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- With this issue, "Literacy Discussion” introduces a
nymber of changes in forf and substance. The most con-
spicuous is -the new cover des1gn The Persian script
forming the’ flame of knowledge is a quotation from.
Ferdowsi's immortal "Shahname““ “Seek knowledge from the
cradle to the grave." Writing in the 10th century g the
‘Christian era, the poet expressed with felicity the spirit
of ,the cdntemporary concept of, 1ife-long learning.

Aniother departure from customary pract1‘1s the in--

wh It is
believed ttiat the loss in originality is more than com- .
“pensated by a gain in utility. This volume seeks to pre-
sent a many-sided v1ew of Paulo Freire: the man, his
philosophy.and his' literacy methods In order to fulfill
th1s-a1m, articles by Freire,’his supporters and his
‘critits are included. In plannung this issue, the editors
have borne in mind the special needs of training courses
gnd “discussion groups, as wel] as the interests of a more
genera"readersh1p

* Appreciation is expressed ‘to the follgwing publishers:
to the “"Harvard Educational Review" and.the Cepter for
the Study of Development. and Social Change, Cambridge
{(Mass.) for permissfon:to reprint “The Acult Literacy
Process as Cultural Action for Freedom," by Paulo Freire;

. to the "Comparat1ve Edugational Review" for authorization

to use Professor Edgar’Z. Frizdenberg's review of "Peda-
gogy of the Opressed," and tc Syracuse University Publi- .
cations in Continuing Education for approvai to reproduce,

- “"Paulo Freire: Utopian Perspective on Literacy Cducation

for Revolution," by William S. Griffith. The Griffith
article originally appeared in "Paulo Freire: a revolu-
tionary dilemma for adult education," edited by ‘Stanley .
- M. Grabowski, 1972. The editors are also grateful to the
Institute of Adult Education of the University of Dar-es-
Salaam for permission to reprint "Research Methods," based
on a lecture by Paulo Freire, anc to the Center for

?
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Interna¥ional Education of the Univegsity of Massachiu-
s v.setts.for allowing them to sreproduce "Cons¢ientization
and Stimulation Games," by William A; Smth. ' The
latter article is based upor the experience gained in
the Ecuador Non-Formal_Education Projecy in which the
Centre participated’ ~ - ’ ¢

-

(3

o

Another departure from previous practice in the
inclusion of book reviews from the subject fields in
which the Institute works. Thesé have previously been =
featured in "Literacy Documentation," .a specialized
publication intended for Tibraries and documentation
centres. It is thought that a wider readership may

Be served through their inclusion here. '

Finally, it'should be emphasized that the asser-
tions and opinions expressed in this volume are those
-of the authors, and dp.not necessarily, represent the
views. of the International Institute for Adult Literacy
"‘Méthods, or its sponsors. Paulo Freire has a message
to which some will react with delight and others with
varying Hegrees of distaste. It is this element of
controversy that makes him a, particularly fitting
subject for "Literacy DiscuSsion”, a Journal devoted
to the exploration of innovative and controversial
themes in the domains of literacy and adylt basic . -
. education: - Sy

 Readers-are cordially invited to expressTtheir = ,
reactions and offer suggestions to the editors.

<« .‘..' .
3

John W. Ryan
- Director
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FOREWORD '~
M,aj.i'é Rahnema® - - .
N - ) e - .
3 "' - v

Ten years ago Dau]o Fﬁ%lre was 11ttJe known outs1de

his native Brazil. Today, he is widely acclaimed as'a. - s

“leading thinker on-education; For those of us who have
been privileged to work with.,him and have come to know
at close range the. force of B1s mind, and the sincerity
of his-convictions, it is not his present fame but his .
previous neglect that demands explanation. Yet, it 1§ -
worth~ponder1ng how a polysyllabic Portuguese term,
“conscientizacad ", has come®to be common currency in
international conferences’ devbted to educationt. Part of
the explanation is. that, with Freire. familiarity breeds
respect. The body of his work is now wide]y avai]ab]e
in English, French and Spanish, and indeed is appearing
in paperback editions. But.perhaps there is more to it -
than that. Is it, as I suspect, that Freire's message
is more in tune with the present decade than it was with
the past one, o s :

