International Journal of Early Childhood Special Education (INT-JECSE)
DOI:10.9756/INTJECSE/V1415.420 ISSN: 1308-5581 Vol 14, Issue 05 2022

SCHOOL AND TERRITORY: SOCIAL CONSTRUCTION FROM TEACHERS

Edier Hernan Bustos Velazco®, Jaime Duvan Reyes-Roncancio®, Orlando RiafioMelo®
®Facultad del Medio Ambiente y Recursos Naturales, Universidad Distrital Francisco José de
Caldas, Bogota, Colombia. E-mail: ehbustosv@udistrital.edu.co
b Facultad de Ciencias y Educacion Universidad Distrital Francisco José de Caldas, Bogota,
Colombia. E-mail: jdreyesr@udistrital.edu.co
‘Facultad del Medio Ambiente y Recursos Naturales, Universidad Distrital Francisco José de
Caldas, Bogota, Colombia. E-mail: oriano@udistrital.edu.co

Abstract

This article presents the research results on the relationship between territorial context and secondary school
teachers' academic practices in Bogota. The methodology consisted of designing and applying a Likert-type
questionnaire, and the subsequent analysis implies categories associated with the idea of territory. The results
show that the teachers establish connections between the legal, political, cultural, and social fields,
recognizing the lived territory.Teaching practices acknowledge the context of the institutional actors, even
when there is a low dynamization of the relationship with the families of the territory and the institutions that
make it up.
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1. Introduction

1.1 The spaces appropriation of material and symbolic material

Bogota D.C., which belongs to the Andean region of Colombia, has been immersed and permeated by the
events of violence in the country (Bello 2008) and the current Venezuelan political conflict, making it a place
of arrival for those seeking a new future due to its geographical location, it is status as the capital of Colombia
and the centralization of power.

For that reason, state, Bogota is a multi-ethnic and multicultural city, immersed in differences, inequalities,
and inequities (Santamaria, 2015), which entails multiple responsibilities for the district administration,
among them education, and this purpose, the Capital District has 1257 schools, located in 20 localities of
Bogota!

These educational institutions (EI), in addition to their modernized infrastructure, are spatially related to other
territorial divisions of their localities and surroundings. We find leisure and recreation, recreation parks,
mechanical amusement parks, sports arenas, shopping centers, public libraries, and natural places like
wetlands, rivers, lakes, and parks.

Inquiring about the teacher's interest in the territory as an environment or as a physical space (Bustos 2015,
Tocarruncho, Bustos &Reyes, 2021) let will know about their teaching strategies and the possibilities that the
school in which they work enables them to address encounters with local actors with this honest and possible
territory from the utopian perspective (Bozzano 2017) of creating this dream territory from mutual socio-
cultural interaction.

Ihttps://www.datos.gov.co/Educaci-n/LISTADO-COLEGIOS-BOGOTA/qijw-htwa
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1.2 Historical and spatial characteristics

Recognizing the Territory as a scenario of multiple interactions and social construction (Bustos, 2015) leads
us to reflect and see the IE as scenarios of knowledge exchange and cultural interaction and, with it,
discussion on the events in time and space that converge to recognize different phenomena; social, cultural,
natural, economic, which have generated traces and imprints on the actors.

For this research, we are in Bogotéa (the capital of Colombia), where the current territorial organization shapes
the events and icons in its history; its ancestral Muisca indigenous settlement, later the arrival of the Spanish,
and with it the change of habits, customs, and cultural practices.

Then, because of the different armed conflicts, deterritorialization emerges (Pérez, 2018), and as an effect, the
influx of other social actors comes from the different regions of Colombia. However, they do not arrive
empty; on the contrary, they bring a socio-cultural burden and the idea of territorializing a foreign space.

Actions resulting from this deterritorialization have become a challenge for the district administration and,
thus, the centralization of political and economic powers in Colombia. In this sense, the construction of new
realities, identities, and dreams becomes a challenge for the school as a scenario per-seof social
representation, which invites us to study in-depth and interpret the tensions originated by (Foucault, 1988) the
intention of power, force and authority present in the different educational practices.

1.3 Relationship with social actors

The school is a per-se scenario of articulation between the different actors that culturally constitute a territory
they live in. That invites us to reflect on the different experiences generated by the territorial life histories of
the actors.

In this sense, and the case of Bogot4, the capital of Cundinamarca County and Colombia, a meeting place of
multiple cultures where aspects such as the following stand out:

(@) configuration of identities in the territories, it is understood from all the cultural and social
interrelationships between individuals and with it (Geertz, 2003) from the design of networks of meanings,
respond to particular issues that raise cultural differences.

