
International Conference « Education/training: The Search for Quality”
IRD-IER-NIESAC, HCMC 18-21 April, 2006

Education/Training Quality as a Social and Pedagogical Concern 
Project Pedagogy: insertion/intervention

 Couëdel A1., Blondeau N.1, Stamelos G.2, Caranatsis C.3

 Summary

Key words: Education of quality, Social and school inclusion, Project Pedagogy.

The nature of education and/or training and its quality are at present debated at the world level. Two main theoretical and 
political trends seem to confront each other. On the one hand, the dominating trend sees education as a consumable service of 
private interest. On the other hand, a trend presently in the minority considers education/training as an activity pertaining to 
social order and public responsibility par excellence. In the dominant trend, quality is determined by the priorities of  liberal 
economics and its attached concepts. 

Yet, for us quality should be governed by the desire to safeguard social and school inclusion through policies based on the 
principle of the responsibility of the State. With such a prospect, priorities change and what matters for an education/training of 
quality is the insurance of social and school inclusion, active citizenship, the development and strengthening of humanitarian 
ideas such as equality, solidarity, fraternity, etc.

Pedagogic mechanisms must be designed and set up to produce such an education/training of quality. This type of mechanism 
is the Project Pedagogy, according to us. We propose here to emphasize the positive effects of this mechanism on quality 
based on the experiences we have conducted in France and Greece. 

Introduction

The debate about quality in education is topical. Yet, the notion means nothing if it  is not defined, 
which is rarely done, particularly in political statements. In the rare instances a definition is given, it is 
far from being unanimously accepted. It is therefore legitimate to question the meaning of quality as 
we feel the stake is highly political.

In fact, the very stake of education is by itself political. Education takes its real signification only after 
the set objectives have been reached, these objectives being,  in each case, linked directly to the 
political, economic and cultural conditions of the time. 

Yet,  nowadays,  the  new  neo-liberal  theology  [Hobsbawm,  1995:  25]  conveyed  by  globalisation, 
education,  the whole  of  education,  amounts to a consumable service of  private  interest,  i.e.  to a 
market of education services (see WTO’s GATS4). This market requires an internal hierarchy justifying 
altogether the price consumers have to pay and the different promised professional prospects. To this 
end, quantitative indicators are required to measure the results and monitor the procedures, following 
the same logics  as recognised industrial  activities  to  obtain  the ISO label (International  Standard 
Organisation). In this perspective, the discourse on the quality of education/training backed up by the 
supporters of neo-liberalism takes a specific meaning.

It is true that this view is dominant at present. Yet, there exists also a trend viewing education/training 
under a different angle and emphasizing the social and cultural dimensions of education as a tool for 
social and school inclusion, active citizenship, development and strengthening of the humanitarian 
ideas of safeguarding cultural diversity. This conception does not remove all difficulties. Yet it has at 
least two strong points: a. the idea that mankind, both subject and actor, can be defined as a project 
and b. the idea that Education is of collective interest and as such, falls under the responsibility of the 
State. Consequently,  the discourse on the quality of education/training must take into account the 
social and cultural aspects, as a priority. 

If  we do not become aware of the social  reality existing in our industrialised societies, and of the 
degree of despair of many young, and not so young, people – not only those coming from the most 
underprivileged  social  classes  –  in  front  of  unemployment  and  the  declining  credibility  of  school 
success as a factor of social ascent; If we do not equip ourselves to remedy this attack of conscience, 
the developed as well as the Third world countries will be increasingly exposed in an uncontrollable 
1  University of Paris VIII
2   University of Patras
3   University of Ioannina
4   See: http://www.wto.org/indexfr.htm

1



Education/Training Quality as a Social and Pedagogical Concern - Project Pedagogy: insertion/intervention

way to outbursts of urban violence – of which the recent outburst of the suburbs in France is an 
expression. Because in what is taking shape, the legitimacy of school will be based on an even less 
consensual project: strengthening the social link through solidarity, particularly when there is no longer 
any “hope of social promotion and individual autonomy through knowledge ». « In a little more than a 
century School as taken up the true challenge constituted by the generalisation of education. The 
measure of its efficiency cannot be separate from that of the social system that shapes it. Questioning 
the legitimacy of school comes to raising the issue of the foundation of the social link »5. We agree 
with Boutinet when he states that « In a context of general action crisis, it is imperative to enable the 
young and not so young people to do, to realise by themselves, through temporary choices they lay 
and through the significant operations they intend to undertake: this is how youths can be helped 
discard from their projects inadequate temporalities too heavy for them, particularly the youths in a 
vulnerable and precarious situation [Boutinet 1998: 20]. 