. In many ways, the mentality of the 1960's seems remote
from ‘that’of the current decade. . The conference talk' of
the last decade turned upon what was rather grandly
styled the "instruméntal use of education in development”.
Manpower planning and rate®of return analysis techniques

) werE‘greatly refined during-that period and enjoyed a .
considerabTe vogue. ~Thet r—purpose-was—to maximize through

. better p]anning the service, rendered by education to the

* ecenomy. More generaﬁ]y. education was perceived as a
means forsadapting men to changing sqcieties and new

technlques. . -

s S . .

Dr. Majid Rahnema, author-of the Foreword to this “issue- of
"theracy Discussion", was born in 1920, the son of .a well- known
irapian author, journalist and diplomat. He obtained his Bachelor's

degree in*®aw from Tehran University where he tayght for a timé,. .. .

sad s Ph.D. in Economics and Law from the Sqrbonne University,
Paris. He entered government service in Iran with the Ministry of
Foreign Affairs and diplomatic posts, first in Paris and then, as.
Press’ Attaché in Moscow, followed. A_former ambassador to Switzer-
land, Dr. Rahnema has travelled extensively Tn America (he yas for
a tlne Consul-General in San Francisco), Africa, Europe and the
Soviet Union. He served as Head of the International Division of:
the Ministry of Foreigh Affairs in Tehran, and us Minister of .
Economics in the same Ministty. As Iran's first Minister of Science,
and Hianer tducation, he played a prominent rol€ in the establlsh-
ment of this Ministry in 1967.

£y
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L. . In the Third World, the masses were-thougpt to require o
Lo : special gducational "processing". The moderffization of * e
a © - . traditional societigs depended upon and implied the re- _—
) ] . making of traditional man. In<the developed nations, . - o .
Y L -recalcitrant minorities became "target populations" for "
2 the special educational treatments that were to be applied.
[Education and tralning were the keys to employment and . - .
. <3 hence to social integration., In both settings, developing
and developed, educatied~was the means for fitting man into - o=

et the new social and ecomomic roles that the impersonal
. . © - forces of rogress would ordain. 4 L
C . . -

- . -
s

This notion of education is the very antithesis of
Freire's’ conception. For him, the fore-going.is not edu- .
. cation at all, but+a species of anti-education, a form of - -
; conditioning deheaping to man. - Freire's ‘insistence upon

: a conception of education compatible with man's dignity
and responsibility ¥s explicit. "If, for animals, oriep-
tation in the world means adaptation to the world, -for man
. it means humanizing the world by transforming .it".l Man
humanizes the world through "praxis": unity "of thought "
and action. Through his tkoughts he seeks to understand:
the world and through his actions, tq.-transform and
humanize it. ,Man's humanity, Freire insists, derives from
his creation in God's image and imposes upon him hig§ es- ) -
sential votation.and quest: to become a more human being.
¢ ° " The challenge that confronts.him is that of escaping from
o the prisons of habit. and*precedent and the constraints of
his _bic-social sjtuation in order té realize his humghity :
to its fullest extents L t PR

S 2o~ Tpye“education serves- this end through conscientizations .. ...
’ it is a«liberating prockss which addresses, itgelf .to both - :
s . - the individual and the social dimensions of man. It -

«expresses itself in the manner in which human beings relate
to external realities in.grder to act upon them and trans- )
‘ - form them into the instruments .of their humanization. -

T

. . RN
. ‘.
w . . k)

v : " Dr. Rahnema has represented Iran at five sessions of the United
T . Nations General ‘Assembly. He 'has also been active in Unesco affairs..
’ At the invitation of the Director-General of Unesco, he served in -
. the seven-member International Commission on the Developrent of Edu- .
cation; "Learning To Be", the report of this Commission, is a
thougktful igguiry into the needs and requirements of education in .
the current *cade and beyofid. Recently, Dr. Rahnema has been
appointed to the United “ations University Council.
. > * -~ -

o

* In Iran, Dr. Rahnema's activities iﬁglude the direction of a
.Study on .the nation's health and medical prablems and the develop- .
o ment of pilot programmes for the training of front-line health and : .

