FOR
COMMUNITY EDUCATION
HMSO ppS-7, 23-36 7977
THE NATURE AND AIMS OF COMMUNITY EDUCATION

The Report of the Committee on Adult Education in Scotland - the Alexander Report - was
specifically mentioned in our remit and is a natural starting point for this account of the
Working Party’s deliberations and findings. The Alexander Committee did not invent the
term community education but gave national currency to it. The term was adopted by that
Committee and used in its Report to describe the wide spectrum of educational
opportunities which are made available through the social, cultural, recreational and
educational activities sponsored by a variety of statutory and voluntary agencies. Because
of its remit, the Alexander Committee did not attempt explicitly to describe or define with
any precision the nature and aims of community education as a whole. A number of
pointers which are helpful to the formulation of a description were, however, provided.
The Alexander Committee clearly envisaged the continuation and wider development
within community education of the established provision for adults of “courses with a
pronounced intellectual content related to or derived from the various established
academic disciplines” and courses related to practical and aesthetic interests and activities.
The nomination by the Committee of the Youth and Community Service as the other major
element of a Community Education Service carried the implication that community
education, like the youth and community service, would be concerned with people of all
age-groups. It also strengthened references made elsewhere in the Committee’s report to
the relevance of community development and the distinctive importance of the
contributions by voluntary organisations and groups in this sector of education. Other
significant pointers were: the broad connotation which the Committee ascribed to
education as a whole and the emphasis it put on the inter-relationship - and in some
respects the overlapping - of community education with other aspects or sectors of
education; its references to reciprocal relationships between community education and
other local authority services, particularly social work and leisure and recreation, and.
organisations with a close concern for education such as trade unions; its identification of
groups in need of special attention; its indication of the importance of tailoring provision
to needs and of devoting time and effort to the stimulation of interest and to motivation;
and its reminder that community education must, in its organisation and character, be fully
responsive to democratic influence.
Working Party’s Approach

The task given to the Working Party requires for its performance a general conception of
what community education is and might be, a knowledge of the agencies concerned or
capable of being concerned with it, and an understanding of the settings in which it can take
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place and of the methods and approaches characteristic of it. But it is our view that the
performance of this task does not require us first to formulate a precise and specific
definition of community education; and we doubt the desirability - and even the feasibility
- of such a definitive formulation. It is rather the needs and responses of individuals and
groups which must primarily determine the nature of community education and the specific
aims to be pursued. As these needs and responses change, so should the nature and the
specific aims of community education.
Second only to the participants in their influence on the nature and aims of community
education are the practitioners - the full-time, the part-time and voluntary community
education workers. By their skill in identifying and interpreting needs, in stimulating and
motivating action and in creating appropriate learning situations they should be able
continuously to develop new opportunities in community education.
We consider the concept of community education to be consistent with current
international thinking about education as a whole, as represented for example by the
phrases “education permanente”, “recurrent education”, and continuing education”. It
reflects a view of education as a process
(a)

which is life-long

(b)

in which the participants should be actively and influentially involved and the
traditional stress on teaching outweighed by the emphasis put on learning; and

(c)

in which the needs of participants rather than academic subject divisions or
administrative and institutional arrangements should determine the nature and
timing of provision.

The distinctive contribution which the concept of community education may be said to
bring to these international concepts is its emphasis on the process as one in which the
benefits to and the contributions of the individual are matched by those of the groups and
communities to which he or she belongs; and one which can be enjoyable as well as
beneficial, relaxed as well as rigorous. Community education recognises the educative
influences and the educational potentialities inherent in a local community and operating
through multifarious groups and agencies, formal and informal, industrial, commercial,
religious, social and recreational as well as explicitly educational
We therefore see community education as a constantly evolving process of interaction
between the needs of people and the educational resources of the community, a process to
which fixed boundaries cannot be set. Nevertheless we believe that the tradition and
experience which community education has inherited and the evidence of what is
happening now in the field, together with some anticipation of future trends and
development, can provide the basis for a working statement of the broad general aims and
characteristics of community education sufficient for the identification of the education
and training needs of full-time community education workers.
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Broad Aims of Community Education

In our view, community education has the following broad general aims:
(a)

(b)

to involve people, as private individuals and as members of groups and
communities, irrespective of age and circumstances, in the ascertainment and
assessment of their needs for opportunities to
(i)

discover and pursue interests;

(ii)

acquire and improve knowledge and skills;

(iii)

recognise their personal identities and aspirations;

(iv)

develop satisfactory inter-personal relationships;

(v)

achieve competence in their roles within the family, the community and
society as a whole; and

(vi)

participate in the shaping of their physical and social
environment and in the conduct of local and national affairs; and

to seek to meet these ascertained needs in the most appropriate settings with the
co-operation of individuals and groups and by identifying and deploying
appropriate educational resources, wherever they may reside...

TYPES OF STAFF, THEIR FUNCTIONS AND PROFESSIONAL NEEDS

By implication, the Alexander Report suggests that the provision of adult education calls
for three broad categories of staff, concerned primarily though not exclusively with policy
making and administration; organising and stimulating; teaching and discussion. Evidence
received by the Working Party and information about developments which have already
taken place in the field suggest that community education requires a greater diversity of
staff. In seeking to lay the basis for an outline of broad patterns of training, however, it
seems desirable to avoid over-fine differentiation and the consequent identification of a
plethora of categories of staff. Care can be taken of minor differences within categories e.g.
by providing for optional elements in training. We have, therefore, made a deliberate effort
to restrict the number of categories by grouping together jobs which, though differently
styled, involve to a large extent similar broad functions; and the result has been the
identification of the four categories. It must be emphasised, first, that the categories are not
watertight since a worker may have functions which appear under several categories; and,
second, that we do not regard these categories as representing a hierarchy.
We have had particular regard to the staff required for what may be identifiable as “the
Community Education Service”. However, as the Alexander Committee recognised,
community education functions may be performed within services and agencies outwith the
community education service e.g. schools and colleges, social work and leisure and
recreation departments, the prison service, industrial bodies, and local and national
voluntary organisations whose avowed aims are not primarily educational. These functions
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may often be performed on a part-time basis but sometimes they will constitute the full
time duties of a specially employed member of staff of the agency or organisation
concerned. The training needs of such staff should be kept in mind and account has been
taken of this in constructing the following categories.
As our remit required, we have concentrated our attention on staff employed full-time in a
professional capacity in community education. We have no doubts about the importance of
such staff and of their proper education and training. Yet we are aware that in almost every
sector or aspect of community education an essential part is and will continue to be played
by a much larger number of voluntary workers and paid part-time staff. We are conscious,
too, that the sharp divisions, interest and expertise which exist in many fields between
professionals and non-professionals are not and should not be characteristic of community
education. In the process of community education, the full-time staff and the voluntary and
part-time workers - and, indeed, the “consumers” - are partners whose functions and roles
are not immutably fixed and are at times inter-changed, and each of whom should have an
opportunity to acquire the professionalism which consists of high quality and standards.
Though this and subsequent sections of our report do not purport to deal with the functions
and training needs of other than full-time staff, to which we expect attention will in due
course be given, we hope that what we have to say will be found to have relevance to them.
CATEGORY I The first category embraces a large number of workers who operate mainly
in direct contact with participants or potential participants in community education and
who, though employed in a variety of posts, have in common the principal broad functions
of stimulation, group work and tutoring. Posts occupied by workers in this category include:
in the statutory sector, community and youth centre assistants, school and college-based
staff, district youth leaders, area or neighbourhood community workers and tutors; and, in
the non-statutory sector, youth leaders, area or neighbourhood community workers and
community activists.
The broad functions common to this category of workers embrace a number of more specific
functions or responsibilities e.g. the ascertainment of community needs and resources; the
organisation and management of programmes; the provision of social education; counselling;
the support and training of part-time staff; the supervision of trainee students; and
contributing to the development of professional practice and community education policy. In
addition to their common functions, each type of post in this category involves one or more
special functions or responsibilities, e.g. basic institutional management; linking with school
or college staff and curriculum; stimulation and support of community organisations; youth
work; teaching; advising on community action.
CATEGORYII Staff in the second category, which is numerically smaller, characteristically
operate through Category 1 staff, part-time staff, or community organisations though they
also work in direct contact with participants in community education. Their distinctive
common functions are organisation, management and tutoring and supervision. Included
in this category are workers holding posts in the statutory sector as area community
education officers (or deputies), wardens or managers of community or youth centres,
heads of adult education institutes or tutor organisers; and in the non-statutory sector as
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tutor organisers, area community development officers, or wardens or managers of
community or youth centres. Besides their functions of organisation, management and
tutoring, workers have the major functions that are common to Category 1 staff; and in
posts within this category one or more of the following specific functions is emphasised;
staff management; support and training; determination of priorities; stimulation and
support of voluntary organisations; institutional management; and teaching.
CATEGORY III The third category consists of staff with specialist, advisory or supportive
functions which relate to the work of other members or prospective members of staff, full
time or part-time and in some cases to the development or specialised aspects of
community education. Workers in this category hold posts in the statutory sector as training
officers, subject or activity organisers or advisers, resources and information officers, or
research officers; and in the non-statutory sector as training officers, lecturers or tutors in
community education (in training institutions), staff tutors, tutor organisers with specialist
roles (e.g. in the WEA), or activity organisers or advisers.
Besides the functions of supporting and advising other staff which are common to this
category (and which require for their performance an understanding, of varying depth, of
the theory and practice of community education), there are functions specific to particular
types of posts viz. formulating and implementing plans for training courses; teaching and
instructing; promoting development of interest and participation in a subject or activity;
supervision including that of students in training; developing the availability and use of
resource material and technology; organising the collection, collation, retrieval and
distribution of information; stimulating, advising on and conducting research.
CATEGORY TV Workers in the fourth category operate primarily in the areas of
organisation, administration and policy, and they carry responsibility for the overall
effectiveness of the provision made by their employing authorities or organisations. They
hold: in the statutory sector, posts as divisional community education officers (or deputies),
regional community education officers (or deputies), and deputy or assistant directors of
education (community education); and in the non-statutory sector, posts as regional,
divisional or district officers, directors or deputy directors of university extra-mural
departments, and chief officers or deputy chief officers of national voluntary organisations.
The principal functions of workers in this category are: developing and formulating policy
for community education (or a particular aspect of it); securing, evaluation and reporting
on the implementation of policy; advising and servicing committees, establishing and
developing co-operation with related services and organisations; securing and managing
staff and resources; overseeing staff development and training; and contributing to the
development of professional practice.

KNOWLEDGE AND SKILLS REQUIRED BY ALL CATEGORIES

We have sought to identify the knowledge and skills which each of the categories of staff
requires. From our study, certain areas of knowledge and skills emerge as necessary parts
of the professional equipment of the great majority community education workers in all
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categories. We refer to these later as “the common core”; and though we list them
separately below, we would emphasise that knowledge and skills, theory and practice,
should be closely integrated.
Knowledge

Education Theory and Practice, with particular reference to community education.
Psychology of Human Growth and Development in a social context.
Sociological Theories and Concepts, particularly those relating to the nature of
communities, organisations and groups.
Social Policy and Administration, including relevant law, safety and insurance
requirements, and principles of corporate management.
Community Work.
Group Work.
Political Science, especially in respect of the inter-relationship of social policies and
community action.
Growth and significance of leisure.
Skills

Promoting inter-personal relationships; stimulating and supporting individual and group
initiatives; use of survey methods; identifying and analysing needs; securing and
programming the use of resources; financial management; planning and organising action;
counselling; tutoring; supervising, supporting and training staff, part-time and/or full-time;
recording and reporting; use of publicity methods.
Workers in certain posts in Category III and in posts in Category IV may not directly or
regularly employ all the skills listed but the possession of them will greatly facilitate and
often be crucial to satisfactory performance in those posts.

PARTICULAR KNOWLEDGE AND SKILLS

The areas of knowledge and skills identified as peculiar to particular posts within individual
categories are as follows:
Category I

-

basic management, administrative and committee procedures
formal education structures, objectives and procedures
work with a particular age group
a particular academic subject or subjects
community development and welfare rights
conflict, confrontation and protest;

Category II

- staff management, support and training
- institutional management and procedures and skills
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-

aims, structures and procedures of voluntary organisations
teaching methods and skills;

Category III

-

planning, organisation and evaluation of training
training methods and aids
teaching skills
specialised knowledge of a subject or skill in an activity
stimulation or “animation”
educational technology
storage and retrieval of information
preparation of summaries and construction of aids
research methods and techniques;

Category IV

-

advanced knowledge of scope and potentialities of community education
(or an aspect of it); objectives, structures and practices of related
services and agencies; nature and functioning of local and national
government, political processes and social policies
advanced skills in management of staff and resources, corporate
management, preparation of analyses and reports, preparation of
objectives, plans and programmes.

-

FUTURE PROFESSIONAL EDUCATION AND TRAINING
Terminology

Our remit required us “to identify and evaluate the various forms which pre-service and inservice professional education and training for a community education service might take”.
As has been indicated earlier, we have gone somewhat beyond the strict letter of the remit
by taking account of the training needs of persons who, though engaged full-time in
community education, are not employed by a body within a community education service.
We have also chosen to use the terms “initial training” and “further training” in preference
to “pre-service training” and “in-service training”. “Pre-service” is liable to be misleading
since it does not provide for situations where, as with trainees and unqualified workers, the
training referred to post-dates a period of full-time service. “Further training” is preferred
to “in-service training” because it emphasises the need for continuity and may lessen the
risk of over-emphasis on improving the performance of staff in their current roles to the
neglect of the wider development of individual potential which is vital to community
education as well as to the satisfaction of staff.

INITIAL TRAINING
General Considerations

Initial training, which we see as leading to professional status as a community education
worker, is the most prolonged and systematic period of training most workers are likely to
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receive. It must therefore seek, by means of appropriate academic studies, to give students
a comprehensive understanding of the theory, practice and potentialities of community
education and to lay a foundation on which further training and a full career in community
education can be based. Initial training must also enable the students to acquire expertise
and skill relevant to the posts they are likely to take up on completion of this training. What
these posts are and the functions associated with them can be indicated by reference to the
categories of staff outlined.
Relationship with Initial Posts

Most new entrants into full-time work can be expected initially to take up posts in Categories
I and II, i.e. posts which involve a substantial amount of direct contact with actual or potential
participants in community education. Though a number of Category II posts would normally
be regarded as requiring some previous full-time experience and probably be graded as
promoted posts, circumstances in some areas and organisations, including, for example,
staffing complements and size of communities and centres, seem likely to result in
continuance of the present practice of appointing new entrants to some such posts.
The majority of appointees to posts in Category III, i.e. specialist, advisory and supportive
posts can be expected to be qualified workers with suitable post-qualifying experience.
Some new entrants, however, because of previous relevant education, training and/or
experience, may be fitted to go direct from initial training into posts in Category III, and it
should be possible in the initial training system to make provision for individual
potentialities and orientations of this kind. Cases are likely to occur in which persons are
recruited direct to certain posts in this category, e.g. resources, information and research
posts, on the strength of specialised qualifications acquired by other means, the training
they have received elsewhere being regarded as the basic initial training appropriate to
their main functions. Such additional training as they require for the posts they hold can be
provided as further training. If, however, such persons wish to have a broadly based career
in community education they should take a course of appropriate initial training in
community education. Consideration should be given to providing means whereby some
concessions in respect of relevant previous qualifications and experience could be obtained.
It is expected that persons appointed to posts in Category IV will normally have had substantial
and varied experience and further training following qualification from initial training.
It is concluded, therefore, that initial professional training should have particular regard to
the functions and responsibilities attaching to posts in Categories I and II but should
include provision designed to equip persons already possessing appropriate specialised
knowledge and skill for specialist posts in Category III.
Content

We have outlined a body of knowledge and skills which, in our view, community education
workers with few exceptions require to possess. That knowledge and those skills, we
consider, should be an essential part of initial education and training for community
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education. Besides this “common core”, initial training should also provide a range of
optional opportunities for study and practice related to the particular needs of posts in
Categories I, II and, to a limited extent. III.
Objective: All-graduate Entry

We have sought to convey our sense of the importance of community education to society and
the individual members of it. As we have now shown, the demands which arise form the
responsibility and functions given to those taking up full-time professional work in
community education are great and varied. It is hardly surprising, therefore, that we consider
that, in initial education and training, sights and standards should be set high - as regards
intellectual ability as well as practical competence and personal qualities. We are of the view
that, as soon as it is feasible, entry to the career of community education worker should be
limited to graduates (or their equivalents). We envisage the following means of entry.
(a)

A recognised professional degree course in community education, combining
theory and practice, employing flexible study methods, and with flexible entry
requirements permitting admission of persons who do not hold normal university
entrance qualifications but are otherwise suitable.

(b)

A recognised professional post-graduate certificate or diploma course for graduates
(and equivalents) with relevant degrees, the course to combine theory and practice
and employ flexible study methods.

(c)

A recognised professional transfer or conversion course for graduates (and
equivalents) who have already acquired a qualification in another profession, the
course to combine theory and practice and employ flexible study methods.

We appreciate that the achievement of this objective will take some time and the
consideration of patterns of initial training which follows relates to this interim period. We
believe, however, that much of it has relevance to the longer-term objective.
Possible Systems of Training

Initial education and training can be organised in a number of ways. We outline below six
possible systems which we will later evaluate.

A.

UNITARY OR SINGLE STREAM SYSTEM

In a Unitary system, all students would be required to undergo a broadly similar course,
with limited minority time devoted to optional specialisms. For example, two thirds to three
quarters of the course might be devoted to the common core and one quarter to one third
to options.

B.

BINARY OR TWO-STREAM SYSTEM

This system would provide two distinguishable, though not entirely different, paths into
full-time work. One would be oriented towards that end of the community education
spectrum which has strong links with formal education i.e. adult education in academic
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disciplines and school/college-based work, while the other would be oriented towards the
informal and community development end of the spectrum. There would be elements
common to both, introduced not only to recognise existing areas of over-lap and
collaboration but also to provide the basis for future collaborative initiatives. In both cases,
some minority time could be devoted to optional specialisms.
C.

MULTI-CHOICE SYSTEM

In this system, there would be a common core for all students, occupying, say, about one
third of the training time. For the remaining two thirds, each student would select a
specified number from a range of specialised courses or units of study such as:
the education of adults
work with communities
work with youth
school/college-based work
work with disadvantaged groups
community action
promotion of the arts
sport and recreation
welfare rights
prison-based work
industry-based work
D.

CREDITS SYSTEM WITH COMMON CORE

A development from the Multi-Choice system, the Credits system would involve the
organisation of the total course content into numerous self-contained units and the
accumulation by each student of a specified number of “credits”, each representing either
satisfactory completion of one of the units or production of evidence that the content of a
unit had been satisfactorily covered in previous education, training or experience. In order
to retain the concept of an identifiable common core, certain subjects would be obligatory;
but, relative to the Multi-choice system, the obligatory elements would be more limited.

E.

CREDITS SYSTEM WITHOUT COMMON CORE

Unlike D above, this system would contain no obligatory credits and there would therefore
be no discrete, identifiable common core. Certain common elements, attitudes and
approaches might however be introduced or encouraged by careful construction of the
units of study and by the training methods employed.

F.

APPRENTICESHIP SYSTEM

The five systems described above would each provide for some practical work experience;
but they all comprise formalised institutional training of a relatively prolonged nature. The
sixth system embodies the view that professional expertise can best be acquired on the job
and that training through apprenticeship is preferable to institution-centred training. It
would involve the attachment of the students, for a period to be determined and in the ratio
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of perhaps two to one, to experienced workers who would be responsible for guiding and
supervising their apprentices in the practical fieldwork which would occupy most of each
working week. The remainder of the week would be spent in day-release studies, which
could relate closely to the fieldwork on which apprentices were engaged and in private study.

THE SYSTEMS VIS-A-VIS A COMMON CORE
It will be noted that systems A, B, C and D envisage the inclusion of a common core as a
compulsory, identifiable part of initial training; that the proportion of time allocated specifically
to the common core tends to diminish progressively from system A to system D; and that the
common core, as a readily identifiable component, disappears in systems E and E

EVALUATION OF SYSTEMS
The Unitary system, with its heavy emphasis on the common core, would be most likely to
equip students to undertake any one of a range of initial posts with some degree of
competence. It would also be helpful in creating a sense of common purpose among full
time workers and in ensuring that all staff had equal opportunity for advancement. On the
other hand, individual versatility would be secured at the expense of the diversity of wellfounded expertise and skill which community education requires from its full-time workers
as a whole. Furthermore, the system would create a need for early specialised further
training on a scale that seems very unlikely to be possible.
The Binary system would provide a degree and depth of specialism impossible under a Unitary
system and would have the practical advantage of relatively easy and economical development
from existing training provision. However, the range of specialisms it would provide would not
sufficiently match the diverse needs within community education. More importantly, a Binary
system would be likely to reinforce traditional attitudes and practices, to create a permanent
division among workers, and to frustrate the emergence of an adequately integrated service
and the realisation of hopes engendered by the Alexander Report.
The Multi-Choice system would correspond to the diversity of community education. It
would also have advantages in suiting the training to the needs of persons with particular
previous education, training and/or experience, and in encouraging training agencies to use
field settings and resources, thereby increasing the involvement of fieldworkers in the training
of students. On the other hand, a system of this kind might present administrative difficulties.
It could well be impracticable for each training agency to offer all specialisms, and there
might be difficulty in reaching agreement about where particular specialisms should be
provided. The constriction of the common core might also create problems for further
training because less could be assumed about the knowledge the students had in common.
The Credits system with Common Core would result in an output of community education
workers very diverse in knowledge and skills but with some shared understanding and
expertise. It would also have particular merits in relation to persons with certain higher
education qualifications and other professional training. There would, however, be
problems in equalising credits and in determining equivalencies, e.g. where previous study
had been purely theoretical. In the construction of credit units, too, great care would be
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required to avoid the production of packages of purely academic education unrelated to
practical work; and narrow specialisation would have to be prevented by grouping cognate
credits and limiting the number of credits which could be taken from any one group.
The advantages of the Apprenticeship system would be the close inter-relationship of
theory and practice and the production of workers fully alive to the realities of practical
work. There would, however, be great difficulty in ensuring a reasonable uniformity of
standards and considerable danger that new entrants might acquire a narrow conceptual
basis, a limited understanding of developmental possibilities and a set of ready-made,
“hand-me-down” practices and skills. Unless adopted as the sole means of entry, the system
would create a sharp dichotomy in the profession.
Four of the six systems outlined above seem to us to have major disabilities in the context
of community education. Attractive though it may be in a promising unified, homogenous
profession, the Unitary system is ill-matched to the varied needs of community education
and would leave to further training an insupportable burden of necessary diversification.
The Credits without Common Core system goes to the other extreme, giving little
assurance of producing any sense of common purpose and identity or a basis for
collaboration among community education workers. We fault the Binary system because it
would perpetuate existing divisions and obstruct the change that is desired. As an
experiment in training for a particular aspect of community education e.g. community
work, the Apprenticeship system may be worth further consideration; but in our view it
would in itself be too hazardous a choice for education and training leading to a full
professional qualification in community education.
Preferred Systems

The other two systems, the Multi-Choice and the Credits with Common Core, are in our
judgement generally suited to the requirements of community education. They seem likely,
as does none of the others, to produce a corps of workers with common professional
purposes and attitudes and yet deploying as a whole a diversity of individual expertise and
specialisation. Not only do we regard each of these systems as superior to the rest in the
balance of advantages it offers; we also consider that in combination they could constitute
a total pattern of initial education and training within which the varied needs of the diverse
types of recruits required in community education could be most readily met. We recognise,
however, that it would be difficult at the present time with existing resources to organise a
Credit system and we suggest later how some of the difficulties might be overcome.
Variety of Students

The pattern of initial education and training should reflect the diversity and range of
community education not only in the content of courses but also in the variety of types of
suitable students who can be admitted. To attain this, positive action will be needed
throughout the field to recruit students from as varied backgrounds as possible. In terms of
arrangements for admission to courses, the salient features of the variety desired are age,
educational qualifications, experience and other professional training.

The Making of an Empowering Profession

71

Age of Entry

Recent experience in the youth and community service indicates that young people
accepted into training straight from school at about age 18 have in 3 years been prepared
to a level which has fitted them to occupy posts in that service. Young teachers and
graduates, too, at or about the age of 21 have proved to be suitable recruits, in adult
education as well as in youth and community work. It may indeed be argued that, as regards
work in the youth sector of community education, entrants not too far removed from their
teens have in certain respects advantages over older entrants in that they can more easily
relate to young people, especially to the extent that they share or are sympathetic to the
culture of the young. Therefore, while acknowledging that maturity cannot be associated
with any specific age and that it may be possible to demonstrate that some functions in
community education could be competently performed by young people in their late teens,
we suggest that the minimum age of entry into initial training should be such as to secure
that entry into full-time professional posts in community education does not take place
before the age of about 21.
Many posts in community education are suitable for new entrants of mature years. Some
indeed which involve work with older people can best be filled by persons who bring to
them long and varied experience of life - personal, domestic and occupational. So varied
are individuals as well as the needs of community education that we hesitate to suggest a
maximum age of entry to initial training. We would only say that a factor which should be
taken into account in each case is the likely return in terms of service for the amount of
public money expended on training.
Educational Qualifications

At present, the minimum educational qualifications required from persons under 23 years
of age seeking entry to courses leading to a qualification in youth and community service
(2 Higher and 4 Ordinary Grade passes in the SCE examination) is somewhat below that
for entry to a degree course. Our information, however, is that currently the overwhelming
majority of the young students admitted have qualifications in excess of the minimum,
many considerably in excess. This, together with the reduction in teacher-training places,
encourages us to propose that for persons under 23 years of age the minimum educational
qualifications for entry to courses leading to a qualification in community education should
be those required for entry to a first degree course.
The mature entrants mentioned briefly should not, in our view, be solely persons in
possession of standard educational qualifications. Experience as well as the nature of
community education, appears to establish the value of admitting to initial training mature
persons who, while not possessing the normal educational qualifications for entry to a
degree course, bring to training and to their subsequent work in the field an occupational
background in industry, business, commerce, agriculture or one of the public services and
some practical experience of part-time community work. The sharing of the general
occupational background and educational history of the majority of potential participants
in community education may be regarded as giving such entrants advantages, e.g. in
establishing meaningful contact and communication, over entrants whose preparation for
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the role of community educators has been a progression from one educational institution
to another. A number of such entrants have demonstrated their capacity and competence
to go on to high-level organising and administrative posts and it is hoped that the path to
promoted posts will remain open to others of similar background. Some mature students
on the other hand may wish after training to stay and work in the area (or an area similar
to that) in which they have been living and active in community work. Such workers seem
to have a particular contribution to make as a result of their strong identification with the
residents of a particular community or type of community.
We consider that all candidates capable of achieving a degree in initial training of
acceptable duration should be enabled to do so by the introduction of a degree course in
community education of the kind described. We would wish therefore to see arrangements
made which would ensure that no candidate who was otherwise suitable and was judged to
be capable of reaching degree standard would be prevented from training to be a
community education worker solely because his or her certificated educational
qualifications were below the normal standard for entry to a degree course.
Transfer Related Professions

Because of the acknowledged links and overlaps between community education on the one
hand and formal education, social work and leisure and recreation on the other, provision
should be made in the pattern of initial training to enable trained teachers, social workers
and leisure and recreation staff to transfer to full-time work in community education.
(Provision of this kind is currently made for teachers and social workers in the pattern of
youth and community work training). The identification of areas of knowledge and skills
that are common or generic to these linked professions would help to facilitate the planning
of transfer courses.
We hope that, eventually, reciprocal arrangements will be negotiated which will make transfer
from as well as to, community education more easily possible in respect of all three of these
other professions. But the development of such transfer opportunities as may be achievable
at an early date should not be delayed until the agreement of all to co-operate is secured.
Timing of Initial Training

It is desirable to make it possible for initial education and training to be taken at the pre
service stage, after a period of service or concurrently with in-post service. The main
provision should, in our view, take the form of courses involving full-time attendance over
periods varying from 1 year to 3 or even 4 years, depending on the qualifications students
have on entry. These courses would cater for persons at the pre-entry stage, i.e. young
people seeking training on or soon after completion of school education and older people
transferring as mature students from other professions and occupations; and for “trainees”
and most unqualified workers in community education. (In the last few years, education
authorities have appointed a number of trainees in youth and community service under
arrangements which provide the opportunity for later secondment for full-time training.
Currently, there is a total of some 50 trainee posts).
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Unqualified Workers

It is recognised, however, that continuous full-time attendance at a course may present
insuperable difficulties for some unqualified workers already in post. It is therefore suggested
that provision should be made for “sandwich” courses which combine part-time attendance
with short periods of full-time study. In such courses it is imperative that local practices and
standards are not automatically adopted as the desirable norms and that the standards of
achievement in theory and practice required in the full-time courses are maintained.
We regard as of great importance the training and qualification of as many as possible of
the unqualified workers currently employed in community education. Financial
arrangements other than those of the Students’ Allowances Scheme are necessary to enable
such workers to undertake full-time training without undue hardship. Currently, the only
provision is for the pooling of expenditure incurred by local authorities (a) in releasing
their unqualified youth and community service workers for full-time training on full pay,
and (b) in enabling voluntary organisations to release their unqualified workers on similar
terms. We would urge that this arrangement - or one with similar benefits to the workers should apply to the training of unqualified community education workers and that
authorities should exercise, as we understand they have not done to any extent in the past,
their powers to assist voluntary organisations in this respect.
Trainees

Having regard to the criticism that, in pre-service training, relevance to the realities of
fieldwork is less easy to establish and recognise than when training is given at a later stage,
we have considered the possibility that traineeship might be developed as the sole or major
avenue into professional work in community education. We have concluded, however, that
although traineeship can be useful preparation for training, the stability and quality of
service to the public would inevitably be affected adversely by any significant increase in the
number of trainee posts beyond the present total of 50. For adult education and youth and
community service combined, the annual intake of students has recently been about 190200 and the total number in training in a year around 360-380. The task of supervising
fieldwork practice for students already imposes a heavy burden on the 500-600 full-time
workers engaged at levels of fieldwork appropriate for student placements. If to this burden
were added the task of arranging suitable experience and supervising the work of 100 to 200
trainees, the normal duties of fieldworkers in relation to the public would be greatly
affected. Account has to be taken, too of the extra costs which trainee entry to the
profession involves and the difficulties over professional recognition which can arise.
Suggested Interim Structure

During the period which we hope will be short, before it becomes possible to change to an
all-graduate entry to the profession, the following over-all structure of training provision,
in our view appropriate to present needs, would begin in a small, easily controllable way the
movement towards the eventual objective, and could embrace the two systems - MultiChoice and Credits with Common Core - which we have preferred.
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(a)

Courses leading to a Diploma in Community Education:

(b)

(i)

Courses of two years’ duration for persons aged 23 and over with relevant
experience and either having three Higher Grade passes in Scottish
Certificate of Education or giving evidence of equivalent capacity to
complete the course satisfactorily;

(ii)

courses of one year’s duration for graduates, teachers, social workers and
other professional workers whose training has contained substantial
elements equivalent to those in training for community education.

Courses leading to a degree in Community Education:
Courses of three or four years’ duration leading to a University or CNAA degree in
community education.

On balance, the Multi-Choice system seems to be the more appropriate for courses (a)(i),
while the Credits with Common Core system is probably the better suited to courses
(a)(ii) and (b).
Control of Credits and Major Options

It is desirable that control should be exercised of the number and types of credits and major
options offered, in order to avoid excessive training costs and such narrow specialisation
that the employability of students is seriously reduced. Initially, credits and major options
might be limited to broad areas such as: - adult education; youth work; community work
and community organisation; community development and community action;
management; teaching methods and skills; the arts; sport and recreation. The range could
subsequently be increased as and when this is seen to be clearly necessary.
Recognition and Validation of Courses

Responsibility for recognising courses of initial education and training as leading to a
professional qualification in community education should be entrusted to a central body,
which the national council for community education should establish and which should be
representative of employing bodies, professional associations, training institutions and
“consumers”. That central body should produce guidelines indicating the broad
requirements for recognition; and within these guidelines a training institution should
validate in detail the course it proposed to introduce. Recognition should not be awarded
until the central body has satisfied itself as to:
(a)

the need for the proposed course in the light of the availability of already recognised
courses and the prevailing opportunities for employment in community education;
and

(b)

the structure (duration, organisation of elements, entry qualifications, and
availability of resources), content (balance of subjects, provision for practical work,
and range of options) and standard (depth of study required, and role of external
examiners) of the course.

The decision to grant recognition to any course should be subject to review at regular intervals.
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POLICY REVIEW GROUP ON COMMUNITY
DEVELOPMENT SERVICES IN STRATHCLYDE
STRATHCLYDE REGIONAL COUNCIL 1978 pp 1-30
THE POLICY REVIEW GROUP AND ITS WORK

The work of the Policy Review Group on Community Development services has it origins
in the re-organisation of local government in Scotland. Re-organisation not only implied a
new structure but also the need to respond to growing pressure for new and more corporate
approaches and procedures in the management of local government affairs.
At the end of the first year of the Regional Council’s existence, the implications of re
organisation were discussed by elected members at a seminar which was concerned to
obtain members’ general reactions to the running of the new council to identify the changes
in procedures or organisation which might be required to enable them to fulfil both their
‘constituency’ and ‘committee’ roles more fully and more adequately.
Among the issues raised, it was considered to be crucial to establish new machinery to allow
groups o f members to review policy on ‘across the board’ issues affecting more than one
department. The outcome of this concern was a proposal to institute various “Policy Review
Groups: to examine a number of selected issues involving more than one
committee/department and in which either Regional Council policy may have become
fragmented or duplication or overlap of service may exist. Accordingly, in November 1976,
the Regional Council approved the formation of this Policy Review Group, in order to
permit a wide-ranging review by members of those Community Development Services
provided by the Regional Council and to enable members to be better informed concerning
the delivery of Services at local level.
The Groups formal terms of reference are:
1.

2.

To examine the present contribution to community development of:
(a)

Regional departments, in terms of aims and methods;

(b)

voluntary and community organisations and other bodies e.g. District
Councils, S.S.H.A., new town development corporations.

To examine alternative approaches to community development with particular
emphasis on the need to stimulate purposeful community participation.

3.
To make recommendations as to the ways in which the Regional Council can further
community development.
While membership of the Policy Review Group includes the two largest parties in the
Regional Council, the number of members was restricted to ten in line with the
recommendations of the Regional Council, and in view of the far-reaching nature of the
review envisaged.
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In relating the Group’s experience in writing this report to the issues which prompted it, we
recognise, now more than ever, the need, particularly in times of increasing demands on
scarce resources, to examine and question current policies and practices and to try to
identify and evolve more effective ways of meeting the needs of communities. We see this
not only as an essential element in the management of local government affairs, but also a
prime task for the elected member, - an aspect of his or her work too often neglected in
the past for various reasons.
Finally, we would wish as a Group to express our sincere thanks and appreciation to all the
many members of the Strathclyde community who have helped us to complete this report.
These have included many outside organisations such as Universities and Colleges;
voluntary bodies; our own Departments of Education, Social Work, Leisure and
Recreation, and Strathclyde Police; and our fellow Regional Councillors who completed a
questionnaire and discussed many issues with us. Most of all we should like to thank the
many active people out in the varied communities of Strathclyde for the help they gave us
when we visited them. We have seen the relevance of, and pursued many of the points they
have made, and trust our report measures up to their expectations.
THE NATURE OF COMMUNITY WORK

It may well be that some readers of this report are slightly uncertain over the precise
meaning of “community development”. It is certainly true to say that the authors of the
report were, at least to begin with, in a similar situation. It is therefore only appropriate
that, in a report devoted to community development services, we should try to explain for
others what we understand by the terms ‘Community’ and ‘Community Development”.
It would be futile to attempt a precise definition of community, since it is a ‘catch-all’ term
used by people for their own varying purposes. However, the term as we understand it
frequently incorporates three key elements:
1.

A geographical area (which may vary greatly in size depending on the particular
aspect of life which is being considered). People live, for different purposes, in
multiple communities ascending in size from a close neighbourhood to the national
level. In this report, we are generally concerned with the neighbourhood aspects
of community.

2.

A sense of relationship to other people with shared values, interests and history.

3.

A sense of wholeness. Community is used as a total, all embracing term involving
all relationships between people including work, religion, family, leisure and so on.
It involves all ages and classes of people. Community is about interlocking
relationships; community is society in microcosm.

We have found a great deal of unthinking nostalgia for the self-contained urban or rural
village. In our opinion, it is virtually impossible to recreate this kind of ‘village’ community
fully (even if this were desirable) because of a number of changes in the pattern of
contemporary life. Among the most crucial are:

The Making of an Empowering Profession

77

(a)

The scale and pace of life has greatly increased. This operates in many dimensions
- size of firm or school or local authority; the mass media; travel. In addition, most
of our needs are now organised from outside the area in which we live.

(b)

Much of life’s activity is segmented. For example, recent planning practice has
designated large areas for particular specialised purposes such as housing, and thus
other aspects of life tend to be excluded. We believe that shared experience and
activities give a neighbourhood its social cohesion, and obviously the growth of
acquaintanceships depends on how much opportunity there is to meet other people.
This, in turn, depends partly on how often they need to meet or inevitably meet or
are helped to meet. We found that, in many areas, there is a lack of reasons for
people to meet.

(c)

Many of us live where we do for reasons which have nothing to do with a
commitment to that area. (For example “it was the only house that the Housing
Manager had available” or “it was the only house that we could afford” often
determines where we live).

(d)

We now have many incomplete communities without a balanced housing mix
or social mix or age mix. This puts an unfair strain on the limited resources of
some communities.

The concept of “community development” has its roots in African and Indian rural settings
where attempts were made to combine two elements in an approach to an area. First,
participation by the people themselves with as much self reliance as possible. Second,
the provision o f outside technical and expert assistance in ways which further self-help
and initiative.
The contemporary use of community development is difficult to define exactly, especially
when it is used by some people to refer to an objective, and by others to refer to a method
of working. However, community development, as we understand it, seems to have four
persistent threads:
1.

The creation or encouragement of a sense of belonging to an area and the
strengthening of community networks so as to ensure effective communication
among neighbours. This is necessary for a variety of reasons for example, to provide
the necessary informal controls over undesirable behaviour; to care for the weak; to
respond effectively to a threat to the community.

2.

The encouragement and stimulation of self help activities. The desirability of this
stems from an acknowledgement of the damaging impact which an over-reliance on
outside sources can have, and the need to avoid the alienating effects of living in a
world over which one has little influence.

3.

The identification and stimulation of local leadership. This we see as particularly
important in communities where the population is constantly changing or where self
confidence is lacking or has been removed. We believe that it is important to
increase the role of local initiative as the stimulant of change, particularly in those
areas where there is a lack of faith in solutions imposed from outside.

78

COMMUNITY LEARNING AND DEVELOPMENT

4.

The need for an effective, respectful and sympathetic response by the authorities in
making resources available and in providing services appropriate to the area’s
needs. These authorities should seek appropriate ways of devolving power to local
communities, and of increasing their influence on decisions.

The above represents our perceptions of community development. While the exposition of
these has been somewhat brief, we feel it necessary to provide readers with some indication
of our understanding of community development in order to provide an overall context for
our examination of our present community development services, our findings and
conclusions concerning these and our detailed recommendations for the future.

COMMUNITY DEVELOPMENT SERVICES IN STRATHCLYDE

In one sense, every department of the Council has a role to play in community development
as we have outlined it in the previous section, and the quality of our response to local
communities is crucial to morale in those communities, no matter what kind of service is
under discussion. However, in the narrower sense, community development services of a
direct nature are provided by three Regional agencies - Education, Social Work and
Strathclyde Police. Operating through their Community Education, Community
Development and Community Involvement sections respectively, they provide a varied
range of services throughout the Region...
Although we do not wish to describe in great detail the range and extent of the various
departmental activities, we do feel that a brief look at the aims and objectives underlying
the approach of each of the three is appropriate.
In general, the aim of the Community Education Service is the planned and integrated
provision of opportunities for “learning through life” and the education to help people
become active in civic and political life and more involved in the activities of the
community. In more specific terms, the Carnegy Report on Professional Education and
Training for Community Education has defined Community Education as having the
following aims;
1.
To involve people, as private individuals and as members of groups and
communities, irrespective of age and circumstances, in the attainment and assessment of
their needs for opportunities to:
(a)

discover and pursue interests

(b)

acquire and improve knowledge and skills

(c)

recognise their personal identities and aspirations

(d)

develop satisfactory inter-personal relationships

(e)

achieve competence in their roles within the family, the community and
society as a whole

(f)

participate in the shaping of their physical and social environment and in the
conduct of local and national affairs
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To seek to meet these ascertained needs in the most appropriate settings with the
co-operation of individuals in groups and by identifying and deploying appropriate
educational resources wherever they may reside.

These aims are carried out first, on an individual level, by helping people to develop
existing and latent talents, and secondly by preparing groups of individuals to participate
fully in society and increase their scope to predict and control those changes which result
from their social and material development. Services provided include services for young
people of all ages (e.g. youth centres, youth clubs, summer camps etc.); informal adult
education (e.g. classes for young mothers and other special groups within the community,
car maintenance and other practical classes); services to the community (e.g. provision of
resources, support of community centre councils, pre and post retirement courses,
opportunities in the arts, cultural pursuits etc.).
For the Social Work Department, Community Development is seen, particularly in areas of
need, as a crucial part of that department’s wider and more fundamental role of promoting
social welfare. Social Work Departments tend to find themselves, for the most part, dealing
with continuous crisis situations, thereby tackling the symptoms rather then the causes of
social problems. In pursuing community development strategies, the approach of the Social
Work Department is to help community groups tackle problems from within the
community, before they reach crisis level - (i.e. a preventative strategy). In their submission
to us, the Social Work Department detailed this approach as follows:
“The Social Work Department sees community development as a deliberate
intervention in local communities and interest groupings to assist and enable them to:
(a)

come together

(b)

identify needs and interests

(c)

take appropriate action to deal with these

(d)

develop further confidence in their own capacity to achieve these aims.

Essentially community development is a problem-solving process. We are concerned
to ensure that the individual citizen is prepared to take responsibility and demonstrate
concern for his own and his neighbours’ welfare. This is unlikely to happen unless he
is encouraged to make his contribution particularly with regard to issues which most
closely affect his community and about which he often feels powerless.”
As has already been mentioned, one of the main reasons for setting up the Policy Review
Group was the fear that the various agencies, while pursuing broadly similar remits, were
doing so in an unco-ordinated way. We feel from the above statements that there is ample
reason for this apprehension. We have therefore seen it as one of our tasks to look more
closely at these two services, in an attempt to find solutions which avoid duplication and
offer a reasonable demarcation of responsibilities, while at the same time leaving
departments sufficient scope to engage in co-operative activity. Although there are areas of
activity which are quite clearly and distinctly the preserve of education (e.g. formal,
classroom based learning situations or relationships with bodies such as the Workers
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Educational Association and University Extra Mural Departments), there are also large
areas of overlap and it is on these areas that this report concentrates. In addition, recent
trends in Community Education appear to accentuate the duplication of intentions. For
example, there are proposals to make Community Education “area based” rather than
“centre based”, to stimulate voluntary activity, and to concentrate activities in deprived
areas where social work has traditionally taken the lead in community development.
The Police Community Involvement Branch has the responsibility for organising and
advising on matters relating to:
Practical or ‘physical’ crime prevention;
Social Crime Prevention; and
Community Relations
Practical Crime Prevention can be summarised as providing a service to industry, commerce
and the general public, covering all methods of security including the following major items.
-

Advising the members of the force on crime prevention methods and studying and
keeping abreast of preventive techniques and practices.
Carrying out crime prevention surveys of business premises and other vulnerable
properties and advising members of the public on the security of their houses, cars
and personal possessions.

-

Organising crime prevention at local and regional level and arranging exhibitions of
all types designed to focus public attention on specific security weaknesses and the
means of rectifying them.
Arranging and co-ordinating Crime Prevention Panel meetings.
Inspecting explosive stores and magazines.
Maintaining good liaison with architects and planners in order that crime
prevention advice can be implemented at the earliest planning stage of new
buildings and housing estates. Lectures to students of architecture is an important
part of this procedure.
Vandalism is regarded as a special problem and Community Involvement Branch
officers pay particular attention to it and in particular to giving guidance on how it
can be prevented by good planning and design of buildings and housing estates.

Social Crime Prevention covers a wide range of duties including the following:
Processing and allocating all reports relating to child offenders and the general
supervision of police procedures arising from the Social Work (Scotland) Act 1968.
Operating the Strathclyde Police Youth Advisory Service. This scheme is essentially
a crime prevention measure designed to identify and divert potential and petty
offenders at the earliest possible stage.
Establishing and maintaining liaison with Reporters, Social Workers, local
authorities, environmental experts and planners, youth and community workers and
others concerned with the problems of juvenile delinquency.

The Making of an Empowering Profession

81

Organisation of the ‘Good Citizen’ programme in primary and secondary schools.
The programme of talks, films and projects involves area constables and police
school liaison officers and is essentially crime prevention in its truest sense and is
designed to show a child at an important formative stage the value of a lawful and
orderly society.
A major part of Social Crime Prevention is devoted to arranging and supervising
police involvement in special community projects and evaluating their effectiveness
in reducing crime and anti-social behaviour. The area constables play a vital role in
this work and the Branch is responsible for assisting them in every possible way. It
is essential that good lines of communication are established and maintained with
tenants associations, ratepayers associations and similar organisations.
Community Relations can be said to cover many aspects of Social Crime Prevention
but the following two aspects are of particular importance in this field.
Race relations is happily not a major problem in this area but the Branch
maintains close contact with the Strathclyde Community Relations Council
and has a responsibility for establishing and maintaining good
communications and relations with all immigrant groups.
In the general field of community relations a considerable amount of time
and importance is attached to speaking to members of the public and
organisations of all types on all aspects of crime prevention, policy on child
offenders and community relations.
In the pages that follow there are some criticisms of the current levels of our community
development services. It is most important that these should be put into the context of the
extreme difficulties of the past two years caused by local government re-organisation and
the severe financial restraint which followed it. Community Education staff have had to
cope with the uncertainties associated with the Alexander Report, anomalies in pay and
conditions of service and the delays associated with the deliberations of the Review Group.
In addition, community education was probably the most severely cut of all regional
services when its budget was cut by £2 million or 25% in 1976/7. A considerable tribute
must be paid to the way staff have kept the service going despite these difficulties. Similarly,
community work in the Social Work Department is severely restricted by the crisis level of
fieldwork staffing which has been Strathclyde’s inheritance. The Police Community
Involvement Branch was particularly badly affected by the restrictions in police overtime
earlier this year. These have also been cheese-paring times for the voluntary organisations.
In reaching our conclusions and making recommendations we have taken all these
difficulties into consideration. We do not, however, believe that all would have been well if
resources had been plentiful.
Having said this, the Review Group members have, in writing this Report, become even
more convinced of the value of these services. The following was written in the Carnegy
Report about Community Education but could equally apply to our Social Work and Police
services in Community Development.
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‘The benefits o f community education to society are out o f proportion to the
meagre expenditure o f public money on it and to the small number of
professional staff engaged in it. Full-time community education workers are
‘multipliers’ who stimulate and mobilise many times their own numbers within
communities they serve - to an unrivalled degree, community education taps the
springs o f voluntary initiative and service on which the health o f a democratic
society depends, not least in times o f national difficulty and crisis. ’

The Regional Council’s commitment to community development is borne out by the high
degree of priority which has been accorded to it, not only by making it the theme of one of
the Council’s first two Policy Review Groups but also through the pioneering work which
has already been done in the Regional Council’s policy documents on ‘Multiple
Deprivation’ and ‘A reas of Need - the Next Step’.
Among other factors, these documents identified the need for a co-ordinated effort by our
departments and by regions and districts; a failure by our departments to deal in terms of
people rather than tasks; poor information services; a sense of estrangement from
councillors and Members of Parliament; the need for the stimulation of self-help activities
and local leadership, and the need for the authorities to allow communities a genuine voice
in the running of their areas.
As a result, action is now taking place in 7 selected areas of need with the joint appointment
of area co-ordinators by the region and districts; intensive staff training, and positive
discrimination through departments’ own budgets and the use of special funds such as the
Urban Programme. More action will follow. In addition to this activity, there is the regional
contribution to the multi-agency approach of the Glasgow Eastern Area Renewal Project
(GEAR).
The groups own work has confirmed the relevance of the analysis made in these earlier policy
documents. In the East End and in those areas where co-ordinators have already been
appointed, we should expect that our own recommendations would be suitably modified to
take account of any special community development arrangements being made there.
THE ROLE OF COMMUNITY WORKERS

Although there is broad agreement among community workers about the short term aims
of their work, there is considerable controversy about the causes of social problems and the
appropriate stance of the community worker vis a vis these problems. At one extreme,
problems are seen as caused by the individuals in the area themselves, i.e. they are seen as
the inevitable, inadequately trained misfits of a basically just and unified society. At the
other extreme, social problems are seen by some community workers as the outcome of an
exploitative social system which has denied those in difficulty an adequate role in shaping
their lives or an adequate share of resources and which then attributes blame to the victims
themselves. It is, in the last analysis, a problem which individual community workers must
face when considering whether or not to apply for local authority posts. A considerable
responsibility also rests on those who train community workers. The invaluable document
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Knowledge and Skills for Community Work published by the Association of Community
Workers (and which we would commend to all concerned with community work in
Strathclyde) has this to say:
“trainers should pay a great deal o f attention to helping students think about
their own assumptions, values and ideologies in relation to community work
and community work objectives and to help them to decide what land o f
community work tasks most suit their values and ideology. For example it might
be difficult for a person with an anarchist personal philosophy to work for a
local authority if he tried to make that philosophy the basis o f his work. ”
Clearly, the community worker may find himself working in politically sensitive areas
especially if he is working for a local authority which he regards as part of a malign system
maltreating the community. There is no easy answer to this. Each community worker has
to make his own honest decision about how he maintains loyalty to his employer, loyalty to
the community in which he works and his own self-respect.
At the same time, the local authority both at official and elected member level must
appreciate the difficulties of the community worker, who is expected to carry out a pivotal
role between community and authority. Certainly, a community worker’s political beliefs
are of no legitimate concern to the Region except in so far as we need to avoid appointing
people whose political obsessiveness would tend to frustrate and alienate the community
and so inhibit community development initiatives - but then, other kinds of obsessiveness
could equally disqualify workers. There is again, however, a considerable responsibility on
those charged with selecting community workers to consider this problem and attempt to
ensure that those selected are mature enough in philosophy to challenge the system while
living within its constraints.
Finally, we have considered the problem of setting out objectives and tasks for community
workers. Because of the wide range of tasks performed by community workers and the
variety of areas in which they work, we see this as being both impossible in any specific
sense, and indeed undesirable in that it would prove over-restrictive in practice...
SUMMARY OF RECOMMENDATIONS

The following notes summarise the detailed recommendations
1.
Establishment o f a Community Development Committee - The Committee would be
responsible for:
(a)
(b)
(c)

securing co-ordination of community development services throughout the
Region
managing Community Education and Social Work Community
Development, including responsibility for resource allocation
monitoring all Council policies from a ‘community perspective’
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(d)

working with all agencies to increase responsiveness of the authorities to
pressures at local level

(e)

allocating urban aid/community council budgets and grants to voluntary
organisations doing community work

(f)

receiving and discussing community reports from Area Development Teams
(see recommendation 4)

(g)

arranging in service training for Area Development Teams and other staff in
direct contact with local people.

2.

Separate Budgets for Community Education & Social Work Community Development These would be allocated each year during the Policy Options exercise to ensure no
disproportionate cuts in community development services.

3.

Establishment of a Community Development Officer Group - The Group’s detailed
terms of reference would be agreed at a later stage but should include:

4.

(a)

Co-ordinating community development activities throughout the Region
based on a joint team approach

(b)

Servicing and implementing the work of the Community Development
Committee

Establishment of Area Development Teams throughout the Region - These teams,
comprising a core group of workers from the Departments of Education, Social
Work (and where possible) Strathclyde Police, would be chaired by the local
Regional member. The team would seek the active co-operation of District
members/officers and Community Councils in carrying out its major functions viz:
(a)

to identify those community needs which require a co-ordinated approach
for their solution, and to specify the steps to be taken to secure that co
ordination

(b)

to liaise and plan with community councils and voluntary organisations on
the appropriate response to community needs

(c)

to study the existing deployment of community staff and other resources in
the area (in conjunction with the appropriate Sub-Regional staff).

(d)

to discuss and comment on community work staffing for the area raised
unilaterally by any of the participant departments

(e)

to monitor the impact of Council and other public policies on the area and
to prepare a report each year on the problems of the areas; how they have
been tackled and plans for the future.

5.

Jobs and Training - Area Development Teams must make every effort in
collaboration with the Region’s Industrial Development Unit and Education
Careers Service, to identify possible job opportunities within their areas.

6.

Staff Deployment - In order to fulfil the wide ranging functions required of the Area
Development Team, it is recommended that:
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(a)

the proposal to reorganise Community Education staff on a field basis be
approved in principle

(b)

Social Work be allowed to appoint community workers broadly-speaking in
areas of deprivation recognised by the Regional Council

(c)

Management Services Department should be responsible for monitoring
recommendations as to actual numbers of staff in the above categories

(d)

a rationalisation of salaries and conditions of service be carried out
by Management Services for the various staff working in Area
Development Teams.

7.

Freedom and flexibility of Area Development Team staff - Chief Officers must
recognise the need to accord to staff the maximum degree of freedom and flexibility
to discuss community matters with their colleagues if fresh approaches to
community problems and more relevant policies are to be found.

8.

Concept of a “Community Chest” - The possibility should be explored of providing a
fund or community chest which would enable local communities in consultation
with their Area Development Teams, to decide how certain financial resources
should be allocated.

9.

The need to explain Regional Council policies and their implications - Each Department
within the Region should ensure that its pohcies and their implications are clearly
explained to “grass roots” workers, especially those in frequent contact with the public.

10.

Setting objectives for community workers - Departments must ensure that objectives
are set for their community workers and that these take into account the objectives
and plans contained in the Area Development Team’s Community Report.

11.

Fundamental importance of premises - The availability of suitable premises is seen as
essential to Community Development and it is recommended that:
(a)

Area Development Teams assess the need for community meeting places in
their areas.

(b)

Management Services Department provide a manpower structure for school
premises based on the assumption that schools would be open 7 days per
week, 52 weeks per year.

(c)

In the design of local authority premises equal weighting should be given by
the Director of Architectural and Related Services to community use of the
premises, as to operational considerations.

(d)

The needs of community groups should be reflected in the planning of
community buildings and community centres.

(e)

The Education Department should prepare a report for submission to the
Officer Group identifying surplus school accommodation.

(f)

Sympathetic consideration should be given to any proposals by community
groups who can raise sufficient finance, to lease surplus buildings and run
their own community centres.
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12.

Role of schools in community development - As schools have a significant role to play
in Community Development it is recommended that:
(a)

Education should prepare curriculum proposals for schools which place a
greater emphasis on informing pupils about the society in which they live
and the forces which shape it.

(b)

The Review Group on Schools Councils should bear in mind our comments
on the need to increase links between the community and schools, if the
cause of community development is to be served.

13.

Information services to local communities - Area Development teams should identify
either on a geographic or service basis any shortfalls in information services
concerning the Regional Council’s policies\plans. The Public Relations Department
would be responsible for making proposals to overcome these deficiencies.

14

Central government agencies and community development - The Chief Executive
should instruct each Department to prepare a report on those matters where the
involvement of Central Government departments is felt to be inappropriate or
damaging to community development.

15.

Relationship to ‘areas of need’ policy - Area Development Teams should work in
harness with the Co-ordinators for the seven areas of need selected by the Regional
Council for immediate attention. The Director of Policy Planning should report on
how this will be done.

16.

Professional training for community development - Based on discussions with
appropriate Regional Departments, it is proposed that the Community
Development Committee should explore with training institutions, the
development of a new and more relevant foundation course for community
development workers and the establishment of an adequate number of fieldwork
training units in the Region.

17.

Community development and the training of local people - It is also proposed that
discussions should be held with training institutions to ensure flexible arrangements
for training those unqualified local people who are interested in and can make
significant contributions to development.

18.

Interim role of the Policy Review Group - On the assumption that this report is
approved by the Regional Council, it is proposed that the Policy Review Group
should continue to meet in order to prepare more detailed papers for the
consideration of the Community Development Committee once it has been
established, relating to proposals contained in this report.

19.

Co-operation with District Councils and other housing agencies - It is felt that the full
co-operation and support of District Councils and other housing agencies is
essential if the arrangements we propose are to work at local level. Accordingly it is
recommended that this report be submitted formally to them with a view to
obtaining this support.
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THE GROUP’S FINDINGS

it is not enough to purge the remedies o f social failure by pumping in public
money; more profound remedies are required involving a much deeper
understanding o f the outlook and motivation, and o f the social problems that
produce them”.
S.G. Checkland “The Upas Tree” University of Glasgow Press 1976
THE CONTEXT OF OUR COMMUNITY DEVELOPMENT SERVICES

It is artificial to think that Community Education, Social Work Community Development and
Community Involvement are the only council services concerned with fostering community
development. It cannot be stated strongly enough that the impact of these direct services is
inevitably marginal compared with the overall impact of the Regional Council’s mainstream
services and that in the absence of a clear commitment throughout the Council to the idea of
‘Communty”, they are bound to fail. The central concern of this Council, the district Councils
and Central Government should be to see that all their activities foster the corporate life of
the community. Too often the community worker’s task is to help people prod the authorities
to provide an adequate service; ideally, the Councils and the Government should be the co
operative resource at his elbow. Every department of the Council should ensure that, by a
rapid and courteous response to the public and by providing services designed to meet the
needs of each community, it strengthens the sense of communal well-being in Strathclyde.
Every Regional employee must come to see him/herself as a community development worker.
It is recognised that this militates against a powerful trend in our society towards an
increasing rigidity of terms and conditions of service of employees. The damaging effects of
this trend on the ability of Council services to respond flexibly to community needs must be
borne in mind by those responsible for any manpower negotiations.
It is important that Strathclyde should play a major role in furthering community
development but success is likely to be limited unless we can move in partnership with the
District Councils and Central Government, because their services are also crucial to the
well-being of the community. During our review, those points became obvious to us in a
number of ways;
first, it was overwhelmingly clear to us that the service where the breakdown in trust
and confidence is most apparent is housing. This dominated our discussions about
the relationships between Councils and the public. We appreciate that housing is
the most difficult of services on which to give satisfaction since people have to live
each day with the cause of their irritation. Nevertheless, it was abundantly clear to
us that present systems of house letting and management give rise to anger,
frustration and a most damaging sense of powerlessness in tenants. Having said this,
however, we recognise a more fundamental problem namely planning - or more
appropriately inadequate planning. While we recognise that some housing
authorities have taken to heart the comments made in the Morris Report on the
planning of new housing developments, we would urge that there should be much
closer working relationship between District Councils and the Regional Council in
the planning of housing developments; that adequate social and recreational
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facilities be made available for these developments and that, wherever possible,
arrangements be made to talk to those people likely to be housed in the area in
order to assess the likely needs of the community once it is established.
Secondly, the Central Government has to pay its part in promoting more responsive
government and thus, a healthier community attitude to authority. It can be more
responsible in the following ways:
(a)

Despite some improvement since Local Government reorganisation, there
has not been the necessary devolution of power to the Regions and District
that was envisaged by the Royal Commission on Local Government. Every
time there is a needless referral to Edinburgh or a delay in replying, or
inappropriate laws and regulations, there is an increase in cynicism about
government and a damaging impact on community relations. Local
Government unfairly has to take the brunt of this.

(b)

Community development is not helped because many central government
services seem remote and beyond influence in terms of providing a service
catering for local needs. The National Health Service, the General Post
Office, Gas and Electricity Boards and DHSS are extremely difficult bodies
for communities to relate to and often have only a token consumers’ body of
which to take note in a democratic sense. Our recommendations attempt to
create local structures for community development which will have the
potential to relate directly to these bodies at local level. We hope that the
various central government agencies will participate in these arrangements.

If we want to see a happier relationship between community and government it is
essential that changes occur on the points mentioned above.
We must also, as elected members, attempt to gain a greater degree of influence (through
more frequent and meaningful dialogue with the appropriate bodies concerned), over the
content of Regional services which at present seem to us over-influenced by professional
groups, central government and ad hoc statutory bodies and which leave us too little direct
say in policy making. One has only to think of the teaching profession’s overwhelming
influence on school curriculum or the lack of influence the Region has over bus services
(other than those of the P.T.E.) to appreciate this point.
We would also wish to make it clear at this point that the Regional Council has less
influence on Police Services than other Services, and indeed less than we would like to see.
We have noted the view expressed by the Royal Commission on the Police that the role of
the Police and Fire Committee should extend no further than:
(a)

the provision of an adequate force for its area, properly paid, equipped,
housed and administered;

(b)

to constitute a body of citizens (Police Committee) concerned with the local
standing and well-being of the Police, interested in the maintenance of law
and order and able to give advice and guidance to a Chief Constable about
local problems;
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(c)

to appoint and, if necessary discipline or remove, senior officers of the force;

(d)

to play an active part in fostering good relations between the Police and the
public.

We accept this, but we feel there is scope for discussion between the Council and the Chief
Constable on how the Councils responsibility to give “advice and guidance” can be
extended, so as to increase the Council’s overall influence on how Police services are
provided, without interfering with the Chief Constable’s own responsibility for operational
deployment. We feel it essential that such discussions should take place, as the present
situation, in which the public assumes that the Council exercises a degree of influence
which it in fact does not, is unsatisfactory to us.
Many of the important decisions which affect the life of a community are taken outside that
community, and there is usually little chance for the community to have a serious impact
on those decisions. Apart from government decisions, these will pre-eminently include the
employment and investment decisions of private finance and industry. Jobs are the
inevitable centrepoints of a health community. The Region has done all in its power to
ensure that the emphasis in terms of growth in the Strathclyde economy is in the deprived
areas; it has done all it can to avoid causing redundancy and is doing a great deal to steer
its own capital investment and revenue expenditure to the deprived areas, where
unemployment is usually highest. However, we should be clear that local government’s
powers to affect the situation are limited.
The fact that unemployment and income levels cannot be significantly influenced by action
at community level has led some commentators to see community development as merely
a sop to society’s conscience.
In many ways, we accept the judgement that it is hypocritical of society to weep crocodile
tears over the deprived areas while at the same time maintaining a system of economic
management which inevitably leads to the creation of these areas, since the investment
decisions of industry are not necessarily geared to ensuring the welfare of local
communities but more often to the maximisation of profit. (Councillor Walter Boyle
recorded his dissent from the sentiments expressed in this paragraph).
We beheve that, it is important for the Council to maintain pressure on Central Government to
chaimel economic growth towards areas most in need. However there is also a great deal that
community development work as organised by local government can achieve, by ensuring the
deUvery of appropriate levels and types of services to the community; encouraging local people
to run those services which are most beneficially kept at local level; stimulating community
networks and awareness so that the sick, the disabled, the young, the old, the lonely, and the
delinquent are cared for more effectively; and developing the skills of individuals so that they
serve themselves and their neighborus better. These are worthy aims that community
development attitudes and services can do much to achieve, while the struggle to improve the
general economic climate goes on. We have no control over the economic system just as we have
no control over the weather but, as has been said, “If we were concerned that people get wet
when it rains, we should not attempt to stop the rain, but would take steps to provide shelter”.
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THE NEED FOR CO-ORDINATION OF OUR COMMUNITY DEVELOPMENT
SERVICES

We feel that the greatest potential for improving our services does not lie in employing
more community workers - although this will be necessary in some areas - but in quite
simple managerial improvements to our present system. We found that the local
communities we visited were usually most reasonable in their requests - while one or two
stressed the need for a greater allocation of resources to their areas, the majority merely
wanted courteous treatment; replies to letters; simple explanations of the issues;
consistency in dealing with requests; easy access to information; easy access to
accommodation for community purposes; regular bus services; and an end to prolonged
delays while Council administrations and Committees processed their requests.
A central problem with which we had to grapple was the structure of our community
development services. Clearly, the Policy Review Group was set up because of concern that
gaps, duplication or conflict were occurring because three regional departments seemed to
be using the same language to describe the aims of their work. In addition, districts and
voluntary bodies employ some community workers... At this point, we have little power to
consider the Police Community Involvement Branches’ place within the Council’s structure
since operational matters within the Police force (including the deployment of police
officers) are the province of the Chief Constable himself and while we welcome the co
operative attitude that comes from the Community Involvement Branch and take this into
account in our recommendations, we are not in a position to organise the branch itself. We
are therefore mainly concerned in the succeeding paragraphs with the relationship between
the community development services of the Education and Social Work departments.
At this time we do not consider it would be fruitful to produce a statement about the relative
roles of Community Education and Community Development. There is much that is
unsatisfactory in terms of the lack of overall controlled development of the services. But it
would be inappropriate for us to lay down a central guideline about roles for two reasons; first,
the services are so variable in Strathclyde that we could not produce definitive job descriptions
which would not be needlessly disruptive in many areas - for example. Social Work community
workers are so few that if we were to give a restrictive role to Community Education, this
would mean withdrawal of a service already provided in some areas since Community
Education staff would not be allowed to do what they are already doing and Social Work does
not have the resources to fill the gap; secondly we believe it is important that both the
Education and Social Work departments should contain within them workers who see their
role as a wide one focused on community problems rather than being departmentaUy
circumscribed. What certainly does matter is that there should be a co-ordinated approach
which takes note of the needs of particular areas and of present levels of service.
Broadly speaking, therefore, the options open to us as far as the structure of the services is
concerned are as follows:
(i)

there could be a single, independent, new department of ‘Community
Development’ or ‘Community Enterprise’ responsible for all the community
development services and pooling the resources of Education and Social Work,
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(ii)

the Education Department could be made responsible for all community
development services,

(iii)

the Social Work Department could be made responsible for all community
development services,

(iv)

the status quo could be recommended, or

(v)

the status quo with amendments could be recommended.

Two other options are theoretically possible - first, that community development activities as
such should not be continued. In view of our findings about the importance of this work, we
now feel that this is not a practical option; secondly, we could recommend that each
department of the Council should have a ‘community development’ section. This was not
seriously considered - it would dissipate community development strength by creating
marginal posts in departments whose employees should have a community development
focus anyway - this should be achieved by the departments without the creation of extra posts.
We go on now to consider each of the positions mentioned above and itemise their
strengths and drawbacks.
We cannot recommend the status quo: it is not possible to give our community
development work a clean bill of health and say that it is working well. There was ample
reason for setting up the Policy Review Group for the following reasons.
(a)

From the highest levels in the services to the face to face contact with the public
there is a lack of understanding about what Education and Social Work are doing
respectively in community development.

(b)

There are indeed gaps, conflicts and duplications in the provision of services, and
this would continue to be so if the services continued to be planned independently
of each other.
As we have indicated above, both Education and Social Work are relatively strong
on the ground in some areas, while in other areas there is little or no community
based tradition in either service. However, this problem is further compounded by
a lack of liaison. While in a few places the liaison is good, often it is non-existent. In
both cases this may be because of the personalities concerned. However, it was our
experience that such liaison as did exist was rarely planned or purposeful.

(c)

The major criticism, which follows from the above, is lack of effectiveness. Both
Education and Social Work said to us that Community Education and Community
Development were important to mainstream Education and Social Work
respectively because of the valuable community perspectives they gave the
departments. However, we feel that, at present, the community educators and
community development workers are often lonely people within their department sometimes seen as the frills but not real Education or real Social Work. For example
Community Education always seems to be the most vulnerable part of the
Education budget to cuts. We believe the former authorities tended to neglect
community development services: this should be rectified but it is not possible to do
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so without considerable changes to our present practices. If the lion’s share of the
community development budget is to continue to be spent by the Education
Department, it is essential that this should be separate from the mainstream
Education budget. In considering it alongside the statutory responsibility for
schools. Education Departments and Councils have been unable to accord this part
of the budget the significance which it merits for the community as a whole.

Should Education be the department responsible for community development? This
argument has some appealing aspects. First, education is the biggest spender of our
departments and perhaps the most prestigious. The bulk of present spending on
community development is done by Education and by far the majority of our community
development staff are employed in Education. Secondly, Education buildings are by far the
most significant part of our property resources, and meeting places are crucial to
community development. Thirdly, recent trends in Community Education are most
welcome; these include lessening the emphasis in the duties of staff on managing centres
and increasing their direct educational involvement with the public; an emphasis on
increasing community control; declarations of faith that communities and individuals have
very considerable untapped resources which can be utilised; a welcome broadening of the
definition of Education so that all development of both individual and community is seen
as education - this we see as essential if the education service is to regain contact with the
many thousands who turned their backs on it on leaving school. However, while we
welcome the broadening of Community Education’s role, we should not welcome a
situation where every community educationalist is expected to be a ‘generic’ or all-purpose
community worker. There is considerable scope for the specialist skills of community
education workers - for example, as detached youth workers or in sporting activity - but
our aim is that each area should have access to the full range of skills it requires.
We reject the idea of making Education responsible for all our community development
services mainly because community development work left with the Education department
could never be ‘the tail that wagged the dog’. Scottish education, as compared with other
national education systems, has not had a good reputation for outgoing links with the
community and has tended to be dominated by the professionals. In contrast, we wish to
see the development of an approach in which the needs and aspirations of ordinary people
determine the direction of the professionals’ activities. We are saying two things. First,
community development work is far too important to be left as the minority interest of the
Education Department which we think is all it would be if left there alone. Secondly,
Community Education, reflecting community development principles, has had only a
limited impact to date on the Education Department itself though there are notable
exceptions in particular areas and in particular schools.
Could Social Work take over sole responsibility for community development? After all the
1968 Social Work act does charge Social Work Departments with the comprehensive
responsibility for ‘promoting social welfare’. The Social Work Department through its
concern for people in need, its detailed awareness of community problems and its
commitment to developing and supporting the strength of local communities might be
regarded as the ideal vehicle to assume total responsibility for community development.
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One argument against this solution is the crisis state of Strathclyde Social Work staffing
which is fully stretched at the moment, responding more on a “one to one” basis to
individual client crisis in the community. Statutory responsibilities swamp area teams and
hinder the necessary preventive work associated with community development going
ahead. There would also be the problem that Social Work Community Development staff
would be outnumbered by possibly disgruntled “Educationalists” - also Social Work does
not have the same control over premises suitable for community purposes that the
Education Service enjoys.
The idea of a new, independent Department of Community Development or Regeneration
or Enterprise has great appeal. It is the most glamorous thing for a Review Group to do you must mean business if you are going to create a new department! It shows the priority
you are giving to community development. It would allow each and every policy of the
Council to be scrutinised more effectively from the viewpoint of the community rather than
that of the service departments. Such a department would have direct access to the political
and administrative power points of the Region. It would hopefully end the confusion which
exists at local level about who is responsible for all community work. It would allow an
integrated team approach to community development using the complementary skills of
educationalists and social workers.
But, we rejected this solution for the following reasons:
-

Community work is, essentially two-pronged (i.e. the worker should be concerned
not only with meeting the needs of the groups with which he is working in the
community, but also with working within his own department so as to improve its
internal knowledge of community problems and aspirations, in the hope of
ultimately modifying its policies and practices in ways which are to the community’s
advantage.) The transfer of workers out of a service department and into an
independent department would without doubt diminish the community worker’s
ability to bring such a “community orientation” or “community perspective” to the
service department’s overall thinking, planning and policy maWng. In addition, the
feeling of being under pressure constantly from an outside agency might merely
lessen the responsiveness of major departments to communities’ needs.
While a new independent Department would most certainly provide a clearly
identifiable structure for community development in the Region, cohesion and
unity of purpose would not necessarily follow. We feel, at this time, that there are
in existence fairly strong departmental loyalties which would tend to militate against
any smooth integration, and that there might be a little advantage in terms of staff
morale and working relationships in the creation of an independent department.
While it is not possible for us to carry out a detailed cost-benefit analysis of our
recommendations, it is likely that the additional costs involved in the creation of an
independent department would be considerable.

On balance we feel that these arguments are strong enough to dissuade us from
recommending the creation of an independent department of community work. We regard
the questions of securing a focus for community work, emphasising the Council’s
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commitment to it and ensuring that resource allocations reflect that commitment as
important, but we feel that these can be catered for without creating a separate department.
We believe we can achieve our aims best by major amendments to the status quo. If
implemented, we believe that our suggestions would have a powerful long-term impact on
the quality of community life in Strathclyde.
Our changes must seek to achieve the following objectives:
(a)

A substantial increase in the importance accorded to community development in
Strathclyde. We believe that this has been neglected in the past to our detriment for example, in the construction of housing schemes which neglected first the
importance of facilities of a formal kind such as community premises and secondly,
took little note of the importance of stimulating small scale, social networks of
friendship and acquaintanceship which enable people to feel responsibility for their
environment and to care effectively for their fellow citizens especially those who
particularly need the support of the community.

(b)

An increase in the power of the councillor to promote and monitor policies
which safeguard the interest of the community. The existing committee system
needs to be considerably supplemented to give councillors more control of the
direction of services.

(c)

We must increase the ability of our services to respond locally to the community’s
needs - not the departments’ needs. It is essential to have a team of officers at local
level to monitor the needs of an area from the viewpoint of the community and to
speak for that community.

(d)

The major resource of Strathclyde is its 2,500,000 people. We must find ways of
using the enormous untapped talents of these people more effectively, and
community workers must see this as a priority task. If only a small extra proportion
were to become more fully involved, many crushing problems - vandalism, the care
of the old and handicapped, loneliness, delinquency, or anti-social tenants - could
take on manageable proportions. We do recognise, however, that in many deprived
areas, this is likely to be a long term task and that the initiative will rest with the
professionals for some time to come.
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DISCUSSION PAPER NO. 1
SCOTTISH COMMUNITY EDUCATION COUNCIL 1979
This paper represents the first thoughts o f the Council on the nature, purpose and methods o f
community education. The Council’s views will no doubt change in the light o f experience and
as the dialogue between the Council and those engaged in community education develops. The
Council would wish actively to develop such a dialogue and hopes that any reader o f this paper
so minded will respond.
THE APPROACH TO COMMUNITY EDUCATION

“Community” has many shades of meaning: it should not necessarily be equated with
geographical location - the source of many misconceptions surrounding community
education. There are many sorts of community - local, national, international, family,
friends, work, school, church, voluntary organisations, leisure occupations in great variety
- all of which provide the occasion and the need for the development of mutually
supportive relationships. “Education” likewise has a multiplicity of meanings: it is generally
equated with schooling, but most confusion arises from the indiscriminate use of the term
to denote two quite different concepts - education as a system and education as a process
- education viewed from the point of view of the provider and consumer respectively.
“Community Education” has acquired widespread currency in recent years, but, not
surprisingly, no precision of meaning. The title does not carry any inherent significance
which would distinguish community education in Scotland from the various other kinds of
lifelong education which have been adopted elsewhere under different titles. The Council
recognises an affinity between its own aspirations for community education and those of,
for example, the Council of Europe for permanent education, OECD for recurrent
education and the Advisory Council in England and Wales for adult and continuing
education. The Council will seek actively to develop productive relationships with these
and other organisations concerned to encourage the development of lifelong education.
In short the Council proposes to regard “community education” as a label identifying the
Scottish brand of lifelong education. The Council will formulate aims and methods for
community education in the light of what it perceives as educational needs and not through
seeking to interpret a theoretical concept of indeterminate and indeterminable meaning.
THE COMMUNITY EDUCATION SERVICE

Education authorities have powers and duties under the Education Scotland Acts to secure
the provision of adequate facilities for social, cultural and recreational activities in their
areas. They may establish and maintain centres themselves, may assist any bodies whose
object include such provision and may co-operate with local authorities or voluntary
agencies. It was under these powers that the youth and community service used to be
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supported. The facilities provided took a variety of forms. The commonest were community
centres and youth centres either free-standing or incorporated into school buildings.
Traditional adult education consists essentially of leisure time classes provided under the
auspices of a University Extra-Mural Department, the WEA or education authority further
education centre. Most adult education classes are geared to the needs of students who
have already acquired at least enough education to be conscious that they want more and
are willing and able to seek it out. Adult education is still for those who have succeeded in
the educational process and comparatively little continues to be done for those who need
to remedy failure. Significantly more attention is now being paid, however, to educationally
disadvantaged adults, particularly the functionally illiterate.
The Alexander Committee recommended that: ‘A dult education should be regarded as an
aspect o f community education and should with the youth and community service be
incorporated into a community education service. ”
There are at least two interpretations of this recommendation. One suggests that a
synthesis of youth and community service and adult education would produce a community
education service; another that the community education service should include youth and
community service and adult education together with a wide range of other agencies
unspecified in the recommendation but mentioned elsewhere in the Report.
Implementation of either concept would be fraught with practical difficulties. Both youth
and community service and adult education are themselves loose and sometimes conflicting
agglomerations of statutory and voluntary agencies, varying significantly from region to
region. Neither is an entity capable of unification with each other or with other agencies
with a “service” structured and administered sufficiently coherently for the name to have
any realistic significance.
Even before the reorganisation of local government there was a tendency in Scotland to
rename the youth and community departments of education authorities “community
education” departments. The change of name did not indicate any marked development in
the role of the youth and community service and in particular adult education was not
integrated to any significant degree with the youth and community service. In many regions
the new system of local government came into effect leaving important questions about the
organisation of the youth and community service still outstanding. Some of these questions
have still not been answered. In other regions difficulties of a practical administrative
nature concerning particularly the management of community facilities remained long
outstanding. In short, although departments of community education were established in
most regions throughout Scotland, no common pattern of organisation and administration
emerged which could be identified as a model to be applied generally.
Moreover, existing practice does not confine community education to a synthesis of youth
and community service and adult education. In addition to activities which are selfevidently appropriate community education has an interest in what happens within
educational institutions at both the school and the post-school level as well as in the
activities of agencies which might not be thought to be primarily educational in nature.
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Education as a matter of administrative concern has traditionally and naturally been
regarded as the preserve of education departments in central and local government. As far
as educational institutions administered by public bodies at public expense were concerned,
it was not inappropriate to speak of an education service. But the list of activities with a
claim to be classed as community education bursts not only the bounds of conventional
educational preserves, but includes agencies which are not the concern of educational
administration at all. It is clear that community education is so wide-ranging that it cannot
be offered to the public as a service by any one agency or by any realistically correlated
group of agencies.
The Council proposes, therefore, to distinguish between “community education” and
“community education service”, using the latter to refer specifically to the community
education departments of the Scottish Regions as education authorities. By using the term
“community education service” only with this limited connotation the Council hopes both
to clear up existing confusion and to clear the way for the development of productive
working relationships with operators in other fields, who, it is hoped, will be happy to
collaborate in ventures of an educational nature although they would not wish or would not
be in a position to regard themselves as part of a “community education service”.
COMMUNITY EDUCATION IN THEORY AND PRACTICE

Education is about learning; if there is no learning then there is no education. All
educational structures, institutions, systems are, or should be, for the purposes of achieving
learning. Community education is no exception. But learning what? And who is to do the
learning? These questions, manifestly related one to the other, require an answer before
community education can begin to function.
Both the youth and community service and adult education tended to provide such
educational opportunities as they deemed appropriate and did not, or perhaps could not,
in general attempt to assess and meet the needs of individuals. But learning is a function of
the individual human mind. In a sense “community education” is a contradiction in terms;
since there is no such thing as a community as such. Teaching might be individualised;
learning always is. To be effective in achieving learning community education, in common
with all education, must become more individualised in its approach. The community force
of the educational input will be felt when individuals collaborate for their common good
and the sum and interaction of the educational influence on individuals becomes an
educational influence on the community.
Participation in community education is voluntary and it is not conceivable that every
educational activity in which any individual might feel inclined to participate at any stage
of life could be provided in anticipation of the need - defining need as Alexander defined
it as “the gap between the present state of an individual and the more desirable one to
which he aspires”. All that community education can sensibly do is respond to need - it is
essentially a consumer oriented activity. It is essential to find out what people need to learn,
if necessary helping them to articulate unconscious needs, before attempts are made to
provide it. Only from a dialogue of providers and learners can something emerge which
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would be the beginning of genuine community education. The development of positive
attitudes to learning on the part of individuals would come before the provision of
structured teaching.
The achievement of accord between educational provision and potential demand is,
therefore, a crucial issue. Some kind of information or counselling service will be essential
if prospective students are to be adequately informed of what is available and particularly
if the learning opportunities to be made available are to relate to the identified needs of
potential learners. A prerequisite will be a high level of co-operation among central
government agencies, local government agencies and local voluntary organisations all of
whom will require a willingness to work closely together. The Council sees community
education as an expandable concept which allows appropriate participation by any
educational agency and by any individual as in self-directed education or study.

A WORKING DEFINITION OF COMMUNITY EDUCATION

Having followed its ovm arguments to the inevitable conclusion that the primary criterion of
success in education is not the creation of a system, but the quality and relevance of the
learning that has been achieved, the Council feels ready to offer a working definition of
community education. It is the total effect on the community o f successful efforts to meet the
learning needs o f individuals. The Council believes that such an approach universally followed
would lead to educational influences exerting an increasingly important effect on life in
society. Education in general would cease to be a constrained or temporary mode of
operation. Community education in particular would become the guiding principle of the
educative society, postulating that in order to lead a civihsed existence the individual must go
on learning and will seek to do so in order to enhance the quality of personal and social life.
In short, the Council will seek to interpret community education not as an educational
structure or system, but as a process affecting the individual learner. The Council hopes
that this approach is sufficiently novel and distinctive to enhance the prospects of successful
collaboration with other educational interests without in any way trespassing on their
legitimate concerns. The Council will, naturally, wish to consider the extent to which
existing organisations and agencies are meeting the educational aspirations of learners, but
the Council will not confine its interests to existing agencies which might indeed not cover
the whole range of educational aspirations within the community.

The Making o f an Empowering Profession

99

IAN MARTIN
SIGNPOST TO NOWHERE
COMMUNITY EDUCATION Magazine 1980
“Three out of ten. A disappointing effort.” That is how I would summarise the views of a
group of postgraduate students at Edinburgh University after considering the Council’s
“first thoughts on the nature, purpose and methods of community education” (introductory
paragraph). Otherwise, there seems to have been very little response to what was
presumably a widely circulated document apart from a good expose of the main
contradictions and confusions in the text by James Inglis in the Times Educational
Supplement of December 21,1979. The purpose of this article is to give my own reaction to
the paper before rigor mortis confines it to the filing cabinet.
I should emphasize that this is the entirely personal and admittedly partial response of
someone whose way into community education has been via disenchantment with the
middle class, middle-aged bias of so much traditional adult education. My interest in
community education centres on its potential for developing new forms of adult learning
outside the conventional institutional context of courses, classes and clubs. There are
obviously other perfectly legitimate variations on the theme whose enthusiasts are well able
to state their own cases. Perhaps they should do so in order to convince the Council that
community education in Scotland has more to gain from the dialogue its first discussion
paper formally invites than the consensus it seems actively to seek to promote.
It is the misguided preoccupation with proposing a supposedly consensual interpretation of
what community education is about that explains the trivial banality of much of what the
paper has to say. This aspect of the discussion has been well treated by James Inglis and
need not be examined in detail here. Nevertheless, the opening sortie into the definition
quagmire of “education” compounded by “community” may be recommended to harassed
students trying to make sense of the thing as a useful negative analogue of how not to go
about identifying the creature. The text is not easily summarised because so little survives
the exercise but four major themes just about manage to surface:
First, the conceptual difficulties inherent in the term “community education” are
negotiated by the somewhat novel expedient of dismissing them and suggesting that
community education be regarded as “a label identifying the Scottish brand of lifelong
education” (para 3). Without further elaboration, this hardly helps because it does nothing
to indicate how community education’s commitment to challenge the socially regressive
effects of front-end/end-on education is to be translated into operational terms. In this
respect it is worth noting that the Discussion paper’s cavalier neglect of current practice
and critical literature (which is emerging) does nothing to help clarify the real issues.
Second, community education is presented as a consumer service. The ideology of
consumption implicit throughout allows it to be discussed entirely in market terms as
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“provision” that is prepared, packaged and peddled by professionals trained to perceive
and interpret “educational need” in the community. Divorced from the cut and thrust of
the educational market place, we are apparently left with a “theoretical concept of
indeterminate and indeterminable meaning”. So what makes community education
different from for example, traditional adult education or, for that matter, bingo?
Third, the market model provides the rationale for tidying up the community education
mess which is apparently in danger of getting its grubby fingers into other people’s
professional pies. It must therefore ply its trade in the educational market place without
trespassing on the patches of rival hawkers - good news no doubt in the staunchly defended
bastion of Scottish teaching, but hardly the basis for effective initiatives in community
education in the schools and colleges. The Council’s concern with ragged edges seems to
have more to do with bureaucratic and professional demarcation lines than with real issues
in the community.
Lastly, it comes as no surprise that the paper opts for a discussion of educational input
exclusively in terms of responding to individual learning needs. The treatment of this
theme, incidentally, illustrates a peculiar process of what can only be called tautological
logic in the way the argument is presented. We proceed from the remarkable statement that
“Education is about learning: if there is no learning there is no education” to the conclusion
that community education must be about individual learning because there is no such thing
as the communal mind. In this way we are eventually presented with a “working definition”
of community education as the “total effect on the community of successful efforts to meet
the learning needs of individuals”. It is this singularly unoriginal conception of passive,
consumer-oriented provision which prompts the only concrete recommendation in the
Discussion Paper for an information and advisory service to deal with individual enquiries.

AN ALTERNATIVE INTERPRETATION

The value of this kind of supposedly comprehensive and consensual view of community
education must be questioned. What is needed is dialogue between community educators
rather than a comfortable consensus among them.
The interpretation proposed here is quite simply that of community education as a flexible
but holistic approach to the educational interest, learning requirements and social
development of people who have gained little from initial/terminal education and the
assortment of optional extras appended to it. The learning process therefore starts from
where people are, i.e. with their abilities, aspirations, problems and needs as they perceive
them. If there is anything “novel and distinctive” about community education, as the
Council claims, it is perhaps that is does not necessarily reflect the assumptions and
expectations of professional educators or the externally-prescribed curricula by means of
which they impose their values in the guise of “standards”. In this sense it is a direct
response to the Alexander Report’s concern that “those to whom adult education should
be of most value are the least involved”^^^ and implies a rejection of the exclusivist ethos of
“education as leisure”. Community education, then, could be said to be about giving people
what they want from education as distinct from what they probably expect. Consequently it
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is characterised by a wide diversity of practice because the form and content of learning are
informed by the nature of local priorities and resources - not, hopefully because
community educators do not know what they are doing or because they are merely meeting
the expressed demand of the most articulate and organised groups.
Moreover, community education understood in this way insists that collective forms of
learning are feasible, worthwhile and often necessary. This means that community
educators must refuse to accept the aggregative fallacy of the total effect of individual
learning on the community which is put forward in the Discussion Paper and along with it
the pathological distortions of “educational disadvantage” conceived entirely in terms of
individual “learning needs”. Whatever the conceptual difficulties, in reality “community”
and “neighbourhood” do mean something tangible to the people who live and work in
them. They mean, to put it crudely, that people are tied up with each other in patterns of
collective interest, mutual dependence and common concern. This implies that community
educators should be capable of exploiting the educational potential of local social systems.
But it also means recognising how easily appeals to “community spirit” can be manipulated
as a “constraint on the less privileged”^^^ reducing community education simply to the level
of “relevant” educational input in programmes of traditional community development.
Perhaps it is precisely where planning and redevelopment or the “horizontal violence”
induced by poverty and deprivation threaten community that the “basic collective idea”
which Raymond Williams has identified as fundamental to working class culture^^^ needs
most urgently to be reasserted. This presumably is part of the logic behind the CARE
Project in Northern Ireland in which local radio is being used to enable ordinary people to
reflect back to one another in their own language and style the reality of community life
and experience.^"*^
The perception of the collective nature of people’s interests and problems is crucial
because it is the crunch where the cosy consensus begins to break down. As soon as we look
at society in these terms we confront the fact that collective interests and conflicts of
interest do exist. In this respect the Discussion paper’s preoccupation with individual
learning needs distorts the real context of the “educational disadvantage” with which it
professes to be concerned. The community educator - given that he cannot and should not
be all things to all men and that he operates under the constraint of limited skills and
resources - is forced to make choices about what he does and whom he works with. This
means taking sides and shedding the pernicious myth of educational neutrality. In essence
community education understood in this way is an opportunity to make a decision in favour
of the educational “have nots”. We cannot therefore accept the consumer ideology implicit
in the Council’s paper because it is based on the Illichian fallacy that the educational free
market of first-come-first-served operates in the interests of all equally. All this does in fact
is to reinforce the initial advantage of those who in collective or class terms are best placed
to exploit the opportunities it presents. It is vital to emphasize the redistributional
intention, especially as non-formal education is increasingly deployed as an instrument of
unemployment management.
Such a view transforms the process of community education from a passive response into
an active initiative in which those ubiquitous “needs” no longer provide an excuse for
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waiting for people to come and express them. Initially the absence of any explicit consumer
demand makes the whole learning experience more challenging and open, less predictable
and safe - so much so that perhaps the validity of prescriptive generalisations about the
“nature, purpose and methods” of community education is doubtful. It involves working
with (not for) people towards the agreement about the nature of their collective interests
and appropriate educational responses. The Discussion Paper recognises the importance of
eliciting “unconscious needs” but fails to see that people might at first be hesitant about
“exposing” them. This is one of the reasons why community educators should insist on the
feasibility of group approaches to learning and what Freire calls “dialogical” methods in
which goals and strategies are not imposed but negotiated. The point is made clearly in the
following quotation from an information sheet about a new WEA venture in Edinburgh:
“We see ourselves as students who wish to develop a kind o f worker’s education in which all
participants (students and teachers) are ‘subjects who know and act’, not ‘objects which are
known and acted upon.
The starting point may well be what has been disparagingly but in my opinion quite
acceptably called the “practical instrumentalism” of extrinsic reference to practical problems
and issues in the local community. Examples of worthwhile initiatives in community
education begiiming in this way include work with young mothers, tenant’s associations and
welfare rights groups, retirement and parental education. What is quite certain is that in this
essentially social process of learning, the bureaucratic language of “service” and “provision”
becomes redundant. Initially at any rate, questions about quality and relevance apply
primarily to the nature of the learning relationship between all the participants (rather than
to content) and the social context of learning qualifies and informs the character and
direction of the group’s collective educational experience and development.

A PRACTICAL COMMITMENT TO WHAT?

The practical consequences of this interpretation of community education may be
summarised in five basic principles:
First, community education should be understood as an attempt to redistribute and create
more open access to opportunities for learning. We now accept that there is no lack of
demand for education among people who would never dream of enrolling in a formal class.
This latent interest in learning, however, can only be tapped effectively if we are prepared
to develop curricula with the people concerned - quite different from providing
“relevant”^®^ education for them.
Second, educational initiatives in the community depend upon a hard-nosed definition of
local priorities. In this respect there is clearly a danger that an established Community
Education Service of the type that exists in Scotland will be diverted from innovation and
extension by the routine demands of administration and management. Local priorities
emerge from meeting people on their own ground and working with them. Pre-defined
“needs” merely rationalise existing patterns of provision and legitimise the professional
specialisms that service them. In addition, as Colin Kirkwood has pointed out, the
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bureaucratic assumption that priorities are always to be defined negatively in the language
of “need” should be constantly questioned/^^
Third, community education demands innovatory practice in a deliberate movement away
from the traditional methods and values of adult education. This involves rethinking the
whole spectrum of our assumptions about organisation and control (What exactly do we
mean by “participation”?), the physical setting and human relationships of teaching and
learning, the identification and exploitation of local skills and resources, and the entire
range of issues in planning, management and research that we tend to regard as our
professional prerogative. Again, the Council would not have to go far to find examples of
real innovation in community education in Scotland. Indeed, the Gorgie-Dalry Adult
Learning Project is on its very doorstep in Edinburgh.
Fourth, community education challenges established bureaucratic and professional
demarcation lines. It is not simply a residual category for the bits left over after “needs
assessment” exercises. It may well mean treading on other professional toes and certainly
implies questioning the professional monopoly of teaching. This is hardly likely to satisfy
the Council’s apparent desire to tidy up the loose ends but it is nevertheless necessary if
alternative forms of learning are to be developed with people in the community.
Finally, community education as a learning process should make it possible to combine
education and action. People with interests and problems, want to do something about
them. In other words, community education should embody the principle of praxis, that
combination of action and reflection in which the purpose and relevance of learning are
reformulated and extended in the process of acting upon it. The question is whether
employers are prepared to follow through the logic of this and accept that if local workers
get their professional hands dirty, they cannot always be expected to keep their political
noses clean.
CONCLUSION

The values of individual consumption implicit in the Council’s paper reinforce the dichotomy
between “them” and “us” that is almost taken for granted in so much official thinking about
service and provision. And yet what really matters is that community education should not be
regarded as just another way of providing what we think is good for them. It is a chance to
explore possibilities for genuinely participatory forms of learning in which people are active
partners, not merely passive consumers or, worse still, “clients”. The waters may be muddy
but they are not entirely uncharted. If it would accept that community education is in a
“continuous process of definition and clarification,”(8), the Council could do much to
stimulate constructive dialogue and debate. After an inauspicious start it should abandon
consensual approaches and invite individuals and local groups to submit their own views
about community education for publication in future discussion papers. Then we might at
least begin to work towards a real dialogue about a term which has indeed acquired
“widespread currency” but as yet no “precision of meaning” .
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TOWARDS COMMUNITY EDUCATION: AN EVALUATION
OF COMMUNITY SCHOOLS
ABERDEEN UNIVERSITY PRESS 7980
This research report takes a critical look at the purpose-built community school. Is it the
school of the future, or just a passing fashion?
The last twenty years have seen a rapid growth of enthusiasm for the idea of community
education - an educational structure which serves the educational, social and recreational
needs of the whole population, adults as well as children. In the past, community education
has often made use of school facilities, for meetings, for adult classes and lectures, for social
functions and for recreation. Now, an education authority planning a new school
(particularly a secondary school) for an area, or an extension to a school to incorporate
such features as a games area, a swimming pool or a hall which can be used as a theatre, is
likely to consider whether the design should purposely take account of this growing adult
use. The idea of a school which serves young and old alike has a certain appeal, and often
existing schools will also aspire to the attractive-sounding title of ‘community school’, even
without purpose-built facilities.
If community education is to develop in a period of economic stringency, there is obvious
financial sense in combining the provision with the existing school system. The
requirements of each appear to be complementary.
Schools, like football grounds, are appallingly under-used. Schools are not just
educational plant: they are also - or should be - community plant. The
community are stupid if they invest £2 or £3 million in lavishly-equipped modem
facilities and then leave them to be used by one age-group only, and even then only
from 8.30 to 4 on weekdays at certain times o f the year. The first community
schools are at last getting off the ground in Scotland. The hope is that eventually
such schools will be open more or less all day; adults would be welcome; and the
schools would eventually become the nucleus o f community life. As well as
theatres, swimmingpoob and games halb, libraries, doctors’surgeries and health
centres, even bars and inter-denominational churches would be within the school
complex. Indeed, the school would no longer be a ‘school’ as such, but a genuine
community centre.
(The Scotsman, 19 August 1976)
The case for shared provision goes beyond the economic argument. The merging of school
and community centre in one building is seen as a way of bridging the gap between school
and community, with the optimistic assumption that both school and community life will
somehow be better if the two are brought more closely together.

106 COMMUNITY LEARNING AND DEVELOPMENT
This is the assumption which the research project aimed to test. Clearly there is no simple
answer: more precisely, the aim of the project was to establish in what ways and under what
conditions and by what strategies certain objectives are likely to be achieved. Can two
rather different functions be combined in one institution? Some of us are old enough to
remember the first flights of the majestic airships of the 1930s - a combination of aircraft
and an ocean liner in a single machine. This was a vision of the future which vanished in a
disastrous inferno of flaming gas. Was the idea basically faulty, or was it just an idea ahead
of its time, before the technological development of non-flammable helium which might
have made it a success? In reviewing the experience of our present community schools, we
should remember that we are looking at the first generation of community schools and we
should not expect them to come up with all the answers. If we can at least identify the
problems which they face, we may make some contribution towards the implementation of
what is probably one of the most important educational ideas of our time.
TOO MUCH EXPECTED?

The advocates of community schools tend to make ambitious claims: that both school and
community education will benefit from being combined in one institution; that combining
the two will save money, especially in capital investment; that the effect will be to introduce
‘relevance’ into the school curriculum; that this is the means to achieve effective parent
involvement in schools, through devolution of decision-making, resulting in a
reinvigoration of local democracy; and sometimes even that community education will
solve the problems of alienation, vandalism, truancy and violence.
Expecting too much is the perennial risk when any new fashion hits the
educational scene.
(OECD/CERI, School and Community 1975, pl34)
The notion of community education has a respectable history, dating back to the
nineteenth century. Towards the end of that century, John Dewey and others drew
attention to the decline of rural society and sought to preserve the virtues of the pioneer
community in a period of growing urbanisation. The Cambridgeshire Village Colleges of
the 1930s were the first practical implementation of the idea in England. Other elements in
the development of community education have been identified: adult education, from the
early years of the twentieth century; continuation classes, after the 1918 Education Act; the
Physical Training and Recreation Act of 1937, leading eventually to the Wolfenden Report
of the 1960s which recommended powers to local authorities to build sports centres; the
Service of Youth in wartime and the youth clubs of the 1950s, and the Albemarle Report of
1958 which laid the foundation of the present youth service; the UNESCO call for lifelong
education in 1972; compensatory education and urban renewal in the Educational Priority
Area programmes from 1969; and more recently, the Taylor Report on school managers,
and the Russell and Alexander Reports on adult education. This long series of events has
been brought together in the 1970s in the community school movement. The movement,
with all its popular appeal, is a gift to the politician or administrator who wants a jewel for
his crown. Taking an idea which is philosophically respectable, has a sound historical
background but is highly topical, and promises economy in expenditure, wrapping it in the
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concept of local democracy and spraying it with the aerosol work, ‘community’, he has an
irresistible package to offer. But the dangers are of offering too much, of failing to reckon
the necessary steps between the aspiration and its realisation, of ambiguity or vagueness
which encourages people to expect fulfilment of conflicting objectives.
It is time for a critical look at the proposals for community schools and a review of
developments where such schools have been established. In no sense does such an
investigation reflect hostility to the ideal of community education: rather, it is a rational
step in trying to ensure its implementation. Without such monitoring we risk being
launched on the too familiar sequence of the ‘bandwagon’ effect which leads into
disillusionment and backlash.
THE RESEARCH PROJECT

The research which is reported here was a three-year project, funded by the Scottish
Education Department with the collaboration of Grampian Regional Council. An early
statement of the objectives read:
A central part o f the research will be the observation, analysis and evaluation o f
school-community relationships in areas which have been recently provided
with purpose-built community schools or community facilities. One task will be
to clarify what is meant when people speak o f ‘community schools’ and
‘community education’ ... there is also the question o f how the relationship
between school and community operates: does it reinforce established values, or
does it lead to a radical change o f emphasis in both school and community?
And how important are the purpose-built facilities in the community school,
and how are they most effectively organised?
Though the research was confined to one Region, the aim was to identify the basic issues
which would emerge in any Region adopting a community schools policy.
An initial hypothesis, soon confirmed, was that each community is unique, in that the
relationships of school and community depend on specific features in the area, its social
context, the geographical setting, the nature and history of the community and possibly the
personal qualities of the individuals. Particular strategies likely to be effective could be
expected to differ in a variety of settings, and general principles could be derived only from
detailed analysis of a number of case studies. Consequently, a main element in the research
design was the study of five locations in the Grampian Region which afforded contrasting
interpretations of the community school idea:
-

Aboyne, in the rural area of upper Deeside, where a combined secondary school
and community centre had been opened in 1975;

-

Linksfield, in the city of Aberdeen, where a new purpose-built community school
planned in 1971 was now nearing completion;

-

Dyce, in a rapidly growing suburb of Aberdeen, where community provision had
been integrated with a large new primary school;
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-

Bankhead, a nearby suburb with a recently extended secondary school and the
Beacon Centre, a sports and community centre, about a mile distant;

-

Powis, a city area with pockets of severe social problems, where the pre-war
secondary school building has no special community facilities.

These individual studies were set in the context of surveys of Regional policy and of
provision for community education in other secondary and primary schools
throughout Grampian Region. A number of other special studies - on attitudes of
young people and College Council members and on the training of community
education workers and teachers, and on other topics - were undertaken to
investigate special aspects which emerged as the research proceeded.

WHAT IS A COMMUNITY SCHOOL?

A declared objective of the project was ‘to clarify what is meant when people speak of
“community school” and “community education”’. There is no shortage of definitions: one
of the classic studies in 1955 by Hillery distinguished 94 definitions of ‘community’; the
total by 1970 probably exceeded 300 definitions; and in 1978 Newby commented: The
analysis o f various definitions still remains a thriving industry.
One reason for ambiguity in the use of the terms is the variety of elements which have
contributed to community school thinking: various exponents of the idea attach different
weight to each of the elements. Different recipes for mixing these ingredients result in quite
different products.
Six elements can be distinguished:
1.

Mutually supportive relationships between school and community;

2.

A sharing of facilities between schooland community;

3.

A community-oriented curriculum;

4.

Lifelong education;

5.

Community involvement in decision-making and management of schools;

6.

Community development.

Clearly there is overlap between the elements: for example, the sharing of facilities
(element 2) may involve the community in the management of resources (element 5) and
may lead to community development (element 6). Some teachers interviewed equated the
‘community school’ almost exclusively with opportunities for adults to attend day classes
(element 4), or with a harmonious relationship of a school with its community (element 1).
There is no necessarily correct combination of elements, nor does it follow that the ideal
community school has all six. Each area is unique: different types of community will
emphasise different types of provision. Indeed, a single blueprint for community education
may hinder rather than promote growth.
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The crucial issue is not how many of the elements are included, but how they are
interpreted. When we first began to use this framework, we thought of it as a progression
from marginal change to radical change, or from evolutionary to revolutionary. Thus
element 1 is an example of ‘good practice’ in existing schools, elements 2-5 leading
progressively to the radical element 6. On this interpretation, schools limit their aspirations
to 1 and 2, a few incorporate 3 and fewer still 4 and 5, and the majority would not regard 6
as a legitimate part of their function. But this can be misleading: each element covers the
whole range from marginal to radical change and can be developed either to maintain the
status quo or to initiate fundamental change.
Thus the sharing of facilities may mean school use until 5pm, and community use in the
evenings, or it may involve school and community in integrated use with consequent
sharing in management and policy. Community involvement may be limited to invitations
to parents to discuss their children’s progress or it may extend to community participation
in school policy. The point may best be illustrated by contrasting different interpretations
of the sixth element, community development.
The terms ‘community organisation’ and ‘community development’ are used to distinguish
these different interpretations. Community organisation means strengthening existing
social groupings to help them co-ordinate and expand their activities and so extend their
influence. The old-style community apparently provided for all the needs of its members,
while demanding from them an acceptance of social norms and moral values. That bond of
community has been lost through urbanisation; community organisation aims to recreate it,
to re-establish values and restore consensus. In contrast to ‘community organisation’,
‘community development’ on this interpretation, aims to challenge and change social
structures. There are disadvantaged, disenfranchised and alienated groups within
communities, whose problems will not be solved by an appeal to traditional mores and
values or by strengthening the established constraints of law and order. Extending
opportunities to these groups means trying to build a different kind of community,
involving a shift of power in our society. Whereas community organisation aims at
consensus, community development adopts a conflict model in its search for solutions to
social problems. Education traditionally has adopted the consensus style of working, and
many of those who work in education are both uneasy in handling conflict and inept in
using it in ways that make it constructive.
WHAT IS COMMUNITY EDUCATION?