In a word: which education for which society?

The predominant trend

Education is now considered as an economic development device, in a (neo) liberal way, and is, as 
such, supposed to obey short-term priorities and needs. 

It  is  important  to  point  out  that  this  concept  of  education  predominates  in  all  international  or 
supranational institutions. These institutions have operated in communicating worlds to promote the 
same ideas, particularly since the worlds stopped being bipolar and since the unique super-power has 
been the only master on board. 

Let us remind here that the novelty of the after-war period was the promotion by the United States of 
their  policies  through  international  institutions  (World  Bank,  OECD,  etc)6 operating  as  polyvalent 
networks,  and  designing the ideas meant  to  influence to  a  large  extent  the world  policies.  Their 
objective is the implementation of policies related to economic development facilitating the specific 
interests of this super-power7. Education and the education system play a central role in this strategy. 
There is therefore a direct link between the teaching of economics and the training to development 
programmes. 

The  basic  idea  rests  on  the  observation  that  the  financial  assistance  granted  by  international 
organisations is more efficient than bilateral agreements. The apparent neutrality of these institutions 
allows minimising the reactions that could occur in sensitive fields like education and culture [Coombs, 
1985].

These institutions therefore progressively generate a world core of values, ideas and priorities playing 
a critical  role since their  reports are granted a status significantly participating in making national 
policies legitimate [Kjell, 1990: 18-19].

We believe that today, the cornerstone is WTO’s GATS (General Agreement on trade in Services. The 
agreement precisely puts forward the idea that education is only a commercial service, and therefore a 
good that can be consumed: education as a whole, from pre-school to education/training through life. 
The problem lies in the fact that every time this logic makes progress, it entails a series of disasters: 
abandonment of education by the State, through declining public expenditure8. The first consequence 
of this change is the worrying attempt to look for funding, which leads to selling education services. 
This leads later on to a radical change in the status of teachers which tends to get individualised, 
based  on  cost-effectiveness  criteria  similar  to  those  used  in  the  private  sector  (for  example,  the 
capacity  of  a  lecturer  to  attract  students-consumers,  the  lecturer’s  productivity  in  terms  of  the 

5   See the call for papers « What legitimacy for school in a society in crisis ? » 
http://education.devenir.free.fr/Documents/JourneeSenat2006.pdf

6   Parralel to existing international relations. 
7   In a bi-polar world, the policy of the other super-power (USSR) was not so different…
8  …  particularly  for  universities.  Due  to  this,  curent  references  are  full  of  new  notions  such  as  new  managerialism, 

entrepreneurialism, academic capitalism. The first notion describes hunting productivity, profitability and domination, with a 
financial and monolithic view based on management techniques equivalent to those of private enterprises [Deem, 2001]. The 
second notion is very close to the first. Clark [1998 : xiii] describes how « educational institutions are promoted by increasing 
demands influencing each other and urged to alter their curricula and modernise their very costly facilities ». According to 
Clark the university-entrepreneur has adopted concrete features such as the search for more profitable operating models 
(teaching,  number  of  students,  flexible  learning,  or  even  distance  education)  and  the  setting  up  of  new  organisational 
structures (research centres with tight relationships with enterprises).The third notion, that of academic capitalism, in the 
sense of Slaughter and Leslie [1997], refer to the present content of the work of academics. Universities « operate (today) as 
public secor capitalists »! 
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education  products  he  can  generate  that  are  profitable  for  his  « enterprise »,  etc).  Another 
consequence  is  to  consider  students  as  clients  consuming  educative  products.  Lastly,  we  are 
witnesses to the constitution of a closed caste of interchangeable managers, aiming at managing the 
educational structure (and no longer the education system) just like any private enterprise (whose 
owner(s) would be the only element of stability until the next change in owners)9.