medical workers in tribal and rural areas.
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. . o I authent1c education is characterized by the 1AQ9ra-
e tion of the human mind and spir’it, thesbasis of much_ tra-
S o dit®nal education is what Freire disparages as "banking",
y S . . " whereby a teacher "deposits" knowledge into the. mind of
: ’ ’ the’ learner. Both parties.z- teacher and learner -- are
. T ) captives of 2 conception of education imposed upon theme
§ Py K by tradition and society. By conceiving education to be . )
: : ‘- mastery of .a stock of knowledge rather than an orientation .
‘ towards their role in the worldg men condemn themselves
to realizing less than their full humanity. Content to . .
exist in the world rather than participating in it, they * T
p : become mere objects of history rather .than the authors of
. their own destinies. , . ..

. Thi's, man must seek and education must provide -a way .
_ of passing from a “"primary. consciousness" to the “critical .. |
‘ . consciousness" needed for his creative action upon reality.
L . In-the state of “primary consciousmess" man is submerged
. ~-" by reality and his interests center on the most vegetative o
¢+ - aspects of his Tlife. He cannot.perce1ve the world as it ) .
v v . is and is paralyzed by fear of everything, including his .
. own freedom. His life has po historical consistency. He
N is ignorant of his potent1a11t1es and, consequently,
“unable to act or to transform rea11ty to achieve his owWn
v endss

"Critical conscioUsness" a]lows man to emerge as a -) .
free human being. It allows him to perceive the wor¥d as” .
it is, relate to it, question it. It znables him to
’ choose, and to commit himself to the choice he.has made;
. ' " to accept responsibility and, together with his fellow . .
. " men, tu .learn-hew-to reach a higher degree of authentit .
7 - ) ,freedom For Paulo Freire the task of education. is,, TR
N : . therefore, to bring about the most favourable conditions e

R - .to gnable man, and-society as a wholey to- reach ‘this state
: ‘ of cr1t1ca1 awareness. ‘

‘ R . If for Freire the obJect of education is liberatich, . .
-~ s _its method i$ dialogue.: Dialegue is an encounter between . .
men mediated by the world.  Its purpose is the pursuit . -
“ of truth; its substance, a liberating act of creation.y - '~ e
~e In the "Pedagogy of the Oppressed" Freire warns that -
dialogue must not.be subverted into a "craft instrument" -’
for the domination of one man by another. ""The domination

. . ~ impTicit in dYalogue isgthat of the world by dialoguers; .. "
- SR it is a conquest of the world for the Tiberation of men, "2
8 s “* (p. 77). Dialogue implies a humanistic, an ”optimist1c"
. ‘view of the world: the beief that any man,,if freed from o
- w fear and the "internalization" of oppression, if truly - e
e . .. liberated, can add his méaningful and unique -contribution -
o to thesollectivd effort of all men to humanize the world.’ :
It nagate$ the “pessimistic" view that only a few, consti-
P R .'s‘ . . . T i T - - | S
) . [ e’y .
\” . *‘ . ) . L. ) 7
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. . .tuting the "elite", are-called to Jead the rest, that the ;
. e Judgement of a19.may not be trusted, that neither indi-

‘viduals nor communities, left to themselves, are fit to
* . make the "right" delisions as to their own best interests.