These general issues, which have to be expressed in an abstract form, underlie many of the
practical problems which we have encountered in the course of the project. An alternative
way of expressing the point at the end of the previous paragraph is to ask: is community
education complementary, something added on to existing provision, or does it imply a
redefining of education?
Among those engaged in community education, teachers, community workers and
administrators, we met some who saw it as complementary and some who saw it as
redefining. For those in the first group, the aim of community education was to provide a

110 COMMUNITY LEARNING AND DEVELOPMENT
service which would improve the quality of life in the community by opening up access to a
wide range of facilities which education had to offer. For those in the second group,
community education seemed necessarily to involve a new approach and a style of working
quite different from that conventionally adopted by professional educators. For them, the
prime task was to effect a change in the community, a change in relationships and attitudes
which enable people themselves to improve their quality of life and create opportunities
and demands which an education service would then meet.
In general - though there were exceptions - the first view was commonly held by the
teachers whom we interviewed and who joined in our discussion groups, and the second
view was more widely found among the community education workers. Many of the
practical difficulties and conflicts which arise in the day-to-day management of a combined
school and community centre are attributable to these two contrasting philosophies of
education. If community education is to be implemented, these two philosophies must be
brought together somehow in a new theory of community education.
Community education itself is uncertain about its identity. Is it a social movement or a
profession? This was the question posed by Specht, the Professor of Social Welfare at the
University of California, Berkeley, in 1975 when he addressed the Association of Community
Workers and reviewed community development in Britain. He attributed much of the ‘gloom
and doom’, the sense of frustration among community workers, to their ambivalence on this
question. Community work in Britain, he said, has many of the qualities of a social movement,
a spirited feeling among youthful members inspired by an ideal;
a collective effort to bring about social change ... spurred by strong feelings o f
discontent... in combination with an ideology.
But community work as a profession is;
a body o f knowledge and skills used in an articulated framework o f values and
ethics which society recognises as being useful.
In our work in community schools, a disturbing discovery was the lack of understanding by
teachers and community education workers of each other’s philosophy. Relatively few
teachers were aware of (or were sympathetic to) the principles which guided the
community education workers; and many community workers were critical of the schools’
mode of operation. Consequently, one of the special studies undertaken was a review of the
training of community education workersz and teachers. Although both groups are trained
in the same colleges, there was little contact between the students, and the styles of training
differed sharply in the college where we conducted this study.
INTEGRATED FACILITIES

The practical question at issue was whether community education facilities should be built
into new schools, or whether it was better to locate community provision apart from the
school. The advantages of combining are obvious, and though given brief mention here they
are important. The school has the use of more extensive and more varied facilities than it
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could otherwise hope for; and so has the community. Where existing schools are opened to
community use, community education acquires instant accommodation without having to
wait for buildings to be plaimed, approved and erected. Indeed, for community education
now, the sharing of facilities is Hobson’s choice. Beyond this immediate bonus, integration
opens up possibilities of revitalising the school through a closer involvement with its
community, and of reinvigorating the community through the resources of formal education.
The case studies identify the many practical difficulties, for both teachers and community
workers, of operating in an integrated community school. As long as there is a dual
structure of organisation, school and community centre, the sharing of equipment and
accommodation is likely to result in recurring friction between the two groups of users. To
whom do things belong? More important, whose is the responsibility for care and
maintenance? The examples quoted in the case studies are only a few of many instances,
seen as interference or irritation; and though a specific instance is usually a trivial incident,
the accumulation of such events drains morale. Such difficulties arise in every large
organisation, but where there is a divergence of aim between school and community work,
the issues are sharpened. Schools are expected to provide a disciplined framework for
children, to teach respect for buildings and equipment, to set standards, and teachers are
given the authority to require compliance. Community education is a voluntary
commitment, is more flexible in its organisation and priorities, and expectations are often
different. Explicit training and pre-defined standards are often seen as short-term, greater
emphasis being given to the long-term goals of self-help, to the developing of relationships
and allowing people to learn responsibility for themselves, even if time, organisation and
equipment have to be sacrificed in the process.
These are matters which have to be resolved by management. Whatever the structure of
management, a community school with integrated facilities requires the highest personal
qualities from those who have the responsibility of management. In the Grampian Region
during the period of our study, the issue of dual versus single management was a recurring
controversy. Where a school and a community centre are combined in one building, should
there be a single person with over-all responsibility for the complex, or should each ‘side’
have a ‘manger’, a head teacher for the school and a community education worker for the
centre, the two sharing responsibility and consulting regularly? There is no one right
answer, for the answer depends on the values and criteria adopted in reaching a decision.
A single management structure seems necessary for day-to-day decisions, many of which
require quick and painless resolution; general policy and long-term planning fit a dual
management structure. The case for single management of a combined school and
community centre is strong, if the criteria for judging the effectiveness of the complex are
smooth operation, maximum usage and minimal conflict. Whether this is the right way for
community education to develop, is a separate question.
If an education authority opts for purpose-built community schools, a major issue is the size
of the unit or scale of integration. The large institution has immediate attractions,
particularly because of the range of facilities which it can incorporate. Our interviews
showed that there are groups (old age pensioners, for example, and mother and toddler
groups) who prefer small-scale separate accommodation, even if it is inferior. The larger
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the organisation, the more has to be done by professional staff (programming in advance,
for example), and this has the effect of diminishing local initiative. With a large building,
there is also a risk of neglecting those who do not come to the centre, providing instead for
those who are already skilled in taking advantage of opportunities. The existing club
organisations can readily fake over the facilities, unless there is positive discrimination in
favour of the individual, and in several centres in our project the balance between club and
individual rights has proved a controversial issue. For the community worker, the need to
fill the large building in order to demonstrate its success is a pressure which may lead to
neglect of area work; and managing the building may by default become more important
than achieving the social purposes for which the building was established. Buildings also
may outlive the purposes for which they were provided.
For reasons such as these, the large multi-purpose community school should be regarded
with caution. If the risks are seen, they can be avoided: in the Aboyne district, for example,
we found no evidence that local community activity in the surrounding villages had
diminished with the opening of the centre. This was the result of a deliberate policy,
depending on the availability of a wide variety of community provision of varying size in
different localities. The need for a diversity of provision is a matter which is considered in
the following section.
Nevertheless, there are certain advantages in relatively large units, and clear benefit from
integrated facilities. The dangers to be avoided may be summarised as risks of monopoly:
monopoly by professionals, who are thrust into an organising role; monopoly by the
articulate, who are able to exploit access to facilities; monopoly by the institution, in that
buildings (like all formal structures) tend to take over from relationships; and the
monopoly of paternalism of a single agency, instead of a response to the varied needs and
wishes of the community.
THREE RECOMMENDATIONS:
The Need for Diversity

The need for diversity in the provision for community education is a consequence of the
range of differences in areas, in people and in activities. Our research project started with the
assumption that each area is unique: even among the small group of areas which were studied
intensively - rural, urban, suburban, housing scheme, inner city, new communities,
established communities and areas with several communities - the variety was so wide that
generalisations were only possible at an abstract level. Our interviews demonstrated
contrasting interests, aspirations and expectations within each group of people, and of course
between adolescents and older members of the community. Activities such as competitive
swimming, diving, athletics and gymnastics, and advanced or specialised education courses,
can only be provided centrally. Other facilities in the middle range, like the specialised
classroom or games halls, are too expensive to be duplicated uimecessarily. Simple meeting
places and accommodation for play-groups are usually available locally and must be local to
serve their function properly. This diversity is a source of strength for community education:
resources must not be channelled exclusively into large units. We found good examples of the
larger unit being used as a resource centre to strengthen local groups.
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The Need for Support

Community education will not just ‘happen’ by building facilities into schools, appointing
staff (however excellent) and leaving them to work out a mode of practice. An
infrastructure of support services is needed, particularly if the aim is to bring different
services together. The OECD report, “Co-ordination of School and Community Facilities:
Implications for Policies” (1978), suggested a scale from co-operation through co
ordination to integration. To move along this scale requires a support system of information
and communication, and structure for decision-making and management for planning and
policy, and for training. Community education at present is inadequately developed,
especially at the intermediate level between policy-makers and practitioners.
The Need for Policy

It is not enough to have the ‘climate for discussion’ which such an infrastructure would
promote: the discussion must lead to guidelines and a direction for policy. This is easier
said that done. Somehow a clearly defined policy must be compatible with flexibility in its
local interpretation, to allow for the diversity of situations within any one Region.
Consequently, it is more important to clarify policy issues at a general level than to establish
precise rules for organisation and management.
Many of those whom we have interviewed expressed the view that a clarification of policy
on community schools was urgently needed. They found themselves often working in the
dark, uncertain as to what was expected of them, what lines of action were open to them,
to whom to refer, or how best to resolve the practical problems which they encountered
daily. But in calling for a statement of policy, many quickly added that they wanted
guidelines for action and not a straitjacket. Sometimes we suspected that what they wanted
was a statement which would strengthen their own positions in dealing with contrary views;
but in response to this challenge, the general view was that firm decisions on principles,
favourable or not, were preferable to ambiguity and doubt.
The final section of this report therefore attempts to analyse the general questions which
require to be faced in establishing a policy for community education.
ISSUES

The underlying issues are: what are the purposes of the school system, and of community
education, and what is the common purpose of an integrated provision? It is unreasonable
to hope that clear agreement can be reached on such fundamental questions, but it is
important that the questions should be faced squarely, for much of the present confusion
originates from the lack of consensus on the function of community education when an
attempt is made to integrate it with existing formal education. Earlier in this summary of
the report, a distinction was drawn between evolutionary and revolutionary patterns of
change. Less dramatically, the question which requires to be settled as a starting point in
formulating a policy is: shall community education be brought in to supplement, strengthen
and extend the existing education system, or shall the purpose be to redefine existing
education, to introduce a new and challenging interpretation, a new approach which will
encourage - or compel - people to re-examine what education is all about.
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If the aim is to. supplement, we can take the existing school structure and the whole system
of classes, timetables, organised groups, examinations, professional training and the
hierarchy of authority through committee structures and appointed personnel as a basis to
build on. There is then a good case for co-ordinated development under single
management and central planning. This is likely to improve existing provision cumulatively
in the long run - a ‘marginal’ effect, which suffers the disadvantage that it may be seen as
a dispensable extra in times of economic stringency.
If the purpose is to redefine education, to break away from existing patterns and to reach
out to alienated sections of our population, then swimming pools and show-piece buildings
are irrelevant - unless only as a political strategy to win recognition and acceptance of the
idea, or as an initial focus of attraction. The relevant action is to create a new sense of self
hope and responsibility, a basic change of attitude leading to new patterns of relationships.
Thus the educational issues cannot be separated from political questions of power and
authority: essentially, what kind of society do we want?
Popper, in The Open Society and its Enemies, (1945), contrasts the open society in which
issues are debated and there is no dominant ideology, with the closed society with its clear
lines of authority. The community school is supported by many in the hope that it will
transit a consensus of values, now sadly vanishing from modern life, more efficiently to all
members of society. If community education is brought firmly within the framework of the
established educational system, this is what it may achieve. But if it is allowed to develop
with a degree of autonomy from our conventional school provision, it may reshape our
ideas of the function and purpose of education, and may in the long run contribute to a
reshaping of the society we live in.
THE SCHOOL OF THE FUTURE?

Thus if community education were to lead to a fundamental redefinition of the aims and
functioning of the whole educational system, this would be an important step towards a new
pattern of schools for the 21st century. But the evidence from our surveys suggests that
there is no wide understanding of the idea, nor acceptance of its aspirations either among
the public or among teachers. Such changes as have occurred are incorporated within the
established system rather than changing it fundamentally. Earlier in this chapter we asked:
can two rather different functions be combined within one institution? What seems to have
happened in most instances is that the two ‘educations’ exist side by side, with relatively
little interaction as yet. But we also pointed out that we are looking at the first generation
of community schools.
The most difficult question is whether the way ahead is to pursue the policy of integration
in purpose-built community schools in which school and community centre are combined,
or whether each should have a degree of insulation, in separate institutions, possibly
adjacent and (one hopes) collaborating. The argument of the previous section is that the
answer depends on our values. But we can be more definite than this. The purpose-built
community school is a sensible provision for larger and expensive facilities, though the
provision of facilities is of less significance than the way in which the two ‘sides’ are
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managed. The management style must be compatible with the aims of community
education, and with the public’s expectations of the school also. The large centre must not
monopolise community education resources; the strength of community education is in
area-based work as much as (or more than) in centre-based activities. A diversity of
provision is an essential requirement.
In a period of economic constraint, possibly none of the options for new provision is open.
The time can be put to good use to clarify issues, to define policy, to improve local co
operation and to extend mutual understanding. Each of the contrasting perspectives can
gain a new dimension from taking some account of the other. In the meantime, little of
significance will happen without changes of attitude: consequently, development is likely
to be incremental rather than radical, and it will be slow. We should therefore take care
not to expect too much too soon of the comrnunity school movement, nor make the
opposite mistake of underrating its educational significance because of its apparently slow
rate of growth.
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CHARLIE McCo n n e l l
COMMUNITY EDUCATION IN SCOTLAND
IN DEPRIVATION, PARTICIPATION AND COMMUNITY ACTION
Eds LEO SMITH AND DAVID JONES. ROUTLEDGE AND KEGAN PAUL 1981
PRIMING THE PUMPS

The following case study, the Strone and Maukinhill Informal Education Project, covers
the period 1973-78, during much of which I was the action/research worker with the project.
This project has already attracted significant interest in Scotland and Professor Alexander
has himself written of the project;
‘I see the project as a small part o f a group movement for and by people who,
through lack o f an effective power base, were by-passed and neglected by those
operating the machinery o f local and national government, ’(i)
The use of social indicators to designate certain ‘areas of need’ or more pejoratively ‘areas
of multiple deprivation’ is standard practice in Strathclyde Region. One such area is to be
found in the Inverclyde district of Strathclyde. It was a ‘labelled’ area many years prior to
the introduction of social indicators. Known simply as ‘The Strone’, the area is more
correctly Strone and Maukinhill.
In the field of neighbourhood community work the main inputs in the area during the time
of the case study project came from the Local Authority Community Development Unit
and The Rowntree Trust. The Community Education Service was a late arrival on the scene
in Strone and Maukinhill.
The Community Development Unit in Inverclyde is now the largest in Strathclyde. Since its
inception in 1972 it has grown to a team of a dozen community workers plus secretarial staff
and a recently developed Fieldwork Teaching unit with one full-time Fieldwork Teacher (ah
ex-CDP worker). The Unit is part of the Strathclyde Regional Social Work Department and
is formally accountable through the District management structure in Inverclyde. It
operates throughout the District (independent of but in co-operation with area social work
teams on the basis of the principle of positive discrimination).
With the background of this official approach to community development we should place
the other major input, the Rowntree Trust-financed Strone/Maukinhill Community Action
Project (SAMCAP) out of which developed the Strone and Maukinhill Informal Education
Project (SMIEP). The Rowntree project was initially independent of the local authority and
thus one could assume less tied to the corporate planning model adopted by the Local
Authority Community Development Unit. The possibility of a more radical model working
in the community alongside the local authority input thus existed.
In much of the community work literature there is reference to the greater freedom of
action for workers not employed by the bureaucracy they seek to challenge. This was not
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really the case for this project. The origins of the Rowntree input lie with a local councillor
who successfully applied for the finances. Besides Jo Grimond MP as symbolic but absent
chairman, the councillor, also convenor of social work, along with the director of social
work were on the management committee alongside a priest, a vicar, a doctor, an academic
and two residents. It seems that most of the committee knew little of community
development except for the director and convenor. They thus tended to view the process as
one within the sphere of social work with the additional belief that it could lead to
improved dialogue with and through the local councillor.
ADULT EDUCATION NEEDS LOCATED

If the Local Authority Community Development Unit and SAMCAP were largely the
brainchild of the labour convenor of social work and the director of social work, the Strone
and Maukinhill community development experiment in adult education, SMIEP, clearly
emerged from the grass roots, developing from the growth of community groups and being
identified as important by them.
The Strone and Maukinhill Informal Education Project developed from almost two years
of community work inputs in the area. Of primary importance in this respect was the work
of the SAMCAP community worker. She considered that her task was to encourage
residents to work together for various social and environmental improvements which were
important to them, whilst at the same time promoting a spirit of optimism in the area. This
was simply translated into making herself available to any group of residents who wanted
to start collective action.
By summer 1973, there was a range of new activities and associations, attracting residents
who had not previously been involved in the existing tenants’ association. ‘Not all groups
were successful and relations between groups were not always harmonious but nevertheless a
mood-for-action was developing. People were becoming involved in the organisation o f the
groups - writing letters, planning meetings, reading council minutes; government reports,
legislation.’ (2)
It was at this time that an identification of a need for particular knowledge and skills began
to be articulated. It was thus suggested to participants within these groups, by the
community worker, that they might like to join an English FE class run by a local further
education lecturer in the local community hall. In other words introducing more structured
learning experiences alongside community action. Several people joined this group,
including a 76-year-old. Of this the local press wrote ‘it enables people in the area to take up
further education in surroundings familiar to them.... In fact, its aim is to bring education to the
people rather than have the people go to the education centres.’ (3)
It was this aspect more than possibly any other that made SMIEP an extension of the
community development process. From the outset its aim was to de-institutionalise and
demystify education and to elicit demand without pre-empting response. These points are
seen most clearly in the process by which this almost insignificant English class grew by
Autumn 1974 into a unique experiment in community adult education in Scotland.
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In March 1974 a short, open-ended questionnaire was put to the participants of the class to
test opinions as to extending this experiment. From this questionnaire evidence for a
significant ‘demand’, initially from local activists, was located. The SAMCAP community
worker, a college lecturer and a number of her colleagues in the English and General
Studies Department, then approached the college principal to seek approval for extending
the principle of adult education located in a community. Thus the FE college would be seen
as a teaching resource centre and its lecturers as advisers/community workers. The support
of the college authorities was secured and the Regional Education Department’s support
for this scheme came through in the early summer of 1974.
ASSUMPTIONS CHALLENGED

In a report on the project prepared by the college lecturers involved, (4) they say that this
change in attitude by a college towards a community was important because it challenged
many assumptions and traditions of the educational establishment including:
that
that
that
that

education must be conducted within an educational institute;
education must be controlled by an educational institute;
further education establishments are limited to certain types of courses;
classes should bear no relation to need.

With these assumptions now challenged the next hurdles were public participation and
resource support.
The debate as to financial support will be dealt with later, but one area, the ‘selling’ of the
SMIEP idea to the community highlights the role and style of the community worker.
Initially the community worker had a meeting with the English lecturer and her colleagues
in the English and General Studies Department to discuss:
how best the community might be approached and involved;
the structure of any possible community committee;
the relationship of the committee to the college and the Community Action Project;
selling the project to the different community groups and organisations within the
area, publicising in particular the idea of the college coming into the area as a
local resource.
The college’s direct approach to the community was absolutely crucial, it being felt that the
success or failure of the project depended on the skill and sensitivity with which this was
tackled. To this end the community worker arranged meetings between representatives of
the college and existing groups in the area, from which emerged a committee.
The majority of the new committee were from the English class students, with the 76-yearold acting as honorary chairman. It must be added here that this committee structure
concept was itself debated; the danger of potential cliques emerging which could be
unrepresentative of the community was acknowledged, and the requirement for a regular
turnover of officers and an annually rotating chair was written into the constitution.
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The committee had three main functions. Firstly, it aimed to perpetuate the project
through obtaining necessary finance, and satisfying existing demand as well as stimulating
further demand. Secondly, it had to administer finances to provide for all classes
(accommodation, equipment, texts, materials) and to liaise with the college administration,
through whom teachers were paid by Renfrewshire Education D epartm ent. Lastly, it had
to decide with the advice of the heads of department and the principal upon the staff to be
employed for each class
The aims of SMIEP by 1974 were:
‘to elicit and respond to the needs, individual and collective o f the
community, and to enrich, enlighten, develop and involve on a practical,
political, social, cultural, and academic basis. The types o f education
offered aim to appeal to individual needs and interests, community needs
and interests, practical needs and interests, and to prepare people for future
education!employment. Further, all classes offered aimed to develop their
members emotionally and intellectually through sharing and challenge, and
hopefully to further confidence as well as offer a new vision o f and for
themselves and their children. This stimulus cannot help but lead to the
action necessary to create a more inspiring environment. ’
With an organisational structure and these aims SMIEP
became a potential community development and adult
and Maukinhill.

as an embryonic Englishclass
education medium forStrone

The next major step was to get participants and to choose courses. It was agreed that if it
was essential to elicit demand without pre-empting response then the list would have to
avoid at all costs looking like a set of classes that the middle classes thought the working
classes ought to be interested in. At best that would be patronising, at worst, disastrous.
Education should be relevant to the needs of the community and where desired related to
social action. It was decided that three approaches at publicity and demand elicitation
could occur. ‘The View', a newly formed community newspaper run by the SAMCAP
community worker and some of the students of the English class, would include a tear-off
questionnaire section to try to obtain some idea of what might be wanted. Alongside this a
little brochure was produced by the committee listing some ideas, telling people of the
project and giving the venue and date of an enrolment night. This brochure was then
distributed by the committee to all the houses in the community. The community
newspaper questionnaire and the brochure contained only two sentences for completion by
would-be students:
T wish I could...’
T wish I knew how to...’
Although the response rate of returned slips was not great, almost all the responses
contained constructive if somewhat traditional suggestions - typing, car maintenance,
English, home maintenance, dressmaking. The major litmus test was to be the enrolment
night, however. Held in a local hall and in conjunction with a free film show and tea, three

The Making of an Empowering Profession 121

hundred adults and unnumbered children turned up - and in the event 223 adults enrolled
for twelve classes.
It seems that this number exceeded all expectations and necessitated a search for tutors.
Besides the college teachers, two local residents volunteered as tutors, plus some local
teachers. As to other resources, typewriters, etc. were provided by the Education
Department, some classrooms in a local primary school were utilised, and two local halls.
These resources were, however, often inadequate, e.g. at the primary school desks and
chairs were too small for adults; the project had only one cupboard for storage; the local
halls were at the same time used by numerous youth clubs, luncheon clubs, social events
etc.; and SMIEP had to compete for its limited use. The janitor for the largest hall was a
committee member which proved crucial.
A question must be answered concerning the relative success in attracting the community
along to that enrolment night. The considerable publicity has already been discussed. The
interest in the English class was important, as without doubt was the word of mouth
network within the community. The tacit support of the other community groups brought
with them considerable interest, whilst the location of the project was of major influence,
located as it was within the centre of the community. But alongside these the question of
finances cannot be ignored not merely the considerable expense of travel to the FE College
as an alternative, but also and chiefly, a no-fees policy of SMIEP.
The first English class had always had as a hallmark the fact that it should be free. The
SAMCAP community worker, college lecturers and primarily those early interested tenants
were fully aware of the constraints inherent in fee-paying education and its equation with
educational opportunities. These early participants would term themselves ‘socialistic’,
although within a broad political spectrum on the left. In common, however, was a clear
commitment that any education experiment should be free and any minimum attendance
levels applicable at the college should not apply in areas of need - in other words a real
commitment to positive discrimination. This belief has remained a central tenet of this
project (and as a precedent has possibly been SMIEP’s greatest influence upon the
development of the Community Education Service throughout the Region).
Until 1975 the community worker had secured Rowntree Trust financial support for the
SMIEP venture of £500, but this was only of a temporary nature and in order for this
project to continue, a project which was by now reaching hundreds of people, security in
terms of finances was necessary. Although tutors were paid for out of the college and later
the Community, Education budget, non-tutoring costs, e.g. for equipment, books, hiring of
theatre groups and primarily the payment of rents for the use of community facilities, were
not covered. In all, these accounted for several hundred pounds - nearly half going on the
rent paid for the use of the halls alone. With the support of their Regional councillor (also
secretary of Strathclyde Labour Group and a significant factor in the project’s
development) the SMIEP committee approached the newly formed Strathclyde Regional
Education Department in early 1975 for financial assistance.
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It has been stated already that the ruling Labour party in Strathclyde were heavily
committed to positive discrimination and community development and following this
meeting with SMIEP the following clause was passed on 16 April 1975 by the Regional
Further Education sub-committee in relation to areas of need:
‘The education service should provide adult courses and a tutor service
wherever the need arose be it within or without education authority
premises and that in such cases no fees be charged, the education
service being responsible for providing a ‘tutor service’ and paying the
tutor’s fees. ‘(5)
A few months later an annual grant of £1000 was assured. Although this precedent set by
SMIEP did not cover those non-tutorial costs mentioned, it was a crucial precedent that in
subsequent years has enabled community education both from the statutory and nonstatutory sector (e.g. Workers’ Educational Association) to make inroads in areas of need.
The financial grant given to SMIEP and this commitment to positive discrimination was
only half of the package required by the project in its approach to the Regional authority.
The position of the Rowntree Trust and the College of Further Education towards SMIEP
had led to a situation whereby control and finance were in the community’s hands. This of
itself was a significant innovation, behind which was the belief that, as the ‘SMIEP
committee grows in maturity, the college loses more and more of its monopoly of
educational expertise’. The policy of the Rowntree Trust to SMIEP was that ‘The Trust does
not attempt to control operations which it funds other than having the theoretical right of
suspending any grant made .... We also receive reports on the progress of the Projects, as
they are prepared. But essentially control remains with the Project Committee.’ (6)
And even when the funding body after one year became the Region these principles were
accepted by the Education Authority with direct funding being made available to the
committee to allow them to continue to develop their programme; although the local
authority insisted upon regular auditing, querying the various purchases and vetting the
accounts in considerable detail. One should add that although this funding was only on an
annual basis, considerable time and energy was taken by the committee in having constantly
to justify themselves during subsequent years.

EXPERIMENTING

By 1975 SMIEP witnessed a shift towards experimenting with less traditional media for
learning - moving away from what Alexander had called didactic methods of somewhat
formalised classes towards increased community action, political theatre, video, etc. This
change was the result both of dialogue between the students, the committee and the
community educationalists and of an increasing influence of experiments from elsewhere,
particularly Ashcroft, Jackson and Lovett in Liverpool and Freire in Latin America, (7) and
recurrent education theory, especially the analysis of the importance of ‘language’ for the
educationalist, SMIEP having also begun to identify that words such as school, course, class
and even teacher seemed to stifle interest.
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In her book ‘A dults Learning’, (8) Jennifer Rogers discusses what motivates adults to
education and suggests several reasons: vocational, self-development, captive wives, social
motives, remedial, the facilities: and one could add a seventh - social action. It would seem
for SMIEP that the preponderance of traditional leisure activities, e.g. dressmaking,
initially desired by the participants was of importance to them for many of the first six, but
could these classes be translated into catalysts for social action? The committee felt this was
possible and desirable. Dressmaking, for example, was also used as an approach to
consumer education, as a way of cutting costs for many participants, and as a potential
forum for women’s studies. In terms of a greater political content both ‘Writing for the
Press’ and a series of meetings on understanding local government and community councils
were sharing with the participants necessary skills in producing a local paper or in setting
up pressure groups. Discussion groups, sometimes held in pubs or people’s homes, about
industrial democracy or the work of John McLean (a socialist educator of the early
twentieth century),and the introduction to some groups of ‘neighbourhood action packs’,
all developed knowledge, confidence, political consciousness and experience of the
participants. And one important area of experimentation was political theatre put on by the
project and the 7:84 group which attracted audiences into the hundreds on several
different occasions.
The 7:84 theatre company was set up in Scotland under the direction of John Magrath in
1973. They were a clearly socialist political theatre company (7 per cent of the population
own 84 per cent of the wealth) who used the theatrical/ music hall genre to politicise their
audience. SMIEP, along with other community groups in Scotland have utilised this
approach on a number of occasions, covering issues such as multi-nationals in Scotland and
alcoholism. On each occasion over 200 local folk turned up. It seems that one element in
the success of this group has been the utilisation of a language that people understand.
Through music and dialogue placed in a working-class milieu crucial issues, often complex
economic and political issues, are discussed.
On the question of alternative educational media, reference should be made to the
projects’ use of audio-visual aids. In early 1976 an opportunity arose for access to video
equipment from the Scottish Council for Educational Technology at very little expense. (9)
Because of the ease with which anyone could be taught how to use it local people in Strone
and Maukinhill were able to film their community as they saw it - producing instant
television of the community, by the community, for the community. This process at the
same time helped to demystify film production and in a very short time one could observe
individual confidence growing amongst the users. On the other hand the very fact of seeing
one’s neighbour walking around with a film camera could produce both interest and
entertainment. One of the films on the question of housing was also utilised by community
workers in the area to present and ‘bring home’ important issues to some of the senior
officials and elected members at the council offices. The researcher attended this meeting
and undoubtedly the showing of this film at the end of a somewhat turgid meeting led to
great interest and an uncomfortable defensiveness on the part of the Director of Housing.
In the early days of SMIEP a community newspaper, ‘The View’, was begun by the
SAMCAP community worker. This paper was utilised in a number of ways by the project:
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to include questionnaires on SMIEP, publicity and advertising, arranging courses in
‘Writing for the Press’ for contributors and producers alike, as a learning medium itself. It
has been noted elsewhere by Ensor (10) that community newspapers emerged as a reaction
to the complacency of the provincial press. From the outset the SMIEP committee and the
other community development experiments saw it as a reaction to blatant political bias in
the local press and thus as an alternative source for information and comment. But also to
counter the constant labelling of this community by the local press. The reputation of the
area, for example, on issues of vandalism or alcohol problems or ‘scroungers’ was felt to be
largely the creation of the press. Thus, for SMIEP in particular the question of ‘image
projection was crucial if any changes in local authority attitudes were to occur. In addition,
through involvement in the community newspaper and on the ‘Writing for the Press’ course
several residents emerged as confident and articulate spokesmen for the area through the
publication of letters in the local press and this was undoubtedly not a small influence on
the interest taken by the rest of Greenock, and indeed Scotland, in this project.
ACTION RESEARCH

During most of the period covered by this experiment there was a monitoring input by a
research worker. To a large degree the researcher’s own close involvement had an effect
upon this project’s development. Indeed this was in part intentional if the evaluative action
research process is correctly understood. (11) Some examples highlight this.
In drawing up questionnaires the researcher worked closely with the committee over design
and implementation. The undertaking of door-to-door surveys and interviews was a
communal process with the researcher sharing his skills with the committee’s intimate
knowledge of the people and of the area - a two-way process. The co-option of the
researcher as a non voting observer onto the committee led to numerous occasions where
opinions of the researcher were sought. This opinion seeking was of influence on the
question of the relationship of the project with industry, with the local schools, and over
experimenting with alternative media.
In 1976 the researcher, following interviews with local trade unionists and members of the
Trades Council, made suggestions to the committee that some educational links between
the community project and the trade unions could occur. An interesting discussion
followed and these ideas were brought together in a document. A course was then run on
the theme of ‘Industrial Democracy’ and an open debate in the local community hall was
prepared. A local environmentalist gave a session of talks and slide shows on pollution in
the area - relating this to immediate issues like dirty laundry and pollution in the Clyde.
And one result of this was the drawing up of a list of all responsible authorities, phone
numbers and addresses so that the project might act as a watchdog. As to numbers coming
along, on each occasion up to twenty adults and children got involved. On the topic of
profits and commerce in general the 7:84 theatre group appeared with their production
‘Honour Your Partners’, this play being about the role of multi-nationals in the Scottish
economy, and of particular relevance to this area in terms of employment.
The concept of ‘action research’ adopted by the researcher has become increasingly
common as a methodology for community development. Lambert has written (12) that the
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criteria for good research are: ‘care’ in a search of inquiry, ‘science’ guiding the endeavour
of discovery, ‘criticism’ informing any investigation. Yet, as he notes, there is a dilemma
here for the researcher in a community project between the action and the research. Care
and insistence on method means that the researcher cannot be too hasty, yet the action
worker or community group often needs information urgently. As to the scientific nature
of social inquiry one repeats that communities are not laboratories, ‘facts’ don’t necessarily
speak for themselves and the claim that, methods can be divorced from values and
ideology, (both the researchers and his employing agency), is to be doubted, whilst critical
investigation through elaborating on the nature of questions and answers can only aid
rather than remove difficult decisions about what needs to be done. (13)
Research findings are not neutral since intelligence and understanding are a part of control
and power. It was this awareness plus a wish for the research itself to reflect the community
development process of encouraging participation and demystifying that ‘power centre’
that led me to the action research methodology.
A close affinity between the activities of community work practice and social research has
already been acknowledged in much of the recent professional literature. Rapoport (14)
describes ‘action research’ as aiming to contribute both to the practical concerns of people
in an immediate problematic situation and to the goals of social science by joint
collaboration within a mutually acceptable ethical framework. This type of research does
not therefore merely provide a purely detached assessment over time of some aspect of
performance but rather sets up a dynamic interaction between the researcher and the
practitioner as part of the ongoing experimental process.
At its roots this approach also aims to engage practitioners, volunteers, action groups in
enquiries about matters that are of interest and importance to them. Thus for example, the
use of a questionnaire survey engaged over a dozen local residents in drawing up the
questions and processing the questionnaire with the researcher. In this process the
participants were encouraged to think and work systematically and with clarity. Research
method is as a result demystified and seen to be available to all. Research becomes a form
of action that is no longer merely the domain of experts but of the people who themselves
must act. In this defining of problems and finding of facts, research itself becomes a form
of empowerment and action.
For this reason action research has a high potential for becoming political; the simple
phrase ‘knowledge is power’ is crucial. Anyone who has ever watched an unprepared
community group without information and facts at their fingertips, confronted by experts
from the council, is witness to this. Knowledge is power therefore in the sense that it gives
a group real confidence to participate. There are difficulties for the researcher here, but
possibly Rapoport’s concept of ‘mutually acceptable frameworks’ meets these. There is the
obvious danger of the researcher having over-biased support for the community he is
working with, particularly if he uncovers ‘evidence’ which it is not ‘political’ to publish.
Fortunately the goals of this project were ones with which I could work - relatively clear
and not, for example, as ambiguous as those set for CDP. But the techniques of evaluation
are problematic; for example, where one used existing sources of data great care had to be
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taken. Frequently data had only been recorded haphazardly. Often availability of data v^^as
the result of accessible evaluative material on some poor experience, whilst good
experiences were unrecorded. One should add here that almost the first input of the
researcher here was to suggest regular, well-kept recording of the project.
EVALUATION

It is necessary now to make some brief comments upon the effectiveness of such a project.
We have noted already some of the processes involved and the roles and activities of the
various ‘professional’ workers - for example, the community worker and the action/research
worker - in stimulating and sustaining participation of various kinds. Does the SMIEP
e.xperiment and others like it have anything to tell us concerning participatory democracy
and political education? I would wish to argue that community education/ community
development has a major contribution to make in this respect. Community education
workers, whether termed community workers, adult educationalists or even action/research
workers, accomplish change by enabling the people in a particular community to clarify
their own objectives, improve their own relationships, and overcome for themselves any
obstacles in their way. Community educationalists are not leaders inspiring people with
their goals but they can be catalysts helping groups to diagnose, clarify and implement their
own goals. Community education involves, therefore, the sharing of knowledge, skills and
experience in language and form people can relate to. There is a recognition inherent in
community education that to be committed to participatory democracy the community
educator must not indoctrinate or condition, because to indoctrinate would involve treating
the group as a means and not an end. For SMIEP the relationship to participants, whether
it be the committee or others involved, was one of dialogue and respect between equals.
Hampton, in the journal ‘Teaching Politics’, (15) remarks of this process that ‘in some cases
the adult educator may attempt to create the community atmosphere which will encourage
political action as a basis for educational activities.’ In all this, says Hampton, the educator
must be concerned with the growth of the learner’s self confidence to engage in social or
public activities. In this sense all community education is political, although not all
community education is about politics. It recognises that politics is life and that for the
community educators, whether working with young people on an adventure playground, or
tenants over the publication of a community newspaper, education is geared to social
action, to individual and communal creativity and participation in the decisions which
affect everyone’s life.
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THE RIGHT TO LEARN - A STATEMENT ON ADULT
EDUCATION
SCOTTISH INSTITUTE OF ADULT EDUCATION 1981
ADULT EDUCATION

Definitions of adult education are manifold. In Scotland the term has frequently been used
in a restricted sense to refer to a particular kind of liberal academic education. In this
statement a much broader definition has been assumed - something along the lines of that
used by the Organisation for Economic Co-operation and Development:
‘A dult Education refers to any learning activity or programme deliberately
designed by a providing agent to satisfy any training need or interest that may be
experienced at any stage in his or her life by a person who is over the statutory
school leaving age and whose principal activity is no longer in education. Its
ambit, thus, spans non-vocational, vocational, general, formal and non-formal
studies as well as education with a collective social purpose”.
(OECD, Learning Opportunities for Adults, Vol. IV:
Participation in Adult Education. Paris: OECD, 1977 p. 11)
THE SCOTTISH INSTITUTE OF ADULT EDUCATION

The Scottish Institute of Adult Education is the principal national body in Scotland
specifically concerned with the promotion of education and training opportunities for
adults. The Institute arranges conferences and training courses, promotes research, acts as
an information centre, publishes the Scottish Journal of Adult Education and maintains
links with international bodies in the adult education field. It is responsible for
administration of the Scottish Adult Basic Education Unit and for the management of
“NETWORK”, the Glasgow-based Telephone Referral Advice and Information agency
which provides support services for broadcast radio and television programmes.
EDUCATION IS FOR PEOPLE

Education is something for children and young people: that is the common assumption made by educators and decision-makers, as well as by the general public at large. This
papers argues a contrary view. It argues that education is for people - for everyone - and
it points out that most people at the present time are restricted in gaining access to
educational opportunities. Provision of education for adults has not received adequate
attention in Scotland. In so far as our college and university institutions make provision of
post-school and post-experience education, they do so mainly for those who have already
done well at school.
Our aim is to promote the development of an open and comprehensive system of education
within which initial compulsory schooling plays only an introductory part and in which
ordinary people have the opportunity, at any time of life, to participate in formal education
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or informal learning programmes on either a full-time or a part-time basis. Such
educational opportunities would not be restricted by the immediate demands of the labour
market. Adult education is essential to the development of a democracy at all levels, to the
development of the individual and to the general culture of the community.
Education must be seen as part of each person’s total life experience and should not be
confined to traditional educational institutions and patterns. Work-based and communitybased education programmes, for example, have an important part to play. The day-to-day
learning needs of people will often best be met within their own communities, and the
statutory services must be prepared both to assist voluntary organisations and associations
and to operate in a variety of settings - including community centres, private houses,
churches, pubs, social clubs, hospitals, prisons, etc., as well as in educational premises.

RELEVANT EDUCATIONAL POLICIES

Whilst recent years have witnessed an increasing tendency to question the effectiveness of
present educational performance and educational structures, inadequate attention has
been paid to the implications for the education system of other major social and economic
changes. The educational policy issues receiving attention have tended to be those relating
to general ideological conviction - equality of opportunity, maximisation of parental choice
and so on - or to financial and administrative matters.
The need for policy discussion and policy formulation in the field of adult education is
closely related to wider policy issues and general social trends. The kind of adult education
policies required are those which take account of factors like industrial change and the
development of new economic opportunities; the changing role and expectations of
women; the needs of the unemployed; the changing age structure of the population and
the role of retired people; the growing importance of leisure; the need for social
education, health education and consumer education; the problems of inner city areas and
the problems of isolated rural areas. Undoubtedly these factors also have implications for
the nature and content of initial schooling. Of more importance in this context, however,
is the current neglect of educational provision for the community at large. The nature of
tomorrow’s world is determined by today’s adults, more than by today’s children. The
absence of coherent policies for adult education must now be seen as something of
an embarrassment.
The statutory framework for Adult and Further Education in Scotland is incorporated in
the Education (Scotland) Acts of 1962 and 1969 and the Further Education (Scotland)
Regulations 1959-1979. The Education (Scotland) Act 1969 stipulates (Part 1, 1) that “It
shall be the duty of each education authority to secure that there shall be made for their
area adequate and efficient provision of school and further “education”. Under the
Education Acts, ‘further education’ includes both vocational education and ‘social, cultural
and recreative activities either as part of a course of instruction or as organised voluntary
leisure-time occupation’. For administrative purposes the tendency has been to identify two
distinct types of education: vocational work-orientated education (‘Formal Further
Education’) and leisure-time non-vocational education (‘Informal Further Education’ and
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‘Community Education’). However, analysis of recent developments in adult education
suggests that these distinctions may now be inappropriate - even unhelpful. Basic
Education, for example, or Women’s Education, or Trade Union Education, or Retirement
Education, or Health Education, fit comfortably in neither category.
Perhaps of more importance, however, is the question of ‘adequate and efficient provision’.
On the one hand the Acts and the Regulations make no distinction between the
continuation of initial education for the young and the provision of post-initial education
for adults, and on the other they give little indication of the expected range or extent of
provision. In the absence of up-to-date and clear guidance on Adult Education policy issues
it is, therefore, not surprising (particularly during a period of severe financial constraint)
that Education Authorities and individual providing agencies and institutions have
difficulty in judging what is expected of them. This is a matter requiring clarification.
The diversity of adult education makes it impossible to distinguish completely separate and
mutually exclusive categories of provision. At this stage, however it may be helpful to
identify the following types of education:
(a)

Basic and Second Change Education

A great many adults when contemplating a return to education, training or
employment feel the need to start again, almost from the beginning. They may
require help with Literacy and Numeracy, Study Skills and other Basic Skills and
need to benefit from a general confidence-building process. For these the
traditional ‘O’ Grade starting level of many Second Chance programmes in Further
Education Colleges is too high. Expansion in provision of Foundation courses.
Preparatory Courses, New Opportunities Courses and Basic Education
Programmes of all kinds must be seen as an essential element in any coherent
pattern of Adult Education provision.
(b)

Continuing Education

This category includes a wide range of vocational, professional and general
education courses provided mainly in Further Education, Higher Education and
University Institutions for adults who have already reached a minimum level of
general education and who wish to improve their qualifications or to train (or re
train) for a particular career. Access to such courses, for mature students, depends
on recruitment and admissions policies, on the availability of appropriate
Information, Guidance and Counselling Services, on provision of Study Skills and
‘Return to Study’ courses, on policies with respect to grants, allowances and
entitlements to Paid Leave, and on the availability of part-time courses.
(c)

Post Experience Vocational Education and Training

Often organised on an in-service basis for particular groups of employees or for
member of a particular profession, Post-Experience courses are associated variously
with up-dating, refresher education, acquisition of new skills and knowledge, re
orientation or retraining. Courses are frequently much shorter than conventional
academic courses and in some cases may involve Paid Educational Leave of one
kind or another. Participation in regular short, specialised in-service training
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programmes of this nature is sometimes as effective as some of the more prolonged
forms of initial education and training.
(d)

Liberal Adult Education

A number of educational agencies, including adult education bodies such as the
W orkers’ Educational Association and the University Adult Education
Departments, have a long tradition of providing courses for adults concerned
particularly with promoting greater understanding of both the physical and the
social environment and of international affairs, with the deepening of intellectual
and cultural experience, with general personal development and with the
broadening of horizons. Many would argue that subjects such as politics,
psychology, economics, literature, music, history, sociology, etc. require maturity
for full understanding and appreciation. Undoubtedly many pupils find their
school and college experiences of these subjects less than satisfactory.
Regrettably, however, official support and public subsidy for liberal adult
education has markedly declined in recent years and opportunities for people to
broaden their general education during the years of adult maturity are currently
being severely curtailed.
(e)

Adult Education in Community Contexts

The past decade has seen a significant move on the part of adult and community
educators to take learning opportunities to ordinary people in the community
wherever they are, rather than expect people to enrol on conventional courses at
educational institutions. This kind of Non-Formal ‘Outreach’ activity has been
associated with attempts to make contact with groups of people previously ignored
by the education system, to involve people in planning and controlling their own
learning and to make education relevant to every-day concerns and activities.
Programmes include Trade Union Education, Civic and Political Education, Health
and Consumer Education, Parent Education, Social and Life Skills, Community
Arts activities - as well as more conventional education courses, though organised
in places such as pubs, clubs, works canteens, private houses, etc.
(f)

Social Cultural and Recreational Education

The informal Further Education (mainly evening) programmes provided by
Education Authorities in schools, in community centres and other local premises
offer to the general public a wide range of subjects and activities for those who wish
to extend their knowledge, pursue new interests, practise and improve useful skills,
maintain health and physical fitness, or participate in recreational, cultural and
social activities. Regrettably, during a period of steady increase in both the numbers
of the unemployed and in the size of the retired population, provision of Informal
Further Education by the Education Departments of Regional and Island Councils
has substantially diminished.
RECENT DEVELOPMENTS IN ADULT EDUCATION

The past decade has seen a number of significant developments in education and training
provision for adults. Whilst some of these have originated within the mainstream education
system, rather more have come about as a consequence of initiatives taken outside the

The Making o f an Empowering Profession 133

system. It could be argued that these ad hoc developments represent evidence of a typically
British pragmatic approach to the wider concept of Lifelong Education. However, in
Scotland as elsewhere in the United Kingdom, it is difficult to detect signs of any
substantial modification of educational policies or educational structures designed to take
account of these new developments and new demands. The paragraphs below describe a
number of these developments and give some indication of the extensive nature of the
current Adult Education agenda.
THE OPEN UNIVERSITY

The setting up of the Open University represents perhaps the most important commitment
of public expenditure to Adult Education in recent years. Flexible modes of study, multimedia methods, open admissions policies, counselling and support services - all these have
helped to stimulate new approaches to relevant learner-centred education. However,
despite intentions to the contrary, the successful growth of the Open University has
primarily extended the range of up-market higher education opportunities available to
those who are already relatively well-educated by average standards. It remains to be seen
whether the expansion of the O.U. Continuing Education and Community Education
programmes (the latter quite clearly designed for rather more down-market audiences, yet
paradoxically receiving no public subsidy) will significantly extend educational
opportunities to a much wider adult audience. Clearly, however, the education and training
needs of the majority of people manifest themselves at a very different level.
ADULT LITERACY AND BASIC EDUCATION

Most of today’s adult population left school at the minimum leaving age, with no
certificates or qualifications. A substantial proportion of these find themselves unable to
take advantage of even the lowest level of existing further education and training courses,
the starting point of such courses being too high for them. Of this number a significant
minority, perhaps 200,000 in Scotland (or possibly even twice that number) have problems
of one sort or another with basic numeracy, reading, writing or other communication skills
- problems that local Adult Literacy and Basic Education schemes have only begun to
tackle. The Adult Literacy Campaign was initially promoted by a voluntary organisation
(the British Association of Settlements) then raised to public consciousness in 1975 by the
BBC television series, “On the Move”, and the BBC’s subsequent three-year broadcasting
project (supported also by independent broadcasting agencies). Support from public funds
followed. In Scotland in the five-year period from 1976 to 1981 £525,000 of government
money was channelled into pump-priming activities by the Scottish Education Department,
via a succession of central agencies attached to the Scottish Institute of Adult Education
(first the Scottish Adult Literacy Agency, then the Scottish Adult Literacy Unit and now the
Scottish Adult Basic Education Unit). At local level Education Authorities throughout
Scotland have supported the development of a network of Adult Literacy and Basic
Education Schemes. It is noteworthy, however, that the total of public funds devoted to
Adult Education of this kind is only a small fraction, for example, of the annual budget of
a single university.
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THE TRAINING OPPORTUNITIES SCHEME AND PROGRAMMES FOR THE
UNEMPLOYED

For a variety of historical reasons Britain maintains a clear distinction between ‘Education’
agencies and ‘Training’ agencies. The launching of the most ambitious adult vocational
education programme during the last decade was the work of the Training Services Agency
(now the Training Services Division of the Manpower Services Commission). The Training
Opportunities Scheme (TOPS) launched in 1972 aims to
provide individuals with ‘training on demand’
enable the adult population to change occupations quickly in the face of
increasing industrial change
promote the general idea of adult re-training
Courses funded under TOPS may be provided in public and private educational
institutions, in government Skill Centres and in employers’ premises. They range in length
from 4 weeks to 12 months and can cover anything from Communication Skills and Basic
Education to post-graduate Management Studies. Courses are full-time and those
attending receive a living allowance or grant.
Although the channelling of ‘Education’ money through agencies of the Manpower Services
Commission (MSC) has been resented by bodies in the education field, undoubtedly the
Training Opportunities Scheme has brought opportunities to thousands of people who, in
some cases, might not otherwise have been provided for by conventional further and higher
education institutions. MSC Special Programmes for the unemployed have had a similar
effect - though the old special Temporary Employment Programme and the new Community
Enterprise Programme for the long-term adult unemployed offer virtually nothing in the way
of education and training compared with the more ambitious Youth Opportunities
Programme for Younger People. This being so, the planning and provision of education
programmes for the adult unemployed must now be treated as a matter of the greatest
urgency by the MSC and the various branches of the Education Service.
EDUCATION FOR SELF RELIANCE

“Education for Self-Reliance” was the theme of a conference organised in Glasgow by the
Scottish Adult Literacy Unit in 1979. The recognition that large-scale unemployment is
likely to be with us on a long-term basis has prompted a number of agencies to promote
activities designed to stimulate self-employment, co-operative enterprise, community
business ventures and other alternatives to conventional paid employment. In the north
and west of Scotland the Highlands and Islands Development Board has initiated a number
of such schemes. In urban areas Local Authorities, public development agencies, voluntary
associations, community organisations and large industrial concerns whose workers are
being made redundant - many of these have begun to take an interest in the promotion of
new kinds of Self-Reliance programmes. In Glasgow the Co-operative Movement employs
a Co-operative Development Officer to encourage and support such activities. Throughout
Scotland membership of “Community Business Scotland” (serviced by the Scottish Council
of Social Service) has been steadily increasing.
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The demand for new kinds of Adult Education and Training to meet these growing needs
is only now beginning to be felt. It will, however, be a challenge to educational providing
bodies to see how far they are capable of meeting the small scale problem- orientated
learning needs of individuals and groups, some of whom may have had little experience of
further education since leaving school at the minimum age. Towards the end of 1981 the
Scottish Adult Basic Education Unit expects to publish a training pack for those involved
in the promotion of such community business ventures.
TRADE UNION AND WORKERS’ EDUCATION

Education for trade unionists and for working people has been a concern of the trades
union movement and of bodies like the Workers’ Educational Association for many years.
In the mid-1970s, however, new developments took place which may turn out to have
considerable long-term significance in a wider context. Under new legislation Trades Union
representatives were granted a statutory right to paid educational leave for attendance at
approved education and training courses (concerned mainly with the industrial relations
role of shop stewards and with the provisions and implications of Health and Safety at
Work legislation). Central government grant was made available for the development of a
coherent trades union education programme (through both the TUC and the STUC), and
a three year broadcast-linked project involving the BBC, trades union movement and the
Workers’ Educational Association provided an opportunity for experimenting with new
multi-media approaches in this kind of educational programme. In 1977 Glasgow Trades
Council in association with the Scottish Trades Union Congress established a residential
trades union college, Treesbank, near Kilmarnock.
Until recently educational opportunities for rank and file trades union members (as
opposed to trades union representatives and officials) have received far too little attention.
However, the publication in Spring 1981 of a collection of essays on trades union education
in Scotland (“Is Knowledge Power”, edited by Tom Schuller and published by Aberdeen
People’s Press) and the joint sponsorship in May 1981 by the Scottish Institute of Adult
Education and the Scottish Trades Union Congress of a national conference on Paid
Educational Leave give promise of possible new developments on this front.
Management Education is already a well-established element in the curriculum of Colleges
and Universities. The developments referred to above have now begun to stimulate a
growing interest in Trades Union Education amongst both statutory and voluntary
educational providers. Central to any significant extension of such provision, however, is
the question of entitlement to Paid Educational Leave. Only in the last two or three years
has Leave for Education and Training begun to figure in any significant way on the trades
union bargaining agenda.
EDUCATION FOR WOMEN

Educational programmes for Women Returners have been the subject of steadily
increasing demand for a decade or more. Elsewhere in Britain courses with titles like
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“Wider Opportunities”, “Fresh Horizons”, “New Opportunities for Women (NOW)”, have
been offered by a variety of education and training agencies. Some aim specifically at
preparing women for a return to employment, others for a return to learning, whilst others
are primarily concerned to provide a confidence-building, stimulating experience
encouraging participants to explore new interests and engage in new activities. The supply
of such courses in Scotland has been sparse.
A conference on “Women, Education and Training in Scotland”, jointly sponsored by the
Equal Opportunities Commission and the Scottish Institute of Adult Education in March
1979, helped to map out the wide range of educational needs in this area. A follow-up
seminar on “Women Returners” held in Glasgow in February 1981 (and sponsored jointly
by the SIAE and the Scottish Council for Community Education) considered current
examples of good practice and examined obstacles in the way of more extensive
developments. As part of the follow-up to this seminar a guide to courses for Women in
Scotland has been commissioned. In south-east Scotland the Extra Mural Studies
Department of Edinburgh University has been the pioneer of such courses north of the
border; in Aberdeen and the north of Scotland the Workers’ Educational Association has
also made a particular contribution to this kind of work.
OUTREACH PROJECTS IN ADULT EDUCATION

Over the past few years Scotland has see a number of experimental ‘Outreach’ projects
aimed at extending educational opportunities to sections of the population normally unable
or unwilling to make use of conventional courses in colleges, schools, or community
education centres. Although some of the projects developed have been for people
requiring Literacy or various kinds of Basic Education, others have been designed to meet
practical learning needs arising in everyday living and working situations. The Maryhill
Project in Glasgow, on the other hand, offers a programme of relatively ordinary courses English, Arithmetic and so on (extending to ‘O’ Grade and beyond) - and caters for several
hundred students. The success of the Maryhill Project and others like it suggests that the
demand of ordinary people for ordinary education has been seriously underestimated. The
secret has been in the use of flexible approaches and modes of operation which our formal
education system at present seems ill-designed to adopt. It is noteworthy, moreover, that a
number of projects of this sort have not been funded from the normal Local Authority
education budget, but from Urban Programme money.
RETIREMENT EDUCATION AND EDUCATION FOR THE ELDERLY

Although the work of the Glasgow (now the Scottish) Retirement Council over a period of
several decades has given Scotland a lead in the provision of Pre-Retirement Education
courses, still only a small percentage of those approaching retirement age are offered
places on such preparatory courses. The numbers participating in educational programmes
during retirement are similarly limited. However, the proportion of the total population
aged 55 or above has been growing year by year. Between 1978 and 1980 a Scottish Working
Party on Retirement Education, convened by Age Concern Scotland, met to consider the

The Making of an Empowering Profession 137

educational needs of older people and to formulate appropriate recommendations. The
Report of this Working Party, published in mid-1981, is to form the agenda for a top-level
Scottish symposium sponsored by UNESCO later in the year, under the title “Education
for the Elderly: A National Policy Framework”.
It is important to remember that the majority of those entering retirement are fit, active,
entering a period of new opportunity and ideally placed to play an active contributing role
in society. A wide variety of education and other agencies will have something to offer to
this often neglected age group. In later years programmes organised in association with
Health, Social Work and voluntary agencies will need to be provided for those whose
activities become more restricted and for older people resident in homes and other
institutional settings.
PARENT EDUCATION AND HEALTH EDUCATION

A number of organisations including the Scottish Health Education Group, “Family
Network” (National Children’s Homes), the Open University and the Scottish Pre-School
Playgroups Association, have put a considerable amount of effort into highlighting the
need for Parent Education and into the provision of appropriate educational programmes
(including various forms of Health Education).
Parenthood occupies a sizeable proportion of an adult’s life. It demands maturity and a
high sense of responsibility by the very fact that it can make or mar the life of another
younger human being. Yet one enters into parenthood without having to satisfy any
objective criteria for assessing one’s fitness to do so.
Health education is of prime importance; yet those parents who are in greatest need of
guidance on ante-natal care, child care and child safety are those who, often through a lack
of awareness or their social isolation, either do not benefit from it, or reject it as it is
presented to them.
Parents of handicapped children require support in the additional responsibilities they face;
parents whose children have difficulty at school must be helped to gain confidence to work
along with teaching staff to try to resolve a problem such as truancy, or slowness to learn;
parents must learn how to cope with the widely differing mores of a younger generation
which may unsettle or totally disrupt the life of a family.
The mopping up process undertaken by social work departments, police, children’s panels,
teachers and youth workers indicates that very many parents have found the onus of
parenthood to be no easy task. Also, many of these difficulties do not reach the casebooks
of the social services, some parents seeking help from voluntary caring organisations.
Adult education has an important role to play in this part of adult life, not least to support
the contributions already being made by the organisations referred to above. Education is
required within the whole range of activities concerning preparation for and the undertaking
of responsible parenthood. After all, parents are the main educators of their children.
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RECURRENT EDUCATION PROGRAMMES

There is a growing awareness that the efficiency of initial professional training does not last
forever. Practice and technology change; individuals feel the need for updating and
refresher courses. Post-experience programmes in Medicine, Architecture, Education,
Accountancy, Pharmacology and many other areas of professional activity are increasingly
the subject of discussions between educational institutions and professional groups. The
Finneston Report on Engineering Education paid particular attention to the ‘Continuing
Formation’ needs of engineers. In Scotland all universities and some Central Institutions
have been reviewing their role in the provision of Continuing Education and recurrent
Post-Experience education courses. After a prolonged period of intensive planning and
discussion Heriot Watt University has recently made public its commitment to the
development of “Through Life Education” programmes. A research project at the
University of Strathclyde is currently exploring the scope for similar developments in the
west of Scotland.

OPEN LEARNING

It has long been recognised that many people unable or unwilling for one reason or another
to attend college courses on a regular basis may prefer to enrol on distance learning or
correspondence courses. However, the success in recent years of the Open University and
(mainly below degree level) of the National Extension College in developing courses and
learning packages for individuals and small groups has stimulated a much wider interest in
individualised learning - and in other forms of flexible learning programmes where those
engaged in home study receive occasional or regular support from Colleges, from Libraries
or from other tutor-support services. Dundee College of Education, Napier College in
Edinburgh, Glenrothes and Buckhaven Technical College in Fife, and the Scottish Business
Education Council (through its special Directed Private Study scheme) have all made
substantial contributions to developments in this field. In early 1981 the Scottish Council
for Educational Technology announced its intention to sponsor a three year development
project involving the appointment of an Open Learning Systems Officer and in May 1981
the Manpower Services Commission, at the request of the government, published an
important consultative document outlining pilot proposals for an ‘Open Tech’. Whereas
most of the previous schemes referred to are predominantly concerned with certificated
formal education courses. In the last year or two we have also begun to see the
development of Flexistudy and open learning materials for use in basic education and
community education programmes. The creation of learning packages for widespread
general use should now encourage a number of agencies, including public libraries, to
consider how best they might contribute to the effective promotion of open learning
opportunities for adults. The arrival of microelectronic individualised learning programmes
will shortly add an exciting new dimension to this area of work.
BROADCASTING AND ADULT EDUCATION

Adult broadcasting constitutes a particular kind of ‘open learning’. Broadcasting reaches
into every home. The effective potential of collaborative ventures between broadcasters
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and local educational or community agencies is very considerable indeed, as projects
concerned with such widely differing subjects as foreign language learning, unemployment
and mental handicap have shown. On radio and television both the BBC and Independent
Broadcasters have not only made a very significant contribution to adult education over
recent years, but have also provided deliberate positive stimulus to other social and
educational developments.
New arrangements for adult education broadcasting on ITV and refreshing new
approaches to community education programming on the part of BBC Scotland are now
opening up even further opportunities. There are, however, two fears: that economies
forced on the BBC may weaken the commitment of Management to promote the
educational responsibilities of the Corporation; and that the educational work will fail to
make effective use of the initiatives taken by the broadcasters. In this connection it has to
be said that, with one or two notable exceptions, adult educators and Education Authorities
in Scotland have not so far developed the kind of close collaborative arrangements with
Local Radio that are required to exploit the full educational potential of that medium.
ADULT EDUCATION AND THE COMMUNITY ARTS

Community Arts projects are now familiar in many areas of Scotland. Those involved with
the Community Arts take the view that art (like education) is for everyone, not merely for
the well-educated minority. The impact of projects like the Arts in Fife, Edinburgh
Craigmillar Festival Society and the Merkinch Community Arts Project in Inverness has
been very considerable. However, development in this field is very uneven and it is time for
educational agencies and adult educators to consider ways in which they might give positive
support to activities aimed at promoting art within local communities (and indeed within
their own educational programmes).
PLANNING FOR THE FUTURE

Very few of those to whom this statement is addressed can have been aware of the variety
of provision in the Adult Education field or of the scope of the new initiatives as outlined
above. The conclusion might be drawn that we have been living in an age of expansion in
Adult Education. The facts are quite other than this. Except where special funding has been
secured the strenuous efforts of adult educationists to cope with new demands have, as a
result of inadequate resources, merely resulted in a redistribution of provision.
THE NEED FOR NEW POLICIES

Adult education has rarely received serious consideration in a national policy context. The
1919 (Smith) Report of the Ministry of Reconstruction, an inspiring as well as a
comprehensive document (reprinted in 1980 and once again available), like so many other
post-war blueprints fell victim to the depression years. The much later Alexander Report on
Adult Education in Scotland (“Adult Education: the Challenge of Change”, HMSO, 1975)
has received little serious attention from either Labour or Conservative governments.
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Concerned particularly with informal and non-vocational adult education the Alexander
Report called for new approaches, the appointment of 200 additional adult educators in
Scotland and the doubling of provision between 1975 and 1980. The extra staff have not
been appointed. In the majority of Education Authorities the Youth and Community Service
(re-christened “Community Education”) has been expected to take responsibility for new
developments with few, if any, extra resources, and the very principle of public subsidy for
adult education provision has come under serious attack as more and more class
programmes have been required to operate on a commercial self-financing basis.
The implementation of the Alexander Report recommendations (had this taken place)
might have constituted a significant first stage in the development of new policies for adult
education. However, the Alexander Committee was restricted to a consideration of nonvocational adult education. Indeed the distinction between vocational and non-vocational
education can now no longer be regarded as meaningful, either from the providers’ or the
consumers’ point of view. For administrative purposes the distinction should be abolished.
What is now required is a second stage of development involving a reassessment on the part
of all education and training agencies of their role in the promotion of learning
programmes for adults, as opposed to any role they may have in the provision of initial
education for young people. Such a reassessment must take place in the overall context of
social and economic policy. Many adult education programmes, for older people, for
women, for workers, for the unemployed, indeed for ordinary people generally, are
unavoidably linked to some of the fundamental questions now facing us concerning the
pattern of ‘work’ and ‘non-work’ activities in our society and the changing relationship
between them. Within the world of education itself what we must look for is a shift from
the prevailing view which stresses the once-for-all nature of school and further education
to one which is based on a philosophy of lifelong learning. Current economic changes and
financial pressure may make such a shift more difficult; they also make it more imperative.
A FRAMEWORK FOR POLICY PLANNING

The starting point must be a process of discussion and policy formulation - at all levels and
by a variety of individuals and agencies. There is a great deal of thinking to be done. The
CBI, the Trades Union movement, the Political Parties, the Scottish Education
Department, the Manpower Services Commission, a wide variety of statutory and voluntary
organisations concerned with education and training - all of these, and others, must be
expected to contribute towards the process of policy formulation. In a number of cases it
may be necessary to cut across normal lines of communication and responsibility. Within
the Scottish Education Department, for instance, separate Divisions deal with Colleges of
Education, Central Institutions, Student Grants, Research and Development, Further and
Community Education and so on. No part of the organisation is concerned with the
provision of education for adults across these institutional boundaries. It may be that new
structures and new procedures will be needed if the issues referred to in this paper are to
be adequately dealt with by some of the agencies concerned. The end product of this
process of widespread discussion and policy formulation must be debate in Parliament of
appropriate proposals and government implementation of policy decisions.
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It is recognised, however, that a great many practical decisions about education in Scotland
are made at local level. Every Regional and Island council should therefore be encouraged
to institute locally a complete review of policies for both formal and non-formal adult
education. If such a review process is to be effective it will need to involve discussions
within local political party groupings, and amongst elected members, as well as discussion
by officers, administrators and practitioners.
In each area of Scotland considerable progress could be achieved in Education Authorities,
if consultation with the Scottish Office, were to establish Regional (and Island)
Development Councils for Adult and Continuing Education. Under the auspices of these
Councils the various agencies concerned with provision of education and training for adults
would meet to plan a coherent pattern of provision on a regional and local basis, including
appropriate arrangements for collaboration.
CONCLUSIONS

Many different education and training agencies and a number of other statutory and
voluntary organisations have a contribution to make to formal or non-formal adult
education: Technical and Further Education Colleges, Central Institutions, Colleges of
Education, Universities, specialist adult education bodies. Community Schools, the
Community Education and other Services of Local Authorities, Women’s Organisations,
Trades Union bodies. Industrial Training Boards, the Training Services and Special
Programmes Divisions of MSC, Health Education bodies, the Open University, the Library
Services, Broadcasting agencies, etc. Diversity is the greatest strength of adult education: it
is not merely another administrative sector within the education or training system.
However this can also be its greatest weakness. In the majority of cases contributing
agencies see Adult Education as only a small part of their overall activities; and it is an area
of work easily overlooked in circumstances where there is an unbalanced commitment to
initial education.
Some have argued that adult education should be the responsibility of a separate Department
and should not be left in the hands of Education Departments which see their role as
providing for children and young people. It is germane to that argument and to the policy
debate that we propose that so much of the recent development in adult education has been
funded from sources, including government sources, other than the Scottish Education
Department and the Education Authorities. However, the kind of collaborative machinery
suggested above would be intended to provide all agencies with an opportunity to make thenown relevant contribution to adult education in Scotland or to support the contribution of
voluntary non-institutional providers like the Workers’ Educational Association.
Our argument is that education is for everyone, but that the present education system
operates in such a way as to exclude the majority of people from participating in the benefits
and opportunities commonly associated with education and training. This comes about partly
because of the mistaken assumption (on the part of providers and public alike) that education
is mainly about formal courses held in institutional settings, partly because of the firmly held
belief that education is predominantly for the young and partly because those who control the

142 COMMUNITY LEARNING AND DEVELOPMENT
education system have ensured (whether by design or by default) that it provides most
benefits to the minority who are able and successful and least to the remainder.
First we must learn to envisage the possibility of providing education for adults as well as
for children. Then we must be convinced of the desirability of providing for ordinary people
opportunities for learning at any stage in life. Finally we must be persuaded to recognise
the greater efficiency of arrangements within which education and experience, learning and
living, reflection and practice are set in fruitful juxtaposition.
The proportion of manpower and financial resources currently devoted to education other
than initial education is small - reflecting presumably the view that provision for adult
education should constitute only a minor part of total educational provision. That view is
now challenged. The piecemeal improvisatory tactics of the past must be replaced by a
considered policy agreed by government after a well-informed public debate.
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A STUDY OF COMMUNITY WORK IN GLASGOW:
CHANGE AND CONFLICT
ABERDEEN UNIVERSITY PRESS (1982) pp 60-87
DAMPNESS: ORGANISING A MASS CAMPAIGN

Of all the issue-centred action which was supported by Crossroads, the Gorbals Dampness
Campaign was the most successful and controversial. The success of the campaign in exposing
the city’s ‘new slums’, obtaining rehousing for tenants and winning entitlements for
compensation, has implications for housing policies which extend far beyond the boundaries
of Glasgow. The political conflict generated by the campaign was of an unusual degree of
intensity and resulted in a backlash which almost led to the closure of the Gorbals Unit.
The campaign started by seeking a collaborative relationship with the authorities - get the
facts straight and the problem will be solved - and rapidly moved into a conflictual
relationship. According to the authorities there was no dampness issue. It was a personal
problem of condensation, caused by the tenants’ living habits or ‘heavy breathing’ as one
official suggested^^^ Schattschneider points out that;
‘an issue does not become an issue merely because someone says it is. The
stakes in making an issue are incalculably great. Millions o f attempts are made
but an issue is only produced when the battle is joined.^^^’
The campaign, therefore, had not only to force the authorities to acknowledge the issue,
but had also to push them to take action to alleviate the dampness - a formidable task. The
strategies employed involved selective law-breaking and the violation of social norms;
withholding rent; organising demonstrations and making personalised attacks on power
holders. This rule-breaking was always issue-centred. The aim was to force concession on
housing policies and not to overthrow the power structure. These reformist goals were
often interpreted by the power holders as expressions of ‘revolutionary militancy’ and the
campaign was, at one time or other, labelled as a front for almost all the left-wing groups
and ‘tendencies’ which seek to challenge the status quo. The Gorbals tenants only wanted
‘dry habitable homes’.
THE PR0BLEM(3>

Dampness had proved to be a problem in many parts of the Gorbals. During the 1970s well
over 1,000 individual complaints were registered with either the Glasgow District Council or
the Scottish Special Housing Association. The majority of these complaints were from new
blocks of flats in a development officially known as the Hutchesontown-’E’ estate. This estate
consisted of twelve blocks of seven-storey low-rise and two twenty-four storey high-rise
blocks; in all, 1,143 flats. The flats were constructed of prefabricated heavyweight concrete
panels, and solid precast concrete floors, walls and ceilings. The external walls were of a
sandwich construction, with a layer of polystyrene insulation incorporated within the
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concrete. This prefabricated design is known as an industrialised building system and the
proprietary name, in the case of the Gorbals flats, was Tracoba.^^^ This system was developed
in France and the sole concessionaries in Britain were Gilbert Ash (Structures) Ltd.
Industrialised building systems were introduced into the United Kingdom in the early ‘sixties
and they were viewed as a cheaper and speedier response to the housing demands which
prevailed at the time. They also offered the prospect of increased profitability for private
contractors, especially in terms of cutting labour costs and increasing site labour productivity.
The first tenants moved into the new flats late in 1971 and, within months, complaints
about dampness were being reported. The term ‘dampness’ was used by the Gorbals
tenants to describe the conditions of their flats; wet walls, fungal growth on furnishings and
musty smells. Most tenants experienced considerable financial loss because of damage to
furniture, clothing, carpets, the cost of redecorating frequently, and because the flats were
extremely difficult, if not impossible, to heat to a tolerable level. They experienced social
embarrassment about the conditions and there was the added problem of being unable to
position furniture in a way which would be considered normal. It was not unusual for
tenants to move their beds into the living room, because the bedrooms had become
uninhabitable and had to be vacated. Most distressing of all, was the damage to health.
Local doctors stated that the dampness was a health hazard;
‘This woman suffers from recurrent bronchial and urinary infections which in
my opinion are being aggravated and caused by the dampness o f her present
home due to condensation. ’
Professional opinion finally agreed that the cause of the dampness was excessive
condensation, due to the structure of the flats.^^^ They were built of heavyweight concrete,
which is a material of high thermal capacity, and which creates extremely cold surfaces. The
sandwich of polystyrene in the concrete panels was an insufficient form of insulation. At the
edges of the panel joints, in areas of unknown size, there was solid uninsulated concrete,
known as ‘cold bridging’. Insufficient insulation, combined with the inadequate natural
ventilation of the rooms, resulted in high humidity and excessive condensation.

THE CAMPAIGN
Pre-Organisation

‘I t all started through Jimmy Carlin. You ought to see his house, the wife said.
So I went round and I really was appalled at the conditions - it wasn’t fit for an
animal to live in it, and his whole family were living in one room. I reported the
problem to the Hutchesontown Tenants Association and then I went to the
Information Centre. (Chairman, Dampness Campaign)’
From the earliest days of occupation the tenants had complained about dampness. The only
response from the authorities was a visit from a housing official and advice to turn up the
heating and open the windows. The Laurieston unit, opened in Summer 1974, had received
sporadic complaints about the problem, and, when a local resident approached the staff in
February 1975, a student was asked to explore the problem further.
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‘A s I chatted and took photographs o f the conditions o f houses o f people
already known to the Unit, I discovered that already the problem was fairly
widespread, but very patchy and few people know o f other people’s problems.
An article in the ‘View’ served to publicise the issue. I not only followed up local
leads, but started to research the causes o f dampness. A common view shared
by many local people with experience in the building trade, was that the
dampness was caused by a combination o f pre-cast concrete and poor
insulation. Further research revealed that low cost design was frequently the
cause o f such condensation, so it was easy to argue the Corporation’s
responsibility to clear it up. ’
Specht points out that perception determines response/^^ The perceptions of key activists
and the Unit staff were identical and, now that the fault was seen to be with the authorities,
combined action was possible. The early moves in organisation building had been initiated
and the student began to plan for collective action.
‘The student unit had a discussion along the ‘where do we go from here’ lines
and agreed that I should encourage enthusiasm for a public meeting and
investigate ways o f getting the principal activists together, perhaps with people
from the Laurieston Tenants’ Association and the Hutchesontown Tenants’
Association to discuss the tactics and organisation o f such a public meeting. I
also felt it was about time to get some expert opinion on the condition o f the
flats, so we contacted A SSIST - a community-based architectural service - to
see if they could suggest anyone. This contact resulted in an ‘alternative’ expert
report pinpointing design problems as the cause o f the dampness. ’
The Campaign is Launched

The informal gathering of contacts agreed to invite local councillors and the city architect
to a public meeting which would be convened by the two tenants’ associations. The Unit
organised publicity and made copies of the expert’s report on the flats available for the
meeting. The public meeting, in May 1975, marked the beginning of the campaign. The
councillors attended, but the City Architect refused the invitation - the first of many
occasions when representatives of this department would decline to meet the Gorbals
tenants. Over a hundred tenants attended the meeting and various suggestions for action
were advocated, including a call for a rent strike and the taking of legal action under the
1897 Public Health Act. This meeting also identified potential activists.
‘I ’ll never forget it - this chap stood up and what a speech he made - speaking
on behalf o f his mother and father, and when he finished speaking everyone just
clapped. I remember saying to the student - who is this? I thought you knew, he
said. I ’ve never seen him in my life, but I ’ll tell you one thing, he’s not getting out
o f here tonight until I find out who he is because I think he would be a big asset
to our campaign. ’ (Committee member)
The mystery man was a Gorbals resident and trainee lawyer who was to eventually become
the Secretary of the dampness campaign. Despite militant suggestions, the public meeting
only endorsed a suggestion for a deputation to the authorities and the sponsoring of a
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further meeting. Battle had now commenced, even if very quietly. The deputation to the
authorities achieved little.
7 think they thought it was some wee thing that would blow over - they say
they’ll do what they can but as soon as you’re out the door, they’ve forgotten your
name. I don’t think anyone realised the severity o f the problem and they didn’t
want to know. I think they thought if they just kept putting us off, we’d forget all
about it. ’ (Committee member)
The early initiatives taken by the embryonic campaign represented an attempt to establish
a collaborative relationship with Glasgow District Council. The Secretary, who joined the
organising committee early in the autumn of 1975 recalls the frustrations of this period.
7 got invited to a meeting after the first attempts had failed - the normal
channels, deputations, petitions etc. They knew these attempts had failed in the
past, but they tried them for 3-4 months as a final attempt. ’
In October a second public meeting was held. The 150 tenants who attended instructed the
organising committee - which comprised a triumvirate of Chairman, Secretary and
Treasurer - to take more abrasive action and investigate the possibility of initiating legal
action against the District Council. Within three weeks the first moves had been made
under the provisions of the 1897 Public Health Act. It was not surprising, with a trainee
lawyer in the triumvirate, that a legal strategy was adopted.
7 saw it as a straightforward thing - these houses are defective - there is a
dampness problem - let’s take legal action or whatever we require - call in the
experts, ascertain the problem and repair it. But then I realised it was not so you had the political problem which I didn’t know anything about. I may have
read guys like Dahl, but that’s entirely different from politics in Gorbals. There
is no comparison between political theory and the real life politics that goes on
- just none. ’ (Secretary)
Fortunately, the Crossroads staff and the other committee members understood the
political problem (if not the legal process) and when, in December, a local authority
‘Combat Condensation’ exhibition visited the Gorbals, the community worker saw it as an
excellent opportunity to develop the local organisation and, simultaneously, put pressure
on the authorities. A two-day counter-demonstration and picket publicised the campaign’s
views on the causes of the problem, ridiculed the Council’s insistence on ‘heavy breath’, and
achieved press, radio and television publicity for the campaign. The picket also convinced
the Secretary of the value of direct action.
T used to think once you took your cause to the streets you were defeated, but
then I saw that it was important to the local people - they can see it and can in
fact do something Moreover, it brings publicity which is one o f the most effective
tactics. Mind you, the stuff on the streets is only successful to a p o in t-yo u can’t
march every day, but you can write every day. ’
from then on both legal and direct action tactics were used to pressurise the authorities.
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RENT STRIKE

In February 1976 a third public meeting attracted 300 people, but the committee once more
rejected a call for a rent strike and work continued on the legal case. When, however, the
campaign discovered that a tenant had gone on rent strike after the February meeting, in
the mistaken belief that most people at that meeting would be doing the same, the
committee not only provided legal support, but an enthusiastic band of local tenants,
complete with banners, arrived at the small debt court when the striking tenant received a
summons from the District Council. The District Council withdrew their action and the
tenant was awarded a decree of absolviter (acquittal) with expenses - a significant moral, if
not legal, victory for the campaign. This case occurred in June and, over the next six
months, three other tenants were taken to court for withholding their rent. On each
occasion the District Council withdrew action before the Sheriff could consider the cases.
The rent strike tactic, rejected for almost a year by the campaign, now began to be
considered as an effective strategy.
‘We never intended it at the beginning - 1 didn’t think it was a good thing myself
because I thought it might get people into a mess - use their rent money and never
be able to make it up. Mr Carlin was the first to do it, and then another lady was
taken to court and we won - then another tenant, so then it began to seem a good
thing - maybe they’ll take notice if we withhold rent So we put it to the people it was entirely up to them - if they wanted to withhold their rent and put their
money by, then by all means do so. We also started the dampness clinic one night
a week. We felt it was very important that the people had somewhere to go where
the advice was immediate and accurate. ’ (Committee member)
The campaign was gaining local support and was acquiring a reputation with the media. It
was also gradually absorbing and using more militant tactics but, despite eighteen months
hard organising, no tangible results had been achieved.

THE ISSUE IS RECOGNISED - THE COMMITTEE IS DIVIDED

In June 1976, the Chief Executive of Glasgow District Council published a report admitting
that ‘modern building methods’ could be one of the contributory factors causing the
dampness problem. Limited recognition perhaps, but the ensuing ‘commitment to take
action to combat the dampness effectively undermined the campaign’s attempt to take legal
action under the Public Health Act, yet committed the authorities to no specific course of
remedial action. A proposal by the authorities to undertake another survey, this time by the
National Building Agency, split the campaign’s committee. In a period of disillusionment,
when so much action had produced so few results, recrimination set in. Should there be a
more conciliatory attitude to the authorities, or were more militant tactics called for? The
committee threatened to split over the issue. Angered by the suggestion, made by a local
authority official, that they did not have the full backing of the people in Gorbals, the
committee managed to patch up a compromise and agreed to organise a major public
meeting to demonstrate, once and for all, that the campaign had the popular support of the
people in the area. The move to mass organising had been taken. Pressure on the
authorities was to continue and the displacement to ritualism had been avoided.
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MASS ORGANISING

The background work undertaken for the public meeting, which was planned for the 28
November, gives some idea of the tasks involved in mass organising. A student reports;
‘The main brunt o f the responsibility for organising for the public meeting fell on
the Action committee and a group o f about fifteen tenants, but often escalating
to forty or fifty when leafteting or postering had to be done. No decisions were to
be taken, no press statements made no interviews given without a decision being
made by the committee first. All statements o f intent, press releases etc. were
thoroughly prepared in advance. The preparation for the meeting started in
earnest about three weeks before and the Wednesday night dampness meetings
were o f vital importance. A t these meetings the Action committee delegated
responsibility for making posters, distributing leaflets, etc. Tasks included
leafteting certain blocks, fly posting at night, arranging for volunteers to assist at
the actual meeting and the week before the meeting, arranging for people to
speak from the floor. The speakers were to raise specific topics so as to avoid a
clash o f questions. In an effort to step up activity and make people more aware,
corridor meetings were arranged. These took place on the two Sundays previous
to the meeting. Several tenants paraded round the area. Using loudspeakers and
leaflets they carried out door-to-door deliveries, holding short meetings in the
corridor with those interested enough to listen. We printed 250posters, and some
members o f the community made huge banners out o f sheets. ’
Over 600 people attended the meeting, which was one of the largest and stormiest in the
Gorbals for many years. Television, press and radio were present and the meeting was
reported on the national ITN news. The elected representatives stated from the platform
that they full supported the tenants’ action and considered the flats were uninhabitable. It
was a watershed in the history of the campaign. Results followed quickly; the local M.R
brought the Scottish Minister for Housing to the area in December; the District Council
agreed to rehouse tenants living in damp houses - the first tenants were moved in
December - and local councillors persuaded the District Council not to re-let flats badly
affected by dampness.
THE USE OF POWER

‘The purpose o f an orgnaisation is not only to have the power to effect a
commitment, but also to make sure the commitment is carried through.
The tenants had gained considerable experience and the same people were still the key
leaders in the campaign. Theoretically, they had achieved many of their objectives, but the
fight to have these gains implemented demanded hard negotiation and recourse, on
occasions, to direct action. The leaders were now agreed on the need to negotiate from a
position of strength.
‘To begin with, when the Council asked for a meeting, my attitude was, never
meet them - the others’ attitude was that we must meet. I saw this as weakness
but they saw it as co-operation with the Council. Eventually though we agreed.

The Making o f an Empowering Profession 149

When the Council asked for a meeting, we delayed it - it was tactically good to
delay, and eventually there was a degree o f equality. There was a bargaining
about date and time and what was to be discussed, instead o f just being invited
to an open-ended meeting, given a chocolate biscuit, a cup o f coffee, a two hour
lecture and you’re out the door with nothing. ’ (Committee member)
The campaign had also uncovered some unexpected weaknesses in the opposition.
7 leamt in the early days, much to my surprise, that these guys (the politicians)
don’t like heckling - they didn’t want verbal combat. There was a lack o f verbal
skills that I would have assumed they would have had as a natural gift.’
(Committee member)
A public meeting, held at the Citizens Theatre on 1 May 1977, was a further demonstration
of the campaign’s ability to mobilise mass support and expose the politicians to
uncomfortable public pressure. This meeting was designed to keep the pressure up on the
authorities and was deliberately held on the day before the local elections for the Glasgow
District Council. In addition to mass leafleting and door to door canvassing several new
tactics were used in the preparation and organisation of the meeting; street theatre,
campaign songs composed by the ‘7.84 theatre company’ and local residents, a pipe band,
a motor cavalcade and even disruptive interruptions of the meeting itself.
‘During the actual meeting there was a number o f pre-arranged and rehearsed
events. These interludes included a skit between Mr Mould and the Housing
Manager and also a rendering, by a local tenant, o f the dampness song which
he had composed. There was also a number o f unrehearsed and unexpected
interruptions, especially when impromptu fights between Mr. Fungus and Mr
Anti-Dampness occurred on the stage o f the theatre and interrupted the course
o f the meeting. The interruptions caused considerable consternation amongst
most o f the speakers who were on the platform. ’ (Job Creation Worker)
A thousand tenants attended this meeting, which proved to be the zenith of the campaign’s
public events. For the politicians, the penalty of refusing to offer support was to incur public
odium and the possibility of opposition at the next local elections. Following the meeting the
rehousing of tenants speeded up. This was a positive gain for the campaign, but the action
almost inevitably resulted in a gradual undermining of the mass base. Most tenants were
rehoused away from the Gorbals because of the shortage of suitable local accommodation.

THE COSTS OF SUCCESS

In our typology the dampness campaign represents a clear-cut example of a conflict
relationship. The key parties in the relationship were polarised over their perception and
response to the issue at stake. The possibility of a collaborative agreement was minimal and
the community organisation had to adopt contest strategies, in an attempt to force the
power structure into recognising the issue and taking action. By 1977 the dampness
campaign had achieved this goal. The Glasgow District Council had, with great reluctance,
accepted the building design explanation of dampness, had agreed to rehouse tenants and
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had acknowledged, in principle, the tenants’ entitlement to financial compensation. These
objectives were achieved only after an intense struggle which left a legacy of bitterness,
damaged reputations and simmering tensions. Local leaders feared that they might suffer
a backlash at some later date;
‘I f you are a local leader, you worry that the authorities might take a chance to
get back at you. Maybe they wouldn’t dream o f doing that, but it’s always at the
back o f your mind. ’ (Tenants’ Leader)
The friction became most immediately apparent in the relationship with the local M.P. and
some other members of the constituency Labour Party.
‘Some members o f the local Labour Party resented the style and tactics o f the
campaign. It was too abrasive, bloody minded and went over the score in the
demands it made on the local councillors. Others alleged that it was really a
front for a left-wing sect or a rival political party. It is likely that the campaign
upset some people because it could not be disciplined or controlled by the
established political power structure o f the Gorbals. The campaign was an
independent organisation which showed scant respect for reputations or
political orthodoxy. In short the campaign was seen as a threat.
These tensions also surfaced in a public form when the SWSG attempted to close the
crossroads Gorbals Unit.
THE INFLUENCE OF THE COMMUNITY WORKER
The Importance of Relationships

‘When people are brought together or organised, they get to know each others’
point o f view; they reach compromises on many o f their differences, they leam
that many opinions which they entertained solely as their own are shared by
others and they discover that many o f the problems which they had thought o f
as only ‘their problems’ are common to all. Out o f this social interplay emerges
a common agreement and that is the people’s programme.
The organiser is an important element in the social interplay, and it is through this
interaction that influence is exerted. Whether or not this influence is absorbed into a
campaign depends largely on the relationship which the worker has with key local activists.
These relationships can be closely guarded. The Gorbals fieldwork teacher comments;
‘The areas which were inaccessible to students were the very intimate
relationships I had with about half-a-dozen leaders. These little tete-a-tetes were
cmcial to the dampness campaign, and this was an area I was not prepared to
delegate to students. ’
Relationships provided the cornerstone for the various and diverse roles which the
community worker performed with the dampness campaign. In this section we have
attempted to describe the main roles which the worker played and also we consider how
these roles changed over a period of time.
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Organisational Role

Prior to the local organisation being formed, in what we have described as the ‘pre
organisation state’, the community worker was the organiser.
You’ve got no option - the very fact o f moving into the area and then initiating
makes you a leader. It’s just a question o f deciding when, at various stages, you
should draw back. ’
The community worker had the big advantage of time to contact the little isolated pockets
of protest, who were ineffective on their own and rapidly becoming frustrated.
‘I f it hadn’t been for the student putting me in touch with all the other tenants, I
don’t think the dampness campaign would have started. ’ (Committee member)
The staff continued a direct organising role by calling informal meetings of those contacts
who were concerned about the dampness problem and used their relationship, with the two
local tenants’ associations, to persuade them to sponsor the campaign and to organise the
preliminary meetings. The unit also provided somewhere for the tenants to hold committee
meetings. Once the committee began to effectively organise itself, the organising role
changed to one of support for the local leaders.
‘I t’s sort o f a supplementing o f direct organisation. I help the committee to
organise public meetings, committee meetings, the odd demonstration. It’s
knocking on doors; putting up posters; chasing up local contacts; making sure
the people know the time o f the meetings and that the person is well briefed to
talk to the press. I also fill in ‘gaps’ when people are unavailable for work or
domestic reasons. ’(Community worker)
This supplementing of the direct organisational work of the committee continued
throughout the campaign. The hard, unglamorous work was valued.
‘The Unit did a lot o f the leg work - going round doors, going up to the City
Chambers for information - we’ve got families and couldn’t possibly do this all
the time, but the Unit took some o f the pressure o f us. They also did a bit o f the
paper work which we couldn’t have done. ’ (Committee member)
At times, the community workers became more assertive;
‘When to draw back is a very difficult decision which involves delegation, a
highly skilled task. You need a degree o f confidence to do it. The other thing is
the ability to move back into the leadership position for one meeting and move
back out immediately. You have to know which meeting - you can see the thing
is going to collapse - they’ve reached a stage now that they’re all so determined
they’re not going to back down, so you move in, solve the problem and move
back out again. ’
In the latter days of the campaign, when many tenants had been rehoused, the Unit again
assumed a more direct organising role.
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Tactical Role

The tactical role of the community worker involves looking at the total situation, as far as
it is possible. Tactics cannot be transferred, without thought, from one situation to another,
and community workers must understand the organisational implications of certain tactics
‘A ttempt to use a variety o f simultaneous strategies when putting pressure on the
authorities and seeking to gain public attention for your cause. There is nothing
a politician or official likes less than pressure coming in from a variety o f
sources, particularly when these different types o f pressure are sustained over a
long period o f time. To sustain different forms o f action at the same time calls
for considerable commitment and generates a high workload. It is not a general
strategy which we could recommend for groups which have a very limited
support and only a handful o f regular activists.
The tactical role was sustained throughout the life of the campaign. At the pre-organisation
stage, however, it was largely hidden from local activists and took place, mainly, in student
supervision sessions. With the formation of the group the tactical influence, which could
now be accepted or rejected by the local leaders, was exerted through informal discussions
with key people.
7 was involved in a sustained dialogue on a week by week basis, not necessarily
with everyone, but with twelve people who were very prominent in the campaign.
Sitting down and discussing what had gone on, what options were open to
people, providing them with a sounding board to bounce ideas off, providing
someone for local activists to talk with and test out ideas. It’s a sort o f rehearsal
process and a means o f clarifying your thinking. ‘ (Community worker)
Obviously these discussions influenced the committee.
‘One o f the things that always upset me was that you have to spend so much time
working to get support - it seems almost ridiculous to have to sell the dampness
campaign - people are getting something for nothing. Eventually, listening to the
people in the Unit, who have more experience in dealing with problems like this, I
got the message - retarded possibly, but I got the message - that’s the only way to
sell the campaign and then you might get somewhere. ’ (Committee member).
Regardless of intent, the community worker is likely to be seen as the expert and his advice
is given more weight than the worker may expect. Tactical advice is not only selling ideas,
but also backing these up with action, e.g. the community worker suggested the picket of
the condensation exhibition and the staff and students joined the picket line. At times, the
‘pupil’ may educate the teacher. The unit ‘sold’ the Secretary the value of direct action, but
the staff were soon to learn much from him about organising techniques, fund-raising and
the tactical development of a large organisation.
Mediator Role

The diversity and talents within the committee was one of the strengths of the campaign.
The Secretary comments;
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‘Possibly one o f the reasons we succeeded was we were able to bring together
things from various approaches in order to work. The Treasurer was able to
attract the women and the Chairman called on his trade union background and
the administrative work was left to me simply because no one else would do it
and I happened to enjoy it. ’
But, at times, there were acute tensions within the group. One activist describes the
community worker as a type of ‘community glue’;
‘The Unit was helpful in keeping the various personalities together because you’re
going to get strong personalities coming to the forefront in any kind o f group. We
didn’t have the opportunity to get to grips with each other’s difficulties and that’s
where the community worker helps - he bonds things together - gets things. A lot
o f my attitudes were an anathema to the rest o f the campaign - but eventually we
reached a compromise, and without the information centre I wouldn’t have
compromised and therefore, possibly, I would have got fed up and moved on. ’
The community worker reflected on this role;
‘This keeping a foot in both camps and trying to get the group to compromise
about their tactical or, at times, ideological differences was very important, and
one which depended upon you knowing the individuals very well indeed, helped
by having been associated with the campaign and leaders for some time. The
underlying tensions within the group came to a head when the group had done
a lot o f work, but, had achieved no concrete results. This period o f
disillusionment was turned in on the group. To illustrate how difficult this period
was, two or three o f the key people in the group became so antagonistic to each
other that they would only meet together when I was present - almost as a
referee- as an interpreter to try to keep the temperature down. I f the split had
occurred at this time, I guess the campaign might just have fallen apart and a
lot o f the work might have come to nothing. ’
Research Role

The community worker comments;
‘There was a lot o f legal research - checking out public health legislation;
research o f causation o f dampness - a voluminous amount o f material. Some
o f that work was done by local people - more often than not by myself or
students who had the time to go and sit in the big Glasgow library all day long.
A very vital if invisible role - very important slogging, dull work which went on
behind the scenes to prepare the arguments which the local activists would be
using when involved in legal debate or negotiation with the Council. That
persisted throughout the campaign. ’
Keeping up Morale

This role was singled out by the Community worker as being of key importance;
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‘I f I reflect on some o f the most important work I did in the Gorbals, it wasn’t
necessarily the political and analytical roles which some attribute to me. My main
quality as a community worker was a capacity to develop a positive and emphatic
relationship with local people and, also, almost a personality thing, o f being an
optimistic character with high expectations and a lot o f patience. I ’m in danger of
saying that my most crucial role with the dampness campaign was almost a case
work role, because there are certain case work skills which intuitively I utilise,
although community workers are rather embarrassed talking about them! It is
rather similar to giving tactical advice, but rather more emotional - keeping
enthusiasm going; trying to stimulate local people when they feel low and
depressed and feel their work hasn’t achieved any concrete end. It is a role I found
myselfplaying quite a number o f times throughout the campaign. ’
The community worker also identified certain roles which he refused to perform.
Permanent Go-Between

‘A t times, especially in the early days, the campaign needed advice from experts
on architectural or legal matters. Often the search for the appropriate expert
took time; frequently the community worker negotiated the first contact, but this
contact was quickly passed on to local people who thereafter retained the link
themselves. Frequently, community workers maintain some power by remaining
the permanent go-betweens. This was a role we rejected. ’
Formal Leadership

‘We also rejected a formal leadership role. We weren’t involved in fronting the
campaign at public meetings or dealing with the media, although we would
often help organise the events, and prepared information. ’
Negotiator Role

‘We deliberately kept out o f the twenty or so delegations to senior officials or to
the Housing Minister - we didn’t even attend these meetings. It was partly a
principled commitment that we should not act as a negotiator to allow residents
themselves to acquire these skills; it was also partly a tactical decision because
we feared, on previous experience,^^^^ that the politicians would use our presence
to deflect the aims o f the delegation. ’
WHY WAS THE CAMPAIGN SUCCESSFUL?

Local residents and Crossroads staff attribute the successes of the campaign to a
combination of five main factors. The emphases given to these factors vary, but all stress a
combination of the following ingredients; the severity of the problem; an active committee;
the mass support of the tenants; the back-up of the information centre and the role of the
secretary in the campaign.
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The Severity of the Problem

The sheer misery of living in a damp ridden house pushed the tenants to become involved
and forced them to continue fighting. In Glasgow, where only 10% of housing is allocated
to transfer cases, there is virtually no chance of easily moving to another house.
‘We felt like giving in so many times because we got so frustrated banging our
heads against the brick wall o f the authorities. A nd then you’d go back to your
house... Godno, I can’t give up or I ’ll be here for the rest o f my life. Youfeltyou
had to grit your teeth and get on with it - push and push and push to open every
door. We just couldn’t give up - the authorities would have loved it if we had. ’
(Committee member).
An Active Committee

The key committee of three was supplemented by a support group of up to thirty residents,
who were active on a week to week basis. It was the work of this committee, described in
the text, which developed the mass support of tenants.
The Mass Support of Tenants

The sheer hard work of door to door contact gradually developed mass support for the
campaign. Apart from the ‘big occasions’, described in the text, the weekly committee
meetings doubled as advice clinics for between thirty and a hundred resident. During most
weeks, over seven hundred homes were visited for fund-raising or organising purposes.
The Secretary

Unfortunately, the secretary was a rarity in Gorbals; bom and bred in the area, living in a damp
council house, he was also young and an apprentice lawyer. His contribution was outstanding;
‘H e was one o f the greatest things that ever happened. He was a big asset to our
campaign because he had a fantastic legal brain, and he opened up a lot o f doors
we could never have opened. He worked all the time - we’d pass the information
centre at 11 pm and he’d be working. He got the services o f all sorts o f professional
people who seemed pleased to work for just a nominal fee. ’ (Local resident)
Most tenants attributed his capabilities to his education and legal training. The secretary
felt that many younger people in Gorbals would have adopted similar attitudes if they had
been suffering from the problem.
‘People like me weren’t involved in a Tenants’Association in the first place, but
were willing to react strongly to the problem when it hit them. ’
He did, however, feel that his influence in threatening legal action and bringing in other
professionals was important since ‘it brought a degree of fear from the Corporation’. The
Staff came to value the Secretary most as the nearest person to Saul Alinsky, the American
community organiser, that they had ever met. He had an innate tactical sense for building
large organisations.
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The Support of the Information Centre

The importance of the Unit has already been stressed, especially in the early stages of the
campaign. The presence of a fully staffed information centre, open five days per week,
prepared to devote a considerable amount of its time to supporting, administratively and
emotionally, the efforts of the Dampness Campaign cannot be under-estimated. The
practical help is most often mentioned.
‘People would have learned to live with the problem - people would have
accepted it as they accepted everything in this area - they just feel they’re working
class folk - we’re supposed to live like this, we’re supposed to accept these things.
But with the Information Centre at their back, it gives people that bit o f support.
They feel they’re doing the right thing. They begin to find some way o f fighting. ’
(Committee member)
The staff also felt that one of their main contributions - via the mediator role - was keeping
the Secretary involved in the campaign, without allowing him to dominate it completely.
‘A t times, I think the Secretary would have been quite happy to run the whole
show himself and I don’t think this would have been a good thing - it would
have alienated his other committee members and other people if he was doing
everything and they weren ’t doing anything. I think the Unit played an important
role in preventing this happening without him leaving. ’ (Staff member)
The secretary resembled Hoffman’s all-purpose leader - both an asset and a danger to the
campaign.^^^^
ACHIEVEMENTS

We interviewed the three formal leaders of the Dampness Committee and the chairmen of
the supporting tenants’ associations. There was a large measure of agreement between the
local activists and the staff over the achievements of the campaign.
Material Gains

All were agreed that the belated recognition by the authorities that the dampness was due
more to design faults than to ‘living habits’ was the crucial breakthrough. In 1980, officials
of Glasgow District Council acknowledge this fact.
‘For too long it would appear that officials in all Departments have avoided the
issue by placing the blame almost exclusively on condensation as a result o f
tenant lifestyle; other causative factors have thus received scant attention. This
approach has in turn led to ad hoc responses to major problem areas, resulting
in the current chaos.
Thereafter the list of successes is impressive;
(a)

The rehousing of tenants living in damp houses. By the summer of 1982 over 1,000
households have been rehoused from the Hutchesontown ‘E ’ estate.
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(b)

The granting of certain concessions in the policy and procedures for rehousing, e.g.
taking into account past as well as current lengths of tenancies when offers were
made; the setting up of a special inquiry desk at the Housing Management Office
for dampness tenants.

(c)

Following reports by the National Building Agency the Glasgow District Council
committed itself to exploring the feasibility of a remedial programme. At 1978
prices, the cost of a full remedial programme would have been over £2 million. The
flats cost £5 million to build. By 1982 the Council had still to decide whether to
implement a remedial programme or demolish the flats.

(d)

A ban on the reletting of damp flats once they become vacant.

(e)

The non-eviction of tenants who are withholding rent because of damp conditions.
At the end of 1978, the arrears resulting from the rent strike totalled over £50,000.

(f)

The recognition of the tenants’ rights to compensation. Entitlem ent to
compensation was originally won in 1977, but it was not until 1980 that a detailed
scheme was finally negotiated. This settlement had two major elements; firstly, that
all past and present tenants of the damp flats will receive a back payment of one
third of their rent, paid from their date of entry into the estate and, secondly, that
claims for damage up to £300 will be met by the District Council and that claims in
excess of this figure will be subject to negotiation with the city’s legal department.

(g)

A reduction in rateable values for 500 tenants. This reduction ranged from 5%-7%.

Political Awareness

Any attempts to assess developments in political awareness is an infinitely more complex
and speculative task than is the evaluation of the practical gains which can be achieved
through community action. At a general level, the dampness campaign did succeed in
mobilising and involving a large number of people who were new to either traditional or
extra-political activity in the Gorbals. Many of these tenants, especially the women, had no
previous experience of organising public events, lobbying politicians, running committee
meetings and taking any form of direct action. This unleashing of new leadership and the
creation of new opportunities for participation illustrated one of the major strengths of
community action - its potential to draw into association people who do not figure as active
members of political parties and who may also have little or no contact with the established
institutions of the British Labour Movement (e.g. the trade unions). For many residents in
Gorbals - housewives, pensioners, the unemployed - community action represented the
most immediate and accessible arena for political involvement.
‘One thing about the campaign is that the majority o f the people who were
vociferous were people who weren’t involved in any Tenants’Association before
-probably they were willing to react strongly to the problem when it hit them,
but after the problem had been solved they just disappeared. It is important,
though, particularly with the younger people in some other area, maybe when in
the years to come they find themselves with a problem o f some size they will
know what worked in the past. I f they describe, for example how to go on rent
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strike, or how to use professionals, such as lawyers, that many people have not
come across before, then it will carry much more weight. ’ (Committee member)
Whether this involvement will lead to a wider set of commitments and an awareness of the
inequalities of society remains an open question. Community action tends to be issuecentred and, once the issue which precipitates action is resolved or partially treated, the
momentum needed for further developments can be lost. Thus, in the dampness campaign
the rehousing of tenants - which was a symbol of success - served to undermine the
collective strength and future political potential of the campaign.
‘Once the dampness campaign had achieved what it set out to achieve, that’s the
end - there’s no lasting effect, and that’s reinforced by the fact that many o f the
stronger members o f the campaign are spread throughout the city once they’ve
successfully achieved rehousing. ’ (Committee member)
There was, however, agreement that, in the short term at least, people had lost their
deference to the ‘higher ups’. This was singled out as a major achievement.
‘Everyone lost their fear o f officials after a while. To begin with I felt kind of
intimidated, which got me nowhere. As time went on I thought ‘I ’m not going up
there, explaining problems to them just like a silly wee girl, because they’re
probably laughing at me .anyway, so I went up with the direct approach - and if
they were getting nasty, got nasty as well. After a while your approach did change.
I think they began to realise that they couldn’t intimidate us and get rid o f us, so
they began to act nicer and show more respect for us - 1 think that was when I
began to realise we were beginning to win a wee bit. ’ (Committee member)
Wider Achievements

Both Crossroads staff and the committee valued the assistance the campaign had provided
to dampness groups in other parts of Glasgow and Scotland. On the local Gorbals and
Govanhill front four other tenant groups have organised around dampness complaints and,
throughout the city, some thirty different local campaigns had developed by the early 1980s.
The Gorbals campaign had also been frequently approached for support and assistance by
groups in other parts of Scotland.
‘I ’d never in my life talked to the press - and it was a great experience to speak
on television. It was one way o f getting things across and telling other people
about the conditions that people in Glasgow were suffering. I think we’re the
only place in Britain that has achieved so much and through the press and
media there’s quite a lot o f Tenants’Associations throughout this country who
know o f our victories and have formed their own associations to do the same. ’
(Committee member)
This rather puts into question the criticism that local community action is ‘parochial’.
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RONALD YOUNG
A LITTLE LOCAL INEQUALITY
IN SCOTLAND THE REAL DIVIDE
Eds GORDON BROWN AND ROBIN COOK MAINSTREAM 1983 pp 223-252
STRATHCLYDE’S DEPRIVATION STRATEGY: 1977 TO THE PRESENT

Strathclyde Region’s deprivation strategy has been area based - operational in 45 areas
(most council estates) judged serious enough to warrant priority treatment. This simply
because of the geographical polarisation which was such a feature of the West of Scotland.
We were appalled by the myths about money being poured into these areas and by the
patronising attitudes of many people to the competence of the residents of the areas which
seemed to place the blame for the poverty on the poor themselves. The reality was
administrative, political and professional neglect creating a group of second-class citizens.
We had more sympathy with the few which pinned the blame on the government - with its
responsibility for economic policies and social security. But as these areas always had
unemployment running at two or three times the regional average, which in turn was twice
the national average, we could not accept that central government action, if and when it
came, would be sufficient to overcome the deep-rooted problems of these areas.
We were convinced that local authorities - particularly one as large as Strathclyde - could
and should do more within its existing resources and skills to ameliorate conditions in these
areas. When and how such resources and skills were made available was the crucial
question which local government seemed to have ignored - thereby ensuring that it
compounded rather than ameliorated the effects of inequality.
In 1976 the Regional Council drew up its strategy to tackle multiple deprivation. This has
five basic elements:
1.

To bring pressure on central government and its agencies - the DHSS, the Health
Boards, the Gas and Electricity Boards - to deal with the problems of poverty.

2.

To pressure the government and - through our own efforts - to tackle the severe
unemployment problems of the poorer parts of Strathclyde.

3.

To encourage district council housing departments, the Scottish Special
Housing Association and the new towns to stop concentrating disadvantaged
families in selected areas. We also asked them to try to achieve a more balanced
community mix.

4.

On our part we would try to make sure that the services we provided in the poorer
areas were as good as - if not better - than those in the better-off places. These
services would be run well, more accessible and relevant to the people’s needs.

5.

Finally, we would back up communities which wanted to plan and run their own
projects to help their own areas.
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What we were asking our staff to do in 1976 was to accept that fairly simple things were
needed from them in the first instance: not massive spending but just a commitment, firstly
to those who lived in these areas, secondly to attempting new relationships both with their
colleagues in other departments and with residents. We were also asking for a bit of
imagination and courage, in encouraging staff to bring forward proposals for better
practice despite the discouragement we knew they would encounter from the rules,
traditions and prejudices which seemed deeply engrained in certain departments.
Even then, we had examples of good practice developing in some localities by dint of
individual officers, politicians or activists being prepared to roll up their sleeves and try
something different. In some places it had been police initiatives; in others adult education
and in yet others health initiatives. In many cases, these were accompanied by rapid
improvements in the indices of social malaise. The tragedy, however, is how isolated such
simple initiatives were - and how many obstacles seemed to be placed in their way. We
always seem to be wishing to reinvent the wheel.^^^
ITS CRITIQUE OF LOCAL AUTHORITY MANAGEMENT - AND CONSEQUENCES

Behind all this lay a fairly coherent critique of local authority management which it is
important to spell out; it came very much from the experience of councillors and officials
struggling in the early 1970s with rehabilitation schemes and has found expression - in a
rather bland and diluted way - in such different national documents as the Seebohm and
Paterson Reports.
The boundaries between local authority departments are too strongly defended.
-

the professionals who inhabit them are too blinkered in their perceptions of
problems; and too casework orientated;
the departments are too hierarchical (and therefore oppressive of initiatives);
it is the better-off who make most use of our services and are quickest to
articulate demands for more.^^^

Since 1977 Strathclyde Region has been involved in a range of apparently unrelated
innovations which have, however, all stemmed from this simple critique, and a belief that
unless that machine was fundamentally changed socialist programmes would be distorted
out of all recognition.
These activities have been:
Urban Programme activities;
Community Development;
Area Initiatives;
Member/Officer working groups.
The following section will look briefly at each.
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Urban Programme

Since 1968 central government has made available special 75% funding to local authorities
for projects relating to social problems: in such areas they require to be individually
approved by the Scottish Office and are then funded for three to five years. Thereafter if
they are to continue, they become part of the local authority’s normal rate-borne
expenditure. Prior to reorganisation this fund was not really used by Scottish local
authorities. Since 1976 Strathclyde Region has changed all that and is now guaranteed
about £6 million each year for new projects in its areas of priority treatment. While this is:
(a)

a small fraction of what we have lost in central government financial support recently;

(b)

considerably less than we were promised in the 1977 White Paper on inner Cities;

(c)

small beer compared with Strathclyde’s annual budget of £1,500 million;

its significance should not be underestimated.
It constitutes, after all, a major part of the development money at the Region’s disposal
and, properly used, can exercise important “leverage” in changing traditional practices,
policies and resources allocations of departments. Almost 1,500 staff are employed on 600
schemes in Strathclyde’s urban programme.
There have, however, been various problems associated with it.
(a)

Types of projects: in theory we have adopted a “bottom up” approach, viz.

projects were to come from local staff and community groups in APTs. In fact, for
various reasons, the programme was in the early years used more as an alternative
source of funding for the mainline activities^'*^ and some considerable difficulty has
been experienced in attracting well-designed, innovative projects for areas where
the need was greatest.
(b)

Support: those projects which were clearly innovative have not always received

adequate management support.
(c)

Staffing: many of the urban programme posts are the most demanding in the

Region, yet salaries and conditions (limited contracts) have been such as generally
to recruit only inexperienced (however committed) staff. Naturally, as a project
approaches the end of urban aid funding and uncertainty arises about its absorption
by the Region, staff tend to leave for more secure jobs - and considerable difficulty
is experienced in replacing them. The subsequent underspending is then flaunted
at local authorities by central government as proof that they are at the limit of
their spending!
(d)

Timing: looking at the most appropriate way of responding to local problems in

APTs is time consuming - not least because of inter-departmental tensions. A lot of
people have to be consulted, premises found, architectural briefs for conversion
jobs agreed and leases negotiated. Then the submission has to survive the various
hurdles of council and Scottish Office approval.
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Community Development

“Inside every fat man”, Cyril Connolly once wrote, “is a thin man struggling to get out.” For
such a large authority Strathclyde has a major commitment to local action. It has:
established in 1978 a Community Development Committee which has acted
as a “friend at court” for community groups and organisations;^^^
appointed an increased number of community workers;
set aside more than £1 million a year for community projects;
established 20 area development teams
organised six community conferences during 1982 to feed into a major
review of the deprivation strategy.
The “community approach” has become a fashionable phrase which conceals more than it
reveals.^^^ There seems to be a consensus about the desirability of something called
community development/ involvement/participation. But behind that consensus lies
confusion. At one extreme it may reflect a deliberate or unconscious attempt to ensure a
more orderly acceptance of the agency’s policies and services,^^^ at another it might express
a genuine desire to shift the balance of political power. In between there is a lot of
confusion - and no little paternalism with assumptions that it is communities, or groups
within communities, who need changing or developing.
As far as Strathclyde Labour
councillors have been concerned it was the institutions, policies and procedures of
government that needed changing or developing. In espousing community development we
were recognising simply that in such an endeavour we needed the active support of
residents. Support here does not mean harmonious consensus. Many people in local
government seem to think that clients of statutory services should have a subservient and
grateful relationship to local government and that collective organisation and protest is
impertinent and unseemly. What they seem to want from community involvement is public
approval if not applause! By “support” we mean strong collective organisation to press
from below - whether by example or by argument - for the sorts of improvements we
indicated in 1976 we wished to see from our nominal positions of power, because what
many of us have recognised is the illusion of being able to use such power or authority to
engage on our own in significant change.^^^^
In as much as community workers were a group of staff whose training role and location
identified them closely with our commitment, they have tended to be seen as the “front
line” troops in the strategy. It is here, however, that dangers lie. Many of them are young
and inexperienced and working in the most difficult jobs! They are not necessarily familiar
or even sympathetic to the detailed workings of bureaucracy. In many cases they lack
supportive management and have been left to fend for themselves. In some cases they are
just glorified youth workers and some serious questions have to be asked about their
qualifications. We have expected too much of them. The time has come to ensure they work
in a clearer policy and management framework and receive more support.
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Area Initiatives

Since 1978 the Region has established at a local level a variety of neighbourhood structures
(Area Initiatives: Area Development Teams) to break through bureaucratic inertia and
professional myopia, in particularly the APTs.
In January 1978, as a result of negotiations with the six District Councils who indicated
their agreement with the Regional Strategy, seven joint Area Initiatives were established on
an experimental basis - in the first instance for three years. They reflected a belief that
many field officers were frustrated in their desire to work with one another and local people
in a more reactive search for relevant solutions to local problems by petty administrative
controls and over-sensitivities about “setting precedents”. Area Initiatives were, in one
sense, invitations to local staff and residents to think creatively to take initiatives without
being hamstrung about precedent and to demonstrate more effective ways of running
services which might have implications elsewhere.
Each Area Initiative had certain common features, viz:
an Area Co-ordinator;
appointed by the two respective Chief Executive Officers;
with special links to the Policy Committees;
and to senior levels of the relevant departments;
a support group of local officers;
and a reasonable guarantee of Urban Programme support for the
new projects.
Lessons from the subsequent five years’ experience of these initiatives are at various levels
- first, about the precise shape of such interventions: second, about the detailed
implications of that experience for policy, procedures and structures in local government
generally and, finally, about the nature of - and potential for change within local government^^^^.
The second level lessons are incorporated in a later section: at the most fundamental level
it could be rather cynically said that the Area Initiatives served merely to confirm our
analysis of the essential obstructiveness of the present administrative system within local
government. A couple of years ago Robin Hambleton of the School for Advance Urban
Studies reviewed the British Inner City Programme and the following excerpt should be
pinned to the noticeboard of politicians and officials who profess their commitment to such
programmes:
Area approaches, like the American Model Cities Programme and the current
British Inner City Initiative, by attempting to build positive discrimination in
favour o f specific areas into existing services, by insisting on a more co-ordinated
approach to the problems o f these areas and by attempting to open up the
processes o f decision-making, challenge three fundamental organising principles
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o f urban government - uniformity o f service division, functional service
management and formal political and departmental hierarchies o f control.
In these circumstances it is inevitable that new initiatives will be faced with formidable
opposition from entrenched interests. Whilst some opposition may take the form of hostile
resistance, a more subtle and probably more widespread response is to absorb the threat to defuse, dilute and redirect it.^^^^
Member/Officer Groups

In the last few years a large number of proposals for change have derived from reports
produced in the Region by small working groups of councillors and officials in such areas
as Child Care, Addiction, Disablement, Further Education, Community Business, PreFives and the first two years of the secondary schooling. Generally after the approval of the
recommendations in the reports, monitoring groups had been established to oversee the
translation of the recommendations into practice - whether by negotiation with such
agencies as Education, Health and Housing (and government and social work staff) or by
extra finance for new programmes - and to monitor their implementation. This experience
breaks with local government convention on at least three counts:
(i)
(ii)
(iii)

Members and officers are working as equals in a task-oriented framework.
New policies are assumed to derive from such a joint search and not from
circulars, professional or political prejudice.
New emphasis is given politicaliy to the process of implementation.^^^^

Such structures reflected the discontent in the Region in the mid-1970s with the committee
system and departmentalisation which was sustained by it.
The committee process itself, with its predetermined agendas, its rules of procedure,
focuses upon itemised decision-making at the expense of policy-making, becomes a
substitute for real action. It does little to encourage constructive communication between
the two main participants - councillors and officials, let alone the public at large - or to
bring together and exploit their special skills and experience.
The other criticisms we were making in 1976 of the committee system related to:
(a)

Size. An average of 15-20 councillors plus twelve or so other officers gives three
times the effective number for creative exploration of issues.