To give just  one example,  research,  according to Monbiot  [2000],  has been transferred to mega-
entrepreneurs who decide in which fields it should be conducted and how much money should be 
invested in it. Their intervention also concerns the way the results should be formulated so that their 
interests are left unaffected10. The problem is neither fictive nor unlikely. The attacks on academic 
freedom have been such as to raise the concern of UNESCO. During its 29 th general Assembly, 188 
countries, considering that the situation of this status has worsened over the past few years, have 
voted  the  «  Recommendation  concerning  the  Status  of  Higher-Education  Teaching  Personnel  ». 
Characteristically, article 27 refers to « the need for freedom from institutional censorship » [Beridze, 
2000].  Simultaneously,  in  the  United  States  and  Canada,  institutions  such  as  the  American 
Association of University Professors, the  American Federation of Teachers, the  National Education 
Association, the  Canadian Association of University Teachers and the  Fédération Québécoise des 
professeures et professeurs d’université have gathered to counter the attacks on academic freedom 
[Snyder, 2000]. 

This concept of education is now so powerful that it tries to extend to all the aspects of the education 
process and to dominate it in every detail.

Let us take as an example what is happening now within the European Union with regard to education, 
and more specifically with regard to higher education11.

The presently promoted Bologna Process12 aims at creating a European Space for Higher Education in 
order to improve and promote: a. comparability, b. compatibility, c. the assessment of quality, and d. 
mobility. This procedure thus aims at ensuring the consistency and the cohesion with regard to the 
structuring, the content, the connection and the assessment of the quality of higher education to the 
benefice of the labour market and economic development, within and outside Europe. Intra-European 
harmonisation  will  moreover  allow  the  European  countries  to  face  their  main  competitors  more 
efficiently at every level  (including on the market of education services provision),  thus enhancing 
competitiveness and the legibility of diplomas. 

This planning occurs within the framework of GATS in its European version, since all the member-
States of the European Union have signed it individually. The weak attempt to include a social aspect 
in this process (based on Prague Declaration, 2001), remains very marginal, and even off-the-wall.

In our opinion, this process should be scrutinized in every detail. Let us take the example of the debate 
on harmonisation. Harmonisation has started with education structures and progressively made its 
way to curricula, their logic and their components [see the Berlin Declaration, 2003: 4]. This swing has 
played an important  part  in  a programme strongly  supported by the European Union and heavily 
covered by the media, the  Tuning programme13. The echoes of these works are reflected in official 
statements.  There is obviously  always  an ambiguity  with  regard to responsibilities  in  the Bologna 
Process, i.e. between the member-States and the European Union institutions. Let us say globally that 
the  former  have  been  responsible  for  the  process  while  the  latter  have  provided  a  full  back-up 
(including through exerting pressure to speed up the process) [Stamelos, 2001]. 

In this framework, a study course must henceforth aim at fulfilling labour market requirements in terms 
of targeted learning, including knowledge, capacities, and understanding as well as skills, distributed 
among generic and specific skills, in turn composed of  attributes, skills and attitudes. This entails a 
radical shift from subject-based curricula, which was the specificity of higher studies, toward curricula 

9   Finally, in this situation of general instability, the value of public (or even collective) responsibility is wiped out and profit 
prevails as the supreme virtue. 

10  For example, Cambridge has created chairs such as the ΒP, Shell, Unilevel, Price Waterhouse, Marks and Spencer, Rolls-
Royce, AT and T, Microsoft, and Zeneca chairs.

11  The European Union, which has now a supra-national status, started off as an international organisation, ackowledged and 
approved  by  the  United-States,  aiming  at  protecting  its  member-States  against  the  communist  threat  and  ensuring  the 
implementation  of  the  Marshall  Plan  to  rebuild  europe  and  turn  it  into  a  market  able  to  consume the  products  of  US 
companies. Today, the relationship between the US and the EU swing between subordination and competition.

12  See: http://www.dfes.gov.uk/bologna/
13   http://www.relint.deusto.es/TuningProject/index.htm
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characterised  by  targeted  learning  and  skills.  This  move  is  precisely  what  is  called  the 
instrumentalisation of education, which turns into a product for sale.