_ For Baulo-Freire there can be ny dialogue between op-
e o - pressed and oppressor. The object of the former, however
N : . dimly perceived, is his liberation. The purpose of the
‘ ‘latter is to maintain his domination. Between the two
there can never exist the. honestly of purpose which-authen-
« - tic dialogue supfBses. . : o
* N 0
. " - Nor can dialogue exist.in the absénce of profound Jove.
» ) Love is the force motivating dialogue, expressing itself .
. in the quest of each for the fulfilment of .the other. e
Hostile polemical arguments between men, being devoid of -
. _love, can never aspire to authentic dialogue. . o
Humility is yet another condition for diaTogue, "How
- can I dialogue", writes Freire, "if I regard myself as’a
‘case apart from other men -- mere 'its' in which I cannot
recognize other 'I's'?"2 (p. 78), Nor can dialogle flourish
among men who arrogantly presume to possess the truth they - ’
offer to share, but refuse to seek ‘through the help of .
. their partners. Dialogue excludes the perfect sage and
v * the utter ignoramus.. It exists only for men who,. together, ,. +*
K are attempting to learn more than any one of them now - .
... knows- alone. . L PR

. . *_An intense faith in man's vocation to realize his ,

o ' fullest humanity is yet another condition for dialogue.
. The faith of "dialogical man", however, is critical and-
o " R not'naive. He is aware that the power «f his fellows to

' re-create their world and liberate themselves repres'e%;’ . N

a potentiality which domifation and alienation may hav& - )
. . dehied them the capacity to realize. This awareness he L
- - confronts not with dfscouragement but With determination. ‘o

"Wi'thout faith in man, dialogue is a farce which inevitabiy * .
degenerates into patermalistic manipulation.."2 (p.. 19),

) Nor can diaTogue éiisi,withdut hope. "If dialoguers . . .

- expect nothing to come of their efforts, their encounter ¢
. will be empty and sterile, bureaucratic and tedjous."2 L .
Yo(peB0) e E

-Finally, dialogue is critical thi'nking about man and ,
< Nis role in the world. This thinking does not separate. >
“itself from action, perceiving rgah'ty as a processyof
becoming rather than as a predet rmined state .of being. »
Critical thinking requires a rigorous analysis of existing ,
. . reality and the means by which it may be transformed It. 4

o
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o PP N will not do for mai to accept passjvely the. réady-made
e answers of either the pelitical left or the political .
@ - right. Freire is only too aware of the possible danger
. ) of education being degraded into demagoguery. The purpose
s . . " of authentic education is-to-"draw out" the creative po-
: . tent1a11t1es inpat€ in men and not to "fill them qp“ with
“\*theeldenl S of would-be man1pu1ator< o "
N . B 1 have: stressed the importance of dialogue because,
for Freire, dialogue is- educatipn. He makes this expligit:
© “Withqut d1alogue there is no communication and * Sthout®
comnmunication’ there can'be no true educatidn."z- . 81)
- "Authentic education", he continues, "is not carried on
o ) : by ‘A' for 'B' or by 'A' about 'B' but rather by ‘At with
o oL : ‘B' mediated by the world...... (p 82)

- - ' The ed1tprs -have asked me to ‘stress in th1s Foreword
- the significance of Paulo Freire's contributben to_the
- teaching of 11teracy and, more genera]]y to education..
My response.is as fOIIOWS Freire's greatest service, to e
! ) education has been to emphasize the process of humaniza--
. - . tion rather than the methods.of- pedagciy, the goals of
} ” : cons¢ientization rather than the techniques of imparting
' e . ready-made knowledge. .He conceives literacy not as, a set
L of technical skills to he transferred to a learner, but
A - . as an act of liberation intended to provoke a new sense
<t . of self and a creative and constructiye orientation to-
. ward the external rea11t1es that surmbund and threaten to,
. submerge’ us. ’

. .

<For Paulo Freire, the objectives of literacy cannot
. ‘be separated from those of education "as a pract1ce of
¢ : freedom". Learning the .alphabet or the three R's can be
mean1ngfu1’on1y when it constitutes a stage in the pro-’
L cess of "conscientizacao", only when it enables men to
T, * . _take their first steps along the road toward their human
: L ization. In such a context, the individual with the.
. R . greatest store’ of sheer "knowledge" is not basically d1f5
- . ' .- . ferent from an illiterate. The alphabet, like any other
o .. tool for reading the.world, is ‘nothing but a technical
O instrument. The mé1n problem for man-is how to perceive
- and usé this instrlment as an aid. t6 his liberation, to
- "' o his passage- from a state of “primary consciousness” to
one of critical consciousness. Paule Freire's fordhost .
contribution to literacy has been to show the irrelevance
of a formal, aimless, “content-less" aoproach to the sub-
ject. To a greater extent than any other contemporary
thinker, he has succeeded in 1dent1fy1nﬂ the true dimen- |
- sions of $1teracy and 1ts ptace in man's process of se]f-
realization,