(b)

Role.

(c)

Collusion of chairman and chief officers. Basic political loyalties, if not whips, can

To take decisions. Councillors become impatient with colleagues who
question fundamental issues and are generally keen to move on to “next business”.

be guaranteed to carry the day for predetermined recommendations.
(d)

Inertia. Officers can generally rely on the caution of the average member to act as
a brake on the dangerous, radical idea.

(e)

Professional control.

Committees relate to and are controlled by a single
department organised around a set of professional skills and perceptions.
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(f)

Cinderella issues. Those issues which are low in the priority of professionals or
overlap with other deparments create rivalry and therefore fall into the cracks
between departments and committees.

This last point is particularly the case with the problems experienced in workingclass areas.^^^^
WHAT HAS THE REST OF THE MACHINE BEEN DOING?

These have, of course, been special initiatives, attempting to change by various means persuasion and exhortation, financial incentives, new structures and grassroots pressures not just specific policies and resource allocations but the whole basis of professional
thinking about, and response to, urban poverty. One of the most important areas has been
the way officials see their own and others’ role and expertise.
There is still too easy an assumption that only those with certificates from professional
training schools can solve problems: that individual therapy and treatment is as much as
one can or should offer: that the residents of areas such as Strone have no skills to offer.
Having said this one must recognise the valiant attempts made by departments to reallocate
resources and to make their services more relevant.
The Education Department has moved, since reorganisation, towards providing comparable
or better staffing in the APTs than other areas. The effect of declining rolls and the ability
to recruit and deploy staff across the whole Region have helped the Education Department
to eliminate part-time education and achieve national standards of staffing in APTs. In
addition the extra staffing provided through the Urban Programme have been entirely
deployed in areas of need ensuring a slightly better pupil/teacher ratio in most schools
serving APTs.
Other progress has been made largely through use of the Urban Programme - thus new
nursery schools, home/schools link teachers, extra careers staff and the development of
community centres have all been largely dependent upon the Urban Programme. The
development of Community Education Services, particularly in the field of adult education,
has been considerable and largely funded through mainline resource provision.
On the other hand the combination of threat of school closures and the new Parents’
Charter has in some cases lessened rather than increased social mix. Equally there is still
too much of an inclination in the system to blame problems of uptake on behaviour of
people in these areas rather than on attitudes, structures and practices within the
educational system.^^^^
The Social Work Department has also been able, in a period when the basic grade
establishment has increased from 289 to 712, to divert staff to the APTs. Again they often
started well behind but areas now have a better level of staffing per head of population than
other areas - not that this is totally adequate as the scale of problems is dependent on

168 COMMUNITY LEARNING AND DEVELOPMENT
factors other than the total population. Unlike Education, Social Work has been growing
during the five years since the strategy was introduced. Community Work and Welfare
Rights have expanded almost ten-fold and the majority of the new staff have been deployed
in the APT areas. Other developments, mainly funded through the Urban Programme,
include Children and Family Centres, Social Group workers. Family Aides, Homemakers
and a number of projects aimed at special client groups such as Single Homeless, Battered
Wives and Alcoholics.
On poverty we mounted a series of massive campaigns to make sure that people were
getting their full rights from the DHSS.
For example, we distributed tens of thousands of claim postcards which put £4 million into
the pockets of people who hadn’t been claiming their rights.
We sent “Benefit Buses” into every APT to show people how to get their entitlements. As
a result the image of the unemployed as “scroungers” has taken a severe knock.
Regarding employment, with unemployment of over 200,000 or 19% of the working
population, the need to retain and create new jobs remains a key objective of the council.
The Policy and Resourcs Committee of the council has established an Economic Strategy
Subcommittee and has launched a Strategy for Joint Economic Initiatives for twelve areas of
the Region. The council have also pioneered a £2 million Employment Grants Scheme using
the European Social Fund, and has taken an active role in defending the loss of jobs in
steel and shipbuilding. The council also blazed a national trail in the development of
Community Businesses
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carried out by existing machinery. It is a simple but powerful device for cutting through inter
agency inertia and departmental hierarchies!
See the special August 1982 issue of Strathclyde’s Digest for details.
See, for example, the confused debate which arose during 1982 following on the publication
of the Barclay Report on Social Work: the June/July issues of Social Work Today contain a
particularly interesting debate.
One of the best surveys of a complex and confusing literature on participation is Peter Hain’s
Neighbourhood Participation (Temple Smith, 1980). Public Participation in Local Services by
Boaden et al (Longman, 1982) is also a useful overview of the different forms participation has
taken in Britain in the last decade. It is, however, salutary to read the Fabian Tract 419 of 1973,
“Towards Participation in Local Services”.
See the author’s article “Community Development: its administrative and political challenge”
originally published by Social Work Today in February 1977 and incorporated in Readings in
Community Work, edited by Henderson and Thomas (Allen and Unwin, 1981). Again it is
salutary to look at Fabian Tract 400 on Community Action, edited by A. Lapping, which
appeared in 1970.
See the author’s “Must the System always win?” in Community Care, September 1977.
An evaluation of four of these initiatives was carried out by the Institute of Operational
Research.
R. Hambleton, “Inner City Policy - Reflections from experience”. Policy and Politics, Volume 9,
No. 1 (1981).
This is taken from the author’s “The Management o f Political Innovation - The Strathclyde
Experience o f New Devices for Policy Making”, Local Government Studies, November/
December 1981.
A neglected report on this issue was that from Southward CDP, “The management of
deprivation”.
For a critical look at the Scottish Educational System, see T. Worthington’s “Life Long
Learning: The Enemy Within”, in the Times Educational Supplement for Scotland, February
1981.
A copy of the Region’s review of the nature of future support for Community Business is
available from the Chief Executive’s Department. More than three-quarters of community
enterprise projects in UK are to be found in Strathclyde - due in no small measure to the
Local Enterprise Advisory Board headed by John Pearce and located at the Local
Government Unit, Paisley College.
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CHARLIE McCo n n e l l
DEFINITIONS, METHODS, PARADIGMS
IN COMMUNITY EDUCATION AND COMMUNITY DEVELOPMENT
Eds LAURIE BIDWELL & CHARLIE McCONNELL DUNDEE COLLEGE OF
EDUCATION 1982
AN INADEQUATE CONCEPTUAL FRAMEWORK

One of the main recommendations of the 1975 Alexander Report - The Challenge o f
Change^^^ was to advocate the involvement of larger numbers of people in learning
activities, particularly the disadvantaged. The major recommendations also proposed the
integration of informal adult education with youth and community work to form the
foundation for community education, an intergration that only partially occurred on local
government re-organisation in the same year.
Although much of the Report was to do with organisational reforms and potential
expansion, generally the Report did not adequately draw up a conceptual framework with
which to understand and develop effective loiowledge and skills. The Alexander Report,
therefore, gave little lead by way of practice and theory. David Alexander and Tim Steward
of Edinburgh University have highlighted this weakness well:
“No matter how many well intentional structural and organisational reforms are
carried out, it is the nature and quality o f the approach o f th e... educator to this
work and to the people he works with that are the most fundamental factors in
achieving learning programmes.
At conference after conference, since the publication of Alexander, debate has raged and
confusion has ensued because of a lack of some basic understanding of what community
education is all about.^^^ It seems that at least two schools of thought concerning general
definitions, principles and methodology have prevailed:
1.

It should be left to each practitioner to work out his/her own definitions and
methodology (or by default their employing Authority).

2.

By defining community education one might be putting needless constraints on
employment prospects, training parameters and future expansion.

Both of these responses are of importance and we appreciate their caution, but we feel they
are unrealistic for at least two reasons.
(a)

Policy decisions and some understanding of what constitutes community education
cannot be separated.

(b)

Ambiguity leads to the unsatisfactory position of it being ‘all things to all men’ and
to a situation where any authority or group can spray the term community education
onto their work with no real thought as to what this implies. This inevitably leads
to confusion.
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The 1977 Report on Professional Education and Training for Community Education came
a little closer in attempting to resolve this dilemma by assessing what existed in the field,
together with anticipating future trends and development consistent with contemporary
international thinking about education. At the same time it possibly compounded the
confusion by stating that community education was a process to which fixed boundaries
could not be set, a constantly evolving process of interaction between the needs of people
and the educational resources of the community. This is more explicitly an ethos of self
help, of interest as a reflection within social policy and public expenditure as an adjustment
towards a no-growth economy, indeed an economy where resources and funding were to be
diverted away from the public sector.^^^ This projection ran counter to much of the positive
discrimination ethos contained in Alexander, an ethos which had dominated social policy
since the late sixties.
RECURRENT EDUCATION

The 1977 Report on training followed by papers produced by the Scottish Council for
Community Education^^\ set up in 1979, have suggested that the concept of community
education was consistent with such phrases as ‘Education Permanente’ or ‘Recurrent
Education’. Such an equation was a very important step forward.
The essence of this concept is that education should be distributed over the lifespan of the
individual in an open and recurring way. It also implies the alternation of education with the
individual’s other activites - for example his or her work, social, cultural and political life.^^^
Education is seen as a life-long process and is prescribed as the organising principle for all
education. It includes formal, non-formal and informal patterns of education. It includes
planned or educational learning as well as the incidental or educative aspects of learning.
Great emphasis is also placed upon the importance of the community (whether geographic
or interest group) and this includes the home, the workplace, peer-groups, social and
political groups. There is, implicit in this change, the belief that there should be equality of
access to education at any stage in life. The education system becomes more open, flexible
and diverse with a challenge to the traditional, more monolithic and uniform systems.
Undoubtedly this is a prescription for total educational change rather than a description of
current practice, administrative or organisational structure. Nonetheless, we are at least
closer to some understanding of the long term aims of community education, which as it
suggested includes the total incorporation of the formal education system!
It is clear that community education, as viewed from Alexander to the present, is something
much wider than any existing local authority Community Education Service. This is very
significant, for the general view^^^ is now that commuity education is a concept embracing
an enormous specturm of the total educational needs of individuals and groups and not
merely the administrative and structural arrangements of any given historical period or
functional department.
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PARTICIPATORY DEMOCRACY AND SOCIAL CHANGE

Recurrent Education lays great emphasis upon the active participation of the learner in the
decisions affecting his or her learning. This idea has long roots in education thinking and
practice within the writings of Dewey, Mead, Bently, Pierce, Ferrer, Neil and others^^l This
growing libertarian influence emerged strongly in the latter part of the 1960s and 1970s in
Britain. Community education in Scotland has attempted to fuse together many of these
ideas and experiences. A great many individuals and groups have influenced practice and
theory in community education. Of particular note are the Home Office’s Community
Development Projects (CDPs), the National Institute of Social Work (NISW), the National
Youth Bureau (NYB) and the National and Scottish Institutes of Adult Education (NIAE
and SIAE). Professional and training agencies such as the Association of Community
Workers, the Central Council for Education and Training of Social Workers and the Standing
Consultative Council for Youth and Community Service should also be mentioned.
Numerous practitioners^^®^ have reflected and written upon their experiences ranging from
Fordham, Jackson and Lovett on adult education; Cox and Goetschius on youth work; Jones
and Mayo on community work; and Midwinter on the bridge between the formal and
informal. Special note should also be made of Batten and Freire who had significant influence
upon practice and theory in Scotland in the 1960s and 70s respectively. The methodology of
these practitioners is similar with a central emphasis upon participation and dialogue between
the community educators and learners throughout the education process. The starting points
are the problems and needs o f people’s lives. For them the emphasis was, as Freire stated, that
learning could only come about through an increased awareness of one’s life situation that
resulted from action upon it. This, says one writer, is a perspective that respects the inevitable
unity between subjectivity and objectivity in the act of knowing. And the only significant
objectivity for all humans are their working, living and social situations.^^^^
Education in this sense becomes a vehicle for change and not for standing still. This is the
central philosophical point, and one that Houghton and Richardson’s publication. Recurrent
Education - A Plea for Life-long Learning makes so emphatically. A community education
system is, therefore, founded upon open and competing claims for knowledge. Knowledge and by this we include both curriculum and hidden curriculum, content and structure - is seen
as fallible. In practical terms this means quite simply that the traditional approaches to
learning - the didactic teacher/pupil relationship, formality, institutionalism, subject-centred
approaches are challenged. Ivan Illich has written that “an age-specific, teacher-related
process requiring full time attendance at an obligatory curriculum which requires its students
to submit simultaneously to custodial care, sterile competition and indoctrination”*^^^) is now
rejected. Whether most community educators are aware of this or not, it represents a major
cultural and ideological challenge to Scottish education and will be of tremendous
significance to the developing practice and theory of community education.
COMMUNITY DEVELOPMENT

Although it has been stated earlier that the Alexander Report did not draw up an adequate
conceptual framework, one section of that Report is nevertheless of very great significance,
and that is the section termed “Community Development”.
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Alexander had made some brief attempt at outlining the historical development of these
informal education services in Scotland. If we add to this the historical reviews from other
sources, what we see is the disjointed incrementalism of policy developments throughout
this century^^'^l Indeed, not until the Post-War development of the Welfare State did these
aspects of Social Policy begin to be systematically formulated by the state and even then
they were based largely upon non-statutory foundations. Towards the end of the 1960s,
Positive Discrimination, Public Participation and Corporate Management began to emerge as
key elements of social policy, against a backcloth of economic decline, the re-discovery of
poverty and the emergence of dissenting groups in society.
It was the publication of the Gulbenkian Report Community Work and Social Change^^^^ in
1968 which established in Britain a methodology which would attempt to tackle both
multiple deprivation and public participation, and which became an important part of
various government, local state and voluntary sector programmes initiated in Britain over
the last decade. This methodology was termed community development.
The publication of the Alexander Report for Scotland was, therefore, merely one of the
many reports grounded within this particular socio-political framework. Alexander, in
attempting to discover some methodological common denominator between Informal
adult education, youth work and community work quite consistently, therefore, adopted
community development ie;
“The process by which those who live in a community (defined in either
geographical or social terms) are helped or encouraged to act together in
tackling the problems which affect their lives has come to be called Community
Development. Implicit in this process is the assumption that having been helped
to solve one problem those involved will be suffficiently motivated and will have
acquired sufficient skills to tackle other problems. The educational character o f
community development is, therefore, readily recognised and the youth and
community service has long been involved in the process. Much less obvious is
the precise role that the adult educationalist should play in it. Involvement in
community development calls into question traditional didactic approaches
and emphasis on classes and class numbers; but it provides new opportunities
for reaching large sections o f the population hitherto untouched by
adult education.
That commuity education would be informed by and based on the philosophy of
community development or problem solving education was in line with social policy
ideologies in Scotland at that time.
The Essential Features of a Community Development Approach

While there is no single authoritative opinion as to what constitutes problem-solving
education, some consensus is common to a number of publications about its essential

features^^^^:
1.

Holistic. It is an holistic approach emphasising the relationship between a person and
his immediate environment, often with the adherence to some undefined value of the
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desirability of commuity solidarity and co-operation. Problems are seen to be inter
related and not compartmentalised into the traditional boundaries of health, housing,
education and social welfare. Any attempts to bring about change are fully based on
the culture and beliefs of the community.
2.

Responding to needs. Rather than impose specific programmes the community

educator engages in a dialogue with the residents, community activists and
community organisations and responds to their established needs. When there is no
clear consensus on the needs, the community educator attempts to help the
community reach one. In cases where the perceived needs of the community differ
from those of the community worker he/she either attempts to convince the
community of the superiority of his/her own perception of needs or helps them to
achieve theirs. Emphasis is on the process of defining needs and finding ways of
meeting them, which build up community organisation and power as well as
achieving particular end points. Batten describes this process as the ‘non-directive’
method. This dimension of the community development approach implies a
different kind of relationship between the community educator and the people from
that of teacher and pupil, or professional and lay person. Instead, the relationship
is seen to be that of equals engaged in a dialogue.
3.

Mutual aid groups and volunteers. Mutual aid groups such as playgroups, food co

operatives, gingerbread groups are frequently set up in community programmes and
these can be seen as a way of demystifying highly-professionalised education, health
and social services. In addition to using mutual aid groups and volunteers, lay
members of the community can be employed and given basic training as paraprofessionals.
4.

Pressure, conflict and participation. Within a community development approach

there can be the creation of pressure to improve both the quality of the different
services and the participation of the community in the planning of health,
education, housing and environmental services, for example. While a successful
outcome from a community’s point of view may arise through consensus between
state and community, conflict through community action may be necessary to bring
about change.
5.

Action - Research. Inflexible conventional evaluation methods are considered

inappropriate for community development programmes because they usually require
the goals to be set in advance and rigidly adhered to. This rigid adherence to goals
hampers flexibility and is difficult to reconcile with community participation, and can
ignore unforeseen spin-offs. It is also usually impossible to set controls. Actionresearch is the name given to the research approach where the role of the community
educator and researcher are fused; and a participant observation approach,
supplemented where possible by ‘hard’ data, is used to evaluate a programme.
At each stage in the ‘developmental process’ the interaction is between identifying
problems and needs and through activity based learning, raising the consciousness of the
group and the individuals therein through the process of problem-solving.
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Kenneth Alexander has commented:
“The central point for modem educationalists is that problem-oriented teaching,
which helps people solve problems, is not only the best way to interest people in
learning but also gives the individual a greater contribution in the development
o f society. Therefore, I see a community educationalist as someone who, in the
process o f dialogue and discussion, gets involved in the analysis o f problems
facing the community and attempts to find ways o f solving these problems.
This process, therefore, is centred on socio-political activity based on an identification by
the worker with those who are oppressed and powerless. Through this process the
participants are made aware of their dignity and liberty and of social justice and equality.
Through what Freire has called the process of conscientization, the group eventually
perceive more clearly their needs and understand how to demand their satisfaction. But as
Freire stresses, education cannot occur through intellectual effort alone; it must be a union
of action and reflection.

THE ROLE OF THE COMMUNITY EDUCATOR
It is useful now to explore more fully the community educator’s role in this developmental
process. One group of practitioners in a recent study suggest the following stages in this
problem solving process which can be applied to the tasks of the worker^^^^.
Defining the problem(s) to be addressed and the nature of the worker’s association
with the social change process;
Aiding the formulation of the community group’s goals;
Supporting or building an organisational structure that is suitable for tackling
the problem(s);
Aiding the community group’s selection of strategies and use of resources in
implementing plans;
Monitoring and helping the community group to evaluate the impact of its activities
and in the light of this, to revise plans for future action.
From this model it is clear that we are not talking about a single work role but a multiplicity
of roles which necessarily form part of good community education practice.
“Workers, like groups themselves, adopt a range o f different strategies in
operationalising their role. On some occasions a worker might act directly, he may
base his actions on intuition, knowledge and experience, or on rational criteria; at
one time the focus might be on the development o f group processes, at another,
more explicitly on facilitating task achievement; he might adopt a provocative style
or move towards smoothing tensions over and resolving conflict. ”
His justification for “involvement” might rest on a radical political perspective which views
collective action as tackling deficiencies in the “system”, or on a more conservative welfare
perspective which expresses a general concern for people and how they can effectively
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adjust to the ever-prevailing changes in a modern industrial society^^®^. This multiplicity of
roles is nothing new to good community based work, but for many workers it involves not
merely a change in ideological models but also in style and context of work. Implicit in this
community development approach is the need for workers to adopt more of an outreach
role. This is not to negate the need for community centres as a resource for community
groups, because they are just that, one amongst the network of resources within the
community, that can assist with group and learning processes.
David Thomas, who recently ^ )oke
o l to over 150 workers at a Scottish Conference at the
Dundee College of Education^ \ has suggested that in adopting a more flexible approach,
which allows for both centre-based and outreach work, the learning processes can more
effectively be promoted. Thomas has elaborated upon this work and has produced some of
the most recent writing about this intervention process.^^^^
He suggests that the developmental process can be broken down into several not necessarily
sequential stages, many of which are, of course, overlapping; but as with Batten he stresses
that the early preparation stages are crucial to a successful learning programme, to social
action and awareness. Each of the planning stages invovles skillful intervention by the worker.
1.

Planning and negotiating entry.- The worker plans his/her intervention and

negotiates entry, with e.g. community groups and relevant agencies.
2.

Getting to know the Community.- The worker begins to collect relevant information

concerning the needs and problems facing people in the community. The
community educator observes and records the life of the local people. Freire
emphasises that this is a stage of Co-Investigation and involves close inter
relationships with the people.
3.

Working out what to do next- The worker and community group come together to begin

to decide what are the main issues, concerns, problems, hopes and themes facing them.
The worker begins to identify his/her particular role and priorities.
4.

Bringing people together and building organisations.- The worker assists the local

groups if necessary to become a more constituted organisation, eg. a youth
unemployed action group. Contacts with other people within or outwith the area
who can assist takes place.
5.

Helping to clarify goals and priorities. The goals of the group are more

sytematically identified.
6.

Keeping the group or organisation going.- The worker provides resources, information,

is supportive, co-ordinates help and develops confidence and competence.
7.

Leaving and ending.- Here the community educator plans and prepares, where

applicable, for gradual withdrawal from the group.
A recent policy document from Lothian Regional Council^^^^ entitled simply Community
Education has encompassed well the current application of this approach in Scotland.
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“Community Education is about learning - it is about the total effect on the
community o f determined efforts to meet the learning needs o f individuals o f all
ages who participate voluntarily. The end result should enhance the quality o f
personal and social life through the greater understanding o f human
relationships and through the promotion o f wider involvement in the
democratic and bureaucratic processes o f society.
In the context o f community education the word “community” need not
necessarily be equated with geographical location; although it does require to be
grounded in the cultural envionment o f the people with whom it works enabling
them to deal with issues which concern their own lives. However, these local
issues should not detract from a need to take account o f the inter-relationship
between the local and global issues.
The promotion o f a learning activity o f this nature requires that maximum
access to learning resources be secured for all members o f the community,
particularly those who currently may be excluded from them or to whom they are
least available. Community education is directed towards participation in the
design, content and implementation o f education programmes in which
students are involved, based on the belief that an authentic dialogue should exist
between educator and learner.
The above statement is informed by and based on the philosophy o f community
development which sees the educational task to be that o f developing skills and
knowledge o f individuals and groups in order to enable them to identify and
move towards the attainment o f their goals. ”
THE DEFINITION AND VALUES OF COMMUNITY EDUCATION

We can now therefore set out a summarising understanding about Community Education.
Community Education:
- is a life-long activity;
- is an activity that lays great emphasis upon the learner’s active participation in
learning and decision-making;
-

-

is an activity that lays great stress upon the problems and needs of people as starting
points for learning - in particular, though not exclusively, of disadvantaged,
deprived and powerless groups;
is an activity that can be identified as being based within identifiable communities,
whether these be neighbourhoods or communties of interest;

-

is an activity that lays great stress upon the process of change as well as the
achievement of change in itself;

-

is education, yet claims to encompass more informal and non-formal methods
and contexts.

By definition, therefore, community education is the developmental process o f life-long
learning and social action relevant to the problems and needs o f individual and groups.
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Underlying Community Education are thus statements of values:
-

The first of these is that education throughout life is a right with an emphasis upon
open access, ready availabilty and social relevance;

-

The second is that people acting together develop their capacities as human beings.
Society should give the maximum opportunity for the active participation of people
in decisions affecting every aspect of life;

-

The third relates to the sharing and redistribution of power, including knowledge,
in pursuit of the search for greater equality and social justice and in minimising a
culture of silence, deprivation and powerlessness.

These values are very close to those agreed by the 1973 Report Current Issues in Community
Work, published by the Calouste Gulbenkian Foundation.^^"^^
As we now have a definition and the value assumptions underlying community education,
our conceptual framework has begun to emerge.
THE OBJECTIVES OF COMMUNITY EDUCATION

What do these aims and values of community education mean when translated into
concrete objectives?
The Association of Community Workers, a major body representing community educators
in Scotland, has suggested several objectives for this work.*^^^^ These include:
-

To engage in an educational process aimed at increasing people’s awareness of
social, envionmental, class and political issues.

-

To encourage citizen participation as a way of gaining greater control over resources
and decision-making processes.

-

To work with people so that they can influence the course of change in ways which
seem desirable to them.

-

To work with consumers to ensure a fuller take-up of services; to press for better
service delivery and more comprehensive provision.

-

To work with providers of services and/or to engage in inter-organsational work with
a view to defining common goals, improving consultation or developing or changing
policies, procedures and structures to make them more responsive to needs.

-

To increase people’s capacity to discover, define, pursue and achieve common
objectives, and in the process to develop more confident relationships with one
another and the outside world.

For the community educator whether full or part-time, paid or volunteer, these objectives
necessitate a whole range of tasks.
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IS THIS AN ACCURATE DESCRIPTION OF CONTEMPORARY COMMUNITY
EDUCATION IN SCOTLAND?

As I have said, by equating community education with recurrent education, the Community
Education Council are making long-term prescriptions as to the general direction in which
they see education developing in Scotland in the decades to come. We are very much at the
beginning of this development, and there is some evidence to suggest that in the last year
or two the pace of change has slowed somewhat. That said, however, at the level of rhetoric
at least, the major political parties in Scotland have paid lip-service to this change and
direction. Certainly we have not yet re-organised our system of education to the extent that
recurrent education is now commonplace, but the process has begun. The case studies in
this volume are, we hope, examples of what we would argue are good practice. The various
chapters describe work that is typical of some of the community education going on in
Scotland in Local Authority Community Education Service Departments, Social Work
Community Development Sections, or the numerous voluntary agencies in the fields of
adult education, community work and youth work.
On the other hand, trainers, students, employers, community educators, local groups and
others including teachers would be correct in saying that there is much going on in the name
of community education that does not yet encompass the range of processes described.
Alan Barr, a lecturer at Glasgow University, suggests that not one but several models of
community education in fact co-exist. However, these are not arbitratily equally good. One
can and one must make choices and our belief in this volume is that the developmental
model allows for a more open, flexible yet systematic approach to community education.
We strongly believe this to be a model of good practice - creating the opportunities for the
developmental processes of life-long learning and social action relevant to the problems
and needs of individuals and groups.
In 1978 the Worthington ReporP'^^ on the future of Community Development for the largest
local Authority in Scotland concluded that it hoped that the developmental methodology
would be adopted. Several other major employers have also come to this conclusion. Indeed,
the 1979 Salaries Agreement (Circular SO/43 from the National Joint Council for Local
Authorities’ Services) now obliges staff to undertake developmental work within the
community. But this model of community education is not simply the preserve of the existing
local authority education departments. History, tradition, attitudes and a general resistance
to structural change make it doubtful that mainstream education departments in Scotland
can, alone, make the transformation that is necessary. Social work, leisure and recreation,
housing, planning, libraries and museums, health, voluntary agencies, trade unions, the
training agencies, central government and others all have and are having a central part to
play. It may well be that in the near future service provision will have to be fundamentally re
organised and that the present structures and functions, which are generally quite arbitrarily
distributed, will require major change and redistribution. If community education practice
aspires to be analogous to our working definition then it has a long way to go. A much more
serious application of the strategies and tactics of social change will require to be adopted
before that claim can become a reality.
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WORKING WITH YOUNG PEOPLE
STRATHCLYDE REGIONAL COUNCIL, 1984 pp 7-8, 26-41
AIMS OF YOUTH WORK

It is important to state at the outset the broad aims prescribed by the Community
Education Service in relation to youth work and in particular to those areas of youth work
promoted directly by the Education Department through a range of youth services. We
believe that effort should now be centred on the needs of the individual on a personal basis
and on the role of each individual in relation to wider society. Youth work should be seen:
(a)

as being responsive to the personal educational needs of the individual whether
social, intellectual or recreational; and

(b)

within a community development context, so that it is concerned with the individual’s
role in relation to the wider society and his or her active participation in it.

It is vital to underline these fundamental aims as they are not always easily identified in
working practice nor translated into working objectives by field workers.
The first aspect of youth work is concerned with the individual young person and his
particular needs throughout adolescence. These needs vary constantly from one young
person to another. Within the framework of youth provision, contact is made with young
people in a variety of settings, the most common one being through traditional centrebased work. Participation and democracy should be encouraged by a variety of methods
and approaches through discussion, personal counselling, and a progressive programme of
planned activities. Through this process it is hoped that young people are exposed to a
number of experiences all of which will contribute to their personal development. Only in
this way will youth provision become responsive to the varying needs and views of those it
seeks to affect.
The second aspect, the community development context, is the subject of increasing debate
and frequently reflects concern about a lack of participation in and even alienation from
the decision-making processes affecting individuals and the community in which they live.
One cannot, however, simply ask for participation in the democratic processes. If people
are inexperienced in this process they are less likely to participate, but if they have grown
up within surroundings which offer such opportunities then they are much more likely to
understand its significance and participate more effectively as adults. With imaginative and
dynamic leadership, youth work can offer worthwhile opportunities for young people to
participate in decision-making. An important aim of youth work, therefore, should be to
offer opportunities for critical and responsible participation among the rising generation.
Inherent, too, in this community development approach in community education is the
emphasis on self-help. This means that members of a community are helped to express
their needs through active participation and are then stimulated towards local initiative and
producing their own leadership.
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Adolescence is characterised by both physical and emotional change, sometimes difficult or
confusing to young people and not always understood by the adults surrounding them. It is
important, therefore, that those working with young people do not lose sight of the
fundamental objectives around which work with young people is developed; that is, to work
with them to create opportunities through which they can:
(a)

gain positive self-esteem,

(b)

acquire skills in managing their own affairs,

(c)

establish satisfactory relationships,

(d)

gain a sense of worth from belonging to group activities,

(e)

recognise the contribution they can make to society,

(f)

understand their own physical and emotional capabilities, and

(g)

develop a set of social and personal values that provide a suitable framework both
for their own lives and for the needs of others.

This inevitably means that work with young people has to begin with their own interests and
experience, and be sensitive to their hopes and aspirations. It has to take their contribution
and potential for leadership seriously. Since groups of young people will differ in all these
aspects, it cannot be expected that neat youth work programmes will necessarily emerge.
The enterprise of contacting, befriending and co-operating with young people in these ways
may sometimes seem distant from the objectives, but in reality it is the basis for their
successful achievement.
It is against this background that there is a clear wish by the Regional Council to think
deeply about the position of young people in society so that the services are supportive and
as enriching as possible. There are both positive and negative forces behind all this.
Positively, there is the desire to help young people to develop and find valuable interests
and skills to sustain them in their lives, and complementary, the rest of society needs the
vigour and talent of young people applied to community development. Negatively, there is
great apprehension about pressure on young people today. In particular, current youth
unemployment seems unlikely to fall in this decade and consequently large numbers of
young people seem likely to be deprived of the full participation within society that
fulfilling paid work has been seen to give. There is also concern about the vulnerability of
young people to delinquency, drug abuse and other prevalent problems.
FUTURE DEVELOPMENTS
Youth Development Teams

The Regional Council has placed great emphasis on the need to develop an area approach
to services. This is particularly desirable in terms of opportunities for young people. If
young people are interested in any particular aspect of the arts, physical or recreational
activity or interest, it is largely accidental whether or not such opportunities exist within an
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area. In many parts of the Region, there has been no mechanism for bringing together
different agencies which look coherently at provision for young people. Schools,
community education, careers, further education, social work and District Councils have
largely ploughed their own furrow.
We have, therefore, looked at the arrangements that have been recently implemented for
planning post-16 education and training services. In 1982, the Regional Council agreed a
policy on post-compulsory education and training which proposed the creation of local area
planning groups. It was intended that the groups would comprise a number of key
professional staff within designated geographical areas responsible for the planning and
implementation of educational services. The purpose was to ensure that there was coherent
planning of services based on the areas by increasing the number of persons involved in
identifying provision and thus extending community participation.
However, in January 1983, the Scottish Education Department issued a document “16-18s
in Scotland - A n Action Plan”, which set out proposals for improving the quality and co
ordination of educational provision for the 16-18 age group. This Action Plan, whilst
relating closely to the Regional Council’s Strategy for Post Compulsory Education and
Training, laid a greater emphasis on the involvement of secondary schools and further
education colleges. Unfortunately, it made little reference to the range of activities which
would form the framework for youth work provision currently under review by this
Member/Officer group.
Following these two developments, the Regional Council in April 1983 agreed a new
structure for planning educational provision. The structure included the establishment of
46 Area Curriculum Planning Groups covering the whole Region with each group
comprising professional staff and local Regional Councillors. The groups have a
responsibility for identifying post-16 education and training needs and for devising a range
of opportunities through which these needs can be met.
It seems, clear, however, that the present Area Curriculum Planning Groups will be
concentrating on issues affecting the development of vocational and academic education
opportunities for the 16-18 age group and to a lesser extent opportunities for adults within
this educational provision in the foreseeable future.
In the longer term “youth work” must form a vital part in the planned services for 16-18
year olds and consequently Community Education Services must maintain involvement in
the Area Curriculum Planning Group arrangements.
We feel, therefore, that for the successful co-ordination and development of youth work
programmes involving community education, social work, police and voluntary agencies an
additional framework is required to the present Area Curriculum Planning Group. It is
proposed, therefore that:
(a)

Within each of the 46 areas of the Community Education Service a Youth
Development Team should be established which will be concerned with the
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development of a coherent and responsive range of opportunities and activities for
young people.
(b)

Each Development Team should involve education, social work, police and the
voluntary sector and the Community Education Service should be responsible for
convening and supporting the work of the team.

(c)

Each Development Team should produce a strategy and working objectives for the area.

(d)

It is important that working links are established with the Area Curriculum
Planning Groups, thus ensuring that there is co-ordination within the education
programme. Similar links should be established with the appropriate management
structures in other departments.

(e)

The Development Teams should seek to involve local young people.

(f)

The Development Teams should seek to involve local Regional Councillors as far as
possible in their work, given the many competing demands on councillors’ time, and
ensure they are kept fully informed.

We would expect that the issues raised in this report become the starting point for the work
of the Youth Development Teams. We suggest that this Member/Officer Group (perhaps
suitably augmented) should monitor the implementation of the recommendations in this
report for the life of this Council until May 1986.
Community education must see its central role as ensuring that young people have access
to a comprehensive range of opportunities and not just as the development of a traditional
youth service. There is a danger of being over concerned with general youth clubs, rather
than meeting the particular needs of young people. By establishing Youth Development
Teams there will be an adequate framework for developing a coherent strategy for meeting
needs and providing opportunities.
We also believe that young people can benefit from the Development Teams. We stated
earlier our desire to give young people the power to cause change and to work actively
towards meeting their own needs. This will involve the formation of youth forums or
councils. There is little point having such structures unless the young people feel that the
authorities are responding and that action can follow quickly from their expressed wishes
and needs. The Development Teams should ensure this happens.
We are also determined that, in any development which may occur in youth work, we are
not obsessed with building up a professionally dominated youth service. To make this
statement in no way lessens the need for professionally trained workers. Indeed there is a
considerable need for a further provision of such workers because of the skills involved in
recruiting and supporting part-time staff and volunteers; analysing and making appropriate
responses to developing counselling and support skills; and providing skills in the arts and
outdoor activities for young people and staff.
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Young people will benefit if the Regional Council successfully develops appropriate
provision for the entire community. For example, access to schools, colleges and other
educational establishments is important to the whole community - not just the young
people. A good community transport policy, the development of resource centres, and staff
support generally for local community groups and projects, should also be of benefit for
young people. The system of decentralised local grants should help young people as well as
others in gaining access to pump priming funds. We must ensure that on each of these
aspects of our services the particular needs of young people are not forgotten.
COMMUNITY INVOLVEMENT AND PARTICIPATION BY YOUNG PEOPLE

We stated earlier that all the material we have read stresses the importance of young
people’s involvement in running services and participation in community life. We recognise
participation as fundamental to the future of youth work. We stress the need to go beyond
the rhetoric of participation by giving young people the power to cause change and to
develop their own services by creating opportunities that emphasise the strengths of young
people and by encouraging contact with adults.
We are conscious that many of the terms used in this section can sound institutionalised or
bureaucratic. We do not intend them to be taken this way and are aware that structures
alone will not solve the problem. New ways of involving young people must be found that
adopt a direct political approach which, like a trade or student union, ensures young people
“educate, agitate and organise” themselves as a force for change.
There can be no standard formula for strengthening participation. In political terms, a
number of positive steps can be taken:
(a)

In any existing settings where young people meet, they should have a high degree of
control over programming, activities and finance and be actively encouraged to
assume management and leadership roles.

(b)

Youth Action Groups or Youth Councils should be established. Some areas have
such groups, but in many areas there is no mechanism for young people to meet and
organise. We consider it essential that young people have a collective voice to
identify what services and activities they want in an area and to campaign and
organise for change. The Youth Development Teams will be responsible for
ensuring support for existing groups and for setting up new groups or Councils
where none exist.

(c)

Youth Enquiry Services attract young people initially around the need for advice
and information. This has led to a number of initiatives developed by young people
themselves including newsletters, cafes and meeting places in addition to providing
youth information in a form young people want and understand.
The Education Department has stressed that the work carried out to date by YES in
Strathclyde, with its strong emphasis on the participation of young people, has proved
to be an excellent springboard from which to make progress in tackling the problems
young people face. We endorse this view and support further development.
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(d)

The local grants committees can provide grants of up to £1,500 to groups of young
people and for projects devised by young people. This system has not yet been used
extensively, largely because young people are not aware of the availability of or how
to get access to finance. Often the constitutions, audited accounts and other
requirements for grant applications put young people off applying. We consider that
the role of staff is to assist and encourage the education of young people in how to
become constituted and organised and thus gain access to grant aid.

(e)

We recognise that participation is a two-way process. Ideas and proposals made by
young people need to be followed up quickly. It is important that there is rapid
feedback so that reasons for any delays are explained by staff to sustain interest.

(f)

We appreciate that for effective participation young people need meeting places.
We know there is a serious lack of informal meeting places and wish to emphasise
the need to increase the numbers of these types of places.

(g)

The active involvement of young people in community groups should be
encouraged, for example in community councils, tenants’ groups, centre
management committees, community associations and service to the community in
their own area. Young people are often under-represented in community
development activities and we wish to see this changed.

(h)

The promotion of leisure activities that interest young people as well as adults is
also important. This is particularly desirable where young people area accepted on
equal terms with adult members. Outdoor activities, fishing, computing, martial
arts, cycling, motorbikes, drama and chess clubs are examples of these types of
activities. They are also important in bridging the gap between school and adult life
when many young people give up or lose interests. Staff should look at ways of
encouraging adult clubs in their areas to develop activities for young people.

YOUNG PEOPLE AT RISK

Young people may be at risk in a number of ways - through offending, truanting,
problematic behaviour at home or school - and this can be picked up by a number of
agencies including the police, the childrens’ panels, social work, schools, community
education and education psychology. The Social Work Department’s 1983 Youth Strategy
Report emphasises the dangers of defining a child as problematic or “having a problem”
too soon. Once so defined, the label can become self-reinforcing as the child’s subsequent
behaviour is no longer compared with his peers but seen as evidence to confirm the label.
Children who are genuinely in need of individual help or control are the legitimate concern
of the “helping” agencies, but there is a growing view that some young people are being
labelled inappropriately or too soon, often through genuine concern for their welfare. This
can negatively affect their chances of outgrowing the behaviour and being accepted as
normal young adults.
There is, therefore, a need to develop new kinds of preventative work with young people at
risk or thought to be in danger of offending, which is inter-disciplinary and can offer help
and support without any hint of labelling or stigma.
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These types of young people would include those known to associate with delinquent peers,
or referred for voluntary supervision by the Reporter, or known to police through their
warning system, or their families are already known to the Social Work Department.
This type of work necessitates a joint approach from community education, social work,
police and other agencies in terms of joint planning and agreement on the approach,
identification of young people at risk and shared use of premises and equipment. This will
be the responsibility of the Youth Development Teams.
Clearly local circumstances will dictate how each Team will approach its task. A joint
approach to work with young people at risk needs to consider individual young people as
well as general principles. Therefore, the size of the area and the number and specialisms
of staff available will need to be taken into account in the structures set up. Small groups
of selected staff may be needed in some areas.
We are aware of good examples of this kind of work, taking place in several parts of the
Region, particularly where community education have specialist workers with a youth
focus. In other areas there is a lack of penetration by the service to young people at risk and
in some areas community education is alleged to wash its hands of young people who cause
problems. We should not minimise the dilemmas faced by part-time workers who may be
compelled to exclude some young people from premises because of their disruptive
influence on the majority of the users. However, we cannot just exclude certain young
people as very often this merely transfers the problems and trouble from the inside to
outside the building.
The principles involved in work with young people at risk are similar to those we expect in
all future youth work developments. They are, however, particularly important for work
with young people at risk. The main principles are:
(a)

It is neighbourhood based, relating to young people in their own communities.

(b)

It involves making informal contact with those young people who reject, or are
rejected by, existing youth facilities through, for example, developing drop-incentres, YES points and cafes.

(c)

Workers should discriminate in favour of young people thought to be at risk.

(d)

This approach aims primarily to develop and reinforce young people’s competence
and skills as young adults, rather than to treat their problems and weaknesses.

(e)

Young people should identify issues and problems themselves and be encouraged to
organise and tackle them. This may involve challenging the relevance and
appropriateness of existing youth facilities.

It has not been part of the remit of this group to look at the major social problems some
young people experience, for example, drug addiction, under-age drinking and criminal
acts. We recognise that often experimenting with drink and soft drugs is part of growing up
and thus part of the educative element of youth work must involve discussion of the
potential problems of drink and drug abuse. We are conscious of the growing concern
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about, for example, the increase in heroin addiction among young people. There are no
simple solutions for dealing with young people in trouble and thus a separate Officer
Group, involving social work, education, police and the Reporter, has been set up to look
at this issue in depth.

YOUTH WORK: GIRLS AND YOUNG WOMEN

Despite changes in legislation, the status of women in our culture is still adversely affected
by deep rooted prejudices, attitudes, customs and conventional beliefs. These are often
unwittingly and, occasionally, deliberately reinforced in the socialisation process within
schools and youth work settings.
Activities which at present predominate in youth work programmes are male orientated
and attempts to develop work with girls are often frustrated by physical and emotional
demands upon scarce resources of time and space from more assertive male members. In
this atmosphere, girls adopt a secondary role. They have learnt to watch, not to take the
lead; to be apathetic and uninterested - all of which underwrite a further lack of confidence
and belief in their own ability.
It is possible that this situation is exacerbated by youth workers of both sexes who interpret
this role response as proof that girls are simply apathetic, and consequently believe that
“something for girls” on the periphery of the programme is the best that can be achieved.
A further factor could be the ratio of male to female staff in youth work. We estimate that
overall the ratio is now about 50:50, if we include all full-time and part-time staff. However,
this hides the tendency for males to dominate the hierarchies. At a club level, leaders-incharge tend to be male and at senior management level in community education there are
very few females.
We are optimistic that the old myth that you have to be a man to work with young people,
although not quite dead yet, is certainly dying. This is reflected in some current college
courses where females outnumber males by 2:1. Although no college operates a
discriminatory policy, this is a major change from the situation 20 years ago when the early
Youth and Community Work courses were made up almost exclusively of male students.
However, a more realistic and dramatic approach is required if there is to be a change in
practice and thus more female orientated activities and programmes. For this reason, we
would like to see a vigorous debate taking place in the following three areas, leading to
positive action for change.
(a)

It is important for service providers and youth workers to examine their attitudes
towards the education, development and personal needs of girls and the ways in
which inappropriate assumptions are translated into programmes.

(b)

The tone and emphasis of youth work programmes should change to allow more
intensive work with girls within mixed-sex settings and also for the development of
single sex groups for girls. Where such work has been sensitively established.
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notably with small groups, we have evidence that girls have developed new interests,
increased self-confidence and felt able to discuss topics relevant to their own life
experience. Clearly, such work demands appropriately trained female leadership,
but we hasten to emphasise that consciousness of the importance and necessity of
this work is the responsibility of male youth workers also.
(c)

There appears to be a real need for learning opportunities for staff to:
(i)

become more aware of the special needs of girls, including emotional needs
and development;

(ii)

acquire practical skills in work with girls;

(iii)

develop listening and discussion skills; and

(iv)

become competent in social education practices to encourage girls to
evaluate their own circumstances and make decisions appropriate for
themselves in relation to their own lives.

We are conscious that despite the fact that these points have been made many times in the
past, youth work with girls and young women is a neglected area. We feel, particularly
dissatisfied with the level of debate on the issue. We, therefore, charge the Youth
Development Teams with the responsibility of rectifying this.
Each team should critically examine youth work in its area with the view to producing and
testing out ideas for positive action in working with girls and young women. We intend to
hold a seminar to look at good practice and to discuss this issue in more depth. For this
seminar, which will be held in about a year, each Team will be expected to produce a report
on their response and how their ideas worked in practice.
POLICE INVOLVEMENT

We have noted the valuable work being undertaken by the Police Community Involvement Branch.
One approach to the youth in the Region is made through the schools. In the primary
school, the main emphasis is laid on the film “Don’t go with Strangers”, but the initial
contact which is provided by this film is built upon in an attempt to create a good
relationship between the police and the primary school child. General road safety and cycle
proficiency are also part of the primary schools programme.
At the secondary level there is more educational content in the presentations given by the
police, for example, Evolvement of Law, The Police and Law Enforcement, Children’s
Hearing Systems, Vandalism, Truancy and Solvent Abuse. Nevertheless the main objective
of involvement in secondary schools remains that of creating a rapport between pupils and
police and should be aimed at younger pupils (SI and S2).
While there is merit in meeting the youth of the Region in a school environment, the police
are also very much involved with those youths who have committed offences or are “at risk”
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in society for some other reason. In this area, the police work very closely with the Reporter’s
and Social Work Departments and, indeed, have their own Strathclyde Police Youth Advisory
Service which attempts to divert youngsters from criminal activities at an early stage.
Within the general field of youth work, police involvement tends to be on an “ad hoc” basis
within the authority’s own youth clubs with a greater commitment being made to the
voluntary youth organisations.
The concept of “community policing” is a valuable one but it has become a cliche. We believe
the police are taking practical steps to improve the quality of relationships between the force
and the local community. The recent (November 1983) increase in the number of police
community projects in the APTs from 12 to 27 demonstrates this. The discussions about
community policing, however, have all focussed on the role to be played by other local
government services and local people themselves. We believe it to be extremely important
that we should find a local forum that is not just a talking shop but seriously tackles the whole
area of relationships between young people, the community and the police. We are concerned
that all aspects of these relationships are examined including the issue of young people feeling
harassed by some adults’ response of continuously phoning the police about young people
hanging around the streets in groups, although committing no crimes.
We believe that there are initiatives which show such progress is possible. For example, in
some parts of Strathclyde, the Police Community Involvement Branch has developed a
programme for working with secondary schools and establishing junior crime prevention
panels. This is a start and could be repeated elsewhere.
In looking at the relationship between the police and the community, it should be
emphasised just how pivotal to this issue is the relationship between the police and young
people particularly young men in some areas. The recent British Crime Survey (although
covering only England and Wales, a Scottish survey is to be published soon) is interesting
in this respect:
“The findings on contact with the police consistently showed that young men
had a disproportionately high number o f unsatisfactory contacts with the police.
Urban and inner city police also tended to receive less positive ratings than
elsewhere. Three things should be borne in mind in interpreting these findings.
First, young men were not universally condemnatory; they reported incidents
which pleased them more frequently than any other group. Secondly, young men
are involved in law-breaking more than any other group and some antipathy
and conflict between them and the police is probably inevitable. Finally, many
young m en’s commitment to the social order is very tentative and their
dissatisfaction with the police may simply be an expression o f this more general
disaffection. Nevertheless the findings give some cause for concern. Policing
needs consent and it is by no means clear that the police have been able to
secure or sustain this consent amongst the young. ”
It is clear that we need to make a major effort to ensure that the relationship between the
police and young men is a healthy one.
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But it should not be thought that this is an issue that relates only to these two parties. It is
a matter of importance to community development, as a whole since, as the British Crime
Survey again says, the fear of crime in Britain is becoming as great a problem as crime itself
- “that fear is needlessly reducing the quality of people’s lives and that fear of crime can
itself lead to crime - by turning cities at night into empty, forbidding places.”
That fear of crime by others is largely centred around the activities of the young. Clearly we
need to ensure that older people have the opportunity to see youth on the many occasions
that they are acting positively and that the resources of the whole community are used so
that the streets are both safe and believed to be safe to use.
As with youth work with girls and young women, this is an issue that requires a critical and
wide-ranging debate, an examination of local practice and the development of new ideas
and approaches. In order to encourage this, we need to look at ideas and discuss this issue
further with Youth Development Teams and other interested parties.
RURAL YOUTH WORK

We have studied some of the problems associated with youth work in rural areas and
conclude that the basic needs of young people are the same wherever they live in the
country, town or city. However, some profound differences will remain. Living in the
country still makes, and will continue to make, a difference to personal development and
social attitudes and this needs to be recognised when developing opportunities for young
people in their leisure time.
Some differences which affect opportunities are that:
(a)

The village is more conscious of itself as a community than the tovra neighbourhood.
This is particularly reflected in the problems of leadership and youth work. There
could also be resistance, especially among the traditionally influential residents, to
any change which may conflict with the special character of the village.

(b)

The population of a village is relatively dispersed. This is even more true of the
village hinterland and should not be forgotten.

(c)

The number of young people in any one area may be small, allowing little scope for
group activities.

(d)

Distance of travel is still a major problem.

(e)

The availability of suitable premises for association and activities can be a
major problem.

Our study leads us to believe that, as with all youth work, rural work cannot be successfully
undertaken without regard to the wholeness of community life and that the needs of young
people can be best met by encouraging them to participate in village activities and,
ultimately, to provide the opportunities for young people in rural areas have to be just as
flexible and diversified as in town and cities.
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A major problem is that young people are adversely affected by the lack of transport in
rural areas. Scarcity and cost of transport also presents special problems for unemployed
young people in reaching places where they can take part in activities, look for work or seek
further training. It is difficult to provide a comprehensive youth work programme in rural
areas and it is, therefore, essential that maximum use is made of existing community
facilities including schools, community centres and village halls. Easy access to resource
materials and equipment is also difficult. Equipment stores are generally located in the
main centres of population and the collection and return of such equipment often involves
travelling long distances. Consideration must, therefore, be given to providing additional
community buses through either Regional transport departments or assisting voluntary
organisations to buy their own transport through grant aid. In addition, the Community
Education Service should examine methods of decentralising pools of equipment to
suitable locations which will permit easier access by villages in rural areas.
We have noted that the comments of the Working Group on Resource Centres on provision
in rural areas. This report also highlights the acute problems relating to the transport and
other resources although not specifically in the context of youth work.
In view of the particular issues identified we propose to make a further and more detailed
study of the needs in rural areas and will be interested in seeking the views of the
appropriate Youth Development Teams, when these have been established.
VOLUNTARY YOUTH GROUPS

The majority of voluntary groups are connected either with a church or with a particular
field of activity or tradition. To this extent the voluntary organisations differ from each
other, providing a variety of opportunity within the community. To be successful in
attracting young people, these groups must not only be different but be seen to be different
and, to survive, must be able to meet the challenge of competition for some of the leisure
time of young people. Providing variety is part of this, rethinking methods even though a
traditional aim is maintained is another, whilst accepting the need for experiment is a third.
National statistics indicate that the voluntary organisations attract for the most part the
younger age group within the community. Consequently, if they are to attract the older
young person they must be encouraged to be more forward thinking, and experimentally
minded in their approach which will make them sufficiently attractive to the young person
for him to join on merit or join initially because of church, family or other connection. Their
task is to retain this membership and involvement.
There are three main categories of voluntary groups:
(a)

Long-established uniformed organisations with national structures. These
organisations tend to appeal to younger age groups and to young people with
particular interests and attitudes. In many cases that are relatively well-supported
financially and by voluntary adult leaders, largely as a result of church affiliations
and also often through a tradition of family connections with the organisations. In
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other areas, however, they find it very difficult to get established or existing groups
are in decline. There are various reasons for this, for example, competition from
schools and other groups for young people’s time, difficulty in attracting sufficient
leaders and the lack of appeal because of the ethos of the organisations in some
parts of the Region.
(b)

Voluntary youth clubs. Many different types and sizes of youth groups exist,
organised by voluntary adult help and many are connected to churches or have
national structures. Others are not linked to any parent organisation or ethos, but
are formed as a response to unmet local need.

(c)

Specialist youth organisations, developed round specialist activities such as football
and other sports, drama and music. Although existing mainly to promote their
particular activity, they often fulfill a wider social function. Again groups range from
well-organised national groups like the Scottish Youth Theatre to street football
and netball teams.

It is of prime importance that fieldworkers continue to foster and develop close
relationships between the statutory and voluntary groups, thereby ensuring that there is a
maximum variety of opportunity to meet the demands of the young person. There must be
no sense of competition between the statutory service and the voluntary organisations,
rather they should be complimentary to each other.
But what additional support should the Council give voluntary groups? What scope is there
for collaborative work and how should this be organised? What lessons can the Community
Education Service learn from the voluntary organisations?
In practical terms, the working relationships with voluntary groups should be strengthened at
an area level. Voluntary groups should be included in the Youth Development Teams and
thus involved in discussions on local youth work needs, priorities for future work and on the
issues raised by this report. Local discussions should also include the promotion of joint
training opportunities, shared resources and the priorities for grant aid for voluntary groups.
At a Regional level, we are aware of some pressure from the voluntary organisations for
liaison arrangements to be set up. It is not clear what would be the purpose of, and most
suitable structure for, any region wide liaison. For example, should the Council meet
representatives of voluntary organisations separately or collectively? Voluntary
organisations are, therefore, invited to submit their arguments and ideas for liaison
arrangements to the Member/Officer Group. With the financial constraints currently
imposed on the Region, priority will be given to the organisations whose aims and
objectives meet with the Council’s.
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SABEU - SCOTTISH ADULT BASIC EDUCATION UNIT
A POLICY DOCUMENT SCOTTISH COMMUNITY EDUCATION COUNCIL 1984
WHAT IS ADULT BASIC EDUCATION? (ABE)

In terms of requests from the adult public at large (and currently over 18,000 ABE students
receive help annually in Scotland), ABE means:
help with literacy, numeracy, communication and learning skills, basic life
management skills, preparation for a new start in life, or a serious transition;
preparation for a return to community life, or to formal education, or to training
and employment opportunities.
WHAT IS SO SPECIAL ABOUT ABE?

Adult Basic Education has grown out of the Adult Literacy Campaign of the 1970s. It
represents an approach to adult learning that focuses on
•

helping students acquire confidence in themselves as valuable, capable people

•

enabling people to make use of and improve their capacity to learn

•

encouraging people to be active and co-operatively supportive when tackling
issues in their lives that might be helped through educational means

•

helping people acquire the knowledge and skills necessary to manage their
lives and feel they are productive members of the community.

WHAT ARE THE CHARACTERISTICS OF AN ABE APPROACH?

ABE has an identifiable style. It is informal and confidential. It recognises that an adult’s own
experience of life may be a more important resource than qualifications or expensive
equipment. It is egalitarian, and the roles of tutor and student, or group leader and
participants, frequently change. It is open and responsive, being offered where and when it is
most convenient for the beneficiaries; the learning process is supportive in such a way that all
participants are encouraged to take over control and responsibility for their own learning.
In greater detail, an ABE approach realises the following principles:
(a)

The student is paramount

Experience gained during the “adult literacy only” phase, and confirmed by more
recent experience in ABE, shows how important it is that a person’s own views,
needs, expectations and abilities should determine the kind of support for learning
he or she gets. Many people looking to ABE for help have found previous contacts
with education demoralising.
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(b)

The focus of the relationship between students and tutors is on learning

A good relationship is the ground for learning to take place. The tutor’s/worker’s
role is that of supporting learning, which means helping learners identify learning
strategies that work for them. The attitudes of those doing the supporting are a
critical ingredient if a learning exchange is to take place.
(c)

All participate on an equal basis and the learning programme is negotiated

‘Tutor’ and ‘student’ are roles, not ranks, and can be freely exchanged. What is
shared is usually experience or the fruits of learning. All participants should see
themselves as contributors. The benefits of the learning exchange should be
•

enhanced self confidence and responsibility

•

new knowledge/a sense of personal development

•

new skills

•

new contacts and networks.

Negotiating takes place on the basis of

(d)

•

the real needs, abilities and commitment of all those involved in the ‘contract’

•

recognising choices, responsibilities and realistic objectives

•

recognising the true nature of the barriers to personal development.

There are real barriers to personal and social development.

In the attempt to break away from a ‘remedial’ or ‘deficit’ view, and so help people
escape from labels that stigmatise them, ABE workers look squarely at two things,^^^
the actual barriers people face’^^^ the actual capabilities, experience, knowledge and
sources of satisfaction people have, which will form the basis for their ‘attack’ on th
e barriers.
For example, an individual may have to confront one, several or all of the
following barriers:

(e)

(i)

impairment or disablement

(ii)

communication/relationship difficulties

(iii)

symbols (as when reading, writing or using numbers)

(iv)

systematic social exclusion or stigma

(v)

inadequate income, food and shelter (which may absorb his/her available
time, energy or interest)

(vi)

ignorance, alienation and powerlessness.

Basic adult skills are essential adult skills, and basic information is information
which is essential to all adults

The following diagram attempts to represent the main barriers people face, and
which therefore determine the skills and knowledge they must acquire to be full
members of a democratic society:
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ESSENTIAL ADULT LEARNING

Participate in democratic processes
Live a productive life (through work, expression, recreation and
community involvement)
Manage your life (through organising, budgeting, catering,
dealing with agencies)
Use symbols - through reading, writing and computing
Communicate and relate with confidence

Personal, family and social barriers
Symbol-systems, formalities and institutional restraints
Geographical communal and economic constraints
Systemic national and international barriers
Institutions, social and political barriers

OR

BARRIERS TO ADULT DEVELOPMENT?
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(f)

Stigmatising labels, ranking and generalised criteria have proved unhelpful

Labels such as ‘remedial’, ‘a reading age of 7’, ‘an IQ of 60’, have proved to be more
of a hindrance than an insight when applied to adults. They not only tend to block
sympathetic observation and obscure the resources existing within a person, but to
tie people to criteria which may have served a purpose only at school, at the expense
of focusing on adult needs and potential now.
Even labels like ‘unemployed’, ‘ethnic minority’, ‘mentally handicapped’ can
distract both learners and helpers from recognising the particular individual
barriers a person is confronted with, and should be regarded as, at best, only
administrative labels. Unfortunately, the people given such a label tend to be seen
as the ‘problems’, rather than the barriers they face.
(g)

Formality is itself a barrier to many

Many of the people seeking or finding help from ABE have experienced failure and
frustration in earlier encounters with education. Many, as a result of lacking
confidence, knowledge and skills, have developed dependent relationships, and are
‘intimidated’ by any situation or context that threatens to reveal their sense of
inadequacy. Confidentiality and informality have proved to be powerful ingredients
in encouraging such people back into a “learning situation”; whereas imposing
buildings, complicated enrolment, authority figures, registers, and programmes that
roll on irrespective of whether people learn, only serve to confirm their worst fears.
(h)

ABE is not an adult version of Remedial Education

People who become involved in ABE are not a minority tribe, made of illiterates
and those with a “remedial” background at school. They are people from all classes
and groups in society whose only shared characteristics are a lack of confidence, at
least one important channel of communication closed to them, and a feeling of
frustration at not being able to realise their full potential. Our society is constantly
generating new demands upon adults, both in terms of new knowledge and skills,
new attitudes and patterns of living, and yet the majority of adults have no further
contact with any educational support after their teens. ABE is often the only
effective way forward.
WHO HAS BEEN HELPED IN SCOTLAND? WHY DO THEY NEED HELP?

We have said that many of the people coming forward for help express a lack of confidence.
Yet, paradoxically, those people who have had the courage to refer themselves to regional
Adult Basic Education Schemes represent only the bravest of those believed to need help.
We know from national statistics and from outreach projects that the proportion of people
who would benefit from ABE support is much higher than the 4% figure invoked at the
outset of the Adult Literacy Campaign (Which predicted 200,000 adults in Scotland).
Since 1976, when the Adult Literacy Campaign got under way in Scotland, some 45,000
adults have been helped by regional schemes and voluntary organisations. Yet, new
students are still coming forward at the rate of 18,000 each year, even though the number
of voluntary tutors has remained static at about 4,000. Why has the early dream that “Adult
illiteracy and innumeracy would be eradicated within a few years” not been realised?
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Firstly, the overt and latent needs are greater than was first realised. Consider the following
statistics:
Over 30% o f adults cannot correctly complete first time a tax return or
census fo rm ...
Administrative Forms in Government
Sir Derek Rayner’s White Paper.
Over 30% cannot understand or use concepts like percentage, inflation
or ratio...
“Mathematics Counts - Report o f the Committee o f Enquiry into the Teaching
o f Mathematics... 1982”
- The Cockcroft Report.
Over 20% cannot read with understanding a sentence like:
“This coupon entitles you to a specimen o f our delicious toffee ...”
Holbom Reading Test
In addition
Over 30% o f young people leave school with nothing to show for
their attendance
Regional Trends HMSO
Over 50% o f all adults have no further contact with educational provision after
the age o f 16.
Regional Trends HMSO
Social changes have resulted in raising demands for qualifications, as well as for literacy and
numeracy (particularly in relation to form filling, claims for benefits, access to employment).
At the same time, social changes are also removing opportunities for practising skills,
particularly with the rise in unemployment and the popularity of media which make few
demands (radio, television and video) on literacy skills. In particular, many young people who
would previously have made a transition from school to work, where such skills would have
been demanded and applied, are now finding that post-school unemployment rusts their basic
skills, and they are in danger of lapsing into illiteracy and innumeracy.
The Regional ABE Scene

All the Scottish Regions and Island Councils make some provision for Adult Basic
Education, though the levels of funding, staffing and support, and the style of each scheme,
vary considerably from area to area. Some areas have barely developed from offering basic
help with reading, writing and numeracy, while others (generally with the benefit of outside
funding) have evolved more comprehensive services, covering a wide range of learning,
available in many contexts, at any time, and offering collaborative links with training,
employment and further-education agencies. In 1982/83, there were some 4,000 volunteers
active throughout Scotland, supported by 235 paid ABE workers, helping 17,855 students.
Most of these students have been attracted from those groups traditionally regarded as
non-participants in adult education. Contrary to popular myths, their non-participation has
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not been the result of apathy or indolence on their part but the lack of suitable learning
opportunities. At present, unfortunately, under-resourced teams of workers are finding it
difficult to cope with demand.
Within Schemes there are two broad categories of work;
(a)

provision for self-referring students, and

(b)

outreach provision for dealing with latent demand.

GENERAL PROCEDURES FOR THE SELF-REFERRING STUDENT

In responding to students who themselves seek help (and motivation is best when people refer
themselves), ABE Schemes must be sensitive and confidential in the way they handle
enquiries, interviews and introduction. ABE workers do not necessarily plunge into identifying
learners’ “problems”. A great deal of sensitive work is needed to build up confidence and
much time may be spent raising success and satisfaction before the cognitive process of
learning can be apphed directly to overcoming identified barriers. For many people, their
energy is tied up in holding daily problems at bay, and energy can only be released to begin
solving them through success and relaxation in some ‘sector’ of their lives. Educational
counselling is therefore an important element in ABE support, and much of the provision is
on a one-tutof-to-one-student basis. An important ingredient in creating responsibihty is the
fact that any learning programme or course is negotiated by the student(s) with the ABE
worker(s). This may at first be alien to a learner’s previous experience of education, but it is a
vital step if students are to assume responsibihty for their own development.
The role of the tutor is expressed through:
caring
listening
identifying strengths and sources of satisfaction for a learner
supporting learning
suggesting learning strategies
devising learning strategies
devising learning materials and experiences
tackling real problems in the student’s present life (eg a lack of essential
skills) through a negotiated programme
promoting self-help, empowerment and increased independence.

WHAT THE STUDENT WILL EXPERIENCE THROUGH ABE

In general, students report that the most important benefits of ABE are improved
confidence and a sense of success and personal worth. They also appreciate the fact that
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help focuses on their individual needs and is confidential. They find the programmes they
have negotiated enjoyable and relevant, particularly because they have progressed at a rate
they have determined and have concentrated on ‘problems’ they have identified. They also
comment favourably upon the approach to assessment, which encourages them to evaluate
their own performance. Finally, where provision is able to be fully ‘open’, they appreciate
the flexibility as to location, time and duration.
TRAINING

In order for students to feel these achievements, tutors need to learn a wide variety of skills.
Tutor training will involve elements of:
•

Helping someone learn

•
•

English
Reading

•
•
•

Writing
Spelling
Numeracy

•

Negotiating a programme

•

Listening Skills and Educational Counselling

•

Learning Strategies

•

Inter-personal skills

•

Simple materials development

•

Dealing with other workers and agencies

•

Finding resources

•

Useful learning aids (recorders, video, computers)

•

Working with students

•

Working with students at a distance

•
•

ie understanding & speaking
English
as a first
or additional
language

one-to-one
in groups

• Working with women
• Working with slow learners
• Working with ethnic minorities
• Working with unemployed people
• Working with people with physical impairment
The duration of a training course and the number of elements within it depend largely upon
the time volunteers have at their disposal and the number of trainers a Region employs.
The Adult Literacy and ABE ‘traditions’ have been for trainers to emerge from or be
tutors, and so, through experience, to remain responsive to tutor’s needs.
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THE OUTREACH APPROACH

As we have already shown, public statistics and reports indicate “inadequate levels of
educational competence in the adult population”, whether the source is a government
department lamenting wastage in form completion by the public at large, or particular
research exercises examining competence in limited but essential skills. However, there are
many other indicators of latent needs. Employers and college lecturers, for example, report
difficulties arising from employees and students lacking knowledge and skills pre-requisite
for certain jobs or courses. Counter-staff in Department of Health & Social Security
Offices report difficulties stemming from illiteracy and innumeracy: in fact, many
professionals whose work brings them into daily contact with those members of the public
faced with most barriers comment on the lack of essential adult skills.
The effects of such disabling factors can range from a sense of frustration, inadequacy or
exclusion on the part of the individual, to local and national wastage in terms of
bureaucratic processes (costing Britain hundreds of millions of pounds in useless forms,
because they have failed to effect desired results for either the public or the agency); to
danger, low efficiency and productivity in relation to manufacturing processes; to effective
disenfranchisement in a democratic society, through lack of awareness of rights, obligations
and responsibilities.
Yet, until the early 1980s, ABE was dependent upon people having the courage to
overcome stigma and seek help themselves. In a country with a recent tradition for
educational excellence, it took a great deal of courage to admit that one was not attaining
national expectations. Pilot surveys conducted by one or two regional schemes indicated
that, if provision could now be offered in neutral settings, where the focus of learning was
not directly on adult literacy and numeracy needs, then more people would come forward
for help. ABE schemes were thus presented with a clear challenge:
How are people needing help with essential knowledge and skills to be reached?
This was a challenge to reach people who
*

on the whole expressed negative reactions to their previous contacts with
“education” and who saw no role for “education” in their lives

*

had acquired little sense of personal worth or social potency from their
contact with “officials”

*

were often beset with problems of unemployment, unsatisfactory living
conditions, poor health or limited opportunities

*

had poor support (like child care or informal learning bases)

*

were concerned about the cost, proximity and style of any kind of help

Obviously terms like “adult literacy” or “basic education” would not help. People with a
tradition of co-operative action might be encouraged by group events rather than one to
one provision.
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Various initiatives, some more ‘structured’ than others, but virtually all dependent upon
injections of extra-regional funding, were developed in a few areas with the aim of reaching
out into community settings or institutions eg hospitals, prisons, residential homes, etc. and
developing provision for those who would not otherwise come forward.
The most commonly used strategies were for workers to:
*

get to know a particular area well, by spending time outside schools in shops,
pubs, public places (like job centres and libraries), rent offices and
bingo halls

*

make themselves known to local networks, by chatting to residents’
associations, community ‘leaders’, teachers, social workers, health visitors
etc; find out about existing local, informal groups

*

stimulate curiosity and discover local concerns by getting local people’s
opinions on what kind of learning opportunities might be appreciated: and
involve any volunteers who show interest

*

find suitable friendly, informal accommodation where those who have
expressed an interest can meet together

*

find ways of creating creche and child-care facilities.

(This whole process is a long one, if local confidence and a sense of local control are to
be established.)
Once people had shown an interest and tentatively voiced their needs or aspirations,
workers could begin to negotiate social learning programmes with them. Early activities
might focus on generating pleasurable, group ‘events’ - like keeping fit, organising ‘away
days’ - or might focus on urgent local issues, like a lack of employment opportunities or
even training initiatives.
The directions and content of programmes cannot be predicted in advance of the negotiating
process. However, once under way, people will feel more confident about revealing personal
interest and needs, even suppressed ambitions - like a desire to write, to do ‘O’ Grades or
prepare for the Open University. Their needs may be functionally specific, like coping with
particular forms, or letters to school, or helping children with homework. They may be
generalised, like relating to teenagers, understanding social security information, finding out
about health or the Women’s Movement. The skill of the workers lies in building up good
relationships, good networks and good support, so that both group and individual learning
can be supported. Whenever possible, resources within the group are identified and tapped,
in order to create responsiveness, co-operativeness and confidence.
Key factors in all these outreach initiatives are
*

informality and friendliness

*

responses are local and flexible
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•

accommodation is accessible and non-threatening

•

people can feel and see how learning relates to their immediate lives.

They must above all, experience being responsible for their own programmes and outcomes.
These early forays into popular learning programmes have shown the importance of being
responsive to personal and local needs and aspirations. There is no standard format or
‘course’, yet ABE’s contribution is helping people make fresh starts:
•

to renew their confidence in their ability to learn

•

to prepare for a return to first informal and then formal educational
opportunities. (Here ABE acts as an indirect recruitment service for
formal education)

*

to prepare for a training opportunity

*

to participate in the local community

*

to acquire new knowledge and skills (eg computer literacy)

*

to meet social changes

*

to get involved in skill sharing, new hobbies or voluntaryactivities, and so
live a more productive life.

In terms of its contribution to adult and continuing education, ABE’s role is to help people
tackle those barriers which prevent them developing personally, or exclude them from
existing social opportunities.
REGIONAL SCHEMES AND SABEU (SCOTTISH ADULT BASIC
EDUCATION UNIT)

In relation to regional ABE schemes, SABEU’s role is a supportive one, attempting to help
with resources, training, information exchanges and innovations in programmes, research
and publications.
However, SABEU can also play a collaborative role with regional schemes when they are
developing ABE initiatives with new groups or in new contexts, and also with professionals
in hospitals, social work centres, penal institutions, community settings and voluntary
organisations.
Together with regional schemes and other professionals, SABEU can tackle some of the
social barriers affecting learners, and:
•

work with the media to reduce stigma, to raise awareness and increase
essential skills
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•

collaborate with workers in libraries and other public amenities to improve
access, resources and user figures

•

collaborate with agencies like SCSS, Community Business Scotland, the
Scottish Consumer Council, MSC, SHEG etc., to raise confidence,
awareness and basic skills

•

offer ‘Plain English’ services to originators of public literature, like forms
and brochures, to make such documents more accessible. (Money saved
nationally in this area alone, through improved public success rates with
forms, could more than pay for national ABE staff and resources.)
promote research and innovation in building popular learning programmes
in communities.

•

No one could have foreseen that the adult literacy campaign of the middle seventies would
lead, by the early eighties, to a student-centred style of provision for adults that
encompassed such skills as ABE is now concerned with. Yet ABE in Scotland is only at the
beginning of its potential development. If we are to approach the characterisation of ABE
given by UNESCO, we still have a long way to go:
“Basic education has three essential objectives; the imparting o f skills to
communicate, skills to improve the quality o f living, and skills to contribute to,
and to increase, economic production. The communication skills, at the
minimum, include literacy, numeracy and general civic, scientific and cultural
knowledge, values and attitudes. The living skills embrace knowledge o f health,
sanitation, nutrition, family planning, the environment, management o f the
family economy, and creation and maintenance o f a home. The production
skills encompass all forms o f activity directed towards making a living or
producing goods and services, at whatever level o f economic sophistication”.
“Basic education, therefore, is a relative, and not an absolute process. The
character, degree and method o f basic education will vary according to the
country, the group selected for education, and their particular needs. Basic
education is similarly diverse in its levels o f planned activities, comprising
formal, non-formal and informal offerings. Its different elements are
assimilated over a lifetime and can lead, incrementally, to an individual’s
material welfare, increased productivity, and ability to earn a living from
self-employment. ”
(From “Managing Adult Literacy Training”
in ‘Prospects’ Vol XIII, No 2 UNESCO)
However, what is evolving in Scotland has a less directive approach, and is, as yet, very
patchy.
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RALPH WILSON
THE SCOTTISH COMMUNITY EDUCATION COUNCIL
IN POST 16 - DEVELOPMENTS IN CONTINUING EDUCATION IN SCOTLAND
Eds D COSGROVE AND C McCONNELL DUNDEE COLLEGE OF EDUCATION
1984 pp 77 - 80
INTRODUCTION

In March 1975 the report Adult Education - the Challenge o f Change’ was published. The
major recommendation of this report, which has come to be known as the Alexander
Report, was that:
Adult education should be regarded as an aspect o f community education and
should, with the youth and community service be incorporated into a
community education service. ’
The publication of this report coincided with the re-organisation of local government in
Scotland and while certain Regional authorities had already been moving towards the
introduction of a Community Education Service, the report resulted in authorities
developing an integrated service which most called community education.
In considering a national structure for community education, the Alexander Report said
the following:
‘We therefore recommend that the Secretary o f State should establish a Scottish
Council for Community Education to assume the present functions o f the
Standing Consultative Committee (on Youth and Community Service) and in
addition to carry out for adult education the functions outlined in the following
paragraph. The members should be appointed by the Secretary o f State and
should be selected for the personal qualities they can be expected to bring to the
work o f the Council rather than as representatives o f particular associations or
groups, but the Council as a whole should be broadly representative o f the
various interests concerned with community education. It should also include
some members with other relevant interests The Council should have its own
staff including a chief officer who should maintain close contact with
developments in community education. Its expenditure should be met by the
Secretary o f State. ’
The first Council known as the Scottish Council for Community Education, was set up in
1979, and serviced not by its own staff but by staff of the Scottish Education Department.
During its three year life this Council funded and completed a number of projects; research
was carried out into the methods of collection and collation of community education
statistics and a substantial report^^^ published; a three year project ‘The Scottish
Community Education Microelectronics Project’, SCEMP, was established under its own
management committee and located at Dowanhill, Glasgow sharing premises with the

210 COMMUNITY LEARNING AND DEVELOPMENT
Scottish Microelectronics Development Programme; funding was made available to
establish a radio studio within the premises of the Scottish Community Education Centre
in Edinburgh enabling ‘live’ inserts about community education to be broadcast on a
regular basis on Radio Scotland; a two year Telephone Referral Project was set up through
the Scottish Institute of Adult Education.
The Council, from within its own resources, published a number of reports - on community
schools in Scotland, on the social benefits of community education and on community
education training.
As a result of its policy considerations, the Secretary of State decided to reform the Council
by merging it on the 1st April 1982 with the Scottish Community Education Centre, a body
which had for a number of years been responsible for supporting the development of
community education in Scotland by disseminating information, providing advisory and
training services and by co-operating with other bodies in Scotland and abroad through
exchange of information and through comparative study visits. During 1982 further
restructuring proposals were considered and these resulted in the transfer of management
responsibility of the Scottish Adult Basic Education Unit from the Scottish Institute of
Adult Education to SCEC as of 1st April 1983.
The constitution of the new Council defines two prime objects:
•

to advise the Secretary of State for Scotland on all matters relating to community
education and

•

to promote the development of community education. Five areas of activity are
listed by which the Council may pursue its objects:
fostering co-operation among statutory and voluntary organisations
providing information, advice and services
informing itself of developments, national and international
providing training services and resources
encouraging, sponsoring or undertaking research.

In the first year of its existence the Council identified three broad themes to underpin its
policy making work. These were:
promoting lifelong learning;
confronting social change;
releasing local dynamic and liberating local resources.
The themes are being developed in the contexts of the two committees of the Council, the
Training Committee and the Adult Basic Education Committee which are composed of
members of the Council along with representatives from both sectors, statutory and
voluntary, of the community education field and, in the Council’s working groups. In 1982
three working groups were formed.
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The Communications Group, containing a large number of members co-opted from the
media, has been engaged in the area of the application of new technology to community
education. Amongst its many interests are cable television, in relation to which it prepared
a discussion paper for publication; in radio broadcasting through the provision from the
radio studio of a weekly ten minute slot called ‘community desk’ to BBC Radio Scotland’s
popular morning programme, ‘The Jimmy Mack Show’; in computing where the group has
responsibility for future developments relating to the SCEMP project. The group has also
taken on the task of submitting advice to the Home Office on the laws of copyright, and to
the Convention of Scottish Local Authorities on the development of computing in schools.
Issues related to unemployment and the programmes created by the Manpower Services
Commission in relation to it have dominated the work of the Employment, Education and
Leisure Group, although the group also has a strong interest in education for older persons,
in which a joint research project with Age Concern has been undertaken. The unemployment
interest is reflected in the staffing structure of the Council by the existence of an MSC funded
unit originally named the Community Schemes Resources Unit but recently retitled the
Youth Training Unit in recognition of the importance of the Youth Training Scheme. This unit
acts as a two way channel of information between MSC and the field, providing information
to the community education services through conferences, publications and training
consultancies and at the same time transmitting to MSC the needs and concerns of the
practitioners in the hope of influencing future developments in the programmes.
The Unemployment Initiatives Unit, supported by Council funding carries out a similar
role in relation to non MSC unemployment work such as co-operatives and community
businesses. Again the emphasis is on the provision of information to the field through the
publication of occasional documents such as a register of unemployment initiatives and
through the publication of a four page review of unemployment issues in the monthly
community education newspaper, SCAN.
In the latter half of 1982 and into 1983 the Youth Affairs Group was particularly active. On
the advice of the Council, the Secretary of State for Scotland approved the setting up of the
International Year of Youth Committee, to oversee and co-ordinate preparations for this
major event in 1985. The themes of lYY, as outlined by the United Nations are
‘participation’, ‘peace’ and ‘development’. The first of these, ‘participation’ is reflected in the
composition of the lYY committee which comprises twenty young people, chosen from
applicants from throughout Scotland, along with four ‘older’ persons selected because of
their proven ability to motivate young people to participate. Nine consultants, experienced
in various fields of Scottish life have agreed to advise and support the committee, and the
Scottish Education Department has funded a three year ffill-time post to cover the
administration of the committee. The committee commenced its work in June 1983.
The twenty young people who form the major part of the Committee were selected after
they had applied to the Council in response to a publicity campaign mounted through the
press and, in particular, through the Independent Local Radio Stations with whom the
Council has established useful relations. As a result, the International Youth Year
Committee contains young people, ranging in age from 16 to 25 from all over Scotland.
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In October 1982, the Thompson Report—a review of the Youth Services in England, was
published. After studying this report the Youth Affairs Group set itself the task of
conducting a similar review with reference to Scotland. This Report entitled Youth Enquiry
Report^^^ being published in 1982.

THE COUNCIL’S SERVICES

The Council supports the development of community education in Scotland in several
ways: by disseminating information through publications, publicity, and conferences; by
providing advisory and training services through seminars and consultations; and by co
operating with other bodies at home and abroad, through the exchange of information and
comparative study visits.
Information Services

The Council operates an enquiry answering service based on its resource library which
operates a free book and document loan service. A new service, recently developed, is
Community Education Briefing—an abstract of recent articles, research reports and books
of interest over the entire field of community education which is distributed monthly to
subscribers, who then request copies of articles of particular interest. Overall, the enquiry
service handles around 10,000 enquiries annually.
The Council has two regular publications. SCAN is Scotland’s monthly newspaper on
community education, leisure and health, and has a circulation of over 6,000 copies each
month. Each month SCAN highlights national and local news, with features, information
and reader’s enquiries. Several pages are devoted to a review of unemployment and
responses to it. Frequent supplements on special interests are included in SCAN on
subjects as diverse as multi cultural education, planning youth exchanges, arranging a club
programme and children’s play.
The Scottish Directory of Community Education, published annually, is an invaluable
reference book for anyone working in community education and related fields. The latest
edition lists national Councils and committees, schools, further education establishments,
voluntary organisations, community centres and community education and development
staff throughout Scotland. In addition, there are useful addresses for community service,
arts, sport, travel and adult literacy.
In addition to its regular publications, the Council produces special publications on an ad
hoc basis to respond to particular issues as they arise and to meet specific needs within the
community education field.
‘Young Scot’, an annual information booklet of over 120 pages aimed at young people in
the transition from school to adult life is issued to all 16 year olds through the secondary
schools, and through Youth Training Programmes, youth clubs and Independent Local
Radio who co-operated with the Council in mounting a media publicity campaign, achieved
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a distribution of over 150,000 copies in 1983. Printed in colour, in a handy pocket size,
‘Young Scot’ has received acclaim from young people, teachers and parents throughout
Scotland, and has generated much interest in Europe. Support has been given by other
national organisations such as the Scottish Arts Council, the Scottish Sports Council and
the Scottish Health Education Group as well as commercial interests. One of the
undoubted advantages in Scotland is the manageable size of national initiatives of this kind,
where co operation between national agencies and the 12 Regional and Island Councils
responsible for education is relatively easy to organise.
A substantial range of materials in support of ‘Young Scot’ is also available including a
tutor’s handbook aimed at teachers using ‘Young Scot’ in school social education classes or
guidance and counselling groups and a series of social education kits on topics such as ‘A
Place to Love’, ‘Sex and the Sexes’, ‘Money Matters’, ‘Good Health’, ‘Rights and
Obligations’, ‘Drugs, Drink and Tobacco’, and ‘Carry on Learning’.
The demand from the community education field for information publications has become
increasingly wide and diverse in its subject matter and the Council staff have recently
responded by publishing booklets such as ‘Urban Aid Explained’—a guide aimed primarily
at voluntary organisations and community groups. In his foreword, Allen Stewart, Minister
for Home Affairs and the Environment at the Scottish Office writes
‘Urban Aid has been in existence for more than 10 years now without very many
people being aware o f it. That did not matter a great deal when the sums o f
money were small and when it was all spent directly by local government. This
has changed. In 1983-84 we shall be providing £35 million, and I am keen that
voluntary bodies and community groups should have access to a fair share o f
the money. While Urban Aid can seem simple to officials who handle it daily, it
can be rather perplexing to a community group with an idea for a project. So I
welcome the initiative o f the Scottish Community Education Council in
producing this booklet, and I am confident it will quickly prove its worth’.
There is no doubt that this information dimension is a vital part of the Council’s
contribution to the development of community education in Scotland.
Training and Consultancy

The Council staff are frequently approached by organisations in the field to provide
training services on a consultancy basis, either in the Council’s premises or by contribution
by Council staff to seminars, conferences and training sessions throughout Scotland.
In the area of training, the radio studio has proved of particular value. Community
educators have come to realise that if they are to get the message of youth work, adult
learning and community participation over to people, then they must become skilled in
their use of the media. The Council offers this training in its studio, frequently combined
with training in the use of press publicity, in one or two day training sessions.
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Promotion of Practice

While the Council supports, through its information and training roles, existing practice in
the field it also plays an important part in the development and promotion of practice. One
example is found in the efforts made to develop the Youth Enquiry Service (YES). In
essence the Youth Enquiry Service requires the setting up at local level of YES points
where young people themselves are able to research and collate information materials
about their own local area. Implicit in these schemes is the idea that young people, once
involved in information services, are stimulated to consider self help programmes of action.
The production of a local youth newspaper; the initiation of useful discussions with police
over the improving of relationships in an area between young people and the police are two
practical examples of recent action.
In most cases support is given locally to emerging YES initiatives by local Community
Education Services and/or by local voluntary organisations, and it is through advising these
support organisations, often over a period of many months, that the Council is able to
achieve its objectives of developing good practice in the field.
To enable the staff of the Council to anticipate trends and developments, various national
groupings and working parties are convened on a regular basis. Examples of such groupings
are the Regional Principal Community Education Officers Group; the Community Service
Forum; the Opportunities for Older Person’s Group.
THE FUTURE

The pattern of Scottish education is likely to undergo considerable change in the 1980’s and
1990’s. Flexibility and diversity of provision would seem to one developing theme; another
is the development of a more effective partnership between the formal institutions, such as
schools and colleges and the community education field, including the voluntary
organisations as well as the Community Education Services.
The front-on model of education is likely to give way to a more flexible pattern of
continuing lifelong learning, based perhaps on modular courses from which credits can be
accumulated, as envisaged in the recent Scottish Education Department report ‘16 - 1 8 ’s in
Scotland - an Action Plan’, and in the Council’s Training Committee’s Report ‘Training For
Change’ due to be published in Autumn 1984. The Scottish Community Education Council,
with its strong links to the community education field, its relationship with schools and
colleges, and its well developed information and resource services, is well placed to make a
major contribution to these future developments.
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TRAINING FOR CHANGE
SCOTTISH COMMUNITY EDUCATION COUNCIL 1984
WHAT DOES THE WORKER IN THE COMMUNITY DO?

A recurrent theme in our consultations was that training should be relevant to the functions
and tasks which the community education worker undertakes. But before devising a system
of training, there are prior questions to be answered. “What does the worker in the
community actually do and what ought the worker to be doing?” The questions are simple.
The answers, we have found, are complex.
Essentially, a community education worker is an individual who engages in
(a)

a developmental process which is often but not always located within

(b)

a specialist setting.

The process, we believe, is common to all community education although the degree to
which a particular worker is able to verbalise the developmental process and make it
explicit will depend largely on the worker’s own perspective and training. The specialist
settings are enormously varied, ranging over the fields of education, health, social w ork,'
leisure activities, housing, employment issues and so on.
The process can best be described as a set of six functional tasks or stages of intervention.
(a)

Identification of the issues, the demands and needs of the situation

(b)

Design and planning of programmes or structures of development and learning to
meet the needs

(c)

Promotion of the programmes or structures to meet the needs of individuals
or groups

(d)

Managing, supporting, administering and delivering the programmes or structures
including tutoring, guidance, and counselling of the participants

(e)

Publicising the programmes or structures to extend their usefulness

(f)

Continuous assessment and evaluation of the programmes or structures, as
hey develop.

As we have indicated earlier, it is a principle of community education that the participants
are involved at every stage of the process, not merely in dialogue but in decision making.
In carrying out the functional tasks the community educator fulfils, at various times, roles
as an educator, as a communicator, as a facilitator, as a manager and as a trainer of
part-time and voluntary colleagues.
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SOME EXAMPLES MAY BE HELPFUL

(a)

(b)

(c)

A community education worker, employed full-time by a Regional Council, is
approached to set up some support, including learning opportunities, for the
unemployed in the area. The worker engages in the following process:
•

setting up a group of people, including the unemployed, to assess the needs
of the unemployed in the area;

•

designing and running, along with the group, a programme of
developmental and educational work to meet the needs which may involve
consideration of funding, acquisition of premises, employment of part-time
staff, programmes of activities and so on;

•

promoting involvement in the programme;

•

managing, administering and supporting the initiative, at least in its
early stages;

•

assisting the group to publicise the initiative;

•

co-operating in monitoring and evaluating what has been achieved.

A youth worker is employed by a Voluntary Youth Organisation, under Urban Aid
Funding, to set up a programme of detached youth work in an area of urban
deprivation. The youth worker engages in a process of:
•

contacting young people, and attempting with their co-operation, to identify
issues and needs. It emerges that one need is for social and recreational
space to be created for the young people, and a major issue is the beginning
of an increase in drug abuse in the area;

•

in co-operation with the young people, planning and running a programme
of education about drugs and their misuse, and designing with the group a
plan to acquire the use of an empty flat from the District Council;

•

promoting the drug education programme through a variety of agencies;

•

supporting and administering the programme at least in its early stages;

•

publicising the programme;

•

monitoring and evaluating the programme.

A community dietician, employed by a social work department, is asked to
intervene in a family situation in which dietary problems have been identified in a
young child. The dietician may engage in the process which may involve:
•

assessment of needs and issues, with the family, to determine the roots of the
problem which may be located in poverty or caused by lack of knowledge of
how to acquire benefit entitlements or lack of knowledge of basic nutrition,
or mental health problems related to the internal stresses of the family or
many other possible causes;
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•

designing of a programme of development, which depending on the
assessment, may involve the family in a variety of practical learning
situations within the home or outside it; in actions related to health, or to
marriage guidance;

•

promoting and facilitating a group learning situation of benefit to other
families with similar problems;

•

supporting the individual family and managing and administering a
programme set up to meet the general problem;

•

publicising and informing others who might require to join the programme;

•

assessing and evaluating the results of the initiative.

It would be possible to construct a large number of varied examples in which the worker
requires, in addition to general knowledge and skills relevant to the process, a level of specific
knowledge of one or more areas. In the first example the community education worker, in
addition to generic training, requires specific training in the techniques of basic education. In
the second example in addition to generic training, the worker requires specific skills in group
work with young people and access to training related specifically to health and drug abuse.
In the third example, the dietician would have received the specific knowledge from
professional training as a dietician, and requires from community education access to general
knowledge and skills related to the community education process.
The first general conclusion which we draw from our consideration of what workers in the
community do is that there should be two aspects to training
(a)

a generic training relevant to the community education process as a whole;

(b)

a wide variety of training options to acquire knowledge and skills related to specific
settings or arenas, and of how the community education process can be apphed within
the specific setting or arena.
We are inevitably drawn to a core and options model of training, in which generic
training forms the core and the training in specific settings forms the options.
The second general conclusion we draw is that the training system required must be
a flexible lifelong system, into which and through which there is a variety of routes:•

a route through training is required for the person already trained and
qualified in some specific area such as health, arts, technology, sport or
business who wishes to practice that specialism in a community context;

•

a route through training is required for the individual who wishes to become
a full-time qualified community education worker and who, having
achieved that aim, may at different career stages wish to acquire additional
training in specific arenas to meet personal development needs or new
employment opportunities;
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•

a route through training is required for the person who having developed an
interest in some particular setting, for example, youth work - perhaps
through experience as a volunteer or as a part-time unqualified worker then
wishes over a period of time to either deepen that knowledge, or to acquire
a new specialism or indeed to achieve professional qualification with a view
to full-time employment.

We recommend that the system of training should avoid unnecessary distinctions between
initial and in-service training with respect to the various routes through training.
The community education worker may not however be a free agent but, as an employee,
works within the policy framework set down by the employer and is accountable to the
employer. In the next section we attempt to analyse the needs of the various employers and
the implications of these needs for the training system.
w h a t d o e m p l o y e r s r e q u ir e f r o m t r a in in g ?
I

The Employers

In Scotland, the local government authorities remain the main employers of community
education workers. The Education Departments of the Regional and Islands Councils are
the principal employers, although a substantial number of qualified community education
workers find employment in the Social Work Departments. A smaller number find
employment with District Councils, mainly in Leisure and Recreation Departments.
Currently we estimate that nearly 900 people are in full-time employment within the
Community Education Departments of Regional Authorities in posts funded by ‘mainline’
funding, and a further 400 are employed in posts funded through the Manpower Services
Commission and Urban Aid. A national survey conducted in 1983 indicated over 200
workers employed in Social Work Departments, and we were able to estimate that around
50 worked in Leisure and Recreation.
In addition to full-time employees we estimate that there are over 9,500 part-time
employees, with almost 7,000 of these employed in youth and community posts, and around
2,500 in tutoring and/or organising roles in adult education and adult basic education. At
any one time a substantial number of voluntary workers operate within the statutory
services in this arena.
The voluntary organisations are major employers of qualified community educators in full
time posts, and, in addition use the services of thousands of volunteers. And, since our
report also relates to the training of volunteers, it is necessary to point out that a vast army
of people are engaged in work in the community in organisations of many kinds - engaged
in youth work, in community businesses, in community arts projects, in unemployment
initiatives, in education and in leisure and recreation. We are unable to quantify the
number of people involved, but feel confident that they account for a very large part of the
total community education effort in Scotland. At least 300 fully qualified workers are
employed in the voluntary sector.
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Through the Manpower Services Commission’s Youth Training Scheme, and employment
measures such as the Community Programme and the Voluntary Projects Programme,
increasing numbers of people hitherto uninvolved in education or community work are
finding employment as supervisors and training officers responsible to the sponsoring and
managing agents, in both the private and public sector, for the delivery of services which
are educational or community based and sometimes both. This must, we believe, represent
a considerable training task, to which elements of community education training could
provide a valuable input.
Because of the ever increasing restraint on local government expenditure, and the
channelling of central government funding through agencies such as the MSC and through
voluntary organisations, the trend is for a smaller proportion of employment opportunities
to arise in local authority services, but for this to be compensated for by a larger number of
opportunities arising in other ways. Again we are unable to obtain data to quantify this
trend, but can only indicate it in a qualitative manner.
The Regional Community Education Services as Employers

About 80% of the full-time employees of the Regional Community Education Services
work in the urban and semi-rural areas of the central belt of Scotland, or in and around the
major cities on the edge of or outwith the central belt such as Aberdeen, Dundee and Perth.
The remaining 20% are scattered throughout the more rural areas of Borders Region,
Dumfries and Galloway, Argyll and Bute, Highland Region, Shetland, Orkney, Western
Isles and the rural parts of Grampian Region. It is hardly surprising that the organisational
structures and methods of working adopted, even when similar on paper, are quite different
realities in the areas where, geographically, community education staff are widely
dispersed. This has important implications for training, particularly in-service training and
staff development, and we recommend that the content, method and style of training
should be strongly influenced by local needs.
The Regional Community Education Services, initially formed from, in the main, youth and
community staff accustomed to providing what was fundamentally a centre based service,
offering a limited range of educational, social and recreative activities had to respond
rapidly to an expansion of services to cover a new and varied range of tasks. This had to be
accomplished in a period during which finance and resources have become increasingly
constrained. In response to this situation we can identify four approaches to the
management and organisation of practice which have a bearing on training.
The Development of Area Teams

A number of Regional Community Education Services in attempting both to be responsive
to the needs of a particular geographic locality and to provide a range of specific expertise
in the various areas of youth work, adult education and community work have adopted the
concept of the Area Team as an organisational structure. In general an Area Team, under
the leadership of an area community education officer, assumes collective responsibility for
its geographical area, but an attempt is made to identify specific skills and specialist
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interests within the team so that individual members of it can be associated with particular
specialist areas. As a result within the total resource of the team, the individual worker has
a general geographical responsibility and a specific functional responsibility. This
organisational method reinforces our belief that training should comprise a generic core
and specific options, in such a manner that a wide range of options is available not merely
during initial training but also in creating in-service opportunities for workers to retrain in
specific areas to meet the needs identified by the employer, in this case the Regional
Community Education Service.
Creation of Specialist Posts

A further strategy adopted by the Community Education Service is the creation of
specialist posts, usually in functional areas which have been given a special priority. At
present around 670 full-time education department workers are employed in area team
work, with or without specific functional responsibility, and around 130 are employed in
specialist posts. The main areas of specialisation are adult education (27), adult basic
education (27), secondment to voluntary organisations (22), outdoor education or related
services (15), community schools (20), recreation management (11) and community arts
(5). We believe this trend towards the creation of specialist posts, at an early stage now, is
likely to increase in response to the identification of new priority client groups, such as the
elderly, or in response to advances in methods such as the use of information technologies
and microcomputing in the learning process. This trend again reinforces our view that, in
training, specific areas should be identified as options and that the system of training
should allow for the development of new specific options as these become identified by the
employers as priority areas within mainstream practice.
The Use of Alternative sources of Funding

With restrictions in mainline funding, an attempt has been made to develop the provision
of community education by using alternative sources of funding. In the main, this funding
has come from the Urban Programme, from temporary employment schemes operated by
the Manpower Services Commission and from the European Social Fund. Figures for
Jordanhill College of Education indicate that, in 1982, nearly 30% of newly qualified
workers were employed in projects of this nature. Since much innovative and
developmental work is carried on within these types of project, this is a situation which has
serious implications for training and management. Such projects have aims and objectives
located in one or other of the specific arenas of community education, and this further
reinforces the need for a degree of explicit specialism in training.
The Introduction of a ‘Brokerage’ Role

A further effect of the new demands has been the gradual move of emphasis for some
community education staff, away from being direct providers in face to face contact with
their clients, and into a brokerage role. In this role, the community educator is involved in
identifying and assessing the learning needs of individuals or groups and then linking with
other services or agencies who have the expertise and resources to meet these needs. A
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second part of this brokerage role is the involvement of the community educator in
marketing the opportunities created through linkage with other providers, to increase
accessibility and take up by the general public. This function has involved community
educators in establishing and maintaining links with press, local radio and television; in the
production of publications and exhibitions and more recently in the creation of specific
units and centres devoted to providing information. Increasing use is being made and will
continue to be made of new technology in the collation and dissemination of information.
It is our view that elements of information expertise should be included in the core of
training for community education, and that it should also form the basis of one or more
options at a more advanced level.

RELATIONSHIPS BETWEEN THE STATUTORY AND THE VOLUNTARY ARMS OF
COMMUNITY EDUCATION

The diversity of demands which followed the acceptance of the Alexander Report’s
recommendation to combine youth and community work with adult education within a
community education framework, and the responses of the Community Education Services
outlined in the previous four paragraphs have highlighted the need for an effective
partnership between the services and the voluntary organisations. This is not an easy area.
Each voluntary organisation tends to have its own specific area of interest and the structural
framework of the voluntary organisations at local level may not mesh firmly with the
structural framework of area teams responsible to a Regional Community Education Service.
The evidence available to us indicates that many of the voluntary organisations do not see
the expectations they had of the Community Education Services achieving proper fulfilment.
(a)

The Scottish Institute of Adult Education, representing individuals and voluntary
organisations throughout Scotland, responded to the earlier report of the Interim
National Training Group of the Scottish Council for Community Education in the
following terms
“adult education work is neglected, either because adult education workers are
missing from the staffs o f Community Education Departments o f Colleges o f
Education or because no adult education training is available for such other
existing staff as are asked to undertake adult education work. Until appropriate
staff are appointed and until new kinds o f training have become available, the
sorts o f adult education programme listed below are not likely to be effectively
provided in many regions o f Scotland:
•
•
•
•
•

retirement education
education and training programmes for the unemployed
adult basic education
outreach “second chance” education
language and life skills education for ethnic minorities”
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While we believe that the situation is improving, our consultations with those
representing adult education, and in particular the voluntary organisations interested
in adult education, indicate that many would agree with the Institute’s response.
(b)

While adult education agencies were concerned about the lack of emphasis on adult
education, many youth organisations have also indicated that they felt that both the
quality and the quantity of youth work provision has been impaired, as a result of
the introduction of the Community Education Service. While each sector will have
its own views on the allocation of resources, the one thing in which both are agreed
is the need to translate the concept of a statutory/ voluntary partnership into a
reality. The Scottish Standing Conference of Voluntary Youth Organisations
Report, “Voluntary Youth Services in Scotland - A Policy for Action” which was
published in May 1983 stated that:
“partnership is seen as the complementary working together o f the voluntary and
statutory. It is about consultation as equals concerning policy development. It is
about planning provision and co-operation with one another to provide a
service which is relevant to the needs o f young people. It is about statutory
resources being available to the voluntary to support their work and to
encourage development and experimental work .... it is important for the
voluntary sector to develop a greater understanding and appreciation o f
statutory sector provision but there is also a failure in some parts o f the
Community Education Service to appreciate the nature and contribution o f the
voluntary sector in meeting the needs o f young people”.

(c)

Voluntary organisations which are neither adult education organisations or youth
organisations, tend to find expression of their views through the Scottish Council for
Social Service, and much community development work is undertaken by these
organisations. Again the evidence we have been able to obtain suggests the view
that community education remains overconcerned with the provision of services
and that this role inhibits the community education worker from fulfilling the
community development potential of the enabling role. The local authority
Community Education Services are seen, from this viewpoint, as the greatest
potential resource available for community development work. Essential elements
in training for this role are perceived as a core of hard knowledge of social and
political sciences; knowledge and skills in group work and the processes of decision
making and organising; maturity and confidence gained from well supervised and
supported fieldwork practice.

In relation to the voluntary/statutory partnership we recommend that, as part of the core
of training, there is a need to include knowledge of the voluntary organisations in general
and the role that they play in the various aspects of community education.

THE VOLUNTARY ORGANISATIONS AS EMPLOYERS

The voluntary organisations employ, in both full-time and part-time posts, many qualified
community education workers and many workers who do not necessarily possess
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community education qualifications, although they may possess professional qualifications
in related fields. The evidence from our consultations suggests that the elements of training
which the voluntary organisations wish to see strengthened are:
(a)

Training in Management
Even in first appointments, many of the community educators working for voluntary
organisations are in posts in which they have to advise on policy matters, on the
setting of priorities, on the aims and objectives and have to execute decisions which
involve considerable knowledge and skill in management. In this respect the
Scottish Standing Conference of Voluntary Youth Organisations believe that
“many youth workers and officers in the Voluntary Sector have developed
management and administrative skills through business experience and through
their work in the voluntary organisations. Some have also received
administration training outside the youth work field. There is, however, a need
to develop more formalised training to meet the needs o f those without such
training and experience”.
While, as a Committee, we agree with the need for formalised training in
management theory and practice, we believe that such training must be in
considerable depth, greater indeed than could be justified by placing management
training only as part of the general core of training. But in recognition of this need,
we recommend that management training should be provided as an option, and
should be available in initial training and in in-service training also.

(b)

Training in the particular area of interest of individual Voluntary Organisations
Quite clearly such specific training would be of value to individual voluntary
organisations and many of them have devised excellent induction and in-service
programmes within their organisations. It is equally clear that no initial training scheme
could possibly cover the diversity of organisations. We believe, however, that the
inclusion of options in training will go a considerable way towards meeting this need.

(c)

Training in Training Others
A feature of employment in many voluntary organisations is that the full-time
qualified employee, even in a first post, may be expected to provide induction
training and staff development training for the part-time employees and volunteer
workers. A view expressed to us suggested that the current system of training
seemed to assume that face to face work was the more important objective, and that
‘working through others’ was somewhat neglected. Once again we consider that the
solution may lie in the inclusion as an option of a course or module on the training
role that the full-time worker may be asked to fulfil.

THE PARTNERSHIP BETWEEN THEORY AND PRACTICE

In a time when community education work is changing rapidly in response to changing
needs, it is clear that training requires to be closely allied to and responsive to
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developments in practice. In the course of our consultations, the question of links between
the training institutions and the field was raised frequently and a number of tensions
identified. These tensions related to:
(a)

selection procedures;

(b)

linking theoretical learning to practice;

(c)

reflecting employers’ needs in training;

(d)

improving fieldwork practice undertaken during training, and, in particular,
supervision of that practice;

(e)

assessment, and, in particular, the relative weight to be given to theory and practice
in the assessment of students.

In relation to selection procedures, linking theory to practice, reflecting employers’ needs,
and devising balanced assessment procedures we believe that there is a need, within a new
system of training, to create structures within which employers, fieldworkers and the
training institutions can, at local level, work together to make decisions on selection, on
content, on assessment and on resourcing.
Fieldwork Practice

Fieldwork practice has long been seen as an important element in training. Indeed the
organisation and supervision of fieldwork practice has been a major area of co-operation
between the training institutions and the field. The need to improve fieldwork practice was
nevertheless raised frequently in our consultations. Arranging placements and providing
adequate supervision of placements involved a heavy administrative workload both in the
field and in the training institutions. Because of this, the tripartite negotiation of suitable
placements involving the student, the fieldwork agency and the training institution does not
always take place, leaving all the parties involved unclear about the purpose of the
placement and about their individual roles in the process. Too often, it is left to the students
to make what they can of the situation.
We believe that in moving towards a system of training which encompasses initial and
in-service training for full-time, part-time and voluntary workers, it is crucial to
re-emphasise the importance of fieldwork practice and its supervision, and to indicate that
a major effort should be made to improve the arrangements for it.
We make three recommendations:
(a)

that supervised fieldwork practice should be a major element of all training and that
around 50% of the training time should be devoted to it;

(b)

that an increase or reallocation of resources is needed to support fieldwork
placements in two ways:
i

improving the administration of placements;

ii

improving the training of fieldwork supervisors;
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(c)

supervised fieldwork training should be of sufficient length to ensure that learning
is achieved and supervision ensured.