(b) social action is a configuration of meanings and identity, which in the framework of territorialities reveal

the relations between human groups that share, construct and configure forms of communication "of the
individual and of the group with the universe, which is an inheritance, but at the same time a re-learning of
the profound relations between man and his environment" (Santos, 2000, p. 278). In this sense, Hernandez
&Vargas (2012) find that the idea of environment comes from a diversity of cultural nuances in the
Territory, where "imaginaries are strongly rooted in everyday practices and experiences" (p. 196);

(c) cultural appropriation of nature as territory refers to the school and its unavoidable link with cultural
practices. Thus, school as a territory becomes a scenario to the extent that the academic community integrates
into its cultural life through the actions of objects of representation and attachment as a symbol of belonging;

(d) critical action is associated with recognizing the participation of multiple actors that enable
deconstruction and thus awareness as an aspect of tension and the generation of academic alternatives to the
institutionalized hegemonic.

Consequently, actors who suffer these vicissitudes are resilient, seeking to adapt to other already configured
territories where the school acts as a bridge from the critical training and, with it, the need to raise awareness
in the development of identities adapted to the new contexts of life from recognition and respect for the other
and sustainable development.
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That is manifested in family strengthening bysolving problems involving violence, land use, and the usufruct
of natural and mineral resources.

In this sense, researchers such as Fals (2000) and Boisier (2007) converge in stating that the territory contains
a community and that this will historically find in it a reference to its identity, given that it is there (Saquet,
2015) where they establish all the conditions of life and use of natural resources. Thus, the actors and
territorial dynamics will constantly influence economic, political, social, cultural, leisure, and academic
activities.

Therefore, the school as a territory implies identifying institutional and educational policies that seek to
accept, recognize, internalize, validate, and respect cultural diversity. With this, the school is also a territory
from the political scenario by establishing concrete actions with state provisions in education and recognizing
the importance of all its culturally diverse actors (UNESCO, 2010).

However, the tensions between socio-cultural roots and state norms must be investigated to contribute to the
meaningful construction of territoriality, understood as "the interaction between ecosystems and culture,
which includes its organizational forms, available technology, economy and symbolic production” Motta
(2006, p.12).

2. Methodology

The research involved the design of a Likert scale (alpha= 0.843) applied to a population (n=31) of practicing
natural science teachers in 19 locations in Bogota. The teachers are part of the Graduate program in education
(Master), emphasizing Natural Sciences and Technology at the Universidad Distrital Francisco José de
Caldas.

We organize the analysis of the quantitative information according to the theoretical categories: a) Material
and symbolic appropriation of space (Environment where schools belong), b)Historial and spatial
characteristics, ¢) Relationship with social actors (link with external actors), d) Relationship with social actors
(link with external actors), €) Resilience in the face of de-territorialization (Usually in public schools,
foreigners, displaced people from different regions of Colombia), f) Institutional and educational policies in
the front of accepting, recognizing, internalizing, validating and respecting cultural diversity.

3. Results and Discussion

Firstly, the multiple-weighting (Likert) questionnaire made it possible to map, using QGIS free software, the
territorial location of the educational institutions in which the 31 teachers surveyed work (Figure 1).
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Image 1. Bogota D.C. Schools where surveyed teachers work.
Source: own

The schools are from the 19 localities of the Capital District, with at least one school representing each
locality.

3.1 Material and symbolical appropriation of spaces

61% of respondents take the community into account in the curricula. 22% are neutral towards this
possibility. However, 70% of the respondents report incorporating relationships with the inhabited space in
their teaching strategies. 61% of the respondents use the school as a meeting point to discuss community
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problems in their classes. A further 22% of the respondents were neutral in this respect. All in all, the teachers
surveyed show a level of material and symbolic appropriation of the space in terms of incorporating it into
their curricula and analyzing the community's problems to which the school belongs.

The inhabited and transformed space (Bustos & Molina, 2019) acquires territorial meaning for teachers and
their practices. It implies understanding the acts related to the cultural experiences embedded, validated, and
recognized in the territory.

3.2 Historical and spatial characteristics

60% of the teachers relate their classes to the institutional historical context; it is essential to note that 22% of
the teachers are neutral. However, 75% of teachers agree that they plan concrete actions in their classes
towards institutional improvement.

Also, it should be that 81% of the teachers state the development of links between the students' life situations
and the actions of the teaching activity itself.

That shows good favorability for this category where the teachers surveyed consider in a concrete way the
institutional history and its dynamics within their classes, also involving the experiences of their students.
Most of those surveyed favor the development of these activities in which teachers contextualize their
immediate environment (school) with classroom activities.

In this way, territorial history (Bustos &Molina, 2019), understood as those events organized in time and
space, include experiences, the elaboration of judgments about reality, participation in socio-community life
(Bozzano, 2012), the interpretations and constructions of those real, lived and dreamed territories that give
meaning to the day-to-day of the teaching action.