. . R
. a . . - - .
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Thus conceived, €ducation becomes more than a “bag’
of tricks"; it'is a new vision of life and a more profound
- interpretation of its possibilities and significarce. i
. That the practice of problem-posing, dialdgue-based edu-
cation which Freire urges will not- come easy; I shall not
deny. . Indeed, its.challenge is its preZeminent virtue.
For, in responding to it, men raise the level of their
- consciousness, and, in .meeting it, realize in fuller
measure their humanity.

The sense of crisis pervading education today, is-,
I' contend, the consequence of alienating the prgcess of
learning frog- the basic reasons for man's desire to learn.
It reflects the growing*divorce between the ends and the:
means .of education. This has led us to conceive our prob-
lems in quantitative rather than qualitative terms and
* has, according to our plais and p?ogiammes.'produced more
. more schools, mdre students;-more teachers, more drop- .
outs more of everything except Solutions. . We have
sought cur answers in production rather than purpose and
they have €luded us. T ~ . L

a

.My warm personal friendship with Paulo and the admira-
~tion'T feel for his prophetic qualities-are such that,
«ere I to express at greater length my.own opinions, I
should be 1in. danger of betraying the spirit of dialogue he
urges upon us. I shall, therefore, invite you to form
your own reactions to Paulo Freire: the mén, the thinker, -

the humanist, the fighter and the philosopher.

Without seeking to prejudice your judgements, I -offer
my congratulations to the editors of "Literacy Discussion"
for what I consider to be-a unique and-very: useful col-
lection-of papers. In them, you will encounter Paulo :
Freire, his critics and his.admirers.’ The issues to.which

7T they address themselves are fundaméntal: their contentions
) -represent a challenge to education as traditionally con-
ceived-and practised. I join the editors in formulating
the ‘hope that this volume will find a place in-training
- courses and universities, in-addition to serving the pur-
poses of a more.general readership. - =~ .

A)
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(See p. 64 of tnis .
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"INTRODUCTION :

..“,;,:;’:',' ) ‘ .. v‘ E ’ ) ) / A
FREIRE - THE- MAN, HIS IDEAS
- AND THEIR IMPLICATIONS .7

. e . : - .. e

Farideh Ma;éhayekh, -

In this introduction to the subject of the present
issue of Ltteracy Discusston, ‘Farideh Mashayekh seeks

. to explain Paulo Freire's approach to 1iteracy. This

is a challenging assignment. Paulo Freire is not a

fragménted thinker: His- ‘literacy method is the ap-

.7% plication of his. philosophy. It derives From his -

. conception of man and man's role in the .social order.

. This philosophy, in turn, 'is rooted in his experience:

- of the environment in which he grew to manhoed - the .
North East of Brazil, a geographical,expression with
political and social overtones.. Thus to comprehend
Freire's approach to literacy is to know his phile- :
sophy and the social situation in which Ik was con=+ - -

" ceived and to which it relates. : '

-

. This article is intended as an introduction to
those which follow. The writer is a Research Officer
at the International Institute for Adult Literacy

‘. Methods.. . -

Paulo Freire s mEssage,is direéted ‘to the Third
World but its implications are more general. His
fundamental thesis is that the purpose -of education is -
! the formatiofi of man as a ereative and critical being.-'

)
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‘One cannot e&ucéée'ﬁiﬁﬁbut"having T .
a'philosophy  of man and the. world.
-It i3 a Iie to- speak of neutral edu- .

cation.......
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.. 1. PAULO FREIRE: THE MAN AND HIS ACTION