In addition we suggest that it is necessary to re-examine at a local area level how best to
structure the fieldwork practice element of training. There is support, for example, for the
creation of student units along the lines of those that exist in social work education. A
student unit is an agency set up with specific responsibility for fieldwork training in an area.
But we do not consider that this is the only approach which should be examined, or indeed
that the method used to support fieldwork training in a rural area where there is a wide
dispersion of the population should be the same as that appropriate in an urban area. For
that reason we would place the responsibility for devising methods of improving the
fieldwork element of training at as local a level as possible.
SUMMARY

We have recommended that a new system of training be set up in which:
(a)

there is a balance between a generic core of knowledge and skill required by the
worker in understanding and practising the process of community education and a
set of options which provide the worker with expertise in one or more of the specific
settings within which community education takes place;

(b)

training is seen as lifelong, with initial and in-service training linked as a continuum
which is developmental in nature, and with linkage created between the training of
full-time, part-time and voluntary workers;

(c)

the needs of the employers, both in the statutory and in the voluntary sector, are
given greater recognition; and

(d)

fieldwork practice is seen as a crucial element and efforts are made to improve its
effectiveness in delivery.

TOWARDS A FLEXIBLE TRAINING SYSTEM
Elements of the System

In this section of the report we set out proposals for a system of community education
training, which is continuing and coherent. We believe the system of training must possess
the following features.
It should provide training opportunities at all levels, from the most elementary to the
most advanced.
It has to cater for the needs of a wide variety of people, and we have identified the
following groups:
(a)

voluntary or part-time workers wishing to enhance their knowledge and develop
their skills in a particular area or arena of community education in which they are
already engaged;
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(b)

voluntary or part-time workers, engaged and trained in one area or arena, who wish
to extend their knowledge and skills into other arenas, perhaps with the aim,
ultimately, of acquiring a full community education professional qualification by
part-time study;

(c)

people engaged in related fields of activity such as leisure and recreation, social
work, teaching or health, who require knowledge and skills in a particular area or
arena of community education to enable them to undertake a particular function;

(d)

people who seek full community education professional qualifications by the
shortest possible route, i.e. by full-time study;

(e)

existing fully qualified community education workers and trainers who are seeking
to enhance their knowledge and skills in particular areas or arenas, as part of their
career development.

It has to cater for a wide variety of interests which we see as falling into three broad categories:
(a)

training in the process of community education

(b)

training in the application of the process of community education in the broad
arenas of adult education, community work and youth work;

(c)

training in the application of the process of community education in a wide variety
of specialist settings such as adult basic education, children’s play, health education,
leisure education, training related to employment and many more.

It has to be easy of access, readily available to all who require training. This we believe
implies a variety of provision including training based in educational institutions such as
colleges of education and universities and training based in the field, within both the
statutory and voluntary sector. Variety in the ways of gaining access to training for example
through full-time study, and through part-time study by means of short courses, regular
evening provision over a period of time, distance and open learning is essential.
It has to be flexible and able to adapt quickly as the training needs change in response to
changing priorities of practice and policy.
For the individual, the training system should provide a cumulative record of training
credits achieved within the system proposed, and recognition of other training, education
or experience relevant to community education.
The system of training has to be based on nationally recognised and comparable standards
of quality, and yet reflect local needs in its content, methods and organisation.

OUTLINE OF THE PROPOSED STRUCTURE

The notion of arriving at decisions by a process of discussion and negotiation is central to
community education. The structure of training which we propose embraces this notion in
two principal ways.
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Firstly we propose that decisions about community education training should be taken by
discussion and negotiation amongst the fieldworkers, the employers and the trainers and to
achieve this we propose the setting up of four Area Training Councils and a Scottish
Community Education Training Council as forums within which the discussion and
negotiation can take place and in which decisions can be taken. Secondly we believe that in
the delivery of training a process of discussion and negotiation between the trainers and the
learners is essential with regard to the content of training, its context and methods, its
assessment and its evaluation. This process of discussion and negotiation is, in our view, an
essential feature of the modular training, which we recommend should be introduced. We
believe that the setting up of training councils and the introduction of modular training
must be linked. Modular training, imposed from the centre without the benefit of the
knowledge and experience of the people who work in the field, the employers to whom they
are accountable and the trainers themselves would be ineffective and unacceptable.
If all the features outlined are to be developed, we believe that the introduction of a
modular approach is one essential. The concept of a modular training is not new. It was
proposed in the Carnegy Report; it is practised within many of the community education
courses currently offered in colleges of education; increasingly it is being adopted in other
areas of education and training, for example in non-advanced further education. What we
are advocating in this report is the development of a more systematic structuring of
modular training on a Scotland wide basis.
A modular structure does not itself imply any particular content, or method of learning, or
method of assessment. These remain matters to be determined by the trainers, in
discussion with the field and with those being trained. What modular training implies is a
structuring of training into components called modules, each of which is sufficiently
autonomous and defined to be a self sufficient unit of training, capable of being related to
other modules in a systematic and coherent progression, and capable of being fitted into
any individual programme of learning in a variety of ways. In creating a modular system of
training it is necessary to have an agreed shape or structure within which each module is
designed. To ensure comparability on a national basis, guidelines for module construction
require to be created. We see this as a task for the Scottish Community Education Training
Council working in co-operation with the Area Training Councils.
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INTRODUCTION
Aims and Objectives of the Research Study

The aims of the research were to examine the effectiveness and efficiency of the provision
of Leisure and Recreation and Community Education Services in selected areas of the
Tayside, Central and Fife Regions of Scotland. The project, therefore, studied the various
organisational structures and policies at Regional and District level for leisure and
recreation and community education to reveal how these, together with professional
orientations and attitudes affect the objectives and quality of work done. The project was
particularly concerned to study the range, nature, quality, balance and purposes of the
programmes offered by the services and to study the nature and patterns of participation.
The study involved an examination of linkages, actual or potential co-operation and
integration between elements within each service and between the two services.
Community education and leisure and recreation activities undertaken in leisure time are
not treated as isolated categories of activity since we perceive them to be related to the
social locations of individuals and groups. These activities are considered from the point of
view of their social functions, and their contributions to personal growth and development.
Leisure activity is seen as part of a spectrum of linked educational, community, recreational
and sporting activities related not only to individual psychologies, concepts of “individual
sovereignty” and freedom of choice but also to the varying patterns of activities,
opportunities and range of choices which are influenced by socio-economic, cultural and
historical conditions.
The project examined the aims and objectives of programmes in community education and
leisure and recreation and the extent to which those programmes may be seen as
“developmental” for individuals and groups in terms of the development of physical,
creative and reflective skills, knowledge, confidence and social awareness...

Conclusions on Overall Patterns of Policy and Organisation

Evidence ranging from interviews with senior staff, participants and studies of particular
community education and leisure and recreation centres indicates that policy is made in
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very general terms. Where priorities are laid down, staff frequently report that little
guidance existed as to how they should be pursued or about adjustments in existing
programmes to accommodate them.
Policy may be seen as emanating from
(a)

long-term perceptions and assumptions concerning the functions of youth and
community work, informal further education, adult basic education and leisure and
recreation in society. Views and values held by staff on these matters affect the
nature of provision and practice and the development of links between the various
areas of work, yet they are often reluctant to be explicit. This is because long-term
policy matters are conventionally the preserve of elected members and because,
especially amongst community education staff, there is the view that provision and
policy should be responsive to the particular requirements, needs and interests of
the people in the localities in which they work.

(b)

In the context of ‘responsiveness’, management does not wish to constrain
fieldworkers from developing relatively autonomous and flexible modes of
provision by imposing more specific policy objectives, but, does at the same time
wish to provide support and guidance so that the worker does not experience
isolation in the face of the myriad of demands and needs he or she faces in the task
of decision making on the allocation of financial and human resources. Our
evidence from all three regions in community education and leisure and recreation
indicates that workers do express their need of more support and guidance in this
decision making. Policy at this level is then not only to do with views and
assumptions about long-term functions but also to do with the organisational
frameworks in which staff operate, with staff deployment, with the types of facilities
in and with which they operate and the allocation of financial resources.

(c)

It is evident in all three regions that policy and the workers’ perceptions of their
long-term functions are fundamentally affected by the structures and professional
orientations which existed prior to local government reorganisation, as well as the
development of Community Education Services and more composite departments
of Leisure and Recreation.
While much consideration is given to the ways in which policy and structure might
lead to more efficient and effective cooperation, practice is dominated by disparate
professional traditions in youth and community work, informal further education,
adult basic education, and leisure and recreation. In overall policy and
organisational terms there is a pressing need for better cooperation, understanding
and coordination between the work of different local government services if
balanced and effective programmes of recreational, educational and youth and
community work are to become more accessible. There is a lack of conceptual
understanding of the potential links between the various areas of work.

Workers’ perceptions of long-term functions and policy stemming from historical and
professional traditions and orientations may be characterised as follows:
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(a)

Youth work has consisted of heterogeneous fields of activity resulting largely in the
provision of social and recreational activities for young people but significantly
affected by the importance given to ‘social education’ and to the importance of
raising self-confidence through ‘non-directive’ contact and group work. The work is
seen as being responsive to local needs and as contributing to individual and social
development. Community work has been added but concepts and practice in
neighbourhood work, outreach, participation and community development have
not been fully analysed or followed through. Inherent tensions and ambiguities as
to the long-term purposes and functions of youth and community work continue compensation, care, support, socialisation, policing, enriched recreation and
leisure, ‘non-directive’ social education, more structured and rigorous education
are all areas which contribute to the problematic nature of defining objectives,
policy and priorities. The role of ‘facilitator’ for example is clearly an important and
valid one particularly at the point of initial contact and confidence raising; however,
in the context of community education, if the functions of the worker are limited in
practice to that of a facilitator and manager of social, community and recreative
services, a major and significant part of his function disappears. He or she as an
educator must be concerned with the scope and range of the programme of
community education activities to develop work of genuine educational value as
well as recreative participation in pastimes, information giving and social
participation. These objectives and activities may be linked and lead onto one
another. It is recognised that one of the major strains on the community educator
in the field is a proliferation of tasks and a frequent absence of prioritisation,
guidance, appropriate support and effective in-service education. But if the service
is to be an educational one then clearly educational objectives must not be
submerged and should be more carefully delineated and prepared for.

(b)

Informal further education or non-vocational adult education has employed very few
full-time professionals in regional and district authorities and there is little sign of
a secure career structure developing. Educational programmes have been and
continue to be based largely on a ‘for leisure’ view of education and have not
involved a significant amount of outreach, issue-based or more cognitive work,
although a certain amount of work with ‘disadvantaged’ groups has been developed.
More responsive outreach and community-based approaches to provision still need
to be developed. (Adult basic education has in some cases developed more
responsive approaches and has educational objectives which supersede ‘for
leisure’ approaches).

(c)

Leisure and Recreation provision has been based largely on a tradition of making
facilities available to the public on an open ‘democratic’ basis. Outreach and
participatory approaches are being developed in some areas and more recent
objectives have involved notions of learning and personal growth but these have not
significantly affected large areas of practice.

All three areas of work then converge in practice on ‘leisure’ and ‘the problem of leisure’
but from differing perspectives, purposes and professional traditions. There is no agreed
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and comprehensive view of community education and its relationships with leisure and
recreation, nor is there a clear consensus on its values, functions and purposes. In terms of
its effectiveness different criteria may be adopted. If a recreational ‘for leisure’ view is
taken together with ideas concerning ‘social education’ in which, for example, informal
group contact between full-time and part-time professionals and youth groups is, on its
own, defined as ‘education’, then the provision of recreational and physical activities
together with confidence raising group work of various kinds at a basic level may be
perceived as sufficient. It frequently contains little that can be described as developmental
although viewed within the context of the traditions referred to it is valid in terms of a basic
level of provision. The evidence is that the emphasis of programmes in community
education and informal further education in the three regions fall largely into this category
as do district leisure and recreation programmes. The quality of much youth work and
‘social education’ is questionable and a high proportion of senior and field level
professionals express their legitimate concern for this area of work as do participants.
Programmes do not adequately take into account the range of functional and
developmental objectives in education which the Alexander Report recommended
community education should contribute to an active participatory democracy and
individual growth. Issue based and more cognitive educational work have not developed
significantly and community education workers from youth and community traditions
have understandable difficulties in adding or integrating educational orientations and
skills into their practice and policy objectives, given the wide range of demands already
made on their time.
Despite the differing organisational arrangements (characterised as ‘comprehensive’ in
Fife with ABE under FE; ‘separate’ in Tayside but with a comprehensive CES including
ABE’ and ‘unintegrated’ in Central Region), linkages both between component parts of
community education (youth and community work, informal further education, ABE) and
between Community Education Services and Leisure and Recreation are rarely very strong.
Where they do exist and work well the linkages depend largely on individuals who have
worked out clear purposes for co-operation (eg. a youth and community worker and an
ABE worker cooperating to develop a programme of women’s education).
Organisational arrangements do not of themselves create effective collaboration and the
ways in which staff see their functions are of central importance. To assume a commonality
of aims and approaches may well obscure understanding. Co-operation depends on a clear
specification of functions and purposes at district and regional levels of local government
services. A clearer understanding of differences in functions would assist collaboration and
help to avoid territorial conflicts which have been evident between, for example, youth and
community work, youth and informal further education and ABE workers. This analysis
does not imply a concept of either generic community education or leisure and recreation
work but a differentiation of functions and degrees of specialisation. This might foster the
development of functional cooperation which could achieve a higher quality of work in
community education and leisure and recreation. Youth work for example, could benefit
from collaboration with informal further education and/or ABE workers in developing
valuable educational programmes in community centres and elsewhere. The informal
further education and ABE workers would benefit in terms of learning from face-to-face
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contact with young people and the development of more responsive community based
educational strategies useful for other areas of their educational work.
Specialisation of functions does however depend on how effectively staff are able to decide
on priorities, and overall policies do not provide clear advice and support in this task. But
informal prioritisation of a kind does take place between what we term ‘mainstream’ and
‘special’ provision and there is a tension between the two.
In Leisure and Recreation Services ‘mainstream’ consists of the provision, management,
maintenance and improvement of facilities for indoor and outdoor recreational and
sporting facilities. ‘Special’ provision is made by sports officers, leisure-leaders and others
involved in face-to-face work with members of the public.
In Community Education Services mainstream provision differs between different
branches in the service. In youth and community work ‘mainstream’ provision consists of a
relatively fixed weekly programme of activities in community centres involving youth clubs,
mothers and toddlers, OAPs lunch clubs, an unemployed group and a Family Night.
Keeping the door open to all is seen as an essential part of the task. In informal further
education ‘mainstream’ work consists of conventional, largely physical and craft based
leisure classes. ‘Special’ provision involves work with ‘disadvantaged’ groups such as the
‘unemployed’ and ‘women’ and issue-based and outreach work of various kinds. At times
part of the mainstream work becomes ‘special’ in the sense that many workers feel that
youth work for example is not being given sufficient attention.
What is clear is that if ‘disadvantaged groups’ and traditional non-participants are to
benefit more and if a greater degree of distributive justice is to be achieved in both
Community Education and Leisure and Recreation Services then clear priorities will have
to be developed and that on the basis of these priorities, resources and support reallocated.
To argue in policy terms that facilities are ‘democratically’ open to all is insufficient and
leaves out of account:
(a)

the concept and fact of latent demand demonstrated in, for example, responsive and
community based adult basic education in Central Region and in the Stirling district
Sports Scheme;

(b)

the pattern and nature of participation which is largely determined by the
professional suppliers and by the patterns of existing and previous usage. This
demonstrates neither responsiveness nor more genuinely democratic and
innovatory approaches to provision but the views of professionals as to what should
or can be feasibly supplie;

(c)

the importance of national and local social, economic and cultural forces which
fundamentally influence patterns of participation and the nature of expressed needs.

The issues involved in the tensions between ‘mainstream’ and ‘special’ provision relate to
problems of ‘outreach’ work and responsiveness and to problems of organisational change
and development. Staff in both Community Education and Leisure and Recreation
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Services claim to be ‘responsive to local needs’ and responsiveness is perceived to be an
important target of organisational and staffing arrangements. All of the organisations and
units studied exist within hierarchical local government structures but there are, in overall
terms, differences in approach and organisation between both Leisure and Recreation and
Community Education and among the units of each service. These are characterised as
follows: Leisure and Recreation operates largely on a line management structure in which
relative to Community Education and youth and community work, there are fewer
professionals in the field and more manual workers, sports officers, leisure leaders and
sports instructors who have innovatory and outreach approaches and are concerned with
the development of ‘special’ provision, are frequently separate from the main management
structure which is concerned largely with the maintenance of ‘mainstream’ facilities and
provision and so may be marginal to decision-making structures concerned with policy,
programmes and the allocation of financial and human resources.
In Community Education and youth and community work a main component and principle
of policy is that the services should be responsive to local needs. There are many more full
time professionals in the field and it is recognised in principle that community education
workers should have a degree of responsibility, autonomy and discretion in the allocation
of resources based on negotiation with members of the public on their terms, with Centre
Management Committees and with other appropriate organisations in the community.
In district Leisure and Recreation departments the notion of responsiveness differs in that
there is a planning orientation and responsiveness enters into the planning process through
consultation between senior staff and elected members, discussion with voluntary
organisations and clubs, informal discussions between staff and participants and,
infrequently, questionnaires and surveys. Goals are set by policy-makers. The process of
policy-making is conceived as one in which needs are taken into account and are then
implemented by locally based staff at lower levels of the hierarchy. Negotiations at field
level with members of the public at the point of contact with the service is then constrained
organisationally within narrower limits than in Community Education and Youth and
Community Services. There are fewer professionals available to develop outreach and
more responsive approaches and they are in terms of time and practice concerned with the
maintenance and efficient management of facilities. Having said that, it is clear in practice
that due to the tensions between ‘mainstream’ and ‘special’, the lack of prioritisation, the
proliferation of tasks and the emphasis by senior and middle management on the
importance of the efficient maintenance and management of facilities, many community
education and youth and community workers find themselves similarly constrained in
relation to negotiation, responsiveness, effective outreach work, and innovation despite
stated policy principles.
Both Community Education Services and Leisure and Recreation organisational structures
attempt to be responsive; both have hierarchies of decision-making and accountability at the
top of which are elected members and senior management and in theory policy is arrived at
through negotiations with officials and members of the public at different levels of the
organisation. But some of the more important responsive, innovatory, outreach and ‘special’
programme developments in community education and leisure and recreation which have
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involved traditional non-participants and disadvantaged groups and have moved away from
‘for leisure’ and ‘mainstream’ programmes to varying degrees of developmental work, have
been implemented through different kinds of organisational structures.
In the past local authorities have frequently developed extended decision-making
structures and lines of authority which tend not to be efficient in responding to changing
circumstances. Responsiveness requires organisational flexibility, information about local
purposes and needs and the capacity to act quickly in response to changing conditions. Our
research shows that effective change occurs where channels of communication are short;
when a latent demand is systematically uncovered by a programme with clearly defined
objectives; and where staff have a degree of specialism, commitment, self-confidence, and
the resources to negotiate programmes with members of the public where need may not be
initially openly expressed or made explicit.
The various constituent elements that have historically come together to form a
Community Education Service together with the development of adult basic education, of
sports provision and of Leisure and Recreation departments serve a wide range of
complementary and often overlapping purposes and functions. However no single
organisational model is suitable for achieving such diverse purposes and functions and the
effective development of practice throughout the range of these areas may well demand the
creation of different and appropriate organisational structures.
With much of the introductory work, either in a social or leisure setting, confidence building
efforts and responses to local needs may be best met by small locally based specialist teams.
That is where goals and objectives cannot be pre-determined small specialist teams are
necessary to negotiate with potential participants at the point of delivery.
However, it is equally clear that specialist units are necessary not only at a local centre level
but also at a District and Regional level and that hierarchical structures must emerge in
many areas to link and coordinate these specialist units...

On the Need for the Creation of Developmental Structures and
Specialist Functions

What emerges from this overall review of policy, organisation and participation in
Community Education and Leisure and Recreation is the lack of functionally linked and
developmental structures and programmes in both Community Education Services and
Leisure and Recreation which are capable of providing effective access, especially for the
disadvantaged and poorer sections of society. As stated elsewhere, this conclusion neither
implies that workers are generally complacent nor that they lack a developmental intent but
that they are hampered by a variety of factors ranging from the lack of defined priorities
and of appropriate allocation of resources to the inherent tensions and ambiguities
involved in overlapping areas of work. There does exist a basic level of provision but there
is not an overall tendency for taster or confidence building programmes to lead any further.
Fairly low level introductory programmes frequently continue virtually the same in nature
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year after year with few developing or linking programmes for cognitive, cultural, sporting
and recreational growth. For example, there is a massive educational opportunity gap
between ‘social education’ in community centres for young unemployed people and
effective access to credit or non-credit courses in FE, College and University programmes
or more advanced art, craft and drama work.
As participation in Central community education and leisure and recreation programmes
is more representative of the population in terms of age and social class than in either Fife
or Tayside there is no simple relationship between more apparently integrated structures of
youth and communty work, informal further education, ABE and leisure and recreation
and the quality of work done or participation by lower income groups.
Attempts to create organisational integration and cooperation between previously distinct
traditions in youth and community work, informal further education and adult basic
education have not been generally effective in the field. A ‘community development’
approach to adult education has failed to emerge. There is generally little effective contact
between youth and community education workers and informal forther and adult basic
education workers at field level. Constructive signs of cooperation do appear but are often
dependent upon particular individuals.
Effective corporate management of resources in the Regions in terms of linkage between
Regional educational authorities and District Leisure and Recreation is slow to merge.
With a number of exceptions again largely dependent upon individuals there is little
effective contact between leisure and recreation workers and youth and community,
informal further and adult education workers. The development of functional links
between these areas remains of real importance to the creation of effective access to a
range of linked and developmental opportunities. Our evidence points to the effectiveness
of relatively small specialist teams which have informal network management styles
providing both a high degree of autonomy and support. Such teams in ABE, Sports
Development, the Arts and the Countryside Ranger Service have created often small but
recognisable structures of opportunity for growth and development and have uncovered
latent demand attracting traditional non-participants and members of ‘disadvantaged’
groups ...

Conclusions on Policy, Organisation and Programmes in Adult, Community and
Informal Further Education, Youth and Community Work

This section is concerned particularly to examine how far effective access to developmental
and linked structures of cultural, cognitive and issue based education have been developed in
the three regions and to examine what might be done to improve on the present situation. It
is recognised that there have been major financial constraints but a crucial evaluation of the
Alexander recommendations is the evaluation of the various forms in which local government
has organised provision and of the pattern, nature and quahty of programmes of community
education involving youth and community work, informal further education and ABE workers.
Attention is also paid to the nature of Arts programme in this section.
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The evidence shows that in all three regions there exists a basic level of ‘mainstream’ youth
and community and community education work based on community centres, with
programmes which are often recreational and social, but with some developmental and
educational programmes. However, there is little sign in mainstream youth and community
work and communty education of deliberate and systematic programming for the creation
of developmental work.
By training and experience, most youth and community work and community education
workers do have a general developmental focus and intent, but the burdens of
administration and the difficulties of prioritisation in terms of objectives, prevent them
from decisively creating, with participants, more purposive and balanced programmes. The
majority adopt what are termed ‘non-directive’ approaches to educational work. They tend
to see more cognitive and structured educational work as being ‘elitist’. Though it has
traditionally attracted and continues predominantly to attract people with higher levels of
formal education, more cognitive education is not of itself elitist, although patterns of
access have been seen to reinforce existing educational inequalities. But, if the Community
Education Services are to establish more developmental and educational structures, the
creation of effective access for all members of the community to a more cognitive and
intellectually challenging curriculum is essential. If there are valuable areas of knowledge
to which only some sections of the community have traditionally had access it is not ‘elitist’
to suggest that those areas of knowledge are equally valuable to those who have
traditionally not enjoyed such access.
The ‘non-directive’ approach is in a sense confusing in that it implies that what the
professional workers say is likely to be more influential in a group of people than what
anyone else says. Perhaps more important is that individuals have frequently interpreted
the approach to mean that structured teaching and the development and creation of
knowledge and learning through such methods are almost forms of ‘cognitive imperialism’.
Frequently youth and community workers and community education workers view and
have experienced teachers as people who impose their knowledge upon others and who
have failed in the past to benefit many participants in youth and community work. Youth
and community workers therefore often wish to care for people in other ways which are
frequently non-challenging, which provide comfort and assist people to resolve their
difficulties. While non-directive methods have their place, workers frequently do not have
sufficiently developed areas of knowledge and skills to create appropriate curricula and
learning methods for particular groups of participants or for non-participants. In sum, they
have not been adequately prepared and trained to develop effective learning and do not have
effective educational approaches to their work.
The tendency to confuse with ‘elitism’ intellectually valuable and more cognitive
educational work, which may well be issue and community based, is unfortunate because its
absence does contribute to a reinforcement of educational disadvantage. Many youth and
community work and community education workers see, with some justification, traditional
adult education and informal further education as tending only to assist individuals rather
than the ‘community’ as a whole. Workers emphasise their commitment to development of
inter-personal and communication skills and the raising of social confidence and esteem
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through non-directive group work and see ‘teaching’ and systematic structured learning as
inappropriate. There are however dangers in basing a programme of activities and learning
solely on a locally defined community and on the understanding that it must be ‘relevant’
to the local culture. ‘Relevance’ only to a local and ‘deprived’ sub-culture may mean a
narrow and third rate programme of activity and learning which once more reinforces
educational disadvantage and denies access to an analysis of why it is ‘deprived’. Such
programmes do not challenge elitism and educational inequalities but reinforce them.
In evaluating the balance of a broadly defined curriculum of learning and activity in
community education it is necessary to seek a vital strand of work in the area of systematic
learning and analysis which may be related to identified needs and social issues in the
community and to work concerned directly with intellectual development. The
development of an understanding of wider social issues and of an active participatory
democracy requires that learning and analysis of a rigorous and systematic nature are a
recognisable part of the structure and programme, and are accessible in real terms to all
adults. This essential strand of work is frequently absent. The major objective of the
recommendations in the Alexander Report and of the reorganisation of adult education
and youth and community work, which was to develop a strong, broadly based and highly
professional system of education for adults providing effective access for the majority and
for ‘disadvantaged’ groups to balanced and developmental programmes of social, cultural,
recreational and cognitive education has not been achieved to a significant extent. To
repeat, there is an enormous gap in educational opportunities between ‘social education’,
confidence building, and much adult basic education and informal further education and
the credit and non-credit programmes of further and advanced education to which the
majority who leave school with little or nothing in the way of education qualifications do
not have effective access. Neither is there effective access for this majority to programmes
and activities which derive from local issues, concerns and needs, nor to programmes which
would assist individuals to develop skills to enhance their participation in their community,
family and personal lives. The structure, staffing and programmes in community education
in the three Regions do not adequately fill this gap, so that the possibilities for the vast
majority of individuals and groups to develop educationally beyond basic levels are not
sufficiently provided by local authorities nor by any other agency.
Alexander was also concerned to allocate educational resources in Scotland in such a way
as to promote personal development, discussion of operative social issues and an active
democratic society.
It is necessary at this point to say something further about the functions of education.
Education is concerned to develop effective and systematic learning. That is the objective.
Education is organised so that learning may take place. Learning does of course take place
outside educational structures but may be incidental to the activity of which the major
objectives may be social, participatory, recreational or enjoyment. The educator may hope
and plan that participants enjoy the process of learning and develop participatory or
discussion methods. These may be useful and necessary for the attainment of educational
objectives but the major purpose of the activity is the quality of learning and not recreation,
social participation or enriched leisure. Learning may sometimes be difficult and painful
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although it may be argued that much satisfaction, pleasure and confidence are derived from
the achievement of difficult tasks in an appropriate curriculum. These arguments apply to,
for example, social education with unemployed groups who are frequently well aware that
they are being sold short educationally as well as in other ways.
In the light of this, a significant part of the task of community educators is to create situations
in which young people and adults leam systematically what they and the educator jointly
agree it is useful for them to leam. Education may well involve emotional and social learning
as well as cognitive development but the latter must not be by-passed because it appears to
be more difficult. The objective of the educator is to develop skills, abilities, and
understanding of fields of knowledge whether issue or subject based, as far as the educator
and the group can or decide to go. In the absence of a linking and developmental educational
perspective there is a danger of producing an array of discontinuous and ad hoc activities.
The following points concerning education in the context of community development are
in our view crucial to an understanding of the meaning of community education.
Participants must also be able to place what they learn in an intelligible context, in which
their interests become clearer and more surely understood, in which their awareness of
society or the physical world is increased, and in which their consciousness of their own
position is heightened. Contact and communication between community education
professionals and members of the public and the development of good relationships are
necessary activities and may be perceived as one basis for developmental and educational
programmes. But of themselves they are not sufficient, and they may be linked to
educational programmes which lead to further growth, involvement and change. These
programmes may involve practical and participatory activity related to the nature of the
issues, subject matter and the present ability and knowledge of participants.
Community education, like leisure and recreation, should not be perceived as a commodity
for passive consumption, but as a programme of active development. Having said this we
can identify a list (not exhaustive) of functional objectives which may assist in examining
the nature, quality and balance of activities in both community education and leisure
and recreation.
These functional objectives are placed in hierarchical form but are clearly inter-related and
overlap so that, for example, an individual or group may be gaining information and data
concerning welfare rights and in addition be engaged in an educational programme
concerned to identify and analyse the causes of current high levels of unemployment. In
youth and community work an individual or group may be participating in recreation in the
countryside and at the same time developing their understanding of the nature of the
environment and issues in conservation. In addition, the model assists us to perceive
interconnections between community education and youth and community work objectives
and between physical, emotional, social and intellectual development.
Whereas in introductory programmes, the objectives may well be related to both the
development of personal confidence and skills, abilities and knowledge, in other
programmes and activities, the principal objective is the development of more advanced
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levels of skills, ability, knowledge and analysis, and confidence raising may well be an effect,
rather than prime objective...

General Implications and Recommendations for the Future Development of
Community Education

If a more balanced developmental programme of community education is to be created
constructive discussion could take place around the following:
(a)

Given our conclusions on the need for a more responsive and developmental
structure to emerge in both Services, it is suggested that more specialist teams with
clearly defined tasks, objectives and priorities be created with specialist workers
developing functional cooperation with other teams as necessary and appropriate.
These teams would have an important contribution to make to the quality of youth
work, recreational sport and informal further education for example. Teamwork
with other workers outside each unit in this context implies cooperation between
specialists, who have a clear overall view of relationships between different areas of
work, towards linked objectives.
Integrated teams made up of workers with different specialisms or teams made up
of generic workers with little effective specialism based on an assumption that all
workers can tackle a wide range of recreational and educational tasks do not appear
to succeed in creating effective contact for particular purposes. What appears to be
required is the development of clear policy priorities followed up by support and
allocation of resources and the appointment and training of specialist staff capable
of conceptual and practical understanding of the relationships and links between
different areas of work.

(b)

The evidence then points to the need to educate, train and appoint workers with
specialist skills rather than generic community education workers and leisure and
recreation managers who both tend to have less direct face-to-face contact with
members of the public. This vital and fundamental task is frequently left to parttime workers, private instructors or volunteers, while full-time professionals spend
very high proportions of their time managing facilities and resources. This emphasis
on facility and resource management does not effectively create responsive and
developmental programmes. As noted in (e) below part-time voluntary workers
clearly do have a significant and valuable role to play. However in our view the role
of the full-time professional in creating innovatory work and developmental
structures is crucial.

c)

There is a need to prioritise educational and youth and community work objectives
more clearly and to allocate resources and in-service and pre-service education and
training on that basis. Workers cannot be expected to take on everything and
specialisms need to be developed if the capacity to work effectively with particular
groups, issues and interests is to be created. This applies to youth work and to
outreach work in responsive community based adult education and/or informal
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further education. More full-time specialist staff are required for these areas of
work and these might be obtained (i) through releasing youth and community
workers and community education workers from centre based administrative work
and providing them with appropriate specialist training, (ii) through the nature of
future appointments which need to be based on a variety of qualifications.
Appointments should be made more open and the notion of basing the profession
of community education, with its requirements for varying specialism and expertise,
predominantly on one major qualification needs to be changed, (iii) through the
development of specialisms in pre-service and in-service training.
(d)

Priorities emerging from our study are for the creation of appropriate systematic
learning for (i) youth work, particularly ‘outreach’ and work with the so-called
‘unattached’; (ii) the unemployed (particularly the mature male and female
unemployed, and young female unemployed); (iii) women; (iv) persons with low
levels of formal education and functional literacy and numeracy; (v) the retired,
particularly women.
These programmes of work all require the development of social awareness and a
cognitive understanding of the causation of difficulties and problems experienced.

(e)

Effective educational work and activity in the areas indicated in (d) require faceto-face work by full-time community education, youth and community, informal
further education and ABE workers. In some instances this might mean serious
consideration being given to the possibility of changing the balance of part-time
paid workers to full-time professional workers in order to pay for the employment
of full-time professionals. Serious consideration might also be given to the nature
of part-time work and the variety of skills both required and available. Education
and related activities for the young unemployed, women and the elderly for
example frequently cannot be effectively carried out by enthusiastic but not
sufficiently skilled part-timers and volunteers. Such programmes require highly
motivated and skilled full-time educational workers if the excellence and high
quality which participants deserve are to be created. This is in no way to suggest
that part-time workers and volunteers do not have a major and qualitatively
significant role to play, but to emphasise the importance that full-time workers
have in the creation of innovative, responsive and high quality programmes and in
the training of part-timers and volunteers. It is also recognised that there are
policy difficulties in employing more full-time staff even if overall costs are not
increased but the issues must be raised if the question of the quality of work done
is to be addressed.

(f)

If responsive developmental and linked programmes of cultural, recreational,
educational and issue-based activity which derive from local and national concerns
are to be created, workers must have the skills and the time to develop with
individuals and groups an analysis of needs, issues and latent and expressed demand
in the area in which they work.

(g)

All of the above imply that community education, informal further education and
youth and community workers have education and training needs which are not at
present being adequately met.
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The evidence points to the following requirements:
(i)

Skills and knowledge related to particular subject areas, which can be applied
to the creation of appropriate curricula based on needs, issues and
problems. For example it is perfectly possible in youth work to base
systematic learning leading to social awareness, scientific, musical and
technical skills on an analysis of popular music. However the fundamental
task of ensuring that adequate physical provision of a social focus for young
people remains, together with the challenge of creating appropriate
curricula of learning and activity for young people that will truly assist them
in their personal, social and educational development. That curriculum
should clearly be related to the concerns, interests, purpose and problems
that actually confront young people in their everyday lives. Related to this is
the need for professionals to develop an appropriate range of informal and
more formal educational methods. Unemployed groups, young and old, can
develop work of genuine intellectual and social value through structured
study of the causes and effects of unemployment. ‘Social education’ for such
groups as presently conducted is less than adequate. Health education
and women’s education are other examples of work which require
systematic learning leading to both social awareness and potentially to
material improvements.

(ii)

Skills in teaching and tutoring. A wide range of participatory and structured
teaching and learning methods should be a major part of the workers’
equipment. The essential art is the development of the capacity to flexibly
move from one method to another as the situation changes. This requires
confidence and practical experience.

(iii)

Skilb in social and economic analysis.

(iv)

The necessary conceptual and theoretical background for the understanding o f
links between the various areas o f work. The lack of this background has
serious practical effects in that it creates continual confusion amongst
workers as to their functions and priorities. The conceptual confusion and
the proliferation of tasks often leads to a decline in morale; a retreat into
administration and day to day management; a submersion in routine tasks;
and a significant movement away from face-to-face contact with members of
the public. If the worker understands more clearly his functions and
purposes he has the conceptual tools and the knowledge to avoid these
tendencies. If workers grasp the often problematic nature of relationships
between various objectives and functions in community education and
leisure and recreation they are clearly better equipped to deal with them and
are better protected against loss of morale. In addition to this
understanding, the development of specialist skills and work will enable the
worker to enjoy a sense of satisfaction derived from involvement in high
quality tasks directly with members of the public.
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(v)

Training, both in-service and pre-service, for the effective management o f the
development o f innovatory and responsive educational programmes, and for
decision making in the crucial area of prioritisation of objectives,
programmes, groups and future development.

(vi)

Education and training in the area o f evaluation, both formative and
summative. This implies the necessity of developing a range of skills and
procedures with which to test out the extent to which overall programmes
reflect existing and latent demand, and inform future policy and programme
development. Clearly professional staff have a significant role to play in the
active development of research, in the normal process of programme and
policy development and planning.
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COLIN KIRKWOOD
KEY TEXTS IN COMMUNITY EDUCATION
VULGAR ELOQUENCE
EDINBURGH: POLYGON. 1990
What we are going to do is try to trace, mainly from written evidence - from three key texts
- the evolution of a new profession, which is just twelve years old. It is a profession, or
service, in which a lot of hopes were invested. In a sense it belongs to that era, the late
1960s, when hopes were high and central government set up committees to investigate and
restructure various aspects of public service provision. You could argue that The Alexander
Report, Adult Education: The Challenge o f Change, arrived too late. The Committee of
Enquiry was established in 1970 and didn’t report until 1975, by which time there was an
economic crisis, which persisted and worsened. It was hardly an auspicious time for a new
service to get off the ground, a service which depended for the realisation of its hopes not
only on the integration of two previously separate services but on the expectation that the
state would invest substantial amounts of new money. Alexander spelled out what was
wanted: an extra million pounds per year at 1974 prices as a permanent addition to the bill,
plus an extra £70,000 a year for five years.
Before we begin to look at the Alexander Report in depth, let me remind you of two
important human factors. We shouldn’t over-estimate their importance, but we should be
aware of them. The world of the youth service and the world of adult education were very
different. Adult education was organised by men in suits, well-groomed men in collars and
ties and polished shoes. They ran classes in evening institutes, usually in schools used at
night, or in a few cases in specially adapted adult education centres. They were a
respectable lot. They saw themselves as educators. They had degrees. The youth service was
different. It was also run by male workers, but they tended to be more informal, with opennecked shirts, jerseys and sleeves rolled up. They ran youth clubs, with table tennis,
dancing, football, other sports and perhaps work-camps or community service. They had
youth work training. There was often a social class division between these two services, a
blurred division rather than a sharp one. Adult education classes attracted more middleclass, better-educated, older people, while youth work had a rougher element along with
the respectable kids; it had more of a working-class presence and, of course, by definition,
it was young.
These two worlds had fairly negative views of each other. Adult education tended to look
down its nose at the youth service. It wasn’t rigorous, it wasn’t education, just containment.
Ping-pong and coca-cola. The youth service regarded adult education with a certain
amount of contempt: it was too formal, too polite, nose-in-the-air, middle class, cut off
from real people with real problems in the real world. This factor of inter-service rivalry
really existed, but has now largely receded into the background. It’s reflected to some
extent in the other human factor I want to touch on: the rivalry between the two types of
training agency. By and large adult educators got their training in universities. Youth
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workers were trained on the job, as assistant leaders, and got in-service training at
weekends, or else through doing full-time training courses at Colleges of Education. There
was (and still is) a rivalry between these two types of training agency. It is not the same as
the first rivalry, but it influences and is influenced by it. It wasn’t only a matter of degrees:
most college staff did have degrees, though they often got them by routes other than that
of going straight from school to university. It had to do with the relative status of the two
types of agency and with the orientation of the training provided. The universities had a
basically conceptual and historical orientation, whereas the colleges were centred more on
practical skills.
I don’t want to over-emphasise these factors, but they are there, and they have been at work
in some of the difficulties and conflicts experienced in community education over the past
twelve years. It could be argued that, even if you agree with the Alexander prescription for
an integrated Community Education Service, it singularly fails to take into account as a
factor in the process of integration, the human relations issues arising out of these inter
service and inter-institutional rivalries.
Turning to the Alexander Report, it is worth stressing that it is a report about adult
education. Its aim is to advance the cause of adult education, and its chosen method is the
creation of a Community Education Service incorporating adult education with youth and
community work. It is concerned with voluntary leisure time courses for adults which are
educational but not specifically vocational. It takes careful note of the present position: a
provision involving just over 4 per cent of the population, 72 per cent of them women,
mainly middle class, generally well educated, and with a disproportionately high number of
people over fifty-five. The report describes adult education students as ‘the older, the
better educated, the more affluent.’ (Brian Groombridge was making a similar point when
he asserted that adult education was stuck in a lower middle-class ghetto.) The main subject
areas are categorised as physical training, needlecraft, and handicrafts and hobbies. Local
Education Authorities provide for 87 per cent of the total number of students. Extra-mural
Departments 10 per cent, the WEA 2 per cent and the central institutions 1 per cent.
Alexander wants to expand the volume of provision, and to redistribute it. He aims to
double the number of students by the mid 1980s. He calls for 200 more full-time workers,
and for emphasis generally on the socially, educationally and economically disadvantaged,
and specifically on such special groups as young mothers, the elderly, those with literacy
problems, immigrants, prisoners, the physically and mentally handicapped, shiftworkers,
those working unsocial hours, people in long-term residence in hospital (whether physically
or mentally ill, or geriatric), and people living in what are described as areas of multiple
deprivation. The report has a cultural deficit view of these groups: it uses the phrase cycle
of deprivation, leading to a notion of education as remedial.
Returning to the key structural prescription, listen carefully to the words used. Adult
education is to be seen in community education as an element with specific characteristics
and requirements, but sharing common aims with the other element (youth work), and
needing its resources and expertise. You’ll notice how far this is from the later concepts of
generic community education and a single community education process. As I’ve already
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said, Alexander is not calling just for crude expansion, but for change and qualitative
improvement. He suggests that the universities should use a community development
approach to stimulating involvement. He argues for research into what subjects, themes,
activities and methods will prove attractive in different areas and different social milieux.
He attacks the division between intellectual and practical provision. He proposes certain
new structures: a National Community Educational Council (happened), Scottish
Education Department grants towards the teaching costs in developmental work (didn’t
happen), regional advisory councils (tried in one region but didn’t really prosper), and the
creation of adult education centres (hardly any).
Although the report touches on the question of the numerical balance of full-time staff as
between adult education and youth work (1:7), it doesn’t tackle the problems of integration
inherent in such an imbalance, contenting itself with soft soap about both services having
the same objectives, and the potential gains through economies of scale. As you know, this
was the argument used in every case of structural integration and increases in scale in the
organisation of government services in the 60s and 70s, often - incredible as it may now
seem - in combination with arguments about the devolution of decision-making to
local levels.
At the time, Henry Arthur Jones, quoting the limerick:
‘There was a young lady from Riga
Who went for a ride on a tiger.
They came from the ride
With the lady inside
A nd a smile on the face o f the tiger’
implied that there was a danger of adult education getting swallowed up by the youth
service. He was proved right in one sense but wrong in another, for it was generic
community education that was to swallow up the resources available for both adult
education and youth work, as we shall see.
In discussing the development of training the report called for flexible entry so that people
without first degrees could get in, and for expansion in the role of the Universities.
Universities, Colleges, employers and the Open University were to collaborate to provide
in-service training for full and part-time staff. With regard to the principles underlying
training, the report called for a common purpose, cutting out wasteful duplication and
competition. It argued that training for each sector (adult education, youth work, and
community work) should not be isolated, and
‘the common core o f knowledge and expertise concerned with adult education
should be included within training schemes for each o f the other sectors. ’
Discussing how the sectors should relate, Alexander describes adult education and the
youth service as having overlapping functions and that there should be common elements
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in the training of both groups. These terms common elements and common core, used in
evolving and finally quite different ways, reverberate down the history of community
educatioa4n Scotland over the last thirteen years. The struggle around their meaning was
the focus of a running battle between colleges and universities seeking to defend or expand
their share of the market for training in a context of shrinking resources.
Here are a few of the remaining Alexander recommendations:
a dual fee system, of economic fees side by side with aided fees, whose aim was to
free resources for priority work;
fees to be waived altogether for the sixteen to eighteen-year-olds, pensioners and
the disadvantaged;
flexibility on minimum class numbers;
incentives to employers to grant paid educational leave;
management councils
student representation;

for

adult

education

centres,

with

staff

and

students’ associations where centres were big enough;
the WEA to concentrate on the educational needs of the socially, economically and
educationally disadvantages; education authorities to seek its help in making the
relevant provision;
the establishment of a residential college for industrial relations training;
education authorities to establish counselling services;
-

each education authority to appoint an Assistant Director with specific
responsibility for adult education.

How are we to assess the Alexander Report? My view is that it is a workmanlike job, well
researched and thorough. Its various recommendations hang together, and all run in the
same direction. The whole package depends on the availability of a considerable amount of
new investment in full-time staff, buildings, and training, which never appeared. In another
sense it is very much of its time. It is structural, integrative, expansionist, top-down, and
male. It has a passive-objects-of-improvement attitude to people. It avoids saying anything
about class or other conflicts of interest. It is outer-orientated, rather than innerorientated. It is rational and orderly in the Scottish way, but it is not philosophical: it
doesn’t wrestle with questions of value or ideology. It speaks the language of service and
provision. Finally, its key recommendation, the integration of adult education and the
youth service, failed to achieve its stated aim of the expansion, redirection and qualitative
improvement of adult education in Scotland.
Let’s pass on to the report of the Working Party on Professional Training for Community
Education, known as the Camegy Report. The Working Party was created, very shortly after
Alexander was published, by the Scottish Institute of Adult Education and the Standing
Consultative Council on Youth and Community Service, and it reported in February 1977,
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reflecting an eagerness to get training for the new Service under way. We are only a little way
into Carnegy, however, when we realise that things have moved on. There is reference to:
the common core o f knowledge and skills required by almost all community
education workers
already a fundamental departure from Alexander. Grand claims are made for community
education:
the significance o f community education for the well-being o f society, for the
quality o f life in communities, and for the personal fulfilment o f individuals is
now widely recognised and
Community education taps the springs of voluntary initiative and service.
This is clearly promotional hyperbole, since, at the time of writing, the Service was just
getting off the ground. It may be that it was felt necessary to hype community education in
order to gain extra resources in a time of economic stringency. But the trouble with hype is
that gaps can open up between claim and performance. Carnegy sets itself the task of
creating a general impression of what community education is, but not giving a precise
definition. This is justified, it claims, because
it is the needs and responses o f individuals and groups which must determine
the nature o f community education ...
This is the first of many refusals to define community education. As the needs and
responses change, the report goes on, so should the nature and specific aims of community
education. Having refused to be specific, the report proceeds to produce a very clear
statement of the general characteristics of community education:
We consider the concept o f community education to be consistent with current
international thinking about education as a whole, as represented for example
by the phrases ‘education permanent’, ‘recurrent education’, and ‘continuing
education’. It reflects a view o f education as a process (a) which is life-long; (b)
in which the participants should be actively and influentially involved and the
traditional stress on teaching outweighed by the emphasis put on learning; and
(c) in which the needs o f the participants rather than academic subject divisions
or administrative and institutional arrangements should determine the nature
and timing o f provision.
The distinctive contribution which the concept o f community education may be
said to bring to these international concepts is its emphasis on the process as one
in which the benefits to and the contributions o f the individual are matched by
those o f the groups and communities to which he or she belongs; and one which
can be enjoyable as well as beneficial, relaxed as well as rigorous. Community
education recognises the educative influences and the educational potentialities
inherent in a local community and operating through multifarious groups and
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agencies, formal and informal, industrial, commercial, religious, social and
recreational as well as explicitly educational.
We therefore see community education as a constantly evolving process o f
interaction between the needs o f people and the educational resources o f the
community, a process to which fixed boundaries cannot be set...
This is elegant and clear, and much of it is admirable. As an abstract statement, it says nothing
about the concrete realisation of its ideals. Perhaps we cannot take it to task for avoiding what
it does not set out to do, but the absence of any models of practice fills me with unease,
because it opens the gate to onmipotence. The association of the educative and the
educational is valuable, insofar as it brings closer together categories traditionally keptapart.
But I suspect that it conceals a confusion of learning with experience. While alllearning
involves experience, not all experience results in learning. Finally, a service which refuses to
define the boundaries of its own process is a service which is going to have problems.
The report proceeds to a statement of general aims, which can be summarised as follows:
to involve people as individuals and in groups and communities in, first, ascertaining their
needs for opportunities to:
(i)

discover and pursue interests;

(ii)

acquire and improve knowledge and skills;

(iii)

recognise their personal identities and aspirations;

(iv)

develop satisfactory inter-personal relationships;

(v)

achieve competence in their roles in the family, community and society;

(vi)

participate in shaping their physical and social environment and in the
conduct of local and national affairs

and second, meeting these needs, once ascertained, in co-operation with others, and by
finding appropriate educational resources.
Once again this statement cannot be faulted for its clarity, its comprehensiveness, or its
ambition. But is it realistic? Can it be done by one service? Where are people to find these
resources? I want to spell out what I suspect you will already have guessed about my own
view. I would prefer the adoption of a more modest list of aims combined with some sense
of how they might be achieved. There is a virtue in making choices, prioritising objectives
and concentrating resources, rather than spreading the butter so thin it disappears. To use
a different metaphor, the Carnegy Report had its eye on the beautiful panorama, rather
than on the road ahead.
Proceeding further, we come across another feature that has become characteristic of
community education: an excessive admiration for the effectiveness, the untutored
brilliance, of voluntary participants:
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circumstances will occur where the proper role o f the professional should be at
most that o f releasing and supporting voluntary initiative and... admiring and
learning from the insights and natural skills o f non-professionals.
Now, this is true, and worth stressing, but it can also contain something unhealthy: a
negation of the positive aspects of professionalism, a romanticising of ‘the people’ and their
‘natural skills’. This is connected in my mind with what was to become the caricature of the
community education worker: a scruffy, unkempt individual who gave no lead and upheld
no standards of performance. This negation of professionalism, which I confess I shared for
a time, can be seen as an antithetical reaction to the experience of the paternalistic
professional. Its reduction ad absurdum would be to hand back the salary.
Later, an attempt is made to categorise the kinds of full-time workers the report envisages
will be required. The four categories proposed are staff concerned with:

-

animation, groupwork and tutoring;
organisation and management;
advisory and specialist functions at a remove from participants;
formulating policy, administration, and managing staff.

In one sense this is accurate enough, but in another it subtly presages the process of
devaluing practice. I am referring here to that process, found in most professions in the last
twenty years, and specifically in community education, of leaving the practice work to the
lower grade or part-time staff, and the other side of the coin being the scramble to get into
policy-making, administrative and managerial positions. Is this an aspect of the process
of bureaucratisation?
The central shift from Alexander in Camegy is the introduction of the concept of a common
core of knowledge and skills required by all categories of community education staff, which
include education, psychology, sociology, social administration, community work, group
work, politics, and leisure. This list is so long that it leads me to wonder about the danger of
the dilution of quality, of a relatively shallow tour d ’ horizon approach being adopted in all
these areas. Yet the Carnegy Report claims to be concerned with high standards.
The list of areas of knowledge is followed by a list of skills, which is very impressive, but also
very long. Again I ask myself, how could people learn all those skills? I was very aware, in
the late ‘70s and early ‘80s, of the annual trail of newly trained or just-appointed community
education workers coming to see me at the WEA. The story was always the same: I’m
supposed to be doing adult education but I’ve got no idea how to go about it.
It should be stressed, however, that Carnegy does recognise the existence of processes
specific to each of adult education, youth service and community work.
An unfortunate though presumably unintended effect of the Carnegy Report’s rejection of
the binary system of training was to give a further twist to the destmctive competition
between the colleges and the universities.
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The Carnegy Report introduced the word ‘generic’ into the glossary of community
education. As first employed, it is inter-changeable with the word ‘common’ and used to
refer to the skills held to be shared by those professions said to be ‘related’ to community
education: teaching, social work, and leisure and recreation.
In summary, the Carnegy Report opts for an idealising description of community
education, using hyperbole to sell the fledgling service, with the danger of opening up gaps
between claim and performance. At the same time, training in the original areas of practice,
though still held to be important, can be regarded as having been diminished in value as the
concept of the common core of knowledge and skills required for community education
is introduced.
The evolution of community education - and the process of revising Alexander - takes
further steps in Training for Change, subtitled yf Report on Community Education Training,
issued eight years later, in 1984, by the Scottish Community Education Council. By this
time the service has had a chance to show what it can do, still without the hoped-for
extra cash.
The key concept is now core plus options, with core defined as relating to the process of
community education, and options to the wide variety of specialist settings in which the
process is put into practice. We are moving further away from Alexander towards the
concepts of generic community education and generic workers, to whom specialists are in
some sense inferior. The net effect is to raise the status of community education and
community education process, and to lower the status of adult education, youth service and
community work. They are no longer areas with their own processes, they are mere settings,
equivalent in status to other settings like outdoor activities, dance, play leadership, and
adult basic education.
As a document. Training for Change is full of contradictions. One moment it recognises
adult education, youth service, and community work. The next, we are back to the
community education process. There are moments of self-critical frankness such as this:
Tt is not surprising, therefore, that the introduction o f a Community Education
Service led, initially, to confusion amongst staff as to their roles. Previously a
youth and community worker or an adult education organiser, the newly
designated community education worker was now to deliver lifelong learning,
supporting individual and group development from pre-school children to the
elderly, incorporating, along the way, provision for disadvantaged or special
needs groups. In this ‘cradle to the grave’ education, the possibilities were
endless, and the generic community education worker was bom. For some time
the experience was overwhelming and they retreated to what they knew best,
while others began to exploit the freedom o f their role by carrying on within their
traditional areas o f activity but with some new emphasis in their work. In the
early stages after re-organisation there was little evidence o f the formulation o f
new policies or practices which might reduce the tensions faced by the
community education worker. Some o f the tensions remain today, and there is
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evidence that a recognisable and accessible developmental structure o f
education has not been fully achieved. There is substantial evidence that the
mainstream curriculum tends to be static, ad hoc, remains located in leisure,
social and recreational areas avoiding cognitive and issue-based learning. ’
There is an attempt to look at the third strand - community work - and a recognition that
community education staff feel they lack the skills to tackle it. But the report doesn’t draw
the obvious conclusion: that there is a particular set of skills, and a process, in community
work, which people need to learn in depth, and which differs from, though it overlaps with,
the processes of youth work and adult education. Instead, reference is made to the need for
trainees to learn about local authority structures and social policy issues.
Training for Change goes on to sketch in some of the ‘additional responsibilities and
interests’ which community education has ‘developed’ in the last eight years: ABE,
vocational training, unemployment, poverty, welfare rights, information technology,
resource centres, women’s education, children’s play, the disabled, multi-cultural
education, older people, community schools, and so on. It summarises community
education as a ‘rapidly expanding field of practice’, meaning of course not more workers
but more responsibilities for the existing workers. We are close, in fact, to the rag-bag
concept of community education, and to a picture of a passive profession with a low selfimage which gets new tasks flung at it whether it wants them or not. The report does not
complain. It classifies all such work as community education, and in the same breath, not
surprisingly, asks itself what the central concept of community education is.
In seeking to answer its own question. Training for Change starts off with a pretty hard
challenge from Professor Nisbet, who lambastes community education for failing to define
its theoretical basis and the anti-theory attitudes of its practitioners, and specifies four
‘fears’ which are in fact criticisms aimed at the heart of community education . These are:
1.

Practice without theory leads to judging provision by scale rather than purpose;

2

community education is in danger of becoming a series of unco-ordinated and
unrelated responses;

3.

community education is in danger of being seen as only for people
deprived areas;

4.

practice paid for by public funds must be theoretically justified.

in

Instead of responding to this challenge in a lively fashion, the report says, simply, that it
agrees with Nisbet. Seeking to restore community education’s dignity, it embarks on an
attempt to define its aims, starting with those identified by Carnegy. This is followed by a
list of people and activities to which these aims are said to be applicable. They are
applicable to everybody and to a vast range of activities: leisure and recreation, knowledge
and skills, personal and social learning, environmental and political change. They are
appropriate to other professions as well. What the report succeeds in doing here is
reverting to the Carnegy position and somehow evading Nisbet’s challenge. I ask myself:
what is the meaning of this repeated concern with other professions? Is it the anti-
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compartmentalising tendency, or does it in fact reflect community education’s continuing
uncertainty about its own professional identity? Are they trying, by association, to borrow
status from professions like social work which have succeeded in establishing a core of task
and expertise? Is community education really aware of its lack of coherence and is this the
drive behind the insistent search for a common core of knowledge and skills? The report
seems unable or unwilling to make exclusive choices.
Training for Change concedes that community education is seen as an umbrella term but
asserts that there really is a central process, visualised as the hub of a wheel, holding all the
activities and settings together. They offer a definition;
‘Community education is a process which involves the participants in the
creation o f purposive developmental and educational programmes and
structures which afford opportunities for individual and collective growth and
change throughout life. ’
The process is described as having six functional tasks:
1.

identification of issues, demands and needs;

2.

design of programme/structureAearning to meet the needs;

3.

promotion of these;

4.

managing, supporting and delivering them;

5.

publicising them (the difference between tasks three and five is not made clear);

6.

continuous assessment/evaluation.

The report admits that workers will need specific knowledge of one or more specific areas,
as well as a knowledge of the generic process, and this leads them to their conclusion: that
what is required is a core-plus-options model,
For a moment we are allowed again to glimpse some of the evidence demonstrating the
unwisdom of the whole drift of Training for CAcnge’^thinking. Reference is made to the fact
that the national bodies representing both adult education and youth service feel that the
quantity and quality of work in these areas is being impaired. Again, they deal with the
damning criticism by agreeing with it.
The cure is threefold. First, it is recommended that the amount of training time spent in
fieldwork placements is to be increased to 50 per cent of the total, thus bringing about a
different relationship between theory and practice, and a greater attention to the
employer’s requirements with regard to training. It is recognised that the quality of
placements and of fieldwork supervision will have to be improved. Secondly, the
modularisation of training, that is to say the adoption of a system of free-standing fortyhour units of learning which can be articulated (joined up) in what is held to be a flexible
variety of ways, thus improving access and reducing rigidity. Thirdly, the creation of a
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national-and-regional training scheme structure consisting of four area training councils
and a national training council.
Course members must decide for themselves what to make of all this. I confess to a
distrustful attitude towards pseudo-scientific, ultra-rational, totalising systems.
Modularisation can be regarded as a diversion of time and resources away from the longoverdue task of mobilising everyone available to train the vast body of part-timers on whom
the community education service depends. The aim of changing the relationship between
theory and practice is a good one, and it is right that there should be a greater emphasis on
fieldwork practice experience. I argued at the time that the resources called for in the
report to create the structure of national-and-regional councils should be diverted into the
creation of fieldwork teaching units located in practice agencies throughout Scotland.
These considerations, however, must be regarded as academic in the light of the fact that
the whole package of recommendations was rejected by the Secretary of State three years
later. Yes, three years later, an illustration of the masterly use of delay as an instrument of
policy perfected by British administrators in colonial settings, and applied with devastating
effect throughout the whole community education period in Scotland.
How are we to assess Training for Change? It reflects the anxiety of a profession about the
core of its identity, the quality of its practice, the absence of boundaries, and the poverty of
its theory. It attempts to identify a core. It can be seen as grasping at the quasitechnological straw of modularisation as a means of prising resources for training from a
tight-fisted central government.
Widening the lens now, how can we summarise the development of community education
from Alexander through Carnegy to Training for Change? We have been watching the
formation and early stages in the evolution of a new profession, with dimensions of internal
conflict, identity uncertainty and a search for identity, with moments of omnipotence and
grandiosity, alternating with moments of doubt about competence and direction. More
specifically, we see a shift from the initial focus on adult education and its expansion and
redirection towards those who are disadvantaged, towards a view of adult education and
youth service as regions of the wide, newly designated territory of community education,
and a further shift towards the notion of a single imperial entity - generic community
education - with its single process, its collection of settings, and it hierarchical ranking of
generalist over specialist workers.
There is one final pressing question. Suppose the notion of a single process proves to be
unhelpful in the longer run? If so, is the concept of community education still valid? If it is,
how can the identity of the Service be strengthened, boundaries set, and the self-worth of
the staff established in their own eyes? If it is not, how are we to promote the causes of
adult education, youth work, and community work? So many questions, as Brecht wrote and behind them, such a lot of anger.
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JEAN BARR
KEEPING A LOW PROFILE: ADULT EDUCATION IN
SCOTLAND
ADULT EDUCATION VOL 59. NO 4. (N.I.A.C.E.) 1987
One of the less discussed problems of adult education in Scotland at the moment is that it
is hard to see.

The political and administrative context
1.
2.

There is no separate budget for adult education (at national or local authority level)
and
there is no coherent national policy for adult education.

At national level money for adult education comes out of the SED’s division 6 budget which
covers Sport, the Arts and Community Education (which includes Scouts and Guides). At
local authority level money for part-time tutor costs comes out of budget heads like ‘grants
to voluntary organisations’, ‘other bodies’ - or ‘miscellaneous’. It is impossible to get hold
of a figure which represents expenditure on adult education in Scotland.
The reluctance of government to develop a coherent overall policy for adult and continuing
education looks no more likely to be overcome now than it did when the ‘Our Right to
Learn Campaign’ first drew the public’s attention to it. A great deal of muddy water has
passed under the bridge since then, including the consolidation of the MSC’s role as a
major provider of vocational training and the fuller development of the concept and
practice of continuing education.
Since the publication of the Alexander Report on Adult Education in 1975 the provision of
education for adults by Scottish local authorities has been embedded within an allembracing concept of ‘community education’. Alexander recommended that ‘adult
education should be regarded as an aspect o f community education and with the Youth and
Community Service should be incorporated into a Community Education Service’. This is now
the position in most education authorities. However, Alexander’s recommendation that
200 specialist adult educators should be appointed never materialised and since the
publication of the Report the principle of public subsidy for adult education provision has
been seriously eroded, as more and more programmes have had to become self-financing.
Even adult literacy, one of the few areas of expansion since 1975 has, in its widened form
as adult basic education, suffered severely from local authority cutbacks; the Scottish Adult
Basic Education Unit (SABEU) no longer exists as a separate unit, having been integrated
into the Scottish Community Education Council (SCEC) with accompanying staff losses.
The Alexander Report had, in any case, a narrow focus on ‘non vocational adult education’,
whereas most new demands and recent developments do not fit easily into that category.
Developments by the WEA and others in women’s education, basic education courses.
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unemployed courses, ‘Second Chance to Learn’, open learning and the whole spectrum of
‘continuing education’ provision, cannot simply be categorised as vocational or nonvocational. In any case the distinction between vocational and non-vocational education
has lost its validity.

No mechanism for policy

There is now a structural, financial and administrative lacuna between adult
education/community education and adult education/continuing education in Scotland
which is obstructive, frustrating and harmful for all concerned. The necessary mechanisms
which would assist the formulation of a coherent policy on adult and continuing education
simply do not exist. SCEC, the body which was set up to advise the Secretary of State on all
matters of policy relating to community education and (ipso facto) adult education in so far
as it can be viewed as part of community education, is structurally unsuited to the task of
devising a policy on adult and continuing education. The SIACE which only recently
changed its name from the Scottish Institute of Adult Education does not have the required
powers relating to policy matters. The SED has so far been unwilling to initiate the process
of policy development either by itself setting up an appropriate mechanism or by
commissioning an existing body to do it. The WEA now sees this lack of policy as a cause
for real concern.
The WEA has a long history of involving working people - whether waged or unwaged in
a wide range of adult education provision. But it is chronically under-resourced, starved of
access to development funds and burdened from year to year with the uncertainty of
whether it will be able to continue to exist at all. It is continually told that its gain will be
somebody else’s loss - somebody paid out of the same budget head. An associated problem
for the WEA in Scotland is its lack of Responsible Body status and its consequent reliance
on financial support for its programmes on the local authorities, a problem which has
become more acute during a period when most local authorities have reduced their support
for adult and continuing education.

Ad hoc development

Meanwhile, in the absence of such a mechanism and of a coherent overall policy for adult
and continuing education, developments are ad hoc, uncoordinated and fragmented. Short
term funding via the MSC and EEC continues to create havoc in various places, raising
expectations which are short-lived and which have no connection with any collaborative
national or local strategy.
The latest news is symptomatic. Announced with no prior warning or consultation, the four
Extra-Mural Departments which receive SED funding are to have their grant for 1986/87
cut by fifty three per cent and phased out completely next year. The effect will be to reduce
access to the Universities’ teaching services for ordinary people at a cost they can afford.
The money ‘saved’ is to be put into a new Scottish scheme for continuing vocational
education modelled on the PICKUP programme which was launched in England and Wales
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in 1982 without reducing aid to other areas of adult continuing education. The ‘re-ordering
of priorities within existing resources’ is justified in the name of the recent Scottish Tertiary
Education Advisory Council Report which emphasised the importance of retraining, skills
updating and continued professional development. Nobody would deny the importance of
this but robbing Peter to pay Paul is not a sensible strategy.

The ‘community’ context
‘Adult education by stealth’

Ian Bryant, describing community education initiatives in Glasgow,^^^ draws a distinction
between those in which the adult education component is explicit and all those communitybased programmes in which there is an adult education component which is undefined and
secondary to the achievement of other objectives, where learning proceeds ‘by stealth’.
John Horobin,^^) after showing the decline in traditional adult education between 19761981, notes that ‘there is more to adult education in Scotland than is revealed in these
figures’. Much of the ‘more’ is what Ian Bryant is referring to.
There is very little of the explicit sort of adult education in an area like Strathclyde. There
is of course some limited provision of free ‘basic education’ in APTs and other ‘A reas of
Need’ and there are a few community-based adult education projects. But there is a great
deal of the other - undefined - sort. In Strathclyde, for example, community education is
conceived of as part of the Region’s Community Development strategy to combat
deprivation. A ‘community development’ approach to adult education is very firmly
advocated and located centrally in its Social Strategy. This being the case it seems likely
that working class participation in adult education activities has been underestimated. For
by far the greatest number of ‘educational’ activities engaged in by working class people in
Scotland, certainly in the West of Scotland, takes place in a myriad of community schemes
or projects in which adult education is not the main activity but where the workers involved
in running these schemes see educational aims in some sense as an important, but unstated,
part of their agenda.
Some see in this a cause for celebration, believing that working class people are turned off
adult education by its formality, its elitism and lack of relevance to real life experiences.
Many who take this view would no doubt align themselves with the ‘radical’ rather than
‘respectable’ traditions in adult education as outlined below. I believe that there are very
real dangers in an interventionist educational strategy which pretends not to be one.
(i)

It means that the vast bulk of the ‘educational’ work which is undertaken by
working class people, especially women, remains hidden from view,
unrecorded in the statistics and seldom the subject of systematic research,
appraisal or evaluation; it is seldom carried out by people who are trained as
or who regard themselves first and foremost as adult educators and it is
usually subordinate to some sort of community development aims. This in
itself may not be worrying, but when it is allied to a second kind of invisibility
it is profoundly so.

260 COMMUNITY LEARNING AND DEVELOPMENT
(ii)

This is when the adult education component remains hidden from the
participants themselves. The Open University course ‘Education for Adults’
describes education as ‘deliberate, planned and organised with the
conscious... “slipped in between the afternoon cuppa and the organisation o f
the jumble sale... fearful o f being seen to be serious and as a result failing to take
seriously the educational needs o f the women involvedP’\.. intention of
bringing about change in knowledge, attitude or skill’ and where ‘the learner
as well as the educator is involved in this conscious, deliberate process...
Thus (it) assumes the willing, conscious involvement o f the learner in the
process o f his (sic) learning’, (my italics).

Although unsatisfactory in some ways (failing as it does to draw attention to the
mutuality/interchangeability of ‘learner and educator’ roles in adult education) this
description highlights an essential feature of any educational transaction: it is something
consciously and deliberately entered into. This may admit of degrees, of course, and
nobody may call what’s going on ‘education’. But there is a minimum level of complicity
required in one’s own learning which, if breached, turns it into something quite other than
education and more akin to treatment.
Jane Thomson has spoken scathingly of adult education of the ‘low profile’ variety
introduced by stealth into community centres, mothers’ and toddlers’ groups and
gatherings of women on housing estates.
This clandestine ‘education’ often attaches to the community schemes which involve
women as others or as members of community groups, where significance is attached more
to the women’s influence on their children’s or community’s development than to the needs
of the women themselves for their own intellectual or creative progress.

Open to challenge

One of the more extreme manifestations of the ‘hidden curriculum’ is found in some
informal parent education schemes (they are never called this) in deprived areas where
parents (mainly mothers) are encouraged to drop in to community (or ‘family’) centres with
their young children and where they are supposed to pick up good parenting practice from
watching how the worker deals with the children. If the notion of role model were made
explicit it would be rejected out of hand by the women, who might, with justification, say
that if they wanted to know about parenting they could do a course.
Because the educational element is hidden it is not open to challenge by the people
subjected to it. (I do not use the verb casually.) I sometimes find the notion of informality
in adult education disquieting. It is in danger of becoming a new orthodoxy and one which
patronises people no less than the formality it supersedes.
Of course, easy access and styles of learning and teaching that encourage a relaxed sharing
of views, experiences and ideas are essential features of good adult education.
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Developments in women’s education by the WEA and others in community settings
provide some of the best models here. But too often informality can be a very effective
cloak for a hidden curriculum; it can mean that the educational element remains implicit,
never surfacing sufficiently to become the subject of serious negotiation.
The alternative to the ‘education by stealth’ approach, that of trying to convince people that
there are real benefits to be got from education for more than a tiny minority, is more
difficult. ‘Schooling’ has left most of them uninspired and many believing themselves to be
failures. Learning itself can be a difficult process; so can creative effort. The process of
developing a learning programme requires negotiation. Negotiation requires mutual and
explicit respect between educational workers and participants, both sides have to know
what the process is, and the participants have to be, in the end, the best judges of what they
need. Until working people take up education in their own terms with the help of
sympathetic professionals adult education will remain a lost cause.

The two traditions

The most familiar way of depicting the history of adult education in Britain is to see it as
having dual roots - in groups of workers and women and other social groups demanding
education or providing it for themselves as a means of liberation and social change; and in
governments, the Church and other Establishments using education as a means of
‘domestication’ and amelioration. Ian Bryant has similarly divided the historical process of
adult education in Scotland into ‘Radical’ and ‘Respectable’ streams.^^^ And Raymond
Williams had distinguished between a ‘social conscience’ approach in the history of adult
education and a quite different approach which sees the point of adult education as the
building of an adequate social consciousness - a real understanding of the world.
There is a kind of community education for the ‘disadvantaged’ which sells people short by
concentrating on ‘life adjustment skills and diminished cognitive content’;^^^ it is part of the
ameliorative, ‘social conscience’ tradition. I would guess that much of the ‘invisible’ type of
‘educational’ work going on in the many community schemes up and down the country has
strong links with this social conscience/ameliorative approach. This happens, I believe, less
through conscious intent than through the workers involved not having the orientation or skills
which are necessary to develop learning programmes from the issues raised by participants.
Given the well-documented educational disadvantages experienced by working class
people, in particular women, it is important to be clear about how much education is being
presented in working class areas, the quality of what is on offer and its purpose.
I believe firmly that any adequate education practice must be explicit about educational
content and underlying ideologies; it should involve a careful articulation of aims and
objectives so as to make the curriculum open to negotiation, challenge and change. It
should also be underpinned by adequate provision for tutor training. The amount of
education with adults in Scotland which fits the description is minuscule - and shrinking.
Not surprising given the absence of a sensible framework for adult and continuing
education, the lack of resources devoted to it and the poverty of policy.
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GERRI KIRKWOOD/COLIN KIRKWOOD
LIVING ADULT EDUCATION: FREIRE IN SCOTLAND
OPEN UNIVERSITY PRESS 1989
The writings of the Brazilian adult educator, Paulo Freire, have been available in English
as a source of inspiration and encouragement to students, teachers and trainers since the
early 1970s. In spite of the cultural gap between Brazil and Britain, and the difficulty of his
language, we knew that Freire was speaking to us. Interest in his work has grown steadily.
Today there are few writers on adult education who do not acknowledge his influence.
Freire has been no instantly disposable prophet.
Yet all along there has been a problem. Although, from time to time, word was out that
such and such a project was struggling to apply his ideas, after the initial flurry of
excitement, little further information would emerge. It was as if the gap was too wide to
bridge. It was as if Freire belonged to another world. He faced south, towards Africa and
Latin America, and although he visited North America and many European countries, and
for ten years was based at the World Council of Churches in Geneva, doubts were
expressed as to the relevance of his interesting ideas about oppression, liberation, and the
culture of silence in the high-tech democracies of the north. The opposite view was also
held, that Freire was saying nothing that was not embodied in the work of the best
exponents of the liberal tradition in British adult education. For whatever reasons, it
seemed that his vision and our reality were doomed to remain apart.
In the Lothian Region of Scotland, as elsewhere, there was an existing interest in Freire’s
ideas among community education workers, which was further encouraged by a series of
courses offered by the Workers’ Educational Association. It was this interest which led to
the successful efforts of Fraser Patrick (Community Education Officer) and Douglas
Shannon (Senior Community Education Worker) to obtain funding for a project which
would put his ideas into practice.
This book tells the story of how, in 1979, the Adult Learning Project (ALP) came to be
created, as a systematic attempt to implement Freire’s approach in Scotland. It sets out to
explain his ideas as simply as possible, and to show how they have been adapted and applied
by the ALP workers and participants in learning programmes in the Gorgie Dairy area
of Edinburgh.
It is written by practitioners for practitioners, trainers, managers and policy makers, and
tries to answer the questions which have been directed at the ALP workers over the years.
The authors have attempted to communicate the experience of taking part in Freire type
learning groups, the process that has been developed, the issues that have arisen, and the
lessons that have been learned. They have tried to represent the contributions of
everyone: ALP workers, participants, and resource people. It has been a difficult but
rewarding job.
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ALP is a part of the Community Education Service of Lothian Regional Council. A word
of explanation about the meaning of community education in Scotland may be helpful. The
Community Education Service was established in the years after 1975, following the
publication of Alexander Report which recommended the integration of adult education
and youth and community work into a single service. It is promoted at national level by the
Scottish Community Education Council. The specific interests of adult education in
community, further, and higher education, and in the voluntary sector, are promoted by the
Scottish Institute of Adult and Continuing Education.
ALP was set up in the first place as an Urban Aid project. Essentially this means that it was
financed jointly by central government (the Scottish Education Department) and local
government (Lothian Regional Council) on a 75/25 per cent basis. After an initial threeyear period of funding, a two-year extension was given. At the end of five years. Urban Aid
projects sponsored by local government either close down, or else the local government
body involved assumes full financial responsibility, integrating the project into its own
mainstream provision. The campaign by ALP participants to secure the future of the
project in Gorgie Dairy received widespread support from adult education bodies
throughout Britain, and was successful.

The Story of ALP
Origins and aims

The Adult Learning Project in Gorgie Dairy was started in 1977 by a small group of women
supported by a neighbourhood community worker and a community education worker. A
street-based survey was carried out, asking people what classes they would like. The
demand was for classes such as English ‘O ’ grade and yoga. They were to be free, put on at
times and places convenient to residents, and managed by local people. Tutors were to be
responsive in their approach, prepared to negotiate the content of programmes with
students. Initially, tutors were paid, but the idea was that some students would themselves
become volunteer tutors.
The community education worker hoped that, as an atmosphere of learning developed in
the area, people would begin to explore personal, local and national issues in a more
systematic way.
This early ALP, then, was based on ideas of self-reliance, popular demand, local access and
local control. It was quickly successful, with nearly 200 people taking part in the first year.
Already demand was outstripping resources in the form of the time the women and the
community education worker were able to give to the project, and the money available to
pay part-time tutors.
Lothian Region’s Community Education Department, with the agreement of the women,
made an application for urban aid funding to the Scottish Office. They asked for three
community education workers, a secretary/receptionist, a shop on the main road, and a
budget for books, publicity, tutors’ fees, and equipment. The stated aims were to provide
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cheap learning opportunities locally, in response to requests; to create a network of local
tutors; to develop issue-based education; and to publicise the project effectively.
During the following year, while the urban aid application was being processed, changes
took place as a result of which these aims were modified. Community education staff were
deepening their interest in the work of Paulo Freire, and joined an in-service training course
on his ideas and methods organised by the Workers’ Educational Association (WEA). The
influence of Freire led to a shift away from the idea of classes provided in response to
popular demand, towards programmes aimed at exploring themes and concerns identified
by residents. In practice, this meant moving away from vocational and leisure-and-recreation
classes towards issue-based education. Classes would still be provided in the area, but by
other community education workers, outside the framework of ALP.
The proposed role of the full-time workers was also changed in emphasis, from responding
to demand, organising classes and supporting volunteer tutors, to playing a key part in
every stage of what later came to be called the ALP process: investigation, building learning
programmes, and supporting action outcomes.

Gorgie Dairy: The place and the people
Gorgie Dairy is a densely populated inner area of Edinburgh, sandwiched between the west
end of the city centre and the suburbs. Built between 1880 and 1900 for the families of
workers employed on the railways and in local factories, it was for years solidly working
class. People lived close to where they worked. The area was the centre of their social life.
Hearts Football Club had its home here and still does.
In the 1960s this picture was disturbed when many families moved out to Wester Hailes and
other peripheral council housing schemes. Local works closed down- the rubber mill, the
biscuit factory, a glue works, laundries, engineering works, the railway sheds. Breweries like
Scottish and Newcastle became automated and needed fewer workers. Other employers
like Ferrantis required a highly skilled workforce and recruited from all over Lothian, not
just locally.
Today, Gorgie Dairy is not one community but several. The old population of skilled and
unskilled working class people remains, reduced in numbers. But new people have been
moving in, attracted by the relative cheapness of the housing and its nearness to the city
centre. Many residents now work elsewhere, and many of those who work locally live
elsewhere. The majority of existing working class residents are middle aged to elderly, while
most often incomers are younger, often with more education and white collar jobs. Some
are single, some couples without children, some have one young child. The percentage of
households with children is small. In the last few years there has been an influx of young
unemployed people, sharing rented accommodation.
Despite these population changes, the physical character of the place and its reputation for
friendliness remains intact. First impressions are of a crowded area of tenements, small
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shops, factories and breweries, churches, schools and other public buildings, on either side
of a busy main road. The narrow side streets are lined with parked cars, many belonging to
people working in the area or in the nearby city centre rather than to residents. The smell
from the breweries and the noise of the traffic are constant factors. There is an impression
of lack of greenery, in spite of the Victorian graveyard on the main road (hidden behind a
high wall), the small park in the Muriestons, and the Gorgie City Farm.
The whole place has a feeling of being on the move. Rehabilitation of the housing stock
by Gorgie Dairy Housing Association and Edinburgh District Council, begun in the late
1970s, is well advanced. Tenants, owner occupiers and private landlords are benefiting,
despite the stress and upheaval of decanting or living on a building site. Many
environmental problems remain, like the smallness of the flats and the lack of play space
for children, but - despite grumblings - these seem to be accepted, along with the
benefits, as part of the cost of living so close to the city centre. Some important
distinctions are not obvious to outsiders. Gorgie and Dairy are two distinct areas,
separated by the traffic junction at Ardmillan Terrace. Defining other boundaries is not
so easy. Shandon, an area of terraced houses with small gardens just up the hill, can be
considered part of Gorgie or of Merchiston, depending or where you send your children
to school, do your shopping, and feel you belong.

The ALP workers
Gerri Kirkwood, Stan Reeves and Fiona O’Kane started as ALP workers in September
1979. Joan Bree, the ALP secretary and receptionist, arrived six months later. All are still
in post, except for Fiona, who left in 1984. Their backgrounds are very different. Gerri is
married with two teenage children. She has a degree in modern languages, and post
graduate training in adult education and community development, and human relations
and counselling. She has previous experience as a teacher, community worker, reporter to
children’s panels, and tutor on return to learning courses. Stan is married with two school
age children. He trained as a photographer and then as a youth and community worker.
He has previously been an adventure playground organiser and a community development
worker. He also plays the melodeon in a ceilidh band. Fiona is married and has a degree
in English language and literature, with postgraduate training in community education.
She has previously worked as a literacy tutor/organiser, and is now in mainstream
community education. All three had prior interest in the work of Paulo Freire. Joan Bree
is single. She trained as a secretary and has previously worked in a bank and as a mother’s
help in Canada.

The ALP process
What follows is an outline of the ALP process of building programmes of learning and
action as it has been refined during the life of the project. This represents ALP workers’
understanding of Paulo Freire’s approach to education as they have adapted it in Gorgie
Dairy in the 1980s.
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The stages in the process are:
secondary source investigation
primary source investigation
finding co-investigators
co-investigation
building codifcations
decoding
building the curriculum
learning programmes
action outcomes
Secondary source investigation

The workers begin by doing research on the life of the area using secondary sources, that
is material written about it available from local and central government departments,
libraries, universities, and so on. They meet regularly to share their findings and begin to
build up a composite picture, which may include such dimensions as the built environment,
work, schooling, planning, census information, health profile, employment and
unemployment, and so on.
Primary source investigation

The workers get to know the area at first hand by walking about and observing the physical
environment and the way people relate to each other in public. They make contact with key
professionals, clergy, the local politicians, and residents involved in community
organisations. They visit workplaces and make contact with managers and with
trade unionists.
The questions asked in this stage are: how do people see the area, its boundaries, its
physical and social characteristics, its history? What are their feelings about the area and
their hopes for its future? What is their personal experience and knowledge of its
problems? The aim is to build up a picture of the people, the area, its background and its
difficulties as experienced by those who live and work there, to set beside the factual
information gathered from secondary sources.
Finding co-investigators

The next task is to invite a cross-section of residents to join the workers in the investigation
process. At the beginning of ALP this was done by knocking on people’s doors, explaining
the purpose of the project and inviting them to attend a public meeting. Once the project
got into its stride, co-investigators were recruited from those who had participated in
earlier ALP programmes.
Co-investigation

The co-investigators meet regularly with the ALP workers, one of whom leads the group
with the other as observer/recorder. Co-investigators are invited to say how they experience
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life in the area. The aim is not to come to conclusions but to formulate questions which the
co-investigators in their turn will ask other people.
In general ALP workers and local volunteers share all the tasks of this stage. Co
investigators interview their own contacts in the area: relatives, neighbours,
shopkeepers, and so on. These interviews take the form of conversations: the co
investigator takes notes or may use a taperecorder, asking a series of broad open
questions and paying particular attention to matters of special concern to the individual
being interviewed.
Another dimension of co-investigation is the observation of moments of life. This involves
visits to public places in the locality where people come together. Participants are
encouraged to make these visits in pairs, to overcome diffidence. Where visits are made to
settings attended by members only, some advance preparation may be necessary. The
purpose is to observe the nature of the activities, how they are organised, the
communications between participants including the words, phrases and gestures used, and
the emotional content of the encounters. Co-investigators are given guidance on how to
observe but not what to find. Co-investigators continue to meet as a group to share their
findings with one another. One ALP worker listens for common concerns, linking
interviews and observations together. The meetings are taperecorded so that no important
material is lost. The aim now is to begin to identify key themes which will be codified at the
next stage.
The worker leading the group encourages people to report back from their interviews and
observations. The data often comes back in the form of stories interviewees have told to
illustrate a point. The leader invites responses from other co-investigators to the material
presented, sometimes summarising and re-presenting what has been said to let people hear
the evidence more clearly and begin to reflect on it. Towards the end of the session, the
observer, who has been listening and taking notes, feeds back observations of the group
process and the themes beginning to emerge. Co-investigators in their turn comment on
these observations. Finally, the programme of interviews and observations to be carried out
before the next meeting is agreed.
After the meeting the ALP workers, drawing on the notes and taperecordings, tentatively
identify significant statements that have been made and themes that are emerging. This is
typed up, given to co-investigators at the next meeting, and checked out with them. By the
end of this stage, a number of themes have been named as they exist in the significant
situations of people’s experience.
Building codifications

The task now is to find a way of illustrating these themes in their social settings. The co
investigators are asked to describe the situations in which a theme first emerged. What was
the setting? What was happening at the time? Who were the actors in the situation? How
were they relating to one another? Out of this brainstorm, a series of briefs for codifications
is prepared.
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ALP has experimented with different media for codifying themes. At first, a local artist was
asked to prepare drawings, schematic representations of a theme presented in several
situations simultaneously. Later she was asked to make a more realistic representation of a
situation, showing elements of the physical environment and the relationships of people to
each other and to the situation itself. The advantage of a drawing is that it is a composition
by the artist, who can include all the elements necessary for understanding the situation in
one image. It was soon found, however, that drawings have their problems. People see them
as art. They are distracted by the style and quality of the drawing, and whether or not it is
an accurate representation. They also expect the artist to interpret reality for them.
Photography has proved to be a more suitable medium for ALP’s purposes, though also not
without problems. Most people take photographs for granted as mirroring reality. They
know that the photographer has selected both image and viewpoint, but as a medium it
does not intrude. People tend to read photographs the same way as they read reality. The
main problem is that the photographer is limited by what the camera can include at any one
moment and this may exclude some of the elements necessary for understanding the
totality of a situation. The problem can be overcome by using several photographs. Good
photographic codifications are really powerful tools enabling dialogue to take place.
A codification should not be too enigmatic, so that those responding to it in a group will be
able to find themselves in it and interpret it in the light of their own experience; nor too
explicit, otherwise the group is deprived of the task of interpretation. For the purposes of
codification, the photographer, like the artist, is given a brief describing the situation, the
elements to be contained in the image and the relationships of the elements to each other
and to the whole. The photographer is asked to capture the significant moment, or peak of
action, in the situation.
At later stages in the development of ALP, other media have been used for making
codifications, including taperecorded interviews, articles from books and newspapers,
videotapes, TV programmes and adverts, slides, poems and various combinations of these.
The next task is to make a selection of codifications and arrange them in a sequence which
will allow participants involved in decoding to make connections between the themes and
contradictions contained in each codification and in the sequence as a whole.
Decoding

Other residents are now invited to join in discussions around the codifications. The co
investigators invite people they have interviewed. Carefully designed publicity reaches out
to those with first-hand experience of the situations to be explored, to members of
community organisations, passers by, and anyone else who may be interested.
Several decoding groups of 10 or 12 are formed, meeting at different times of the day to
allow a wide cross-section of residents to become involved. An ALP worker leads each
group, with the help of another w orker'or a co-investigator whose role is to observe
and record.
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At the start of the first session the co-ordinator explains the purpose of decoding and the
methods to be used. It is an opportunity to take a closer look at some familiar situations
and say what you think. The success of the discussion depends on participants being
prepared to share their experience of the situation with others in the group. The outcome
of all these discussions will be the creation of learning and action programmes to tackle
some of the issues raised.
The first codification is displayed on an easel. Participants sit round it in a semicircle. The
co-ordinator asks a series of open questions designed to take people gradually into an
analysis of the situation. A sequence of questions has been prepared in advance, but others
are added as the dialogue in the group begins to take shape.
The first level of questions is simply descriptive. The group is invited to look at the picture
and describe everything they see in it. They are encouraged to break the image down into
its elements.
The next level of questions invites participants to identify with people in the situation. They
are encouraged to read their expressions, postures and gestures, and suggest what their
relationships to each other and to the situation might be. Since the situation is a familiar
one, members are able to fill the picture out from their own experience.
The following levels are more challenging. Members are invited to relate the situation to
their own lives, to place themselves in it. Then they are asked why the situation is as they
have described it. This question encourages them to look beyond the particular and the
personal to wider social, political, cultural and historical factors.
Themes and contradictions emerge throughout the session. Sometimes the co-ordinator
intervenes to re-present what is beginning to emerge, choosing her moments carefully, so
as not to interrupt the flow of discussion. She may draw together common threads in what
people are saying, or move things on by posing further questions.
The process of communication in the group moves gradually from the responses of
individuals, often directed at the co-ordinator, to dialogue in which members respond to
each other’s comments and begin to formulate their own questions.
One of the problems is keeping the group together, getting them to build on each other’s
contributions co-operatively. The codification helps by acting as a focus. The co-ordinator’s
skill in re-presenting what she hears and addressing questions to the whole group is also
important. But the difficulty of keeping a balance between individual and group remains.
The tension is particularly acute in this method, because the co-ordinator wants to
encourage individuals to express themselves and value their experience, and at the same
time to value the experience of others by listening and responding to their contributions.
At the end of each decoding session, the observer is invited to contribute. From his notes
he outlines the key points of the discussion, quoting from what individuals have said. Key
words and phrases may be written on the flip chart. He then offers to the group any themes
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or contradictions he has spotted which have been missed in the heat of discussion. The
group responds, confirming or challenging the observer’s comments and adding their own
points. Finally, the co-ordinator checks out if it is possible to get agreement in the group
about what has been the most important theme to emerge in the discussion.
A written record is made of each session and if possible posted out to members before the
next meeting. It includes a distillation of the discussion, the themes and contradictions
emerging, and the observer’s comments on how the session went. At the end of the
sequence of decoding discussions, the recordings are gathered together and used as the
basis for a final workshop, where the task is to identify the most generative themes and to
brief the ALP workers about the content of the curriculum.
Building the curriculum

The brief is the outcome of all the work done in co-investigation and decoding. People’s
concerns have been identified and their feelings about them explored. They have looked
beneath the surface of taken-for-granted situations and begun to see them afresh, and in a
wider context. They have identified themes requiring further action reflection.
The task now is to construct a thematic programme which will try to address different levels
of reality simultaneously: personal, local, national, global. It will try to take account of the
inner world of feelings and the outer world of facts, the influence of the past, the impact of
the present and the potential for the future.
Such a programme can cut across the boundaries of subject disciplines. Appropriate
experts are approached - for example, a psychologist, a historian, a political economist.
They are given a detailed brief covering the exploration carried out so far and the questions
which have arisen. They are asked how they would address these themes from the point of
view of their own discipline. And the ALP process and their potential role in it is explained.
The aim is to create a programme which will be a seamless garment. At early stages in the
life of ALP the workers sometimes found it hard to give a clear enough brief, and some of
the experts were unused to building interdisciplinary programmes and working dialogically.
ALP is still struggling creatively with these challenges.
Learning programmes

Programmes usually run to 8 or 10 weekly sessions each lasting 1 1/2 to 2 hours. The
importance of attending each meeting in the sequence is stressed, and participants are
asked to make this commitment. For daytime sessions in which parents with small children
are involved, a creche is provided.
At each meeting group members have the first word. The ALP worker triggers the process
by asking a key question arising out of decoding, which underlies the invitation to this
particular expert. The expert then makes her presentation, based on the brief agreed
beforehand with the worker, and adjusted to take into account what group members have
just been saying.
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Finally there is a dialogue, in which all take part in what Freire calls a mutual search for
truth. The task here is to integrate the expert’s knowledge and experience with the group’s
previous knowledge and experience. The ALP worker’s role is to facilitate the dialogue.
Problems can arise here from the compulsion of some experts to talk too much, and the
tendency of some group members to become passive in the presence of experts. Much
depends on the way the session has been set up, the facilitating role of the worker, and the
experts’ ability to respond quickly and sensitively.
Action outcomes

Participants know from the outset that some kind of action is a hoped-for outcome from
the learning programmes. The action itself can be of different kinds. It may involve
community action by the group in co-operation with other local people to tackle a specific
problem, the creation of a new community organisation in the area, or action by individuals
in their own lives. Changes in attitudes occurring during the learning programmes may
result in people deciding to stay where they are in a positive sense. There may be gains in
self-knowledge, self acceptance, personal effectiveness and social functioning. There is no
way of predicting what the outcomes of learning programmes will be. Workers cannot- and
should not- always know the personal outcomes for individuals. What we can say is that any
action by the group in which the ALP worker is involved will always be characterised by
prior investigation of the feasibility of the project, and continuing reflection on the process
of action as it evolves.
The evolving process

Over the years the ALP process has become more flexible:
- the different stages can be of longer or shorter duration
-

action can follow reflection or occur alongside it

-

the process is often shortened and speeded up

-

what is being investigated is clearly defined and can be limited in scope

-

co-investigators are trained in the skills of interviewing and formulating questions

-

each stage of the process has become more distinct - and more clearly linked to the
following stage

-

experts are integrated more fully into the learning process, often acting as resource
persons or consultants to the group rather than as guest speakers

-

group members themselves are asked to take on more responsibility for their own
learning: building codifications, identifying key themes, recording the main points
of the discussion, contributing ideas for the content of learning programmes, and
leading their own action projects.
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TED MILBURN
THE COMMUNITY EDUCATION SERVICE AND ITS
ROLE IN DEVELOPING LEARNING OPPORTUNITIES
FOR ADULTS
BRITISH COMPARATIVE AND INTERNATIONAL EDUCATION SOCIETY 1987
INTRODUCTION
This paper argues that the growth and development of the Community Education Service
from its beginnings in youth work and community development have endowed it and its
staff with philosophical pre-dispositions, group work, community work and informal
educational skills for working in particular ways with community groups. The community
development approach has taken a special kind of educational opportunity to those who
have hitherto been unattracted by the style, content and mode of delivery of traditional
adult education. It is argued that there are enormous gains in the harnessing of an
educational dimension to the community development process both in human terms and in
relation to the availability of educational opportunities to the whole population. The role
of the Community Education Service in the post-compulsory education strategy is explored
and the contribution of the community education worker as a ‘network agent’ in Lovett’s
terms is underlined. It is a role, which because of training and development, the community
education worker is uniquely equipped to perform.
This paper will be concerned with underlining the role which the Community Education
Service can and does play in the development of learning opportunities for adults. It will
accept as its context the Strathclyde Region which has had a Community Education Service
since 1975 and many of the examples of fieldwork practice which are highlighted are taken
from work which has been developed in that Region. Exploring the topic of the paper I am
intending to follow four main themes.
(a)

The growth of a Community Education Service in Strathclyde Region through
developments in Youth and Community Service.

(b)

The theoretical and practical fieldwork implications of this process.

(c)

The application of a community development approach to the creation of learning
opportunities for adults.

(d)

The role of a field based service in the Region’s post compulsory educational
strategy.

In all that follows I should make it quite clear that the views expressed are my own and not
necessarily those of Strathclyde Regional Council.
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The Growth of a Community Education Service in Strathclyde and
some Theoretical and Practical Implications of the Process
In order to understand the development of the work of the Community Education Service
in community based adult learning, it is important to trace its progress and growth through
youth and community work. This section is concerned with this process.
Prior to the establishment of a Community Education Service in Strathclyde Region and
other Scottish regions in the late 70’s, a Youth and Community Service operated within the
education department of the Regional Council. The growth of a youth service within
statutory authorities had been relatively slow from the time of the Second World War until
the publication of the Albermarle Reporf^^ in 1960 and the establishment of the
Consultative Council for Youth Service in Scotland in the same year. The former
recognised that, by this time, the work situations of youth workers in local authorities
ranged from coffee bar management and ‘detached’ work in open play spaces, to the
executive control of large youth centres(^). Their work was seen in all cases, however, to
contain elements of administration, planning and personal contact with young people - this
latter dimension affording the opportunity for ‘considerable social, educational and
pastoral work’.
The Albermarle Report acted as an impetus to a speedy development of existing statutory
Youth Service and provided the bases for the first full-time professional training course for
youth workers. Before long, relatively large numbers of trained youth workers, many of whom
had been mature college entrants from a range of industrial and commercial backgrounds,
were being appointed to the Youth Services run by the County Councils in Scotland in the
early 60’s. The training, based broadly on the theme of the Report, which had emphasised
‘training, association and challenge’, was predominantly into roles as manager, counsellor,
educator, group worker and social relations officer. Many of these graduates brought with
them skills gained over years as voluntary workers in youth organisations.
The Albermarle Report had been inspired by the apparently increasing affluence and
independence of the youth of the late 50’s which was believed to have led to a breakdown
of the ‘traditional constraints of authority’^^\ Commitment to the idea of training and
challenge was central to the report as was the concern to allow young people of both sexes
to associate with each other within informal, relatively unstructured, learning experiences.
A direct learning role was attributed to youth workers within the context of social education
in the section of the report entitled “Preparation for Adult Life’, indicating that youth club
members should be encouraged to participate in discussions concerning religious, political
and industrial relations issues. Above all there was an emphasis upon the need to reach the
‘unattached’ - the relatively large group of adolescents who had been alienated by the
previous experiences of schooling, family and community life.
Because of these broad concerns, the value base of the developing Youth Service was the
belief that programmes should begin with the needs of youth people and should ‘start
where they are’. It became important to know a great deal about the concerns of young
people and their interests so that the programmes could appropriately reflect these. It
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was necessary for curricula to be flexible - to respond to changing need, to be available
at times when young people preferred or were ready for it. Youth club programmes were
to be developed as a means to an end and not necessarily an end in themselves. For
example the ‘shop window’ attraction of the weekend camp was the means by which the
worker was able to work positively with a group to develop new interests and create
group learning situations. Every opportunity was to be taken to encourage young people
to take leadership themselves and to undertake responsible roles in the organisation - so
being allowed and encouraged to learn and grow from these experiences. These ideas
provided a rich basis for the subsequent development of a community based model of
adult learning.
During the late 50’s and early 60’s moves were already taking place in the development of
a community dimension within statutory service provision. The Education (Scotland) Act
of 1945 brought within the ambit of education a whole range of activities of numerous
national and local adult organisations. The Act had opened up the way for authorities to
assist these bodies, and in 1967 aid was given to some 2,750 local groups. The same Act
enabled authorities to promote schemes of informal education for adults. In discharging
their duties under the Act, authorities have given emphasis to establishing, maintaining and
assisting organisations in the areas which are designed to service general community needs;
in particular, community associations in centres.
The Community o f Interests Report^‘^^ gave an impetus to this development and the Youth
Service Development Council in 1969 published a further report entitled Youth and
Community Work in the 70’s which effectively underlined the development of a Youth and
Community Service^^\ Within the latter, the writers of the Report developed the theme of
the social and political involvement of young people indicating ‘we are not so much
concerned today as in the past with basic education, with economic needs, or with the
communication of an agreed value belief or system, but to help young people to create their
place in the changing society and it is their critical involvement with the community which
is the goal. We have in mind not that the young person would simply be practising
democracy for future use in real life; but rather he would be living and contributing directly
towards a democratic way of life’^®^
A central theme, therefore, was the emphasis upon the role of young people in community
action and social change. Particularly significant for the subsequent development of a
Community Education Service was the way in which the report and subsequent
development in local authority’s policies emphasised the community work dimension. The
marriage of youth service and community work meant a commitment to all age groups, an
extension of provision, and certain differences in approach in relation to working with
people. In developing what it called the ‘activity society’, the Report called for the direct
involvement of local people in their own affairs and for processes which would allow those
most disadvantaged to gain the skills and to develop the abilities to improve the economic,
social and cultural conditions of communities. The processes of community organisation,
community development and community action encompassed a range of strategies which
could encourage and support this process
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The Youth and Community Service, because of these changes in theory and practice,
was now recruiting and training those who would work with adults as well as young
people in a facilitating, non-directive and training role. Instead of ‘leadership’ provided
from ‘the front’, so to speak, as in the early days of the Youth Service, the practitioner
in the Youth and Community Service learned to work through a community
development process. In this process the worker assists the community or group to
identify its needs or objectives; to order these needs and objectives in terms of specific
priorities; to build the skills and develop the confidence to work at the objectives; to find
the resources both internal and external to deal with them; and finally to take action in
respect of these objectives'®^ The group is encouraged by the worker to develop its own
leadership resources.
In the community development approach there is the belief that control of key areas of
community life can have beneficial repercussions for individuals in community groups
and other aspects of living, it begins from the belief that individuals have the right to
express individuality and it emphasises the value of self-induced change over induced
change. There is also an intention to develop co-operation and integration amongst
community groups. A central tenet of this approach is also the belief that process is all
important, if not more important than content in educational programmed since the
sensitive group worker would be attempting to use group experiences to develop skills
and learning.
Throughout the period of the late 60’s and early 70’s, Youth and Community Services
within statutory authorities in Scotland increasingly became involved with a wide range
of community groups, tenants’ associations, village hall committees and community
councils. Programmes were for ‘target’ groups of all ages in the community. Work
developed with play schemes, unattached young people, young mothers, the elderly, the
unemployed and a range of other community groups with specific learning needs and
interests. In 1975 the Alexander Report
Adult Education: the Challenge o f Change
recommended that adult education should be regarded as an aspect of community
education and with the Youth and Community Service, should be incorporated into the
Community Education Service^^^ Strathclyde Regional Council along with most of the
other regional councils in Scotland, implemented this recommendation and the former
Youth and Community Service became a Community Education Service.
Essentially the Alexander Report was not about community education per se, but
concerned itself with the appropriate delivery of adult education in Scotland. At the heart
of the Alexander Report was the concern to emphasise the belief that education should
be a continuing experience spread over the whole of life. Secondly, the report stressed
the belief that adult education was not concerned solely or primarily with the training of
the intellect. ‘The aim is to enable each person to develop his various capacities to the
full and to become an informed and responsible citizen’^^°\ It further emphasised that
instead of the form and content of education being concentrated on subjects, it was
necessary now to pay particular attention to the identification and satisfaction of needs.
Even more significantly it emphasised the need to concentrate upon what educational
programmes ‘do’ rather than on what educational programmes ‘contain’.
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The specific aims identified by the Alexander Report for adult education were:
a)

the reaffirmation of individuality

b)

the effective use of the resources of society

c)

to foster a pluralist society

d)

education for change.

Amongst other things, it highlighted specific areas of expansion relating to particular target
groups; for example, young mothers, the elderly, those working unsocial hours, ethnic
minority groups, the disadvantaged through educational or physical handicap, those living
in areas of multiple deprivation and rural areas. In order to secure the proposed
development, 200 additional full-time staff were considered to be required across Scotland.
Unfortunately, the additional resources were not to be made available and the vision of the
Alexander Report had to be approached from within the existing resources of the Community
Education Service, voluntary organisations and the adult education departments of
universities, with resulting restrictions upon the capacity to deliver a full service.
The Community Education Service had now, however, become established within
Strathclyde, undertaking three principal functions:
(a)

services for young people

(b)

adult and continuing education

(c)

general services to the community.

In the late 70’s, fieldwork community education staff, having been previously centre based,
were re-organised into geographical area teams. Divisional adult basic education
organisers were appointed and the education work which developed through area teams
and from divisional units has been heavily reliant upon the part-time teachers, leaders and
volunteer tutors. The Council’s current policy for the role of community education and the
delivery of adult and continuing education specifies its responsibility for the following:
(a)

participation in the planning and delivery of an integrated programme of post-16
learning opportunities across the Region, encompassing formal, informal and
voluntary provision, including basic and compensatory education, residential
courses and summer schools;

(b)

ensuring that adults have information/advice on and access to continuing
educational opportunities;

(c)

the development and promotion of distance learning packages;

(d)

the development, in liaison with other appropriate Regional Council departments
and other agencies, of adult education services for specific groups in need in the
community, involving services for young mothers, the elderly, adults working
unsocial hours, adult immigrants, the disadvantaged, inmates of penal
establishments, the handicapped and one-parent families;
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e)

liaison with assistance and advisory services to voluntary groups involved in the
field of services to adults and assisting communities in establishing voluntary
groups and agencies where there is an expressed need;

f)

collaboration with universities, colleges, the Workers’ Educational Association and
other voluntary agencies in respect of adult education provision;

g)

provision of training for adult education tutors and specialists in various fields of
adult education.

The Application of a Community Deveiopment Approach to the
Creation of Learning Opportunities
From the section above it will be seen that the current Community Education Service
consists of full-time, part-time and volunteer staff deployed in area and divisional teams
across the breadth of Strathclyde. The council’s social strategy for the 80’s ensures that
there is a clear emphasis in resource allocation to neighbourhoods which are designated
areas of priority treatment. In practical terms this means that staffing and funding are
proportionately allocated to give extra support to these areas. In addition, particular policy
and practice emphases are given to key policy areas of strategic concern - notably youth
services, single parents, adult education, pre-fives, the elderly and service to the
unemployed. Community education workers are therefore continuously in contact with a
wide range of target groups and are centrally placed to be involved in the kind of
developmental role envisaged within a community based adult learning strategy. The
natural relationship which exists between workers in the Service and a wide range of
existing community groups, tenants’ association and local structures makes this an excellent
springboard for the field worker in the identification of realistic and expressed educational
needs around which appropriate programmes can be developed.
Central to the whole concern for a community development approach to adiilt learning is
the fear expressed by a number of commentators over the last few years that adult
education services have served some publics far better than others because of the huge gap
between public lifestyles and experience and the structure of provision^^^\ Although
informality has been seen to be the basis of the approach in traditional adult education, the
rhetoric and the reality are a variance. As Lovett observes, ‘the nature of the service is
decided - with few exceptions - by those in control. The criterion for success is judged in
terms of formal classes and the numbers attending. All the bureaucratic paraphernalia of
register and forms are much in evidence. Students participate in an education process
decided for them’^^^\ This ‘centre-periphery’ model can be seen demonstrated in the way
in which local authority adult education programmes have been advertised in the past
(See Diagram I).
The criterion of success in this form of approach to the public is whether in fact classes
receive sufficient applicants! It depended greatly upon the motivation of those who read
the advertisements and whether they were already skilled or confident enough to become
involved in formalised classes. It was not uncommon for a perverse judgement to be made
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on those from deprived communities who did not avail themselves of adult education
classes and because of this were seen to be either too apathetic, intellectually limited, or
only concerned to participate in more social past-times. The strength of recent research
has, however, pointed to the fact that this is just not true and that the so-called lack of
motivation or confidence has often been inspired by earlier unsatisfactory experiences of
education which has damaged self-esteem^^®\ Furthermore, when educational programmes
are developed in accordance with the community development model, the results in this
Region have been astounding and the personal gains for local people in terms of education
development have exceeded even their own expectations!
This approach has the advantage of attempting to make adult learning relevant. Combining
the value basis of youth work, community work and community education it attempts to start
where people are; emphasises issues rather than subjects; concentrates on discovering local
needs to examine them as local groups perceive them; it is flexible, open-ended and does not
restrict itself to the periods during which education has traditionally been seen to be possible
(e.g. between 7-9pm for 10 weeks per session and never during the summer holidays!).
The criticism that the Community Education Service, by espousing this model, has been
unable to properly develop adult education which was sufficiently cognitive is open to
debate. Such a view mistakenly overlooks the cognitive nature of issue based educational
provision which is related to the examination of local problems; the introduction of new
ideas and the creation of new experience; the development of skills; decision-making and
practical implementation of programmes. Secondly, the viewpoint overlooks the fact that
the good community education worker will seek for participants avenues out of initial
experiences for adults into new and more challenging educational opportunities. It has not
been uncommon for individuals from groups in deprived communities to demand further
educational opportunities and to progress on through structured ‘O’ grade and Higher
courses to further education college or university. Finally, the ‘cognitive’ argument seems
always to argue for an elitist ‘hierarchy’ in education provision, relegating community based
provision to the equivalent position of second best.
As Fordham et al. have indicated, the educational process of working with groups of people
around topics or problems which are meaningful to them, and that they determine, is not
easy^^‘^\ The worker needs to spend time helping people to see what he or she is trying to
achieve, and how that relates to the education service. When ‘education’ does not depend
upon a central system of servicing or decision-making and becomes an activity directed by
people themselves, it may seem to officials to be more difficult to separate it from other
community activities. Clearly the rejection of the mystique of the expert and attachment to
pre-packed curricula in favour of the positive commitment to provide educational
opportunities which people in deprived communities really want, is close to the community
development approach. With this approach it is more difficult to define ‘success’ and
therefore to convince others in the educational world that what is going on is really
educational! It is disappointing, but not surprising, that some educationalists need
persuading that the work could not be better undertaken by ‘teachers’! Those working face
to face with groups in such a strategy as a network agent have special training and support
needs which we have only just begun to be able to properly provide^^^^
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Problems
The programmes may not meet local needs. People are perhaps apprehensive about
‘joining’. People are often put off by complicated enrolment procedures. There appears to
be a general apathy and lack of motivation. The process reinforces the lack of confidence
of local people by ‘distancing’ provision from their real needs. Classes are too expensive for
many, despite concerns for the unemployed and disadvantaged.
DIAGRAM 2

For adult learning which is then delivered in modes and settings which are appropriate to
local people. The curriculum is negotiated, and further educational opportunities are
built upon existing experiences.
KEY FEATURES:

Real methods of consultation, utilisation of local skill, reliance upon
local intuition and advice, de-formalisation of procedures, the
engagement of local ‘experts’ as tutors.
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The approach which has been identified above (Diagram 2) refutes the pathological view
towards people living in deprived communities. Encouraging examples of good practice
are available right across the Region, such as the explosion in adult education
opportunities which happened as a result of an adult education day conference held on a
Sunday in a local primary school in the Strone/ Maukinhill area of Greenock. Over 100
local people attended, many of whom had never been to an educational conference
before. The day included exhibitions, group discussions, seminars and work groups. An
adult education advisory group of local people was established, from which has developed
a whole string of educational opportunities relating to community studies, women’s selfdefence, budgeting on a low income, communication through drama, health issues, and
businesses. The workers and local people operating together succeeded in providing adult
education opportunities where previous traditional agencies and approaches had
consistently failed.