Yet,  this  is  not  all.  Within the framework of  « harmonisation » appears the possibility  to set  up a 
common core of  curricula  for  similar  study courses (see for example the works  of  Tuning or the 
famous  European  Chemistry  Training  Network),  logically  leading  to  the  current  attempt  of 
« harmonisation » their contents, methods and evaluation methods. It is then not surprising that, in the 
name  of  hard-line  (neo)  liberalism,  the  system  being  designed,  all  details  of  which  are  tightly 
controlled, is as imprisoning as soviet-type planning. 

This is how we come to a discourse advocating « quality insurance ». This quality, which is seldom 
specified, makes sense when replaced in the context described above. A first step toward « quality 
insurance» is the dismantling of university scientific studies and the introduction of instrumentalised 
consumable training courses. Later on, « quality insurance » will be certified by the curriculum, content 
and methods of teaching, and the evaluation methods. From which logic does this conception draw its 
legitimacy? The industrial logic of mechanism of production standardisation leads a product to seek 
ISO accreditation before being placed on the shelves of a supermarket or elsewhere. While it is true 
that this logic is certified and approved by the market, we believe that the problem lies in that this type 
of logic should not be applied to education. Education is not a commercial product, even if  it  has 
financial  features.  To  give  just  one  example,  university  pedagogy  (teaching  methods,  evaluation 
methods) is not by nature a market product. 

Eventually,  « quality insurance » is a tool to tell  those who obey the present predominating trend, 
whether because they adhere to the ideology or because they are forced to, apart from the others. The 
former only have to apply to the letter the method described above to obtain the « quality insurance 
label ».  To make sure they obtain the label,  they can moreover  participate in a thematic network 
promoting the predominating trend, leading to acknowledgement by their peers. The latter run the risk 
of  suspicion and marginalisation that  leads to  stagnating financial  resources.  Let  us state,  as an 
example, that staring from this new century, the UE universities have to sign the Erasmus Charter,  
which has to be viewed and approved by EU authorities before they are authorised to participate in 
European study programmes. Through signing this charter, the universities declare that they accept 
and apply the UE European policy [Stamelos, 2003]. 

The minority trend

We have a different  concept of education: we believe that education cannot be dehumanized nor 
conceived as a market economy mechanical tool. Obviously, education is neither neutral nor devoid of 
conflict. Due to its nature, it may only have Man and not economy at the heart of its logic.

The education we recommend stems from Nation-states, and it has developed as a reference system 
called  National  Education.  The history of this system has always been crossed by contradictions, 
claims, and fights, always aiming at implementing the fundamental Human Rights. The sociology of 
education, with its many works, has tried and still tries to analyse and understand the real stakes of 
the education system (see for example. [Queiroz, 1995]).

It is generally acknowledged that this system has been subjected to intense and violent criticisms. Yet, 
it  has a strong point.  For the first  time in the history of humanity,  an institution has been able to 
educate  all  children  regardless  of  their  social,  economic  or  cultural  origins,  at  lest  in  developed 
countries. Obviously, the intentions of the Nation-state were not devoid of specific interests, the main 
objective being to instil national identity, to promote socialisation in a society that was itself national, as 
well as legitimate the distribution of the different positions at work. However, this type of education has 
encouraged the advent and strengthening of the notion of citizenship along with the rights it conveys, 
as well as the construction of a human being-citizen having both duties and rights. Those very rights 
have allowed formulating claims and setting up collective claiming bodies, which in turn took part in the 
construction  of  what  has  been  called  the  Social  State  that  developed  education,  health,  labour 
regulation, and retirement, policies, based on notions such as public interest and responsibilities.

This system is now being dismantled by the predominating trend governed by (neo) liberal market 
logics. Today, all the rights conquered through struggles that have extended over almost two centuries 
have  been  either  questioned  or  abolished.  Although  the  existing  system is  far  from perfect,  the 
ongoing changes can worsen the problems and even inequalities.
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This is why we believe that a system guaranteeing a quality aiming at social cohesion and protection 
and at safeguarding human rights, social inclusion, citizenship promotion, and safeguarding cultures, 
is required.

Such a system of quality insurance should focus on:

• Providing free access for all to all the levels of the education system for the chosen courses of 
studies;

• Adopting measures in favour of social and school insertion for all;

• Launching support policies for the most vulnerable;

• Respecting diversity;

• Promoting and restoring the value of notions such as public interest and responsibilities.