Therefore, we will refer to this socially constructed territory related to historical-cultural dynamics at different
levels or “varied scale - micro, meso, macro - were actors - public, private, citizens, others - set in motion
complex processes of interaction - complementary, contradictory, conflictive, cooperative, supportive -
between systems of actions and systems of objects" ( Bozzano, 2009, p.146).

3.3 Relationship with social actors (links with external actors)

Thus, in this category, the teachers surveyed were neutral (36%) to agree (42%) with establishing connections
and integrating with other population sectors in their classes. However, some respondents stated that they do
not consider these social sectors in their categories (NGOs, productive industry, others).

These results indicate a low level of favorability for this category. In this sense, it is considered advisable in
future research of this kind to consider strengthening relations between the school and social actors, as this
will allow the construction of higher levels of belonging and appropriation of the actual territory (Hernandez
&Vargas, 2012), considering the establishment of networks and alliances with organizations and institutions
in the territorial context (Ochoa Ninapaitan, 2018).

3.4 Relationship with the realities of the territorial context

75% of those surveyed consider the territorial context of the community as part of their pedagogical
proposals. 51% are interested in including the analysis of environmental projects involving the Zonal
Planning Units (UPZ), where the educational institution belongs. 80% consider their students' experiences
and the ecological contexts of the territory in their classes, both in didactic strategies and pedagogical
activities and projects.

All in all, this category is favored by the respondents, which means that the teachers recognize the importance
of environmental dynamics and with it the sustainable relationships in the territory (Fals, 2000; Boiser, 2007),
understanding that the communities configure identities in their dynamics that give them a sense of
appropriation.
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3.5 Resiliency is the way to confront de- territorializing.

Given the territorial conditions linked to the Colombian armed conflict and excessive violence, we refer to
these situations as an "abandoned territory." (Haesbaert, 2005), which typifies resiliency as a way to build
themselves from de-territorializing.

Therefore,de-territorialization alludes to the nostalgia generated by the abrupt and violent departure of a
community from this socially constructed territory and, with it, the uprooting of customs, relations with their
ancestors, community life, relations with the fauna and flora, and countless thoughts, relations, and feelings
that are left behind.

Given this, in this category, 66% of the teachers surveyed consider it essential to develop strategies that allow
students to articulate with the territory in which they live. However, 47% of the teachers do not work with
families in de-territorialization. 81% of those surveyed favor self-recognition activities with their students
through interaction in class. In this way, territorialization processes emerge resiliently, converting a new
natural space into a humanized space. Aspects that allow us to interpret here are that "all de-territorialization
comes with re-territorialization, where de-territorialization has the virtue of removing space from the physical
environment, while re-territorialization is accompanied by re-territorialization updates it as a social
dimension" (Ortiz, 2002, p. 37). These situations make teachers' activities for the educational community
dynamic and transformative.

3.6 Educational policies for cultural diversity.

50% of the teachers surveyed expressed a high appreciation of the influence of their institution's policies in
favor of collaborative work. Likewise, 52% of the teachers agree with recognizing the establishment of
diversity policies and valuing differences.

These results coincide with 67% of the teachers surveyed stating that the institution's administration is
committed to respecting diversity. In this sense, the teachers of the schools in Bogota and the Bogota region
in this case study recognize that there must be plans for social construction articulated between the different
actors in the school as a territorial scenario. Bogota today (Bustos & Molina, 2019) is understood as a
territory of convergence of mestizos, Afro-descendants, Roma, and indigenous people, mainly from the
Muiscas as an original people located in indigenous reservations in the localities of Suba, Bosa, Engativa and
Rafael Uribe. (see image 1) However, displaced families from the EmberaKatio, EmberaChami, Nasa,
Sikuani, Guambiano, Kankuamo, and Uitoto communities are also replaced, including indigenous people
from Ecuador, Mexico, Peru, and Bolivia, as well as the displaced Venezuelan population.

4. Conclusions

The categories with the greatest favorability in the social construction of the territory-school link are the
relationship with the realities of the territorial context, the historical and spatial characteristics, and the
material and symbolic appropriation of the space.

With medium favorability are the categories: resilience in the face of de-territorialization (usually in public
schools, foreigners, displaced people from different regions of Colombia), and institutional and educational
policies in the front of validating and respecting cultural diversity. Moreover, a low favorability was in the
relationship with social actors (link with external actors).

Teachers, in their practices, link students' experiences with the context in which they live, making it possible
to consider the institutional history and teaching practices at a micro-level. Here, resilience in the face of de-
territorialization presents two main features: on the one hand, teachers develop self-recognition activities with
their students to a large extent, but work with families is scarce.
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Although teachers recognize the institutional interest in the subject of diversity, there is a medium sense of
recognition of regulations on the individual level in this respect.

Concerning the relationship with social actors, understood as officially constituted organizations and
institutions, it is necessary to delve deeper into research projects aimed at dynamizing such relationships,
given the scarce links expressed by teachers.
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