The Role of a Field Based Service in the Region’s Postcompulsory education survey
In the Autumn of 1982 the Regional Council agreed a policy for the development of postcompulsory education which was followed in January 1983 by the SED publication 16-18’s
in Scotland - an Action Plan. This outlined the basis of a new system of education for the
16-t- age group. The heart of the regional council’s policy relating to post-compulsory
education is as follows^^®^:
a)

the service provided by schools, colleges, the Community Education Service and the
Careers Service should be developed to provide a coherent and comprehensive
range of provision for the community as a whole within a locality;

b)

the provision of post-compulsory education should be based on the concept of
education as a continuing process in which the individual will be involved
throughout life;

c)

the arrangements for the provision of services and educational programmes should
be sufficiently flexible to respond to change and changing needs; the planning of
provision should be based on as local a framework as is compatible with efficient
management and resourcing;

d)

the arrangements should be designed to increase the level of participation in
education beyond 16 years of age, and particularly in the 16-18 age group.

The intention has been to provide a widening choice to young people and adults over 16
years of age within the locality and to enable them to negotiate his or her programme of
study and activity. New modular programmes of non-advanced vocational education are
now provided by schools and colleges and provide means of rapidly updating the content
of vocational education courses to meet changing needs in the course of work. Combined
with a system of credits which lead to the new National Certificate, and their availability to
adults throughout life, these courses provide the means of enabling adults to update and
change occupational skills.
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The secondary school is seen as an educational resource for the entire community and as a
consequence becomes the stimulus for the expansion of educational opportunities for all
members of the community. (Over 9,000 adults now participate in day-time courses within
secondary schools in Strathclyde. Most of these involve mixed groups of day school students
and adults).
In August 1983 a system of area curriculum planning groups (ACPGs) was introduced
covering the Strathclyde area. The membership of area curriculum planning groups is made
up of the local elected regional councillors, head teachers of secondary schools, college
principals, the area careers officer, the area community education officer, a number of
parents and a member of the divisional directorate.
Area curriculum planning groups are required to fulfil a strategic planning role in relation
to the full range of post-16 educational opportunities for a given local area. This role includes:
(a)

the identification of the educational needs of the local population;

(b)

the planning of provision to meet these needs;

(c)

the advertising and marketing of the agreed programmes;

(d)

the monitoring of the implementation of the ACPG’s plans;

(e)

the evaluation of the whole process.

In this exciting new development there is a key role for a field based service which has close
contacts with community groups and which is involved in the development of adult basic
and informal education.
The contribution of the Community Education Service within the post-compulsory
educational strategy is as follows. It is delivered as part of the work of the area curriculum
planning group.
(a)

a brokerage role in terms of having an overview of existing provision; identifying
demand for existing provision; identifying unmet needs; matching demand to
provision and negotiating or making alternative or additional provision, (taking into
account the key client group identified in the social strategy for the 80’s). This is a
particularly important role in the light of the development of a vigorous outreach
commitment by' further education colleges. Already a number of successful
collaborative ventures between community education staff and further education
college colleagues have allowed key links to be made between the college and
community groups with a resultant increase in their capacity to help local
communities. Some of the success in bringing adults into schools is also due to the
brokerage role which is being played by community education staff and the close
relationships which have been developed by schools staff and the local community
education team;

(b)

the marketing and publicising of existing provision to the general public, and the
provision of information, advice and guidance in relation to the range and choice of
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educational opportunities. This is a role which the Community Education Service
has shared in partnership with the careers service where more detailed expertise is
available in relation to educational guidance.
(c)

organising and providing adult basic education, informal education, preparation for
study courses, bridging courses and the interface with formal education and
training. A great deal of the work which has been developed within and through the
relationship of community education staff with existing community groups has been
innovative and developmental. It has often served as a stepping stone for local
people becoming involved in more formal education and training opportunities.
The theory and practice of this innovative developmental work is still under
developed and further research and specific in-service training are necessary in
order to allow it to flourish.
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MEASURING THE BENEFITS OF YOUTH WORK
A REPORT TO THE SCOTTISH OFFICE EDUCATION DEPARTMENT pp 77-90 1991
Introduction

There are no symbolic ‘rites of adulthood’ in western society so any young person’s route
towards adulthood is not marked out by clearly defined signposts which indicate progress
in a desired direction. Adolescence involves systematic changes in social development, in
the nature of necessary social skills and in relationships. Family relations are altered and
the adolescent begins to encounter many new demands and expectations within his/her
social roles. Adolescents may begin dating, working with others in part-time jobs, spending
time with peers without adult supervision, or being involved with peers and adults in youth
work settings. In this process of socialisation various adults such as teachers, sports coaches
and youth leaders with whom young people interact, are important as role models and
social agents. When adults take on these more conscious educational goals and roles they
are sometimes referred to as mentors. A mentor has been described^^^ as an older more
experienced person who seeks to further the development of character and competence in
a younger person by guiding the latter in acquiring mastery of progressively more complex
skills and tasks.
The role of youth groups can allow young people to interact with adult mentors outside
their family. Nevertheless, for many young people in modern society there are limited
opportunities and occasions to meet and socialise with mentors.^^^ Hence the potential
value of youth work settings.

The benefits of youth w ork?

Given the importance of both adults and peers in the development of adolescents, what
basic interpretations can be made from the current findings?
We would suggest that there are six major themes underlying our results which will be
discussed as follows:
(a)

the value of youth work

(b)

young people and types of youth work settings

(c)

joining, staying with the organisation and leaving youth work

(d)

youth work and youth leaders

(e)

the benefits of youth work, and

(f)

youth work and other professions.
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The value of youth work
Given the fact that facilities varied among our five case study areas - creating their own
constraints - the range of youth work settings means that there is a selection of
activities to attract a broad spectrum of yOung people with varying interests. From our
findings it is clear that the young people who participate in youth work settings value
the opportunities and activities available to them. They particularly stressed the
enjoyment of the activities, learning new skills, meeting friends, getting out into the
community and making excursions and expeditions into the ‘wider world’. From the
young person’s perspective this highlights the importance of experiential learning
in adolescence. Further, since enjoyment in the process of learning is perceived as
highly important learning may take place more readily, and perhaps less consciously for
these adolescents.
From the youth worker’s point of view the fact that young people apparently enjoy
youth work settings creates the potential for them to provide learning contexts of a high
order where young people develop appropriate learning styles. As one part-time youth
leader suggested,
“Youth workers complement what good school teachers should be doing and that is
to instil an enquiring and discerning mind, encourage individuality, confidence and
natural skills. Youth workers should also encourage social awareness and
development in a friendly and relaxed manner which distinguishes them from the
contribution associated with teachers”.
This is in line with ideas of an enabling approach that aims to develop a young
person’s ability to think through, evaluate and make his or her own decisions and
choices regarding social and leisure skills whilst understanding the impact of these
choices upon their own life and upon others in society.^®^ Such training of decision
making and evaluative and social skills it has been argued would allow adolescents to
develop an effective self-awareness and self-agency. It also raises questions about a
broader based approach to youth work in later adolescence, away from membership
towards a networking of skills learning (perhaps even linked to youth training
schemes) with the inclusion of social skills. There is a need to consider the
developmental sequencing of educational approaches in enabling young people to
develop decision-making skills.
Drawing on complementary data from the Young People’s Leisure & Lifestyles
Project^”*^ there is strong evidence of an association between greater psychological
well-being and membership of youth organisations. When coupled with evidence,about
the greater sociability of youth organisation participants (in terms of their free time
associations), a picture begins to emerge of youth work drawing on a constituency of
well-balanced and socially integrated young people. Although it would be
inappropriate at this stage to posit any causal relationship between such benefits and
youth work participation, there is a need to probe further - through longitudinal study
- because the possibility of such an association is interesting indeed.
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Young people and types of youth w ork settings

Youth clubs and youth organisations touch the majority of young people, however briefly
and temporarily, and in this way do play a part in their social and leisure lives. Yet in a 1976
study of youth and community centres, one of the models found to be of major relevance
was called the ‘socialisation model’ in which adolescents were seen to be socialised or made
ready for adult society - learning and accepting approved patterns of social behaviour,
knowledge and values. These views have been more recently extended and reconstructed
to argue that this kind of ‘conservative’ youth work produces a compliant and
unquestioning youth. Such studies consider young people to be capable of making sense of
their situation in society but to be constrained by their position in the social structures of
class, gender and race.
Whether or not youth work settings enable young people to understand better their
developing roles in society, it is possible to claim from our study that youth clubs do attract
a wide variety of young people cutting across class, gender and ethnic lines and this was true
of all the areas we studied. There are differential attractions to membership of youth
organisations however. Younger adolescents from the ages of twelve to fifteen are more
likely to belong to youth clubs and also to uniformed groups. Further, youth club members
are also highly likely to belong to sport and activity groups. As such, the findings
demonstrate overlapping membership. Although no gender or class differences in
membership of any youth organisations were found, there were nevertheless age and
gender differences in the reasons given by young people for attending youth organisations.
Males claimed that they were more likely to attend to take part in games and sports, while
younger adolescents were more likely to attend because they had little else to do in
their neighbourhood.
Notwithstanding the degree of overlapping membership (around 60% of the total sample)
it is still possible to point towards certain differences in membership. In general it can be
stated that young people attracted to uniformed organisations appeared to have more
activities available to them and were afforded wider learning opportunities. Although this
may suggest greater benefits from participation in uniformed organisations, it may be that
possible benefits associated with more informal groups are simply more difficult to
measure. Evidence from our case studies suggests that participants in every youth work
setting derive benefits through involvement. Youth clubs appear to attract all types of
young people and to be seen by adolescents mainly as venues in which to play sports and as
a social context for meeting friends. Youth clubs also stand out as a setting in which young
people can meet up with the opposite sex. Learning to relate to peers, the opposite sex and
adults from the adolescents’ perspective, is perhaps among the most important learning
experiences gained at this stage of life. Sporting and activity groups were shown to attract
both younger and older adolescents, males and females, and adolescents from both manual
and non-manual social classes in equal proportions. From the one case study of ethnic
groups, young Asian women appeared to derive personal and social benefits from single sex
groupings. Thus, it would seem that the range of youth provision is attractive to a variety of
young people, particularly in early adolescence, and provides opportunities for individual
‘growth’ in a variety of ways - physically, socially, in accepting challenge, in the acceptance
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of others and in the development of self-confidence. Developing self-confidence is
essentially an educational experience for the individual, and learning about self,
capabilities, being able to express views and challenge ideas should be measured in
educational terms. Youth leaders stated that the process of helping youngsters to develop
self-confidence was of high priority to them.
The current findings extend previous Scottish research^^^ in showing that young people’s
attitudes to youth leaders are basically positive. Such positive attitudes, however, involved a
variety of perceptions about the approved qualities of youth leaders. Thus friendliness,
organising ability, trustworthiness and an ability to keep the peace were all descriptors
readily applied to youth leaders by young people in the present study. Such favourable
perceptions of youth leaders suggest that young people relate well with these adults and are
willing to subscribe to an acceptance of rules and adult authority. Linked to this acceptance
of leadership the case studies showed that young people’s feelings of group solidarity were
fairly clear. They were loyal to their own colleagues and youth leaders and indicated a strong
need to identify and belong, and to support their own particular group, seeing it as a mirror
image and a reinforcement of their own qualities and characteristics. By contrast their
perceptions of young people of other groups contained certain negative views.

Joining, staying with the organisation and leaving youth w ork

Evidence from the Young People’s Leisure & Lifestyles Project^®^ suggests that there are
differences among young people in terms of leisure behaviours and attitudes. Adolescents
who are youth club members are less likely to spend leisure time alone and more likely to
spend that time either with a boy or girl friend and likely to socialise in groups with other
adolescent boys and girls. In terms of attitudes youth club members are more likely to want
help in organising their leisure, to believe that leisure should teach them life skills and more
likely to see links between the skills and attitudes of work and those of leisure time. The
study showed that young people move on from adult-led youth organisations in
mid-adolescence towards more casual peer-oriented activities and interests.
The turning point in membership of youth clubs seems to be around the age of 16/17 years.
The drop-off is also associated with school attendance. Among those at school in the
sample 36% were youth club members. Only 13% of those who had left school however
were members. (All those aged 13 to 16 years were still at school). As such, leaving school
goes along with, leaving youth organisations. Further, it has been suggested that the reason
for leaving youth work settings is partly due to the fact that young people on leaving school
not only begin to seek greater control in decision-making but also because socially they are
ready to experiment with adult-type roles without the ever presence of adults. The peer
group - or a small network of close friends - is then used to reinforce and reaffirm
developing social identities. This raises questions about the short-term and long-term
benefits of youth work.
It can be argued that many young people grow through youth organisations towards more
independent living in the adult world. Thus youth work can be seen as an important part of
the developmental stage of early adolescence for many young people. Within the overall
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decline in youth membership noted from the Young People’s Leisure & Lifestyles Project
the fact that working class young people show a more marked drop out from youth club
involvement merits further consideration. If many young people in early adolescence are
disposed towards youth work settings as important learning contexts then should not youth
work capitalise upon such positive attitudes and enable them to develop the social skills,
self-agency and competencies necessary for later adolescence and adulthood.
The period of mid-adolescence is also important since it has been shown that the move
towards casual peer-oriented activities around this time can be linked to delinquent
behaviour. This is further compounded by various leisure provision which fails to address
the needs of many adolescents at this critical developmental stage:
‘Leisure provision tends to be structured in a manner that assumes potential users o f
facilities to have the characteristics o f affluence, mobility and an ability to make
rational selections among the leisure alternatives offered to them. There also appears to
be an assumption on the part o f leisure planners that social integration into the middle
classes is the ultimate goal to which the working classes aspire. Social class appears to
have been disregarded in planning for leisure.^^^
Whilst it is not suggested that youth work settings create such societal divisions it is
important for youth workers to be aware of this crucial period in adolescence and to offer
activities that are appropriate to young people’s needs. It is also important to question how
youth work values can be translated into the various sub-cultural needs of adolescents.
As the young person grows towards adulthood there is a desire for control to move from
adults towards self-autonomy in planning and decision-making, thus rules begin to figure
prominently in the young person’s decisions about staying with youth organisations or
moving on to other leisure pursuits. As the adolescent grows older he/she becomes more
critical, questioning and sceptical of adult-oriented organisations and wishes to use young
people of his/her own age to reinforce an emergent self-image. The need to feel
independent of adult supervision may be a vital reason why many older adolescents move
towards commercial leisure provision in pubs, clubs and discos in the pursuit of adult status.
Despite recent claims in national documents on aims and objectives for ‘shared
responsibility and decision-making’ in youth work what evidence is there for opportunities
to develop organisational and decision-making skills? With respect to ‘shared
responsibility’ our findings show that ‘decision-making’ in youth groups is perceived by both
the young people and youth workers as being mainly the prerogative of the leaders and only
shared in the ‘planning of events’ and ‘fund-raising’. There was limited evidence in the case
studies, and no evidence from the survey of young people alone taking decisions (about
anything). Such findings raise important questions about the perceptions of young people
(and of those working with young people in early adolescence) concerning
decision-making; about providing opportunities for young people to develop responsibility
and decision-making skills; and about giving them opportunities to reflect on activities and
having de-briefing sessions to raise awareness of decision-making processes. These
procedures would also have implications for youth work training.
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Youth work and youth leaders
Youth workers had a general acceptance of the official aims of youth work as stated by the
various youth organisations. Overall they sought to instil confidence in young people,
encourage decision-making and promote a variety of social skills. Such goals were variously
expressed in response to a question about the qualities, skills, abilities and values young
people gain specifically from youth work:
‘...self-confidence, the ability to talk to/form relations with others.’
[part-time worker, male, 26]
‘...(an) ability to test, build and sustain relationships...’
[full-time worker, female, 26]
‘...taking responsibility, making choices, supporting group decisions...’
[part-time worker, female, 36]
‘...confidence to speak out and be heard, patience, sharing, listening... acceptance of
others and the ability to make choices.’
[full-time worker, female, 37]
‘...ability to develop decision-making through informed choices.’
[full-time worker, male, 44]
‘...the ability to get on with others, particularly their peer group... to learn... to
become confident, caring adults.’
[part-time worker, female, 38]
The question then becomes how these aims are interpreted into procedures in working with
young people? Leadership in youth work settings has been questioned by several writers.
The fundamental problem in successfully running a youth centre would seem to revolve
around how authoritarian or democratic the youth workers should be. In some settings we
saw a team of youth workers proceed in a most collaborative way taking on different roles
so that there may be one who acted as the ‘intuitive organiser’, another as the more
authoritarian ‘rule-keeper’, and yet another getting involved in helping young people to do
things, overall creating a valuable integrated team. Nevertheless, in other settings a
‘cognitive gap’ seemed to appear where youth leaders were simply coping rather than
, working constructively and positively with young people in a planned way, perhaps because
of the numbers involved. Indeed such functional involvement with young people was
further evidenced in the responses of a number of youth leaders to a question about the
major benefits of youth work to society:
‘...keeps them off the streets and allows them the chance to take part in activities
and mix.’
[part-time worker, female, 27]
‘...keeping trouble off the streets - social control.’
[full-time worker, male, 44]
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‘...keeps them off the streets, away from their parents, gives them the opportunities
to enjoy themselves...’
[full-time worker, male, 41]
‘...can be an agent of social control. It should allow young people to discuss issues
affecting society and thus foster a better understanding.’
[fieldwork manager, male, 37]
In certain settings there were also differences in perceptions between full-time and
part-time workers, with part-time workers considering the full-time leaders as not being
sufficiently involved and caring about young people. This suggests a number of dilemmas
and paradoxes that face youth leaders. These can be presented as a series of questions for
youth leaders:
(a)

How much choice of activities to be offered to young

people?

(b)

How much freedom to be allowed to the individual?

(c)

How to offer challenge with a long-term developmental goal?

(d)

How to provide for the short-term needs of young people?

(e)

How to provide appropriate facilities for young people given various
resource constraints?

(f)

How to devise agreed rules for safety and security?

(g)

How to ensure enjoyment for young people?

(h)

How to convert aims into practices which can be understood by all concerned?

What this tends to suggest is that within some youth work settings youth leaders and
adolescents may operate parallel agendas. It raises the question of whether or not youth
work aims should remain implicit or be made more explicit and put ‘up front’ so that as
young people grow older within youth organisations they are enabled to develop an
understanding of the underlying objectives of the activities they engage in and are given
greater awareness of the social control function of youth work described above as ‘Keeping
trouble off the streets’! This stresses the importance of ‘reflection on learning processes’
aimed at developing young people’s strategies to discriminate, and assess values within
youth work’s hidden agenda: it enables choice rather than conformity.
It has been argued that there is a danger of a gap between what youth workers claim to be;
doing and the actual practices of youth work^^°^ and, in an English context, it has been
suggested that youth workers are sometimes confused about their aims and objectives, that
policies and priorities may be non-existent, unclear or confused, and that youth workers
and officers are all well able to articulate a professional rhetoric but their notions of social
education are extremely hazy.^“ ^
By comparison we would argue that youth workers present a fairly consensual view of aims
and objectives commensurate with stated aims in national documents. Equally we would
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argue that the variety of approaches taken to youth work and the variety of styles employed
suggest an expression of divergent ideologies and an emphasis on varying practices which
reflect the wide range of youth work settings available to young people.

The benefits of youth work?
What our findings show is that over the year of fieldwork in the case study areas: young
people who participate in youth work show a development of self-confidence, in their
enjoyment of activities, in their participation, their improving sense of values, the
development of their social skills and the widening of their horizons. Nevertheless, a year
is an extremely short time to assess these developments accurately and whilst the Blantyre
study gives some evidence of longer-term enhancement and empowerment of skills and
social competences, it is recommended that a longer-term longitudinal study would be
valuable in assessing the benefits of youth work to individuals by tracing them into
adulthood and examining their socialisation over a period of time and assessing the
perceptions of others about their attitudes, social skills, self-confidence and participation in
their wider community. After all it was the perception of many youth leaders that youth
work benefits society by preparing young people for their adult roles and responsibilities.
Youth work was seen as:
‘...encouraging young people to develop their full potential.... (in order to) make a
more meaningful contribution to the society in which they live.’
[part-time worker, female, 38]
‘...an essential investment to produce responsible, participating citizens.’
[part-time worker, male, 41]
...‘(developing) young people who are well-balanced and have a stable outlook on
society.’
[part-time worker, male, 391
...‘(encouraging) young people to learn to live within a community and become a
part of the community rather than against it.’
[part-time worker, male, 31]
‘...allowing young people to participate in projects in the community and giving
them the skills to enter into life outside school... as responsible adults’
[fieldwork manager, female, 24]
It is also important to stress that there are benefits to youth leaders. Not only do they
enjoy their professional roles, be it full-time or part-time but the challenges involved in
working with young people develop their self-confidence. For instance, skills and
competences gained through a variety of work roles can be usefully employed and
developed in youth work situations. Another important point to indicate is the way in
which youth leaders are better able to see their own children in perspective through
working with other adolescents.
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Youth work and other professions
Youth work, unlike the teaching profession, has a curriculum that is focused largely on the
affective domain - on the development of personal and interpersonal skills and cannot be
measured in outcome terms of Standard Grades and Highers. This places the profession at
somewhat of a disadvantage in arguing for resources to enhance its services for young
people. Youth work, in outlining its needs in resource terms, has no formula to operate on
like the ‘Red Book’ of the Scottish Office Education Department; thus youth work often
operates with poor facilities and limited resources. The HMI Report ‘Responsive Youth
Work’ (Department of Education and Science, 1990) might be a useful start to the debate
as to how a resource formula for youth work is established.

Concluding Remarks
It has been suggested^^^^ that there is a substantial body of youth work which gains its
identity and purpose from a wide range of institutions, groupings and organisations, and
contains a variety of ideological differences built into its various traditions. Hence youth
work does not coalesce into a cohesive whole but rather is manifested in forms that are
independent and exist to be independent. We would contend from our study that this
variety is indeed the strength whereby youth work flourishes in Scotland and fulfils
adolescents’ needs in a wide range of settings.
Despite these differences any study of young people reveals a complicated network of
relationships among adolescents, their peers, adults and authority. This network is further
complicated by the many and diverse situations in which young people find themselves. The
key to success in youth work lies in this network of relationships and how it develops when
young people and interested adults work together. Where this network does not develop
positively, or breaks down, productive youth work is always at risk. The present report has
attempted to outline the elements in various youth work settings which should be
considered in trying to provide a framework within which this network of relationships is
most likely to be positive and productive.
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YOUTH WORK CURRICULUM
SCOTTISH STANDING CONFERENCE OF VOLUNTARY YOUTH ORGANISATIONS
1989 (REVISED 1994)
Youth work and youth provision
In developing guidelines for youth work, it is important to be clear what constitutes youth
work and what does not. There is a difference between youth work and the provision of
services and facilities for young people in their out of school or non-work time. Because the
two often overlap, and good youth work also involves youth provision, the two are
sometimes confused.
There are similarities and points of contact in that both are targeted at the same groups,
and in both young people participate of their own free will. Youth work may happen within
youth provision, e.g. the youth club meeting in the youth centre. This bridge between the
two must be maintained as both youth work and youth provision are important to
one another.
Youth work is distinguished by two main elements:
youth work is always educational
youth work involves constructive intervention

Youth work is always educational
The deliberate goal of youth work activities and programmes is the learning, growth and
development of young people. The work of youth organisations encompasses young people
from 5 to 25 years, but a focus on the transition from childhood to adulthood is a clear
priority. It is about a conscious attempt to assist:
their personal development and growth to maturity
the development of participative and social skills that are transferable to
enable involvement in society at large.

Youth work involves constructive intervention
Essential to youth work is the sensitive and skillful intervention of adults working alongside
young people. Young people are not left totally on their own, with the adult simply making
facilities available or stamping membership cards. The good youth worker is sensitive to the
balance between the need for young people to be free to make their own decisions, and
their need for assistance, advice and support. The youth worker’s skill is in knowing how
and when to intervene so enabling learning to take place.
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Constructive intervention is not about controlling young people in such a way as to remove
their freedom of choice. It is about facilitating their responsible decision making and
action, with a view to the definite goals of youth work, i.e. learning, growth
and development.
There is often confusion between the non-directive and ‘laissez-faire’ approaches to youth
work. The ‘laissez-faire’ approach is at the opposite end of the spectrum from the
authoritarian. It is an ‘anything goes’ approach, with few standards, and little or no effort
by the adult to assist the learning process. It denies that there is any need for constructive
intervention. The authoritarian by contrast seeks to impose adult standards, ideas and
attitudes on young people. The non-directive approach involves adult intervention in a
variety of supportive and constructive ways, e.g. with information that enables young
people to make their own responsible decisions.
In practice youth workers often find that they are at different points on a continuum
between directive and non directive. The actual point depends on a variety of factors, e.g.
the age of the young people, the type of activity, or the situation in which they find
themselves. The youth worker responsible for a group of young people on a mountain ridge
will clearly need to be more directive than with the same group in the coffee bar.
Constructive intervention is about the right approach at the right time.
Youth provision is about making facilities and resources available to young people, for
example recreation facilities at an affordable price, a place to meet, or information about
the where, how and when of meeting their varied needs. Youth provision is an important
and still underdeveloped aspect of life in Scotland, and in its absence, e.g. if premises were
unavailable, much youth work could not happen. It is essential to the development of youth
work in Scotland that sufficient resources are made available to provide more and better
facilities for young people.

What is youth work curriculum?
A certain mystique has been allowed to develop around youth work curriculum, yet there
is no real mystery about it. Lack of clarity about its meaning has arisen because the
important issues of objectives, method and ethos have become confused with content.
Youth work curriculum is the programme content of a youth organisation or group,
developed with the purpose of meeting its aims and objectives. Yet curriculum cannot be
viewed in isolation from issues such as method, styles of leadership, or the ethos of an
organisation or group. All of these, including an organisation’s objectives, must be regularly
informed and adapted to take account of the current needs and interests of young people,
and the sort of society in which they live. While all these elements are distinct, they are also
interdependent. One other element which must permeate all of these is evaluation. This is
essential to all stages in the development and practice of youth work to ensure a curriculum
that remains relevant. So while curriculum may be defined in simple terms as ‘programme
content’, it is only part of a chain of interrelated and inter-dependent elements, the centre
of which must be young people themselves.
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Youth work and how it happens
Participation in youth work is voluntary

While young people have a variety of educational opportunities at home and in school,
and will also experience adult intervention in both, youth work is different because of its
voluntary nature. A young person cannot choose the family to which he or she belongs.
Attendance at school is compulsory. In contrast the decision to be in a youth group is a
voluntary one, although parental, peer and other pressures may be factors.
Members can choose to opt out of youth work, consequently in developing its curriculum,
youth work must provide a wide range of stimuli relevant to young people in order to
encourage them to opt in.

The role of the adult worker
The intervening adult’s task is to ensure the availability of a range of information, skills,
knowledge, attitudes, values and standards which may be accepted, challenged, modified or
rejected by the young person. This role is highly significant in the development of the values
of a young person. The worker’s skill is in being available to assist in selecting and
developing plans for action so that at the end of the process there is an identifiable change
in the young people. Yet it is essential that the intervening adult, having offered such
information and ideas, encourages the young person to make his or her own decision.
The importance of such intervention is clearly expressed in “Education Observed - Effective
Youth Work”, an HMI Report from England: “. . . the youth workers’ responses are carefully
calculated. They use their knowledge of the young people with whom they work to gauge
the extent of intervention appropriate to the situation. They make positive suggestions and
lay down rational rules - guidelines of behaviour - but do so in a way which maximises the
freedom of choice and autonomy of the young people.”

The peer group and the adult worker
Nothing in this approach to youth work denies the importance of peer group learning
among young people which is in itself one of the methods of youth work. The educational
role of the adult in peer group learning is once again that of constructive intervention. For
example, the adult is sometimes in a pro-active role, creating the conditions for peer group
learning, and structuring the way youth work happens so that such learning can take place.
As well as involvement with peer group learning, the adult may have to intervene in relation
to peer group pressure. Sometimes the intervention is non-directive but at times it may
have to be directive. For example, if a gang has formed within a club as a result of peer
group pressure, and that gang is threatening to other young people in the club, a variety of
directive interventionist approaches may be required by the worker. So the youth worker
can be at various points on the continuum between directive and non-directive, depending
on a variety of factors in the situation.
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Youth provision, sport, information
The term youth work is often loosely used to cover a wide variety of activities. But some of
these youth activities involve neither education nor constructive intervention. In the sense
used in this paper, they are not youth work. Setting up a table tennis table in a hall, giving
out bats and balls and leaving young people to do their own thing with no adult intervention
either in terms of skills or personal development may meet a leisure and recreation need,
but it is not youth work. Organising an aggressively competitive football match or boxing
tournament with no personal growth and development goal may meet a ‘sporting’ need but
is not youth work. Flooding young people with information without providing support and
guidance in the selection of relevant information and its use is not youth work. Yet various
activities have the potential to develop into positive youth work if the adults involved
intervene to assist the learning process to take place.

Youth work - the social context
Youth work does not happen in a vacuum. When adults fail to take into account the
changing social situation of young people, youth work can become irrelevant and
ineffective. In the 1980s and early 1990s the transition from childhood to adult status has
for many young people been extended due to a number of factors including unemployment
and continuing economic dependence on parents yet this is set in the context of a society
where many young people do not live in a family with both natural parents. There has been
a delay for many young people in establishing their independence and reaching the point
where they can exercise responsibilities commonly recognised as being adult, e.g. having
disposable income and living in their own home. As a consequence the adoption of adult
roles in society is for some occurring at an older age than was the case in the 1960s and
1970s. Yet by contrast, for some others increased wealth in the 1980s and 1990s has resulted
in higher expectations and the demand for an earlier adoption of adult roles.
The 1990s have continued to bring further changes. There is already a falling youth
population. With fewer young people seeking employment, there may be fewer
unemployed, but possibly an even wider standard of living gap between those with and
those without jobs.
The development of the European Union is bringing changes in the mobility of young
people, jobs and workers. The importance of a second or third language has taken on new
dimensions. Youth workers in the 1990s find that they are working in a different social
environment from the 1980s. Youth work curriculum must be pro-active as it continues to
anticipate and adapt to meet the challenge.

Youth work curriculum guidelines
Curricular guidelines

These guidelines provide a framework within which the curriculum of youth organisations
and agencies at all levels should be set.
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Regional or national headquarters activity, programme or training should have as its
purpose the implementation and support of such a curriculum at local level.
Each youth organisation or group should draw up a , curriculum which includes
opportunities for young people to:
Have a wide variety of physical, creative and aesthetic experiences which
encourage their personal growth and development.
Develop progressively towards full participation as partners with adults in the
running of the youth organisation.
Take decisions and accept responsibility for the consequences.
Reflect on their experience as part of a learning process.
Experience other environments and lifestyles outside their own immediate
neighbourhood.
Establish and sustain deep and satisfying interpersonal relationships.
Test values and beliefs.
Develop spiritual awareness.
Develop awareness, knowledge and skills, both social and political, for
involvement in society.
Have access to counselling and guidance provision.

Developing curriculum within a youth organisation or group
Checking out the opportunities with members
It may be useful for organisations in planning their work to check out with individual young
people who are members the availability of aspects of the curriculum using the chart.
Having identified the areas of curriculum to be developed there are essential and inter
related steps towards this development:
Plan and negotiate with young people at a level and in a way appropriate to
their needs
Check that you are taking into account the needs of the young people
Check the aims and objectives of the organisation or group. Ensure that they are
related to the needs of young people and not just those of the organisation.
Develop appropriate programmes. The development of curriculum at regional
and national levels is about supporting work at local level, and about
undertaking work which cannot be undertaken or is inappropriate at local level.
Evaluate regularly. A relevant curriculum can never be static.
It is important that curriculum develops to meet changing needs. The youth organisation
or group which repeats the same programme year after year will cease to be relevant.
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Conclusions
Each group or organisation involved in youth work should be required to produce its own
curriculum within these guidelines.
Youth work is always educational.
Youth work involves constructive intervention.
Constructive intervention is about the right approach at the right time.
Youth work curriculum is the programme content of a youth organisation or group,
developed with the purpose of meeting its aims and objectives.
Members can choose to opt out of youth work, consequently in developing its curriculum,
youth work must provide a wide range of stimuli relevant to young people in order to
encourage them to opt in.
The educational role of the adult in peer group learning is once again that of
constructive intervention.
Yet various activities have the potential to develop into positive youth work if the adults
involved intervene to assist the learning process to take place.
Youth work curriculum must be pro-active as it continues to anticipate and adapts to meet
the challenge.
"... an educational activity such as youth work, despite its informality and the voluntary
nature o f participation in it, does need to have clear objectives and to expose itself to the
rigour o f regular curricular analysis. ”
"... given the needs o f young people in modem society and the wide range o f activities
included in youth work, the curriculum devised should be characterised by breadth,
progression and differentiation”. “Youth Work in Scotland”,
(HM Inspectors of Schools, SOED 1991).
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COMMUNITY DEVELOPMENT IN THE COMMUNITY
EDUCATION SERVICE
PRINCIPAL COMMUNITY EDUCATION OFFICERS GROUP 1992
Introduction

The Principal Community Education Officers in Scotland recently produced papers which
considered youth work and adult education within the context of the Community
Education Service to assist in the development of comprehensive management plans for
youth work and adult education in authorities throughout Scotland.
The intention of the paper is to illustrate how community development enhances the
practice of community education by ensuring people of all ages have direct involvement in,
and control provision in a way that is relevant to their needs. This is not a new approach
but one that should be considered and implemented within the context of the work of the
Community Education Service whenever it is relevant to do so.
Community development is not being considered here as a third strand of the Community
Education Service to add to its practice in youth work and adult education. Rather it is
being seen as an educational approach which builds on already well established good
practice in youth work, adult education and community work.
It is not intended to suggest that community development is an approach that is necessarily
applicable to all community education w ork... it cannot be! However, it must be an important
consideration when working with local people in youth work and adult education to develop
strategies which address their ideas for development and their demands and problems.
Neither is it intended to suggest that community development is an approach which is the
preserve only of the Community Education Service. Many other departments and agencies
use this approach from their perspective although usually either to facilitate area based co
ordination of service delivery or to provide extensive consultation and participation before
particular decisions are made. It is important to stress its validity within community
education and more particularly when community education workers are involved in issues
of inequality, disadvantage and marginalisation and are seeking to empower those groups
who wish to improve their quality of life.
This Paper attempts to clarify the educational component of community development
specifically through face to face development work with groups.
It is hoped that the Paper will provoke active consideration to be given to further growth
of a community development approach within the Community Education Service in
Scotland by:
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Community education workers
The groups with whom they work
Managers of the Community Education Service
Policy Makers

Historical Background
The Community Education Service and the community development process are
inextricably linked and well documented. For example, the Alexander Report (Adult
Education, The Challenge o f Change 1975) stressed the educational character of community
development. The Alexander Report defined community development as a process ‘by
which those who live in a community (defined in either geographical or social terms) are helped
or encouraged to act together in tackling problems which affect their lives.’ The report
concluded that ‘adult education should participate increasingly in community development
and much more experimentation is needed. ’
The place of community development within the Community Education Service has had an
uncertain past. To some extent this uncertainty is bound up with the way in which the
service was created as a result of the recommendations in the Alexander Report. The
publication of the Alexander Report came at the time of the re-organisation of local
government in Scotland 1975 when most of the Regional and Island Authorities
implemented one of the Report’s other recommendations which was to create a
Community Education Service.
‘A dult Education should be regarded as an aspect o f community education and should,
with the youth and community service be incorporated into a community education service”.
Part of the rationale behind this was the idea that education should be seen as a process of
life-long learning and it was seen that this could be promoted in practice by integrating the
existing services. It was therefore anticipated that community education workers would be
able to support a wide range of developments in communities.
There is little doubt that this has been happening. Initiatives have included the Urban Aid
programme of funded locally based projects, community self managed and community
enterprise developments like co-operatives, tenants action groups, credit unions, many of
which have been in partnership with the voluntary sector.
Considerable discussion has taken place since 1975 in reaching a clear view of what the
Community Education Service is about in terms of its aims and objectives and how it should
carry these out in its methods of work. Of particular interest has been the debate about
community development - a term which has often become synonymous with community
work. In the context of this report community work covers the wider range of support given
to community centres, community groups and, local projects and the like and has been
substituted by the Service in some Authorities as the ‘third strand’ of their main
responsibilities i.e. youth work, adult education and community development.
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The view is taken in this paper that community development is a process, or a way of
working with communities and groups, through face to face developmental work which
can be applied to all aspects of community education including youth work, adult
education and community work. This view is based on the experience of using the
community development approach within the Service (and the evidence from the work of
other agencies) which has shown that it can be used with success in a variety of settings.

The Wider Context

During the past decade or so there have been immense social, political, economic and
cultural changes in our communities - changes which, for many individuals and groups have
engendered feelings of dislocation and loss. An important feature of these changes is the
extent to which decision making has become centralised and local communities alienated
from a range of decision making processes.
In response to these changes community development is increasingly advocated as a means
on empowering local people to take more control of their own affairs and improve the
quality of life in their communities. It is of interest to note, for example, that in recent years
a number of Local Authorities in Scotland have undertaken a review of their Community
Education Service. These reviews have led, amongst other things, to clearer statements
about the aims, objectives and methods of community development and the particular
educational role the Service can have in empowering people and supporting positive
change in communities.
It is important to note that this interest in community development is not confined to the
Community Education Service. It can also be seen in the policy statements and activities of
other Local Authority departments such as Social Work and Planning or sections of
departm ents specifically charged with developing social/community regeneration
strategies. The interest is also evident in the policies of District Councils, Voluntary
Organisations and Central Government departments and agencies.
Many of the policies include statements about area based co-ordination of service delivery
through inter-department/agency co-operation and partnership and the need to consider
integrated strategies for community development which allow a degree of customer
participation. This can only be brought about through concerted effort and the sharing of
knowledge, skills and resources.
However, it should not be assumed without question that the aims, objectives and methods
of one organisation, department or agency are the same as another. Because of this, it is
extremely important that the Community Education Service at all levels is clear about what
it means by community development both as an idea and also in terms of practice. This is
especially the case when co-operative projects and partnerships are being considered, since
clarity and understanding of the community education worker’s role provides a sound basis
for effective collaboration.
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One of the few areas of professional training to have developed and concentrated on
community development skills as part of its critical qualifying requirements is community
education. Many practitioners and trainers are recognised as holding a high level of
professional expertise in the theory and practice of community development.

The Community Development Process

The community development process is perhaps best understood as an approach which
enables individuals, groups and organisations to come together to identify the things which
they think should be improved or changed in their communities and assists them in brining
about the actual improvements or changes needed. At its heart, the process is about
ordinary people shaping the future of their communities.
From the point of view of the Community Education Service, the process is educational. It
is about people in communities creating opportunities for growth and change and
deliberate movement towards the ends which they determine and in the process of doing
so increase their actual awareness, knowledge, skills and abilities.
As already indicated, the experience of using the community development approach within
the Service has shown that it can be used with success in different areas of work. Experience
has also demonstrated that successful change is likely to take time to achieve and requires
a disciplined and systematic approach by those involved.
An analysis of successful community development initiatives suggests that the process usually
involves people in a number of key stages or phases of development. Furthermore, the
various stages of development can be made apparent to all those involved and understood by
them as a means of planning progress and achieving short and long term goals.
However, it would be a mistake to see or apply these stages of development in a mechanical
way. The reality of work is much more fluid; the significance of any stage, the degree to
which one stage overlaps with another, the amount and detail of the work involved and the
time it will take etc., will vary from one situation to another.
The following exploration of the detailed stages of development is based on a model
constructed by the Community Education Service in Lothian Region.
The key stages of the process are:
*

Making contact with the community

The importance of initial contacts with individuals, groups and organisations, is often
underestimated. The way in which it is done and who is contacted will determine a
great deal about the future direction of developments and, in particular, whether the
ownership of these will be with local people and will be seen to be with local people.
Thus workers need to be clear at the outset about the purposes of their contacts, the
methods to be used and how the information gathered will be recorded and fed into
the next stages of the process.
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The identification of ideas for development

It is important to recognise the different sources of ideas e.g. those from individuals,
groups or organisations in the community - and those from the worker(s). It is very
difficult for the meaningful change to take place unless there is a positive vision of
the future. Thus the identification of ideas which present hope, expectations and
widen horizons is essential.
Initial ideas need to be examined in terms of their potential for change and whether
or not they are attainable. Other factors involved at this stage are the worker’s
judgement of the ideas, whether they can be taken on by the funding agency, or
whether there may be a conflict of ideas. The latter point needs careful
consideration since action around a particular objective may bring the
group/organisation/worker into conflict with each other or the funding agency or
another organisation or agency in the area.
Establishing the contact

This stage involves detailed discussion of the expectations held by the
group(s)/organisation(s)/worker(s) concerned, and negotiating common objectives
and decisions about how responsibilities should be shared out.
Clarifying and researching the issues

This stage involves establishing the exact nature of the issues and problems which need
to be tackled, including the extent and complexity of the issue and whether its source
lies inside or outside the community. It also involves thinking about the demands to be
made and the range of options which might exist, and evaluating the possible courses
of action around these - distinguishing between the action of the worker(s) and that of
the group(s) or organisation(s) concerned. It is also important at this stage to examine
the levels of support within the local community, whether there is scope for widening
the action and creating alhances, and if there is any opposition.
Representing the issues

Essentially this is about deciding on the issues which are to be tackled and the
demands to be made, and making the actual case for change and widening support
for it. It is also about preparing for action and identifying the particular skill or
training needs of local people, and about understanding and development of
democratic processes and accountability.
Carrying out the action

This stage is about putting ideas into action and involves the organisation of
learning and change. It is important to recognise the potential for learning and
change in terms of
-

individuals;
groups;
communities.
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The process of learning and change must be open and flexible; relate to meaningful
tasks; use the skills and abilities of the group/organisation members: be built on a
mutual trust and respect and shared commitment to the task in hand. This stage is
also concerned with on-going monitoring of the action and the possible need to re
define objectives.
Evaluation

Evaluation is concerned with making judgements about the development work
which has been undertaken including its successes and failures. Evaluation is not a
task which is considered towards the end of a project - it must be thought about at
the beginning in terms of the purpose of the task, who will be involved in doing it
and the methods to be used. Participative evaluation techniques are most
appropriate. The importance of evaluating what is done lies in the lessons that can
be learnt about how effective change can be brought about in local communities and
how that knowledge can be shared as widely as possible. Community education
workers in evaluating their own role in the process must also consider their
disengagement from the group as the project develops.

Practical Considerations and Dilemmas

Using a community development approach within the Community Education Service
produces a number of challenges which can be far from straightforward for those involved,
whether they are local people, community education workers, community education
managers or policy makers/elected members.
But community development in any case is about challenge and therefore it is important to
see such issues in a positive way when they arise. The various groups involved come at it
from different experience, knowledge, skills and viewpoints, which all merit serious
consideration and harnessing by the Community Education Worker as a natural part of the
overall process. Therefore, such challenges should not be used as reasons for not adopting
a community development approach no matter the risks involved, the problems that arise
or the dilemmas that ensure!
By building on good practice derived from looking at and learning from case study material
available from other areas, and by simply working together, clear solutions will emerge.
Certainly the staged process as described earlier in this paper must assist. In addition, using
performance indicators, relevant staff development and training opportunities, plus good
resource back up will also be important. It may be useful to clarify some of the blocks that
prevent such an approach being adopted or that undermine its effectiveness.
Consultation

For consultation to be effective and relevant each participant group in the consultative
process must be able to influence the outcome. Lack of consultation or an exercise with a
rigid agenda within time limits set by the needs of the agency will block or stifle local
participation. If the development of communities is a desired objective, consultation should
be a shared exercise, with negotiation preceding the agenda; timescale; venue etc.
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Power Cliques

Community development will shift power and decision-making towards the wider
community. This will be perceived as a threat by individuals or groups who control
information or resources and who may have grown used to exercising control within an
agency or community. There will'always be a risk of the process being blocked by
established interest groups. However, the democratic nature of the community
development process and the momentum built up through wider participation will assist in
moving beyond entrenched positions.
Role-Conflict

This is probably the most apparent in the “exposed” role of the worker engaged in a
community development project. When a shift in power arises, complaints may be made
and workers can be warned off further involvement. Therefore, for workers to be
effective they must be trusted and respected by community groups, by management and
by elected members. There should be few difficulties when the worker adopts such a
pro-active role, as long as this is based on community development principles and not
on the workers’ personal interests or aspirations. However, elected members may
perceive a community development approach affecting their own position since it can
encourage a conflicting system of representation managed by community activists.
While there is no easy solution to these issues, all concerned should strive for a sharing
of information and ‘openness’ coupled with the adoption of clear policies for that
balance the claims and aspirations of the community with the obligations and duties of
the Local Authority.
Collaborative Partnerships

For partnerships between Local Authorities, their departments and community groups to
be meaningful and fruitful, each member must be able to initiate and veto ideas and
projects. Change therefore is not simply something which happens at community level. It
must be encouraged throughout the Local Authority and this could require the need to
modify structures that otherwise would create divisions between Departments and
between the Local Authority and the community. Job remits may themselves limit and
stifle community development. Training should be available on an inter-departmental
basis since this will ensure that there is a common understanding of the community
development strategy and assist with inter-departmental co-ordination and collaboration.
Evaluation

As with consultation, an evaluation exercise which is based solely on the views of the
funding agency will effectively block the process of community development. As already
indicated evaluation of community development projects requires a collaborative
approach. Joint evaluation by community activists and workers should be organised and
conducted at all stages of the process. As community development is a dynamic process any
evaluation exercise must build in the changing aspirations and views of all participants.
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Funding - Control of Resources

Lack of funding and budgetary controls are real limitations to the implementation of a
community development strategy They are also used as a barrier to fend off the threat of
change. Decentralisation may cost more than retaining a relatively centralised structure:
but by adopting a community development strategy this should become more cost effective
than a strategy which may lead to piece-meal inappropriate solutions to an ill-defined
“problem”. Access to funding should be clear and comprehensible to all participants in the
community development process, and use of resources should be made as flexible as
possible in order to facilitate community development strategies.

Training Implications

A number of authorities and individual projects have recognised the need for training in
community development processes for full-time and part-time staff, volunteers and
community activists. Some courses have focused on conceptual theories of participation
and empowerment; others have provided a more nut and bolt approach - providing
practical skills training in identifying issues, planning actions, maximising local
involvement, examining survey methods and developing committee skills.
The recent competency based submissions to the CNNA and CeVe Scotland for
accreditation of the Batchelor of Arts in Community Education courses provided by
Colleges of Education in Scotland emphasised the importance of training in the community
development process and although designed to meet the needs of potential full-time staff
also provide a useful curriculum for courses for both existing staff, volunteers and activists.
Quality training requires the involvement and commitment of policy makers, line managers
and participants. It also 'requires the commitment of resources. It is essential that the
commitment is made at the planning stage of the process. Recent training initiatives have
clearly demonstrated the benefits of an inter agency basis for training.

Monitoring and Evaluation

In the current financial climate it is essential that when allocating resources to the process
of community development, criteria are developed which enable the effect and
effectiveness of these resources to be evaluated. A number of organisations are currently
developing systems which can be applied for evaluating the process of community
development. For some organisations this has been applied internally by examining the
aims and objectives of their own particular project and identifying evaluation processes
which will asses the quality of the outcome. Other organisations have been operating at
regional and national levels developing criteria which can be used to assess the quality of
the process and whether or not they can be applied across a number of different types of
community development projects.
Although the community development process is complex, the evaluation process should
address the following key indicators:
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engages with the community;
empowers the participant;
develops awareness of the participant’s potential;
develops ownership of outcomes;
demonstrates sensitivities to participant’s needs, aspirations and feelings;
and demonstrates active support for community development.

Resource Implications

Within the field of Community Education, managers have a particular responsibility for
ensuring that adequate resources are provided to enable the promotion of community
development. Although it could be argued that promoting community development is
about the philosophy and approach to work, there is little doubt that policies designed to
encourage community development have resource implications attached to them - the
community development process is time intensive.
It should also be recognised that in a community development context, the major resource
which exists is local people themselves who should be encouraged to develop their skills
and participate in the community development process. It must be appreciated, however,
that whilst additional resources would be helpful, a great deal of resources presently exist
which could be used more effectively to promote a community development approach.
Local Authorities and the Community Education Service can tackle the issue of resources
by adopting the following strategy:
Identify the range of resources presently available within the Local
Authority which could be used to promote community development.
Promote changes in the method of allocating resources, for example,
decentralise decision making to those most directly involved.
Encourage the creative and flexible use of existing budgets.
Encourage principles of empowerment and community self-m an ag em en t
in the allocation of resources.
Target resources to areas of greatest need.
Ensure that there is an understanding and commitment to the need to
promote a community development approach in the delivery of local services.
-

Actively support policy and practice through the encouragement of
collaboration so that resources are used more effectively.
Finally, develop short, medium and long term strategies for securing
additional resources aimed at promoting community development.
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Conclusions and Recommendations

Community development is an approach which should be applied more
widely in adult education, youth work and community work.
The application of community development in the Community Education
Service should normally follow a process of staged development as a means
of planning progress and of achieving short and long term goals.
Participants (e.g. local people) must be fully involved from the start and
throughout the process.
-

Community education workers must always consider the appropriate time
when they should disengage from the project to allow the participants to
continue the ongoing development.
The risks involved in adopting a community development approach within
the Community Education Service should not be used as a reason for not
operating in this way.
Managers arid elected members must be aware of the iuevitable risks and
dilemmas which can arise when adopting a community development
approach and therefore should provide adequate support to the community
education workers involved.

-

Wide ranging opportunities should be made available for training as part of
this process of support to ensure that the community education workers
involved have an adequate conceptual understanding as well as the practical
skills required.
Such training should be made available to part-time staff, volunteer,
community activists as well as to managers and elected members. On
occasion it will be beneficial to offer such training on a collaborative basis.
Flexible strategies should be devised to ensure that adequate resources are
made available to enable the active promotion of community development
including the involvement of local people in decision making.
Criteria should be developed along with the participants to enable the effect
and effectiveness of adopting a community development approach to
be evaluated.
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GUIDELINES FOR QUALIFYING COMMUNITIY
EDUCATION TRAINING
COMMUNTIY EDUCATION VALIDATION AND ENDORSEMENT 1990
(REVISED 1995)
THE ORIGINS OF THE COMMUNITY EDUCATION PROFESSION

It was the Government’s Report The Challenge o f Change chaired by Kenneth Alexander
that recommended the setting up of the Community Education Services in Scotland in 1975.
Whilst community education has its origins prior to 1975, the Alexander Report gave public
policy recognition to the term, through recommending to Government the merging of the
former adult education, youth and community work services under a new title - community
education. Alexander drew upon the three traditions, placing community education within
a lifelong education framework.
The Alexander Report recognised the need to train community educators to the highest
quality to take on this challenge. A further working party was established by the
Government, chaired by Elizabeth Carnegy, to make detailed recommendations on
professional training. The Carnegy Report, published in 1977, reviewed existing
professional training provision in Scotland through the still somewhat separate traditions
of adult education, youth and community work provided by several Colleges of Education
and Universities.
The Carnegy Report focused primarily upon the content of training, recommending a
social and political science base and taught and practical elements in adult education,
community work and youth work. By the end of the 1970s and early 1980s integrated
professional community education courses at diploma and post-graduate certificate level
were available in Scotland. There did not exist at this time, however, a central validation
and endorsement process or national body to oversee training.
A desire by practitioners, employers and trainers to raise the status of the profession
developed, paralleled by a growing interest in opening up new forms of flexible access to
training and accreditation. In 1982 the national agency for community education, the
Scottish Community Education Council, recommended by the Alexander Report, was
established by the Scottish Office. As one of its first tasks the Scottish Community
Education Council established a second working party on training chaired by Geoffrey
Drought. This committee reported in 1984 under the title “Training for Change”. It
examined in detail issues of flexibility and accessibility to training, the need to enhance the
quality of training, and the need to establish a Training Council to oversee the training
system. Whilst the Carnegy Working Party had set out a common core content of
knowledge and skills, generally accepted by the Drought Working Party, Training for
Change focused upon establishing a flexible community education training system through
which there should be a variety of routes, recommending the introduction of a modular
approach to training. The Report also called for improvements in the quality of fieldwork
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practice and supervision and for employers to be given greater recognition in the planning
of training.
Modularisation of training and tentative experimentation with innovative access routes
continued through the 1980s. There was a greater clarity in terms of the focus upon
learning outcomes through both college and practice elements of training.
In 1990 the “National Council” function was finally established by the Minister of
Education as CeVe (Community Education Validation and Endorsement), a committee
serviced and supported by SCEC.
CeVe has the following delegated powers approved by the Minister for Education:
-

to maintain and implement methods leading to the endorsement of qualifying
training for professional staff in community education

-

to maintain and implement methods leading to mutual recognition of community
education qualifications within the European Union and internationally

-

to maintain and implement methods leading to the endorsement of training for
part-time and voluntary workers and for pre-qualifying training

-

to maintain and implement methods leading to the endorsement of in-service
courses and staff development programmes

-

to provide such advice as may from time to time be required

-

to establish sub-committees

The CeVe Committee has members appointed by SCEC, representative of the principal
local government and voluntary sector employers, the professional associations and trade
unions, and the main training providers.
CeVe established a number of standing sub-committees in December 1991, one of which
was the Qualifying Training Sub-Committee. The aim of this sub-committee is to “ensure
that professional standards are enhanced through the endorsement of courses leading to a
professional qualification in Community Education”. It has the following remit:
-

to examine all courses which training providers submit for endorsement and, if
appropriate, endorse

-

to develop and monitor the guidelines to training providers of under-graduate courses

-

to develop and monitor guidelines to training providers of post-graduate courses

-

to review the endorsement of existing courses

-

to encourage the development of innovative ways of delivering qualifying training

The central concern of CeVe in devising the guidelines for the endorsement of training is to
ensure the preparation of the highest quality community educators at all levels. The first point
of entry for professional posts is the degree level qualification which these guidelines address.
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VALUE BASE AND PRINCIPLES
Defining Community Education

In 1990 the Minister of Education approved the following definition of community
education against which a functional analysis for community educators was carried out:
“Community education is a process designed to enrich the lives o f individuals and
groups by engaging with people living within a geographical area, or sharing a
common interest, to develop voluntarily a range o f learning, action, and reflection
opportunities determined by their personal, social, economic and political needs”.
The function or role of the community educator in society, therefore, is that of an
animateur, positively intervening and engaging with people within their community,
motivating, organising and enthusing them to acquire new knowledge, skills and
confidence. In Scotland this has been closely linked to community development
strategies for tackling social exclusion, for supporting individual and community
enterprise and self help and for encouraging public participation in determining change.
The Value Base

At the core of the training and practice of community education is an active concern to
promote certain professional values which underpin and give coherence to its operation.
The Report on community education training Training for Change published by the
Scottish Community Education Council in 1984, noted that:
“despite the differing traditions o f adult education, youth and community work, there
is common ground. They have, as a common aim, the building o f a healthy democracy
in a pluralist society . . . founded . . . on a belief in the individual as an active
participant in a shared process o f personal and group development through education”
This value base has since been reinforced and developed in the first published CeVe
Guidelines (1991), the Principal Community Education Officers’ Report “Value for
People” (1993) and the Convention of Scottish Local Authorities Report on Community
Education (1995).
The underlying values at the heart of community education are that education :
*

Respects the individual and the right to self-determination;

*

Respects and values pluralism;

*

Values equality and develops anti-discriminatory practice

*

Encourages collective action and collaborative working relationships;

*

Promotes learning as a lifelong process;

*

Encourages a participating democracy.
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Principles of community education practice

In its first published guidelines, CeVe noted that these values should themselves be
reflected “at the level of the operating principles” of community education practice.
Community education providers should encourage:
*

equality of opportunity, positive action and open access particularly for
disadvantaged learners;

*

active participation of learners in the process of identifying learning needs, planning
a learning programme and monitoring it;

*

flexibility of approach, covering content, location and style;

*

recognition that learning can relate to personal, social, economic and political
experiences as well as more academic and vocational subjects;

*

an emphasis upon learning as well as teaching, and on matching the content and
manner of delivery to the needs of the people concerned;

*

a positive response by participants to change and to the demands made on them in
the present and the future.

COMPETENCE IN COMMUNITY EDUCATION

In the guidelines for qualifying training CeVe has taken account of the national trend
towards a competence based approach to training. In adopting this approach, CeVe has not
simply adopted a “mechanistic” model of training, but sought to develop a broader
application and understanding of competence defined in terms of the values and principles
outlined. Competence in community education practice is the product of an integration of
knowledge, skills and values, with the competent community educator being able to think,
to act and to critically reflect on practice.
CeVe, the training providers, and the community education profession have been at the
forefront in developing a competence based approach rooted in the ability of the
community educator to “do” but also to have the capacity to reflect critically upon contexts,
processes and change. Qualifying community educators will, therefore, need to
demonstrate their understanding of the value base and principles, to demonstrate that they
are able to conceptualise, reflect and analyse competing theories, ideologies and models of
practice, and to demonstrate these in fieldwork practice as educators.
Functional Analysis

In order to describe the competences necessary to be a community educator, ie. an
educator engaging within the community around people’s personal, social, economic and
political needs, CeVe undertook a “functional analysis” of community education. This
involved identifying the key purpose of the occupational area, the key purpose being
broken down into key roles which themselves are broken down into elements of
competence. These elements were revised in 1994.
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CeVe has determined six key elements. These are:
(a)

to engage with the community.

The community educator requires to be able to intervene within a given community;
establish and sustain contact with local adult, youth and community organisations;
identify needs; reach and engage with traditional non-participants; establish inter
agency links with other professionals working in the area; begin to identify from the
assessed needs of the community, the concerns and aspirations of the people in the
area and relevant opportunities for community action and learning.
(b)

to develop relevant learning and educational opportunities.

The community educator requires to be able to target individuals and groups within
a community; provide potential participants with appropriate guidance; take
advantage of spontaneous learning and development opportunities in everyday
situations; design with the participants relevant learning programmes and curricula
content; identify any special learning needs; promote and market learning
opportunities eg. through use of the media; organise appropriate structures for
learning and community action; implement the learning and teaching programme;
and use a range of formal and informal educational methods and techniques.
(c)

to empower the participants.

The community educator requires to be able to empower the participants through
developing collective action and learning; involve participants in planning, delivery
and evaluation; enable participants to work towards their goals; encourage
community-led development; develop the confidence, knowledge, skills and
understanding of the participants; and widen participants’ awareness of the
concepts of power and change.
(d)

to organise and manage resources.

The community educator requires to be able to develop and plan a work programme;
organise and deliver quality activities and projects; recruit and manage human
resources such as part-time staff and volunteers; identify funding and resources;
apply relevant legislation and policy; demonstrate skills in self-management; manage
financial resources; and manage equipment and physical resources.
(e)

to practise community education within different settings.

The community educator requires to be able to express the values underlying
community education through practice; apply the principles underlying community
education in practice; apply the community development approach; practice across
a range of age groups and within a range of settings; identify the external influences
on the development of practice; demonstrate skills in working as part of a local
multi-agency team; and be able to implement appropriate exit strategies from the
community and learning groups.
(f)

to use evaluative practice to assess and implement appropriate changes.

The community educator requires to be able to use appropriate quahty assurance and
performance measurement techniques; plan and apply a range of participative methods
of evaluation; use information technology; demonstrate skills in report writing and
presentation for a variety of audiences; and use findings to influence practice.
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These key elements of community education are further broken down into
key competences.
It is important to stress that whilst disaggregated for the purpose of clarity, these elements
form part of an integrated process. In endorsing training programmes, CeVe will be
concerned to ensure the coherence of the programme. This is a key issue of design which
needs to be addressed by training providers in partnership with fieldwork placement
agencies to combine a holistic approach to practice without omitting aspects of that
practice. This requires that curriculum design and assessment strategy provides an
integrated process in practice. Various areas of performance will be assessed concurrently
from the different key elements and performance criteria which can be used to assess
aspects of more than one competence

SETTINGS IN COMMUNITY EDUCATION

In analysing the competences necessary to be a community educator, CeVe is aware that
the practice of community education takes place in a wide variety of settings.
With local government re-organisation local authority education departments remain the
main employers of community educators in Scotland, however a significant number of
community educators are also employed within other local authority departments such as
community and neighbourhood services, social work, community leisure services, by the
voluntary sector and by F.E. Colleges.
The rich variety of posts, settings, contexts and organisations reflects the growing influence
that community education has had in recent years but also poses a challenge to CeVe and
all training providers. Whilst the key purpose of some of these employing organisations
may be only in part educational, the professional community educator, is trained to operate
primarily in an educative way. Increasingly community educators are being employed in
inter-disciplinary and inter-agency teams. With changes in the role of local government,
trends in decentralisation of service provision and area management, it is important that
barriers and negative perceptions are broken down between different professions. As
community educators are increasingly required to work alongside eg. teachers, social
workers, planners, health professionals, so too there is a need at pre- and in-service level
for inter-professional training. CeVe actively encourages this trend. Training providers
should demonstrate opportunities for training in inter-professional working.
Compared with other parts of the U.K. the strength of community education in Scotland
has emerged from the integration of adult education, community work and youth work
practice/theory since 1975. A new occupation and profession has emerged that has also
been able to synthesise and build upon these three traditions. The community educator is
now recognised alongside the school teacher and the college lecturer as an educational
professional. Whilst recognising that specialisation may be demanded of community
educators, training providers should reinforce integration and synthesis through both
institution and practice elements of the training programme.
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CeVe recognises that some employers, largely outwith the local authority education
services do, for example, focus primarily upon education work with adults, or upon work
with young people, or in supporting community action. The Scottish experience suggests
that integrated community education practice has significantly strengthened the quality of
the education intervention and the ability through its community-based emphasis to reach
new target groups. Local authorities require community educators with an ability to
transfer across age groups and socio-economic contexts. Continued political, social and
economic change and the trends towards pluralism of service provision have created new
opportunities for employment settings in other agencies for people entering into their first
professional post. This trend is likely to continue. As the employment settings for
community educators and the needs of individuals and communities change so too does the
need for community educators to acquire an ability to work in different settings. This
should not lead to a fragmentation of the community educators approach but rather a
transferability of skills.
It would be unrealistic to expect qualifying community educators to be competent in every
context and with all groups. By the nature of the world we live in, the settings and an
understanding of them is in any event constantly changing. Community educators require
opportunities for continuing professional development through in-service training.
Initial training at qualifying level for entry into their first professional post, requires that
all qualifying community educators, in addition to satisfying the competences outlined
within the three primary practice contexts of adult education, community work and youth
work, are encouraged to pursue one or more areas of professional interest in some depth
selected from:
*

a range of target groups

*

a range of geographic settings

*

a range of appropriate specialist fields
(See Appendix 2 for examples of the above)

All qualifying community educators should be able to work with more than one target
group, and in more than one setting and specialist field.
Membership of the European Union (E.U.) and Directives from the Commission provide
wider opportunities for employment of community educators in other member countries.
Whilst there are considerable differences between the contexts, organisations, policy and
administrative structures, training providers through such schemes as ERASMUS and
SOCRATES are encouraged to provide opportunities for trainees to understand about
E.U. policy and to undertake exchanges and practice placements in E.U. countries.

CONTENT AND FORM OF TRAINING

As the context and settings for community education practice is changing, so too does
the content of training require to be updated. Whilst CeVe offers guidelines and not
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tight prescriptions to the training providers as to content and form of training it
accepts the broad recommendations outlined in the Carnegy and in the “Training for
Change” Reports i.e. programmes should be underpinned by a social and political
science conceptual framework; programmes should be fully up-to-date in terms of
community education practice/theory in Scotland, the UK. and internationally;
program m es should cover changes in education and social policy and public
adm inistration; programmes should address the three traditions of community
education - adult education, community work and youth work and their integration;
and programmes should introduce students to a range of target groups, geographic
settings and specialist fields. Training providers should update all theory and practicebased content on a regular basis, utilising appropriate training materials relating to
the key elements.
The challenge facing CeVe as the national training standards committee, is to ensure
national coherence in the content and form of qualifying training provision without
being over-prescriptive. The content of programmes drawn from the key elements of
community education, are unlikely to differ greatly between training providers. It is
not the intention of CeVe to prescribe in detail the curriculum or teaching
methodology used in training programmes, although an outline of the curriculum and
teaching methodology would be required as part of the submission.
Training providers must equip the qualifying community educator to be able to
practise across Scotland (and increasingly other parts of the E.U.). CeVe recognises
that encouraging principles of both flexibility and a system of articulation and
accreditation can be contradictory. Comparability between training providers, and
encouragement to innovate are both necessary.
The CeVe Committee remains concerned about the need to promote various pathways
into training and to encourage articulation between training providers. This is
particularly relevant in relation to such issues as APL and APEL (Accreditation of
Prior Learning and Prior Experiential Learning), credit accumulation, and the ability
of a student to transfer between courses or to complete qualifying training through
more open learning routes.
CeVe has identified three concerns in this respect, which training providers should
address in submissions. These relate to:
*

Assesment and accreditation of the individual learner for APL and APEL

*

A rticulation of program m es with other endorsed qualifying and p re 
qualifying programmes

*

Recognition for the participant who leaves at the end of a given period, prior
to completion of the programme, of the training undertaken, so that they might
continue training at a later date or with another training provider
Guidance for training providers with respect to articulation and pathways is
outlined in the CeVe guidance notes - Articulation and Pathways to Training.
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CeVe expects training providers offering Degree level community education training to
give recognition to applicants having completed pre-qualifying endorsed training
programmes, helping them enhance their practice by accrediting previous training either as
access to the Degree or, if appropriate, exemption from certain elements of the
programme. A modular structure to degree design and APL procedures should provide
flexibility to allow applicants to obtain credit for appropriate pre-Degree training
programmes. The credit accumulation and transfer scheme (ScotCat) provides a
recognised national system between training institutions.

APPENDIX 1
Glossary of Definitions
Competence embraces the specific skills, understanding, knowledge, values, attitudes and
personal attributes required to undertake tasks effectively and to an appropriate standard.
In the training of community educators it embodies the inter-relationship between values,
ideologies and reflective action. The emphasis within training is on what students are able
to do. Through identifying key elements of competence and appropriate learning
outcomes, a competence-based training should ensure that students can conceptualise,
analyse competing theories, ideologies and models of practice, and reflect critically on their
actions which are informed by a strong ethical framework.
Performance Criteria are defined as statements by which an assessor judges the evidence

that an individual can perform the activity specified in a competence, to a level acceptable
in employment.
Teaching Staff are those who are employed by training providers for the prime purpose of

delivering community education training.
Fieldwork Practice Supervisors are those who carry responsibility for the supervision and

assessment of fieldwork placements.
Accreditation of Prior Learning (APL) and Accreditation of Prior Experiencial Learning
(APEL) is defined as a process which enables people to gain certification for their past

achievements. The emphasis is on what the individual can do or knows - the outcomes or
achievements of previous learning and experience. The learning may have been achieved in
different ways - through work experience, leisure pursuits or through training. The person
seeking accreditation will be assessed on a portfolio of evidence which proves their claim
to prior learning and experience, together with any other assessment required such as
interview or observation.
Critical Friend is the person nominated by the training provider to the CeVe endorsement
panel. This person would normally be an experienced practitioner, trainer or of equivalent
standing, knowledgeable of the training programme, yet independent of the provider.
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APPENDIX 2
Examples of target groups:

Examples of specialist fields:

*

Children

*

Community arts

*

Teenagers

*

Environmental education

*

Young Adults

*

Urban and rural regeneration

*

Adults

*

Community planning

*

Older people

*

Community economic development

*

Special needs

*

Community safety

*

Unemployed

*

Health education

*

Women

*

Community care

*

Ethnic minorities

*

Home-school-community links

*

Disabled

*

*

Travelling people

Adult basic education/
essential skills
Outdoor education

Examples of geographic settings:

*

Urban/rural

*

Village

*

Peripheral estates

*

Islands

*

Inner City

*

Semi-rural

*

Isolated communities

*

New towns

*

Designated areas of deprivation

*

This hst can only illustrate the range of areas in
which community education can be practised
and the wide potential curriculum content for
community education programmes.
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HM INSPECTOR OF SCHOOLS
PERFORMANCE INDICATORS FOR COMMUNITY
EDUCATION SERVICES
SCOTTISH OFFICE EDUCATION DEPARTMENT, 1993
FOREWORD
The importance of promoting good management in education was recognised in the
establishment of the Management of Educational Resources Unit (MERU) and later the
Audit Unit within HM Inspectorate. One of the tasks addressed by both Units has been
the development of educational indicators to focus attention on, and to encourage a
more informed debate about, the performance of all aspects of the education system.
In 1989 it was agreed with the Association of Directors of Education in Scotland
(ADES) and the Principal Community Education Officers Group for Scotland
(PCEOGS) that a scheme of performance indicators should be developed for the
Community Education Services of the education authorities. This package is the result
of that agreement. It is part of the series of publications by HM Inspectors of Schools
on performance indicators but it builds on the extensive commitment of large numbers
of staff at all levels in the education authorities. It was recognised from the outset that
the development should be collaborative, between HM Inspectorate and the education
authorities, and between management and staff. This sha20red commitment augurs well
for the future development of evaluation and planning in community education. The
package includes a set of performance indicators covering learning and management,
together with staff development materials designed to assist in their introduction.

Definition
‘Community education is a process designed to enrich the lives o f individuals and groups
by engaging with people living within a geographical area, or sharing a common interest,
to develop voluntarily a range o f learning, action and reflection opportunities determined
by their personal, social, economic and political needs.’ (Pre-service Training for
Community Education Work, Community Education Validation and Endorsem ent
[CEVE] - Scotland, Scottish Community Education Council, 1990)
The aim of this document is to provide a practical way of evaluating the benefits which
involvement in the work of Community Education Services brings to children, young
people and adults. Its basic assumption is that clear evaluation leads to improvement
and development. The main focus is on quality but, by considering efficiency as well,
its intention is to help spread quality education to as many people as possible. It
proposes an overall scheme of performance indicators as a means of undertaking the
necessary evaluations...
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Background

The twin aims of continually improving the quality of services and making the best use of
available resources have increasingly led Community Education Services (CES’s) to
emphasise careful planning. Effective evaluation is a crucial element as decisions about
what to do in the future will be flawed if they are not based on good information about what
is being done now: this is why there has recently been extensive interest in performance
indicators (Pis) throughout the education service.
Performance indicators are one approach to evaluation. They will not meet all the
evaluation needs of the CES’s but they can give a particular type of information that is
essential to good planning. They offer a fairly quick and standardised indication of how the
organisation is performing in practice. They provide detailed feedback to the teams which
are responsible for delivery as well as local planning, and give an overall profile of
organisational performance for those responsible for strategic decisions. They are not
designed to assess the performance of any individual member of staff.
The ways that the PI Scheme is used, and the ways in which it relates to other CES review
procedures, should be monitored by the education authorities. A healthy variety of use is
likely. In its own use of indicators, the Inspectorate will want to keep close contact with
developments in the authorities.

The Package

The indicators presented here represent a ‘core’ set which will need to be supplemented
and modified by CES’s to meet their own particular needs. The format of the package,
and the numbering system used for the indicators, should make it easy to include others
as required.
A considerable volume of evidence, on which the package is based, derived from the work
of CES staff. It should be stressed that the origins of the material lie in this evidence and
that the processes by which it was obtained have themselves contributed to local
development in advance of the publication of this document.
The Readers and Users of the Scheme

The general approach taken throughout this PI Scheme is to promote self assessment by
teams of workers. The material is written, therefore, with the primary aim that it will be
used by team leaders and the members of their teams.
Throughout the document there is reference to teams and field work teams as this is the
way that most CES’s are organised. In some education authorities, however, the approach
to organisation is different, and there are also variations in the range of services included
within community education. The references to teams and field work teams in the package
are a matter of convention, and there is no reason why the PI Scheme should not be used
throughout all CES’s.
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The Coverage of Pis

Teams usually, but not always, cover a geographical area and consist of from two or three
to, perhaps, a dozen community education workers, supplemented by larger numbers of
part time paid staff and volunteers Such teams are taken as the basic units for the PI
Scheme although a group of staff responsible for a major facility could equally well be
considered as the focus. In many areas there is direct contact between the community and
specialist services of the CES or senior staff holding particular responsibilities, for example,
for capital projects. It nevertheless remains clear that the main responsibilities for
educational programmes lie with the teams. As the critical focus of evaluation should be
the quality of education experienced by the participants and the fieldwork teams are the
parts of the organisation that have the key responsibility for making community education
a reality, it is logical to start with them when evaluating what the organisation is providing.
‘Start’, however, is a word that requires some emphasis, as it is hoped that the full
development of performance indicators will, in due course, cover all levels of the CES’s.....

Applications of the Pi Scheme

Definition

This PI Scheme should be considered as a standardised approach to the professional
assessment of the effectiveness and efficiency of a community education organisation. In
this definition it is important to stress that;
•

it is the overall educational performance of the
evaluated, not any individual;

organisation which is being

•

quality and efficiency both matter;

•

standardisation is explicit; this brings some problems, but these are outweighed by
the benefits.

Purpose

The Scheme is designed to promote evaluation and development in the CES’s. It should
be used as part of development planning and should be accompanied by staff
development programmes.
The PI Scheme could be used as an audit in advance of preparing a development plan or
as the evaluation element of such a plan. In the latter case, its core indicators would
probably be used in association with others devised specifically for the purpose. In either
case, the broad purposes of the PI Scheme will include the following:
•

to allow the CES and the education authority to find out how well they are
performing in relation to stated aims and objectives;

•

to extend the ability of teams to communicate the results of their work and to
comment on issues affecting it;
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•

to help to identify strengths to build on and areas requiring support;

•

to provide an overall profile of fieldwork which will grow over the years;

•

to provide the education authority with valuable information on which to base
strategic decisions;

•

to contribute information which may be of value when considering the range of
skills and abilities which the team needs.

Consideration of the skills and abilities available to a team and of the strengths and
weaknesses of organisational performance provides a useful and acceptable link between
the PI scheme and staff development.
Categories of Work

Whether the aim is to evaluate some or all of a team’s activity, the work will have to be
divided up into manageable elements. Although many authorities follow the three-way
division of community education into adult education, community development and youth
work, smaller sub-divisions are needed for the PI Scheme. No single set of sub-divisions or
categories of work can be used across the country, as local variations are too great.
It follows that the categorisation of CES work for the purposes of evaluation must be the
responsibility of the CES within each education authority.
There are two main factors to be kept in mind when deciding on these categories. The first
relates to statistics. One of the aims of the PI Scheme is to make it possible to collate
education authority statistics nationally to give a much needed Scottish picture of
community education. If this aim is to be achieved all authorities will have to use the same
broad categories of work agreed nationally - within which they can create sub-divisions to
meet their own needs.
The second issue concerns the observation of enough representative work to justify the
generalisation simplified by the use of Pis. The narrower the category of work selected, the
easier it will be to secure reasonable coverage. Taken too far, this approach would make it
impossible to get round all aspects of CES work, so compromise will be needed. It will be
best to start from the position that using narrower categories, such as work with adults with
special educational needs, makes for easier and probably better evaluation than broad
categories, such as all adult education.
When deciding how to categorise the work it will be useful to consider the following:
CES practice and the familiarity of staff and participants with current categories
of work;
•

the use of common definitions across the authority;

•

the need to see enough of the category of work in question;

•

the need to operate within the broad categories used in the statistical forms.
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Evaluation and Development Planning

A close relationship between the PI Scheme and development planning is essential. There
is little point in evaluating anything if the aim is not to improve what happens in the future.
The PI Scheme can be used either to evaluate how well a development plan is being
implemented at a particular time or to audit basic educational objectives. In the first case
the Pis have to relate to the stated objectives of the plan; in the second they must address
the overall quality of education provided rather than these particular objectives.
In either case, the Scheme can be used in whoje or in part and with or without additional
indicators designed to meet particular needs. The approach is flexible enough to adapt to
most circumstances but provides sufficient standardisation to give firm underpinning to the
whole process of development planning.
This relationship between the Scheme of Pis and development planning places an onus on
education authorities to establish clear strategies for the use of Pis. Teams will use them for
self-evaluation but they will also need to work within an agreed set of parameters which
ensures that the whole process contributes fully to regional decision making. It is for the
education authorities to establish these parameters.
The evaluation procedures in the PI Scheme will not be implemented quickly. The process
of establishing the use of Pis should be seen as a development exercise in its own right. In
some authorities, where development planning has already involved staff in audit
procedures, it might be possible to identify immediately a set of indicators to accompany
the current development plan, and to start the evaluation cycle right away. Elsewhere,
rather more time will be needed to introduce staff to ways of working that involve this
approach to evaluation as a normal part of work patterns.
Elements of the Scheme

The PI Scheme comprises the following sets of indicators or data:
Quality Indicators (QIs) assess the quality of service to participants. Back ground
Indicators (Bis) assess the quality of resources or ‘tools’ available to staff. Statistics show
the amount of resource being funded and the numbers benefiting from the service: these
are not yet in the form of quantitative indicators but should lead to their development.

SCHEME OF PERFORMANCE INDICATORS

Quality

Background

Indicators

Indicators

QIs

Bis

Statistics

326 COMMUNITY LEARNING AND DEVELOPMENT
Quality Indicators (Qls)

The Qls in this package should be regarded as a core set, not a fully comprehensive
one. They cover Key Issues of concern to any CES activity, namely:
•

the benefits to the participants in the learning activity;

•

the nature of the learning context;

•

the management which planned and supports the activity.

The first Key Issue highlights the educational benefits which people gain by taking
part in community education. There are no hidden messages in the use of the words
‘participant/learner’ which appear in all the indicators. While it is usual in adult
education to refer to participants as learners, this is less common in youth work and
community development, so the Pis as presented cover both options.
The second Key Issue concentrates on the specific circumstances in which the activity
and learning take place. This includes the management of that activity and the
curriculum on offer but not the wider aspects of local management such as
deployment of staff which are taken in the third group of indicators. The essential
purpose of this group of indicators is to evaluate the context that has been created
for learning.
The third Key Issue deals with everything that has been done to bring the activity into
being, i.e. management of resources, including staff. A ttention is clearly focused on
the purpose of the whole enterprise - learning in the community. The Key Issue is
concerned only with those aspects of management that are within the control of the
field work team. Issues that are relevant to management but outwith the team ’s
control, such as the size of its budget, are dealt with as Background Indicators. (The
full list of the Qls covering these three Key Issues appears see Diagram 1) (ed).
It is im portant to recognise that these Key Issues are not the only ones that might have
been identified, and that different Qls might have been found for each heading. They
are neither perfect nor unchangeable. They are, however, the product of extensive
consultation with community education w orkers throughout the country and
they therefore represent a particularly im portant statem ent of key concerns in
community education.
Because of the diversity of CES activity, and the different ways in which indicators can
be used, CESs may need to design their own Qls to be used with the core set. For
example, a CES might want its development plan to include a set of Qls to assess its
implementation but find that the core set here did not cover all of the details.
The core set of Qls provides a satisfactory basis for an audit of CES activities but using
all of them at the same time, for all aspects of CES work, would be ambitious. In most
cases it will be more realistic to evaluate one aspect at a time, thus initiating a
cumulative process. This has the following benefits:
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evaluation, including local consultation, is confirmed as a regular part of
team activity;
priorities for evaluation can be identified early, but all aspects of CES work will
reappear regularly in the evaluation programme;
the problems of generalising from a small number of examples can be minimised by
restricting evaluation to appropriately sized fields;
it is feasible to use the full set of QIs in relation to a limited field;
packages of QIs can be selected which are particularly appropriate in a given set
of circumstances.
Background Indicators

Contexts in which community education takes place vary much more than in other education
sectors. The context can affect quality yet, to a large extent, is usually outwith the control of
the field work staff. Given the great variety of circumstances in which fieldwork teams
operate, it is essential that Bis are an explicit part of the PI Scheme. They cover five topics
policy;
accommodation;
equipment and materials;
staffing levels;
budgets.
Like the QIs, Bis are concerned with quality (numerical information concerning some of
these topics appears as statistics). The information they provide will probably change little
from year to year so, after the first evaluation, the process of updating them should not be
time-consuming. (A summary of the Bis is given - see Diagram 2) (ed).
The defining attribute of BI issues is that the field work team cannot change them. They
comprise, for example, the size of their budgets, the range of decision-making powers which
is devolved to them, and the policies of the education authority. The team’s interpretation
of policy, however, or their use of budgets can be evaluated.
The inclusion of Bis in the Scheme does not imply that there is a simple relationship
between background factors and the quality of educational experience. The best policies in
the world will not automatically produce a high quality of experience and learners can
benefit from highly effective programmes in the face of poor physical resources. Their
inclusion, however, provides additional information which is relevant to performance and
is an essential complement to the QIs and statistics.
Statistics

Good numerical information is essential to any assessment of efficiency. To give a simplistic
example, if it is possible to achieve the same quality of learning for ten people using one
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approach, but for only five using another which costs the same, then, other things being
equal, the method which benefits more people is more efficient. Judgments about
efficiency must bebased on good information about both quality and quantity.
For many years CESs have been seriously concerned about efficiency as they have tried to
cover growing fields of work with limited resources. Their assessment of efficiency has, at
best, not been helped by the variability and, in some cases, the lack of good quantitative
data. For this PI Scheme, it is essential to develop a systematic collection of statistics. It will
take a good deal of sensitive experimentation to produce valid and reliable quantitative
indicators from the statistics but it is important that the process should be started.
Many statistics are already collected and have value in their own right. They are not,
however, collected in a uniform way by the education authorities and so it is not always
possible to study a number of important relationships. The proposals made here will
provide insight into such relationships, for example:
•

between resources and benefits;

•

between different aspects of resources, such as full-time and part-time staff;

•

between different aspects of the use of resources, such
and numbers of groups.

as numbers of individuals

The statistics in this package are concerned with four main issues:
•

staff;

•

participants;

•

budgets;

•

urban aid projects.

Such statistics will normally relate to Key Issues rather than to individual QIs and Bis, with
their precise use depending on the nature of the evaluation. On their own they will help to
fill out the overall picture, but their full value will come from setting them alongside
information about quality. The pilot work for the PI Scheme provided guidance on the
types of statistical collection that are needed but less on how to use statistics and QIs in
combination. This needs to be kept under continuing review.
Reliable recording of information at grass-roots level, for example on enrolments,
attendance or funding, will be needed if statistical forms are to be properly completed. The
importance of such information for monitoring, evaluating and prioritising work should be
recognised, perhaps by giving one member of the team a clear responsibility for all
statistical work.
One of the problems regarding the use of statistics in the PI Scheme is how to record the
deployment of the team’s time in relation to agreed categories of work. The staff of the
Community Education Service are its most valuable resource and the way that their time is
used, particularly in relation to priorities, is crucial. The information is needed to show:
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•

whether teams are able to commit the necessary time to priority issues;

•

whether they are able to allocate time across their full range of concerns;

•

whether they are able to keep a reasonable time balance between fieldwork and, for
example, organisational tasks.

The lack of good, comprehensive statistics is not just a matter of concern in relation to the
PI Scheme. At present there are few national statistics on such matters as total CES staff
or numbers of people benefiting from Community Education Services. This is a major
deficiency. Although diversity of provi-sion makes the collection of statistics difficult, they
are vital for planning purposes. They should improve the effectiveness of communication
about the services being provided, help teams to identify strengths and weaknesses and
enable trends to be identified.
Statistics are renowned for the use and abuse that can be made of them. Because of the
complexity of recording statistics in community education, it is important that hasty
conclusions are not drawn from bare figures. Careful examination of the context, including
both the Qls and Bis, should be made as part of their interpretation.
The Key Decisions

In a team of average size with, say, five full-time workers and the normal range of
responsibilities, it is unlikely that a review of all of its work, using the full PI Scheme, could
be completed in under 30 worker-days. Although that is a large amount of staff time, it is
worth remembering that five full-time workers provide about 1,100 working days per year.
When the contributions of the part-time paid and voluntary staff are added, 30 days does
not seem so excessive.
Whether a full review of all categories of work at one time or a rolling programme of
reviews is implemented, all three elements of the PI Scheme - Qls, Bis and statistics should be included. The key decisions are as follows:
•

First decision: Is itbetter to conduct a full review or begin a rolling programme?
This decision will probably be taken at authority rather than team level.

•

Second decision: If a rolling programme is to be implemented, which categories of
work are to be reviewed, and when? This decision will probably be negotiated
between the CES and the team.

•

Third decision: Should all the Qls be used or is there good reason to use only some
of them? Are any new ones needed?

•

Subsequent decisions relate to the procedures for implementing the Scheme, all
three parts of which together produce a profile of the work under review.

•

Final decisions concern the action to be taken as a result of the evaluations.

A rolling programme of reviews will lead to a regular cycle of evaluation.
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DIAGRAM 1
THE QUALITY INDICATORS ...
AND THEIR THEMES
Key Issue - Benefit to
Participants/Learners
Q1 Benefits 1: Assessm ent of Learning Needs

- strategies for making contact with
potential participants
- procedures for identifying learning needs
- participant awareness
Q1 Benefits 2: Negotiation of the L earning
Program m e

-

quality of negotiation
content of negotiation
learning contract

Q1 Benefits 3: G roup Development

-

groups provide support to learning
participants value working in a group

Q1 Benefits 4: Progress, Including
Continuous Assessm ent

-

progress towards identified objectives
continuous assessment
the results of assessment influence the
learning programme

Q1 Benefits 5: Empowerm ent

-

awareness of potential
activity beyond the group
ownership

Q1 Benefit 6: P articipant Satisfaction

-

arrangements for feedback
levels of satisfaction

Key Issues - The Learning Context
Q1 Context 1: Curriculum

-

range of available opportunities
internal coherence
relevance

Q1 Context 2: Activity

-

interaction among participants and staff
stimulation of the activity
thoroughness of the activity

Q1 Context 3: Staff Input and M ethods

-

design of the activity
selection of methods
quality of practice

Q1 Context 4: Use of Resources

-

planning the use of resources
use of physical resources
use of human resources

Q1 Context 5: Guidance
- initial contact and guidance
- continuing guidance
quality of information
Q1
-

Context 6: Program m e Evaluation
evaluation methods suit the circumstances
evaluation involves appropriate people
the results of evaluation are used

Key Issue - Management of Resources
Q1 M anagem ent 1: Area Needs Assessm ent
- assessment procedures
quality and range of information
- local consultations
Q1 M anagem ent 2: E stablishm ent of
Priorities
decisions are guided by area needs
- decisions are guided by policy statements
decisions are guided by resource
availability
Q1 M anagem ent 3: Planning the W ork of the
Team
- consistency of approach
involvement of team members
- time allocations
Q1 M anagem ent 4: Development of the
Community as a Resource
- support for community development
- local influence on team activities
- volunteers
Q1 M anagem ent 5: Liaison with O ther
Organisations
links and work with local groups
- links and work with relevant agencies
collaboration in education
Q1 M anagem ent 6: Deployment of Resources
- deplojmient of staff time
deployment of other resources
- monitoring and renegotiation of resource
commitments (including staff time)
Q1 M anagem ent 7: Staff M anagem ent
Systems
- staff development
staff support and supervision
- in-service training
Q1 M anagem ent 8: M onitoring and
Evaluation
- monitoring
evaluation
use of results
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DIAGRAM 2
THE BACKGROUND INDICATORS ...
AND THEIR THEMES
B1 1 Policy
- clarity
extent
- openness to influence
B1
-

2 Accommodation
availability
suitability
costs
access for people with physical disabilities

B1
-

3 Equipm ent and M aterials
availability
suitability
provision for people with particular needs

B1
-

4 Staff in Post
availability of staff time
professional skills
clerical and ancillary staff

B1 5 Budgets
- amounts in the budgets
organisation of budgets
- charging policies
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JOHN NISBET AND JOYCE WATT
EDUCATIONAL DISADVANTAGE IN SCOTLAND
- A 1990s PERSPECTIVE
SCOTTISH COMMUNITY EDUCATION COUNCIL, 1994 pp76-83, 87-94
THE COMMUNITY
Tackling educational disadvantage through [schools], faces a serious obstacle in the
antagonism felt by many adults and pupils to schools and to the authority which they
represent. Our 1984 report, reviewing the Glasgow Eastern Area Renewal Project
(GEAR), noted this attitude in relation to the provision of adult education in local
schools. ‘There is a psychological barrier at the gate of a school (especially a secondary
school)’ (page 37).
In the same area ten years later in one of the women’s groups which we visited, a similar
attitude was expressed - not just to schools but to anything run by ‘authority’. The
nursery school wasn’t for them; the mother and toddler group was no good; the
community centre was a waste of time. The heart of the matter is the perception of
‘authority’, and the formal procedures and barriers which authority sets up between
‘managers’ and the public. The women had ownership of their own group: formal
organisations denied them that sense of belonging.
Add to this the experience which many of those who live in depressed areas have had of
schools: failing in school work and being made to feel a failure, undermining confidence
and lowering self-image, accentuating social differences, reinforcing inequality, being
treated as second-rate, in an alien life-style where even the language of the home is
regarded as an inferior dialect which has to be eradicated. The realisation (or the
dawning awareness) that school is a powerful factor in determining life chances, and
that the chances are not evenly loaded, leads to feelings of alienation and powerlessness.
There is some evidence that attitudes are changing. Adults are returning to continuing
education - and even to classes in school - in large numbers; many more pupils are
staying on beyond age 16 (though this trend is affected by unemployment and changes
in benefit regulations). But changing the norms of a community is not something which
happens quickly - if only it could be done so simply!
The community is a powerful educative influence on our lives. If we include the family in
the concept of community, then it is the most powerful influence. It stamps its pattern on
our speech, our behaviour and our thinking; we absorb its values through the models which
it gives us and only with a struggle can we escape their power. As Smith (1992) puts it
vividly, we learn ‘from the company we keep’. The influence of the community is powerful
because it is informal and not explicit, and therefore not easy to control or manage.
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We need to beware of thinking of the influence of the community in disadvantaged
areas as something that needs to be changed. It is better viewed as a potential
strength to build on. Coleman (1991) uses the concept of ‘social capital’ (in the
currently acceptable language of the m arket) to express this point:
Social capital held by a person lies in the strength o f social relations that make
available to the person the resources o f others . . . Traditional discussions o f
capital have focused on its tangible form, whether financial capital or
productive equipment. Building on this concept, economists have developed
over the past 30 years the idea o f human capital, that is, the assets embodied
in the knowledge and skill that a person has . . . (But) the social relations that
exist in the family or in the community outside the family also constitute a form
o f capital. While physical or financial capital exists wholly in tangible
resources, and human capital is a property o f individual persons, social capital
exists in the relations between persons, (pages 6-7)
In this century, Coleman argues, the available financial and human capital has
increased, whereas social capital has decreased with new work patterns and smaller
families. Rebuilding social capital, he says, is the new role for the school. Clearly, it is
not a task for the school alone. This could be expressed as a re-expression of the aims
of community education in disadvantaged areas. O ther agencies also in the voluntary
sector have a part to play, and current policies aim to enlist the private sector.
Community education has made a substantial contribution to tackling disadvantage
and deprivation. Community education workers have been to the fore in projects in
the U rban Programme, in working with disadvantaged and alienated young people
and in community centres and community schools. Community education has helped
to prom ote continuing education by initiating self-help groups and providing
guidance and support leading on from informal education to enrolm ent in more
formal courses. It also has kept alive the development of pre-school provision,
supporting play groups and m other-and-toddler groups in the poorest areas. There
has been a great variety of action across the country, some formalised as projects,
others resulting from informal groups and the routine work of the Community
Education Services, almost all unreported (possibly because of reluctance to make
‘capital’ out of one’s clients).
An im portant achievement of community education is that it has established a
principle and a style of working, in helping individuals and groups to take
responsibility in issues which affect their lives - especially im portant for the
disadvantaged. This Freirean concept of ‘em powerment’ of the underprivileged runs
through much of the philosophy of community education. Paradoxically, a parallel
theme appears in the rhetoric of contem porary conservative thinking: shifting power
to the lay person, customer, client or citizen, in order to make bureaucratic
institutions more answerable. In the philosophy of enterprise, the involvement of
local people is a key principle in any programme of regeneration.
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In one of our interviews, the suggestion was made that perhaps in the past community
education had become too closely identified with disadvantage, in the sense that some
politicians saw it as in danger of becoming ‘a strategy to support working class actions
in defence of their class interests and to develop effective challenges to the operation of
private capital.’
Instead, they wished the techniques associated with community education used to
promote economic and social regeneration of a rather different kind. ‘Community
education... was oft-times regarded as a plaything of the political Left... (But now)
empowerment has been captured by the Right, with community education as its
handmaiden.’

A new agenda
The two contrasting approaches are not wholly irreconcilable, though a conflict of
values seems inevitable. Industry and commerce are part of the ‘community’ though
their values are not readily accepted by the disadvantaged. The various Regions’ policies
for community education recognise the need for collaboration in Partnership and
Enterprise programmes, while retaining the well-established primary concerns of the
community education service. In 1989, the Chief Inspector for community education
had anticipated this pressure to bring the development of community education into line
with other government policies. In an article in SCAN (the newsletter of community
education in Scotland), he wrote: ‘Urban regeneration, basic education, law and order,
enterprise... occupy the ‘high ground’ in public perception... It will not compromise
purity to relate openly to such issues.’
In a speech in Glasgow in March 1992, the Minister, Lord James Douglas-Hamilton,
expressed a similar broad view in outlining the Government’s aims for community
education as a whole:
to make life-long education a reality for the whole community....; to develop
collaborative initiatives amongst agencies to suit the needs o f local communities;
and to support various government policies, such as rural and urban development,
community care and the Citizen’s Charter, through appropriate informal
education... The major objectives which the Government would wish to pursue in
this area (community development) are: the promotion o f a sense o f responsibility;
the furtherance o f initiatives designed to counter deprivation or health threatening
practices; and the stimulation o f local enterprise. (Scottish Journal o f Adult
Education, 1 (4), 52-59)
The pressures to adapt to a new style of working are particularly evident in recent
changes in the mode of working of the Scottish Community Education Council (SCEC).
An article in the Times Educational Supplement Scotland (headlined ‘How the SCEC
has found a niche in the market-place’) begins: ‘A nybody looking for a classic example
of how Government policy has changed the educational agenda need look no further
than the Scottish Community Education Council.’
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The new Executive Director of the Council, the article goes on,
‘takes a robust view o f the SC EC ’s role. The reality is that we are in the market
place and we have got to get on with it, he says. Although he stresses his strong
belief in the Council continuing to be a public service, the fact is that SCEC has
to bring in £500, 000 o f business each year and must therefore contract with
education authorities, the voluntary sector, local enterprise companies and
private organisations. ’
The article concludes:
‘I f community education is now as much about stimulating local business enterprise
as about assisting tenants’associations through informal education - no longer about
revolutionising communities but empowering individuals - then it has indeed come
o f age. In an age o f scarce resources, it has found a niche. ’
In a personal statement subsequently, the Director challenges the article’s somewhat
contentious claim that community education has been captured by the ‘right’. His position,
he asserts, is that “community education must remain a public service, provided both by local
government and through public investment support for the voluntary sector. Community
educators require to understand and address the agendas o f local and central government,
whether o f left, centre or right, and to secure cross party support. That said, the concern of
community education to tackle disadvantage and to promote community as well as individual
empowerment clearly places it within a progressive education tradition. ”
There remains, however, a conflict of values for community education workers in having to fit
in with the very structures which ‘empowered’ groups might have set out to challenge. This new
role and the push for a management style of working, it was said in one interview, have
combined to remove professional workers from the field into clerking and running committees.
In the context of social policies in the 1990s, community education must collaborate with
other agencies if it is to be effective in reducing the barriers of educational disadvantage.
The ideal of cooperative working is readily compatible with the principles of community
education, but is not so easy to achieve in practice. In his 1992 speech, the Minister
recognised this: ‘I am asking for a willingness to be imaginative in working with new
partners in contexts and places well beyond the conventional educational environment.’
In fact there has been successful cooperation with the many partners with which community
education has to work: the schools, further education colleges and universities, social work
departments, planning authorities, the voluntary sector, health boards and social security
services, the local enterprise companies and the new initiatives in urban regeneration. But
there remains the danger of conflicting values: for each of these many partners, the modes
of working are different - differences which are not to be overcome simply by an expression
of intent. Community education has to work differently if the cooperation is to be a
partnership and not a battle-ground. The Minister’s willingness to be imaginative in
working with new partners will certainly be required if community education is to work
effectively to its new agenda.
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Rural disadvantage
This review has been limited to educational disadvantage linked to poverty in urban areas.
Discrimination on the basis of handicap, gender or race often interacts with poverty to
result in serious disadvantage. But each of these aspects raises distinctive issues, and each
has a literature of its own. Rural disadvantage is a topic which deserves a report of its own:
it is different from the urban situation in distinctive ways, it raises different issues, and
requires different action.
In recent years there has been a growing awareness of disadvantage in rural areas, and of the
need to introduce appropriate action. In particular, rural deprivation often is to be found in
small pockets widely dispersed, and consequently poverty is not so readily identifiable:
'Rural deprivation tends not to be concentrated, in the manner o f urban deprivation, but
dispersed... This makes rural deprivation less visible and less obviously tractable.’
(Shucksmith, 1990, page iii)
‘Because these conditions are to be found in small pockets dispersed over rural areas as
a whole... they tend to be ignored. ’ (Midwinter et al, 1988, page 8)
At a conference organised in 1992 by the Scottish Children and Families Alliance
(SCAFA), the coordinator of the European Community Childcare Network said that
‘There is increasing recognition that attention has got to be given to rural areas, which have
had rather a bad deal in the past.’
In 1985 the Convention of Scottish Local Authorities had pressed the Scottish Office to set
up a Rural Aid Fund with aims and format similar to Urban Aid. The Government,
however, rejected the proposal, on the grounds that it was already allocating considerable
resources to rural areas.
In current policy and research, the problem is regarded as primarily economic. Changes in
the basic rural industries of agriculture and fishing have had a devastating effect on some
sections of the community. In other areas, the collapse of small local industries has
destroyed the livelihood of an entire community, as in the case of the mining villages in
rural Central Scotland. These pockets of deprivation do not fit the criteria for aid under the
Urban Programme, but some have recently become eligible for support from EC funding.
As with inner city areas, regeneration of the rural economy is at the heart of the strategy to
counter disadvantage, but the economic methods of achieving this are different from those
in inner cities; and the issues lie outside the scope of this review of educational
disadvantage. [For discussion of economic issues, see Midwinter, A, Mair, C and Moxen, J
(1988); Rural Deprivation in Scotland, University of Strathclyde; Highland Regional
Council (1988) Rural A id Fund for Scotland, Seminar at Inverness; Shucksmith, M (1990)
The Definition o f Rural Areas and Rural Deprivation, Report to Scottish Homes].
The fact of living in the country is not itself a major factor in educational disadvantage for
children at the primary school stage, except possibly in extremely remote areas. The
educational attainment of children in small rural schools is generally as good as that of their
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counterparts in towns. There is even evidence to suggest that, at the stage of transfer from
primary to secondary school, those from very small schools adjust more readily to the
change than children from small town schools (Shanks and Welsh, 1985). At the secondary
school stage, the burden of travel and an extended day is likely to be greater for many rural
pupils. As the costs of public services are higher in rural areas, the availability of services is
more limited when their provision by local authorities is on a discretionary basis and not
obligatory. Consequently, outside the years of compulsory schooling, the factors of distance
and isolation begin to have a more serious effect. Providing pre-school facilities presents
special problems. Opportunities for continuing education and training for adults are quite
seriously limited; for those school pupils who consider staying on to further and higher
education distance is a deterrent to recruitment; and links with business and industry can
only be made on a small scale; (though this may change in time with proposals for computer
networks to link remote areas to urban centres).
Adult education and child care are the two educational aspects which have received most
attention in recent years. The Scottish Community Education Council held a conference in
Inverness in 1990 reviewing informal adult education in rural areas, and in the same year it
published Good Practice Guidelines on Adult Basic Education in Rural Areas, and Working
with Travelling People. For child care, voluntary groups have taken most of the
responsibility; but the report by SCAFA, Child Care in Rural Communities (Palmer, 1991)
describes a number of joint initiatives in the areas surveyed: for example, the Upper
Deeside Project, where two nursery teams work their way round six nursery bases each
week in local schools; and the Play and Learning Sessions (PALS) in Highland Region for
pre-school children in primary schools. In the Borders Region in 1992, SCAFA held a
conference on ‘Children and families in rural areas’, and the Pre-Five Development Project
there is a collaborative venture between the Region and SCAFA.
Scottish Environment now has a rural officer; in some Regions there is now a designated
official for rural development; and Scottish Homes have funded research on the topic of
rural deprivation. Though their main concern is economic regeneration, it is recognised
that education has a contribution to make in an integrated rural development policy...

Continuing education
A major change in the past decade has been the focus on adult and continuing education.
This is not altogether a new development: the community education programmes of the
late 1970s aimed to involve adults in the regeneration of disadvantaged communities
through self-help and education, and the writings of Paolo Friere introduced the concept
of ‘empowerment’. In the past, however, much of the provision of adult education was
directed towards liberal and humane studies: this older ‘liberal education’ style of adult
education has been supplemented by community education, by ‘outreach’ programmes and
by a blurring of the former distinction between further education and adult education,
drawing from new sectors of the population and since the most rapid growth has been in
courses leading to qualifications or access to such courses opening up new opportunities for
those whose school experience was unsuccessful and unhappy. Adult education has really
taken root, as one of those interviewed said.
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As an approach to tackling educational disadvantage, this represents a significant change
of focus. The rationale of the 1970s in directing resources towards the under-fives and to
schools and young people was that better educational provision for the young would save
them from the educational disadvantage experienced by their parents. The current
expansion of continuing education faces disadvantage more directly and more immediately
- not ignoring the preventative strategy but providing avenues of opportunity for adults as
a ‘second chance’. This is a ‘two generation’ policy - providing for two generations at
the same time.
It is arguable whether this shift of emphasis has occurred as a result of planned policy, or
from changing attitudes, new awareness and new aspirations: most likely it has been a
combination of all these factors. In Tayside Region, for example, there was a planned
development from 1984 to the present, covering different lines of provision, coordinated
within a ‘Continuing Education Initiative’:
a liberal education network, decentralised to 20 associations across the region, mainly
recruiting the traditional adult education participants;
locally-based issue-oriented groups, organised with the help of community
education workers;
adult learning linked with community enterprise, and business plans (eg Tayside
Community Business, WABET);
guidance, using school resources for vocational guidance (TAGS - Tayside Adult
Guidance Service).
Whether planned in this systematic way or not, the expansion of recruitment was the result
of changing public attitudes - a growing recognition of education as an avenue to
worthwhile qualifications and job opportunities, especially in a period of recession,
together with other more fundamental changes involving awareness of women’s rights and
equality of opportunity. Adult education itself changed to meet the demand, and people
have felt less inhibited by the psychological barriers which had discouraged them formerly.
The drive to extend continuing education has taken a variety of forms: new patterns of
adult basic education; the Local Collaborative Programme in Strathclyde; adult enrolment
in secondary schools; and access to higher and further education.

Adult basic education
The title ‘A dult basic education’ carries a stigma. (The original, ‘A dult illiteracy’, was even
worse.) Even the word ‘education’ may give the impression to potential students that if they
need education they are ‘uneducated’. Also the word may create difficulties for some whose
previous experience of education is only of failure. The provision itself (classroom,
institutional building), inconvenient hours and lack of creche facilities, may not help. How
then do we interest those whose lack of basic educational skills prevents them from using
opportunities in continuing education? Commonly, and increasingly over the period of our
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review, basic courses have been provided along with other courses in further education
colleges or schools, not labelled as such but as training in skills (eg word processing) or for
gaining qualifications (eg driving licence), or as a package of skills to help get a job.
Consequently there are no reliable statistics of those enrolled in adult basic education. It is
clearly a growing provision, going well beyond literacy and numeracy to other social
competencies, including health.
Appendix 2 of the Scottish Office publication. The Education o f Adults in Scotland (HMSO,
1992), illustrates the range of provision. The Focus Learning Centre at Saltcoats, for
example, was established in 1988 in a primary school in a disadvantaged area, to provide
‘taster’ or ‘First Step’ courses and ‘follow on’ ‘Progressive’ courses. The facilities include
typing and word-processing rooms and a workshop with graphics equipment as well as a
coffee bar, lounge and creche. Eighty-one per cent of the users are unemployed and at the
time of the report, 687 had successfully completed ‘First Step’ courses and 472 ‘Progressive’
courses (including SCOTVEC modules). In the Dundee Partnership project at Whitfield,
WABET (Whitfield Adult Basic Education Trust) started in 1989 teaches adult basic
education through computers. In the Edinburgh Partnership at Wester Hailes, the courses
run by WHOT (Wester Hailes Opportunities Trust) have a stronger vocational emphasis.
Every area makes provision for adult basic education, either through community education
or separately.

The local collaborative programme in Strathciyde
Strathclyde’s Local Collaborative Programme (LCP) was initiated in 1987 from unused
bursary funds ‘to establish progression routes between informal and formal education, to
stimulate social and economic regeneration . . . and to build bridges between separate
elements of the education service.’ (SOED, 1991, 2.1.3).
The Community Education Service, identifying groups or needs, collaborates with the
further education colleges, which provide courses. Between 500 and 600 courses are
provided each term (three terms per year) in many centres across the Region, both
vocational and non-vocational (the distinction is not made): typing, computing, book
keeping, machine-knitting, photography, drama, basic literacy, committee skills, caring,
first aid, sewing, dress-making and so on. In more than half of these courses, there are links
to further courses. The LCPs attracted 15,000 adults in session 1992-93 (Adult Education
Conference, Glasgow, March 1993, Report, page 4).
Although there is no specific reference to disadvantage, the provision of further education
free of charge to those in need, near to where they live, is directed primarily at those who
would not normally enrol in further education. Most of the students in these courses left
school at the minimum leaving age. The 1991 Inspectors’ report describes the programme
as ‘a valuable experiment which has brought educational opportunities to adults who, for
the most part, have had little involvement in education since leaving school.’
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Enrolment in these courses and similar provision in other Regions illustrate a growing
awareness in the adult population of the need for training in skills. With limited job
opportunities in every part of the country, the usefulness of further education has come to
be recognised more and more widely. As a result, the demand is for vocational (or ‘useful’)
courses, and for courses which lead to a certificate or qualification and which lead on to
more advanced study. What is happening is the opening of alternative routes, especially for
those who have dropped out at an early age from the standard progression from school
to college.