In his Book I essay XXVI entitled « Of the Education of Children», Montaigne wrote that true education 
rather worked toward « a well-made than a well-filled head», and meant teaching how to thing. Great 
pedagogues have worked on that (Freinet, Freire…). Other modes of teaching, such as the Project 
Pedagogy that we will present here, also aim at training students’ critical mind instead of giving them 
the rehash of transmitted knowledge without putting it into perspective or questioning it, and therefore 
promote the alternative quality we defend.

An alternative: Project Pedagogy 

« Is education a commodity? ». Asking the question implicitly comes to admitting that it is. It has been 
so for a long time as can be seen in the share of the State budget devoted to education every year, in 
the fact that a high rank civil servant trained in the National School for Administration is far higher than 
that of a doctoral student at the university,  or in the investment of families, usually but not always 
belonging  to  the  most  well-off  circles,  in  private  lessons,  stays  in  foreign  countries  to  learn  the 
language, and visits of cultural places and objects.

If multinational companies today attack what they themselves call the « education market », lecturers, 
decision-makers, and the successive ministers of National Education, whether from the right or the left 
wing, are all partly responsible for this situation. We can only note the lack of ambition of the different 
reforms of the education system carried out,  the failure of all  attempts of  school re-establishment 
taking into account social and technological changes, the upheaval in the modes of communication 
between humans, the increasing divide between the rich and poor countries, and the massification of 
education, which is far from meaning democratisation.

The vertical and hierarchical modes of the essentially magisterial transmission of knowledge that still 
prevails to the benefit of academic, mono-disciplinary, and formal, knowledge, have to a large extent 
participated in turning knowledge into a prefabricated product that can be exchanged against other 
goods (such as titles and diplomas, necessary but henceforth insufficient conditions to gain a social 
status).  This magisterial mode has encouraged obedience, submissiveness to authority,  respect of 
models and examples, but neither creativity nor autonomy or responsibility. The evaluation system, 
exclusively  personal,  has also encouraged individualism, and often-frantic  competition,  rather than 
pooling skills, adapting to new situations and problems, and group solidarity. This is what Paolo Freire 
called the « banking » conception of education where « bureaucratisation of teachers kills creativity 
and drives pupils to repeat clichés tending to adhere, in an alienated way, to daily life » [Freire, 1967]. 
We de facto teach passivity and conformism, and fossilize minds.

Hervé  Borensztejn,  director  of  Vivendi  Management,  states  that  « knowledge  will  be  the  scarce 
resource in the future » [Borensztejn, 2000: 26] and that his company massively invests in education 
and training, which now seems to be the general trend with multinational companies. However, what 
type of education and training do these companies offer? What kind of knowledge will be produced for 
transmission and learning? Probably internationally standardised skills, ensuring the competitiveness 
of  managers,  technicians  and  employees  and  thus  the  profitability  of  companies.  Under  which 
conditions  will  these  training  courses  be  guaranteed?  On  line,  at  home,  in  front  of  a  computer, 
therefore increasing the pace of atomisation of employees and killing the feeling of belonging to a 
social group and any inclination toward collective action. At another level, are we not witnessing a 
semantic slide from education to training, confusion between the two notions? According to us, in this 
specific context, training does not mean educating.
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Raising the issue of education comes to raising that of society.  What education for what society? 
Certainly not the society that is appearing behind the takeover of the world’s material and human 
wealth by multinational companies (as we have seen within GATS regarding, for example, traditional 
pharmacy).

What do we mean by educate? In his book, Les avatars de l'éducation (the vicissitudes of education), 
Jacques  Ardoino  emphasizes  that  it  is  no  longer  sufficient  to  apply  programmes  to  populations 
considered as « captive » on the basis of identified skills. It is on the contrary required to develop an 
acumen of  contradictions and conflict,  to which subject-based training courses do not  necessarily 
prepare  well,  and  restore  the  communication  between actors,  i.e.  «  recognise  heterogeneity,  the 
legitimacy of  the difference between partners depending on their  respective  backgrounds (history, 
training, experience) and their involvement as well as on the interests according to which they position 
themselves with respect to others » [Ardoino, 2000: 21]. Our dialogic conception of education rests on 
pupils’ knowledge, is strongly anchored in their social and cultural contexts, develops through social 
practices, and gives priority to « the construction of knowledge through and for acting/interacting on 
the  environment »  [Dalgalian,  2000:  116].  This  is  the  philosophy  of  the  project  design  and 
implementation device set up at the University of Paris 8 in the seventies by Annie Couëdel, breaking 
up for good with magisterial teaching and the notion of curriculum, replaced by that of project. The 
collective  design  of  projects,  in  which  French  and  foreign  students  participate,  links  action  and 
reflection, critical analysis and real possibility of change in theory and in practice. 