Adult enrolment in secondary schools
The growing number of adults enrolling in secondary schools is one of the most striking
developments of the past decade. In session 1990-91, according t o ^ Survey o f the Provision
for Adults in Schools: Strathclyde Region (SOED, 1992, p.l), 14000 adults enrolled in
secondary schools in Scotland as a whole, 9000 in the Strathclyde Region. Most of these
attended part-time, and so the figures may give an over-optimistic impression. (Though the
figure of 14000 is given in two HMI reports, it seems questionable, since, for example, the
Fife figure for 1990 is 275, and the Grampian figure is 345.) In some schools, adults
constitute 25 per cent of the role.
A main target of adults attending school classes is to obtain a qualification in the Scottish
Certificate of Education or through SCOTVEC modules. Formerly this was possible only
through attendance at evening classes run by the local authority or at courses in further
education colleges. The idea of adults attending a local secondary school alongside school
pupils to study for SCE examinations was promoted by the community school movement of
the 1970s. It was linked in some inner city areas with a decline in school rolls, which made
adult recruitment attractive to maintain numbers above the survival limit. Starting as an
initiative by a few schools, it rapidly gained popularity in some disadvantaged areas where
school staffs were highly successful in overcoming some of the traditional barriers to
adult participation.
These barriers are familiar enough, and at one time seemed insurmountable: hostility to
schools because of their childhood experience of failure, the pressure of peer groups, lack
of confidence and belief that one is too old to learn, the forbidding institutional
atmosphere, inconvenient hours and lack of time, money, transport and child care facilities.
Yet schools are often conveniently within reach; staff make special efforts to create a
welcoming atmosphere; and the support of peers and (perhaps most important) changing
attitudes have promoted a movement which has opened up another avenue for the
educationally disadvantaged.‘The schools... had attracted a clientele for whom traditional
modes of continuing education had not been considered an option.’ (SOED, 1992c, page 5).
The presence of adults in school classrooms, though not without problems, has contributed
indirectly to changing attitudes in the regular school population:
‘By their presence in the classroom, adult students were making an overt statement
to school age pupils that education is not a stage to be passed through, outgrown
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and discarded at the first opportunity, but is an enjoyable, rewarding and life-long
process. ’ (page 22)
Meanwhile, a similar development was taking place in the admission of mature students to
higher education courses in universities and colleges. Previously, mature students were
admitted to university only after they had qualified for entrance by passing the same
examinations as were required of direct entrants from school. In the 1980s, there was a
remarkable development of ‘access courses’ - courses for adults which are accepted as the
equivalent of the normal entrance requirements. At first sight this may not appear to
contribute greatly to remedying educational disadvantage; but it has opened the door to
many whose limited previous education had barred them from entry to higher education.

Access courses
The Open University throughout the 1970s and 80s had demonstrated that older students,
without the conventional entrance requirements, could make a success of higher education
courses, and in this way it contributed to creating a demand for access. The introduction,
nationwide, of comprehensive secondary schools in the 1970s was also part of a trend to
question the validity of early selection by examinations, and an awareness of an ‘untapped
reservoir of talent’ (a common metaphor at that time). At a more mundane level (as with
the secondary schools), increasing adult admissions was also seen as a way to overcome the
approaching decline in numbers in the 18-year-old population.
In 1979, Glasgow University Extra-Mural Department introduced a course, ‘A University
introduction to study for mature students’, as an alternative route to entry. Dundee
followed in 1980 (‘New opportunities . . .’), Aberdeen in 1984 (‘Access to degree studies’)
and Strathclyde in 1985 (‘Pre-entry certificate’), holding out the possibility of entry - in
some cases guaranteeing a place - for those completing successfully. By the mid 1980s, a
variety of routes to higher education were available to those who had left school at the
minimum leaving age or before gaining the required entrance qualifications. By 1992, 43
such courses were listed in nine universities, some of these in collaboration with further
education colleges (SUCE Access Database 1992).
At first there was no coordination of these courses and no system of guidance for would-be
entrants. In April 1988, the Scottish Education Department introduced the Scottish Wider
Access Programme (SWAP), ‘designed to extend access to further and higher education to
adults who lack traditional entry requirements.’ (SOED, 1992b, page 25).
The scheme coordinated arrangements, providing funding for consortia of local authorities,
colleges and universities across Scotland. Enrolments rose from 750 in 1989-90 to 1588 in
1991-92, with a success rate of 70 per cent. A substantial proportion of these are ‘new client
groups from a wide variety of backgrounds’ (SOED, 1992d). The Education of Adults in
Scotland(SOED, 1992b) makes the point more directly:
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The success o f SWAP’s efforts to attract non-traditional students to higher
education is testified by the fact that 39 per cent o f enrolments for 1990-91 came
from special areas o f economic and social deprivation, (page 25)
The percentage in 1993 had risen to 41 per cent (Report of Adult Education
Conference, Glasgow, March 1993, page 4).
Provision for disadvantaged groups has recently been extended by the introduction of a
Summer School for Access. The Aberdeen University Summer School, which began in
1991 targets two groups: adults who had experienced ‘academic disruption’ (a
euphemism which means, in most cases, leaving school before gaining university
entrance requirements), and senior pupils from schools in deprived areas:
A particular emphasis is the admission o f pupils from schools serving designated
areas o f social and economic deprivation... There are special partnership
arrangements with schools and the further education sector in Orkney, Shetland,
Western Isles, Grampian and Highland regions, to identify and admit appropriate
candidates. (SUCE Access Course Database, Section 3)
Other regions (Lothian in partnership with the University of Edinburgh, Strathclyde
with Glasgow) have similar provision. In Aberdeen, the Summer School is an intensive
ten-week course, including study skills, which is seen as equivalent to one term of
undergraduate study (and consequently is called ‘Term Zero’). Over 90 per cent of the
students continue in higher education after the Summer School. Enrolments in
Aberdeen have grown from 50 in 1991 to 130 in 1992 and 160 in 1993, with twice as many
applicants as places. There are no fees, and senior school pupils make up almost one
quarter of the total.
Thus, through Access courses, higher education is beginning to recruit successfully
people with no post-16 education and with no previous links with higher education: ‘Of
the 1200 students enrolled (in SWAP Access courses) in session 1990-91, 66 per cent
reported that no member of their immediate family had ever attended a higher
education course.’ (SOED, 1992b, page 25). The provision, however, is vulnerable in
these times of financial constraint: ‘Policies for equality of opportunity... (are)
justifiable in the cause of improving the utilization of scarce talent, but they are
investments for the medium term which may conflict with short-run economy.’ (Fulton,
1992, page 916). The government is putting brakes on expansion in post-secondary
education, particularly in Arts and Social Sciences, the faculties which most Access
students aim to enter.
As a means of tackling educational disadvantage, adult education has commonly been
criticised in that: ‘the main beneficiaries... are those who have had the largest initial
educational experience.’ (SOED, 1992b, page 7). Or, to quote from one of those we
interviewed, ‘Those who come are well on the road already’. This has been described as
the ‘iron law of education’: ‘The more education people have had, the more likely they are
to want more and the more competent they will be at getting it.’ (SOED, 1992b, page 7).
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Possibly we may now be finding a way to circumvent, if not to break, that ‘iron law. In
the past we tended to think of ‘barriers’ to continuing education as residing in the
individual, such as lack of confidence or'hostility to schools. But barriers exist not only
in individuals: they come also from the system. Because of the structure of the
educational system - procedures for getting information, requirements for entry, and
the widespread (hidden) assumption that higher education was not for those
unsuccessful in school - access to higher education was almost irretrievably lost for
those who left school at 14,15 or 16. With Access programmes and new modular courses
in secondary schools open to adults, this barrier has now certainly been breached,
though it is far from being removed.
Developments in adult and continuing education in the past decade demonstrate a
change in priorities. The expansion illustrates the powerful attraction of certificates and
qualifications: is this what people look for primarily from education? It is a dramatic
shift from the Frierean view of continuing education as empowerment for the
underprivileged, and from the older view of adult education as having a humane, liberal
aim. Whereas formerly education for the socially disadvantaged was envisaged as a force
for radical change, it may now be seen by some as aiming to fit students for the
competitive society of the 1990s. The question is whether ‘adult education (and indeed
all forms of formal education) seeks to perpetuate social norms rather than transform
them ’. (Blair et al, 1993).
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DOUGLAS SINCLAIR
COMMUNITY EDUCATION AND THE NEW COUNCILS
CENTRAL REGIONAL COUNCIL 1994
COMMUNITY EDUCATION
I want to try and stimulate discussion by asking two questions. Firstly, - where is community
education going to be in the structure of the new Councils? Secondly, - what kind of service
might be in operation?
Let’s look at the first question first. We don’t get any guidance in the Government’s
Consultation Paper, or indeed the White Paper. You look in vain for any mention of
community education. There is an oblique reference that a single tier local authority
structure would improve the co-ordination of service delivery by bringing sport, leisure and
recreation, more closely to the Education Service with which it is clearly linked but how it is
linked is not spelt out. I am less concerned about the new structures a council puts in place
as opposed to the process which the new Councils go through in coming to the conclusions
about structures. I have a real worry that the focus of the new Councils when they are elected
in 1995 will be in many cases exclusively about structure and I suspect also that there will be
collusion by at least some of the new CMef Executives with this approach! The starting point
for any council must be to say - what are the needs of our communities? What are the
objectives that we want to set for meeting those needs? What are the structures that can help
us fulfil those objectives? Structure must follow strategy, not vice versa.
The worry that I have is that the bias in thinking in local government, dating from The Paterson
Report in 1974, is still about prescriptive structures rather than a concern about the processes
and culture of a local authority. I also have a real worry that the interests of communities will
be lost or will take second place in a battleground between professionals as to who runs
departments, brought together, such as Community Education and Leisure and Recreation, or
in a debate which does not have as its starting point the shape of services to meet community
needs, but a debate about safeguarding professional interests in the management of services,
such as Social Work and Education. Just take the example of Housing and Social Work. One
of the great arguments against the present two tier system is the division between the two
services. As we move to single tier local government, try and find a Director of Housing who
beheves that he or she should be part of a Social Work Department!
There is a real danger in professional self-interest dominating the agenda to the exclusion
of community interests. My other worry is not just that the interests of communities may
become marginalised in this process, but the interests of voluntary groups will also become
marginalised in the immediate priorities of the new councils and in the general disruption
we are going to face at least one year either side of reorganisation. There must be a
particular concern about voluntary organisations which currently have a regional wide
remit (there are 60 in Central Region) - who will have to secure a whole set of new
relationships in many cases with more than one new council. It is critically important that
they do that as early as possible in 1995 when the new Councils are elected.
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Having made the point about the primary community needs determining organisational
structure, let me now just touch on the issue of what kind of organisational structure.
Duncan Kirkpatrick HMI in his letter to me outlined two possible approaches One - where you link Community Education to the Community Development aspects o f
Social Work and Community Economic Development together in a Community Services
Department. The other - the concept o f the Enabling Council o f placing more
responsibility with voluntary organisations to meet community needs.
Firstly, I am not sure that the two models are necessarily contradictory. I say this because
community education should be less about direct service provision as opposed to enabling
and supporting the community to help itself. I may say that I have a reservation about the
application of the true enabling model in this field - that is - where service delivery by a wide
variety of bodies iS separated from service specification by the local authority. It is that I do
not believe that voluntary organisations, however capable, however able, can enjoy the
legitimacy which local government has by virtue of its democratic nature, to act on behalf of
the community in co-ordinating the work of other agencies. (Non-elected bodies do not have
that legitimacy). I think that is a key feature of local government which we forget too easily.
Having made that comment about the true enabling vision of community education, I am
not sure that the concept of yet another department being created, such as a Community
Services Department, is any better a solution. I say this because by creating it, it seems to
me you are simply creating another set of institutional arrangements which need to be
crossed if community needs are to be corporately addressed. Community needs do not fit
easily within the structure of any single department and the more you divide community
needs into separate professional departments, the harder the task of securing cross
boundary co-operation, the harder the task of seeing community needs in the whole and in
the round. My starting point would be to ask the question - Where is the greatest degree
of overlap between Community Education and any other local government service? I would
argue that the greatest degree of overlap is with Leisure and Recreation in for example,
youth work, sports work, the arts. It’s also clear that the present two tier system which splits
these two services, has led to ineffective planning and duplication of effort as well as a waste
of resources. The school is the key community facility and yet because many schools have
not been made as available as possible by Education Departments for use as community
facilities, the response by some Leisure and Recreation Services has been to build duplicate
community facilities.
I think they do need to be brought together within an Education Service - not an Education
Service of the past, but a new Education Service which recognises the impact that devolved
management will have on the operation of the Directorate. We will I hope, move from the
model of a traditional Directorate with a focus on controlling schools, to one which is about
supporting schools - to one which sees education, not simply as schools education but
education on a much broader basis. I think that the management of schools will go down
the agenda in importance, - if this happens - other issues like pre-school provision and
community education or community services will have the space to come much higher up
the agenda in terms of importance.
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Let me just touch on the community aspects of Social Work and of Economic Development.
It does seem to me that in Social Work we are facing an increasing specialisation of the
profession - the development of community care, the development of separate Children’s and
Families’ Teams, - and whilst there is a rhetoric about the community dimension, I suspect that
the increased client focus of professionalism is forcing Social Work away from that agenda. In
any event I am not sure that there is a need to duphcate in Social Work the skills that exist in
Community Education as opposed to a model of Social Work buying in the necessary
community skills from Community Education. For example, in Central, our Social Work
Service has contracted with our Community Education Service to provide a speciahst worker
dealing with a group of clients with mental health problems in the community. I think that
makes a great deal of sense. It is recognising that you don’t need to have all the skills within
your service - you can buy them in from another service and the other benefit of this kind of
arrangement is that it breaks down the professional barriers between councils and helps the
development of networks across services. In terms of Economic Development whilst issues like
cormnunity development and credit unions are important, they tend to get lost in the bigger
priorities such as factories, estates and inward investment of many Economic Development
Departments. I think it is better that community economic development or credit unions are
located within Community Education and that any necessary professional back up is provided
as a resource of expertise from the Economic Development Department.
Again in Central the responsibility for community economic development and credit
unions is now with the Community Education Service, but there is a form of matrix
management in place - the line management is with Community Education, but
management on professional issues - to make sure that the business development expertise
is not lost - is provided from the Economic Development Department.
In summary, it might be argued the perspective of Community Education has been
traditionally rooted in Education - in the mind and Leisure and Recreation one might say,
- in the body. What we need is to put the body and the mind together to create the whole
being and relate that whole being to the community. My vision of a Community Services
Section within Education headed by a manager at Directorate level would I suggest be a
powerful force for community development within a local authority. I think that’s all I want
to say about organisational structure. Let me touch on the issue of - What kind of service?
Jim Findlay our Principal Community Education Officer talks about the “bagpipe” syndrome
where a Community Education Officer says to the local community - what you need is bagpipe
tuition - not because the community want it, but because that’s his or her pet interest. There
are still too many examples in local government of professionals who say - the customer may
know what he wants, but I know what he needs and he will get what he deserves!
What we need is a Community Education Service with a clear plan of where it wants to go
based on the needs of the community; a plan linked to the overall goals of the council, with
clear objectives and clear performance indicators for measuring whether those objectives
have been achieved or not. We do need to move away from a focus on inputs of resource
to ask the question - What are we getting from that resource? What are the outputs and
outcomes that have actually been achieved?
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These overall service plans for the Community Education Service have to be translated into
local area plans. A failure of the two tier system has been the difficulty in securing the
development of effective local plans which embrace all local government services. Far too
often we have seen alleged strategies for local community development which are little more
than the professional priorities of one service where for example the housing issues in a
community have been tackled, but the issues of unemployment, inadequate health services,
poor education services have simply not been tackled. We do need to get integrated local
plans which engage all local government services. One might think that single tier local
government will guarantee the development of an integrated local plan for particular
communities. But we should not under-estimate professional boundaries, professional
jealousies and the narrowness of professional focus. Unless there is a common and shared
culture amongst the key managers in the local authority about the agreed objectives of the
local authority and the values and style of management for achieving those objectives, then
we will get bogged down in separate professional cultures and professional rivalries.
Local government is never more innovative than when it is working across professional
boundaries. I remember Anne Wallace, the Convenor, saying to me when I talked to her
about what was the thing that she wanted to see most of all in local government and she
said, “it was to get the local housing manager, the local headteacher, the local social work
manager, the local policeman to work across the professional boundaries, to work together
for the community.”
I think an essential ingredient for this to happen is the need for Councils to recognise the
importance of service decentralisation, to make sure that the focus of the Council
headquarters is on strategic decisions and that issues about local service delivery, for the
development of local strategies, should be locked into local communities. My model of
ideal local government is a Council which is large enough to achieve the economies of scale
with the capacity to deliver all local government services without getting into the need for
joint arrangements, but at the same time recognises the need to put ‘local’ back into local
government through an extensive scheme of decentralisation. This is something that we are
developing in Central through the concept of Area Committees. These are not unique.
There are other examples in Scotland. We have developed these to reflect former Burgh
areas where there is still a strong sense of identity. The essential aim of these 13 Area
Committees, at least in the initial phase, will be to do three things;
One -

secure the accountability of local service nianagers.

Two -

to give them delegated authority to make decisions on essentially local
issues.

Third -

to give expression to civic pride and identity.

I could easily see as a fourth role the development of local strategies or plans which meet
community needs which go across community boundaries. I think that community
education or community development, has a key role in the co-ordination and facilitation
of these local strategies in helping meet the needs of communities. The links need to be
made - the professional boundaries negotiated - the networking achieved - community
education has the potential to deliver!
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COMMUNITY EDUCATION - ITS PLACE IN LOCAL
GOVERNMENT
CONVENTION OF SCOTTISH LOCAL AUTHORITIES (1995)
THE NEW UNITARY AUTHORITIES - MEETING THE CHALLENGE
The challenge which will face the new Councils in catering for the wide range of needs
and services for which they are to be responsible is immense. The aspirations of the
Government as expressed in the document “The Structure o f Local Government in
Scotland: Shaping the New Councils” H.M.S.O. Dd 4563 10/92, were:
" . . . to have strong, effective and democratic local government which
represents and responds, to the wishes o f those it serves ...B y definition, local
government is intended to be responsible for issues best dealt with at local level
and one o f the principal aims o f this re-organisation is to ensure that the new
authorities are structured in a way which allows them most effectively to fulfil
that role. ”
In response to concerns about the functions and viability of the new Councils, the
document focused upon the accountability of local Councils, increasing emphasis on their
enabling role, the scope for decentralisation, and the improvements to be gained in the
delivery of several key services by bringing them together under a single authority. It was
argued that the differing needs of local populations meant that the new Councils should
be left to consider the forms of organisation and structure which could best meet these
needs. It was also stated that:
“Irrespective o f the structure chosen fo r the unitary authorities, the
Government will expect all the new Councils to explore ways in which greater
accountability and stronger community links can be forged with their
electorates. They recognise, however, that there must be limits to how far this
type o f decentralisation can usefully go. After a certain level, the practical and
cost implications will be unreasonable. ”
All Local Authorities would accept the principle that individuals should be educated to
the limit of their abilities and in accordance with their aspirations and needs. To this end.
Education Authorities have established provision for life-long education which is
comprehensive in length and breadth and which is reflected in terms of structure, by
undertaking the following essential roles:
(a)

Planning - determining the pattern

of educational provision in terms of
demography, local views, and the criteria of educational quality and cost
effectiveness;

(b)

Funding - setting the level of revenue funding for the sectors of the Service,

equitable distribution of resources, and financing of locally determined services
which add value to basic educational provision;
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(c)

Statutory Duties - fulfilling the requirements of educational legislation;

(d)

Support Services - providing support services to management, professional

development, curriculum, finance and personnel;
(e)

Quality Assurance - securing high standards of provision through local professional

monitoring and support, and managerial effectiveness;
(f)

Co-ordination - ensuring that the individual components interact to provide a

coherent and comprehensive service.
In the re-organisation consultation process, although there was little support for the
Government’s proposals, it was reported that the principles set out in the initial
consultation were widely supported. Among those principles were:
that the new system should be firmly rooted in the democratic tradition, and
the new Councils clearly accountable to their electorates;
that the new units:
need not be of uniform size;
should reflect local loyalties and allegiances and be truly representative
of them;
should be strong, cost-effective, resourced and capable of discharging their
statutory functions effectively and efficiently;
should be capable of effective management of services and resources and of
seeking better and more cost-effective methods of service delivery which
reflect local needs, wishes and circumstances;
should demonstrably provide value for money across the range of
statutory functions;
should be able to recruit sufficient staff of appropriate calibre and to train
and manage them effectively.
The final map of the new Council boundaries has produced wide disparities between
authorities in terms of size, geographical and social features. All will have the statutory duty
to secure adequate and efficient education but they will be operating from differing
economic, financial and functional experience. For all authorities, both aggregating and
disaggregating, the process of formulating a clear identity and merging functions into a
coherent whole will be a major challenge. The Government has stressed the advantage of
bringing together a number of key services under a single authority as a means of improving
delivery. In the present financial climate the ability to deliver services in the most costeffective and economical manner possible must rank high among the priorities of the new
Councils. In their role as Education Authorities, the new Councils will require time to
consider the most appropriate structures to deliver their responsibilities and aspirations.
Irrespective of how narrowly one defines the scope of education, it must still rate as a major
area of investment by any authority. Education accounts for over a third of total Local
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Authority expenditure and twice as much as the next largest service provision (1992/93
Total Expenditure £7517m - Education £2563m - Housing £1202m).
The Working Party regard community education as an integral part of educational
provision and see clear advantages to be gained by considering the formal linkage of related
services to education departments. The issues which authorities will need to address in
arriving at their final organisational structures and delivery mechanisms will be influenced
by current expertise and resources and the identified needs of the local area. It is worth
stressing that many of the factors which will assist Councils in devising appropriate methods
of working are currently embodied in the strategies and practices of Community Education
Services throughout the country.
Three main challenges face the new unitary authorities in relation to Community
Education Services:To Secure the Gains made since 1975 in the Community Education Service

*

Building upon best practice
While recognising that the new Councils will wish to forge their own identities and
policies it would be unwise for them to ignore the lessons of the past. The
development of Community Education Services over the past two decades has been
an object lesson in bringing together apparently disparate elements of educational
provision into a cost effective and efficient resource. In both philosophical and
practical terms, there is much to be gained by examining current practice in the
identified priorities of the authorities.
The responsiveness and relevance of Council services will be judged at local level,
by the extent to which they are seen to meet perceived needs. Community education
workers are trained in the techniques of supporting communities in articulating
their needs and in the presentation of these needs in a format which illustrates
practical ways of meeting them. In most Regions, this type of exercise has also
informed the strategic planning of the Education Department and could be applied
to all local authority services.

*

Training in the Community
There will be a need to provide training for people at all levels within the
community, a role which has been undertaken by community education workers
both as direct providers and as organisers. These skills will require to be used to
their maximum to secure the commitment and participation of individuals and
groups. A series of national training targets have been established and it would be
appropriate for community education workers, in collaboration with schools and
colleges of further education, to assess the relevance of these targets to their
localities and to develop strategies to meet the agreed levels of attainment.

*

Quality Assurance
The public focus upon performance indicators and statistics and the debates
surrounding the fallibility of such figures have to some extent clouded the very real
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benefits that regular review and monitoring of progress can bring. Community
Education Services nationally have been involved in the establishment of
appropriate performance indicators for the operations they undertake. These
schemes have been defined as a standardised approach to the professional
assessment of the effectiveness and efficiency of Community Education Services
performance with the following main purposes:
-

to find out how well Community Education Services are performing in
relation to stated aims and objectives;
to extend the ability of individual sectors and units of Community Education
Services to communicate the results of their work and issues affecting it;
to help identify strengths and develop areas requiring support;

-

to provide an overall profile of Community Education Services;

-

to provide the Authority with valuable information which will facilitate
decision-making including the allocation of resources;
to contribute information which will help consider the range of skills and
abilities required in any one sector/unit.

This process is not only valuable in its own right but can be used to assist groups within a
community to provide a programme for progression, evaluation, and amendment, as
appropriate of their own activities and goals. It can also be seen to lend a rigour and
objectiveness to the provision of Community Education Services and dispel the myth that
informal work is directionless and inefficient.
To Secure the Benefits of Collaboration with other Services in the
Unitary Authority

*

Co-operation and Collaboration
The success of a Council in meeting the educational demands of the population will
necessitate making the best use of existing resources and expertise, both within and
outwith Council Departments. Community Education Services have actively
pursued the practice of creating partnerships and collaborative strategies that are
positively inclusive in their nature. The essence of a community education worker’s
professionalism is facilitation and empowerment: they will thus be well placed to
support others in their efforts to develop partnership practices.

*

Enhancement of the Quality of Life
The diverse needs of people cannot be met by a narrowly focused curriculum or
programme. Ease of access to areas of experience within the arts, leisure and
cultural fields can best be achieved through a strategic framework and a linking of
participation to progress. The organisation of these services, the centrality of
Community Education Services as a linchpin, and the procedures whereby policies
are developed to meet a broad range of needs and aspirations demand a strong
operational framework.
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*

Issue-based Education
In the complex and demanding society in which we live and work, issues relating to
nationality, health, or modes of behaviour constantly arise. The difficulties of
dealing with these within a formal framework is well documented but also there is
clear evidence of success in achieving consensus through programmes operated by
Community Education Services. The techniques, skills, and attitudes which
community education workers bring to this process have much to commend them
and in developing strategies for tackling these concerns. Councils will require to
look at both the mandatory education system and that provided through
Community Education Services.

*

Social Exclusion
Social exclusion can be seen to indicate the position of those individuals or groups
who are unable to participate and contribute fully in the society in which they live.
The concept and reality of social exclusion cannot have escaped persons with
responsibilities for organising or providing services to communities. The
development of procedures and practices to eliminate this must on one hand be
based in the educational process in schools, but there is a need to educate
communities on the needs, expectations, and attitudes of young people. Community
Education Services can act as a bridge between these two levels of environment
both of which are of major relevance to the self-esteem and attitudes of young
people. Local authorities would do well to recognise this and utilise the expertise
and co-operation presently exhibited.

To Secure Wider Goals of the Council by using the Community Education
Services’ skills and expertise

*

Initial Audit
As well as the necessary audit of physical assets and resources, there will be a need
to examine linkages and communications at local level. Community education staff
are well placed to assist in this process, since some of their skills relate to the
identification of local resources and sources of support.

*

Decentralisation
The theme of decentralisation has been to the fore in both Government and local
authority pronouncements on strategies. Although the precise nature of the process
has never been adequately defined, it must involve a degree of autonomy at local
level to determine priorities and to finance developments. This will require to be
undertaken within a strong strategic and policy framework and should not be seen
as an abdication of responsibilities by Councils. Both the current practice of
Devolved School Management and the provision of Community Education Services
in many of the Regional Councils have this concept as a focal point. The new
Councils should consider the advantages of models currently being used.
Community education staff, in any consultation process have a broader role to play
here, across local authority services, enhancing links between service providers and
local community organisations.
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*

Identifying Needs
The responsiveness and relevance of Council services will be judged at local level, by the
extent to which they are seen to meet perceived needs. Community education workers
are trained in the techniques of supporting communities in articulating their needs and
in the presentation of these needs in a format which illustrates practical ways of meeting
them. In most Regions, this type of exercise has also informed the strategic planning of
the Education Department and could be applied to all local authority services.

*

Multiple Deprivation
The development of cross departm ent strategies and practices to tackle
disadvantage must be established. Educational disadvantage is a key feature of
social exclusion. The Community Education Services have a major role to play in
enabling disadvantaged young people and adults to return to learning and to assist
local communities to tackle local deprivation.

The Working Party were firmly and unanimously of the view that Community Education
Services could play an invaluable part in bridging the gap between the schools sector and the
wider community issues which face young people in their everyday life. The concept of a
continuum of educational opportunities relating to life-long learning required a firm
relationship between education through the identification of community, group and individual
needs and providers through schools and colleges of further education. The Community
education sector was viewed by the Working Party as being best placed to provide the necessary
cohesive force between these distinct and often separate elements of the educational process.

Conclusion and Recommendations
In discussing the role of Community Education Services in the framework of re-organisation
of local government in Scotland, the Working Party were mindful of the legal obligations of
the new councils to secure adequate and efficient education. The Working Party considered
that the overwhelming demand for education and the necessity to facilitate access to
opportunities had major implications for the new councils in Scotland. The translation of
rhetoric into practice and the organisation of opportunities for life-long learning in a period
of scarce resources would require collaborative approaches between all relevant
organisations, both at strategic and operational level. The contribution of community
education to the furtherance of ideals should not be undervalued and the experience of
Regional Councils in welding what had been viewed as three separate elements into a
coherent force should not be ignored. The expertise and experience of community education
workers in facilitating developments at local level could be a crucial element in supporting
the new councils in gaining acceptance and credibility with communities.
With these points in mind, the Working Party would advocate the following:
*

The experience of Regional Councils has demonstrated the benefits and efficiency
gained by combining the three functions - youth work, community work and
adult education.
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Community Education Services should be retained as an integral part of the
Education Service.
The expertise of Community education workers in dealing with issue-based learning
has much to offer the wider-Council strategies and services as well as those
pertaining to the formal education services.
The role of voluntary organisations is of major importance in delivering educational
objectives and this shall be maximised by the provision of support from Community
Education Services.
Collaborative and co-operative working is an essential component in any future
strategy for meeting the educational aspirations of communities. Community
Education Services are well placed in terms of philosophy and training to contribute
to this strategy and act as a linchpin at local level.
There is an immediate need for an infrastructure of adult educational guidance and
support at local level if people are to be encouraged to develop in the context of our
complex and ever changing society. Community Education Services are an essential
component of this infrastructure.
Leisure and recreational facilities are an important resource in supporting
individual and group development. There is a need to examine the relationship
between Community Education Services and leisure, recreation and cultural
facilities to maximise benefits of effective use of resources and support the concept
of life-long learning.
Multi-disciplinary and specialised training at all levels is of immediate urgency in
terms of shared understanding of aims and philosophy and progression of common
principles in addressing community needs and corporate strategies.
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GUIDANCE TO NEW AUTHORITIES ON THEIR
RESPONSIBILITIES FOR COMMUNITY EDUCATION
SCOTTISH OFFICE EDUCATION DEPARTMENT CIRCULAR NO 6/95
INTRODUCTION
This circular offers guidance to the unitary authorities on the discharge of their
responsibilities for community education. As foreshadowed in paragraph 111 of
Circular No 5/95, it supplements and complements the guidance contained in that
circular on authorities’ responsibilities for education more generally.

Statutory Position
Education authorities provide community education as part of the exercise of their duty
under section 1 of the Education (Scotland) Act 1980 to secure the adequate and
efficient provision of further education. The relevant sections of the Act, and of the
Further and Higher Education (Scotland) Act 1992, which amended it, are set out in the
legislative background at Appendix A.
There is no statutory definition of community education. Nor have the courts been called
upon to interpret the term or to define education authorities’ statutory responsibilities in
relation to the provision of community education. Appendix B, however, sets out the key
elements of community education provision which have been identified by
HM Inspectors in the course of inspection of community education provision by existing
education authorities. These key elements will continue to be the focus for future
inspections of the community education provision of the new authorities.

Government Objectives
The Minister for Education at The Scottish Office has made the following statement of
the Government’s three main aims for community education:-

to make life-long education a reality for the whole community, especially for
those who are not yet associated with formal education and training;
to develop collaborative initiatives amongst agencies to suit the needs of
local communities;
to support various government policies, such as rural and urban development,
community care and the Citizen’s Charter, through appropriate informal education.

360 COMMUNITY LEARNING AND DEVELOPMENT
Current Practice
With one exception, the existing regional and islands councils have integrated community
education services within their Education Departments, in some cases alongside other
services. The exception is Shetland Islands Council, which fulfils the requirements of the
1980 Act through a Community Work Division within its Department of Leisure and
Recreation and adult education staff in its Education Department.
Regardless of organisational arrangements, the functions of community education which
the SOED regards as essential and which all education authorities provide at present are:adult education;
educational support for community development;
work with children and young people.
These are the main functions identified at Appendix B.
There are wide and quite appropriate variations in the approaches currently taken by
education authorities to their provision of community education and it is not the purpose
of this circular to limit the responsiveness of the new councils to their own circumstances.
The legislation does, however, place a duty on the new councils to secure “adequate and
efficient provision” and attention must be given to both adequacy and efficiency.
Differing structures of internal organisation and variations in service delivery patterns
mean that community education does not lend itself easily to exhaustive guidance on all
aspects of provision. New councils may wish, therefore, to consider drawing up policy and
operational descriptions of community education provision. There is, of course, no
obligation upon new councils to do so but if they decided that such an approach might be
appropriate the following general format may be useful in the preparation of
descriptive schemes.

Possible Schemes of Provision
It will be for councils to determine the content of schemes but the following outline is
provided simply to illustrate basic elements that might be common to all schemes:
a general description of the council’s geographical areas in terms which are relevant
to community education;
a description of existing community education provision;
an analysis of community education needs, showing priorities;
a set of proposals, with timescales, for any developments in community education
that are seen as (a) essential and (b) desirable in relation to these needs;
a commentary on present and future organisational structures;
a commentary on resources;
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a description of quality assurance procedures;
the council’s objectives to secure “adequate provision”;
proposals for support for, and collaboration with, the voluntary sector.
Where a council intends to secure provision through agencies other than its own
department(s), it should show the principles to be used to determine when to do so, the
levels and standards of provision expected and the main procedures to be used when
delegating and monitoring such provision.
SOED will be glad to discuss, on an informal basis, schemes of provision as they are
established. A copy of each scheme might be sent to the Department and updated as and
when amendments are made. HM Inspectors of Schools would find it helpful to have the
latest version available when inspecting community education provision in a council area.

SOED Guidance
SOED will make every effort to respond positively to requests from authorities for
guidance on their responsibilities in the field of community education and on their ways of
addressing these, whether in relation to their schemes of provision or more generally. The
Department recognises that community education is an evolving field and is interested to
hear from the new authorities of any plans for innovation or change that may be of benefit
to other authorities.

APPEN DIX A
Community Education: The Legislative Background Statutory Position
1.
Section 1 of the Education (Scotland) Act 1980, as amended, includes these
relevant provisions
“(1)

It shall be the duty of every education authority to secure that there is made
for their area adequate and efficient provision of school education and
further education.

(2A) The duty imposed on an education authority by subsection (1) above shall not
include the provision of further education within the meaning of Part I of the
Further and Higher Education (Scotland) Act 1992, but an education authority
shall have power to provide such further education for their area.
(3)

Every education authority shall for the purposes of their duty under subsection
(1) above
(a)

have power to secure for their area ...
the provision of adequate facilities for social, cultural and recreative
activities and for physical education and training.
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(5)

In this Act
(b)

fu rth er education includes ...
(i)

[Provision revoked by the Self-Governing Schools etc.
(Scotland) Act 1989, Schedule 11]

(ii)

voluntary part-tim e and full-tim e courses of instruction for
persons over school age;

(iii)

social, cultural and recreative activities and physical education
and training, eith er as voluntary organised activities designed
to prom ote the educational developm ent of persons taking
part therein or as p art of a course of instruction;

(iv)

the teaching of G aelic in G aelic-speaking areas.
[Section 1(3) and section l(5 )(b ) were am ended by the Local
G overnm ent and P lanning (S cotland) A ct 1982, Sch. 3
para. 37.]

2.
E ducation au th o rities’ duty to provide fu rth er education was modified by
section 2(b) of the F urther and H igher E ducation (Scotland) Act 1992, which,
inserted the new subsection (2A) in Section 1 of the 1980 Act. For the purpose of
subsection (2A), further education within the m eaning of Part 1 of the 1992 Act
(i.e. th at which the education authority has a power, but no duty, to provide)
comprises, in term s of section 1(3) of the 1992 Act:“any program m e of learning, not being school education, provided for
persons over school age, being a program m e falling, for the time being,
within section 6 of this A ct.”

3.

Section 6 of the 1992 Act provides:

“(1)

A program m e of learning falls within this section if it (a)

prepares a person for a vocational qualification;

(b)

prepares a person for (i)

a Scottish Exam ination Board qualification; or

(ii)

a G eneral C ertificate of E ducation qualification of England
and Wales or N orthern Ireland;

(c)

provides in stru ctio n fo r p ersons who are p a rtic ip atin g in a
program m e of learning which falls within this section and who have a
learning difficulty within the m eaning of section 1 of this Act;

(d)

prepares a person for access to higher education;
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(e)

is designed to assist persons whose first language is not English to
achieve any level of com petence in English Language;

(f)

is designed predom inantly to p repare a person for participation in
any program m e of learning which falls within this section.”

[Sections 6(2) and (3) provide for am endm ent of the list, after consultation, by
order of the Secretary of State.]

4.

Section 6 of the 1980 Act provides;-

“(1)

For the purposes of securing, under section 1(3) of this Act, the provision
of facilities for social, cultural and recreative activities and physical
education and training, an education authority may (a)

establish, m aintain and manage (i)

camps, outdoor centres, playing fields and swimming pools;

(ii)

play areas and centres;

(iii)

sports halls, centres and clubs;

(iv)

youth, community and cultural centres and clubs,

and oth er places at which any such facilities as aforesaid are available;
(b)

organise holiday classes, games, expeditions and other activities.

(2)
In the exercise of their powers under subsection (1) above an
education authority
[(a)]

may assist any body whose objects include

[(b)

shall, so far as practicable, co-operate with local authorities and with
voluntary societies or bodies whose objects include,]

the provision or prom otion of social, cultural and recreative activities and physical
education and training or the facilities for such activities, education and training.”

Note
Section 6(1) was am ended by the Local G overnm ent and Planning (Scotland)
Act 1982, Schedule 2, paragraph 28.
Section 6(2) is am ended by the Local G overnm ent Etc (Scotland) Act 1994,
Schedule 13, paragraph 118(3) and Schedule 14.
(The am endm ents will delete the square-bracketed words and are intended to take
effect on 1 A pril 1996.)
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A P P EN D IX B
Key Elements of Community Education Provision
1.

Adult Education

Community education plays a major role in providing adult learning opportunities,
primarily offered in community settings. While the main focus of this work may be
described as community-based adult learning, provision is also available within institutions,
often in collaboration with further education colleges and schools. Such joint initiatives
enable adults to return to learning, to acquire certification within community sites and to
progress, if desired, to more formal programmes. The general term adult education is,
therefore, used in this circular in the interests of simplicity.
Local provision includes:
independent educational guidance for adults linked to cross-sectoral regional
guidance networks;
courses and other educational activities which enable people to develop their
confidence, knowledge, understanding and skills, thereby enabling them to progress
to more formal education and training, if desired;
courses and other educational activities which are negotiated with individuals and
groups in order to address such issues as social, environmental, economic and
health needs, particularly in relation to government programmes and community
needs, and to enhance employment prospects;
courses, offered in community and work based settings, to develop basic skills and
offer certificated options, thus extending access to lifelong learning;
educational opportunities for people (both users and carers) with needs in relation
to community care. These may take the form of courses (both specialist and
mainstream) providing an education component to community care programmes
(for example, developing skills for independent living, participation in education,
training, sheltered employment and in social and recreational situations).
2.

Educational support for community development

Aspects of community development, such as participation or learning based on a group’s
own activities, are characteristic of much community education but are also found in other
fields of work. Its qualities concern the methods of work employed, the processes that take
place in communities and the achievement of improvements in quality of life. Although it
is of particular concern to areas with major social, economic and environmental
disadvantages or needs, community development can be relevant to all local areas.
Educational support for community development includes activities which, taken together,
are generally referred to as community work. This includes providing community groups
and organisations with educative, organising and, where appropriate, technical support.
Educational support also extends to other activities that would not always sit easily under
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the heading of community
development includes:

work.

Educational

support

for

community

supporting local involvement in democratic processes, as in the decentralisation
arrangements for local government;
maintaining and developing access to educational expertise, advice and facilities for
individuals, community groups and organisations;
supporting the establishment of, working with or for local, ethnic, minority and interest
groups or organisations, using methods that emphasise working and learning together,
that help them to be effective, to take responsibihty and to tackle disadvantage;
promotion
of,
and
voluntary organisations;

support

for,

volunteering

and

for

educational support for communities engaged in community regeneration and
community enterprise;
informal educational support to communities in relation to government
programmes and priorities;
devolution of responsibility for community education operations in ways that
strengthen the local capacity for decision-making.
promotion of such interests as sports and the arts in ways which support
community development
3.

Work with children and young people

Such work is designed to foster the personal and social development of children and young
people. It is clearly educational, has a measure of adult intervention and young people
participate in a voluntary capacity. It includes:
informal youth club
youth organisations;

provision

and

the

programmes

of

voluntary

after-school care and holiday playscheme provision;
detached youth work;
health education programmes, particularly in relation to alcohol, tobacco, drugs,
HIV and AIDS;
/

residential, outdoor and environmental education programmes;
youth information services;
crime prevention;
issue-based work;
sport and the arts.
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4.

Common to all functions

Effective collaboration with other providers of education including the voluntary sector, to
help ensure that communities are served by the education system in the most effective and
efficient ways possible.
Effective collaboration with other organisations and others in the hew councils to promote
good communication, effective strategies and cohesive responses by statutory bodies to the
needs of communities,
Assessment of community needs and development of appropriate
for intervention.

strategies

Effective collaboration with members of communities to secure the development of
community education.
Provision of grant-aid to the voluntary sector, where appropriate.
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SCOTLAND AS A LEARNING SOCIETY:
MYTH, REALITY AND CHALLENGE
SCOTTISH COMMUNITY EDUCATION COUNCIL, 1995
INTRODUCTION
People learn in many different contexts, and they learn better and more effectively if the
whole society in which they live regards learning as a natural activity for people of all
ages. In such a society:
*

it would be taken for granted that virtually everyone would wish to engage in some
form of learning at different stages of their lives;

*

education would no longer be regarded as an activity largely confined to schools and
colleges and appropriate only for children and young people;

*

structures, working hours and other aspects of employment, and social life, both
nationally and within local communities, would be adapted to encourage learning and
provide everyone with ready access to the facilities they require to pursue the kind of
learning they need or want.

Knowledge, skills, understanding, curiosity and wisdom cannot be kept in separate boxes,
depending simply on who is paying for or providing them. Neither training systems nor
educational institutions, nor informal learning opportunities - no matter how high the
quality - will be enough on their own to meet the learning needs of society. This report uses
the term “learning”, in preference to “education” in many instances, in order to emphasise
the natural and lifelong nature of learning and to avoid the widespread tendency to equate
education with only the work done in schools and colleges.
It may have been this kind of realisation that led Robert Hutchins, writing in 1968, to define
a Learning Society as “one that, in addition to offering part-time adult education to every man
and woman at every stage o f grown-up life, (has) succeeded in transforming its values in such
a way that learning, fulfilment (and) becoming human (have) become its aims, and all its
institutions (are) directed to this end”. An updated version might read: A society whose
citizens value, support and engage in learning, as a matter o f course, in all areas o f activity”. It
is a vision of Scotland as that kind of society which forms the basis of this report.
Contrary to much popular belief, there is no single set of “roots, values and traditions” at
the heart of education in Scotland. Enthusiasts for the Scottish tradition have made much
of the poor but talented “lad o’ pairts” whose eventual success in our education system is
presented as the proof of its openness and essential fairness. In practice, the picture is less
impressive. The present system:
*

is arguably less “democratic” than is often claimed;

*

is individualistic in emphasis and tends to reinforce gender stereotypes in its
treatment of young people;
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*

creates a sense of failure in many young people who do not succeed in climbing the
competitive ladder it provides;

*

fails to sustain beyond school the relatively high levels of academic achievement
attained in comparison with England;

*

results in relatively high levels of employee related training offered to young people
in comparison with England, but low levels of workplace training offered to adults
over the age of 20 in comparison with England;

*

results in only 20% of the adult population in Scotland engaging in organised
learning, compared with 24% for Britain as a whole (NIACE, 1994).

Any attempt to reform Scottish education has to contend with the contrast between the
high value which Scottish people often place on education, and the mixed feelings and
reactions which many of them display towards it in practice.
Nevertheless the current education scene in Scotland is characterised by good communitybased adult learning initiatives, which succeed in engaging adults who do not normally seek
out learning opportunities. A further strength of the present system in recent years has
been the growth of cross sectoral adult educational guidance networks. Adult Learners’
Week has played an important part in their development. Both these features, however, are
highly vulnerable to ad hoc and short-term present funding arrangements and to the
imminent changes in the structure and organisation of the education system.
This report reaffirms the existing good practice and the reputed value of education held
within Scottish society, but challenges individuals and organisations to give greater
substance to the valuing of learning.
The main reasons are:
*

because knowledge and skills inevitably go out-of-date and are currently doing so at
an increasing rate. This is true not only in economic and work areas but also in the
social arena. Much attention is rightly focused on how employees are to keep up with
technical change in their work situations: it is no less important, however, to equip
parents to keep in touch with their children and young people, and to enable citizens
in general to cope with political and cultural change.

*

because a great deal of human potential is being neglected by the present system.
This neglect affects people as learners and, less obviously, as learning resources for
each other. The wasted potential is of many kinds, not just intellectual. It restricts and
reduces individuals’ economic performance, as well as their contribution to the social
and cultural life of their communities and the country as a whole.

*

because a healthy modern society needs its people to possess a high degree of critical
awareness. Unless they acquire the critical skills to cope with the power of
advertising, media manipulation, and floods of information and disinformation, and
to interpret and respond to social, political and economic trends, society and the
individuals within it will suffer. The damage will be of many kinds, ranging from
financial fraud to impoverishment of the whole culture.
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*

because learning is a profoundly social activity, as well as an individual one, and our
social relations need strengthening. Learning alongside other people assists social
communication and promotes collective understanding: it is especially vital in the
present era of increasing privatisation of what have hitherto been public services.

*

because the protection of the environment depends on people acquiring levels of
knowledge and understanding of our world well beyond their current levels. What is
more, learning itself can lead to active ways of living in a society which make more
modest demands on the world’s natural resources than the high-consumption, mainly
passive, lifestyles of many people today.

*

because even the most progressive schools are not able to meet all the learning needs
of our young people and communities. In our vision of a Learning Society effective
schools would be a vital element in the life long educational process.

*

because we need to build capacity. People need support to develop their potential to
contribute to the economic growth of their society.

How would we recognise a Learning Society if we saw one, or more to the point, if we found
ourselves part of one? It would be relatively easy to describe it in material terms alone, by
referring to levels of financial and physical resources and other easily measured features. A
full description, however, must also include less tangible factors, such as prevailing
attitudes and values, levels of participation, etc. We believe that a Learning Society would
have the following essential characteristics:
*

Learning would be a crucial element in people’s sense of personal and community
identity, encouraging positive attitudes to their communities and to society as a
whole, a willingness to accept their responsibilities for determining its future, and a
dynamic understanding of tradition;

*

Levels of resourcing would match and confirm the importance given to learning. A
society’s commitment to learning is not measured by rhetoric but by the priority it
receives in the allocation of limited resources. This applies at all levels of society national, local and domestic. It applies to the distribution of resources among
different areas of need, including geographical areas, as well as their overall volume;

*

There would be a high quality infrastructure - buildings, and communication systems
- capable of supporting and encouraging the pursuit of learning, by providing real
access for all citizens, and the best achievable physical environment and facilities for
the purpose;

*

A supportive legal and administrative framework would be designed to encourage
learning and to remove barriers and disincentives to would-be learners. This would
involve not only establishing individual rights and entitlements, but also fram ing
obligations on employers and other organisations to ensure minimum standards of
provision and/or financial commitment;

*

Good industrial practice would be encouraged and supported, including formal
commitments by employers, of the kind encouraged by “Investors in People”. Human
resource development would be positively valued and explicitly included in a
company’s statement of accounts;
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*

People would find it easy to move through successive stages of a learning process and
from one learning opportunity to another. They would receive appropriate incentives
and rewards for learning achievements, which need not be material;

*

A place would be found for a positive valuation of human growth through learning in
the assessment of the society’s economic and financial progress;

*

The whole society would be notable for the high degree of participation of its citizens in
all areas of activity. Measures of this kind would include the uptake of existing learning
opportunities in different geographical areas and among all sections of the population.

We believe it important, as well as articulating the main features of the vision of Scotland as
a Learning Society, to offer some specific targets, which we see as practical goals to work
towards within an identified timescale. Progress can be assessed in a number of ways, by
comparing present with past performance within our own society and by looking at the levels
of success achieved in comparable societies, in Western Europe and elsewhere.
We present here a list of target arenas and, within each, a number of national targets in
pursuit of the long-term goal of establishing Scotland as a Learning Society. We wish to avoid
painting an ideahsed picture and consider these targets to be realistic and achievable,
although we acknowledge that their attainment will present a serious challenge to many
established priorities and assumptions in Scottish education and in the wider society. Within
the proposed framework, councils, companies and local organisations are invited to adapt
and adjust the targets to take account of their own priorities.

Participation
One of our main aims is to increase the total number of people taking part in adult education
in Scotland and to attract them from a wider cross-section of the population and, in
particular, from groups who have traditionally been under-represented among adult learners.
In order to do this we need a broader debate on the meaning of learning and its place in
society. A comprehensive study of people’s attitudes to learning, with the findings regularly
monitored and updated, would be a major step towards both stimulating and informing such
a debate. The material produced would be useful both for promoting learning opportunities
and for planning programmes and activities. Specifically we propose that;
a)

the percentage of all adults taking part in education should be increased by at least 3%
in each of the next five years;

b)

the number of students in adult education drawn from hitherto under-represented
groups - including the long-term unemployed, unskilled and semi-skilled men, the over
50s, the unskilled employed, members of ethnic minority communities and disabled
people - should be increased disproportionately to the total;

c)

the number of adults engaged in part-time further and higher education should be
increased in absolute terms and as a proportion of the total number engaged
in education;
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d)

the support and guidance infrastructure in further and higher education institutions
should be expanded and strengthened to assist student retention rates.

Investment in Employees
The need for employers - in the public, private and voluntary sectors - to see their
employees as their most important assets and to invest resources in their development is,
we believe, central to the creation of a Learning Society. Personal development combines
employment-related skills with learning based on individuals’ own interests, to the mutual
benefit of employers and employees. To this end, we propose that:
a)

every working adult should be guaranteed a small group guidance meeting in the
workplace, at least once every two years;

b)

the proportion of corporate budgets spent on employee development schemes, staff
development and paid leave for educational purposes should be increased.

c)

a sponsored consultancy service should be set up to support the expansion
of employee development schemes, especially among small and medium
sized employers.

Government Investment
Central government will have a key supportive role in the creation of a Learning Society,
in enacting appropriate legislation and increasing the level of investment necessary to make
the concept of lifelong learning a reality. In particular, we propose that:
a)

the percentage of the Gross Domestic Product (GDP) spent on education should be
increased and a greater proportion of the total allocated to broadening the base of
participation in learning by hitherto under-represented groups;

b)

the number of nursery school places should be increased so as to achieve the target
of places for all 3 and 4 year olds by the year 1999;

c)

there should be equity of funding for full-time and part-time students in post
school education.

d)

the allocation of additional resources should be aimed at increasing participation in
education in areas/among groups where uptake of learning provision is low.

National Initiatives
We recognise the need for certain steps to be taken at national level, in order to bring about
some of the key changes in the political and economic climate that are required for the
creation of a Learning Society. Specifically, we propose that:
a)

every long-term unemployed person should be guaranteed a free, 2-hour impartial
guidance interview annually;
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b)

the percentage of adults lacking essential skills, such as literacy, numeracy,
communication skills and basic familiarity with information technology should be
halved over the next 10 years;

c)

a National Human Resources Audit should be undertaken by the Advisory Scottish
Council for Education and Training Targets and conducted at regular intervals;

d)

the Advisory Scottish Council for Education and Training Targets should develop a
target for general vocational training and non-vocational programmes which are
designed, as a first step, to rekindle the desire and ability to participate in post-school
education and training.

The Active Society
Targets for society as a whole are more difficult to formulate, but they are crucial to the
creation of a Learning Society. Responsibility for the building of a Learning Society lies not
only with the education providers but with the whole range of organisations and institutions
in Scotland. We propose that:
a)

parental involvement in schools, measured by the number and quality (in terms of
levels of participation in decision-making, etc.) of Parent-Teacher Associations,
Parents’ Associations and School Boards, should be increased;

b)

educational broadcasting to encourage and support learning should be increased;

c)

increased use of libraries, theatres, museums, cinemas, leisure and sports centres
should be actively promoted amongst hitherto under-represented groups;

d)

the growth of self-help groups eg study circles and community-based learning groups
providing networking, mutual support and learning should be encouraged;

e)

new communications technology should be put at the service of adult learners
and teachers;

f)

the level of involvement in voluntary service and community work should
be increased;

g)

all local authority departments (not just education departments) should be
encouraged to recognise their role in stimulating and supporting learning;

(h)

the proportion of the population voting in local, national and European elections
should increase.

We have the real possibility of creating, in Scotland, a Learning Society. Many of the
constituent elements are already in place - an increasingly effective primary and secondary
schools sector; a revamped further education college structure, a Community Education
Service that uniquely in Europe offers an integrated structure for the promotion of lifelong
learning; a progressive library and information service; and a small but significant voluntary
sector. There is growing evidence of increasing business and education partnerships. There
is, however, much still to be done if the vision of Scotland as a Learning Society is to
be realised.
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We hope this paper will stimulate a debate and subsequent action. The targets that we have
identified are an initial list and we would fully expect these to be re-worked, expanded and
made more specific by each company, organisation or authority.
We also hope that the sense of urgency expressed by many in the group may be shared by
those who receive this document. We believe that the forthcoming European Year o f
Lifelong Learning in 1996 will be a further stimulus to future action.
The challenge confronting us is to recapture the positive and enthusiastic belief in the
power of learning and in the worth and potential of all our people. The practical promotion
of Scotland as a Learning Society would be a significant step towards releasing the creative
capacities of this nation.
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LEARNING FOR CHANGE
COMMUNITY EDUCATION AND COMMUNITY
DEVELOPMENT
A STUDY FOR THE SCOTTISH OFFICE EDUCATION AND INDUSTRY
DEPARTMENT
ALAN BARR, ROBERT HAMILTON AND ROD PURCELL, SCOTTISH COMMUNITY
DEVELOPMENT CENTRE, 1996
ABSTRACT
The key question addressed is how far and in what ways does community education
contribute to community development? A mapping of the policy and practice patterns of
community education in relation to community development was completed for all local
government authority areas in Scotland. A series of indepth case studies of what was
perceived by respondents to the mapping to be good practice was then conducted.
It is argued that the findings of this study are of major significance for the policy and practice
of community education and community development and are generalisable beyond the
Scottish context. The evidence suggests that the community development process
necessarily involves educational dimensions. Some forms of learning opportunity appeared
to have greater capacity to achieve community development outcomes than others. An
extremely powerful motivator to learning was evidenced in the case studies where learning
has immediate application in the process of problem resolution. Directly relevant to
effective community development was a systematic approach to reflecting on and generating
dialogue in relation to the process of action undertaken by community groups. The process
of active reflection became a vehicle for the transmission and sharing of information.
A significant lesson seems to be the importance of developing a range of statutory and
non-statutory educational supports to community development. The evidence indicates that
a wide range of agencies may contribute to this. Any assumptions that educational inputs
come primarily from formal educational services or that all activities of Community
Education Services are underpinned by a community development approach are inaccurate.

IN TR O D U C TIO N AND BAC KG RO UND TO THE RESEARCH
The research was undertaken by a team from the Scottish Community Development
Centre - a partnership between the Community Development Foundation and the
University of Glasgow. One team member came from the Department of Adult and
Continuing Education, one from the Department of Social Policy and Social Work, both at
the University, whilst the third was an Associate of the Community Development
Foundation. They had a wide range of practice, management, research and teaching
experience in the fields of community education and community development. An
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Advisory Committee was appointed by the Scottish Office Education Department (SOED)
to oversee the research. This consisted of representatives from the Scottish Office, local
authorities, higher education, the voluntary sector and an enterprise company.
The research was conducted over a two-year period, from October 1993 to September
1995. It was primarily concerned with the concept of community education and its
application to community development, not just in the Community Education Service
(CES) in Scotland, but equally in other statutory and voluntary sector agencies.
Research examining the impact of community education upon community development
was seen as both timely and of considerable policy significance. Area-based regeneration
policies throughout Scotland, whether initiated by local residents, local authorities or
central government, recognise the importance of community development as an essential
ingredient in the long-term process of change. Community development supported by
community education can play an important role in relation both to overall regeneration
and to the development of individuals’ knowledge and skills.
Three main objectives were identified by the research team:

1.

to provide an overview and classification of existing community education provision
in Scotland by examining the respective roles of local authorities and voluntary
organisations, and by identifying the different methods of financing and the cost of
different forms of provision.

2.

to identify, describe and assess a number of examples of different forms of good
community education practice, in particular the relative weight given to achieving
individual or social outcomes, the links to wider programmes of community
development or regeneration and the nature of the educational inputs themselves.

3.

to assess the effectiveness of different programme forms and practices in achieving
their educational objectives, and assess the relative cost effectiveness of the
different approaches.

In relation to the first objective, the research has provided wide ranging insight into the
forms of community education provision particularly as they relate to community
development. It has also indicated the kinds of roles that may be played by a range of
statutory and voluntary agencies. Whilst it has been possible, in most instances, to identify
budgets and their sources, as was acknowledged at the outset of the study, it is much more
difficult to cost community development because many of its outcomes are difficult to
quantify and their value sometimes contested.
We believe that the study has achieved its second objective and provides a systematic
analysis of a wide range of practice in a variety of settings which should inform the future
development of practice.
In relation to the third objective, the analysis of the outcomes of community development
in the context of the range of variables which have impinged on local practice provides clear
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lessons in relation to both educational and social objectives. These should inform the
development of practice. The question of cost effectiveness, we have suggested, will always
be subjective.
The research has investigated practice in some depth. Whilst the evidence has indicated
that some of the activity presented as servicing community development does not appear
to do so effectively, there is clear and widespread indication of committed and imaginative
practice in which community education skills are making a vital contribution to community
development outcomes.

D E FIN ITIO N OF TERM S
COMMUNITY EDUCATION

For the purposes of the research, community education was defined as any process
intended to promote learning, relevant to achieving community development outcomes.
This definition required that there be conscious awareness of a learning intent but not
necessarily a formalised educational input, for example a traditional college class. It was
based on the belief that the learning process applies to practical collective experiences and
this is inherent within the process of achieving community development outcomes.
As noted, the research focused on community education as an activity and was therefore
not solely concerned with the Community Education Service (CES) in Scotland.
Nonetheless the CES was inevitably a significant focus of attention.
The CES has developed in Scottish Regional Councils following the Alexander Report, The
Challenge of Change (1975) on adult education in Scotland. Alexander was concerned with
non-vocational adult education. It recommended that adult education be incorporated with
the youth and community service to create a Community Education Service to cater for the
informal learning needs of young people and adults. One of the major aims of the report was
to widen participation in adult education and youth and community work to include
disadvantaged groups. The recommendations of the Alexander Report helped create a
generic Community Education Service and, within it, provided impetus to the emergence of
community development as a significant and recognised objective.
However, as the research case studies indicate, community education trained workers and
workers trained in other relevant disciplines are also employed by voluntary agencies and
other local government departments, such as social work and housing, to promote
community development.
Three dimensions are generally identified in community education:

(i)

Education is viewed as a process occurring throughout life, from pre-school
to post retirement. This means a rejection of the idea of educating once and
for all through schools, further and higher education.

378 COMMUNITY LEARNING AND DEVELOPMENT
(ii)

Education should link with many aspects of material and cultural activities
(for example work, family, leisure, politics and community activities) and
other forms of social provision. This approach emphasises the integration of
education, and argues that education will be more effective in developing
human potential and motivation if it increases its penetration into many
aspects of socio-cultural life. Education is redefined as an informal and
everyday activity in order to attract greater participation, and in this way
there is a positive inter-relationship between education and collective social
life. Particularly in relation to community development, community
education aims to break down traditional divisions through the development
of social relationships based on common activities and interests. It assumes
that collective responsibility, autonomy and self-government are outcomes
of participation in learning.

(iii)

It is argued that understanding of the inter-relationship between the
individual and his/her social setting is assisted through educational
experiences in that setting. Activity should therefore be grounded in a
particular context, for example education should be relevant to people’s
lives, education should go to where people are, the local cultural
environment should be used as a resource and context from which to derive
relevant learning experiences.

C O M M U N ITY DEVELO PM ENT
Community development has a substantial history reaching back to nineteenth century
self-help movements but emerging as a major interest of state agencies from the late 1960s.
Throughout its history education has generally been regarded as an integral component of
community development process. In the education sector in Scotland, the Alexander
Report was largely responsible for the institutional linkage between the concepts of
community education and community development. It defined community development as
the process by which those who live in a community, in either geographical or social terms,
are helped or encouraged to work together in tackling the problems which affect their lives.
For this research, the team adopted a definition which encompasses, but has developed, the
themes identified by Alexander. Given that there were contested definitions and a wide
range of agencies practising community development in Scotland, a definition from the
English Association of Metropolitan Authorities, in common usage but not solely reflecting
the interests of a particular discipline, and apparently with wide support in Scotland, was
adopted. It is drawn from the publication Community Development - The Local Authority
Role (AMA, 1989). In relation to community development it states the following.
‘Firstly, it is based on the importance and ability o f people to act together to influence and assert
control over social, economic and political issues which affect them. In this sense, community
development focuses on the relationship between people and the range o f institutions and
decision makers (public and private) which govern their every day experiences. Community
development aims to effect a sharing o f power and create structures which give genuine
participation and involvement
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Secondly, community development is about involving the skills, knowledge and experience o f
people in taking initiatives to respond to social, economic and political problems. This will
usually involve cooperation or negotiation at some level with statutory agencies.
Thirdly, community development must take a lead in confronting the attitudes o f individuals
and the practices o f institutions which discriminate against black people, women and other
disadvantaged groups. Community development is well placed to involve people in these issues
which affect all o f us.
Community development can be seen as a key element in any democracy since it stimulates
and supports participation and involvement and thereby encourages effective and
responsible citizenship. ’
The definition identified key features of community development which were used within
the study as indicators of whether it was being practised. To fulfil community development
criteria practice needed to demonstrate that it was:
1.

responding effectively to the issues and problems identified and experienced by the
community in social, economic and political spheres. Here the research was
concerned with identifying outcomes which materially improved the quality of
collective community life.

2.

enabling and empowering community members (geographical or interest based)
collectively to participate actively in responses to community problems. In this case
there would be particular attention to the process of engagement with the
community and whether it genuinely indicated development of partnership, power
sharing and the extension of local democracy.

3.

leading to influence over or control of decisions affecting community interests and
to the establishment of structures to achieve this. Here the research would not only
be concerned with whether there had been outcomes which reflected community
aspirations and perspectives but with whether effective mechanisms had been
established to sustain the process of community participation and involvement.

4.

developing and employing the skills, knowledge and experience of the community.
The educational dimension of community development would be the focus here,
not only whether the activity produced learning outcomes for individual
participants but, more importantly, whether those learning outcomes were applied
to collective problem solving.

5.

confronting individual and institutional discrimination in relation to black people,
women and other disadvantaged groups. Community development is seen here as
reflecting equal opportunity and anti-discriminatory values. The research was not
only interested in the explicitness of such values but in whether there was evidence
that discrimination and disadvantage were being confronted.
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M ETHO DO LO G Y
MAPPING

The first objective of the research was to examine and classify the forms of involvement that
community education takes in different parts of Scotland. A mapping of policy and practice
patterns and community education in relation to community development was undertaken.
Interviews were held with key informants across Scotland in local authority departments,
voluntary organisations and training and support agencies. The interviews focused on a
number of issues, including the policy framework for community education, perceptions of
community education and community development, contribution of adult education and
youth work to community development, role of community centres, and deployment of staff.
It was intended to draw preliminary conclusions from the mapping which would then be
subjected to further examination through 17 local case studies. Several tentative conclusions
were drawn at this stage. For example, whilst all of those interviewed agreed that community
development underpins community education practice, their definitions of community
development ranged from viewing it as any activity taking place in a community, to a more
closely defined activity relating to collective action and community empowerment. Since
only the latter is consistent with the AMA definition adopted for the study it was concluded
that the frequent assertion that all Community Education Service activities are underpinned
by community development is inaccurate. Most youth work appeared to be individually
focused and geared to leisure and recreational outcomes, not educational outcomes. With
regard to adult education, the mapping suggested that provision was also geared primarily
to the needs of the individual, with less response to expressed local collective needs and
enhancement of local empowerment. A minority of adult education resources were devoted
to the community development end of the spectrum.
The mapping demonstrated that there is a lack of clarity and specificity about the
components of the processes of community education and community development and
about the projected outcomes. Whilst there was evidence of exciting practice, a picture
emerged of confused perceptions and variable practice and policy.

CASE STUDIES
As part of the mapping exercise, key informants were requested to identify best practice
examples of community education promoting community development. This information
was used to select subjects for the case studies which provide the primary source of data
within the research. Seventeen case studies were chosen, the final decisions resting with the
research team in consultation with the Advisory Committee. The case studies were
intended to reflect the diversity and range of provision in Scotland as far as possible, for
example urban/rural; voluntary/statutory; youth work; adult education; geographical
spread throughout Scotland; examples of work in relation to specific needs such as housing,
employment or anti-racism. They are listed below.
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CENTRAL REGION CREDIT UNION FORUM
A federal support organisation of credit unions in Central Region supported by Central
Regional Council Community Education Service.

COTHROM
A remote, rural, community economic development project, developed by local women in
South Uist, providing training and adult learning opportunities in collaboration with
statutory sector agencies and promoting community enterprise.

DENNY AND BONNYBRIDGE AREA COMMITTEE
A community participation structure, developed by Central Regional Council, providing a focus
for dialogue about local issues between elected members, officials and community members.

EASTERHOUSE LOCAL COLLABORATIVE PROGRAMME
An adult education initiative funded by Strathclyde Regional Council providing locally
developed programmes on a collaborative basis between community education and the
local Further Education College.

EYEMOUTH DRY DOCK ALCOHOL FREE BAR
A voluntary sector youth project in a small fishing town in Borders Region, supported by
community education and with substantial user involvement.

FERSANDS AND FOUNTAIN COMMUNITY PROJECT
A partially Urban Programme-funded neighbourhood programme run by a local
community organisation in a disadvantaged area of Aberdeen, supported by Grampian
Regional Council and providing a range of child, youth and adult services.

MID-BOW TRAINING AND EMPLOYMENT INITIATIVE
A neighbourhood initiative in a disadvantaged urban area, developed on a partnership
basis between a range of statutory and voluntary agencies, including community education,
providing access and support for adult learning.

MID-CRAIGIE AND LINLATHEN COMMUNITY PROFILE
A community participation project, developed by Community Education Service staff of
Tayside Regional Council, involving the development and presentation of a community plan.

MOORPARK WOMEN’S DEVELOPMENT PROJECT
A neighbourhood project in a disadvantaged area of Renfrew run by the Strathclyde
Regional Council Community Education Service, formerly funded through the Urban
Programme, focused on adult learning and women’s participation in the community.
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MUIRHOUSE BLACK COMMUNITY DEVELOPMENT PROJECT
An anti-racist, adult learning project seeking to increase the self-confidence and participation
of black people in community affairs, based in the Guardhouse area of Edinburgh.

NORTH EAST FIFE COMMUNITY EDUCATION TEAM
A Fife Regional Council Area Community Education Team providing a range of adult
education, youth and community work services in a mixed urban and rural setting.

NORTH WEST KILMARNOCK COMMUNITY HEALTH PROJECT
A community development project, initially funded through the Urban Programme,
focused on health and run by the Strathclyde Regional Council Social Work Department in
a disadvantaged neighbourhood of Kilmarnock in Ayrshire.

THE ROUNDABOUT PROJECT
A city-wide community relations and anti-racism project operating from a community
centre run by the YWCA in central Edinburgh, focusing particularly on women in the black
and ethnic minority communities.

SEABOARD COMMUNITY HOUSE
A rural neighbourhood initiative servicing three villages in Easter Ross in Highland
Region, supporting social and economic development, run by the local community in
partnership with a range of mainly statutory agencies including Community Education,
Housing and the local enterprise company.

SOUTH MARCHERS PROJECT
An economic and community development project, in a rural location centred on Wigton
in Dumfries and Galloway, developed by the Region in collaboration with district councils,
the local enterprise company, and voluntary sector.

TAYSIDE COMMUNITY DEVELOPMENT TEAM
A programme of community development work run through a specialist team of
community workers within the Tayside Regional Council Community Education Service
and funded through the Urban Programme.

TENANTS’ INFORMATION SERVICE
A national tenant-managed agency providing support to local tenants’ organisations,
largely on a contract basis, in relation to a variety of housing needs.
The location of the case study sites is indicated on the map oppposite.
Data was collected from the case studies by three different methods.
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DATA CO LLEC TIO N M ETHO DS
DOCUMENTARY EVIDENCE

As preparation for field work visits, documentary evidence was requested which included
evaluation reports, annual reports, details on staff and budgets, equal opportunities
policies, etc. This information was used by the researchers as advance preparation for visits
to the case study sites.

SEMI ‘STRUCTURED INTERVIEWS
Semi-structured interviews were conducted with selected respondents in each of the case
study sites. Those interviewed included service managers and service deliverers (project
staff) and others able to offer relevant perspectives. The decision to adopt a
semi-structured procedure was based on the recognition that fully structured interviews
define situations in advance and prevent the researcher from following up useful leads.
A number of issues were addressed through the semi-structured interviews: character and scale
of need served, including demographic factors, socio-economic context, geographical location;
objectives of the programme /project, how these are prioritised and pursued; modes of
intervention; perceptions of community education and community development; involvement
of project users including frequency and nature of involvement; and outcomes in terms of
community development, such as material gains, development of community networks.

GROUP INTERVIEWS
Group interviews were also undertaken with users in each of the case study sites. The aim
was to explore user perceptions of the purpose of the project, satisfaction gained by users,
strengths and weaknesses of the project from the perspective of users, and user views on
potential improvements. Those interviewed had to be familiar with the projects as service
users/consumers, and were representative in terms of age, gender, culture, race and
religion. Interviews were held at a convenient location and at a suitable time for users.
Consideration was given to child care requirements. Meetings were conducted as
informally as possible and were intended to allow flexibility in the discussions to include as
many points of view as possible.

ANALYSIS
The analysis of material from the case studies was conducted in two stages. The first
focused on the individual studies the second on the aggregate evidence which they
provided. The approach in each stage was to identify three key elements of performance:
first, the nature of the educational inputs; secondly, the character of the community
development outcomes; and thirdly, the character of the key variables which influenced
how the projects have performed.
In this section, a brief summary of the conclusions of each case study is followed by
comment on the overall themes which emerged.
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CASE STUDY C O N C LU SIO N S
CENTRAL REGION CREDIT UNION FORUM

The study indicated that the mix of clear goals of credit unions combined with Regional
Council policies have enabled this organisation to move forward in a manner which
encourages community development. Credit unions are grounded in the importance of
individual and group education and training which are recognised as the tools for growth.
Understanding the importance of leadership and collective working between members and
workers has assured that the organisation is now poised to move forward with an effective
business plan.

COTHROM
The project has generated a range of adult learning opportunities focused on fulfilling
aspirations of local people. Its educational inputs have been tailored to its understanding
of local need. In this respect it differs from some of the other adult learning-focused
projects reviewed in this research. Community control and leadership have been key
features of the organisation. There is considerable scope for further development.

DENNY AND BONNYBRIDGE AREA COMMITTEE
The Denny and Bonnybridge Area Committee is representative of many local participation
structures associated with local government decentralisation. The AC is not referred to as
a community education mechanism but it is apparent that the process of dialogue which it
creates is significant in the development of understanding among both community and
service providers of needs and responses. There are elements of formal education provision
which support the process but, in learning terms, they are secondary to direct involvement.
The contribution to community development is less clear. Whilst the AC provides a focus
for community organisations to enter into debate with the local authority, participation is
not restricted to organised community groups. Restrictions on the functions and resources
of the AC also mean that it cannot respond to all community concerns. The AC is not itself
an organisational mechanism under community control.

EASTERHOUSE LOCAL COLLABORATIVE PROGRAMME
The evidence indicated that Easterhouse LCPs are an innovative form of adult learning
which helps to build up learner confidence and enhances the basic skills of participants.
The programme primarily focuses on personal learning and developmental needs rather
than the collective needs of community groups active in the area. It was not therefore found
to be contributing directly to community development. This pattern is common in the other
two case studies in which access was created to LCP programmes and reflected in internal
CES evaluation reports.

EYEMOUTH DRY DOCK ALCOHOL-FREE BAR
The Dry Dock project represents a good example of a voluntary sector youth project which
has developed an imaginative and highly relevant programme based on a participative
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management structure in which users have real influence. The primary focus is on the
individual needs and development of young people rather than wider activity focused on
the collective experience of young people. The staff do not employ the term community
development to describe their work and it is more appropriate to see the project as
providing a service within the community rather than as a community development project.

FERSANDS AND FOUNTAIN COMMUNITY PROJECT
The Fersands Community Project is an example of how an initiative of the Community
Education Service can lead to the successful growth of a community-controlled
organisation. Though the project is community led and managed, its services often relate
to personal and family needs. The community project side of the organisation makes a
major contribution to young people in the area. This is especially so in terms of recreational
activities. A mini family centre provides important services to local families. In
collaboration with the Regional Council Social Strategy Unit a number of community
development outcomes have been achieved. However, community issues which relate to
the District Council, notably housing, have not been as effectively addressed. The project
has significant potential for increasing its level of community development outcomes, if it
wishes to do so.

MID-BOW TRAINING AND EMPLOYMENT INITIATIVE
The Mid-Bow Training and Employment Initiative engaged over a relatively short period
in intensive, responsive community education. It demonstrated the potential of
collaborative practice in this area and, relative to the substance of the problems to be
tackled and, in relation to its own specified objectives, it can claim to have been quite
successful. The successes are, however, primarily measurable in terms of individual
development and empowerment, which may have incidental benefits to the community,
rather than in terms of collective action. It therefore provides a good example of positive
community education practice but does not primarily demonstrate the potential of
community education to contribute to community development processes as defined for
the purposes of this research.

MID-CRAIGIE AND LINLATHEN COMMUNITY PROFILE
The initiative of the Community Education workers in Mid-Craigie has provided an
excellent example of a Freirian approach to adult education. The successes of the project
include the identification of community issues and a major growth in personal
empowerment and community capacity. Unfortunately, difficulties encountered in working
with the Regional Council to adopt the plan have limited the potential for other community
development outcomes from the work.

MOORPARK WOMEN’S DEVELOPMENT PROJECT
The project focused primarily on responding to individual needs of women and, in its
educational services, appears to have contributed significantly to the development of these
individuals in terms of self confidence, knowledge, skills and employment prospects.
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Though there is little evidence of direct initiatives to engage these enhanced abilities in
particular collective initiatives to meet community needs, there were examples of women
who had used the project becoming active in local community organisations. Such
outcomes were valued by the project but not pursued as a primary objective. The
contribution of the project to community development was seen as largely incidental.

MUIRHOUSE BLACK COMMUNITY DEVELOPMENT PROJECT
Whilst the project developed initially as a result of action by the community it now
concentrates primarily on the needs of individual adult learners. This could be described as
a process of community development leading to educational outcomes which service
personal rather than collective problem solving. This has been a product of reflecting and
responding to the aspirations of local people. It illustrates that community development
has historically been central to this project. However, in its current phase, community
development is not the primary focus or objective.

NORTH-EAST FIFE COMMUNITY EDUCATION TEAM
This is an example of a CES team with limited resources consciously attempting, and to a
large extent succeeding, to produce community development outcomes. The main
approach has been to use adult education provision to help local people identify local needs
and develop structures, often community centre based, to meet these needs. The outcomes,
though significant, are limited by the absence of resources to support sustained community
work with these organisations.

NORTH-WEST KILMARNOCK COMMUNITY HEALTH PROJECT
The strengths of this project seem to lie in its appreciation of the nature of community
development and its capacity, generally, to apply these principles to its practice. Whilst the
project would not explicitly describe itself as a community education project, it is clear that
educational inputs were extensive and undertaken with conscious intent to promote
learning relevant to local problem solving. The lack of preoccupation with a formal
curriculum and prescriptive learning outcomes is seen as a clear strength in relation to
community development process.

THE ROUNDABOUT PROJECT
Roundabout has proved to be a valuable resource for those involved in anti-racist work. It
can demonstrate solid achievements in the area of community development. For example,
it has played a crucial role in the establishment of several groups and organisations which
have gone on to be fully independent. However, staff recognised that there is significant
further scope for development, including the control of the project itself.

SEABOARD COMMUNITY HOUSE
The Seaboard Community House has provided a range of educational inputs that have
generated a variety of community development outcomes. In particular the house is managed
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by local people as a resource both for other local groups, and education and training
programmes, for example, computer training leading to employment. There is potential for a
significant increase in these outcomes, for example through a joint local environmental study
with Scottish Natural Heritage. New technology facilities are becoming a resource for a
variety of economic and social initiatives within the surrounding area. However, funding for
the project needs to be placed on a more stable and adequate basis.

SOUTH MACHARS PROJECT
In this case study the leading role in community development has been taken by the
Economic Development department. The village appraisal approach has lead to the
identification of a range of community issues. It is too early to know how far the response
to these issues will lead to the development of community-based organisation and generate
community development outcomes.

TAYSIDE COMMUNITY DEVELOPMENT TEAM
The Tayside Community Development Team is still in its early stages of development.
There are clear examples of sound community work practice taking place leading to a
variety of community development outcomes. The main problem for the team appears to
be mixed messages from within the Regional Council about the objectives and approach of
the team. Hopefully, these objectives can be clarified leading to further growth of
community development outcomes.

TENANTS’ INFORMATION SERVICE (TIS)
TIS performs very effectively both as a community education and a community development
agency though it does not extensively employ either term to describe its activity. It is credited
by respondents with a high degree of success despite limited resources. Not least this
appears to relate to its clarity of purpose as a specialist agency, often sharpened by the
exigencies of a contract-based, user-controlled approach. No other agency studied for this
research has operated on this basis. TIS readily recognises that its own role is facilitated by
local development work which brings organisations to a point where they can make use of
the contribution of a specialist agency. A major strength is that, the intervention is
undertaken by an independent agency working to a brief provided by users.

AGGREGATE ANALYSIS
This section considers the accrued evidence from the case studies as a whole.

EDUCATIONAL INPUTS
A wide range was identified. The most substantive included needs-led intervention
approaches such as surveys and audits, informal education for personal development and
confidence building, locally-based informal training with a focus on skills and toowledge.
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information giving, formal courses with vocational emphasis and learning through dialogue
and reflection particularly using the ideas and methodology of the Latin American
educator Paulo Freire.
Several of the case studies highlighted approaches to work with individuals and groups for
whom education had previously been a negative experience. Educators adopted interactive
approaches to learning which valued the experience of the learner and which recognised
that the adult may experience anxiety in a learning situation. Another theme identified was
a strong commitment to informal training with an emphasis on skills and knowledge. Skills
training included committee work training which supported participants to engage more
effectively with democratic decision-making processes. Knowledge areas include safer sex
for young people and basic health education for parents. Guidance and counselling
featured strongly. Counselling as a process was designed to enable people to think through
the meaning of their experiences and support them to find in themselves the best way of
responding. Some of the case studies promoted reflection which was grounded in a
recognition of the personal, socio-economic and political needs of the participants.
Overall the balance of inputs was towards an intent to promote individual empowerment
rather than collective outcomes and as such was not well related to community
development outcomes. Inputs were notable for the diversity and flexibility they afforded
learners. The curricula (programmes of learning and activity) showed a bias towards leisure
and recreational activities designed to facilitate social interaction and to enrich the learning
experience by enhancing the self-confidence of the learner. There was limited evidence of
issue-based work, that is tackling the issues which affect peoples’ daily lives, such as housing
concerns, issues around unemployment, and political concerns.

COMMUNITY DEVELOPMENT OUTCOMES
A means of categorising the projects was to consider the degree to which they focused on
and delivered an overall package of community development outcomes. These were
summarised as the creation of collective, community-controlled structures which actively
addressed community needs. Two sets of outcomes were identified: those which were seen
as specific products of the community development process, and those which should be
associated with community development but may also be achieved by other means.
Group I -specific outcomes

•

Collective political development: when the community is seen to be organised and has
an effective voice in local democratic processes.

•

Community capacity: the development within the community of knowledge and skills
which can be collectively deployed to effect change on behalf of the community.

•

Local influence and control: the extension of collective local control or influence
over assets and services in the area.

•

Organisational involvement: increased
organisations with other local bodies.

engagement

of

community-based
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•

Structure for long term action: establishment of organisational arrangements to
enable continued response to issues of local concern over the long term.

Group 2 - non-specific outcomes

•

Anti-discriminatory action: active promotion by community groups of equal
opportunities in relation to race, gender, culture, disability and social exclusion.

•

Community networks: links between individuals and community groups within
localities which enable mutual care and support.

•

Local economic development: initiatives that promote development or retention of
income within the local community.
Material gains: more income, better jobs, better facilities, etc.

•
•

Personal empowerment: local people gaining in confidence, knowledge and skills which
they can apply for their own benefit and for the benefit of the wider community.

•

Policy!service development: as a result of work of a project, service delivery by
external agencies or the community itself is improved.

All of these outcomes were cross-referenced against the AMA definition of community
development. The case studies lay along a continuum with those at the top end
demonstrating most evidence of community development. Whilst some did not score
substantially in this way, they were not dismissed since many were good examples of
practice serving other objectives.
The distribution of the outcomes across the case studies is indicated in Table 1 below. Some
outcomes were almost universal, in particular community networks and personal
empowerment though these are not necessarily outcomes specific to community
development. Several others were common to many projects, including: organisational
involvement; material gains; political development; development of community capacity;
improved policy and service delivery; and structures for long term action. These outcomes
are at the core of community development.
Outcomes which were infrequent were anti-discriminatory action, the promotion of local
influence and control, and local economic development. (See Table 1)
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Consideration of the evidence on community development outcomes of the projects
related both to the frequency of a range of outcomes, and to their substance. On the basis
of this the case studies could be ranged across a continuum. It was evident, in the light of
the AMA definition, that some of the projects would be better described as services in the
community rather than as community development projects. Some of these produced
identifiable incidental community development outcomes but this was not their primary
intention. That they were recommended as examples of good practice seems to owe more
to the confused perceptions of community development than the qualities of the projects
as such. The majority indicated explicit community development intentions though some
appeared to have delivered more substantial outcomes than others.
The continuum is presented in Diagram 1 below. It is important in exploring this diagram
to recognise that it is not necessarily a measure of the competence of practice but may
reflect a number of other significant factors, in particular: the complexity and difficulties of
the environment in which the project operated, the stage of its development and the place
of community development objectives alongside a range of other purposes of equal validity
in their own right.

CHARACTER OF KEY VARIABLES
Consideration was given to which factors seemed to determine whether or not a project did
achieve substantive community development outcomes.
The most significant factors appeared to include the skills and knowledge of the support
workers coupled with their understanding and application of community development
values. Alongside this was the initial definition of need to which the project related, which
involved both the understanding by the staff of the complexity of the needs and the process
by which this understanding is established. Other significant factors were: the importance
of encouraging a sense of ownership among users; the physical location of the project in
that it had to be local, accessible and responsive to community aspirations and preferences
for action.
Some kinds of learning opportunity appeared to have much greater capacity to encourage
a sense of ownership than others. The conducting of surveys and audits of need in a
participative manner served to develop an appreciation by the community of its own
condition. This only had benefits for community development if local people were able to
translate issues identified into realistic operational objectives for their organisations. To do
this they required understanding of the political, legal and organisational context within
which their problems might be addressed. Some of the case studies involved work with
groups in a manner which focused on specific local problems which these groups were
already committed to addressing. As a result, training and information inputs did not occur
in the abstract but in the context of the specific processes and mechanism for change being
employed in a particular situation. This learning had immediate application in the process
of problem resolution.
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The integration of learning in the process of problem solving was demonstrated to be a key
contributor to effective community development. More formal education provision was
generally not tailored to development needs of local organisations, and was generally
accessed for personal rather than collective learning purposes.

Diagram I - Project outcomes continuum
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Service provision
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Eyemouth Dry Dock

Group 2
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Mid Craigie
Roundabout
South Machars
Tayside CD Team

Group 4
Explicit intention
and substantial CD outcomes
Central CU Forum
Cothrom
Fersands CP
Kilmarnock CHP
NE Fife CES
Seaboard CH
TIS

substantial outcom es

community
development
outcomes

limited outcomes

LESSO NS AND G UIDELINES
INTRODUCTION

This section identifies key lessons and their implications for development of good practice
in community development, serviced by effective community education. The comments are
relevant to distinct groups of people who play different, but interacting, roles in relation to
community development.
Within local authorities the key groups are: Councils and their elected members; chief
officers and their senior colleagues (in a range of departments); operational staff and their
line managers (also in a range of departments). Beyond the local authorities there are two
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main groups: other potential collaborating agencies (particularly Health Boards and Local
Enterprise Companies); and voluntary and community organisations.
Many of the lessons and guidelines emerging front the research have common relevance
across the range of interest groups though ways of responding to them will reflect their
particular roles. In particular the lessons for Councils have general application to the other
groups who work within them. This listing is therefore the most substantial.
It will also be apparent that it is very frequently necessary for each group to carry its role
in relation to community development within an integrated approach which recognises the
necessary contributions of the other parties. The evidence of the study indicates that
positive development can take place without all of these groups necessarily working in an
integrated fashion towards mutually agreed goals. However, as a general lesson, it is
important to note that progress appears to be most substantial where there is broad
agreement, about both processes and intended outcomes of action, which is supported by
all relevant parties.
The lessons and guidelines arise out of the evidence, from the study, of best practice
already operating in Scottish local authorities and other community development agencies.
The material is presented as lists of key points that are relevant to each group of actors.
These represent:
• direct findings - these are presented in italics
• implications derived from findings - these are presented in plain type.

LESSO NS AND G UID E LIN E S FOR LOCAL AUTH O R ITY
C O U N C ILL O R S /C O U N C ILS
Community development is increasingly seen as an approach to the practice of
government. It embodies clear principles and can be measured against specific
outcomes. However, the study indicates lack of clarity about both principles
and outcomes.
Councils adopting community development as an approach need to be clear what it
involves, and ensure that their staff and elected members understand the principles and
skills which will be required.
-

The most substantial community development outcomes have been found to occur
where communities have acquired the greatest level of authority over their own affairs.

This is a key lesson which supports the principles set out in the guidelines as a whole.
Effective community organisations incur running costs and require investment both
in development of the capacities of their members, and in facilities and amenities to
support their activities.
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It is essential to recognise that community development strategies need to be underpinned
by investment in communities.
Community organisations demonstrate both a high level of commitment and
sophistication in their operations.
Councillors and Councils should recognise the understanding and skills of many
community groups in responding to community needs. Such organisations deserve respect,
support and funding.
Though in the majority of Regional Councils the Education Department, as host to
the Community Education Service, has been seen as the primary source of support
to community development, this is not universally the case. Indeed the largest
Regional Council, serving almost half the population of Scotland, has given the
primary role in promoting community work to its Social Work Department. Several
Councils also provide support from corporate units in Chief Executive’s
Departments whilst community development is also a feature of some Housing and
Leisure and Recreation Departments. In many areas too, arrangements with the
voluntary sector have been important in supporting community development. The
study suggests that of greater importance than the specific departmental location is
the skill of the staff and the community development ‘culture’ of the host
department or agency.
These findings indicate that a plurality of sources of support, including voluntary
organisations and direct funding of community organisations, is desirable. They also point
to the need for the widespread diffusion of understanding of the principles of community
development within provider agencies.
Whilst there was evidence of strong practice in several areas, the overall pattern was
of less substantial community development outcomes in projects sponsored through
Education Departments than other agencies. It was also clear that while formal
courses provided by further education colleges could be a valuable resource, they
did not meet the core development education needs of community organisations.
It is suggested that the ‘culture’ of formal Education Services, reflecting primary
orientation to schools and the provision of certificated courses taught through a prescribed
curriculum, is not conducive to the responsive, functional and action integrated approaches
to learning required in community development. Councils should consider whether
community education for community development purposes necessarily benefits from
being primarily associated with Education Services.
It is clear from the study that only a proportion of the 2.5% of Education
Department budgets spent on Community Education Services directly supports
community development.
It is not accurate therefore to claim that Community Education Services are underpinned
by a community development approach.
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The majority of agencies studied primarily employ community education-trained
workers to undertake community work. Despite the issues relating to Education
Services, it is clear that Councils benefit from the skills of Community
Education workers.
Whilst not all community education-trained workers will be skilled in community work and
there are skilled workers with other training backgrounds. Councils can nonetheless draw
on a pool of expertise in this field to support community development strategies.
The key to effective community development is an appreciation of problems as
experienced by communities. Communities are the experts on their own needs.
Councils require procedures and structures to enable the organised and democratic
expression of local community needs. They need to be responsive, to community
perceptions. In the requirement to introduce decentralisation under the Local Government
Scotland Act 1994, Councils have a particular opportunity to develop appropriate structures.
Communities rarely become organised on a spontaneous basis and generally
require community work support to assist them both to identify their own needs and
represent them in a systematic manner. The study has indicated that whilst
community development requires corporate commitment and therefore involves a
wide range of workers, it benefits greatly from a specialist occupational group called
community workers.
The task of community workers should be to work, on a ‘bottom-up’ basis, with residents
of disadvantaged neighbourhoods and with specific, but more widely dispersed, interest
groups. Councils need to invest in this support.
In order to act on their needs, communities require knowledge and skills.
In investing in community work. Councils should therefore recognise that educational
support is an essential component of good practice and requires investment in the
necessary resources.
Motivation for learning in community groups arises from the desire to resolve local
problems and improve the quality of community life.
Councils should therefore recognise that learning needs to be integrated with action, and
educational activity needs to be responsive to community perceptions. As such it is not
satisfactory, for community development purposes, to rely on access to existing, or adapted,
packages of adult or further educational provision.
The aspirations and priorities of communities will not necessarily be the same as
those of Councils. Community development, informed by community education,
services local democracy. It is a positive force for resolving conflict and achieving
better policies and practices.
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K it is accepted that the resolution of conflicts of interest is a core objective of democracy, and
that such differences are an endemic feature of human relationships, community development
should be recognised as a powerful tool for good government and stable communities.
-

Different communities, even with similar characteristics, will not necessarily express
the same aspirations.

In adopting a community development approach which seeks partnership with community
representatives. Councils need to recognise that diversity of development is both legitimate
and frequently necessary.
Policies adopted by many Scottish Councils demonstrate extensive commitment to
the objective of empowerment of communities but also a recognition of the need to
adopt principles of equity in resource allocation.
Whilst councillors should support the empowerment of communities as an effective means
of improving local conditions, they also have obligations to secure overall equity in
allocation of resources and services between different communities with diverse needs.
Responses to the concerns and hopes of different communities within a Council’s territory
can only be equitable if ground rules for resource allocation, based on need, have been
established. The development of such ground rules will be accorded greater legitimacy if
their development involves full participation of community interests. The objective is
equity not uniformity of Council response.
-

Whilst it has been found that community development has occurred where Councils
have not adopted formal policies relating to this activity, and that the existence of
policy is not necessarily a guarantee of effective practice, the existence of such
policies, providing that they are consistently implemented, has been found generally
to be highly beneficial.

To provide effective support to community development. Councils therefore benefit from
policies which reflect community development principles. These should be based on a
commitment to participatory democracy, community empowerment, anti-discrimination,
social justice, partnership and adequate resourcing of community activity. Such policies
should be developed on a corporate basis. Communities have a right to expect that public
services of all kinds will not only respect and be responsive to their needs but also
encourage participation and partnership. Equally they have a right to expect consistency
across all departments of a local authority and integration of their services to respond to
the overall needs of communities.
Inconsistency between policies and practice by councillors or officers undermines
effective community development. Conversely it is enhanced by consistency .
Where corporate community development policies are adopted, the performance of
Councils, their elected members and employees should always reflect the principles to which
they have declared a commitment. Quality assurance monitoring procedures should be in
place to ensure that there is no inconsistency. Such an approach underpins good government.
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The development of in-service training to support community development
strategies appears to be patchy and requires development. The case studies indicate
more productive relationships between communities and Councils and their staff
where there is a widespread and common understanding of community
development principles and practice.
Development of an effective community development strategy by a Council will greatly
benefit through attention to training needs of staff and elected members at all levels. This
may be enhanced by joint training with representatives of community organisations.
Community development can be expected to deliver a number of outcomes. Some
will be specific to the community development process. Others would be expected
to be associated with community development but could equally be products of
other activities.
Specific outcomes can be summarised as:

(a)
(b)
(c)

(d)
(e)

collective political development: indicated by organisational structures,
knowledge and skills to participate in democratic processes
community capacity: indicated by the development of organisational
structure, knowledge and skills to directly address local needs
local community influence and control: indicated by services run by or in
partnership with the community and decision making procedures in which
the community is fully participant
organisational involvement: indicated by increased engagement between the
community and other local agencies
structures for long-term action: indicated not only by strong, democratically
constituted community organisations but also by structures to sustain
effective community participation in public affairs.

Non-specific outcomes can be summarised as:

(a)

anti-discriminatory action

(b)

development of community networks enabling mutual care and support

(c)
(d)

local economic development
material gains, both collective, through social assets such as community
facilities, and individual for example, through enhanced job prospects
personal empowerment, exemplified by enhanced confidence, knowledge
and skills effectively applied to needs

(e)
(f)

policy/service development to better meet the needs of communities.

Investment in community development should deliver these outcomes. Councils should
evaluate their community development policies in relation to their achievement.
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A diverse range of agencies both within and external to local authorities supporting
community development has been found to be effective. Specialist support
agencies, in concert with generalist provision, have an important role to play.
Given the diversity of community needs, a plurality of forms of support to community
development is likely to be needed. Councils need to recognise community development as
a function required by the range of their own services, and that there are other agencies,
including those run by communities themselves, which may be better able to support some
aspects of community development than their own staff. Particular attention should be
given to the support that may be given to communities by specialist agencies which may
work in concert with local community development workers.
Whilst most Councils were found to have clear equal opportunity policies, the study
has highlighted a lack of explicit attention in many local projects to equal
opportunity policies and principles.
In supporting community development projects and programmes Councils should ensure
that these principles are explicit and applied to practice.
Direct contracting of community education and development support by
community organisations appears to have considerable benefits.
In the context of specialist support to community groups, and in the light of the principles
of community empowerment. Councils should be prepared to fund community
organisations to purchase services, from agencies of their choice, to support them to
undertake particular activities which have been agreed with the Council.
-

Communities demonstrate the capacity to develop a wide variety of effective and
efficient services to meet their own needs (for example pre school provision,
housing associations, training enterprises, care services, youth provision). These
may be on an alternative, complementary or partnership basis to those of Councils
and other agencies. Such services build collective self-esteem and identity and
frequently contribute to local economic regeneration.

Councils should support the capacity of communities to provide such services but recognise
that they need to be properly financially resourced and supported with professional advice
and training. In the context of the mixed economy of service provision and contracting out
of services. Councils should see such organisations as potential service contractors.
-

Funding of community development in Scotland has been extensively underpinned
by the Urban Programme.

Despite changes arising from the recent Scottish Office review, which will tie the use of this
funding more extensively into strategic urban regeneration programmes, it should remain
an important means of directly supporting local community initiatives.
The study has indicated that, in relation to community development, some
interesting collaboration is developing between Councils and other bodies, including
local enterprise companies, Scottish Homes and the private sector. In relation to
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local enterprise companies it has generally been apparent in rural areas with EC
Objective 1 status rather than urban settings.
Given the emphasis on such relationships particularly in the urban regeneration strategy of
the Scottish Office ‘Programme for Partnership’, greater evidence might have been
anticipated than was apparent in the urban case studies. Councils need to consider how
they will build community development principles and practices into their urban
regeneration strategies and the partnerships of which they are, or will become, members.

LESSO NS AND G UID E LIN E S FOR C H IE F/S E N IO R O FFIC ER S
As the key advisers and managers of local authority services, chief officers operating in
Councils with declared community development policies, or aspirations to develop them,
need to take account of all the lessons and guidelines for Councils as a whole, as set out in
the previous section.
Senior officers interviewed for this study frequently presented conflicting and
imprecise perceptions of community development. In the Community Education
Services in particular it was frequently suggested that community development
underpinned all activities. Employing a specific and widely accepted definition, the
study has found that several projects recommended as illustrating community
development, though very positive in other terms, do not fit this definition.
If this lack of clarity is evident within the service which is frequently seen as most associated
with community development, it may also be widespread among other senior local
authority officers. This reinforces the need to ensure that training to support community
development strategies encompasses all levels of staff within local authorities.
The tendency to inappropriately describe many activities as community
development may be a product of its elevation as a fashionable concept in local
government. Hence, when local authority policy statements suggest that all their
activities should be informed by a community development perspective, there is
some pressure to describe activities in this manner. The study has produced
evidence of this tendency, in Community Education Services but it may be as
widespread in other fields.
This trend is undesirable. It demeans equally valid activities which should not be measured
against community development criteria, and it undermines community development itself.
Chief officers, as policy advisers to Councils, need to assert clarity.
Though it is clear that the most substantial community development outcomes
occur where communities gain greatest authority over their own affairs and where
public authorities respond to community perceptions of their needs, it is apparent,
given the value of clear policies for community development and corresponding
practices, that these conditions are in large part a reflection of the approaches taken
to their roles by powerful local authority officers and politicians.
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Chief and senior officers, in concert with councillors, are key players in fostering
community development. Many chief officers are sympathetic to a community development
approach to local government but do not have personal experience of working in
partnership with communities. It is important therefore to acknowledge their learning
needs may frequently be as great as those of other staff.
The case studies suggest that conditional involvement of communities generally
leads to conflict which inhibits progress in solving local problems. (The term
conditional refers to approaches which base decisions on the provision of support
on whether community organisations primarily service the interests of the local
authority rather than community aspirations.)
Chief officers, like senior councillors, therefore need to address the issue of their power
and how it is used to empower communities. They can do so by creating conditions in which
communities experience local authority services as responsive to community perceptions of
need. Empowerment is not just about transferring power and authority to local
communities but about using power and authority accountably, in a manner which is
understood and sanctioned by consumers.
The empowerment of communities requires support by operational staff. To be
effective, the case studies suggest that they need to be empowered within their own
organisation by the management style of their chief and senior officers.
This process is not about license or lack of accountability, but about authority to engage
with local people within a set of principles which acknowledges that community workers are
employed to enable the expression of local concern and opinion rather than condition it. It
is part of the task of such workers to help communities to understand the political and
resource environment in which they operate, but the responsibility for the actions of
communities is theirs.
Community development requires a high level of diverse skills and frequently places
the community worker under pressure arising from accountability to an employer who
may also be the focus of criticism by the community with which he/she is working.
This is an exposed position requiring considerable maturity but also deserving sensitive
management. Chief and senior officers need to appreciate the demands of the community
work role.
Though policies alone are not a guarantee of effective practice, the study has
demonstrated the benefits of a corporate approach to community development.
It is important to acknowledge the importance of a corporate commitment to community
development. Given that it relates to the gamut of potential community needs, no one
department can ‘own’ community development. Chief officers have a responsibility to
consider where the most effective supports to different aspects of community development
may come from (including agencies external to the local authority) and plan and support
an integrated approach.
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-

The study indicates a generally low level of sophistication in evaluation of
community development activity, though there is some good practice and guidance
to draw on. Measures of the value to be attached to different community
development outcomes are often difficult to establish except as a reflection of the
values of the observer.

Though attempts should be made to measure material gains, and indices of levels of
community participation should be constructed, generally it may be less appropriate to seek
quantitative than qualitative measures. The latter should primarily be based on the
perception of communities themselves of whether, and how they have benefited by
community development. This is an important area for attention by chief and senior
officers of departments sponsoring community development.

LESSO N S A N D G UID E LIN E S FOR O PERA TIO N AL C O M M U N ITY
DEVELO PM ENT STAFF A N D TH E IR LINE M ANAG ERS
The study indicates that community development is an activity, within which
educational support is a key component.
Explicit attention needs to be given to adopting appropriate and effective educational inputs.
The most effective educational inputs appear to be those which are developed as an
integrated part of the process of local action on community issues. Identification of
individual and collective learning needs which will serve the objectives of
community development is a key skill which must be allied to capacity to design and
deliver an appropriate curriculum.
These lessons need to be fully appreciated and acted upon by operational staff and their
line managers if they are to develop effective educational support to the process of
community development.
-

Members of disadvantaged local communities will frequently have had negative
experiences of formal education. Hence attempts to support community
organisations by creating access to similar styles of education experience may, at
least in the first instance, be counter-productive. The learning environment and
methods need to be comfortable and supportive whilst remaining stimulating and
challenging. This is most likely to be the case where people are in a familiar setting,
focusing on concerns which they have identified for themselves as important, and
can influence the styles and determine the pace of learning.

Operational staff need to adopt these lessons as a basis for effective practice.
Community group members are generally motivated to become participants in
community activity because it contributes to goals which they value. It should be
recognised that the learning process involved in community activity is generally
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functional to the achievement of a better quality of collective and personal life
rather than an end in itself Indeed, despite recognising that they have gained
knowledge and skills, many local people do not explicitly recognise their
involvement in community development as an educational activity.
Too much attention may have been given to the idea of education as an identifiable and
specific form of intervention and too little to understanding the nature of the learning
process as an integral component of problem solving. What is important is that people
should develop individual and collective knowledge and skills which contribute to activities
which service community needs.
There is a wide range of forms of educational input to community development which
may be employed. The most effective approaches identified from the study are:
(a)
(b)
(c)

(d)
(e)

participation of communities in need identification
participation of communities in strategy formulation and planning to
respond to needs
direct provision of information by workers pertinent to the problems being
addressed, through mechanisms such as open days, newsletters, briefings,
and public meetings
systematic reflection on and evaluation of the process of action with
community groups
tailored training events designed specifically to respond to need for skills or
knowledge identified by community members and groups. These can include
activities such as community conferences, short courses, residential.

All of these approaches reinforce the central finding that the most effective forms of
educational intervention are those which are developed as an integral part of the process
of local action on community issues.
In community development the primary relationship in the identification of
learning needs and development of educational inputs should be between
community workers and community organisations. It may be both necessary and
valuable, as the Tenants’ Information Service (TIS) case study in particular
illustrates, to draw on more specialist inputs from other sources but this should be
on the terms set by the community.
If they are to be of benefit to community development there is a great need for more
responsive and flexible approaches on the part of formal educational institutions. It may be
appropriate to introduce a contract specification for training which is controlled by the
community organisation.
The level and sophistication of monitoring and evaluation could be
significantly improved.
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Community work staff and line managers should monitor and evaluate the performance of
their community development intervention in terms of the outcomes of community
development as listed above, in relation to lessons and guidelines for Councils. Adequate
time for monitoring and evaluation should be a concern of workload planning.
The study found less confused perceptions of community development among field
workers than their senior managers.
Nonetheless it is important that the clarification of the concept, which is needed to ensure
common expectations of Council’s policies in this area encompasses all levels of worker.
Particular benefits may accrue from specialist agencies and workers working in
collaboration with generic staff.
Given the benefits illustrated, particularly in the TIS case study, in relation to the
availability of specialist workers, more attention should be given to links to such resources.

LESSO NS AN D G U ID ELIN ES FOR O THER A G E N C IE S
Several examples of practice have emerged from the study indicating the
importance of collaboration between local authorities and other agencies, such as
Health Boards and local enterprise companies, and their joint engagement with
communities. However, such collaboration has not been found to be as extensive as
might be expected or desirable.
Two case studies in particular, undertaken in the area of Highlands and Islands
Enterprise, have indicated the value of their participation in supporting the
economic objectives of community development. This appears to arise from a
specific commitment by this agency to social and community development which is
absent from the objectives of other enterprise companies.
It is suggested that, in the interests of both community and economic development,
attention needs to be given to the role of these agencies as partners with communities in
local development activity.
Only one case study has illustrated extensive collaboration with a Health Board,
though there is valuable activity in other areas.
Health is a key measure of quality of life, and its absence frequently a product of
deprivation and disadvantage. Given the focus of community development on areas of
poverty, it is important to engage health service providers in local community development
programmes. The community health project case study, however, indicates the importance
of a holistic perception of health which focuses on the promotion of health enhancing
conditions. From this perspective many of the case studies could be said to have a health
orientation though they were not engaging with health services.
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LESSO N S AND G UID E LIN E S IN RELATION TO VOLUNTARY AND
C O M M U N IT Y O R G ANISATIO NS
Several of the case studies are of projects sponsored by voluntary sector agencies.
It is important to distinguish between agencies directly controlled by the communities in,
or for which, they work, and those controlled by voluntary organisations outside the area.
In many ways community-managed development organisations have demonstrated
the most substantial community development outcomes, although all of them, still
benefit from support from other, mainly local authority, sources.
It is therefore vital to acknowledge the potential and performance of communities which
have been resourced to provide their own development agencies but also to recognise their
support needs. The evidence of the capacity of some highly disadvantaged communities to
effectively manage complex projects is both a key lesson and provides guidance towards
effective policy.
Local people interviewed for the study have indicated, however, that they believe
that the independence of community organisations is important. Some expressed
concern that that the might be inappropriately encouraged to take responsibility for
local services.
The independence and authority of community organisations over their own affairs should
be respected and encouraged.
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PROMOTING LEARNING - DEVELOPING
COMMUNITIES
A COSLA CONSULTATION PAPER ON THE FUTURE DEVELOPMENT OF LOCAL
AUTHORITY COMMUNITY EDUCATION IN SCOTLAND, COSLA 1998
SETTIN G THE SCENE
Since 1997 a number of key interrelated themes have emerged as central to the new
Government’s social, economic and political development agenda. All will have a direct
impact upon individuals and communities across Scotland.
*

*
*

The Government sees learning as the key to prosperity for individuals and society
as a whole. Learning and the creation of a knowledge based economy is at the heart
of its policy agenda;
The Government is determined to take action to tackle exclusion and to develop
policies that promote a more inclusive, cohesive and ultimately sustainable society;
The Government is determined to set a new democratic agenda that reflects the
sharing of power between the people of Scotland, local and central Government
and the Scottish Parliament, including the development of a more active and
participative civic society.