It  is proposed here to develop devices breaking with scholastic dogmatism. It  is necessary to put 
knowledge, sensitivities and approaches into perspective through the design of projects the teacher, 
both patner and resource person, contributes to help developing rather than unifying curricula. The 
project may be understood as exerting a relationship defined as non-authoritarian, non-pyramidal and 
non-institutional.  It  aims  at  making  participants  behave  as  social  actors  and  free  themselves  of 
institutional impedimenta by breaking the space/time restraints enforced by time and subject divisions. 
It is linked to an existential stake. Beyond creativity,  it  carries meaning, « it moves away from the 
ordinary to think of an idealised newness, a desired elsewhere to realize » [Boutinet, 1990: 268]. A 
social link can appear through the project design process between people who do not share the same 
nationality, mother tongue, social origins.

Project Pedagogy rests on a specific architecture combining the contribution of projects-groups and a 
larger project, in a backward and forward motion between interactions within the projects-groups and 
the resumption within the larger group14. The role of projects-groups is to make everyone progress 
owing to the collective design of projects, and to cooperation, both between the different participants in 
the course and between them and the different university users. The objective of the larger group, 
working in plenary sessions – one-hour forum on topical issues and one-hour discussion on work 
progress – is to constitute a framework for the syntheses emanating from the groups-projects, the 
evaluation, criticism, practice of public speech, self-correcting,  and practice of debates. The larger 
group/projects-groups/larger group ritual establishes a framework for the practice of moral and social 
rules such as listening and respecting others and diversity, cooperating, being punctual, assiduous, 
and be individually and collectively responsible. This ritual is also a space-time reference mark playing 
an essential  role in structuring a complex whole.  To characterise this device,  a student used the 
expression of « guided freedom ».

The projects-workshops have a highly heterogeneous audience: French and foreign students coming 
from the five continents, of various social origins, their ages fluctuating between 18 and 40 or even 50, 
college but also master or doctoral  students, attending very diverse courses of study.  One of the 
requirements for the students is to keep a daily logbook, « writing down as they come to their head » 
their impressions, discoveries, questions, and analysing the progress of their group and their project. 
The questions of students about inter-cultural communication are also commonly expressed in those 
logbooks. 

The projects may take extremely various shapes:  editing since 1981, the journals  ECHO-graphie, 
designed,  realised  and  distributed  by  students,  La  Gouve,  a  cartoons  and  short-stories  fanzine 
marketed for four years, ERE Brasil, aiming at raising media awareness about the dangers to which 
street children in Rio are exposed, protecting educators and helping them obtaining a status, and 
opening  training  centres;  setting  up  TVNERE, the  present  Paris  8  students’  television;  Lib’air  ta 
pensée  (free your mind), three days organised in Paris 8 on fair trade; creating web-sites such as 

14  Sessions take place for five consecutive hours. Projects-groups are self-managed for three hours in places chosen by the 
participants, who may also avail this time to take steps within as well as outside the university.
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Étudiants sans-papiers15 ( Students without documents) during the struggle for the regularisation of the 
situation of foreign students in 2000-2001… Another example of this pedagogy is the Vincennes Inter-
cultural Centre (Centre Interculturel de Vincennes à Saint-Denis - CIVD). Set up in 1984 as a sequel to 
the  first  inter-cultural  festival,  it  has  been conceived  and  realised  to  remind  Paris  8  of  its  social 
tradition, maintain the link between the different actors and encourage the emergence of new projects. 
To celebrate its 20th anniversary, students have organised its 10th inter-cultural festival on 17-19 May 
2004, an opportunity for its former participants to come over from different parts of France and of the 
world.  Thanks to  this  Centre  implemented  within  the  university,  a  number  of  projects  have  been 
implemented, such as the setting up of an international inter-university and inter-disciplinary meeting 
and  research  network,  Le  Triangle  de  l’Écumeur  [Couëdel,  Blondeau,  Kalentieva,  2001],  the 
construction of two libraries in Togo, the dispatch of school materials to Haiti, of computers to Senegal, 
and to young myopaths in Algeria, the creation of a web-site recalling the activities of CIVD since its 
inception16…

Because decision-makers are the students themselves and projects are rooted in their reality as well 
as in the institutional reality, the device plays an essential role in their insertion in the social fabric. 
With the help of the initiatives these projects lead to, students appropriate communication means that 
are socially accepted in the context thrust on them – sine qua non condition for the success of their 
venture.  The language and social  and institutional  codes are  learnt  here on the field.  Given that 
students work for a project they are heavily involved in, they identify acquiring knowledge to mutual 
help and surpassing themselves (desire to establish contacts, to be accepted, loved, understood, to 
act with solidarity). Each of them feels entrusted with a mission and individually responsible for the 
success  or  the  failure  of  the  project,  those  feelings  deeply  binding  them.  The  efficiency  of  the 
intervention on the outside world depends on the consistency of projects/groups, on the solidarity 
between its members.  Confrontation with  the outside world  is thus collective  and individual  social 
inscription occurs thanks to the community.

This  process  implies  involvement,  opening  up  to  the  civil  society,  with  all  its  complexity  and 
contradictions.  Experiencing  multiple  social  practices  teaches  the  actors  of  the  device  the  art  of 
appropriate intervention, without which they could not really act as citizens. It is a different way of 
thinking « programme » and « project ». The project, because there never is any like it, cannot do with 
pre-existing  models.  It  will  on  the  contrary  mobilise  the  imagination  of  every  one  and  the  equal 
participation of its actors. It implies another conception of the relation to training. Students learn with 
their peers, through joint development. They learn together, measuring themselves against others, 
confronting each other, knock against modes of thinking, representations of the world that can unsettle 
those they are used to. In an article published in 2000, we have studied how multiculturalism was lived 
by the students. Heterogeneity, far from hampering learning, is lived as a fertilizing exploration and 
questioning. Interculturalism is a constituent part of the device, the project development process  de 
facto mobilising culture. Yet, it is not so much the discovery of cultural features up to then unknown 
that is important as the way students will manage to reflect on the on the construction of their own 
identity together and find, in the proliferating of references, ties and beliefs, a way to work collectively 
toward realising the project.

The outcome of the project rests on free subjects who have the ability to think, have their word to say, 
and have their responsibility in it. In this perspective, if the projects-groups do see « leaders » appear, 
catalysing  desires and stimulating involvement,  it  becomes difficult  to  impose an autocratic  chief, 
potential little tyrant. Reduced to the state of simple performers, other participants would be left with no 
other possibilities but to defect, leading to the project’s failure, or reposition themselves as subjects 
carrying ideas, values and involvement. This really amounts to learning democracy. It  is  precisely 
thanks to exchanges and shared freedom that  networks spontaneously  appear:  desire  to  keep in 
touch, to continue the intellectual and affective adventure, to visit the other’s country for a more or less 
lengthy  duration  to  carry  on  and  design  other  projects...  another  way  to  construct  and  think 
globalisation. The social reality of the project as we conceive it finds its best outcome as soon as it can 
unfold beyond the hexagon. 

Projects engender each other and change much beyond the university circle. We have mentioned 
Paris 8 Inter-cultural Centre stemming from this device in 1984, the participants of which have not 
broken the links that had united them around projects. Its former participants in France and different 
places  over  the  world  have,  with  new students,  created  an NGO called  «Amitié  des  peuples du 

15   http://mageos.ifrance.com/sans-papiers
16  http://www.ipt.univ-paris8.fr/~civd/parcours
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Monde»17 (World’s People Friendship) based on that very principle of collective project design. Its most 
recent work has been the setting up of a library in Senegal in cooperation with youth from the city of 
Darou Mousty in august 2005. This device finding its ground in Vincennes owes nothing to chance. 
Gilles Deleuze had recommended using the rhizome properly. Education as we advocate it partakes of 
the unforeseen proliferation that adapts so poorly to institutional rigidities.