Each of these has profound implications for Scottish local authorities in general and for
their community education services in particular, for the ways in which they work, for the
policies, strategies and services they develop and for their role in promoting community
learning, social inclusion and active citizenship.
As well as securing our economic future, learning makes an enormous contribution towards
personal, social, political and cultural development. Learning can enable people to play a
more active part in their community, it can strengthen the family, the neighbourhood and
society as a whole, it can enable individuals to fulfil their potential and open up new
opportunities for people, young and old to develop skills and talents. Learning can be
valued for its own sake as well as contributing towards citizen empowerment, equality of
opportunity, economic and social inclusion.
All of us have learning needs throughout our lives. A democratic and socially just society
should enable all of its citizens to develop their various talents and interests to the full. In
this competitive world, Scotland has to prepare its population to be more productive, and
capable, to change to meet the new challenges ahead. Although Scotland has an impressive
record of education achievements, compared with many other countries within the
European Union (EU), its participation rates in lifelong learning are amongst the lowest,
particularly for those who are already socially excluded.
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It is in recognition of this policy imperative, that both central and local government must
reach out, encouraging and engaging people throughout life back into learning. Schools,
colleges and universities will probably always demand the largest proportion of any
country’s education budget, but there is ample evidence to show that such institutions have,
to date, failed large numbers of people within Scottish society and that a broader strategy
engaging other partners and services is required. Formal institutional routes to learning,
initially at least, are not attractive to many people and formal education is just not
perceived as connecting with their lives. Whether the agenda be an equal opportunities
one, whether it be to enable people to move from welfare into work, to tackle social
exclusion, to harness new technology to support active citizenship or simply to enhance the
quality of life, the message is still the same, the education services and others need to reach
out in a much more relevant and accessible way. Both the form and the content of learning
need to connect with the realities of people’s lives, throughout their lives. People as
learners need to be more centrally involved in setting and controlling their agenda for
learning. Learning needs to become popular.
Since the early 1970s two initiatives have paved the way to the widening of access and the
engagement of larger numbers of people in lifelong learning. One was the concept of open
learning, exemplified by the Open University, the Open College and more recently the
Internet and the National Grid for Learning. Here new technology combined with a
partnership between the mass media and educationalists has taken learning opportunities
out of institutional settings and directly into people’s homes. Currently some 12,000 adults
in Scotland participate in Open University programmes. Second was the notion of
community education, whereby skilled educators reach out and work within local
communities with children, young people and adults, developing learning programmes and
community action projects around needs and interests deemed as relevant by the
participants. Currently over one million people in Scotland participate in local authority
and voluntary sector community education provision.
Although commanding barely 2% of public education expenditure, community education
is now widely recognised as a necessary part of the infrastructure of lifelong learning
provision alongside schools, colleges, universities and open learning. It has an experience
base of well over twenty years of addressing the needs of many of the more disadvantaged
and excluded in Scottish society and a proven track record of widening opportunities for
community participation in decision making. Scottish community education is recognised
across the UK and internationally as an exemplar other countries seek to emulate.

S EC TIO N I
THE COSLA TASK GROUP

In the summer of 1997, COSLA (Convention of Scottish Local Authorities) agreed to
establish a community education task group, its remit being to review the findings o f the 1995
COSLA Discussion Paper on Community Education and Local Authorities and to provide
guidelines for councils on strategies for delivering community education which address the
statutory base o f community education, current circumstances and future trends, including the
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place o f community education in local authority strategies and organisational structures and the
Government’s emerging agenda on lifelong teaming.
The task group, chaired by Councillor Brian Oldrey (Renfrewshire Council), comprised
four elected members and six senior staff from across Scottish local authorities, plus a
representative from the Scottish Community Education Council and the Scottish Council
of Voluntary Organisations. At its first meeting the task group agreed to provide an
interim report to the Education and Cultural Services Forum of COSLA for its meeting
on 15 May 1998.
In January 1998 the Minister of Education, Brian Wilson MP announced the establishment
of a Ministerial working group on community education chaired by Douglas Osier HMSCI.
That working group was tasked with examining how community education would contribute
effectively to the Government’s objectives, in particular lifelong learning and tackling social
exclusion. The Minister remitted the Scottish Office working group to work alongside the
COSLA task group and that COSLA be represented on the Ministerial group.
With a timetable set for the Ministerial working group to report to the Minister of
Education in May 1998, the COSLA task group agreed to present its interim report to
COSLA in the form of a discussion paper which it is recommended, hopefully alongside the
report of the Ministerial working group will be put out for consultation across Scotland
between June and August 1998. The aim being to encourage a wide ranging response from
interested groups, individuals and organisations which in turn would inform a final report
to be submitted to COSLA in Autumn 1998.
This interim report is not intended as a final set of recommendations and guidelines. It is
intended to raise questions from which to develop guidelines for the strategic development
and delivery of community education by Scottish local government over the next five to ten
years. This report:
*
*

presents an outline review of the development of community education by Scottish
local authorities since local government reorganisation up to 1998;
reflects upon both the positive and negative impact of local government
reorganisation for the provision of community education;

*

addresses the current statutory base of community education;

*

examines future trends which will have a significant impact upon local
authority strategies;

*

examines the organisational,
community educators;

*

comments on the continuing professional development of other local authority
personnel as they too are increasingly engaged in supporting community learning
and development;

*
*

comments on partnerships with voluntary organisations and formal education;
examines issues to do with quality and best value; and finally

employment

and

training

patterns

of
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*

comments upon the positioning of community education within the Scottish Office
and the Scottish Parliament.

This is a consultative report and in Section 8 the task group sets out a number of questions
for debate. Community education is at a turning point in its development. In 23 years it has
become part of the fabric of education and training opportunities in Scotland. But in order
most effectively and efficiently to address and to influence the new policy agenda of
promoting community learning, social inclusion and active citizenship, it requires to take
stock and to refocus. This report is intended to assist Councils in that process.

SEC TIO N 2
REVIEW OF LOCAL AUTHORITY COMMUNITY EDUCATION POST
REORGANISATION

“Community based learning contributes in diverse ways to the development o f a
learning culture in our society, and will do more so in the future provided it is
properly resourced and recognised. For different reasons reflecting the different
needs and social composition o f those communities, the Provision o f learning
opportunities in both urban and rural settings can constitute a valuable element
in the life o f those communities. ”
(FRYER REPORT 1997)
This report is concerned with the role that Scottish local authorities play in providing and
supporting the provision of community based learning opportunities. Between 1975 and
1996 every local education authority in Scotland developed a comprehensive community
education service providing community based learning opportunities for children, young
people and adults, as individuals and in groups, through a combination of professional
adult education, community work and youth work support. During this period participation
rates in local authority service provision more than doubled.
By 1996, the year of local government reorganisation, local authority investment in
community education amounted to just under f90 million per annum. This in turn was
stimulating a considerable multiplier effect of millions of pounds of partnership and inward
investment funding from central Government, the European Union, business sponsors and
trusts. Local government had become the major single employer of professional staff
specifically trained to work as community educators. On reorganisation over 1,200 full-time
trained community educators were employed in local authority education departments
alone, with an estimated further 400 employed across other local authority departments. In
addition to full-time staff, a further 11,000 part-time and sessional staff were employed by
local authorities in community based provision. Of the half a million participants in local
authority supported provision, 43% were children and young people and 57% adults.
Community education provision, unlike school and further education, is by no means the
primary preserve of the public education system. Besides local authorities as service
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providers, the other major provider is the voluntary sector. Voluntary sector agencies, both
national and community based predate the intervention of local government as a service
provider by many decades. For example the Scouts, Settlements and the Workers’
Educational Association go back to the early part of the 20th century. The partnership
between local authorities and the voluntary sector, both long established and new
organisations set up to address specific community needs, is at the heart of much
community education provision. Within the wider public education sector, colleges and
universities have for a number of years also developed extension and outreach programmes
within local communities and since the 1970s schools have recognised the key role that they
can play as learning resources to be accessed for wider community use. Many of the above
are also employers of trained community education staff. (See Section 6)
Although comprehensive statistical information mapping the important contribution that
these other sectors make towards providing community based learning opportunities is not
available, guesstimates suggest that participation rates at the very least match local
authority provision and almost certainly exceed it. The importance of partnerships between
service providers and the role of local authorities in supporting and facilitating the
engagement of other agencies as service providers will be examined in Section 6. But this
simply confirms the fact that community education provision in its broadest sense is not
only a reality, that involves a considerable amount of expenditure, but is recognised by
public and voluntary sector providers and more significantly by the general public as a vital
element in the provision of learning opportunities. Community education now forms part
of the lexicon and strategy for lifelong learning. And it is local government, certainly since
1975, that has been the central player in ensuring its provision, particularly towards
targeted individuals and communities in need.
But paradoxically when placed against the context of growing levels of educational
disadvantage and social exclusion in the 1980s and 90s, the capacity and effectiveness of
local authorities to provide community based learning opportunities has, over the past two
years, declined. Whilst central and local government have recognised the critical role that
community education provision contributes towards the lifelong learning imperative, public
investment has in real terms been reducing. Across most parts of Scotland the provision of
community education opportunities is now lower, in some areas by a factor of 50%, than it
was prior to local government reorganisation in 1996.
The 1995 COSLA Community Education Report

In 1995 COSLA published its first ever report on community education entitled
Community Education and Local Authorities. That report examined the origins of local
authority community education in Scotland growing from a merging of adult education,
youth and community work services following the Alexander Report in 1975. The COSLA
report mapped the provision by local government as at 1995, examined the partnership role
with the voluntary sector and the relationship between community education and other
departments, in particular District Council leisure and recreation services, in preparation
for the creation of the new unitary authorities in April 1996.
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The 1995 report regarded community education as a part of education provision, seeing
clear advantages to be gained by retaining an integrated community education service
within local authority education departments. It concluded by recommending to COSLA
and thereby to member authorities, that;
*

the three functions (adult education, community work and youth work) be retained
within an integrated service

*
*

the service be retained as an integral part of the education service
community educators be seen as a key resource for tackling a wide range of local
issues and concerns
the partnership between the voluntary sector and local authority services was
critical and should be maximised

*
*

community education services could act as a linchpin for collaborative working by
the local authority at community level

*

community education services be a key part of the infrastructure required for adult
education guidance
community education services and leisure and recreation services be encouraged to
maximise their expertise and resources in the support of lifelong learning

*
*

in-service training be introduced to ensure that all local authority staff be more
effective in addressing community needs and partnerships.

Post re-organisation - the downside?

Two years after local government reorganisation the picture with regard to the provision of
local authority community education has only in part reflected the recommendations of the
COSLA 1995 report. Whilst to a lesser or greater extent some of the eight
recommendations have been taken on board by the majority of the new councils, a
significant minority have taken a different direction.
Central government public sector expenditure constraints, together with a reduction in the
tax base of several new councils has necessitated reductions in budgets. It should however
be stressed that there has been no uniform level of cuts. The case of the City of Glasgow 50% staffing cut since 1993 is atypical. In almost all local authorities however there have
been reductions in both full-time and part-time staff with the freezing of posts and
redundancies (usually voluntary or by way of early retirement) of professional community
educators. In the early 1990s the average ratio of full-time community educators to the
population was I to 7,000. That ratio across some councils has been reduced to 1 to 20,000.
(In Glasgow it is one community educator to a population the size of Falkirk).
In January 1998 the local authority Community Fducation Managers Scotland group
CFMS) undertook the most recent audit of levels of provision. A similar audit being
commissioned prior to reorganisation in 1995. The audit included questions relating to
budgets, staffing complements, management arrangements and investment in staff
development. The questionnaire was sent to all 32 local authorities. 28 returns being
received as at mid April 1998.
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CEMS estimate that the number of professional staff lost across Scotland including those local
authorities that did not respond to the survey stands at around 120 full-time and 1,000 part-time
posts. Current local authority expenditure on community education (1997/98) is almost E25
million below 1996 figures. This reduction has not been uniformly spread across Scotland but
would seem to correlate closely with local authorities facing expenditure restraints on a reduced
tax base, several of which contain high levels of deprivation. This reduction in full and part-time
staffing levels has been compounded by a significant reduction in expenditure upon temporary
and sessional staff and financial support towards the voluntary sector.
It would seem that there is a direct correlation between this reduction in staffing and the
reduction in the type of participants engaging with the local authority community education
provision. The most recent Scottish Office statistical bulletin, published in March 1998,
examines community education participation figures for the year 1996/97 and can be
compared with the statistics for the 1995/96 year. Although figures are broadly comparable,
they conceal a fall off pertaining to particularly excluded groups and areas of provision,
such as adult basic education which has seen a fall of 40% since 1992. This perhaps
indicates that the service has been influenced by providing to those who, in part, can pay; a
market rather than needs led response. It is difficult to draw general conclusions here and
more detailed research is required.
The CEMS survey reports a reduction in monies available for in-service training in all but
a small minority of local authorities. This would seem to confirm the concerns anticipated
by the service with the ending of the SOEID Specific Grants Scheme and its transference
as a non specific sum distributed to each local authority. For many community education
staff across Scotland the realities of employer investment in people and continuing
professional development are limited. (See Section 5)
In conclusion the picture for the large majority of Councils with regard to overall financial
disinvestment in Scottish local authority community education is one of a reduction of
between 10% and 50% (dependant upon authority) over the period 1994/95 and 1997/98.
Post reorganisation - the upside?

Whilst senior local authority managers are reporting significant problems over resourcing and
staffing levels and the negative impact that this is having upon the service’s capacity to
provide community based learning opportunities, many positive developments have taken
place following local government reorganisation. Concerns flagged up by the 1995 COSLA
Working Party that the service could be fragmented or lose its focus were it to transfer
outwith education departments have proven unfounded. Reorganisation has provided an
opportunity for all Councils to think services afresh with a wide range of corporate
approaches being introduced. However there is a recognition that these need to be evaluated.
The majority (60%) of Councils retained community education and its three key elements
as an integrated service within a Council’s education department; a third of authorities
transferred community education, usually alongside leisure and libraries within a
department typically entitled community or neighbourhood development services. The
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remainder, a small minority, split the service up with adult education, for example, staying
within an education department and youth work and community work transferring to
community services or in one case to an economic and community development service. In
all cases a critical and unifying factor has been the retention of the provision of learning
opportunities as a central ethos irrespective of the title or location of the service.
There has been a shake up at operational management level, particularly in authorities
which have transferred community education to other departments, leading in some cases
to senior managers coming from other occupational backgrounds. There is little evidence
that this has negatively effected the quality of management support or the focus of service
provision. Quite the contrary, a new generation of managers would seem to have brought
new skills and vision. Whilst heading up several education and community/neighbourhood
development services departments there are now Directors who come from a community
education practice background as well as several at Depute Director and Head of Service
level. Indeed across several authorities there are community educators in senior
management in other departments, from chief executive units to social work. After twenty
years community educators are to be found at many levels of local government
management and across several departments, taking a lead role, for example, in developing
decentralisation and community development strategies. This is a reflection of the
boundary nature of the profession and of the move away from tightly delineated
professional boundaries and services in local government. There is a need for senior
managers at this level to network effectively through and between eg. the Association of
Directors of Education (ADES) and the Association of Directors of Leisure (SADLS).
There would seem to be a consensus amongst the senior managers in community education
that, whether located within an education department or as part of a community or
neighbourhood development services department, positive opportunities for inter
disciplinary working with other local authority persoimel have increased. There are no
reports that where community education has been located alongside leisure and library
services this has proved detrimental to community educatior~s capacity to provide
community based learning. Indeed such departments report positive examples of cross
disciplinary working and sharing of expertise with community education being by no means
a secondary partner. This seems to have certainly been the case with the increased
opportunities for an interface with the library service, with the latter enhancing its
contribution towards support for lifelong learning and community development directly as
a result of positive joint working with community education staff It should be noted however
that close inter- disciplinary working is not always dependent upon services being brought
together structurally and in Councils where, for example, community education and libraries
are separately managed many have and do work on a number of joint initiatives.
Post reorganisation, community education staff, irrespective of departmental location or
title, are organisationally either geographic area or specialism based. Specialisms include
staff working primarily with young people, adult learners or community organisations, with
service user groups or communities of interest. Initial assessments from Her Majesty’s
Inspectorate (HMI) suggest that specialist posts are on the increase and may be proving a
more effective model of provision than that of the generic worker responsible for all three

The Making o f an Empowering Profession 415

functions within a geographic patch. According to a recent survey undertaken by Moray
House Institute, the majority of local authority full-time staff retain a generic job
description. In terms of organisational structures we are still in a process of change,
however it does appear that many local authorities are refocusing their community
education staff and certainly continuing the trend of releasing staff from facility
management, to a more developmental role whether area or specialism based.
The majority of the new services have published community education policies and
development plans, although significantly no local authority to date has formally submitted
its Scheme of Provision to the Scottish Office in accordance with guidelines set down in
Scottish Office Circular 6/95. The general impression reported to the task group by HMI is
that some of the new Councils, irrespective of the location of the service have moved
quickly in putting into place policies and strategies for community education as well as
positioning community education with regard to other council strategies such as youth
strategies, decentralisation, community safety and community governance.
In the area of quality assurance (QA) the development and implementation of QA systems
has been somewhat slow and overall the picture as to the quality, range and extent of
provision is far more variable than that prior to reorganisation. Several of the smaller
authorities have lost access to central specialist units such as training and QA. There are
however several good examples of QA systems being implemented and these need to be
built upon and shared across the country. Overall after a short period of uncertainty as the
new organisational and management systems have settled into place, managers and field
staff have worked hard to retain service provision and appear to have played an increasingly
proactive role in addressing wider corporate strategies and concerns.
Changing agendas for practice

In March t997 the Chief Executive of COSLA speaking at the CEMS ACM, argued that
community education needed to make its case to be seen as part of the core business of a
Council. He called for the strengthening of linkages between community education services
(whatever their title) and wider policies and programmes of a Council such as youth
strategy, community safety and community government. Community education was seen as
having an important role to play in enabling Councils to get closer to their communities to
show that council services were more consumer responsive and less producer driven. What
is clear is that the principles of community education are now at the heart of the
development of Scottish local government.
These notions are not new to those in community education. Since the mid 1970s most
community education staff have moved away from a building based programme
management role, to a more developmental model of practice, working alongside youth
and community groups, negotiating with them informal learning and action programmes
around identified issues of concern. This is what Professor Bob Fryer (Chairman of the
Government’s UK Advisory Group for Continuing Education and Lifelong Learning) at a
recent Glasgow University seminar has called “going with the grain of the issues people
within their local communities define for themselves”.
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Issue based interventions around tackling drugs, regenerating or protecting the
environment, crime prevention, creating jobs, have increasingly engaged community
educators in working partnerships with other professionals e.g. social workers, local
economic development staff, the police. The community education curriculum, in the
broadest sense, these days is thus shaped more by real life issues in the lives of young
people and adults and much less by the provision of a provider designed, largely recreative
non vocational menu of adult classes and youth programmes. Changing times require
changing perspectives and many of the drivers of change also lie outwith local authorities,
let alone local communities. Clearly community educators cannot be subject experts in
addressing all community issues. Increasingly the competences that community educators
have found themselves requiring relate to identifying issues, assessing where people are at
in dealing with these, fostering partnerships between e.g. health professionals or the police
and youth or adult groups, jointly designing appropriate community learning and action
strategies for tackling the issues and accessing technical experts as required.
But whilst community educators have now adopted a more issues focused and
developmental role, local authority community education services across Scotland are still
perceived as largely providing adult education classes, youth club provision or giving grants
to community groups. Such provision still exists and is valued by many people. The Scottish
Office statistics currently make it difficult to distinguish between these programme
providing and developmental functions. The reality of current practice is of course that
there is a mix, with a continuing growth in the latter and a trend towards contracting out
the former e.g. classes to FE colleges, although with local authority community education
staff retaining a key engagement and guidance role. Contracting out is not new. For many
years local authorities have given grants and latterly contracts to colleges, universities and
voluntary organisations to be service providers. Local authority grants and contracts have
done much to encourage colleges and universities to widen access and to engage in
community based provision. (See Section 6).
Much of this changing agenda has been shaped by national policy and legislative change,
including legislation requiring greater community consultation and consumer involvement.
For example since reorganisation of local government, community educators have been
supporting communities to engage with local authorities through participation in Council
decentralisation schemes. But this agenda has also been shaped by local communities
themselves, with an increasing trend towards ‘people power’ and a greater consumer
consciousness as to what the general public expects or wants of local government. This
trend is not as yet manifested in increases in voter turnout at local elections, but certainly
in new patterns of what might be termed participative democracy.
Over the next five-ten years community educators will be increasingly utilised by Councils
across a wide range of Council policy agendas and programmes. Multi- agency/disciplinary
working is certainly increasing and it is essential that community education staff are clear
about their distinct role. This is essentially to do with enhancing the confidence and
capacity of individuals, community groups and other professional colleagues both within
and outwith the local authority sector:
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*

*

Supporting young people and adults to return to education and training throug
hout life, with community based guidance and provision, particularly for those who
are disadvantaged.
Supporting young people and adults in improving their communities, increasing
self, help and voluntary community action in tackling problems.

*

Enhancing the ability of central and local government and other agencies to listen
to the needs and concerns of local people and the consumers of services.

*

Assisting government and other agencies to raise awareness of issues through
public education campaigns such as crime prevention, drugs awareness and
environmental action.
Stimulating the effective involvement of local people in personal, social. Cultural,
economic and political development, helping people to participate actively in
determining change.

*

There is no doubt that many community educators are currently being under-utilised and
silted up with tasks that others could take on, such as the administration of buildings,
lettings and grants. As trained educators they have more to offer local communities and
Councils in realising key learning and development agendas. This is not to make unrealistic
claims about what community educators can deliver, but it is a call to focus their
contribution upon that which they are better equipped to realise i.e. people centred
development. This in turn highlights the critical need to provide effective support for local
people as they become more directly involved in resource management and to recruit and
train people capable of providing a key back up role. It requires Councils to have in place
change strategies that facilitate the refocusing and prioritising of community education.
(See Sections 4 and 5).

S EC TIO N 3
THE STATUTORY BASE OF COMMUNITY EDUCATION

Scottish local authorities are obliged by statute to ensure the provision of adequate
community education services, but can decide for themselves what constitutes adequate.
The current duties upon local authorities are contained in the Education (Scotland) Act
1980 and the Further and Higher Education (Scotland) Act 1992. These are summarised as
an Appendix to Scottish Office Circular 6/95. Neither of these Acts contain specific
reference to community education nor does any earlier legislation make detailed reference
to the services from which it emerged.
The duty upon local authorities to ensure adequate provision of community education rests
upon an interpretation as to local authorities’ powers to provide further education in their
area, defined as any programme o f learning, not being school age education, provided for
persons over school age. In other words community education is defined not by what it is but
by what it is not. Explicit reference is made to voluntary, part-time and full-time courses of
instruction for persons over school age; social, cultural, recreative and physical education

418 COMMUNITY LEARNING AND DEVELOPMENT
and training; the teaching of Gaelic in Gaelic speaking areas; the preparation of people for
vocational and academic qualifications; the provision of instruction to people with learning
difficulties; the preparation of a person for access to higher education; the assistance of
persons whose first language is not English; and the establishment and management of
youth, community and cultural centres and clubs.
Scottish Office Circular 6/95 offers guidance to Councils on the discharge of their
responsibilities for community education. It confirms that there is no statutory definition of
community education and that to date the courts have not been called upon to interpret the
term or to define an education authority’s statutory responsibilities in relation to the
provision of community education. The Circular describes the key elements of provision as
identified by HMI in the course of inspection of community education provision of the
previous Regional and Island authorities - a description that bears little resemblance to the
range of provision outlined in either the 1980 or 1992 Acts. It notes that these elements will
continue to be the focus for future inspections of community education provision and
encourages local authorities voluntarily to publish and submit Schemes of Provision, local
authorities are neither obliged to provide a comprehensive community education service
nor to meet minimum standards or levels of provision.
Nowhere in Scottish education legislation is there any reference to lifelong learning,
community learning or indeed to the term learner (the usual terminology being the more
institutional pupil or student). There are numerous statutes referring to institutional
contexts for learning, schools, colleges and universities and requirements as to standards
and levels of provision within the formal sector are more clearly laid down. It could be
argued that decisions as to standards and levels of community education provision are a
matter of subsidiarity. That as a local discretionary service it is not for central Government,
through legislation, to require local authorities to provide community education at a
particular standard or level. Would minimum standards quickly become maximum
standards? In defining community education in legislation might this lessen the opportunity
for providers to be creative, imaginative and flexible in their provision?
Conversely whilst these services have developed imaginatively to address community needs,
particularly amongst some of the more excluded, over many years, it is argued that
throughout this period they have been more vulnerable to cuts in expenditure than services
which have a stronger statutory base. It is clearly evident that when faced with hard
financial expenditure decisions Councils have found it less difficult, however reluctant, to
cut community based provision. Neither GAE expenditure guidance nor Circular 6/95 have
been able to stem significant cuts in provision. Councils have faced an unenviable zero sum
equation, where if one service gains, another loses.
The current legislative base for community education in Scotland is the same as that
underpinning these services in England. The recognition that these services are critical to
the Government’s strategy for lifelong learning has led the DfEE in their recent Green
Paper The Learning Age to recommend putting onto a stronger statutory footing part of that
provision i.e. the youth service. Whilst this is an acknowledgement of the importance of the
service and of its vulnerability in terms of public investment, this could raise displacement
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dilemmas for Scottish local authority providers with already tight budgets being further
redeployed away from the provision of learning support for adult learners and for
community groups towards young people.
It is for this reason that both the local authority and voluntary sector providers of
community education have come together to argue the case for the strengthening of the
statutory base across community education so that it may be put on a level playing field with
regard to other key educational services. It has been argued by the field that an amendment
to existing legislation could define community education and more accurately describe the
range of provision, without lessening flexibility and creativity, encompassing, for example,
programmes that;
(a)

provide learning opportunities offered in a community setting

(b)

prepare people to return to learning

(c)

promote active citizenship, volunteering and community involvement

(d)

provide children and young people with opportunities for personal and social
development within both formal and informal settings

(e)
(f)

provide information, guidance and advice to young people and adults
target social exclusion and the learning needs of disadvantaged, children, young
people and adults.

A strengthened duty should be placed upon Councils for lifelong learning, embracing
nursery, primary, secondary and community education and, for community education, to
encompass the range of provision outlined above.
It is also proposed that legislation should lay a requirement upon all local authorities to
publish and submit to the Scottish Office and local communities annual development plans
outlining the ways in which they would address the above, including outcome targets,
staffing and investment levels, partnership strategies and schemes for the evaluation of
provision. Whilst in turn the Scottish Office should publish and annually lay before
Parliament (after 2000 the Scottish Parliament), its priorities and the investment that it will
make towards the development of community education across Scotland. (See Section 7).

SEC TIO N 4
FUTURE TRENDS FOR COMMUNITY EDUCATION OVER THE NEXT FIVE TEN YEARS

With the election of a new Government, the scenario over the next five years for
community education would seem to be very positive. A high priority is being given to
promoting lifelong learning and to tackling social exclusion and the Prime Minister has
given strong support to the notion of community and community values. The establishment
of a national lifelong learning initiative in the first weeks of the new Government is an
indication that they wish to see all parts of the education and training system, including this
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sector, effectively and efficiently addressing the economic and social challenges ahead. The
Government has published a consultative paper on social exclusion and indicated that it
intends to publish a Scottish paper on lifelong learning in June 1998. The Government and
COSLA have laid particular stress upon promoting community involvement in the
processes of planning and governance. It is these three overarching themes of community
learning, social inclusion and active citizenship that present exciting challenges and
opportunities for community education over the next few years.
Community learning

Local authorities are likely to have an enhanced role as providers, co-ordinators and
supporters of lifelong learning in the years to come. The slow development of the last
Government’s proposal to establish inter-agency Local Learning Partnerships suggests that
local authorities will need to be more centrally involved as the co-ordinators of cross agency
lifelong learning development strategies for their area including co-ordinating the
publication of community learning development plans. Community education staff are
essential to the local authority if central and local strategies are to be realised for
encouraging more people back into learning. They play a pivotal role in supporting lifelong
learning by reaching those who have had no involvement in learning after formal education.
They make interventions to support achievement during formal education in schools by
way of home/school/community linked strategies, after school initiatives, out of school care
provision, homeworking and enterprise education projects. Community educators
contribute to helping young people have the confidence to bridge the transition between
school and the world of work, training and adult life.
Community education has long been actively involved in national and local collaborative
programmes with the formal education and training sectors to open up access particularly
to those in deprived areas. It is a key part of the infrastructure for adult guidance and
support for those seeking to return to education and training, both vocational and non
vocational. There will be a need to develop closer working partnerships with schools and
colleges with staff requiring cross sectoral training alongside teachers and college lecturers
at both pre- and inservice level. (See Section 5)
For several years it was the community education sector that led the development of a
national adult education helpline through Adult Learners’ Week. This has now become a
permanent Government supported Learning Direct line providing advice and guidance.
With the imminent launch of the Scottish University for Industry (UFI) as an information
‘broker’ there will be an enhanced networking of colleges, libraries, community centres,
shopping centres etc. as accessible entry points for information about learning
opportunities. There will be a need for high level and independent guidance, delivered at
local level to ensure opportunities for access and progression. There will also be a
requirement to tailor learning opportunities more to the needs of the individual, and to
market learning at local level. Many of the proposed local learning access centres are likely
to be community based. The networking between providers and the linking of appropriate
provision to needs in community settings will be essential. It will be necessary to ensure that
community education services are an integral part of the UFI system, with both accredited
and non accredited learning opportunities highlighted.
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As Individual Learning Accounts (ILA) are introduced, many individuals may seek to spend
their credits in a community context particularly as a first step back to learning. This
increasingly demand led, consumerist approach will challenge education providers. UFI is
intended to encourage collaboration between providers and both UFI and ILAs should
become an incentive for education and training providers (from all sectors) to develop
more flexible, accessible and relevant provision. A possible and indeed intended outcome
will be that more colleges, universities and private training providers will move out into the
provision of community based programmes. As noted already this is a growing trend and
generally one that the local authority community education sector should welcome and
seek to partner with. The former tight and distinct formal/informal, vocational/non
vocational, institutional/community based boundaries are clearly blurring. The challenge is
to ensure high quality and effective provision through local collaborative partnerships that
utilise community education’s strengths in having the capacity to be a nerve end identifying
local needs and creative, accessible ways of bringing individual and community learning
agendas together.
Social inclusion

The skills of this sector are a key to reaching those in society who do not participate in
social, economic, political and cultural life, or who are at risk of becoming excluded. Many
of these people have been deterred by earlier negative experiences of institutional formal
learning. Increasingly providers recognise the need to provide accessible, flexible and
positive experiences of learning. The Government in its Social Exclusion in Scotland
consultation document has highlighted the need for cross agency and cross departmental
co-ordination and called for preventative and innovative approaches that engage local
communities as partners in tackling exclusion across a range of programmes. Personnel in
this sector will require to target work with young people, adults and communities facing
discrimination, disadvantage and disability in both urban and rural contexts.
Local authorities will need to consider prioritising community education resources and
support towards the socially excluded. Councils will need to ensure that they have in place
strategies and budgets that allow for a refocusing of interventions upon those who are
excluded. Targeting clearly poses challenges for a service which intends to be universal and
open to alt. To date practical responses have been for the service to make provision free in
designated areas and for designated excluded groups, whilst charging for those not
excluded, focusing more intensive and sustained staff interventions in deprived
communities using e.g. Government and E.U. funding. Overall it is expected that local
authority community education staff will and should increasingly address social exclusion
and inequalities of opportunity due to unemployment, poverty, ethnicity, disability etc.
The Government’s New Deal programme is a central plank in its social inclusion strategy. It
will require the engagement of staff skilled at working with often alienated young people, in
collaboration with local employers and the Employment Services, to provide high quality
training support for unemployed young people through the gateway and exit of programmes.
This sector has long played an active role in youth and adult training programmes targeting
the unemployed, assisting people in acquiring job interview skills and supporting various

422 COMMUNITY LEARNING AND DEVELOPMENT
community employment and training schemes and job start programmes. As local
authorities engage in New Deal, staff within the sector are already designing gateway and
training programmes for young people and the long term unemployed, providing guidance,
basic education and personal and social development support. The Government has set
national targets with respect to the numbers involved and staff will need to ensure that they
are able to respond quickly to this challenge of providing high quality training and support.
There is a danger here for the service however, in that intensive interventions around the
New Deal could alone tie up community education staff time. It is critical that the service be
clear just what its role is and that this be balanced with other priorities.
The community education sector has a not inconsiderable twenty year track record in
supporting and promoting economic inclusion through supporting local economic
development initiatives, although clearly it is not a lead service in this area. The growth of
the hidden economy and interm ediate labour markets require new solutions to
unemployment and, in particular, long term unemployment. Developing local economies
will be an increasingly important part of regeneration strategies. There is a need for
training and development support for community groups involved in the process of local
economic development, to build upon the work to date around credit unions, community
businesses and co-ops in both rural and urban Scotland. It is also probable that
partnerships with Local Enterprise Companies and local employers will grow with the
development of workplace education programmes and work with both for profit and not
for profit small and medium enterprises set up in disadvantaged communities.
With an estimated 600,000 adults in Scotland having functional difficulties with literacy and
numeracy, it is clear that this profound area of exclusion has not been effectively addressed
over the past twenty years. Unlike England and Wales, Scotland has no dedicated national
resource agency addressing Basic Skills and, as indicated, the capacity of local authority
community education staff to focus upon literacy and numeracy work has reduced in recent
years. The lack of a national resource agency focussing upon Basic Skills would seem to
have seriously lessened the ability of Scotland’s statutory and voluntary education services,
at both school and post school level to address this critical area of exclusion. In comparison
with England, the provision of ABE is significantly lower although the evidence of levels of
need would appear to be broadly similar. Currently in England and Wales over 250,000
adults are involved in literacy and numeracy programmes. The Government has targeted to
double this figure by 2002. A similar target for Scotland would be in the region of 50,000
adults (A tenfold increase in provision). The local authority community education services
remain the main single provider of what is termed Adult Basic Education (ABE), but it has
to be said that the scale of provision has not been particularly effective. There are currently
just over 4,100 individual participants across Scotland. This is not to say that the quality of
provision has been poor. Indeed there has been innovation from which lessons must be
learnt. Whilst part of the continuum of community based adult learning provision, much
ABE work is of necessity highly individualised and intensive. The sector has developed
creative approaches to marketing and delivering provision but provision is patchy at best,
with many local authorities now without any specialist ABE staff following reorganisation.
Although this issue was not recognised in the Government’s Social Exclusion paper it was
highlighted in the English Lifelong Learning Green Paper and Government, local

The Making of an Empowering Profession 423

government and others will need to address the issue of increasing investment in tackling
this critical area of disadvantage.
Crime and the fear of crime exclude many people from leading normal lives. Periods of
unemployment and fragmentation in family life can produce discontinuity for individuals
and diminish the availability of good role models. Substantial numbers of young people
have already dropped out of education and been tempted into drug misuse or anti-social
activity. Each single youth crime costs the country an average £2,500 and some £300 a week
to keep a young person in custody. Crime prevention is only part of a wider community
safety agenda and is not community education’s primary task, but a recent study by Coopers
and Lybrand has demonstrated that if a youth project prevented only one in five
participants from committing just one crime a year the service was already cost effective for
the taxpayer. Community educators are actively working with the police in community
safety programmes and such collaborative preventative programmes are likely to expand.
Community education has an important role to play in supporting COSLAs guidance to
Councils on the development of sustainable community safety strategies.
The contribution that community education programmes can make towards health
promotion and thereby to tackling inequalities in health is well documented. Community
education and health promotion personnel have long collaborated nationally and locally
around health related issues from anti-drugs campaigns to organising women’s health
groups. The Government’s Green paper on inequalities in health Working Together for a
Healthier Scotland confirms the importance of youth and community education
programmes and projects. Local authority community education services are likely to
become increasingly important partners in promoting health education.
Active Citizenship

The Commission on Local Government and The Scottish Parliament has been remitted by
the Secretary of State to examine how Councils can make themselves more responsive and
democratically accountable to the communities they serve. With the Scottish Parliament,
local government in Scotland is looking again at Councils’ community leadership role and
at its own legitimacy. It is apparent from the continually low voter turnout in local elections,
that electors take little interest in the work of local authorities except when something is
perceived to have gone wrong. Community educators have a key role to play in promoting
political and civic education and it is clear that, when linked to real life issues and real
opportunities to influence policy and decision making, a community education approach
can be a highly effective way of widening interest and active participation. This is a critical
agenda for local authority community education, not least in light of the concerns about the
growing democratic deficit in Scotland as part of European Union and the historic
opportunity presented to ensure that Councils and the new Parliament are involving of civic
society, local community interests and communities of interest such as young people,
minority ethnic and minority linguistic communities etc.
The introduction of Best Value Regime (BVR) and the strengthened duty upon local
councils in respect to decentralisation and community planning provide a major
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opportunity for utilising the community development skills of community educators in
enabling people to understand how local government works and to influence the delivery
of local services. Personnel across the public sector are required to respond sensitively to
citizen and consumer participation and consultation, and to design and deliver services in
partnership with local communities. Yet there is a skills deficit emerging amongst local
authority personnel with the transition from traditional forms of local government to an
emphasis upon decentralised, enabling government. Already we are seeing a growing
demand for post qualifying community development training from a range of occupations,
and it is this sector that is well placed to provide it. (See Section 5). There will be a need
for closer cross departmental collaboration with, for example, those in policy units,
economic development, planning, housing and social work if this aspect of Best Value and
community governance is to be realised.
Best Value is more than a consultative process and will only be fully effective if users and
community organisations are involved and informed. The growing interest by Councils in
such initiatives as citizenship commissions, citizen juries, youth councils, civic assemblies
and community forums is an indication that Scottish local authorities are keen to consult
and involve citizens of all ages as individuals and community groups in more meaningful
ways. Similarly we are clearly seeing a growing trend towards community involvement in
the management of resources, ranging from community facilities to tenant participation in
housing management. This trend is already setting an agenda for training support from
community education.
A broad range of central and local government policies and strategies emphasise the need
to support active citizenship. One manifestation of this is the emergence of Council wide
youth councils across over half of Scottish local authorities. Other key features of youth
strategies include the checking of Council policies and services as they impact upon young
people. As skilled youth workers, community educators are specifically trained to work with
young people helping them to realise their needs and to have their voice heard. This
expertise will be of high value to other service departments, to planners and critically to
politicians as they seek to listen to and engage with young people. Similarly Better
Government for Older People, the Government’s new national programme to develop and
integrate inter-agency strategies for an ageing population (people aged 50 and over)
encourages work with older people to provide them with clearer and more accessible
information on rights, more say in the type of services they can get, and better opportunities
to contribute to their local community. Community educators will be needed to help local
authorities actively to involve older people in the development and implementation of
these strategies and initiatives.
The Government has recognised the need to mobilise active citizen involvement through
eg. its Millennium Volunteers initiative. Community education has a long-standing expertise
in mobilising community volunteers/activists around a range of issues. In the area of
conservation and environmental voluntary action, the sector has considerable expertise in
work with young people. There will be a particular need to haise closely with the voluntary
sector in ensuring that volunteers engaged in citizen service are adequately trained and
supported by staff in this sector. There remains the need for investment in high quality
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training of part-time and voluntary staff, not least in the context of the Cullen
recommendations concerning the accreditation, vetting and training of volunteers who
work with children.
Community involvement is now a well established feature of urban and rural regeneration
and environmental action programmes. In the Scottish Office guidance relating to
Programme for Partnership, the skills of local authority community educators are specifically
highlighted as a key to providing educative and development assistance to community
orgamsations as they engage as purposeful and informed partners in sustainable regeneration
programmes. Mobilising community participation is a central feature of Agenda 21 and of the
Government’s recent consultation Towards a Development Strategy for Rural Scotland. This
highlights the need for training support for local groups in preparing community needs
appraisals and village audits. It is widely recognised that sustainable regeneration
programmes have at their heart a sense of community involvement and ownership.
Community educators are needed to play an increasing role in widening such participation.

SECTION 5
TRAINING AND QUALITY PRACTICE

Since the mid 1970s a distinct occupation, that of the community educator, has been
created in Scotland. Within local government there is a clearly identifiable workforce.
Community educators have become established alongside their more recognised cousins school teachers and college lecturers. The development of that occupation has been well
documented. Community Education Validation and Endorsement (CeVe), the national
occupational training standards body for the profession, states th a t...
“It was the Government’s report ‘The Challenge o f Change’ chaired by Kenneth
Alexander that recommended the setting up o f the community education
services in Scotland in 1975...
... the Alexander Report gave public policy recognition to the term, by
recommending to Government the merging o f the former adult education,
youth and community work services under a new title - community education.
Alexander drew upon the three traditions, placing community education
within a lifelong learning and a community development framework (and)
recognised the need to train community educators to the highest quality to
take on this challenge. ”
In 1990 the then Minister of Education established CeVe as the national occupational
training standards body for community education. CeVe is an employer led body with
representatives from local government, the voluntary sector, professional associations,
trade unions and training providers. It is located at the Scottish Community Education
Council and serviced by SCEC. The majority of the employer side representatives on CeVe
are from the local authority sector and its four chairs to date have all been senior local
authority managers.
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Within community education there are well developed routes to professional training and
nationally recognised qualifications. Awards conferring nationally qualified status leading
to appointments to full-time professional posts within the voluntary and statutory sectors,
are the three year BA degree and one year full-time post graduate certificate or diploma.
These awards are endorsed by CeVe. The Scottish National Joint Council (NJC) approves
the qualifications recognised as leading to nationally qualified status. Cross national
recognition systems are also in place across the United Kingdom. CeVe endorses in-service
training and staff development programmes, and in the post qualifying area has developed
guidelines for the endorsement of community practice and community development
training. There are currently three higher education colleges, three apprenticeship schemes
and one open learning scheme offering awards leading to qualified status in Scotland. By
the end of 1998 there should be ten further education colleges offering awards at
pre-qualifying HNC standard and CeVe has encouraged such training for part-time and
volunteer staff.
A competence based approach is central to training across all levels within this sector.
Community education has been concerned not simply to adopt a mechanistic model, but
sought to develop a broader application and understanding of competence, seen as the
product of an integration of knowledge, skills and values - the reflective practitioner. A
central feature of all levels of training is the interface between theory and practice with
supervised and assessed field placements either in situ or by way of fieldwork placements.
The development of work based as opposed to college based routes to qualifying training
is beginning to take off within this sector. Although no SVQs have been professionally
endorsed at any level by CeVe and there is no comprehensive portfolio of accredited SVQs
across community education, CeVe has encouraged accreditation pathways between
various levels and routes into qualifying training. For several years we have seen the
endorsement of innovative and flexible models including apprenticeship and open learning
routes to gaining graduate level qualifications.
During its deliberations the task group reviewed the current CeVe guidelines for qualifying
training. The guidelines were reviewed by CeVe in 1995 just prior to local government
reorganisation. They outline the range of competences necessary to practice as a community
educator. Six key competences are highlighted in the CeVe guideline, the ability:
*

to engage with the community

*
*
*

to develop relevant learning and educational opportunities
to empower the participants
to organise and manage resources

*

to practice community education within differentsettings

*

to use evaluative practice to assess and implement change.

Although this framework was designed around what was at that time a less variable range
of department locations within the local authority sector, it was concluded that there was
at this stage, no need to change the required competences, as the CeVe Cuidelines already
recognise that the practice of community education takes place within a wide variety of
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settings and sectors. Although departmental titles and in a minority of cases, job titles have
changed post local government reorganisation, the essence of the work and thus of the
occupation remains the same. As the CeVe guidelines emphasise
“The rich variety o f Posts, settings, contexts and organisations reflects the
growing influence that community education has had in recent years, but also
poses a challenge to CeVe and all training providers. Whilst the key purpose o f
some o f these employing organisations may be only in part educational, the
professional community educator is trained to operate primarily in an
educative way. Increasingly community educators are being employed in
interdisciplinary and interagency teams. With changes in the role o f local
government, trends in decentralisation o f service provision and area
management, it is important that barriers and negative perceptions are broken
down between different professions. ”
The task group welcomed the pending publication by CeVe of guidelines for post qualifying
community practice and community development training. Community practice and
community development are terms used by CeVe to describe a range of methods and
techniques concerned with promoting community empowerment and involvement. It
emphasises working in partnership with individuals, groups and organisations at
community level. A wide range of professionals are now seeking to adopt these methods in
such areas as community care, local economic development, planning, housing
management, health education and community policing. In responding to this trend, the
community education sector has developed many of the training materials and training
programmes that could be highly relevant to other professionals not least those working in
other departments within the local authority sector. This is not seen as an attempt by
community education to convert other professionals into community educators. It is
however seen as a way of adding value to their role and of strengthening inter and intra
departmental working at local community level. The post qualifying guidelines are being
published in May with the support of COSLA, Health Education Board for Scotland
(HEBS), the Institute of Housing, Central Council for the Education and Training of Social
Workers (CCETSW) and the General Teaching Council (GTC). The clear message here is
that if we want to achieve better inter-agency, inter-service working at local level and with
local people, then we need to get professional staff from a range of disciplines out of their
professional ‘skins’ through joint training. (See Section 6)
Reference has been made to the need for a change strategy in order to prepare professional
community educators more effectively to address the changing agendas and a refocusing of
their role. It is hoped that required savings in in-service budgets in recent years, will be
reversed and that Councils will want to invest in supporting their staff and in building an
organisational culture committed to learning and continuing professional development.
The management of change and the ability of senior staff, who by definition will have been
initially trained ten, twenty or thirty years ago, is a high priority. Local authorities as
employers will want to ensure that CeVe, the training providers (in-house, college or
private training agencies) are able to respond to this change strategy with training
workshops, secondments and release to undertake Masters level programmes (including
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public sector, community oriented MBAs). The Local Government National Training
Organisation (NTO) together with CeVe will need to haise closely into putting this into
effect over the coming year.
The trends highlighted in sections 2 and 4, lay particular emphasis upon enhancing the
capacity of local people to become more directly involved in the management of
community resources, from schools to housing estates, from community centres to leisure
facilities. Whilst it is as unrealistic to expect large numbers of residents and user groups
voluntarily to take over management functions previously covered by paid staff, as it would
be for the shoppers of Tescos to manage the superstore, community involvement in
resource management is clearly a growing training agenda for community educators. CeVe
already endorses training for volunteers and training providers, including local authority
led programmes such as ACT (A Consortium for Training). Volunteers have a range of
training needs as highlighted in the 1996 Scottish Community Development Centre
research commissioned by the Scottish Office, such as committee skills, assertiveness
training, fund-raising or public speaking skills and there is already community education
provision of this t)ipe across Scotland. But there is a need for both an enhanced investment
in such training, for materials development, dissemination and practice sharing between
local authority and voluntary sector providers.
Two further issues were highlighted during this review of training. The first related to the
growing employment pattern within local authorities of staff with a more specialist brief.
Whilst this was not necessarily seen a return to the pre 1975 Alexander model differentiating
adult education, youth work and community work, a number of local authorities are focusing
their staff upon particular areas of specialist practice. As indicated in Section 2 there is a
suggestion from HMI that this is leading to higher job fulfilment and enhanced levels of
quality. This is, as yet, not a common pattern. Currently the majority of local authority
community educators still have a generic job description responsible for organising the full
range of provision within a given patch. But pre-service level training providers should be
aware of this developing trend and at in-service level opportunities for continuing
professional development around areas of specialist practice are essential. The overall
conclusion is that on balance it is probably preferable to retain a broad curriculum area at
undergraduate level, but that in the final year options by way of modules and training
placements which allow for a degree of specialism should be introduced. It is recognised
however that employers continue to value staff with transferable skills and that students
entering the profession continue to value the opportunity of a wide employment market.
A central feature of the training of community educators is what is termed the practice
placement (about 40% of the three year degree programme). Training providers are
reporting that local authorities and voluntary organisations are finding it increasingly
difficult to offer placement opportunities a'nd staff as fieldwork supervisors for students on
placement. A related issue is the problem that some local authorities are finding in
releasing staff time for CeVe endorsement panels. Clearly the local authority sector wishes
to retain a major influence over its occupational training standards body, not least as it
seeks to become part of the National Training Organisation for the sector, and to influence
the training of the next generation of community educators through its fieldwork
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supervision role and training and management input to training programmes run by the
colleges and apprenticeship schemes. It is clear that at both pre- and in-service level the
past two or three years have seen considerable pressures put upon local authority training
budgets and staff availability to support fieldwork placements. This has put stresses upon
the training and endorsement system which require to be urgently addressed by COSLA
and member authorities in collaboration with CeVe.
As with training, so too have quality assurance systems been disrupted during the post
reorganisation period. With the introduction of Best Value it is essential for local authority
community education services to be able to demonstrate to funders and consumers alike
the value of this service. Best Value will apply across all Council services and thus
community education will be reviewed more systematically and rigorously than before to
ensure that it too is providing best value, based upon a combination of criteria such as:
*
*
*

performance measures
stakeholder satisfaction
effective use of resources

*

evidence of improvement.

This sector has done much in recent years to improve the ways in which it measures
performance, outcomes and quality and to explain more transparently to the lay member
of the public, to elected members and other local authority departments and disciplines
what it does. It is evident that more needs to be done. This is not to argue that community
education is under scrutinised or evaluated in comparison say with schools or colleges. This
is not the case. But it is a recognition that the very breadth and range of its work has made
it seem difficult to quantify in terms of comparative effectiveness, value for money and
value for people criteria. At its simplest the service needs to be able to demonstrate more
clearly than ever that it works and that local government has a critical role to play in
ensuring its provision.
During this review discussions were held with the Advisory Scottish Council for Education
and Training Targets and whilst it was acknowledged that community education was
axiomatically a local intervention, it should be required to have regard to national targets and
thus national as well as local performance indicators. Such nationally agreed PI.s need to
address the three main areas within its remit as outlined in Circular 6/95 and the emerging
priorities of promoting community learning, social inclusion and active citizenship.
Addressing national as well as local priorities is not new in the educational world. Schools for
example are judged by national standards. Their performance weighted against a range of
wider contextual criteria such as the socio-economic profile of their catchment area. Similarly
for community education, nationally agreed Us drawn up collaboratively between central and
local government have since 1993/94 formed the basis by which a statistical analysis of the
performance of the local authority sector is made. Only aggregate figures are publicly
available rather than a Council by Council assessment and it is recognised that adult
education provision such as courses are generally more easy to quantify than educational
support for community development or work with children and young people.
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Local authority providers will want to be involved closely in drawing up more appropriate
(and simpler) measures and systems. Certainly the current statistical exercise would seem
to significantly under value community education’s contribution towards promoting
community learning, social inclusion and active citizenship. The existing community
education statistics do not as yet tell us much about the outcomes of this investment in
terms of the impact of the learning, whether learning is sustained or the socio- economic
profile of participants (in particular whether socially excluded people are actually reached).
It is clear that much more needs to be done in this area to assist those in planning and
management roles. The Inspectorate has indicated interest in publishing a performance
measure tool similar to How Good is Our School? and this should be developed as a matter
of some priority in collaboration with employers, not least to ensure consistency with other
existing systems.
To a certain extent it matters not one jot to the learners, whether the educators who are
working with them at community level are employed by a local authority, college or
voluntary organisation. What does matter is that community educators are skilled and that
the quality of the learning experience is high. It is clear that both local and central
government are anxious to ensure investment in suitably trained staff and quality control of
practice. It is also clear that in recent years staff development and QA systems have been
somewhat disrupted and that QA systems in particular are perceived by many practitioners
to be over complicated and costly in terms of both cash and time. This together with
significant reductions in community education HMI between 1995 and early 1998 has
perhaps led to QA being high on the rhetoric list of priorities, recognised as important, but
superficially implemented or understood. This is not unique to community education and
it may be resolved by the introduction by local government of more comprehensive Best
Value strategies over the next few years. These are certainly not issues which the
community education sector can alone address and must be taken on as a corporate wide
concern by Councils.

SEC TIO N 6
PARTNERSHIPS

The range of partnerships local authority community educators engage with outwith the
Council are enormous. Whilst it is not possible to detail each of these, whether it be with
the police service, health boards or Local Enterprise Companies, the message is still the
same. Multi-agency, multi- disciplinary working is here to stay and it will be impossible to
tackle the challenges of the new policy agenda without it. This is not to argue that corporate
working of itself is a panacea. It clearly is not. Nor that inter- disciplinary working implies
that there should not be staff with specialised disciplines. There self evidently must be and
community educators are one such discipline. But professional blinkers and narrow
departmental or agency barriers have singularly failed to tackle so many of the problems
identified in this report.
The 1995 COSLA report Community Education and Local Authorities made positive
reference to partnership working with the voluntary sector - “The Partnership between the
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sectors in community education has provided a dynamic which has benefited overall services to
the public. The voluntary sector is frequently innovative and developmental in responding to the
needs o f the community”. The report listed several key supports that voluntary organisations
received from Councils, including grant aid, advice on funding and evaluation, access to
facilities and training. Council community education services had also played an important
developmental role in assisting focal people to develop new voluntary organisations to
address issues and needs. The report went on to conclude that whilst reorganisation could
lead to cuts in funding or other types of support, it might also lead to more purchases from
voluntary organisations by local authorities and to better co-ordination of services.
Reorganisation has had a considerable impact upon Council/voluntary sector relations, the
most profound of which being the general reduction in funding support to both national
and local voluntary organisations of around 50%. For some, funding support has
disappeared altogether, particularly when the applicant was a national rather than local
organisation. Voluntary organisations have faced difficulties with dissaggregation, with a
requirement for multiple applications to different authorities where previously there was
one. Reductions in grant aid have in turn caused knock on problems with some voluntary
groups failing to secure matching funding from other sources. Discussions by the task group
with national umbrella bodies for the sector, confirmed that the post ‘96 period has been
and continues to be problematic. It was noted with concern that unlike the social welfare
voluntary sector, the educational voluntary sector had received no transitional funding
support from The Scottish Office over the period of reorganisation.
The voluntary sector has of necessity long had to diversify its income. The Scottish Council
of Voluntary Organisations estimate that overall only 10% of financial support now comes
directly from Councils. But a degree of dependency had arisen over the period prior to 1996.
Voluntary organisations working in areas of multiple deprivation or with disadvantaged
groups have faced a more significant combination of funding loss due to reorganisation and
changes in the Urban Programme. Although we may never know the total impact, thousands
of community based youth and community and adult learning groups have had to cope with
major reductions in funding support over the past two years. As Council services have had
to tighten their belts, cope with policy, organisational and staff changes this has disrupted
partnership working. But it would be wrong to paint an over negative picture. As is apparent
from the review of Council services, the disruption has in most cases been minimised. But
working relations have been affected, and as one representative expressed it to the task
group “when it’s good, it’s very good, but when it’s bad ... !” Both Councils and voluntary
organisations still need to work hard to forge new ways of working together. *
In the youth field, the voluntary sector is already much the larger partner in terms of direct
youth work provision and it is likely that this trend will increase. In adult education, the
plurality of providers (including colleges and universities) is more diverse, with less service
providing national voluntary agencies, although a myriad of locally based, self help groups
exist. The community work field also has few national voluntary sector providers, however
Councils of Voluntary Service and other more specialist local intermediary bodies provide
community technical support, information, training and advice, funded by a mix of EU,
Government, Council and trust sources. If one word describes the voluntary community
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education sector, it is diversity. It ranges from large, well known agencies such as the
Workers’ Educational Association and the Scouts, employing in some cases hundreds of
full or part-time staff, through to locally based and initiated groups, run entirely by
volunteers. SCVO estimate that there are several thousand voluntary organisations
engaged in this sector. A figure which if anything probably under-estimates the size of the
sector. All are critical to the wellbeing of Scottish society and a not insignificant part of the
social economy. Many of these voluntary organisations are on the boundary of education
and social welfare. They may have been set up because of a concern about eg. the
environment or disability, but come to recognise the value of having a community
education capacity and of placing learning as central to their work. Indeed YouthLink
Scotland, the national umbrella body for voluntary sector youth work, has gone as far as to
argue that youth activities that do not involve purposive education are not youth work.
While not all voluntary organisations would explicitly term themselves as community
education agencies, thousands are regularly engaged in a combination of supporting youth
and community work and adult learning.
Currently no comprehensive map of the contribution that voluntary organisations make
towards community education exists. We do not know precisely how many trained community
educators are employed by this sector. We know little about the quality of their work and have
only a partial picture of how many people, young or old, participate in their provision,
although some national agencies do keep comprehensive figures and evaluate practice. There
is no HMI inspection and overall issues such as quality assurance are at an early stage of
implementation. In 1997 a Scottish Office funded national development project managed by
SCVO was established to develop a quality improvement framework designed to facilitate
ease of access into existing QA systems. This is not to say that the voluntary sector service
providers have been unconcerned with quahty and training. Far from it, the key role that
SCVO and its member organisations have played in establishing a National Training
Organisation for the voluntary sector, is a measure of the high priority that voluntary
organisations as employers of paid and unpaid staff give to quality assurance and to training.
(The chair of the Scottish voluntary sector NTO committee being chair of the voluntary youth
work Chief Officers Group). The tragedy at Dunblane and subsequent Cullen Report will
impact considerably upon the ways in which volunteers are trained and monitored.
The voluntary sector has played an active role in the development of Community
Education Validation and Endorsement (CeVe) and one national voluntary organisation
has its own degree level programme in community education, provided on an open learning
basis through the YMCA college. But overall its capacity to invest in training, and the
proportion of trained community educators employed, is not as high as in local authorities.
There is general agreement that as well as the need to increase the voluntary sector’s
capacity to invest in its own training, both would benefit from more joint training initiatives
on common issues, with voluntary organisation staff being financially assisted to participate
in staff development programmes. This is not, of course, a one way process. The voluntary
sector has developed innovative training programmes and materials that are of great value
to local authority staff. It has been argued that there should also be an explicit training
element within central and local authority grants to voluntary organisations.
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has now agreed a compact with SCVO covering a broad range of partnership issues. In
addressing community learning, social inclusion and active citizenship, as well as in
acknowledging the changing role of local government, this is a partnership that is likely to
grow, recognising the independence yet also the interdependence of each partner. It is
clear that larger voluntary sector agencies and community based organisations do not wish
to be in a dependency relationship with regard to funding. It is also clear that much of the
voluntary sector would collapse without state funding (both central and local government).
Getting the balance of the partnership right will be dependant upon each local context, but
there would be value in COSLA, with member authorities and key voluntary sector
networks preparing best practice guidance. Certainly the success of the Partners in Learning
conference, held not long after reorganisation was an indication that all sides are keen to
get the partnership right. Voluntary sector service providing organisations are independent
agencies and increasingly significant actors intervening into local communities and people’s
lives. The extent of lottery funding going into voluntary sector youth work, community work
and adult education over the past two years probably places them as an equal in terms of
their support for community education. It is all the more important that there be close
collaboration in the planning of initiatives at local level, with both sides liaising closely over
the preparation of development plans.
There are two partnerships that do require further comment. These are the partnerships with
colleges and with schools. As has been commented upon already the vast bulk of public
investment in education goes into the formal education system. They hold enormous resources
and skills which must be accessed into supporting the community learning, social inclusion and
active citizenship agenda. Schools, colleges, indeed universities, are self evidently essential
players in any strategy for promoting learning and for developing communities.
Colleges have a proven track record of widening access and outreach work. University
Continuing Education Departments have also made an important, though less extensive,
contribution which needs to be enhanced. In some parts of Scotland, FE colleges are
significant providers of community based adult learning opportunities and partner with
Council community education services. The challenges are to make sure that all such
resources are fully utilised to ensure that people have easy access to learning opportunities,
that educationalists who are used to working in more formal settings, and have enormous
expertise, are supported to work in disadvantaged communities, around tackling real life
issues and that colleges and universities have funding incentives to do so. Most primary and
secondary schools in Scotland also open their facilities for wider community use. Some are
named community schools and many more adhere to a community school ethos. For most
communities in Scotland, the school is the most important educational resource they have.
Cross school/community education collaboration is well documented, with innovative and
widespread programmes of adults returning to study in schools, of home/school/community
linked projects, joint curriculum development initiatives and many more. (See Section 4).
As with colleges there are now a number of schools that employ community education
trained staff with a community liaison brief and a growing number of Principals and Head
Teachers committed to supporting community education.
The basis of any effective collaboration between school teachers, college lecturers and
community educators has to be a recognition on the part of all three that each has an educative
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role that can be complementary. This recognition can be enhanced through joint pre- and
in-service training, but it is disappointing to note that, to date, little by Avay of joint training and
staff development has been available. This must be addressed by employers and by the
institutions in Scotland with responsibility for “educator” training. If we are to translate the
benefits of collaborative working into a reality for the benefit of learners (of all ages) and to
build on the valuable work taking place in many parts of Scotland between schools, colleges
and community education services, there is a need for Government, Councils and the senior
management of each partner to have in place policy and practice frameworks which encourage
and support effective collaboration. Collaborative practice needs to be seen not simply as an
add on or fringe activity, but as central to meeting the challenge of building a learning,
inclusive and active society. Such frameworks require high level political and managerial
support as well as a supportive culture throughout each organisation.
It is quite clear that funding is a key dimension to partnership working in terms of grants
and contracts. The ability of Councils to invest in their own provision, let alone to fund the
involvement of others, has been somewhat problematic and continues to be so. The
Government’s Green Paper, The Learning Age, announced the establishment of a new
Community Learning Fund, to sustain and develop innovative activity which offers learning
opportunities within local communities. Some E5 million will be available in England for
each of the next three years with match funding from other sources. The funding is
intended to support initiatives that address social inclusion and active citizenship. The task
group welcomes this initiative and would be keen to see the Government establishing a
similar scheme in Scotland.

SEC TIO N 7
CENTRAL GOVERNMENT

It is clear that the Government is setting a policy agenda to which community education
can, if resourced and refocused contribute enormously. At the top of that agenda is the
creation of a learning, inclusive and a more democratic society. Whilst the last
administration fundamentally and irreversibly changed Scottish local government. Councils
continue to have a responsibility for ensuring community based learning opportunities,
particularly for those currently excluded, are a reality. The last twenty years have seen a
fragmentation of education provision at local level with the transfer out of functions and it
is now recognised by the Government that this has mitigated against the ability of local
government to tackle many of the concerns and issues identified in this review. This is not
an argument against pluralism of community education provision, nor against the reality
that for example FE colleges are highly unlikely to be brought back into the local
government system. However partnership working between Councils, LECs, colleges and
universities is critical and partnerships require to be brought together. The only body that
can provide this role locally is local government because of its democratic base. It is hoped
that the introduction of a power of general competence and a duty of community planning
upon local Councils will herald a positive and more productive era of co-operation,
ensuring that the challenges of building a learning, inclusive and more democratic society
are tackled in a more effective way.
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Just as co-ordination is a necessity locally, so too is it at national Government level. Moves
within the Scottish Office to establish a more co-ordinated approach to tackling social
exclusion are long overdue and warmly welcomed. Within the Scottish Office across key
areas of community education concern - lifelong learning, youth strategy and community
development, cross departmental corporate strategies are not as advanced as in many local
authorities. Clearly it is to be hoped that the pending Paper on Lifelong Learning will
address the first of these. There seems as yet little emerging from the Scottish Office
concerning a more co-ordinated youth strategy - although the last Secretary of State did
indicate some interest in this - and almost nothing around community development. The
local authority community education services called upon central government to address
this in the 1997 publication of the Scottish Youth Work Partnership Taking Youth Work
Seriously. And over the past five years there have been calls for the appointment of
Ministers with special co-ordinating briefs for young people and for community
development. Neither of which have yet been realised by the new administration.
Across the Scottish Office, or more particularly within different departments, the profile of
community education is not high. Both COSLA and SOLID have agreed that the raising of
an understanding of what community education and community educators are all about,
what infrastructure of public investment already exists and how this can contribute
enormously towards realising the new policy agenda, is vitally important. Government, its
departments and agencies should not need to re-invent wheels where they already exist. It
is central Government’s responsibility, just as it is that of local Councils and the community
education profession, to ensure that these wheels are efficiently and effectively in motion.
This is not to argue that the outcomes of community education will always be consensus as
to the best route to reach the vision. Such outcomes as a stronger, more informed voice
from young people and communities are as much about who determines and owns change,
as they are about visions from the top. Community education at its best is about bubble up
not trickle down. Whilst national targets can and should be set for community education
they must be as a result of extensive consultation with all stakeholders. Just as community
education is a key part of the overall capacity of Councils to address community needs and
visions, for example in the context of community planning, so too central Government and
the new Parliament will require similar capacity to listen and involve.
Responsibility for community education within the Scottish Office currently lies with a Head
of Division with a remit for teachers, curriculum and community education. This small unit
also has responsibility for headquarters funding for community education voluntary
organisations, although again overall voluntary sector policy lies with the Voluntary Issues
Unit in the Social Work Services Group. This is not necessarily to argue for a relocation of
functions, but it does appear that to date the voice of community education has been
somewhat peripheral to key areas of Government policy and programmes. The indications
are that they are keen to raise the profile of community education across the Scottish Office.
The establishment of the Minister’s community education review is certainly significant and
there are high expectations that it will do much to take community education out of the
shadows and place the need for coherent community learning, youth and community
development policies, strategies and targets higher up the Scottish Office’s agenda and in
turn that of the Scottish Parliament and Executive.
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Comment has already been made upon the significant cuts in community education HMI.
Although a second HMI with a specific brief for community education has been appointed
in recent months, it is felt by the local authority sector that the capacity of HMI to
undertake rigorous inspections has been negatively affected in recent years. Moves to
combine inspections, for example with the Social Work Inspectorate, where appropriate,
are welcomed. Likewise some concern has been expressed that the community education
National Development Initiatives (NDI) programme managed by HMI has not been as
effective as it might be. This is not an argument against NDIs, but that they are perceived
as not being sufficiently rooted as collaborative initiatives with providers on the ground.
That said links between Councils and HMI are seen as positive and productive and include
the closer involvement of senior local authority staff in HM inspections of other authorities
over the past three years.
A key interface between local government and the Scottish Office is through its national
sponsored agency, the Scottish Community Education Council. Until the late 1980s
COSLA had a nominated place on the SCEC Council. Although this was dropped by the
then Minister of Education, appointees to the Council by both the Minister and by
co-option have reflected the key role that local government plays. Currently there is one
elected member and four local authority senior managers on SCEC’s board of 15 (two
appointed and two co-opted) and local authority involvement in SCEC forums and working
groups is high. SCEC services CEMS and its three main committees for adult education,
community work and youth work. Working links appear to be very positive, although since
reorganisation local authority core funding support for SCEC has dropped by around 50%.
This, together with a reduction in core Scottish Office grant in real terms by around 17%
since 1993, has caused some problems for SCEC in its capacity to support the local
authority and voluntary sector services, with increasing tensions between its public service
and income generating requirements. However local government remains a considerable
purchaser of SCEC publications, information and consultancy services. SCEC is perceived
by COiSLA and member authorities as having a key networking, good practice
dissemination, policy influencing and research role.
The Scottish Parliament and Executive will be in place by 2000, leading to profound
changes in the national governance of Scotland. The need for a creative partnership
between the Scottish Parliament and local government is seen by COSLA as critical. As a
strong advocate of the voice of local communities, COSLA is also keen to ensure that that
partnership involve local people in influencing policies and determining change. The
Government seems keen to listen and to involve local communities, young people, the
socially excluded etc. in the development of its initiatives. The Parliament presents a unique
opportunity for the building of a more open, inclusive and participative political culture.
But it is essential that the much needed lead in respect to the vision central Government
has for community education does not await the deliberations of the new Parliament. If the
Government is convinced of the importance of community education and of local
government’s role in ensuring its provision, in widening access to community learning, in
addressing the social inclusion and active citizenship agenda, then this needs to be
unequivocally stated and manifested in operational and resource allocation terms. This
includes a much clearer statement as to the duties of local government.
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It is now widely recognised that integrated, multi-level, multi,agency and multi- disciplinary
actions are required if we are to even begin to translate the vision of creating a learning, an
inclusive and a more democratic society into reality. Co-ordination and partnership
between agencies and critically with the general public, must be a central feature on any
sustainable strategy to realise that vision. We have many of the elements in place in
Scotland upon which to build and Scottish Councils have often been at the forefront, but
we must not be complacent. As we have reported, community education can and already is
addressing the challenges of the next five - ten years identified by the task group, but it
requires to do much more and to do it even better. This report has primarily looked at what
Council community education services and community educators, whatever they are called
and wherever located, need to do and how they need to change. Part of that change agenda
is to embrace joint action with others. A key partner is central Government, not only the
Scottish Office but also Government sponsored national agencies from the Scottish
Enterprise Network and Highlands and Islands Enterprise, to the Health Education Board
for Scotland and Scottish National Heritage and, of course, its own national agency, the
Scottish Community Education Council.

SEC TIO N 8
CONCLUSIONS AND QUESTIONS FOR CONSULTATION

A number of specific issues have been raised in this review concerning the appropriate role
that Government and Councils should jointly play in ensuring action at local level to address
the key policy imperatives of promoting community learning, social inclusion and active
citizenship. The need for a strengthened statutory duty; the need to enhance Councils’
planning role as the co-ordinators of joint strategies between agencies within a given locality;
the need for Councils and the Scottish Office to publish development plans; the need to
review funding arrangements for the voluntary sector; and the need to agree national targets
and revised performance measures for community education. The time is now opportune to
take this agenda forward. The one specific recommendation that the task group would wish to
make is that COSLA and the Scottish Office should enter into dialogue over the next few
monthsl to consider both the Ministerial Working Party Report and this COSLA report and, by
September 1998, have agreed an implementation action plan.
This review has argued that community education needs to be given even greater
recognition, that the sector justifies a stronger statutory base and an enhanced profile
across local and central Government policies and programmes. It has also argued that local
authority community education practice needs to be refocused, that investment in staff
development and quality assurance be enhanced and that cross agency/cross departmental
collaborative working be increased. The change of Government presents an opportunity,
perhaps the most significant since the Alexander report in 1975, to place community
education onto firmer foundations as it prepares for the challenge of change. The COSLA
task group has been convinced of the benefits to learners, to young people and adults,
individuals and community groups of community educators and community education
services. Community education is quite clearly multi-faceted and it isn’t neat. But nor is it
more difficult to define than say school education. It is simply about promoting learning
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opportunities out in the community. It is also about linking learning with real life chance
and quality of life issues. Community educators have a particular, perhaps unique,
contribution to make towards promoting community learning, social inclusion and active
citizenship. It is wherever these three policy imperatives lie that a community education
perspective should be profiled, whether this be around health, urban regeneration, crime
prevention, economic development or a raft of other strategies and programmes. This is
about putting people of all ages, not simply in their role as learners but in their wider roles
as citizens and neighbours, as active partners at the centre of these programmes. As part of
the solution, not the problem. In this sense it is neither community education, nor its three
traditional areas that require to be profiled and embraced, but its outcomes. Outcomes,
which it is clear, both Government and Councils place high value upon and need.
COSLA is keen to receive responses to the following questions, but comments on any
aspect of this report would be welcomed.
Q1

The task group sees a continuing trend in local authority community education
away from the management of facilities and the provision of a provider designed
menu of adult classes and youth programmes, towards interventions shaped by real
life issues in the lives of young people and adults and identified with them.
Is this a trend that Councils should continue to develop?

Q2

The task group beheves that over the next five - ten years community educators will
also be increasingly utilised by Councils across a wide range of Council policy agendas.
What should their role be as they engage in these wider strategies and programmes?

Q3

The task group believes that the duty upon local authorities to ensure adequate
provision of community education is insufficient.
Were this duty to be strengthened, what should be the features o f any legislative change?
Is it possible to legally define community education and to describe the range o f
provision, without lessening flexibility and creativity?

Q4

The task group identifies the three overarching themes of promoting community
learning, social inclusion and active citizenship as forming the focus of the ‘content’
of community education over the next five - ten years.
Are these themes the correct ones?
I f so what policies and operational practices should be developed by Councils to put
them into effect?

Q5

The task group concludes that the current framework for the professional training
of community educators is still appropriate. However it welcomes the trend towards
specialist areas of practice within Council community education services.
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Should specialisms be extended?
I f so what are the implications for pre and post qualifying training?
Is there still a role for a generic community educator?
Q6

The task group welcomes the move to extend training opportunities to other
Council staff in community practice and community development skills and the idea
of equipping local authority staff with a set of partnership skills over and above their
professional skills.
What changes in pre and post qualifying training are required to realise this?
How might Councils and training providers ensure that it happens?

Q7

The task group identifies a mixed picture across Scotland in relation to Quality
Assurance and performance measures for community education and calls for
changes in line with Best Value.
With the introduction o f Best Value Regime what policies and practices will be required?
Mat measures for the performance and outcomes o f community education around
community learning, social inclusion and active citizenship should be adopted?

Q8

The task group sees positive partnerships with the voluntary sector as being
critically important.
What policies and practices do Councils and voluntary organisations need to develop in
order to maximise the benefits o f partnership?

Q9

The task group welcomes the increase in collaborative working between education
and training providers across all sectors, in the development of local lifelong
learning strategies and believes that Councils should take the lead in making this
happen as part of an enhanced community planning remit.
Should Councils co-ordinate cross sector local lifelong learning partnerships and if
so how?
I f not, who should co,ordinate such partnerships and what role should Councils play?

Q 10

The task group sees the partnership between local and central Government,
including the Scottish Parliament and Executive as central to maximising the
important contribution that community education must play in tackling the
Government’s policy agenda in the years ahead.
What policies or practices need to be developed or changed within Councils,
Central Government, the Scottish Office and the pending Parliament to maximise
this contribution?
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Q ll

The task group recognises that the Government is keen to set national targets for
community education and calls for such targets to be agreed in consultation with
COSLA and other stakeholders including local communities.
What targets would be appropriate in relation to the policy agenda highlighted? Upon
whom should the targets be set - central Government, Councils, voluntary
organisations, colleges, schools, (any others)?
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COMMUNITIES: CHANGE THROUGH LEARNING
REPORT OF A WORKING GROUP ON THE FUTURE OF COMMUNITY EDUCATION.
THE SCOTTISH OFFICE 1998
THE W O R K IN G GROUP
The Working Group was established by Mr. Brian Wilson MP, Minister of state at The
Scottish Office, in February 1998. The Working Group’s remit was;
“To consider a national strategy for community based adult education, youth
work and educational support for community development in the light of
Government priorities in relation to social exclusion and lifelong learning and
advise Ministers on future arrangements. The Group will work alongside the
CoSLA Communtiy Education Task Group which is considering a range o f
isues facing local authority community education provision. ”

VISIO N
Our vision for Scotland is of a dynamic learning society. A democratic and socially just society
should enable all of its citizens, in particular those who are socially excluded, to develop their
potential to the full and to have the capacity, individually and collectively, to meet the
challenge of change. The learning society will provide an active and informed citizenship.
Community education is a key contributor to lifelong learning and plays a significant part
in combating social exclusion. Through its commitment to learning as an agent for change,
it supports the Scottish people to improve personal, community, social and economic well
being. Primarily community education is more a way of working than a sector of education.
Its unique contribution is to create learning opportunities within and for communities.
Community based learning opportunities for all ages are as important to the realisation of
our vision as schools, colleges and universities. The whole of the education system, other
public services and the voluntary and private sectors require to collaborate to realise it.
The capacity of individuals and groups of all ages to participate in developing their own
learning is crucial to improving their quality of life. Through learning, people can come to
make a real contribution to their own communities and participate in local and national
democratic processes. Through learning, people can build the confidence and capacity to
tackle wider social and economic issues, such as health or community safety. Skills can be
acquired at many levels which are applicable in any walk of life. Sometimes these are
essential skills, such as literacy or basic life management, which those who have benefited
most from the formal education system take for granted. Without them, social exclusion is
much more likely. With them, people can increase the opportunities for moving into further
and higher education and into employment. Through them, local people can develop
productive partnerships with other agencies relating to a wide range of social, economic
and health as well as educational needs.
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For both individuals and communities, the results of community education can be tangible
and lasting. That is what makes it a subject of critical national importance.

UND ER STA NDING C O M M U N ITY EDUCATIO N
The phrase community education came into widespread use at the time of the reorganisation
of local government in the mid- 1970s and with the publication of Adult Education: the
challenge of change (HMSO 1975), generally known as the Alexander Report. Most local
authorities combined their informal adult education services.with youth and community work
to form Community Education Services but many voluntary organisations were less
convinced that community education was an appropriate title for them.
The nature and profile of local authority services have shown a degree of variation ever
since, often accounted for by shifts of emphasis being required of Community Education
Services, by resource constraints and short-term funding and, for some, year on year threats
of retrenchment. Since local government reorganisation in 1996, such variation has grown,
with excellence and innovation in some authorities in fields of activity which are quite
under-developed in others. In some authorities, community education is not now located in
education departments. This can provide other valuable insights and an increasing
recognition that several professional groups share common ground in their approach to
work in communities.
In the voluntary sector there has been innovation and change. In recent years, financial
pressures on local authorities have often been amplified for the voluntary sector, with many
voluntary organisations suffering severe pressure. This has not stopped them from
continuing to develop their practice and has, perhaps, encouraged new types of co
operation among them and between them and local authorities.
The general picture facing the Working Group was one of change, diversity, and the lack of
a shared understanding of the strengths which community education can contribute. A
Government review of the Scottish Community Education Council (SCEC), which led to
the Minister’s decision to create the Working Group, specifically claimed that, while much
valuable work was evident on the ground, senior levels in both local and central
government needed a clearer view of where community education was and should be going.
The remit of the Group was to achieve this clearer focus.
A functional analysis of community education was carried out in 1989 for training purposes,
in which field it has had a major impact (see CeVe) Training Guidelines, published at
various dates by SCEC). Despite the benefit of this focus on functions, it did not remove
the confusion in many people’s minds about the meaning of community education. The
functional analysis has sat alongside, rather than replaced, an administrative view, which
seemed to assume that adult education plus youth work plus community work equalled
community education. It has left doubt about when the phrase is being used to indicate an
educational process, a local authority service, an educational method or an aggregation of
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services. In particular, it has led to community education being regarded as a sector rather
than primarily a way of working.
The Group believes that it is the functions of community education which matter and that
the administrative confusion must be removed. It therefore defines community education
primarily as an approach to education, not a sector of it. There is a body of knowledge and
experience of practice which can and must be tapped by a wide range of interests, both
within and beyond the education services. It is for use by the voluntary, statutory and,
indeed, private sectors in pursuit of compatible goals. Liberating community education
from the limitations which past interpretations have imposed is a matter of urgency as there
is an opportunity now, to make a major contribution to Government policies for learning,
inclusion and participation.
The functional analysis of 1989 started the process of re-conceptualising community
education but the process could not be brought to fruition. The progressive and innovative
work which it implied would have required a degree of security that was lacking when, too
often, maintaining the basic operations of community education became a major objective
for many organisations during the 1990s. The policies of the Government now make it
essential to take the process of re-defining community education forward so that its way of
working can be applied where appropriate in a wide range of disciplines to meet a wide
range of needs. The functions on which the Group has concentrated are described in
Section 5.
The Group’s approach requires a considerable shift in thinking. It is unhelpful to think of
community education as an aggregation of adult education, youth work and community
work but community education will continue to be a major contributor to these fields. The
key difference is that its way of working with adults, young people and interest groups will
be a coherent practice in relation to all ages and both individuals and groups; its purposes
will be to implement clearly identified personal and social objectives. While the problems
of target setting in this context are genuine, properly associated with good planning at both
personal and programme levels, it can be achieved.
The providers may be a range of local authority services, voluntary organisations, FE
colleges, LECs, Health Boards or several others, any or all of whom may and, hopefully,
will decide to use community education methodologies. However, not all education of
adults will use community education methods and neither will all work with young people
or communities. Equally, there are other fields, such as housing or social work, in which
community education methods are and will be used when appropriate. Indeed, the Group
wishes to emphasise that it is picking up a range of current, progressive methods being used
in such fields, as well as within community education, and urging that they become more
coherent. By the same token, community education practitioners must be able and
committed to working in and with this wider range of interests and practice settings.
*

The particular contribution of the community education approach is its primary
focus on the use of educational methods to develop skills, knowledge and capacity
in community contexts.
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The focus is on motivation and confidence, personal and group effectiveness,
widening access to formal learning institutions and involvement in civic life.
The aim is to develop the capacity of individuals and groups of all ages and, through
their actions, the capacity of communities, to improve their quality of life. Central
to this is their ability to participate in democratic processes.
The benefits accrue in many policy fields, such as social care or urban regeneration;
community education’s experience of working in partnership will help other
agencies with their endeavours.
The skills and understanding which are developed by participants are transferable
and the benefits to the community are tangible; both can be subject to assessment.
The groundwork has been done by past practice of community education, but it is
current Government policy which will enable community learning to grow.

THE DEVELOPING PO LICY CO NTEXT
The policy fields of prime importance for community education are lifelong learning, social
inclusion and active citizenship. Lifelong learning provides a comprehensive framework
which puts the learner at the centre of collaborative endeavour; it emphasises the need for
imaginative, relevant learning experience, tailored to the learner’s needs. Social inclusion
focuses attention on giving disadvantaged individuals and communities greater capacity
and ensuring that institutions are open to them. The call for active citizenship is now evident
in the commitment of many fields to community involvement. These policies call for a new
culture of learning to which community education can bring long experience of personal,
social and community development.
Radical changes in the general perception, definition, location and practice of community
education are required by these policies. In broad terms, however, they are highly
compatible with the principles which community education has tried to pursue through its
commitment to social change. There has been a long-term recognition that individual
development cannot be separated from the contexts in which individuals live. Community
education has a strong concern for individual development, for example in helping people
return to education and training, which is integral to its commitment to positive social
change and the involvement of communities in achieving it.
Community planning and Best Value will provide a framework for the effective, efficient
and accountable provision of services by local authorities, and they will also be relevant to
the voluntary sector. Local authorities are expected to lead the co-ordination of planning
for all public services within their areas, linMng with the voluntary and private sectors.
Planning for individual policy fields will be drawn into the wider framework. The active
involvement of local communities is to be promoted by community planning, giving
community education a two-fold interest of helping communities to engage with the overall
process and working for the establishment of integrated local learning plans.
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Community plans will have three aspects, namely the overall strategic plan for the council
area, the component plans of the different fields, such as children’s services or social work,
and the involvement of local communities in the planning process. In 1995 SOED published
Circular 6/95 which, among other things, invited Councils to produce schemes o f provision
for community education. Today such a scheme would be a component plan within the
community plan, and be called a community learning plan. This report will recommend that
the production of community learning plans should be a requirement on local authorities
and these should specifically include the ideas associated with schemes o f provision. (Some
authorities may interpret community learning plans as having a wider coverage, for
example inviting providers of post-school education to be a part of the community learning
plan in which case the fields with which the group is concerned should constitute a distinct
and discrete section).’
The Best Value regime will ensure that policy implementation is through routes which are
the most effective and efficient. The outcomes and outputs of community education, and
its relationship to policy objectives, must, therefore, be evaluated and communicated well
and to a degree that will be new and challenging.
Effective policy development, implementation and review requires efficient lines of
communication within the fields in which community education works and between them
and The Scottish Office. The need is to secure policy implementation in fields which are
internally complex and pluralistic, and where a conventional chain of command or
influence through which policy is implemented does not entirely apply. Implementation of
the objectives outlined in this report call for effective coordination and support by
organisations at different levels.
Policy development and implementation should take into account the particular attributes
of community education in the voluntary sector. Voluntary organisations play a range of
roles in communities and with individuals and many voluntary organisations use community
education methods of working. The Compact between The Scottish Office and the
Voluntary Sector includes Government commitments to value role diversity, independence
and community development as a form of active citizenship. The Group endorses this
commitment and urges local and central government to take into account the particular
attributes of community education when developing policy with the voluntary sector.
The Compact should lead both local and central government to clarify further, through
dialogue with the voluntary sector, what the latter’s major roles should be in working with
young people, in community based adult learning and in educational support to community
development. There are issues, such as the priorities and operations of the various grant
schemes, which call for consideration and which are separate from general concerns
relating to inter-disciplinary working.
The Group welcomes moves within The Scottish Office to establish a more coordinated
approach which aims to achieve an integrated response to community and individual needs,
which are seldom one- dimensional. Building on the excellent precedent of the Social
Inclusion Network, the Group hopes that The Scottish Office will establish cross
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departmental strategies for lifelong learning, youth issues and community development,
reflecting its own vision of community education as a way of working for many.

V ISIO N INTO PO LICY
5.1 The Working Group was set up to consider the future of community education and
given a remit which referred specifically to “a national strategy for community based adult
education, youth work and educational support for community development.” The Group’s
view of the future for community education is not wholly encompassed by these fields
and the report does not, therefore, set out to provide a comprehensive statement for
these fields.
An understanding of the following principles should under-pin policy development.
Community education should:
*

continue to be recognised as an educational process;

*

be seen as an instrument of social policy and positive social change, promoting
group and community benefit and social cohesion, as well as inclusion via
individual development;

*

start with the learners rather than with a subject or syllabus, making issues and
inter-disciplinary work central to its operations and recognising that the foci of
interest will change or evolve and that learning programmes will be negotiated not
pre-determined;

*

help institutions and the operations of public bodies to be inclusive;

*

maintain the values spelled out in CeVe training documents;

*

have policies which are clear and open to question, and whose implementation
is transparent;

*

have a strong emphasis on demonstrating and reporting results;

*

be clearly accountable and governed in ways which are open to influence by parties
whose interests it aims to secure, including the community itself and a range of
professional disciplines.

In order to give structure to the development of its work, the Group believes that three
fundamental dimensions of community education practice should be recognised
universally. It is important to focus on the functions which community education fulfils, not
the fields to which it may be specially relevant - that would merely reinstate the constraints
of an administrative definition. Community education’s functions are:
*

to promote personal development

*

to build community capacity

*

to invest, and secure investment, in community learning
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Policy for community education should establish the aims which these three functions are
to achieve in relation to wider social policies. For example, general expectations of
community education’s personal development contribution to lifelong learning should be
spelled out nationally, in terms of contact, motivation, access and essential skills, leaving
the particular approaches, balance of resource commitments and collaborative
arrangements to be negotiated locally. While the key policies at present are lifelong
learning, social inclusion and active citizenship, others such as Agenda 21 or rural
development, should be encouraged to articulate their own community education
requirements. Any policy which has a community involvement aspect or aim to get people to
work together for the benefit o f the community, will have community education requirements.
Since participative governance is becoming more pervasive, the scope for community
education’s way of working is growing and with it the need to ensure that the skills needed
are available.
Policy for community education should be to ensure that the learning needs of
communities, especially those in which many people experience social exclusion, are
assessed and that priority provision is made accordingly, by whoever is locally most
appropriate. Promotion of local learning should aim to achieve maximum coordination, to
minimise overlap and extend the availability of opportunity. Equally there must be
sufficient and appropriate field-work resources to sustain the community education
operations needed to implement government policy. These must include effective training,
development, support and research services which themselves must be available, relevant
and accessible to all providers. There must be effective target-setting monitoring,
evaluation and reporting of results.
The re-definition of community education and the levels of difficulty being experienced in
some parts of the country in making provision, makes it imperative for the government to
adopt a strong line when setting out its ambitions for community education.

PO LICY INTO PRACTICE
The measure of community education’s success must be the achievement of constructive
local change, as demonstrated by the growth of individuals and communities. The past
concern with process and the lack of easily counted outputs, has led to suggestions that
community education is unproductive. In order to focus the thinking of providers on the
new agenda, it will be essential to set clear targets and to require effective monitoring and
evaluation. At national level, such targets should be stated in ways that secure local
responsibility and accountability. The framework which follows applies to people of all
ages, children, young people and adults.
Policy and practice for community education must provide a framework which is easily
understood and which can lead to straightforward target setting. It should address the
promotion of personal development:
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*

engaging with people of all ages who are alienated in some way or are simply not
confident enough to get involved in educational or community development activities;

*

securing post-school provision of essential skills education where it is needed;

*

supporting people’s participation in decision making;

*

promoting feelings of self-worth and encouraging participation in community activity;

*

helping people to progress, recognising that legitimate progression includes many
options besides continuing in education and training or getting a job, critical though
these are. Progression may equally be in new dimensions of family or social life or
in new responsibilities;

*

ensuring that the quality of educational experience stimulates and supports people,
helping them to achieve by listening to them and responding to what they need.

Community education should aim to build community capacity, including the capacity of
young people, by giving priority to learning which:
*

enables communities to identify and assess their own needs, plan and implement
appropriate action;

*

develops organising skills and confidence, and measures its success in terms of the
operational strength of community organisations;

*

helps people to establish and take on authentic and effective representational roles,
developing effective participation in decision-making;

*

spreads interest and involvement in community affairs widely; builds community
organisations which are broadly based and sustainable;

*

promotes self-help and mutual aid so that people and groups are able to address
their own needs.

Community education should invest, and promote investment, in community learning,
including structures for young people, by giving priority to:
*

auditing learning needs in communities, including learning resources, and
rigorously monitoring the effectiveness of efforts to address them, including the
commitment of resources;

*

helping educational institutions and partnerships to extend their work among
people whose educational needs are high but whose participation is low;

*

providing a first contact for and, where appropriate, continuing partnership with
organisations from outwith the community seeking its members’ involvement in
beneficial programmes;

*

helping to achieve effective linkage between planning for local education and
community planning;

*

upporting the use of IT in community learning.
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This constitutes a general strategy, the broad aim of which is to create an environment which
is healthy for community learning, having within it the requisite physical and information
resources, learning programmes and general expectations of education which promote
individual and community growth and have the capacity to generate sustainable development.'
The three functions of promoting personal development, building community capacity and
investing in community learning form a template to be set against policy objectives, the main
ones at present being lifelong learning, social inclusion and active citizenship.
Aligning functions against policies provides a way of highlighting the priority community
education tasks, which would be a valuable mechanism for the development of community
learning plans. From a different perspective, for example that of an adult education or
youth work organisation, it would show elements of these fields in which community
education’s way of working can be expected to have a very high profile. With three
functions and a present focus on three policy fields there are nine cells to be considered,
but illustrations of the use of this template to identify priorities for action in communities
are given for just three of them:
promoting personal development in relation to lifelong learning

*
*
*

first line information, advice and guidance;
essential skills, detached and outreach youth work, confidence-building;
family and school-linked programmes;

building community capacity in relation to social inclusion

*

involvement of alienated individuals and groups in activities whose direction they
influence and, as far as possible determine;

*

encouraging community groups to be inclusive;

*

involving people with special needs in their own advocacy programmes;

investing in community learning in relation to active citizenship

*

supporting community organisations to evaluate development programmes;

*

supporting agencies in their efforts to include community members in their
decision-making procedures;

*

assisting groups to participate in the creation and monitoring of community
learning plans as part of the overall community planning process.

Such topics are relevant to all age groups within the community but working with the
different age groups will require particular skills. Examples in relation to youth work might
be providing advice to young people, working with alienated youth groups or helping young
people to organise in order to get their views across. Comparable specific skill requirements
can be identified for any age-group. At a general level these tasks can be described in the
same terms, the critical issue being the common implementation of social policy across the
community in ways that best facilitate learning, inclusion and active involvement.
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The final determinant of priorities must be the particular needs of the locahty or interest group.
While it is entirely predictable that topics such as those mentioned above will be important in
any community with significant socio-economic needs, the particular balance of needs, and the
appropriate configuration of the responses, will vary. Audits should not waste time and effort
discovering what is already known but they do need to identify local circumstances.
The need to identify outcome measures in relation to each of the topics identified for
action cannot be over-emphasised. There should be a framework of targets and quality
assurance for all community education provision. The general approach should be to
establish the baseline, objectives and time-scale for development re-visiting as necessary to
show that progress is being made and to adjust approaches. Clear and public targets, with
success monitored and published, will go a long way towards providing the transparency
and accountability that is now required. A quantitative element to evaluation is essential
but it should be supplemented by qualitative assessments, and the need for quantitative
data should not bias provision.
Examples of the balance which should be sought in evaluation would include:
*

numerical data on take up of opportunities, such as information or guidance,
changes in levels of involvement in activities, numbers moving from pre-access to
access courses, supplemented by case studies on long-term progression;

*

the amount of purposeful adult education activity, the number of young people in
productive contact with detached youth workers, the level of demand for
educational activities, supplemented by quality assurance of the relevant activities;

*

the number of local people with various degrees of direct involvement in decision
making, the amount of time given to supporting them, the number of learning
activities provided to inform people about local issues, supplemented by evaluation
of the effectiveness of local organisations;

*

monitoring the implementation of community learning plans, including those of
lifelong learning partnerships and adult guidance networks, supplemented by
analysis of consumer views.

The Group has not reviewed the international dimensions of community education but
recognises their value, not least in terms of the key policy priorities. Exchange programmes
and relevant training and information provision should remain a significant part of
community education’s concerns.

S U PPO R T STRUCTURE
Turning national policy into local action calls for an alignment of structures and operations
at intermediate levels. Action is required by those with a primary interest in community
education but also by those for whom community education is either a minor but significant
concern or who need to use its methods to achieve their objectives.
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As an approach, community education should be increasingly evident in many fields, most
of which, like libraries and the arts, sports development or economic development, already
make commitments which the Group would recognise as having a community education
approach. There will be a mutual gain from encouraging them to take further advantage of
the practical experience available to them from current community education providers
and by encouraging the latter to work with a wider range of partners. In maximising good
practice with all age groups, the re-defined community education will continue to give
priority to working with organisations which identify with adult education, youth work and
community work, but will not have an over-arching role. A balance should be struck
between the coherent promotion of good practice across these fields and avoiding the old
confusion of seeing them as the constituent parts of community education.
National organisation

The aims which the Group has set out imply extensive collaboration at local level among
agencies working in communities. This prompts the question of how structures at wider
levels can best work to encourage such mutual support as well as the extension of
community education’s way of working. While this can be asked of any field with an interest
in the local community, it is particularly significant for those which have traditionally been
closest to community education.
The three functions (promoting personal development, building community capacity and
investing in community learning) now defined by the Group as the core of community
education might imply that a national agency for community education should work in ways
that would be quite different from the support of forums for adult education, youth work
and community work which SCEC has provided in the past. Alternative versions of some
or all such groups might be appropriate if they were constituted to facilitate the coherent
promotion of community education practice as one, albeit a key, element of the field in
question, and were not accountable in the same way as at present to the national agency.
The agency’s continuation of a different but no less active role through forums might
maintain existing relationships and provide a blueprint for further developments.
Continuing pohcy development and implementation depend on effective communication, a
challenge for a field which is undoubtedly complicated. There may be a need for a new
configuration of support for the voluntary sector, new ways of working by SCEC and
organisations representing interested sectors, short life groups dealing with particular
developmental concerns. SCEC should forge significant relationships with fields, such as FE,
hbraries, community arts, the police or health education, with which it shares common concerns.
Partners

The Working Group’s remit did not include fields which have, in the past, not seen
themselves as “part of community education”, but its re-definition of community education
means that community education should now be seen as “part of them”. Examples would
include sports development, community arts or economic development. Key interests
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should be invited to consider this perspective and to work out the most useful positions they
can adopt to secure the benefit of the individual learner and of learning in communities.
Many further education colleges are deeply involved in community education, either as
individual providers or in partnership in the delivery of education programmes in
community locations. Whether these programmes carry certification or not, it may be hard,
and it is probably pointless, to say that what is being provided is further or community
education. What is required is clear understanding of the roles of the college and the other
community education provider or providers. There are several good models in operation.
With the advent of the Scottish Further Education Funding Council and with consideration
being given to overall strategies for further education, this is a good time for further
education policy on community education to be developed.
There is extensive common ground between the interests of community education and
social work with the latter, for example, carrying out community work as part of its
responsibility to promote social welfare and working with young people leaving care. There
are local examples of good collaborative work and social work representatives have taken
an active role in community education developments, for example in relation to
professional training. There is, however, room for a concerted effort at national level to
clarify the common ground, some of which may be obscured by terminology. More could
be done to maximise the use of scarce resources, achieve a shared focus on priorities and
secure inter-disciplinary co-operation at all levels.
Two separate fields in which admirable levels of co-operation have been achieved by
community education at national level and in a range of local areas have been with the
police on community safety and with various agencies in relation to health interests. The
Group notes that the Green Paper on Health advocates a community development
approach and recognises that the lead in this may not be taken by health workers, an
openness that is fully in tune with the Group’s own thinking. It would be valuable to
compile statements of good practice in both fields, involving appropriate partners, in order
to promote further development and widespread implementation.
Relationships between community education providers and schools differ widely. Some
voluntary organisations and some statutory services work closely with schools while others
have limited useful contact. While it is the school’s responsibility to be a good school,
community education should be able to offer significant opportunities to parents and
pupils, helping school staff to promote a culture of learning. The Group looks to the
development of New Deal Schools and community schools to promote an integrated
educational approach.
Since local government reorganisation, several local authorities have put community
education and recreation services together and in the voluntary sector there are extensive
common interests. Recreational interests already use approaches which are compatible
with or the same as community education to develop programmes which contribute greatly
to local and individual development. There is a strong case for joint national statements
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which clarify the role of community education within recreation and which help the latter
to develop their community based activities.
The work of several library services is likely to increase the adoption of community
education approaches over the coming years. Such work includes the development of IT as
a community resource, increasing local access to information and the development of
libraries as local learning centres. There would be value in drawing together information
on such developments so that both libraries and community education providers have a full
picture of the possibilities for collaborative effort.
Higher education has a variety of links with community education but in most colleges and
universities these do not constitute an overall strategy. The main foci of interest are the
work of continuing education departments, training of professional staff and research.
There are several topics in which, from a community education perspective, development
would be helpful. These include the status of non-award bearing courses, the funding of
work-based degree courses in community education, and access to research capacity. An
appropriately backed clarification for HEIs of what would constitute a strong institutional
stance on community education, with good exemplification, would be useful. It would then
be for individual institutions to respond to this with explicit statements setting out the form
of their commitment.
In different parts of the country, and nationally, a variety of good relationships have grown
between community education providers and the private sector. These include direct
involvement in relevant activities, such as those supported through Scottish Business in the
Community. There is, however, no easily accessible record of this relationship and it is too
easily assumed that the private sector link only means sponsorship in one form or another.
It would be in the interests of both sides to see this rectified.
Training

The shift to a definition of community education as primarily an approach rather than a
sector does not suggest the lack of a set of competences which comprise a discrete
professional discipline. For the foreseeable future, a core group of staff will be required to
provide key local support for the development of community learning, for a variety of
employing organisations. Since the 1977 report. Professional Education and Training for
Community Education (the Carnegy Report published by HMSO) and the establishment
in 1990 of CeVe, a distinct pattern of training in community education up to degree level
has emerged. Trained workers are now finding employment in an expanding range of
agencies, many of which may not see themselves as specialising in community education.
The professional discipline can expect to have both a central focus and pervasive influence.
Training is also being established for staff in related fields and other professional bodies are
now approaching CeVe to have relevant elements of their training endorsed. While the
Group believes that further development of training will be called for by this report, it
acknowledges the strong and growing base which training currently provides. A key
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question for the future of professional training is whether the expectation that competence
will be demonstrated in different settings should continue to refer only to adult education,
community work or youth work. The logic of this report is that settings in other fields could
be of equal relevance. Furthermore, training for other fields which can, or could, include
community' education competences, should be considered for joint recognition. The
present understanding of generic and specialist training may need to be reviewed.
With regard to qualifications, the Group wishes to see an extension of inclusive and flexible
routes into training and recognition. Training should emphasise strongly the fact that there
is common ground with related professional groups, reflecting a more collaborative
approach to the provision of lifelong learning, and give practical demonstration of this in
course structures. This should include fields such as social work and libraries as well as the
established references to adult education, community work and youth work. Any
consideration of proposals for joint training of school and college staff should be extended
to include community education workers.
Volunteers and part-time staff, whose training needs may or may not coincide, carry much of
the responsibility for face-to-face work and the support which they receive will also require
review. These are also full-time but unqualified staff whose needs require attention. Given
the continuing development of the voluntary sector and volunteering, the impetus given by
such innovations as lottery funding and Millennium Volunteers, as well as the changes
proposed in this report, there is a strong case for a review of the national support available
for training in those parts of the voluntary sector which use community education methods.

R E C O M M E N D A TIO N S
*

A new Scottish Office Circular should be published which firmly promotes
community education as described in this report and which requires the production
of local authority community learning plans (see below).

*

A strong statement on community education is required at national level and this
should be: in the form of a Scottish Office Circular to local authorities, representing
a shared agreement. At present the only formal statement is SOED Circular 6/95 and
this should be replaced. The new guidance should, however, clearly apply to all fields
which are relevant to community education; a statement which only seemed relevant
to local authority education departments would not suffice. Commitment to and
involvement in community education should be clear in such fields as health,
planning or social work. The new statement should emphasise that, through its
concentration on promoting personal development, building community capacity
and investing in community learning, community education will contribute to the
achievement of Government objectives in lifelong learning, social inclusion and the
promotion of active citizenship. Local government responsibilities should include
their own contributions to community education and their creation of the
circumstances which yield effective community learning plans.
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Community learning plans should be built from the bottom up; the timescale for
completion of the first version - it will be continually renewed - must be realistic in
this regard. Targets, target-setting procedures and monitoring should be very clear.
Within the understanding described at paragraph 4.4 of this report, the precise
nature of individual community learning plans should be determined in the light of
local interpretations of community planning and the operation of the Best Value
regime. They should represent a process of continuing dialogue among providers
and between them and participants, and not deteriorate into a chore for annual'
completion. They should refer to the contributions of all providers, and the plans
should have a clear and practical reality for those who benefit from them. Their key
purposes should be:

-

-

to identify where the main responsibilities for using and developing
community education approaches lie, especially with regard to the
authority’s development of its corporate and community based operations,
and its relationship with other public and voluntary bodies;
to involve communities in a continuing process of planning, implementing
and reviewing provision for community learning, drawing in all relevant
agencies in order to maximise their complementary contributions and
responsiveness to need;
through this process, to provide an analysis of learning needs and resources
in communities, particularly in disadvantaged areas, and baseline data on
key topics for the purposes of target-setting;
to maximise the contribution of community education to lifelong learning,
social inclusion programmes and the promotion of active citizenship,
ensuring mutual support with key institutions and partnerships and
giving particular attention to practical developments, such as local
learning centres;
to ensure that FE colleges, schools, HEIs, other appropriate bodies and
partnerships such as adult guidance networks and local learning
partnerships, are fully consulted in the creation, implementation and
monitoring of plans;
to ensure that voluntary organisations are fully consulted in the creation,
implementation and monitoring of plans for community education and to
that the resource implications of that involvement are recognised;
to ensure that targets are set for community education against clear baseline
data and that these are reviewed regularly;
to ensure that there is effective monitoring, evaluation and reporting, and
that this takes full account of Best Value.

The main interests should be asked to agree on the overall approaches to be taken
to evaluation and reporting, so that Ministers, councillors and voluntary sector
management committees can have a clear understanding of the criteria for success.
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A very high priority is required for the evaluation of, and reporting on community
education, and this should include assessment of inter-disciplinary operations. There
should be a commitment to involving communities in the processes of monitoring
and evaluation. Attention should be given to longer-term evaluation of community
education strategies for combating social inclusion, developing lifelong learning and
promoting active citizenship.
Those responsible for community planning should use the skills and insights of
community education to achieve effective community involvement.
The SO/CoSLA report on community planning recommended that a serious
commitment be given to community involvement. Within community learning
plans, the voice of the communities should be clear and well developed. Specifically,
communities should have a key role in formulating plans for community education
contributions to social inclusion, lifelong learning and active citizenship. The
commitment of resources to enable people to be effective participants in the affairs
of their communities is of the greatest importance.
All community education providers should adopt procedures which seek the
maximum involvement of the users of their services in decisions about how they
plan and operate.
Although it is not possible to legislate for attitude, it is possible to create structures
which reflect particular beliefs and approaches. It is the Group’s belief that the
learners and communities should be seen as'the starting point for planning rather
than just the end users of services. This should be reflected in structures and
funding arrangements.
The Scottish Office should discuss with CoSLA, SCEC, the voluntary sector and
others the steps which can be taken to ensure that community education, in the
terms set out in this report, is accorded high priority in delivering the Government’s
policies on social inclusion, lifelong learning and active citizenship.
The problems created by the current lack of continuity of funding for both statutory
and voluntary providers of community education require attention. Research is needed
to estabhsh the extent and characteristics of central and local government and other
funding of the voluntary sector in community education as defined by the Group. The
process of review should draw in representatives of other providers of community
education, such as further education and health education, as appropriate.
Having agreed on community education’s priority as a method of dehvering key
pohcies. The Scottish Office and CoSLA should agree an approach to secure and
monitor all expenditure which covers the new agenda, aiming for its clear identification,
transparency, continuity, priority and collaborative funding commitments.
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The Group’s proposals call for a new approach to funding and financial monitoring
which does not rely solely on the current GAE allocation for community education,
as this will not reflect expenditure on the range of activities which should grow as
part of community education in the future. All of the fields and agencies
contributing to community learning should identify their commitments and doing so
should be accorded a high priority by Government. The total will represent the
shared priority which the Government and local authorities give to community
education’s contribution to social inclusion, lifelong learning and active citizenship.
There is a need to track this expenditure as, unless this is done, there will be no
monitoring of the new community education agenda. At the same time,
acknowledgement by Ministers and by CoSLA is required of the priority for
community education as proposed by the Group in order that appropriate
commitments from the fields and agencies concerned can be drawn together,
through the community learning plans, into a coherent and significant endeavour.
Achieving continuity will be as important asappropriate levels and sources of
funding. Priority is now acknowledged for social inclusion, lifelong learning and
active citizenship, which have long been the concern of community education, but
without shared priorities and joint commitments, the community education
approach will not achieve the momentum that is required.
The Scottish Office should consult with relevant interests, perhaps using the good
offices of the appropriate umbrella organisations, to explore their needs and the
best ways of continuing to meet them within community education as now defined.
The new configuration of community education proposed by the Group may raise
concerns among some organisations, such as those in the voluntary sector which
regard their work in adult education, youth work or community work as coming
under the community education banner.
The Scottish Office should ensure that responsibility is allocated nationally to
appropriate bodies for the development of joint policy statements among the fields
which already play, could play or should play a larger role in community education
as now defined.
The new agenda for community education emphasises that its approach is the
concern of many. It will take time and effort to achieve understanding of this, and
the subsequent commitments to joint action. Relevant fields should be actively
encouraged to recognise their place in the new approach and to have recognised the
work that they already do.
The Scottish Office and providers should make the maximum possible allocations
to the programme of inter-disciplinary in-service training.
There is an immediate and considerable in-service training requirement, the
response to which should be inter-disciplinary in nature, to reflect the integration
and values which are to be achieved at local level and give immediacy to learning
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about working in partnership. The creation of a programme of a sufficient scale,
which may have implications for staff cover, will require a high level of co-operation
among the main interests. It should involve the professional community education
training organisations, assisted by staff from selected organisations acknowledged as
demonstrating good practice. Senior staff from all authorities, the major voluntary
organisations and interested FE colleges should be invited to attend, with the
expectation that they would follow-up with in-house courses covering the same
ground. The programmes should cover government policy, community planning and
Best Value, inter-disciplinary work and the roles of community education in
promoting personal development, community capacity building and investment in
community learning.
Training for community education should be reviewed in the light of this report.
Initial training should contain a strong and effective commitment to inter
disciplinary work and should be relevant to a wider range of context. Approaches
to quality assurance should be reviewed.
The longer-term implications of this report for pre-service training for community
education are considerable. They will not just be the concern of the NTO which is
expected to be created for community education but will also be of direct interest
to other NTOs e.g. for the voluntary sector, social work and libraries and to training
for schools and further education. The development of inter-disciplinary training is
an increasingly common theme and one which should not in any way undermine the
needs of particular interests, such as those of the voluntary sector. Training should
encompass the wider range of contexts to which the report refers and be accessible
to other professions needing to extend their skills. It is also essential that training
adapts to changing circumstances, requiring quality assurance procedures which
reflect the realities of the work which graduates will do. Consideration should be
given to the inspection of training for community education.
An enhanced concern with and a coherent approach to research should be
promoted in order to produce good information and effective analysis at all levels.
The need for good research to inform practice and the presentation of well-founded
argument within policy development has received insufficient attention in
community education local projects, providing organisations and policy-makers
should expect research information to be available to them but there is too little
done and too little access to the resources which exist.
The Scottish Office should continue to extend the development of its own
arrangements for the co-ordination of action on matters of corporate concern. It
should ensure that its organisation and procedures are clear and accessible to the
interests covered in the report.
The Working Group strongly welcomes the Government’s commitment, through the
New Deal for Communities, to a general strategy of support for community
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involvement and cross sectoral working. The commitment to the inter-disciplinary
working necessary to support such approaches has been shown by the Scottish Office
in its work on social inclusion and related topics. Such a commitment is also required
in other fields of direct relevance to community education, such as youth issues. The
group recognises that community involvement and inter-disciplinary working can
present administrative difficulty but believes that solutions must be found to meet the
multi-dimensional needs of communities.
In due course the Scottish Executive may wish to consider any possible legislative
requirements.
The new agenda for community education will be of signal importance to the new
Scottish Parliament for it provides a mechanism for supporting democratic renewal
at the level of local communities. Its effectiveness will depend on serious
commitment by the fields and agencies referred to in this report and this, and their
effectiveness, will require to be monitored. Given the importance of the issues,
continuing dependence on discretion any provision may merit review.