Our conception of education, it is understood, is process empowering social subjects « transforming 
the world while being transformed themselves ». It has a « resolutely political dimension insofar as the 
project  is  borne by actors,  authors,  people,  who are not  caught  up in a programme with  a head 
enforcing his models » [Berger, 1998]. It leans on a process empowering social actors able to adapt to 
the  new  social  and  economic  realities  or  to  fight  them.  Project  Pedagogy  allows  apprehending, 
thinking and analysing reality,  putting it collectively to the test of meaning, through stimulating the 
appearance of transforming actions. The purpose is to bring students to question continuously the 
world and their place and involvement, without concealing all that seems antagonistic or neutralising 
what appears as competing. According to Edgar Morin, access to complexity calls for « […] a reform of 
thought, i.e. a reform instituting the principle of “relinking”, bringing closer together what had until then 
been conceived as unconnected and sometimes repulsive » [Morin, 1998] .

Conclusion 

It is true that many confuse the ephemeral with the eternal. It is also true that there often happens that 
a predominating theoretical doctrine is perceived as the only possible path and look as fate.

This  we  do not  believe.  The social  and cultural  sphere  where  education/training belongs  can be 
dominated, at one time or another, by this or that theoretical or ideological trend, but nothing is either 
stable of final. Social facts, ideas, values, seldom joint forces with ephemeral modes. Yet, today, the 
supporters of neo-liberalism try to have us believe that the option they advocate is borne by a tide than 
cannot  be  countered,  and  that  derived  priorities  and  choices  that  are  compulsory,  unavoidable, 
pertaining to necessity. This is why Hobsbawn speaks of a new neo-liberal theology. We are ready to 
declare that the present  trend with regard to education/training is in the service of  the neoloberal 
option, for which education is only an economic instrument, a commodity like any other, ready to be 
sold in specialised « boxes ». We are however not yet ready to accept that this option is the only 
possible option, or worse even, fate.

To be convinced of it, we only have to give a recent example: recently, UNESCO General Conference, 
meeting in Paris from the 3rd to the 21st October 2005, has approved the Convention (148 votes for, 2 
against and 4 abstentions) about the protection and promotion of diversity in cultural expressions, in 
spite of the relentless opposition of the United States. His Convention obviously contradicts the GATS 
priorities, raising the hostility of the super-power.

With this framework of reference, the meaning of the discourse on quality insurance appears clearly, 
linking it to the priorities of international agreements such as GATS. His discourse is a true Trojan 
horse aiming at turning education/training into a commodity, and this is the reason why we are hostile 
to it. 

Obviously, the theoretical debate on  quality  insurance is needed. Yet, in our view, this need makes 
sense in another context emphasizing social conditions. In such a context, the teaching process and 
pedagogical  choices  are  important,  to  guarantee  social  insertion  and  improving  the  image  and 
expression of all the youths and the not so young beyond their social and/or cultural origins, among 
others. Project Pedagogy is guarantor of education/training quality insurance. For us as for Boutinet 
« it is opportune to grant value to project-involvement in an action » [Boutinet, 1998: 20],  with the 
purpose of « educating the youths and adults to live the present world differently ». Our culture should 
« give up the kind of modernity that has allowed its birth […] whereas it desperately hangs to this 
modernity of progress, better tomorrow, voluntarism of a future that can be controlled. […] It is not 
aware that it is offered another adventure, probably as ambitious and promising, but more relevant for 
the present period, that of the conquest of a less alienating present. […] We thus have to tame the 
present trying to give it back its substance; because in all events, a hypothetical future cannot be built 
on the existential  ruins of  the present  time. Conversely,  testing the present  in certain ways is an 
anticipating token a possible development » [Boutinet, 1998: 21].

The presentation we have made and the concrete examples we have given of this proactive, that 
develops on competitiveness rather than competition,  solidarity  rather  than individualism,  not  only 
17  http://amitie-peuples.org
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shows that  quality insurance can be talked about differently but that other choices are possible with 
regard to education that can be assimilated, in this period of arrogant neo-liberalism, to a form of 
resistance. 
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