C O N C LU SIO N
1.

The Working Group believes that Government policies for lifelong learning and
social inclusion and the growing consensus on the need to promote active
citizenship, call for and require a major contribution from community education, as
conceived by the Group. This will require a widespread understanding of the
changes the Group is proposing, and a committed effort from those responsible to
develop it, deploying resources appropriately and making best use of partnerships.
While radical, the proposals are realistic for there is much already in existence on
which to build.

2.

The Group’s recommendations focus on community education but necessarily go
beyond it. In some contexts, community education will only contribute effectively to
the development of community learning if the wider context is supportive. The
recommendations are geared to achieving objectives which derive from
Government policy and, in particular, are intended to link with policies for lifelong
learning and social inclusion and to promote active citizenship. They assume that a
main overall purpose, of community education and much Government policy, is to
bring services and opportunities together to maximise their accessibility and
responsiveness to communities.

3.

The promotion of the Group’s concept of community education should encourage
the key fields of interest, at national and local authority and voluntary organisation
levels, to take on the practical implications and the developmental steps required.
It will be essential to convey the message that community education is not a
“territorial” concept but a pervasive approach to education. The timing and
approach to promotion will require careful consideration in order to ensure that it
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does not run ahead of the field’s ability to deliver. Too much promotion too early
will lead to disillusion.
4.

Significant reductions in core funding have weakened the essential infrastructure of
many providers and limited their capacity to deliver community education as
presently defined. The Group has taken a new view of community education and a
wider range of contribution, but this does not alter the need to establish appropriate
and sufficient funding. Achieving continuity and adequate levels of funding now
demand a high priority in order to achieve the vision set out by the Group.

5.

The Group has maintained links with the CoSLA Task Group on Community
Education and believes that there is extensive common ground between its interim
report and the key themes developed here. The Group believes that both
documents merit close scrutiny by interested parties and that continuing co
operation between the Scottish Office and CoSLA will help to create a sound basis
for development.

6.

A much clearer view of shared priorities for community education is required than
has previously been available, and this has to be followed through with targets for
community education’s contribution to key policy areas. An inter-disciplinary
contribution will be needed to the generation of targets and national guidance on
setting local targets for learning plans. This may reduce the scope for local variation
but that will be a small price to pay for the benefit to priority communities, groups
and individuals.

7.

National organisations must work together to create an environment in which
strategic development at local levels can grow and be sustainable. Locally, it should
include the democratic participation of learners. At all levels there must be
continuing co-operation, good information and a shared commitment to put the
learner first.
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EDUCATION AND INDUSTRY DEPARTMENT
COMMUNITY EDUCATION
CIRCULAR NO 4/99, SCOTTISH OFFICE. 1999
PURPO SE
This circular replaces Circular SOED 6/95 which provided guidance to local authorities on
provision for community education. The report ‘Communities: Change Through Learning’
(published November 1998) made recommendations on the future of community education
which have been accepted by the Government. This circular sets out guidance to local
authorities on future arrangements and has been produced following consultation with the
Convention of Scottish Local Authorities and the voluntary sector. It is relevant to a range
of local authority directorates.
‘Communities: Change Through Learning’ recommended that local authorities should
produce community learning plans to address the learning needs of their communities and
make a key contribution to the Government’s objectives for social inclusion, lifelong
learning and active citizenship. It also emphasised the need for particular attention to be
given to working in partnership and cross-sectorally at all levels to provide a better service
to communities. Partnerships should include the voluntary sector, local adult guidance
networks, other education providers and fields such as health, community safety etc. This
circular sets out how the planning process should be developed. It recognises that the plans
cannot be considered in isolation but are clearly linked to local authorities’ overall
community plans. None the less education is such an important element in community
development that it requires to be addressed specifically at both a strategic and detailed
planning level.

STATUTORY PO SITIO N
Local authorities provide community education as part of the exercise of their duty under
section 1 of the Education (Scotland) Act 1980 to secure the adequate and efficient
provision of further education. The relevant sections of the Act, and of the Further and
Higher Education (Scotland) Act 1992, which amended it, are set out in Annex A.

CO NTEXT
A wide range of social and educational policies are being developed which will impact on
communities and will benefit from coherent local support for community learning. The
context for the development of community learning has never been more positive and the
Government expects a strong cross-sectoral commitment to it from local authorities.
Central to this are the Government’s proposals for social inclusion and lifelong learning.
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The recently published Social Inclusion strategy document ‘Social Inclusion - opening the
door to a better Scotland’ sets out a vision and key action points. It stresses that many
different agencies and organisations are engaged in promoting an inclusive society, and that
at a local level, local authorities and the services they enable or provide play a key role as do
further and higher education providers, the National Health Service, the voluntary sector
and others. The strategy makes clear that the benefits of action to promote inclusion will
only be sustainable if they enable individuals and communities to take up new opportunities,
and to take control of their own situations. Central to achieving this vision will be the
promotion of a culture of active citizenship, in which self-development, participation in
community and civic life and caring for disadvantaged neighbours are key features.
The Government’s lifelong learning policy was set out in ‘Opportunity Scotland (September
1998)’ which recognised that lifelong learning may often be the key to people’s fuller
participation in society and their local community. At the heart of the lifelong learning
programme is the Scottish University for Industry (Scottish Ufl). The intention of the
Scottish Ufl is to support employers and employees by connecting those who want to learn
with ways of doing so. Exploiting new technologies like the National Grid for Learning,
learning centres in workplaces, communities, schools, colleges, libraries and even shops will
create new ways for people to take up opportunities to learn. The Scottish Ufl is to be
launched in the year 2000. The lifelong learning policy in Opportunity Scotland was built
upon in March 1999 with the publication of three documents: ‘Opportunities for Everyone’
set out a strategic framework for the further education colleges; ‘Skills for Scotland’ set out
the .Government’s strategy for significant and sustainable improvements in the way skills
issues are dealt with in Scotland; and ‘Opportunities and Choices’ sought views on the
objectives of post-school education and training for young people who are not going into
higher education.
The Report of the Community Planning Working Group published in June 1998 offered
practical proposals to promote closer working between councils and other public bodies in
addressing the needs of their communities. Best Value seeks to promote continuous
improvement in the performance of councils, and requires them to know to whom they are
delivering services, at what quality and at what price, involving and informing key
stakeholders, setting out targets for action and providing information on performance.
Councils will be expected to plan on a strategic, co-ordinated medium-term approach which
takes into account the needs and aspirations of local communities and reflects their priorities.
This was also the view of the COSLA task group on community education which published
the report ‘Developing Learning: Promoting Communities’ in May 1998.
It is vital that there should be a core of shared priorities against which community
education can be assessed. (The paragraph highlighted in the next section sets out the four
areas which the Government believes should be at the heart of developments. These will
be the focus for target-setting, details of which will be published separately. Authorities will
be expected to develop targets to dem onstrate local progress to achieving the
Government’s priorities particularly in relation to social inclusion, lifelong learning and
active citizenship.
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It is also important that plans for community learning should contribute positively to the
process of planning for service provision in an authority. The best way to achieve this is for
them to dovetail with and complement other planning processes. Plans for community
learning should be included within other plans, where possible, for example within Best
Value or Educational Improvement Plans and should form part of the overall community
planning process. It will be for individual authorities to determine links with other plans (eg
for health including Health Improvement Programmes; community safety; youth issues;
community care; school plans etc) but these links should be explicitly aclmowledged and
summarised in the authority’s community learning planning documents. It will be essential
that this articulation is also made at the local level.
Examples of key social and educational documents and policies which authorities should
take into account in developing their community education provision are set out in Annex
B. The list is not exhaustive and will need to be added to as new policies emerge.

TH E G O V E R N M E N T S RESPO NSE TO ‘C O M M U N ITIE S : CHA NG E
TH R O U G H LE A R N IN G ’
The functions of community education, as defined in the report ‘Communities: Change
Through Learning’ are to support personal development in community contexts, to build
community capacity and to draw together and maximise the resources which can support
community learning.
There is a growing need for individuals to find new opportunities for personal development
and for a wide range of services to involve community members. People should be well
equipped to play an active role in civic life and voluntary organisations and to work as
volunteers; but if they are to do so their needs for learning must be clearly identified.
Authorities and the various agencies working in communities will need to clarify both the
contributions they can make and the learning needs which may arise as a result of various
requirements for local consultation. Community education, as now defined, is central to
meeting these learning needs.
There is a core of learning which is likely to be relevant wherever there is extensive social
exclusion, but communities’ learning needs will differ. Provision should be designed to
meet local circumstances. The skills and expertise required to address them will vary and
there will be an increasing need for community education workers to work in partnership
with others and contribute to inter-disciplinary approaches. The overall provision of largely
informal learning opportunities is what this circular refers to as community learning.
The following areas should be at the heart of community learning:
*
*

development of core skills, including adult literacy, numeracy, use of ICT, problem
solving and working together;
engagement with young people to help them experience positive development -
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whether they are of school age or beyond. This applies particularly to those at
transition stages who are, or who are at risk of becoming, alienated from society,
whose educational experience has left them dissatisfied or whose lifestyle makes
them vulnerable;
*

educational support to individuals, families, people with disabilities, interest
groups and communities that are endeavouring to improve the quality of
their lives;

*

promotion of lifelong learning and healthier, more positive lifestyles within the
context of community and voluntary activities.

The Scottish Office will continue to monitor authorities’ expenditure on community
education. The Scottish Office and COSLA are working to agree an approach which will
enable expenditure on community learning to be clearly identified, and improved
monitoring arrangements to be put in place.
The Role of Local Authorities

-

Local Authority Community Learning Strategies
Community Learning Plans
The Relationship Between Community Learning Strategies and Community
. Learning Plans
Audits of Need
Targets
Monitoring and Evaluation
Skills of Community Education Workers

‘Communities: Change Through Learning’ recommended that local authorities should
develop plans for community learning. The plan should have two elements - a Community
Learning Strategy for the development of community learning throughout the authority
and Community Learning Plans which should state the ways in which the Strategy will be
delivered at local level.
Authorities should clearly allocate the lead responsibility for community learning within
their structures and identify the department/division and the officials responsible for the
development of Strategies and Plans. Chief Executives are also asked to ensure that a
specified officer is charged with the responsibility for the promotion of, and support for,
collaborative and multidisciplinary approaches to address community learning needs. This
should include an assessment of the range of professional expertise available to authorities
and the development and promotion of procedures to ensure that staff from different
service areas work together in communities to address the learning needs associated with
social inclusion, lifelong learning and active citizenship.
Local Authority Community Learning Strategies

Each local authority should, in consultation with key partners including community
representatives, prepare and publish an authority-wide strategic plan for the development of
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community learning. The strategies are intended to improve the service provided to the public
by authorities and their partners through closer and more co-ordinated working procedures.
Community Learning Strategies should dovetail with the community planning process and
closely reflect authorities’ community planning targets. Strategies should include policy
objectives, operating principles, levels of provision, targets, budgets and systematic
approaches to monitoring and evaluation. While it will be the responsibility of authorities
to publish their Strategy, the Government expects that it will be developed in association
with, and incorporate contributions from the public and a range of agencies, including
those in the voluntary sector, all of whom should be stakeholders in the Strategy.
While an authority’s main community education provider may be responsible for a
significant part of the Strategy, its effectiveness in addressing the learning needs of
communities will depend also on the work of other council service areas as well as the
voluntary sector, colleges and other agencies. Authorities should publish a timetable for the
production of Community Learning Strategies and ensure that voluntary organisations and
other partners are fully aware of the timetable and are given sufficient notice to enable
them to participate in the planning and development stages.
One of the key purposes of the Strategy will be to build on work which is already in hand
avoiding any unnecessary duplication of effort. Effective mapping of provision will be
essential and should involve all partners. Where a Local Learning Partnership, the further
education college, the authority’s own community education provider(s), the adult
guidance network, career service companies, the library service or another agency has
significant information, plans or current programmes, the Strategy should build on these
and gather support around promising developments or identified but unmet needs. The
aim should be to encourage all agencies to develop plans which dovetail with each other in
relation to the learning needs of communities. Because authorities are expected to make
best use of relevant work already in hand, the Government will not stipulate a specific
format for Strategies but it does expect that they will reflect the key principles and priorities
for community learning. In particular. Strategies should:
•
•
•
•
•
•
•

be based on rigorous analysis of need and resource;
demonstrate engagement with key agencies, the voluntary sector and
he community;
be fully consistent with the overall Community Plan and dovetail with, but
not duplicate, other relevant plans;
concentrate resources to meet key priorities while maintaining a concern for
the wider purposes of community learning;
contain targets for improvement with timescales linked to Improvement
Plans being developed by the Education Authority;
provide clear evidence of the involvement of key agencies and thecommunity;
set out arrangements for monitoring and evaluation.

The process of producing and delivering the Strategy should be open, fair and transparent
to all partners and the community. Community Learning Strategies should include the
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authority’s programme for the development of Community Learning Plans including the
identification of areas for Community Learning Plans and the timescale for their creation.
Strategies should pay particular attention to all aspects of community involvement and
should reflect the role that the national intermediary voluntary organisations can play given
their capacity to network, inform and stimulate the involvement of local and national
voluntary organisations.
Strategies should set out a clear rationale for the deployment of authorities’ community
education resources and the ways in which this deployment addresses the main principles
and priorities. They should also cover provision in areas and for groups which are not in
these categories, in order to provide an overview of community learning provision in each
authority. It will be important for the Strategy to do this for the authority as a whole, as
local Community Learning Plans may not incorporate the full range of activity - for
example, the level and need for adult literacy teaching or detached youth work which may
have been identified as a result of other professional investigations.
The level of authorities’ funding for the delivery of the main programmes should be
detailed for each year covered by the Strategy. The Government hopes that partner
organisations will also wish to indicate their commitments in relation to the community’s
learning needs so that an overall assessment of the total resource available can be made.
Strategies should also include a review of expenditure over the past three financial years.
Community Learning Plans

It will be for each authority to decide on the number and boundaries of Community
Learning Plans within its area. Where there are already development programmes in
existence, notably Social Inclusion Partnerships, there will be very strong arguments for
adopting their boundaries and for working very closely with them. Community Learning
Plans are intended to be straightforward operational documents showing who does what
and how things work.
Authorities should describe clearly the principles which govern the development of
Community Learning Plans and the decision-making procedures which the execution of the
plans will require. These principles should promote community involvement, partnership
and educational innovation. Decision-making should be open and fair, and should
stimulate a feeling of shared ownership. Plans should particularly identify the need for
interdisciplinary working and indicate how it will be achieved.
Community Learning Plans are not an end in themselves. Drawing where appropriate on
the Local Learning Partnership, Community Learning Plans should promote a continuing
dialogue among learners and education providers and become central to authorities’
management of educational responsibilities. Audits of need and resources, determination
of priorities and how best to meet them, delivery against targets and continuing innovation
in community involvement are of key importance. The aim should be to produce a strategic
and authoritative view of priorities and the objectives to be achieved. Further guidance on
Community Learning Plans is provided in Annex C.
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The Relationship Between Community Learning Strategies and Community
Learning Plans

The Government attaches major importance to the development of strategic plans for
community learning and will wish to examine authorities’ Strategies and, through them, be
assured that both the spirit and the detail of this Circular are being applied at the level of
the Community Learning Plans.
Authorities should expect that the relationship between the authority-wide Strategy and the
Community Learning Plans will change as the process develops, with the Community
Learning Plans, based on effective local involvement, increasingly becoming the driving
force for innovation and development. All authorities should endeavour to develop their
own expertise in audit, monitoring, evaluation and quality improvement to facilitate the
production of the first Community Learning Strategies by March 2000.
Audits of Need

Audits of need should provide the basis for the development of Community Learning Strategies
and Plans. Audits should include details of existing provision (including details of providers);
needs not presently met, gaps in provision and opportunities for developing partnerships.
Authorities should establish systematic ways of taking into account the views of participants
and potential participants in community learning. Reaching and involving non-participants
will be essential. The audit and planning process should stimulate communities by
extending their awareness of possibilities and needs.
The Government’s paper Opportunities for Everyone: A Strategic Framework for Scottish
Education’ stressed the importance of effective linkage between further education and
community education to ensure effective access. It laid particular emphasis on joint work
to analyse levels and types of learning in order to create the right basis for collaborative
deployment of resources. Authorities are urged to follow up this recommendation.
Targets

Authorities are encouraged to work together, and with The Scottish Office and Community
Learning Scotland, to develop appropriate targets and procedures for target-setting, which
will be audited and reported on. Authorities should set out their approach to local targetsetting in their Community Learning Strategies. This should include specific proposals for
audit and baseline information. The establishment of good baselines will be the key to both
effective planning and the demonstration of results. The first Community Learning
Strategy should include specific targets for an increase in opportunities to participate in
literacy and numeracy programmes.
Targets should relate to Community Learning Plans, main authority-wide programmes and
authorities’ improvement goals for community learning. Community Learning Plans,
should identify expected measurable improvements in the delivery of the key priorities set
out above.
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Monitoring and Evaluation

It will be important that there should be proper accountability at both the national and
local authority levels for performance in relation to targets. It will be crucial therefore for
authorities to establish an effective common framework for self-evaluation. The
monitoring, evaluation and quality assurance procedures authorities intend to use,
including reference to Best Value, should be stated in Community Learning Strategies and
Plans. Authorities should publish an annual report on target outcomes, a copy of which
should be sent to Scottish Ministers by 31 October each year.
In examining Community Learning Strategies, the Government will give particular attention
to strengths and effectiveness of relationships between authorities, the voluntary sector and
community interests. The Government is committed to the development of a thriving
voluntary sector as a key expression of active citizenship which community learning seeks to
promote. The Government will look to ‘The Scottish Compact’, as well as the agreement
between COSLA and SCVO, ‘Positive Partnership’, as the sources for the operating
principles which it wishes to characterise relations between local government and the
voluntary sector. It will also be particularly interested in the approaches taken by authorities
to secure community involvement and interdisciplinary worldng, including the quality of
working relationships. It will be important to monitor and evaluate the different approaches
and ensure that feedback from good practice informs further policy development.
External evaluation of Community Learning Strategies and Plans will be provided by HM
Inspectors of Schools. Inspections will focus on Community Learning Plans, audits of need
and the quality and content of services.
Skills of Community Education Workers

The skills of community education workers in community-based activity and their
particular expertise, for example in work with alienated young people or in meeting the
core skill requirements of adults, will be of increasing importance and should be focused
on the four key areas set out. Community education must continue to develop as a
discipline so that skills are available to meet new demands, including the need to work co
operatively with other disciplines.

T IM IN G OF C O M M U N ITY LEARNING STRATEGIES AND
PER FO RM A NC E REPORTS
The first Community Learning Strategies should be sent to The Scottish Office by 31
March 2000 and thereafter every three years. The Strategies will not be subject to a formal
process of submission and approval but The Scottish Office intends to use them as the basis
for monitoring and evaluating policy implementation on community learning. Strategies
should cover three financial years, with the first aligned to the council’s budget planning for
the financial year 2000-2001. Thereafter they should be rolled forward and reviewed each
year, with a full review every 3 years. It will be for authorities to determine whether, as a
result of annual reviews, it will be necessary for the updated Strategies to be sent in advance
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of the three yearly review. Progress in achieving targets should also be forwarded to The
Scottish Office by 31 October each year, commencing October 2000.

ANNEX A
COMMUNITY EDUCATION: THE LEGISLATIVE BACKGROUND
STATUTORY POSITION

1.

Section 1 of the Education (Scotland) Act 1980, as amended, includes these
relevant provisions
“(1)

It shall be the duty of every education authority to secure that there is made
for their area adequate and efficient provision of school education and
further education.

(2a)

The duty imposed on an education authority by subsection (1) above shall
not include the provision of further education within the meaning of Part I
of the Further and Higher Education (Scotland) Act 1992, but an education
authority shall have power to provide such further education for their area.

(3)

Every education authority shall for the purposes of their duty under
subsection (1) above
(a) have power to secure for their area....
the provision of adequate facilities for social, cultural and recreative
activities and for physical education and training.

(5) In this Act
(b) further education includes....
(i)
[Provision revoked by the Self-Governing Schools etc. (Scotland)
Act 1989, Schedule II]
(ii)
voluntary part-time and full-time courses of instruction for
persons over school age;
(iii)
social, cultural and recreative activities and physical education
and training, either as voluntary organised activities designed to
promote the educational development of persons taking part
therein or as part of a course of instruction;
(iv) the teaching of Gaelic in Gaelic-speaking areas.
[Section 1(3) and section l(5)(b) were amended by the Local
Government and Planning (Scotland) Act 1982, Sch. 3 para. 37.]
2.

Education authorities’ duty to provide further education was modified by section
2(b) of the Further and Higher Education (Scotland) Act 1992, which inserted the
new subsection (2a) in Section I of the 1980 Act. For the purpose of subsection (2a),
further education within the meaning of Part I of the 1992 Act (i.e. that which the
education authority has a power, but no duty, to provide) comprises, in terms of
section 1(3) of the 1992 Act:

470 COMMUNITY LEARNING AND DEVELOPMENT
“any programme of learning, not being school education, provided for
persons over school age, being a programme falling, for the time being,
within section 6 of this Act.”
3.

Section 6 of the 1992 Act provides:“(1)

4.

A programme of learning falls within this section if it (a)
prepares a person for a vocational qualification;
(b)
prepares a person for (i)
a Scottish Examination Board qualification; or
(ii)
a General Certificate of Education qualification of England
and Wales or Northern Ireland;
(c)
provides instruction for persons who are participating in a
programme of learning which falls within this section and who have
a learning difficulty within the meaning of section I of this Act;
(d)
prepares a person for access to higher education;
(e)
is designed to assist persons whose first language is not English to
achieve any level of competence in English Language;
(f)
is designed predominantly to prepare a person for participation in
any programme of learning which falls within this section.”
[Sections 6(2) and (3) provide for amendment of the list, after
consultation, by order of the Secretary of State.]

Section 6 of the 1980 Act provides:“(1) For the purposes of securing, under section 1(3) of this Act, the provision of
facilities for social, cultural and recreative activities and physical education
and training, an education authority may (a)
establish, maintain and manage (i)
camps, outdoor centres, playing fields and swimming pools;
(ii)
play areas and centres;
(iii)
sports halls, centres and clubs;
(iv) youth, community and cultural centres and clubs,and other
places at which any such facilities as aforesaid are available;
(b)
organise holiday classes, games, expeditions and other activities.
(2)
In the exercise of their powers under subsection (1) above an education
authprity
[(a)] may assist any body whose objects include
[(b) shall,so far as practicable, co-operate with local authorities and with
voluntary societies or bodies whose objects include,]
the provision or promotion of social, cultural and recreative activities
and physical education and training or the facilities for such
activities, education and training.”
Note

Section 6(1) was amended by the Local Government and Planning (Scotland) Act
1982, Schedule 2, paragraph 28.

The Making of an Empowering Profession 471

Section 6(2) is amended by the Local Government Etc (Scotland) Act 1994,
Schedule 13, paragraph 118(3) and Schedule 14.
(The amendments will delete the square-bracketed words and are intended to take
effect on I April 1996.)

ANNEX B
KEY POLICY DOCUMENTS
‘Communities: Change Through Learning’

Report of a Working Group on the Future of Community Education;
The Scottish Office, 1998
‘Promoting Learning - Developing Communities: A COSLA Consultation Paper on the
Future Development of Local Authority Community Education In Scotland’

COSLA, May 1998
‘Report of the Community Planning Working Group’

A joint working group of officials from the Convention of Scottish Local Authorities
and The Scottish Office.
The Scottish Office, 1998
‘Opportunity Scotland: A Paper On Lifelong Learning’

Presented to Parliament by the Secretary of State for Scotland by Command of Her
Majesty, September 1998, Cm4048, The Scottish Office
‘Opportunities for Everyone’

A strategic framework for Scottish further education
The Scottish Office, 1999
‘Opportunities and Choices: A Consultation Paper on Post-School Provision for 16-18
year olds’

The Scottish Office, 1999
‘Skills for Scotland: A Skills Strategy for a Competitive Scotland’

The Scottish Office, 1999
‘Social Inclusion: Opening the Door to a Better Scotland’

The Scottish Office, 1999
‘The Scottish Compact - The Principles Underpinning The Relationship Between
Government And The Voluntary Sector In Scotland’

Presented to Parliament by the Secretary of State for Scotland by Command of Her
Majesty, The Scottish Office, October 1998, Cm 4083
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‘Millennium Volunteers: Setting the Framework’

Published by the Department for Education and Employment with The Scottish
Office, June 1998
‘New Community Schools: The Prospectus’

The Scottish Office, 1998
‘Targeting Excellence - Modernising Scotland’s Schools: A Consultative Document’

Presented to Parliament by the Secretary of State for Scotland by Command of Her
Majesty, The Scottish Office, January 1999, Cm 4247
‘Meeting the Child Care Challenge: Child Care Strategy in Scotland’

The Scottish Office, 1998
‘Education in Early Childhood: The Pre-school Years - a Consultation Paper’

The Scottish Office, November 1997
‘Scotland’s Children: The Children (Scotland) Act 1995; Regulations and Guidance- Volume 1’

The Scottish Office, 1997
‘Children (Scotland) Act 1995: Review of Children’s Services Plans’

The Scottish Office, January 1999
‘Implementing the National Grid for Learning in Scotland’

The Scottish Office, 1998
‘New Libraries: The People’s Network: The Government’s Response’

The Scottish Office, 1998
‘Towards a Healthier Scotland: A Health White Paper’

Presented to Parliament by the Secretary of State for Scotland by Command of Her
Majesty, The Scottish Office, 1999, Cm 4269
‘Smoking Kills: A White Paper on Tobacco’

Presented to Parliament by the Secretary of State for Scotland by Command of Her
Majesty, The Scottish Office, 1998, Cm 4177
‘Tackling Drugs in Scotland: Action In Partnership’

The Scottish Office 1999
‘Women’s Issues: A Scottish Office Progress Report’

The Scottish Office, 1998
‘Building a Better Britain for Older People’

Produced by the Department of Social Security for the Ministerial group on older
people, November 1998, Welfare Reform (OPC)
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ANNEX C
GUIDANCE ON COMMUNITY LEARNING PLANS
1.

In launching the report, ‘Communities: Change Through Learning’, the Minister
emphasised that community education should be accorded a high priority in
delivering the Government’s policies on social inclusion, lifelong learning and active
citizenship. The report envisaged that community education will promote a dynamic
learning society with active and informed citizens. The short-term focus on the
immediate policy imperatives is the route towards this ideal, not an alternative to it.

2.

Authority-wide strategies should define the procedures which underpin the
development of Community Learning Plans and provide a clear statement of needs,
targets and responsibilities. Procedures for deciding on how and by whom needs are
to be met should be clear and fair, and should stimulate a feeling of shared ownership.
As noted in the circular, key aspects of Community Learning Plans will be the full
involvement in their creation of the communities to be served by them, effective
analyses of learning needs and actual and potential resources, effective target-setting
and delivery, increased accountability, and collaborative endeavour which avoids
duplication of effort. The Government sees the continuing development of
Community Learning Plans as providing, over time, a large part of the base for the
authority-wide Community Learning Strategies. It will issue further guidance on
Community Learning Plans if necessary and will expect in-service training, including
that sponsored by the Excellence Fund, to focus on their production.

3.

Community Learning Plans should reflect a vision for the development of
community learning which is shared by all of the stakeholders in the plan. They
should describe the multi-disciplinary approaches which have been developed to
address the needs of learners in community settings, having regard to the
Government’s strategic objectives for community learning.

4.

Community Learning Plans should give a brief account of the actual and potential
resources available in terms which maximise the chances of making a good match
between resources and need. This matching process must receive close attention
and be open and fair. Each authority should establish a common format for its
Community Learning Plans, which should include:
*

a statement of the principles governing the planning process, to which it is
expected that the other stakeholders will agree;

*

a clear reflection of the authority’s community planning targets and
priorities and the Government’s foremost concerns;

*

audits of need and baseline statements;

*

summary of current and potential resources;

*

analysis of current and planned provision against the objectives as stated
above and the scope for development;
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•

options available for achieving these objectives and the criteria for deciding
among them;

•

targets (where possible, specific, measurable, achievable, realistic and timed
targets) and performance measures;

•

review and quality improvement procedures

5.

Plans should be an integrated response by relevant agencies to learning needs in the
community. Effective linkage with school and further education college
development plans is expected, for example in relation to early intervention
programmes, health education or study support. Similar links should be sought with
the planning procedures of other partners, for example in relation to community
safety. It will be important that plans use language and methods that are easily
understood by, and accessible to, the potential partners and users, making use of
effective practice from whatever source. Particular attention should be given to the
potential of information communication technology (ICT) in the development of
new learning opportunities and the development and management of the
Community Learning Plan; links with the library service are likely to be of particular
importance in relation to ICT, as in due course will be the Scottish Ufl.

6.

The expected central concerns of Community Learning Plans were given in the
circular. The Government does not, however, expect that this list will be
appropriate to all communities and it is aware of the risk that any statement of core
concerns could be interpreted as an indication of the overall requirement. This
interpretation would not be legitimate and the quantum of provision should be
judged in relation to need and the overall allocation of finance for community
learning purposes.

7.

Authorities should publish a timetable for the production of Community Learning
Plans and ensure that voluntary organisations and other partners are fully aware of
the timetable and are given sufficient notice to enable them to participate in the
planning and development stages. Authorities should indicate in their first
Community Learning Strategies the areas for which they intend to develop
Community Learning Plans and the timescale they intend to adopt.

8.

Specific problems which authorities face in developing Community Learning Plans,
such as meeting diverse needs in a rural context, should be highlighted and
authorities should outline their longer-term intentions for addressing them.
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LEARNING EVALUATION AND PLANNING
A HANDBOOK FOR PARTNERS IN COMMUNITY LEARNING. SCOTTISH
COMMUNITY DEVELOPMENT CENTRE 2000 pp2-10
Community education and community learning

This publication provides a comprehensive framework for the planning and evaluation of
community learning. It was commissioned by the Scottish Executive Education
Department as part of its strategy for implementation of the recommendations of the 1998
Ministerial Working Group on the Future of Community Education entitled:
“Communities: Change through Learning”. The report stated:
“Primarily community education is more a way o f working than a sector o f
education. Its unique contribution is to create learning opportunities within and
for communities ... The way forward will be to focus on the way o f working,
seeing community education’s purposes as being to promote personal and social
development, to build community capacity and invest, and secure investment, in
community leamin... The focus is on motivation and confidence, personal and
group effectiveness, widening access to formal learning institutions and
involvement in civic life.
... The aim is to develop the capacity o f individuals and groups o f all ages
and, through their actions, the capacity o f communities, to improve their
quality o f life
The benefits accrue in many policy fields, such as social
care or urban regeneration...”
Community learning was seen as a critical aspect of achieving positive and tangible change
for communities and individuals. It would involve a wide range of agencies and disciplines.
It would contribute to a wide range of policy areas including, social inclusion, life long
learning, active citizenship, health improvement and democratic renewal. It would
emphasise partnership working and contribute to wider strategies for community
participation and planning. Particular attention would be given to strategic and local
planning for community learning “built from the bottom up” and “continually renewed”.
Evaluation and reporting would be given “a very high priority”, developed with “a
commitment to involving communities in the process” and attention to the contribution of
community education to “combating social exclusion, developing life long learning and
promoting active citizenship”

What is the framework about and who is it for

The Learning, Evaluation and Planning (LEAP) package emphasises that planning and
evaluation are integrally linked activities which continually inform the progress of practice.
The package is for use by partners in community learning. It has been prepared in parallel
with a new framework for inspection of main providers of community learning by the
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Scottish Executive Education Department H.M. Inspectors. LEAP is based on the
recognition that community learning is an activity promoted by:
•

agencies - statutory, voluntary and community

•

workers trained in a range of different disciplines.

Some agencies and workers will be specialists in the field of community learning. For others
it will be just one part of their activities. The package is intended for use by both.
Community learning contributes to personal and community capacity to address needs
effectively. It requires a “joined-up” approach from agencies. This package is designed to
provide a common framework for planning and evaluation which can be used when
different agencies are working together in partnership.
The LEAP planning and evaluation package should enable its users to:
*
*

clarify what is involved in community learning
plan their activities

*
*

identify evaluation indicators which are appropriate
provide evidence of what has been done

*
*

provide evidence of what difference it has made to individuals and communities
learn from their practice experience to improve their effectiveness

The package is designed for self-evaluation and quality improvement. By self evaluation we
mean an approach in which, together, the participants take responsibility for the evaluation
of their own work as a continuous part of their activities. In other words planning and
evaluation are tasks of practice itself which are developed and implemented by the people
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who are involved. We call these people the stakeholders. Hence the package is based on the
principles that:
*

evaluation should be an integral part of promoting community learning

*
*
*

both providers and service users take part in it
they do so to achieve continual improvements in effectiveness and efficiency
they feed the lessons into their planning of future work

LEAP is intended to help agencies and workers to plan and evaluate their own work in
partnership with their users. It is designed to be adaptable to a range of circumstances and
be applied in the real day to day world of community learning. The pack:
*

elaborates the principles underlying the planning and evaluation model

*

describes and explains the key components of the model

*

sets out indicative criteria for planning and evaluating both processes and tasks

*

discusses issues in using the model

*
*

provides information on methods and techniques for using the model
considers how the evaluation framework can inform:
- planning;
- management/supervision;
- review and development

*

reviews the policy context

UNDERSTANDING THE MODEL
The Approach

The planning and self evaluation model is presented in a diagram at the end of this section.
The diagram illustrates the key components of the model and indicates its underlying
assumptions and principles. These are discussed in this section and accompanied by
illustrations which build up to form the complete model.
We start by examining key contexts of community learning. We then illustrate the core
components of community learning and the relationship between evaluation and planning.
Community learning is subject to the influences of the wider world

Community learning does not exist in a vacuum. It is constantly influenced by its wider
environment and in turn seeks to influence it. Changes in economic, social, political,
technological or cultural context impact on its priorities, resources, activities and dominant
values. Here are some examples of wider influences which would all have an impact on
community learning for both providers and users:
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an economic downturn and increasing unemployment or poverty
a change of government
a change in population characteristics ■
a change in cultural values relating to marriage and the family
spread of information technology.

WIDER
INFLUENCES
ECONOMIC
POLITICAL
CULTURAL
TECHNOLOGICAL
SOCIAL
The model starts by recognising that community learning operates in the context of these
wider influences. These reflect broader and, frequently, global trends.
Community learning takes place in an explicit policy context

The model suggests that it is vital that agencies and practitioners understand and respond
to the policy context of their work. Equally it indicates that lessons from their practice
should be used to influence policy development. This applies both to specific policy for
community learning and the wider policy objectives within which this activity is located.
Currently, the key policy influences on community learning activity are identified as: social
inclusion, life long learning and active citizenship. Whilst these are the primary areas
identified, it is also recognised that they interrelate with other very important policy areas.
These include health inequality. Best Value, environmental improvement, community care,
child care, urban and rural regeneration.

POLICIES
SOCIAL INCLUSION
LIFELONG LEARNING
ACTIVE CITIZENSHIP
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The policy framework sets broad objectives which are intended to guide investment in
community learning. In turn, community learning activity both responds to the objectives
of these policies and, through its experience of engagement with its participants, seeks to
influence the way in which policy develops. Hence practice should have an interactive
relationship with the policy process. This can only happen if there is effective evaluation of
community learning which provides evidence of the relevance of policies to needs. Equally
the lessons must be effectively communicated and acted on.
Community learning is based on an explicit value framework

Community learning operates in the context of policies which are expressions of values.
Equally, practitioners base their work on particular values. It is important that the values
which have informed development of community learning should be articulated and
asserted. These values need to inform evaluation of practice performance.

VALUES: e.g.
SELF DETERMINATION
EMPOWERMENT
PARTICIPATION

The values of community learning are rightly subject to review and debate. But there is a
foundation which has consistently informed both policy and practice and helps to define
what community learning is. The following list identifies critical aspects of the orientation
of the profession.
*

empowerment - supporting the development of the capacity of participants to assert

influence over their individual, group or community circumstances
*

participation - recognising that empowerment necessitates involvement of users

as stakeholders in the process of their own learning and in community and
individual change
*

inclusion and equal opportunity - recognising that some groups (e.g. black and

ethnic minorities, people with disabilities, children) have more restricted
opportunities and influence, often for structural reasons, and should therefore be
given particular attention
*

anti-discrimination - recognising that practice must challenge the perpetration of

*

self-determination - supporting the right of people to make their own choices

*

mutuality and reciprocity - recognising the limits of self-determination and the
importance of people working together in their common interest

indirect or direct discrimination
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*

partnership - recognising that many different agencies (statutory, voluntary or
community) can contribute to personal development and building community
capacity and should work together to maximise the value of their resources.

This list incorporates ideas which inform the very concept of the rights and obligations of
democratic citizenship. Bringing them together leads to the conclusion that access to
learning is a foundation stone for citizen participation in civil society.
The values of community learning inform its vision of the good society. The outcomes
which it seeks for individuals and communities reflect this vision and must therefore inform
its criteria for evaluation. However, vision must always be tempered by reality. Hence, in
the process of moving forward, there will always be debate about values and their
implications for appropriate action. Different stakeholders in partnerships may have
different priorities or interpretations. At times there may be direct value conflicts. Such
differences have to be negotiated so that common bases for joint action can be agreed. This
cannot happen unless values and differences of view about them are made explicit.
It will be apparent that the core values of community learning are also expressed in the key
policies which currently inform its practice. Hence common criteria for measurement of the
contribution and benefits of community learning can be readily identified. However it
cannot be assumed that the policy context will always facilitate or welcome community
learning activity which can lead to questioning and criticism of policy.
Planning and Evaluation of community learning will be in the general context of
Community Planning and the specific context of Community Learning Strategies
and Community Learning Plans.

Scottish Executive Education Department Circular 4/99, requires local authorities to
prepare community learning strategies and community learning plans. In turn these relate
to wider community planning. Evaluation of community learning takes place in this context.

COMMUNITY PLANS
COMMUNITY LEARNING
STRATEGIES
COMMUNITY LEARNING
PLANS
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Reflecting on the importance of participative government, the second report of the
Macintosh Commission (1999) on the relationship between the Scottish Parliament and
local authorities saw community planning as a key element of Scottish local government.
Community planning itself was presented in a COSLA/Scottish Office consultative
document (1998) as: “helping Councils and their public sector partners collectively to
identify the needs and views of individuals and communities and to assess how they can best
be delivered and addressed”. Within this overall community planning approach, which
encompasses planning across a range of functions, community learning strategies and
associated community learning plans are an important component. The model therefore
sets the planning and evaluation framework in this broader context. Whilst it concentrates
on the specific requirements of community learning, it anticipates that work in this area will
be integrated into the wider community planning process.
In line with Scottish Executive Education Department circular 4/99, all planning for
community learning should start with a recognition that its core purposes are personal
development in community contexts and building of community capacity. What this means
in particular settings will be a reflection of different needs, resources, cultures and
priorities. However the evaluation framework has been designed to reflect the component
activities and competencies involved in achieving these purposes and can therefore inform
planning in any setting.
Strategic and local planning processes need to be seen as developmental and dynamic.
Plans need to be reviewed regularly in the light of the lessons from practice. In this context
effective evaluation has a critical role to play. It is the source of evidence to inform revision
of plans and improve effectiveness and efficiency. It is necessary therefore that the
evaluation criteria adopted are entirely compatible with the objectives of the plans.
This framework can and should be used as a framework for planning as much as evaluation.
The framework is based on a functional analysis of the tasks involved in community learning.
But it does not prescribe particular outputs or outcomes. Rather it offers illustrations which
can assist in the identification of those relevant to particular local contexts.
Circular 4/99 makes it clear that both strategic and local learning planning should involve
learners as participants. In defining the intended outputs and outcomes of community
learning there is therefore a complex interplay of interests - the objectives of community
learning and related policies, the underlying values of the activity, the aspirations of the
participants. The model emphasis the participation of all stakeholders in both setting the
goals of community learning and assessing performance in relation to them.
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Planning and Evaluation should take account of inputs, processes,
outputs and outcomes

There are four key aspects to planning and evaluation:
*

understanding what goes into the activity

*

understanding how work is conducted

*

understanding what the work produces

*

understanding what effects it has

We call these the inputs, processes, outputs and outcomes. These terms identify the key
stages of intervention. Any planning or evaluation needs to consider the relationship
between inputs, processes, outputs and outcomes.
We stress that in planning work it is the outcomes which you wish to achieve which should
be considered first. They provide the vision of change for individuals and communities to
which all other aspects of activity are directed. Below we set out definitions of each term.
The section then goes on to explore each in more detail.
Inputs:

Process:

The resources used to
formulate or execute a
programme, pollicy or project.
Includes: staff, time, budgets,
equipment buildings, policy

The manner in which the
inputs are applied to
achieve the intended
outpputs - what we do with
the resources.

Outputs:

Outcomes:

The specific products of the
process activities involved in
a programme or project.

The effects of the outputs.

INPUTS:

r
^
INPUTS

Community inputs
partner inputs
external inputs
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In the diagram three kinds of inputs to community learning are identified
*
*
*

from the community (e.g. skills, commitment and motivations of local people,
community run services)
from the main provider and its partner agencies (e.g. staff time and skills, buildings,
equipment, services)
from other agencies external to the local setting (e.g. European Community grants,
government policy statements and guidance)

When the Ministerial review referred to “investing and securing investment in community
learning” as a core purpose of the activity, it was recognising that the adequacy of the inputs
largely determines the process, outputs and outcomes of the work. Hence it is essential to
maximise the resources available for community learning from all sources and be as
concerned with quality as quantity. This will be achieved by good programme design and
planning, effective resource management and staff deployment.

PRO CESSES:

c o m m u n ity
in p u ts
p a rtn e r
in p u ts
e x te rn a l
in p u ts

promoting
personal
development
building
communty
capacity

The process of community learning encompasses its core purposes:
*
*

promoting personal development in community contexts
building community capacity

Processes are active. Hence the focus here is on the way in which workers and agencies
engage with people. In the model these processes of action are analysed to identify their
component parts. This is done at three levels.
The first level identifies the major dimensions of each activity. We identify four for
personal development:
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*
*

identify and engage the participants
create empowering learning

*

support sustained involvement in learning

*

support the transfer of learning.

We identify five for community capacity:
*
work with communities to plan and address their needs
*
*
*
*

support the development of skills and confidence of activists and organisations
promote broad based participation in community affairs
assist communities to exercise power and influence
assist communities to provide or manage services.

The second level identifies what is involved in each dimension. We call this level the
elements. For example in the dimension: Identify and engage the participants, we have
elements like: establish contact with groups and organisations; gather information on
perceived learning needs, motivation and aspirations.

The third level relates to illustrations of processes which may be involved in work on each of
the elements... It provides specific illustrations of the kinds of approaches workers may take
to the delivery of each of the elements of community learning.

OUTPUTS:

OUTPUTS
▼

s p e c ific
d e v e lo p m e n ta l
a c tiv itie s
s p e c ific
c a p a c ity
b u ild in g
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Within the overall processes of community learning, workers and agencies undertake
specific developmental and capacity building activities. For example it may be decided that
a community health fair should be organised to promote interest in individual and
community action on health and well-being issues. Such an activity is part of a wider process
and can be viewed as a specific product of the work. These activities can be planned for and
their achievement is largely in the control of the people involved. Of course proper
consideration has to be given to the resources which will be required but competent practice
will achieve the intended product. It is these specific products which we refer to as outputs.
Outputs are relatively easy to evaluate because success is determined by the actions of the
stakeholders. The key determinants of success are their own resourcing, planning and
implementation. Community learning has numerous different sorts of outputs - events,
services, surveys, conferences, promotional and media presentations, training courses,
participation structures and so on.

OUTCOMES:

OUTCOMES
c o m m u n ity
in p u ts
p a rtn e r
in p u ts
e x te rn a l
in p u ts

p ro m o tin g
p e rs o n a l
d e v e lo p m e n t

s p e c ific
d e v e lo p m e n ta l
a c tiv itie s

b u ild in g
c o m m u n ty
c a p a c ity

s p e c ific
c a p a c ity
b u ild in g

c o m m u n ity
q u a lity o f
life

Outcomes reflect the wider reasons why we promote community learning. They focus on
the effects and benefits which it can have in people’s lives. Without a vision of the outcomes
community learning lacks purposeful direction. Achieving, with your partners, a shared
vision of outcomes is therefore a precondition for planning good practice. Equally it is
essential for evaluation. Yet, ironically, a weakness of much planning is lack of clarity of
vision and many evaluations fail to consider outcomes, despite the fact that the ultimate
measure of the value of practice is the difference that it makes.
If the output of an activity is a community health fair, this is not an end in itself. It is
provided because it may enable people to think about and do things which may benefit the
quality of individual or community life. For example they may become aware of the links
between poverty and ill health, they may become interested in the development of a
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Healthy Living Centre, they may become more personally aware of issues surrounding drug
misuse or motivated to form a community group to tackle drug problems in the community.
Such outcomes are the reason why a health fair may be organised. But there is no guarantee
that people will participate or, if they do, that it will necessarily lead to the outcomes which
were sought. In other words agencies and workers do not control outcomes and they may
be different from their expectations. Nonetheless they need to know what the outcomes are
because they cannot presume that the outputs necessarily achieve what they want.
The diagram identifies two main areas in which outcomes will be sought - the quality of
personal and community life. Personal outcomes will be concerned with things like:
*
*

access to opportunities
skills knowledge and confidence

*

involvement in social, economic or cultural activity

*

health gains

Community outcomes will be concerned with things like:
*

wealth creation

*
*
*

environmental improvements
social activities
cultural activities

*

local democracy

The outcomes should be compatible with the aspirations of the participants, the values of
community learning and the objectives of key policies.
Whilst the diagram points to personal and community outcomes it also recognises that
there are outcomes for the organisations which contribute to community learning. These
are indicated in the arrows which return to the input stage and focus on the lessons learned.
This feature of the model reflects the dynamic relationship between inputs, processes,
outputs and outcomes.
Inputs, processes, outputs and outcomes are dynamically interrelated in a cycle
of community learning

Whilst inputs, processes, outputs and outcomes are of different character they are integral
elements of a single activity. It is easy to see them simply as having a linear relationship the inputs determine the process, the process the outputs and the outputs the outcomes.
However this is too simple a view of the relationship.
Community learning operates over time and is continuously engaged in taking new
initiatives. However, those who participate in them are frequently people who have already
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c o m m u n ity
in p u ts

p ro m o tin g
p e rs o n a l
d e v e lo p m e n t

s p e c ific
d e v e lo p m e n ta l
a c tiv itie s

personal
quality of life

b u ild in g
c o m m u n ty
c a p a c ity

had an involvement and whose perceptions of needs, appropriate action and satisfactory
solutions is influenced by their previous experience. A poor learning experience is likely to
reduce motivation and commitment, a positive one is likely to enhance it. This principle
does not just apply to the community participants. It is equally valid for the experience of
partners. Positive collaboration leads to increased confidence, understanding and trust
which feeds into future joint working. Negative experience undermines partnerships and
results in tension, inefficiency and ineffectiveness.
The outcomes of every initiative have a bearing on the dispositions of all of the
stakeholders towards future activity. The quality of the current inputs becomes a reflection
of what has gone before. Hence the diagram shows a continuous cycle of activity in which
lessons and experience are feeding from past into new activities.

The Model

The contextual influences on community learning and the core activities involved can be
drawn together in the single diagram overleaf. This illustrates that planning and evaluation
are integrally linked processes which focus on a particular communities of interest or place
and must take account of a range of influences and formal procedures.
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MAKING CHANGES - THE REPORT OF THE NATIONAL
COMMUNITY LEARNING TRAINING PROGRAMME
THE TRAINING NEEDS ANALYSIS, COMMUNITY LEARNING SCOTLAND.
2000, pp 11-14
THE PROCESS
The Training Needs Analysis (TNA) was undertaken in order to identify the development
needs of staff in relation to the new agenda for community learning.
Practice areas were identified by amalgamating the competencies previously defined by
Community Education Validation and Endorsement (CeVe) and the key elements defined
in the Learning Evaluation and Action Planning framework for community learning
developed for SEED by SCDC. Key areas of concern identified in 4.4 of Circular 4/99 were
also included.
Using a framework used by Stirling Council, two questionnaires were devised which would
be analysed on a computerised system (see Appendix). The questionnaires, one for service
managers and the other for practitioners, asked respondents to grade on a scale of 1 to 5
the importance of an element of practice to their work and their level of satisfaction with
their own abilities to undertake the activity in question. There were 823 respondents, 323
from managers and over 500 from practitioners.

CONCLUSIONS AND ISSUES ARISING FROM THE
PRACTITIONERS’ SURVEY
Six hundred and eleven practitioners returned questionnaires. Overall nearly half of the
returns came from community education practitioners (47.9%). Just over half of the
returns were from non-community learning practitioners. The second largest professional
grouping was practitioners from other local authority services (32%). Voluntary sector
respondents and those from higher or further education made up 5.1% respectively and
4.6% of the response came from health practitioners. This was a slightly smaller ratio than
in the manager’s returns. Key areas for development for practitioners in community
learning can be clustered as follows:
Community capacity building and supporting community organisations to understand and
engage in political processes and manage to control resources

The building of community capacity and supporting community organisations to
understand and engage in political processes and manage to control resources were clearly
identified as key areas for development. It is of concern that a significant proportion of
these staff, whose core business is working to build community capacity, identify it as an
area where they are not satisfied with their own performance. Given the emphasis being
placed on community capacity building not only in Circular 4/99, but also a wide range of
other programmes and policies from Social Inclusion through to management of housing
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Stock by tenants, it would seem that a cross-sectoral programme of training and
development is needed to enhance staff skills, competence and confidence. It is hoped that
the national review of training will consider this issue. It must also be of concern to the
providers of qualifying training in a range of sectors, as well as employers and sectoral
national support bodies such as CLS, HEBS and SFEU.
Targeting, engaging and snstaining the involvement in learning of excluded groups

Targeting, engaging and sustaining the involvement in learning of excluded groups
including those with disabilities and young people at risk emerges as a significant
development need from across the sectors. Once again, this must be an area of concern
given the high priority being placed by UK and national government on addressing
inequalities through social inclusion strategies, the social justice agenda and opportunities
for all. Given the wide range of initiatives in this area or its importance, the TNA highlights
the need for training and support for staff from across the sectors to deliver. Given the
levels of investment being, made in combating social exclusion in a range of contexts
including major initiatives such as SIPs, New Community Schools and the New Deal,
development of mechanisms for the sharing of best practice is of central concern and
should be considered by the Social Inclusion Unit within the Scottish Executive in
partnership with a range of agencies who provide training and support across the sectors.
The delivery of learning addressing adult literacy and numeracy

The third key area identified related to the delivery of learning addressing adult literacy
and numeracy including family education. This in many ways is not surprising given recent
studies concerning literacy provision in Scotland which suggest the need for significant
investment in resources and training (SEED Adult Literacies in Scotland Project). The
TNA reinforces the conclusions of the Literacies Project and suggests that if we are to
address literacy issues then staff will need to help to do so. It is hoped that the Ministerial
Task Force on Literacy will address this issue and provide concrete and practical support
for staff in addressing literacy needs in community contexts.
The use of ICT for learning

It can be seen as positive that practitioners recognise the need to develop their skills in
relation to ICT and learning given the rapid changes and developments taking place. The
findings endorse the view that promoting learning through ICT is not simply about the
provision of hardware and software in accessible locations, but that the training of staff to
use it as a learning tool, is also a critical element. The development of initiatives such as the
Community Grid for Learning, SUfI and local learning centres will highlight the
development needs of practitioners in the use of ICT. These initiatives are unlikely to be
successful if the staff development needs are not met.
The assessment of progress of learners

Community learning has a vital role to play in supporting excluded groups and individuals
back to learning and in supporting the development of skills for work and citizenship.
Measurement of achievement, accreditation systems and the establishment of clear
progression routes for learners engaged in community learning have however been under
developed and where they do exist often cumbersome and complex. It is not surprising
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therefore that this was identified as an area of concern. Considerable investment has taken
place within the formal education sectors in developing effective mechanisms for
progression and accreditation and in the training of teachers and lecturers to apply them.
Whilst there has been some investment in community/informal learning through initiatives
such as Progress File and Higher Still it is clear that a systematic approach to addressing
these issues would be helpful. The Scottish Qualifications Authority and Learning and
Teaching Scotland should work with CLS and the providers to develop suitable mechanisms
for accreditation and progression in community learning.
The need for ongoing development

This TNA has begun to uncover real development needs for staff being asked to deliver the
community learning agenda but more work is required. It would be necessary to go back to
managers and practitioners to identify more clearly with them the kind of training and
development they will require and to look more closely at the expectations being placed on
them by employers and the communities in which they work.
What is clear however, is that the limited resources of Community Learning Scotland and
the NCLTP are insufficient either to carry out further analysis or to meet the extensive
development needs we have uncovered. Partnership at national level and across sectors and
departments will be critical if this agenda is to be addressed.

THE MANAGERS SURVEY
Three hundred and twenty three completed questionnaires for managers were returned
from thirty-two Local Authorities (TNA Report, supplementary information). Overall
approximately half of the respondents were managers within the local authority sector
(43.9%) and half were managers outwith local authorities (51%). Responses from those
directly responsible for community learning provision made up just over a quarter (26.2%),
those from further or higher education made up 10.8%, 8.7% were managers from the
health sector and 5.3% from the voluntary sector. The remaining 5.1% were not identifiable.
Conclusions and Issues arising from the Managers Survey
Resource allocation and management in a partnership context

Resource allocation and management in a partnership context, including where
communities are partners, are highlighted as problematic. It is interesting to note here that
engaging and working with partners is seen as least problematic when resources are not
involved. These findings would suggest that the real challenges in partnership working lie
in the difficulties in moving ring fenced money and allowing communities to have more
control. This is an issue recognised by the Scottish Fxecutive and it is not easy to determine
whether this is a development need in service/agency managers or a structural issue in the
funding of services, agencies and projects. The success of Community Learning Plans and
strategies is highly dependant on the capacity of the partners to establish joint funding
mechanism for community learning and therefore this issue needs to be addressed urgently.
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The Social Inclusion Agenda

The social inclusion agenda is also highlighted in managers responses but the focus is
primarily around advocacy and resource management. This may also reflect difficulties
identified in engaging political support. If this is becoming a significant role for managers,
as the study suggests, then perhaps they require support to carry it out effectively and
training and development is required. It may be that elected members also require support
to understand and implement the new agenda.
Managers in community education/learning also identify structuring of provision to reach
excluded groups as an issue. This suggests an urgent need for models of good practice in
this area to be disseminated and shared.

INDIVIDUAL SECTOR RESPONSES
The TNA was also analysed by sectors. Only those sectors with a significant return are
shown here as it is difficult to draw conclusions from the smaller returns.
The four sectors examined are:
•
•
•

Further/Higher Education;
Health;
Voluntary Sector;
Staff in Local Authorities other than community education.

Issues and conclusions arising from the sectoral responses
Further and Higher Education

Managers in FE and HE have few development needs in relation to the new agenda.
However those they do identify are primarily concerned with the allocation and
management of resources to partnership and community activity. The issue of flexibility
and community influence on Further and Higher education budgets may be an issue that
the Scottish Further & Higher Education Funding Council should consider.
The concerns of practitioners in further and higher education are associated with
community capacity building and supporting communities to plan and manage resources.
Traditionally lecturers in FE and HE would have been concerned primarily with teaching
and lecturing, however, as their roles and activities in communities expand there is a case
for the introduction of community development techniques to the in-service and
prequalifying training of lecturers.
Health

Managers in health also clearly identify the allocation of resources to partnership working
and community influence on budgets as a major issue. Our experience in supporting the
development of Community Learning Strategies affirms that Health Board budgets and the
relations between Board’s, LHCC’s and Health Promotion Departments create structural
barriers to partnership working.
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Health managers also identify management issues such as managing conflict and fostering
innovation as issues along with the need to better understand the nature of social exclusion.
Practitioners in health are more concerned with the skills associated with community
development and design and implementation of learning programmes based on individual
and community needs. There is scope for HEBS, in their training role, to work with CLS
and SCDC to develop suitable training in these areas.
Voluntary Sector

The primary areas for development for voluntary sector managers are concerned with
policy and practice to promote social inclusion and the creation of planning structures and
processes for involvement of the communities they serve.
Practitioners in the voluntary sector identify a large number of training and development
needs. Once again, community development/capacity building processes feature highly.
They may reflect that many voluntary organisations are primarily concerned with service
delivery to meet particular demands rather than an overall development of communities.
Aspects of learning are also identified as needs and like community education practitioners
these are associated with Literacy, ICT and progression. Issues relating to young people are
also identified. CLS is now working jointly with SCVO, Learning Link and YouthLink to
address the needs of the voluntary sector in relation to community learning and these issues
will inform the work of that partnership.
Local Authority Staff

This covers a wide group of managers and practitioners and includes those from Librarians,
Planning, Education, Leisure and Cultural Services, Chief Executives Department and
Social Work. For this broad group of managers the allocation of resources to reach the
excluded and the need to measure and assess the character of social exclusion are major
development needs.
For Local Authority managers the importance of engaging political support is also high and
over forty percent recognise the need to improve their skills in this area. Using of both
internal and external funding for partnership working also featured as significant.
Many of these managers are now being asked to incorporate community development
processes into their professional practice and this too is reflected in the T.N.A. results, and
for practitioners in these services this area is highlighted as a major development area.
They, like the other sectors, require support in understanding and addressing exclusion.
General Comment

The results of the TN.A. for particular sectors highlight a range of specific development
needs but it is clear that across the board, community development and social inclusion are
issues that need to be addressed through a coherent programme of multi-disciplinary
training and support. Structural issues regarding budget flexibility also urgently need to
be addressed.

494 COMMUNITY LEARNING AND DEVELOPMENT
OVERALL CONCLUSIONS
The NCLTP in its first year has delivered training to over 1500 staff that are or will be
engaged in the delivery or planning of community learning in Scotland. It can claim to have
brought coherence to the processes and frameworks that have governed development of
Community Learning Strategies across alb Local Authority areas in Scotland and has laid
the ground work for the development of more local Community Learning Plans.
NCLTP has attempted to advocate for community learning and Government’s key policy
concerns with senior officials and elected members and has promoted community learning
as a critical and intrinsic element of the broader community planning agenda.
Community Learning Scotland, its staff and the Advisory Group have been concerned to
make a difference during a period perceived as a watershed for community education
services. There has been a sense of urgency around encouraging providers and practitioners
to recognise that successful delivery of the new agenda is the only way to ensure the future
of the sector. On reflection the pressure to deliver training and support and the equal
pressure on Local Authorities and their partners to respond to the new agenda in such
short time scales has meant that insufficient time has been available to clearly identify
needs and respond appropriately to these needs.
The experience of delivering of the NCLTP, coupled with the findings of the TNA, have
highlighted that there are significant unmet training and development needs amongst
practitioners expected to deliver the new agenda for community learning and amongst the
managers of these services. Those Officers in Local Authorities, with the responsibility for
implementing Community Learning Strategies and Plans and their strategic partners must
take a lead role in identifying future training and development needs. It must be
acknowledged that the NCLTP can only scratch the surface of an ongoing agenda. This is
of considerable concern given a decline in the training and development resources in Local
Authorities following reorganisation in 1994 and the lack of a framework for continuing
professional development in either community learning or community education.
It is hoped that the National Review of Training will take these issues into account and that
Government, both national and local, will commit resources, from a range of sources, to
cross-sectoral training that will ensure staff and communities are equipped to make a real
difference through community learning.
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APPENDIX

PROQRAMT

PRACTITIONERS’ QUESTIONNAIRE

N A T IO N A L C O M M U N IT Y LEA R N IN G
TR A IN IN G P R O G R A M M E
T his question n a ire fo cu ses on the broad range of fu n ction s and activitie s th a t w ill be
required of sta ff from a range of sectors and a g e ncies in o rd e r to d e live r th e new
a genda fo r co m m u n ity learning.
T he que stion n a ire a sks th e respondent to co n sid e r a n u m b e r o f th e se pra ctice areas
and fu n ction s and rate th e m in tw o ways: the im portance o f th e a ctivity to th e ir job;
and th e ir c u rre n t level of a b ility to e ffe ctively ca rry o u t th e activity.
Ideally, the resp o n d e n t should not fill o u t the qu e stion n a ire on th e ir ow n. It is
preferable fo r copies of the qu e stion n a ire to be co m p le te d by th e w o rke r (about
them selves) and th e ir line m anager (about the w orker). A m eeting is then held w here
both discuss th e ir a nsw ers and a m utually agreed position is reached fo r return to us.
W e recognise, how ever, that th e tim esca le is sh o rt and even, if you do not have the
tim e to undertake this tw o w ay process, w e w ould still a p p re cia te individual
responses.
If you are not a m ainstream p ro vid e r of com m u n ity ed u catio n w e are askin g th a t you
identify up to five m em bers of sta ff in y o u r o rg a n isa tio n / d e p artm en t to a ct as a
sam ple.Y ou should se le ct five in dividuals w h o are cu rre n tly in vo lve d in th e d e live ry of
som e asp e ct of co m m u n ity learning o r are likely to be in vo lve d in th e future.
If you are the local authority m ain p rovider of co m m u n ity ed u catio n w e w ould ask that
all y o u r pro fe ssio n a lly qualified co m m u n ity education sta ff co m p le te th e form .
T his su rve y w ill e nable C o m m unity Learning S cotland to id e n tify fo r the S cottish
E xecutive p riority areas fo r co ntinuing professional d e ve lo pm e n t and it will help shape
the next phase o f the N ational C om m unity Learning T ra in in g Program m e.
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LOCAL AUTHORITY AREA

Please tick one answer for each of the questions in each section.
1.

What Local Authority area do you work in?

□ ABERDEEN CITY
□ ARGYLL & BUTE
□ DUMFRIES & GALLOWAY
□ EAST DUNBARTONSHIRE
□ EDINBURGH
□ GLASGOW
□ MIDLOTHIAN
□ NORTH LANARKSHIRE
□ RENFREWSHIRE
□ SOUTH LANARKSHIRE
□ WEST LOTHIAN

2.

□ ABERDEENSHIRE
□ BORDERS (SCOTTISH)
□ DUNDEE
□ EAST LOTHIAN
□ FALKIRK
□ HIGHLAND
□ MORAY
□ ORKNEY
□ SHETLAND
□ STIRLING
□ WESTERN ISLES

□

□
□
□
□
□
□
□
□
□
□

HEALTH
VOLUNTARY
EXTERNAL OTHER
CAREERS
LIBRARY SERVICES
HOUSING
DEVELOPMENT AGENCY
POLICE SERVICES
CHIEF EXECUTIVES
YOUTH WORKER

□
□
□
□
□
□
□
□
□

COMMUNITY WORKER
COMMUNITY DEVELOPMENT WORKER
SENIOR COMMUNITY EDUCATION OFF
SOCIAL WORKER
TRAINER
COMMUNITY RECERATION OFFICER
EXECUTIVE DEPARTMENT WORKER
SUPPORT SERVICES
CORPORATE SERVICES

W hat is your job title?

□ COMMUNITY EDUCATION WORKER
□ ADULT EDUCATION WORKER
□ PROJECT CO-ORDINATOR
□ CAREERS ADVISOR
□ TUTOR/LECTURER
□ HOUSING WORKER
□ COMMUNITY CONSTABLE
□ HEALTH PROMOTIONS
□ CONTINUING EDUCATION WORKER
□ OTHER

4.

ANGUS
CLACKMANNANSHIRE
EAST AYRSHIRE
EAST RENFREWSHIRE
FIFE
INVERCLYDE
NORTH AYRSHIRE
PERTH & KINROSS
SOUTH AYRSHIRE
WEST DUNBARTONSHIRE

What organisation/department do you work in?

□ COMMUNITY EDUCATION
□ LA OTHER
□ FURTHER/HIGHER EDUCATION
□ EDUCATION
□ TECHNICAL & LEISURE
□ SOCIAL WORK
□ COMMUNITY SERVICES
□ TRAINING
□ RECREATION
□ COMMUNITY DEVELOPMENT

3.

□
□
□
□
□
□
□
□
□
□

Do you have a professional qualification in
community education?
YES

□

NO
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PRACTICE AREAS
Please rate the follow ing skill and knowledge areas for how IM PO R TAN T you feel
they are to your jo b and how you rate your CU R R EN T A B ILITY In each area.
On both scales 1 1s a LO W score and 5 Is a HIGH score.

1. Investigate, analyse and monitor community
learning needs

1

2

3

4

iMPORTANcer n ^ N

1 2

2. Prioritise community learning needs

IMPORTANCE r

I
3

~T

4

I ~T

1 2 'S
CURRENT ABILITy I

IMPORTANCE I

T
3

4

I

I

1 2
IMPORTANCE I

3

I

4

I T

1 2
CURRENT ABILITYl

4

I
2

I

CURRENT ABILITYl

f

3

I
1

4. Prepare and agree plans for action to meet
community learning needs

4^

r~ T ~

1 2

3. Identify resources available in the community
and from other sources

5

i'

1 2 3
CURRENT ABILITY I
| I

3

4

I

Support the development o f skills and confidence o f community organisations
5. Facilitate the development of skills and
knowledge through participation in community
activity
6. Ensure that specific learning opportunities are
designed to meet the needs of the group/
individuals involved

1 2
IMPORTANCE I
c u r r e n t a b il it y I

I
2

I

im p o r ta n c e !

2

I

Totally Unim portant Not Very Important
[ |]

Totally Unsatisfied Not Very Satisfied

Important
l|]

Satisfied

3

l

4

f
3

4

l

3

4

I

1 2
|

4
|

!
2

1 2
IMPORTANCE I
CURRENT ABIUTY |

CURRENT ABILITYIT]

|

I
I

4

f

3

1 2
1

4

3

I
2

|

CURRENT a b il it y !

[ |]

3

I

IMPORTANCE I

4

T~

I T~

1 2

9. Create opportunities for groups and individuals to
develop leadership skills

[^

3

I

CURRENT a b il it y !

4
r

I

1

1

q]

3

I

IMPORTANCE I

4

T~

i

1 2

8. Encourage individuals and groups to take action

I

I

i

im p o r ta n c e !

4

3

1 2

CURRENT ABILITY |

MPORTANCE

I

I

c u r r e n t a b iu t y i

4

r~
3

1 2

7. Support group members to believe in the
possibility of change

10. Support groups/ individuals to understand the
use of power for the benefit of the community

3

I
1

3
j

4
~T ~

[^

[s]

Very Important

Totally Important

(^

(|]

Very Satisfied

Totally Satisfied
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Promoting social inclusion
11. Assist community organisations to foster
socially inclusive attitudes and behaviours

1

2

IMPORTANCE I

I

1

2
I

1

4

|

|

3
I

I

2

5
I

3

|

IMPCRTANCEI

4
I

2

CURRENT ABILITY |

12. Encourage and Support community groups to
adopt equal opportunity policies and practices

3
I

1

5
|

4

3

5
I

4

5

CURRENT ABILITY Q " J_ _ | ~ T

13. Encourage wider community involvement in
community organisations

1

2

IMPCRTANCE |

1

2

15. Assist the development of support networks
between community organisations

3

1

|

4

5

|

|

3

|

5

|

|

2

CURRENT ABILITY |

|

4

|

|

1

5

j

3

|

IMPCRTANCE |

4

|

2

CURRENT ABILITY |

14. Assist the development of support networks
between people in the community

3

|

1

I

4

|

5

|

2

|

3

4

5

im p c h t a n c e Q

1

2

CURRENT ABILITYl

3

I

4

I

5

I

|~

Support communities to exercise power and influence
16. Help establish sustainable structures

1
IMPCRTANCE I

2
I

1
|

1

current

18. Assist community organisations to understand
relevant policies and political systems

1

3 4 5
i i i :

2
|

MPORTANCE

1

2

IMPORTANCE I

I

1

2

4

5
|~

4
|

3

I

5
|

I

3
I

f

4

3
I

5
|

|

2
I

fT

5
|

4

I

5

I

J

i
Totally Unimportant Not Very Important
ICURRENT ABILITYl^___________________

3
|

l~

4
|

2
|

1

CURRENT ABILITY |

3
|

1

21. Assist community organisations to participate
effectively in the political processes

I

5

2

1

CURRENT ABILITyI

5
|

4

I

i

IMPORTANCE |

4
|

3

I

importanceQ i

CURRENT ABILITY |

5
1

3
|

5

__i
4

|

2

CURRENT ABILITYl

20. Assist community organisations to influence
public policy and practice

|

|

1

5

4

i
3

2

IMPORTANCE |

19. Assist community organisations to have effective
links with other agencies and bodies

3

i
2

ABILITYf ~~[

4
T

2

1

5
|

3
|

impcrtanceQ

4
|

2

CURRENT ABILITY |

17. Assist community organisations to be open and
accountable to their communities

3
I

^

Important

Very Important

Totally Important

Very Satisfied

Totally Satisfied

_________________J ___________

Totally Unsatisfied Not Very Satisfied

Satisfied

J
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Support communities to provide and manage services
22. Assist communities to develop mutual aid and
self help activities

1

2

3

4

5

2

3

4

5

2

3

4

5

importances^

l^~r
2 ' '3^

CURRENT ABILITY [ __ ^

23. Assist community organisations to develop
voluntary services for socially excluded/
disadvantaged groups in the community

1
c u r r e n t a b il it y ^

1

24. Assist communities to control assets or services
in the local area

im p o r t a n c e !

I r T I
1 2 3 4 5

CURRENT ABILITY |

“

T~

Working as part o f multi-agency, interdisciplinary team, identify and build
relationships with practitioners
1

25. Establish contact with existing groups and
organisations

IMPORTANCE r

2

3

CURRENT ABILITY I

.

I

I T

1 2

26. Gather information on perceived learning needs

IMPORTANCE

4

i

5

i

i “ 2 ~ 3“ T '

j

j

3 4

5

T

I

^ 2

3

i

3

4

CURRENT ABILITY I

1

27. Gather information on learning aspirations

im p o r t a n c e !

2
I

1
c u r r e n t a b il it y

I

2

I
1

28. Understand the motivation for learning

im p o r t a n c e !

2
I

1
c u r r e n t a b il it y !

im p o r t a n c e !

4

5

2

1

Develop strategies to engage those not currently
participating in learning

3

r~

CURRENT a b il it y !

30.

2
I

1

29. Develop strategies to engage the socially
excluded

5

I T

2
|~

1

2

3

4

5

1

2

3

4

5

3

4

5

CURRENT a b il it y I

31 . Review data to assess overall community
learning needs and personal development
aspirations

IMPORTANCE

[j]

[ |]

Totally Unimportant Not V ery Important
CURRENT ABILITYlp

(2]

Totally Unsatisfied Not Very Satisfied

[ |]

Important

1

importanceO
c u r r e n t a b il it y !

2

_
i

[^

^ ^
i~ r ~

[^

V ery Important

Totally Important

V ery Satisfied

Totally Satisfied

l |]

Satisfied
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2.

3.

Please indicate continuing professional
development training course you have completed
in the last 3 years appropriate to the above areas

If yes, who provided this training?
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APPENDIX
national Community Learni
PR0C3RAM

MANAGERS QUESTIONNAIRE

NATIONAL LEARNING COMMUNITY
TRAINING PROGRAMME
This questionnaire focuses on the functions and activities that will be required of
managers from a broad range of sectors and agencies in order to deliver the new
agenda for community learning.
The questionnaire asks the respondent to consider a number of these practice areas
and functions and rate them in two ways: the importance of the activity to their job;
and their current level of ability to effectively carry out the activity.
Ideally, the respondent should not fill out the questionnaire on their own. It is
preferable for copies of the questionnaire to be completed by the worker (about
themselves) and their line manager (about the worker). A meeting is then held where
both discuss their answers and a mutually agreed position is reached for return to us.
We recognise, however, that the timescale is short and even, if you do not have the
time to undertake this two way process, we would still appreciate individual
responses.
If you are not a mainstream provider of community education we are asking that you
select one manager in your organisation/ department to act as a sample. You should
select an individual who is currently involved in the delivery of some aspect of
community learning or is likely to be involved in the future.
If you are the local authority main provider of community education we would ask that
all your managers complete the form.
This survey will enable Community Learning Scotland to identify for the Scottish
Executive priority areas for continuing professional development and it will help shape
the next phase of the National Community Learning Training Programme.
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LOCAL AUTHORITY AREA
Please tick one answer for each of the questions in each section.
1.

What Local Authority area do you work in?

□ ABERDEEN CITY
□ ARGYLL & BUTE
□ DUMFRIES & GALLOWAY
□ EAST DUNBARTONSDHIRE
□ EDINBURGH
□ GLASGOW
□ MIDLOTHIAN
□ NORTH LANARKSHIRE
□ RENFREWSHIRE
□ SOUTH LANARKSHIRE
□ WEST LOTHIAN

2.

□
□
□
□
□
□
□
□
□
n
□

ABERDEENSHIRE
BORDERS (SCOTTISH)
DUNDEE
EAST LOTHIAN
FALKIRK
HIGHLANDS
MORAY
ORKNEY
SHETLAND
STIRLING
WESTERN ISLES

□
□
□
□
□
□
□
□
□
□
□
□

□ HEALTH
□ VOLUNTARY
□ EXTERNAL OTHER
□ CAREERS
□ LIBRARY SERVICES
□ HOUSING
□ DEVELOPMENT AGENCY
□ POLICE SERVICES
□ CHIEF EXECUTIVES
□ EDUCATION AND COMMUNITY SERV.

What is your job title?

COMMUNITY EDUCATION MANAGER
ADULT EDUCATION MANAGER
PROJECT CO-ORDINATOR
CAREERS ADVISOR
TUTOR/LECTURER
COMMUNITY CONSTABLE
CONTINUING EDUCATION MANAGER
EXECUTIVE DEPARTMENT
CORPORATE SERVICES MANAGER
OTHER
AREAMANGER
DIRECTOR

4.

ANGUS
CLACKMANNANSHIRE
EAST AYRSHIRE
EAST RENFREWSHIRE
FIFE
INVERCLYDE
NORTH AYRSHIRE
PERTH & KINROSS
SOUTH AYRSHIRE
WEST DUNBARTONSHIRE

What organisation/department do you work in?

□ COMMUNITY EDUCATION
□ LA OTHER
□ FURTHER/HIGHER EDUCATION
□ EDUCATION
□ TECHNICAL & LEISURE
□ SOCIAL WORK
□ COMMUNITY SERVICES
□ TRAINING
□ RECREATION
□ COMMUNITY DEVELOPMENT

3.

□.
□
□
□
□
□
□
□
□
□

□
□
□
□
□
□
□
□
□
□
□

Do you have a professional qualification in
community education?

□ YES

□

NO

COMMUNITY WORK MANAGER
COMMUNITY DEVELOPMENT MANAGER
SENIOR COMMUNITY EDUCATION MAN
SOCIAL WORK MANAGER
HOUSING MANAGER
HEALTH PROMOTIONS MANAGER
COMMUNITY RECREATION MANAGER
SUPPORT SERVICES MANAGER
TRAINER
YOUTH WORK MANAGER
CO-ORDINATOR
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PRACTICE AREAS
Please rate th e follow ing skill and knowledge areas for how IM P O R TAN T you feel
they are to your jo b and your view of your C U R R EN T AB ILiTY in each area.
On both scales 1 is a LO W score and 5 is a HIGH score.

Promoting Community Learning

1 2 3 4 5

1. Understanding of community organisations and
structures

T~r

3 4 5
CURRENT ABILITY [ 3

2. Supporting communities and colleagues to
’
develop an understanding of planning processes
in community organisations
c u r r e n t a b il it y ^

3 4 5

zca
3 4 5

3. Creating structures and processes that enable
communities to engage in planning activities

1
CURRENT a b il it y [7

4. Creating structures and processes that enable
communities to influence budgets and resource
allocation

currentabiuty[

Creating Partnership

3 4 5

5. Identify relevant partners
IMPORTANCE [_

i

T

CURRENT ABILITY

6.

3 4 5

Identify areas of mutual concern to potential
partners

HT

3 4 5

CURRENT ABILITY[7

7. Establishing positive working relationships with
partners

1
importanceC

~TT“

3 4 5

T7T

3 4 5

CURRENT ABILITy[77

8.

Facilitating open sharing between partners of
different perspectives and priorities

1
importance^

3 4 5

XIL

CURRENT ABILITY r

9. Creating frameworks to set a common vision and
shared objectives

^
importance^

CURRENTABILITY

IMPORTANCE

[T]

[2]

Totally Unimportant Not Very Important
CURRENT A B IU T Y q ]

[2]

Totally Unsatisfied Not Very Satisfied

..

3 4 5

J_L

3 4 5
T

I

?
Important

Very Important

Totally Important

Very Satisfied

Totally Satisfied

f
Satisfied
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1 2 3 4 5

10. Sustaining partnership working
IMPORTANCE I

I

I

|~

I

I

I

1 2 3 4

CURRENT a b ilit y I

12 3 4

11. Identifying and managing conflict
IMPORTANCE |

|

|

T

-L 2 3 4'
CURRENT ABILITY C , 3 .

Managing Resources

1 2 3 4 5

12. Identifying resources that can be reallocated to
partnership working

iMPORTANCEizn

1 2 3 4 5

CURRENT a b il it y I

J_

J

[

12 3 4

13. Identifying and attracting external funding to
support partnership working

IMPORTANCE I

I

I

|

1 2 3 4 5
CURRENT ABILITY Q

14. Managing shared agency resources and budgets

1 2 3 4
IMPORTANCE |

|

|

f

I

I

|

1 2 3 4

CURRENT ABILITY I

Promoting Social Inclusion

1 2 3 4 5

15. Measuring and assessing the character of social
exclusion in the community

importance

CURRENT ABILITY |

|

|

f

12 3 4

16. Advocating social inclusion policies
IMPORTANCE |

|

|

f

1 2 3 4- 5
CURRENT ABILITYf

17. Identifying practical actions that remove barriers
to inclusion

1 2 3 4
IMPORTANCE I
CURRENT a b il it y I

I

I

r

^ 2 3 4
|

|

|

1 2 3 4 5

18. Allocating and targeting resources to reach
excluded groups and individuals

im p o r t a n c e !

T

1 2 3 4 5
CURRENT a b il it y !

I

I

Leadership

12

19. Using appropriate leadership styles
IMPORTANCE I

['

3 4
!

I

12 3 4
CURRENT ABILITY 12

MPORTANCE

[T

J

i
Totally Unimportant Not Very Important

Important

CURRENT ABILITY!^__________________________

V ery Important
^

J
Totally Unsatisfied Not Very Satisfied

Totally Important

Satisfied

__________

Very Satisfied

Totally Satisfied
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1 2 3 4 5

20. Supporting staff to manage change

IMPCRTANCE 1

1

1

1

1

1

CURRENT ABILITYI

1

1

1

1

1

1 2 3 4 5
1 2 3 4 5

21. Fostering creativity and innovation

IMPCRTANCE [
CURRENT ABILRYI

|

1

1

i 2“ 3 4 5
I
J_J
1 2 3 4 5

22. Engaging political support

IMPCRTANCE 1
CURRENT ABIUTyI

1

1

1

1

1

1 2 3 4 5
1 1 1 1 1

1 2 3 4 5

23. Advocating on behalf of communities

IMPORTANCE Q j n

1 2 3 4 5

CURRENT ABILITyI

IMPORTANCE

1
.

i

Totally Unimportant Not Very Important

Important

Not Very Satisfied

Satisfied

a
Very Satisfied

OTHER PERSONAL DETAILS
Please give your comments in the boxes provided.
1.

What professional qualification is required for
your post?

2.

Please indicate any other areas of training
support that would assist you in this work.

'1

T

1.
V ery Important

CURRENT ABILITYl^___________________g ___________________[I]

Totally Unsatisfied

|

I

I

J
Totally Important

^

a
Totally Satisfied
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PAULO THE NATIONAL TRAINING ORGANISATION
FOR COMMUNITY BASED LEARNING AND
DEVELOPMENT.
EDITED PROSPECTUS, 2001.
PAULO is the National Training Organisation (NTO) for community-based learning and
development. Founded on 25th January 2000, it is named in honour of the Brazilian
educator Paulo Freire (1921-1997) whose work has long served as an inspiration to those
working in communities all over the world. Along with the other NTOs, PAULO has a vital
role to play in delivering the UK’s skills agenda.

SKILLS ARE THE KEY

The world in which people live, learn and work is changing rapidly and it will continue to
change as the social forces driven by emerging global dynamics impact on the economy and
the culture and society of the United Kingdom.
Building a knowledge based economy in the face of rapidly changing technology and global
competition places great stress on the skills and attributes of the UK workforce. If the UK
is to succeed in the 21st century, then every citizen must have access to the skills training
and personal development that will enable them to contribute to the future prosperity of
the nation.
Skills are at the heart of social inclusion and thus economic development.

PAULO’S PIVOTAL ROLE

Against this background, in 1997 the Government, working with key partners in business,
the public sector and education and training, set up a nationwide network of more than 80
National Training Organisations covering each of the UK’s employment sectors or
occupational groupings.
Essentially an NTO provides a strategic overview of sectoral skills priorities and takes
action to meet them. It has a unique responsibility for defining its sector’s skills agenda, in
securing widespread commitment to raise the relevance, quality and amount of training
provided and to regularly review progress in achieving these goals.
All NTOs aim to be the automatic preferred point of reference - the “one-stop-shop” for
strategic leadership and practical guidance about skills and qualifications needs for their sector.
As centres of expertise, NTOs represent and work with employers and other employment
interests such as professional bodies, trade associations and trade unions, drawing on sector
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knowledge and information. Equally, NTOs develop expertise to give advice to
Government and partner organisations in order to stimulate improvements in education
and training for the benefit of the economy and the local, national and global communities
it supports.
NTOs also have a key role in setting the national occupational standards that define
competence in both “paid” and “unpaid” work. These standards underpin important
aspects of training and education, especially vocational qualifications.
Good management skills are critical to the economy and success of all organisations. NTOs
take the lead in encouraging and securing employer commitment to managerial development.
NTOs are also uniquely placed to provide real leadership in the development of equality of
opportunity and social inclusion, by acting as champions through a culture of antidiscriminatory practice in their own organisations and implementing measures to
encourage employers to draw on the talents and abilities of the whole workforce.
In pursuing this vision, NTOs address the distinctive economic, social, institutional, legal
and political context and sectoral needs of England, Scotland, Wales and Northern Ireland.
In doing so they have strong working links with Government, economic development
agencies and education and training providers.
In short, no skilled workforce means no flourishing economy and its concomitants - state
welfare provision, good schools, sports and cultural programmes, public transport,
environmental progress, strong foreign aid programmes and so on. It’s a stark choice.

PAULO, ITS SECTO R AND S IG N IFIC A N C E
Everyone in the PAULO sector works to improve access to training. PAULO’s unique
concern is with the learning and qualifications needs of those working in this sector.
Shared values and approaches

PAULO’s sector shares certain distinctive characteristics and values, both in direct
educational work and in the education and training of staff. These are:
*

Choosing to operate where people are - i.e. away from school, college, university or
work-based learning and training;

*

Commitment to voluntary learning;

*

Working in support of groups, collectives and communities of place, interest or
other shared experience;

*

Support for action by and development of individuals, groups and communities;

*

Emphasising links between learning, individual and collective action and
engagement in communities and active citizenship;
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*

Promoting social inclusion and equality;

*

Shared educational processes and techniques embracing a wide range of activities
such as befriending and counselling, guidance, group work andadvocacy;

*

Explicit values about respectful and non-judgemental attitudes towards clients,
learners and customers;

*

Encouragement of individual initiative in the learning and development process and
of collaborative learning;

*

Widening participation in lifelong learning;

*

management involvement as a vehicle for learning;

*

Commitment to “learners” and “providers” working in partnership to agree the
content and methods for particular periods of learning.

Even though there is diversity in approach, context, content and working method, the
common education and training needs of the sector provide a credible, coherent and
effective work force which PAULO was specifically set up to inspire and assist. All the effort
is community based, community generated and community controlled.

PAULO’S clients are:

•

Government agencies at national and regional levels

•

Local authorities

•

National voluntary organisations

•

Local voluntary organisations and community bodies

•

Specialist consultancies and training providers

•

Other NTOs

Within these bodies, PAULO works with both employers and staff, in particular those
responsible for training. The wide variety of methods, settings and contexts gives rise not
only to direct educational and development roles but also to related line support,
administrative, management and leadership roles.
All the services embraced by the sector recognise the value of unpaid as well as paid
personnel, whether full time or part time, in direct occupations as well as ancillary roles.
This remains true whether or not the employer is in the local government or “voluntary”
and community sectors. An indication of the scope of operations is perhaps best illustrated
in the following charts of personnel occupied in the sector.
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PAULO AT W O RK
PAULO was founded by a partnership comprising: Community Work Forum; Federation of
Community Work Training Groups; National Institute for Adult Continuing Education;
National Youth Agency; Wales Youth Agency; Youth Council for Northern Ireland.
PAULO is governed by a three-tier structure consisting of a Council representing the
interests of the key stakeholders illustrated in the diagram, an Executive Board and a staff
team headed by a Chief Executive. PAULO also relies on the commitment and involvement
of its founding partners to achieve its objectives. In particular, by creating limited life
steering groups for individual projects whose members are drawn from its Executive Board,
Council and Country and Occupational Panels. This calls for strong employer commitment
to the work of PAULO and recognition of the personnel development opportunities
implicit in such a system.
The Structure of PAULO

PAULO
Staff

The long-term goals of PAULO and of the sector it represents are:

-

A highly skilled and knowledgeable sector workforce

-

Credibility with both communities and government
Promotion of social inclusion, lifelong learning and community regeneration
Improved access to training and employment for all
Encouragement of active citizenship.
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At the heart of the sector PAULO is a strategic and operational body engendering key
initiatives in the complex education and training needs of the community. Its impetus is
driven by the sectoral interests of employers and staff alike. PAULO aims for a steady pace
of development, closely focussed activity and consolidation of existing strengths. Much
importance is attached to those initiatives that, within the available resources, are
technically sound, culturally appropriate and politically acceptable.
Current objectives and work programme:

To maintain up to date labour market intelligence gathering and analysis systems, to
identify sector skills shortages and develop strategies to meet them.
To build the complete picture

*

a complete occupational map of the sector;

*

audit of numbers full-time, part-time and volunteers employed in the sector;

*

information on training providers, training routes and up-take of qualifications;

*

exploration of potential for register of qualifications gained by paid staff
and volunteers;

*

identification of gaps and shortages in resources and skills.

To develop, implement, review and promote National Occupational Standards, associated
qualifications and learning pathways.

*

Promotion of National Occupational Standards;

*

Exploration of potential for Modern Apprenticeships;

*

Promotion of employer investment in continuing training and development for staff
and volunteers;

*

Development of sector training benchmarks and targets and monitoring of effectiveness;

*

Review of community work National Occupational Standards;

*

Development of National Occupational Standards for community-based adult
learning, community education and parenting education;

*

Leading in the development of National Occupation Standards for Connexions
Personal Advisers;

*

Development of qualifications framework and assessment strategy for youth work,
community work, community-based adult learning;

*

Contribution to the review of community education training in Scotland;

*

Review of endorsements systems within sector;

*

Development of cross-sector coherence in respect of UK credit and qualifications
framework.
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To develop a strong infrastructure to enable work with key strategic partners at national
and regional levels.

*

Appropriate structures of governance and consultation;

*

Long term business plan and financial strategy;

*

Sector communications strategy;

*

Marketing and public relations strategy;

*

Staffing structure for whole of UK;

*

Quality assurance and equal opportunities monitoring systems;

*

Continuous self-audit;

*

Strengthening links with government departments, regional development agencies
and other key organizations;

*

Joint work and partnerships with other NTOs and other key organisations
concerned with education and training.

THE FUTURE AND PAULO

The activities of PAULO embody its central and unique role in delivering the objectives of
modern government:
*

Building an inclusive democracy

*

Participation of people and communities in a range of key agendas

*

Development of routes into (or back into) the economy for those who need them.

PAULO and the sector will help individuals and communities to have an appropriate
quality of life, in a fair inclusive society and a thriving and competitive economy.
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COMMUNITY LEARNING 2001 CONFERENCE
CHARLIE M c C o n n e ll, c o m m u n ity le a r n in g S c o tla n d , 2001
In my presentation today I want to take stock of some of the developments that have taken
place here in Scotland as they have affected what is increasingly being termed the
community learning and development sector. I then want to comment upon pending policy
changes which I believe will radically alter the ways in which the sector may develop over
the coming years. My conjecture here is that we are at a critical turning point in terms of
the future for the sector in Scotland. This is not merely one of a change in branding as we
move from community education to community learning and development, but a much
more significant rethink in Government that has been taking place over the last few months
as to the future direction of practice.
In 1975, following the influential Challenge of Change Report, chaired by the late Ken
Alexander, community education entered the lexicon of public policy and practice. Within two
years a Scottish Office report on professional training introduced a common core
undergraduate training programme. A new profession was bom. The rest as they say is history.
Uniquely within the UK, community education in Scotland has emerged as a discrete
profession. Graduates coming out of Scotland’s colleges of education, universities and work
based training routes, several thousand of them, have taken up a wide range of posts within
local government, education, social work, housing and planning departments, in the
voluntary and community sectors and attached to community schools and colleges. They
are employed in posts with an incredible diversity of occupational job titles and specialisms,
from outreach youth workers, to community development organisers, adult education
tutor/organisers, tenant participation officers, neighbourhood workers and community
education workers, but all with a common approach of professional skills in youth and
community organising and informal, community-based learning.
Alongside employer demand for these graduates, there has been a growing awareness of
the need to provide training for Para-professionals, local youth and community activists,
with HNC level and activist training programmes delivered by a number of colleges and
voluntary agencies, together with a call for the provision of inter-disciplinary community
practice training for a wider range of public service disciplines wanting to enhance their
skills in listening to and engaging with local communities.
By the mid nineties Scotland employed more community based education and development
workers than any other part of the UK or EU, with Strathclyde Region the single largest
employer of such staff in Europe. Scottish community education and development policy,
practice and research were at the cutting edge with a high international reputation. I well
recall attending a debate in the European Parliament where Scottish practice was not only
highly praised, but our approach adopted in the final policy report.
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But paradoxically for many years the Government here in Scotland had no clear policy for
community education. Within the former Scottish Office, its profile was barely visible in
official public documents describing Scottish social and education policy and practice.
Indeed of the few times it was, usually inaccurately. The number of H.M.I. for community
education, significant players in advising upon policy, was cut by half. Changes in national
policy restricted the investment available e.g. the move away from addressing adult literacy
problems in the nineties. Provision by local government has been vulnerable to cuts in
public expenditure due to its non-existent statutory base, compared with the panoply of
legislation relating to learning in schools and colleges. Many of the jobs in this sector have
traditionally been short term and generally low paid particularly within voluntary
organisations. When local authorities sneezed, it was invariably community education that
caught the cold.
It is difficult to identify a precise date or cause, but, from let us say the reorganisation of
local government, we somehow lost a sense of confidence as a sector. Reorganisation
accelerated cuts in staffing levels for both local authorities and voluntary organisations.
The new unitary authorities radically restructured their community education and
development capacity, (some subsequently more than once), with new departmental titles
and service configurations. The successor authorities to Tayside for example, each took an
entirely different approach to the organisation and delivery of their community education
and development capacity.
The growing emphasis upon evidence-based performance and an audit driven culture of
public and financial accountability has increasingly shaped public investment priorities.
Whilst undoubtedly sharpening up the sector’s ability to explain what it did in terms of best
value, in integrating planning and evaluation and in measuring the qualitative and
quantitative outcomes of its interventions, this new world of ‘box planning’ has had the
negative impact of stifling much creativity.
The election of the Labour Government in May 1997 brought high expectations that social
justice, lifelong learning and democratic renewal would once again be high on the policy
agenda and that the Government would recognise the important role that grassroots
community educators play in supporting social change. We were not disappointed. Within
months the Government, COSLA and SCEC were collaborating on two parallel reviews of
community education in Scotland, laying out the implications of the new policy agenda for
practice. For the first time since 1975, we had a Government report on community
education - the Osier Report, Communities: Change through Learning, following upon the
COSLA report Promoting Learning: Developing Communities. The vision, policy
challenges and delivery systems were agreed:
*

focus upon tackling social exclusion and promoting social justice,
contributing towards a wider push to support lifelong learning, and
active citizenship;

*

play a central role in addressing the key concerns identified by government,
central and local and by local communities, through being an integral part
of Community Planning;
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*

establish collaborative multi agency partnerships, both strategic and local,
bringing together public and voluntary sector agencies;

*

employ staff able to focus upon particular issues or with particular groups in
local communities, eg young people at risk;

*

widen the pool of agencies and disciplines able to support community
learning and development;

*

see community education as an approach to tackling social issues, through
working with individuals and groups of young people and adults within
communities to organise activities that strengthen both community capacity
and personal development.

Both the COSLA and Osier reports at long last gave a higher profile and recognition to the
importance of this work within central and local government. Community Planning, still
embryonic, has enabled community education, through the vehicle of Community Learning
Strategies and Plans to be ‘around the top table’ at local level, to be at the cutting edge of
partnership working and to demonstrate more widely than ever before its capacity to
support meaningful youth and community involvement.
But those involved in this sector and those entering it continued to display a degree of
vulnerability, not just because the expectations now were so high and yet the additional
public investment to deliver was barely apparent during the first two years post ‘98,
although that was indeed an important factor, but because of an ambiguous statement in
Osier that seemed to imply we no longer required a distinct professional workforce skilled
in youth and community organising and capacity building. Community education was
simply an approach to public service, which every public servant should and could acquire.
We could not disagree that public service workers and consumers would greatly benefit
from the sort of approaches to youth and community consultation and empowerment that
our sector has developed. Indeed there are many examples of innovative community
learning and development practice in for example the health field, which are profoundly
altering the way in which health professionals work. It is praise indeed that the Covernment
wants others to be skilled in approaches that we have developed and that a growing number
of professional disciplines now recognise the value- added that these approaches bring to
their work.
Fortunately the establishment of the National Training Organisation for the community
learning and development sector - PAULO, in January 2000 has clarified the position here,
with the official recognition at both UK and Scottish Government levels that a discrete
professional employment sector does and should indeed exist. Scottish community
education interests can lay strong claim to having played the leading role in securing this
recognition by Government and national Administrations across the UK. So as a sector we
should be holding our heads high. We are needed! If we did not exist they would have to
invent us!
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Recognition of a coherent employment sector for community learning and development,
does not imply that we do not have significant diversity within the sector. As we know the
occupations in our sector are incredibly diverse. Employers adopt a wide range of job titles.
Many employers within the sector are micro not-for-profit enterprises and SMEs and
increasingly so. While we accept and celebrate the sharing of common core skills,
knowledge and values we also know that the diversity of contexts and of youth and
community groups with which we work often require specialist interventions.
For employers and practitioners this is an ever-changing reality that requires investment in
continuing professional development, in our own lifelong learning. Recent work by the
NTO on occupational mapping and by CLS on assessing the training needs of staff and
managers engaged in Community Planning has highlighted many of the new areas of
knowledge and skills required. For employers and Government concerned to ensure that
public services a year, five or ten years from now have the staff and managers in place able
to take forward and sustain the new policy agenda, this also highlights the need to ensure
that training at pre service level, for professionals and Para professionals alike is up-todate, equipping students with the very best that we can provide.
Fraser Patrick, who chaired the Government’s Advisory Committee into Community
Education Training earlier this year, will be talking more about the changing training and
skills agenda in a moment. Suffice it to say, wearing my other hat as chair of the NTO, that
I am very pleased to see a commonality of rhetoric emerging amongst Government and
employers, statutory and voluntary, of the need to invest in training for staff (paid and
unpaid), that acknowledges practice diversity and the need to acquire new skills, yet still
emphasises the value of a grounding in a common core of competences.
My concern is to see this commitment translated into adequate training investment by
Government and employers. I am acutely aware just how little investment in staff
development has been put in following the Osier Report and of how hard we have had to
advocate to secure relatively small amounts of CPD funding at national level to support
employee skills development. I sense that with the new Literacies initiative, with ICT and
Community Planning this will now be realised, but how much more productive it would
have been had this money been designed in as central to the change agenda, in a way that
it has been for the formal education sector.
But let me now look to the future and specifically to comment upon what I see as the
emerging thinking coming out from Scottish Executive at this time. I have spoken in some
detail about the changes since the 1998 Osier Report. Note the year however. The Osier
committee was set up by the last Government i.e. prior to devolution. Notwithstanding
public statements by Scottish Executive Ministers in 1999 that the Government supported
Osier’s recommendations, there has undoubtedly been a rethink, part politically driven and
part the result, I would conject, of continued silo thinking within the three Scottish
Executive Departments responsible for community learning and development i.e. SEED,
SEELLD and SDD.
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Realising joined-up Government and joined -up action on the ground is a challenge for all
of us. The civil service, no less than the local community planning partners here in the
Whitfield neighbourhood of Dundee, needs to learn how to practice what it preaches. The
Scottish Executive is a large, hierarchical bureaucracy. Different Departments have
different organisational cultures, dependent upon the styles of senior management and
political leadership. I have for example found SDD considerably more open to bringing in
outside expertise on policy think tanks, than either SEED or SEELLD. Notwithstanding the
Government’s policy commitment and that of individual civil servants to cross cutting
initiatives, the reality of these three Departments coming together to forward a common and
sustained community learning and development strategy seems almost anathema. Things
are improving, but the Scottish Executive in my view still has a long way to go in this regard.
This has proved problematic for community learning and development, with differing
paradigms and interests pulling in often opposing directions within Government. It is well
known that the sector had to work hard to bring the new and highly welcome Literacies
investment into the framework of Community Learning Strategies and Plans. I hope that
this precedent is the shape of things to come. The establishment of the cross-Departmental
Depute Ministers’ group for Community Learning and the Scottish Executive/
COSLA/voluntary sector Community Learning and Development Task Group are certainly
important examples of collaboration at national level. They need to be sustained and, I
would argue, brought together, so that Ministers, civil servants, service providers and other
interests meet more regularly to ensure that the policies and programmes are right and
are coherent.
This will be even more essential as we move towards what could well be a fragmentation of
support at national level for this work. Community education and community learning and
development have, I believe, been fortunate in Scotland in, uniquely within the UK, having
a national Government sponsored development agency to advise Ministers and support
local practice for the past twenty years - the Scottish Community Education Council,
renamed in 1999 as Community Learning Scotland. That national support has in recent
years been reduced in capacity and remit, with the loss of its adult education and literacy
functions. Its current remit, for youth issues and community development, along with its role
as the national professional training standards endorsement body for the sector, may, as a
result of the NDPB review and debate around the need for a national youth agency, be split.
Of course just as we have had to explore new forms of service delivery on the ground, so
too we should be asking whether the institutional arrangements we have grown to be
comfortable with at national level to inform policy and practice are still appropriate. It is
not insignificant that at political level three of the Ministers asking this question in relation
to our work have practiced professionally in our sector, one in youth work, the other two in
community development. Peter Peacock speaking at the Community Learning 2000
conference in Glasgow challenged us all as to whether work with young people had fallen
somewhat as a priority from the community learning and development agenda. His call for
a debate as to whether there was a need for a national youth agency, along lines similar to
England and Wales, to correct this, struck a distinct chord. Certainly the profile of young
people and their needs, aspirations and contribution, together with support for the
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numerous agencies and disciplines that work with young people, needs to be greatly
enhanced in Scotland.
At national level CLS’s Scottish Youth Issues Unit, YouthLink and Young Scot already
work closely together, and with local authorities and other public service agencies at
community level and young people-led networks such as the Scottish Youth Parliament and
Connect Youth, we have strong foundations upon which to build.
The strong commitment by Jackie Baillie and Margaret Curran to place community
capacity building at the centre of community regeneration policy and practice and within
the remit of Communities Scotland also presents enormous challenges and opportunities.
Bob Millar Chief Executive of Communities Scotland will be speaking later this morning.
My personal hope is that this agency will establish an identifiable centre of excellance and
expertise for supporting community capacity building in Scotland and for promoting best
practice in this area across a range of ‘people and place’ disciplines. There is much sense in
bringing together strategies concerned with the physical regeneration of communities, with
strategies that support the capacity of people to play a central role in influencing social
change. As I have said it is our sector that has developed the theory and practice of
community capacity building. This is now at long last being recognized as indispensable.
We know the Covernment’s thinking with regard to adult literacy with its support for a
distinct national development ‘engine’, but not regarding wider support at national level for
other aspects of adult education. There is certainly a strong argument for having a body as
effective as the English NIACE up here once again. For several years SCEC fulfilled the
policy advice, networking and practice support role in this area for Scotland, following the
demise of SIACE. I hope that SEELLD together with bodies like SALP, UACE and
LearningLink will address this important issue.
The Advisory Committee on Community Education Training, in response to perceived
employer demand, has recommended that opportunities should exist at graduate level to
undertake degrees in work with young people, in adult learning or community
development, alongside the retention of a generic degree in community learning and
development. Taken together with possible structural changes at national support level and
at local level, with the introduction of Youth Strategies separate from Community Learning
Strategies, we can envisage the possibility of centrifugal developments which could
fragment coherence and service delivery.
My personal view is that they need not. But that we shall have to work at it. Occupational
diversity and a degree of specialization, as I have said, has always been a feature of
community learning and development. But so too has the need to have community
practitioners capable of transferring their skills across a range of contexts and client groups.
Of course we need specialist interventions to address particular needs, but also professional
staff flexible and adaptable to change and who see the wider picture. Frankly it is almost
impossible at community level to draw a hard dividing line between youth work and
community work and I do hope that sectional interests do not seek to do this. Whilst I too
strongly support the introduction of more flexible routes into practice, over-specialisation
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in pre-service training is neither in the interest of employers, practitioners nor newly
emerging graduates entering the labour market.
The signals as to changes in policy and practice indicate that in many ways Scotland is
ironically moving closer to England. There they have long had four separate national
support agencies for the sector, whereas in Scotland we have had a ‘one stop shop’. We do
not yet know the detail of the ‘bonfire of the quangos’ Review, as it will affect the national
agency for community learning and development, but expect change. Whatever Ministers
finally go for, it is essential that statutory and voluntary sector service providers,
practitioners and ‘users’ on the ground influence the services that are provided and that
should the national support services be separated, they work in close collaboration.
I would like now briefly to comment upon the need for a stronger professional voice for our
sector. It is ironic to say the least that occupations skilled in youth and community
organising are so poor at organising themselves. SACES and others before have tried but
as a sector we do ourselves ill. Readers of the CLS newsletter SCAN, will be aware that the
key management and practitioner networks in Scotland have been meeting over the past
few months with the objective of establishing a stronger body. The consensus from the
feedback to date is that this is supported and that hopefully such a body will be set up in
the near future. I do hope that you will all join it. You cannot afford to be shrinking violets!
Finally I just want to make a brief observation on the international dimension of our work.
We have as a sector always been outward looking in sharing our practice with colleagues
from overseas. We have been at the centre of international practitioner networks; indeed
the Secretariat of our international professional association is located in Scotland. We have
certainly been entrepreneurial in securing inward investment from the EU for our youth
and community projects. For many years Scotland topped the UK league in supporting
international educational exchanges programmes. In Eurodesk, CLS’s European highly
regarded information service, we have established a practitioner resource not merely
recognized, but now replicated across the EU.
Since devolution however this dimension of our work, acting local but thinking, networking
and learning global, has slipped significantly from the agenda. I am very pleased that there
is now a SIEAG community learning and development Working Party preparing a policy
paper for our sector. If September 11 tells us anything, it is about how critical it is for
community-based learning and development work not to be parochial. Tackling
xenophobia, as well as supporting cross-community solidarity and understanding is a
Scottish as well as a global priority.
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INSPECTION OF STANDARDS AND QUALITY IN
COMMUNITY LEARNING AND DEVELOPMENT
EXPLANATION OF TERMS AND ABBREVIATIONS USED. HM INSPECTORATE OF
EDUCATION 2002, pp16-17
Adult basic education (ABE)

Adult Basic Education includes literacy and numeracy as core subjects. The core may be
complemented by life skills, including problem solving, assertiveness and coping skills.
ACEO

Area community education officer
Adult literacy and numeracy

The definition of adult literacy and numeracy used in the report Adult literacy and
numeracy in Scotland’ (published in 2001) is “the ability to read, write and use numbers, to
handle information, to express ideas and opinions, to make decisions and solve problems,
as family members, workers, citizens and lifelong learners.”
Community-Based Adult Learning (CBAL)

Courses, programmes or other learning activities, which are generated in the community in
consultation with local learners, and which address issues of importance to improving the
life chances of learners and their community. Learners negotiate the organisation and
domestic arrangements related to the course and are likely to make a substantial
contribution to the course content.
Community capacity building

Support to communities which develops confident and able individuals, groups and
organisations that can address issues affecting the quality of life in their community.
CEC

Community education centre
CES

Community education service
CEW

Community education worker
Community learning and development

A recent report to Scottish Ministers proposes the following definition: “Work with
individuals and groups which is developed in dialogue with them and based on their if
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communities. It identifies and organises activities that strengthen communities and
promote personal growth”.
Community learning plan

A continually evolving action plan which is relevant to a local area or to an interest group
and which is jointly owned by those participating in it. It is prepared and implemented by the
community itself, and organisations which have a significant interest in community learning.
Community learning strategy

The overall scheme for community learning which covers an entire local authority area and
is informed by the local community learning plans. It is jointly owned by organisations
which have a significant interest in community learning in the authority’s area.
ICT Information and communications technology

This includes computing but also the use of other technologies, such as video and
telephone communications.
LEAP Learning Evaluation and Planning

This scheme was developed for the Scottish Executive by the Scottish Community
Development Centre. It helps all of the partners involved in community learningplans to
plan and evaluate the implementation of the plan effectively. The scheme covers inputs,
processes, outputs and outcomes.
Learning activity

Any activity, whether formal or non-formal in structure and operation, in which there is
deliberate action that helps those involved to grow in confidence, knowledge,
understanding, skills, including social skills.
Needs assessment

Identification of what it is that individuals, groups and communities want and need to learn.
In community learning, learners and potential learners should be involved in the needs
assessment process. Activities include desk research and fieldwork.
Outcomes

The learning and development gains that people involved (as participants) in community
learning hope to achieve. Such gains are sometimes hard to measure in simple terms, for
example, a growth in confidence.
PCEO

Principal community education officer.
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