'y

o

in 1921. His was a middle-class family in a region beset

. by poverty. That~Freirefs mind "and future vocation were
shaped by the social situation into which he was/born and -
in which he grew to manhood seem. evident. "Schobling in
Recife was a privilege enjoyed by a minority. /It was this
schooled minority which dominated the social jand economic
institution's of society and enjoyed theﬂbegéfi;s they pro~
duced. The majority lived in circumstance;’ofhgrindingn
poverty and oppression. They were to be seen in the streets
and served in shops.and homes, but were ot "heard”. They
lived in what Freire terms a "culture. of silence", condemned:
to passivity. _ . .7 LT e

In Recife, Freire completed his qﬁiversity studies in
the philosophy of education and’ beggh an academic career, -
The course of that career was determined by the concern that
dominaied his thoughts and actions. His purpose was to
work out an educational method that could speak to and .make

_‘Speak.thqselwho'lived 1n,siléucg‘and_accepcgd ignorance and
 poverty .as their assigned lot in life. To them he pro-
claimed a "pedagogy of freedom"’founded;qpon an awareness of -

- both self and society. Basing himself upon a study of ...
Brazilian history and the writings of Marxg-Fartre, Fromm

~ and Althusser, Freire stressed the need fgf literacy teaching
‘based on his concept of‘"conscieﬁtization"fthrdugh‘which
'man, not as a receipient but as a knowing subject, reaches
a deeper awareness both of the socio-cultural reality on . )

which his 1life is built ‘and of his ability to transform that

v"reali«t:y.'" . . L. - ol s
+= In Brazilian society;”the'illiterate_bffers an almost

.perfect’ example of alienation. "But.illiteracy 'is not the *

- whole cause of this alienation, ohly one aspect of it. In.

. an under-developed society; .the illiterate is not effectively

s 8

f) "Conscien;izgtion refers to the p;oéess by which man, not
as.a recipient buf as a knowing "subject, - reaches a deeper
awareness both*of the socio-cultural reality on-which
his life-is built and*of his ability to transform that i

realicy". p, Frbﬁrq.y'ﬂu]furvllqction for freedom,

' Harvard Eduéatignal quigﬁ; Cambridge, Mass, 1970, p. 27

te
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... Paulo Freire was born in Recife in Brazil's NortheEast——
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master of himself. -He is a proletarian in the true sense
of . the ‘word: his only wealth is his progeny. Since he has
"ﬁﬁ"ﬁfﬁ?‘é&iﬁﬁﬁr"qualifi;atiun%, he-ig-at-Ehe—mercy-of em-

plqyers who exploit him as they wish. His relations with
‘them are of the master-slave type. His work, in such | con-
‘ditions, is devoid of any creativity. His activity centres
“on the satisfaction of two basic instincts, which.are the
least typically human: survival and reproduction. 1In satis~ -
fying -these instincts, he is dependent on nature and her ¥
magical power. ‘How can he stand up to drought,‘bad harvests
and capricious fert111ty7 How can 'he fight- the occult forces
'at work. 1n us_and in our env1ronment7

Unable to comprehend his potential, the 1111tefate L .
_cannot dEVLlop it. He 15 marginal with respect both to him- '
. self and to others, whe¥her- ,they share his ill-fortune or

exploit him. Tlmq,ufor him, does not permit the exercise..

of freedom: his li?é ‘has no historical "contour. This being

the case, a p051tive legislation has recognized this con-
stitutive sterility and matginality by refusing illiterates the
right to vote. ‘30 how can they emerge from their mental
under—development to collaborate in the advancement of others
and in the construction of a more human society? This re-
qu;res a new concept of eéducation. Education insofar as it

is a concept already colonized by the school, is condemned by
Freire. The school is.seen to be an instrument of domesti- A
_ cation all over the world; ,whereas in the- nlneteenth century

- it was belleved that free, universal publlc schecoling .would

’ . spell the end of class distinctions, it appears today as an

~1ntegra1 part and favourite instrument of the system.

However, the myth of the school as a democratic - 1nst1tu—
. txon ig still’ far too alive; this myth must be destroyed, and .

. -, rthe procesq -0f, selection of pr1v1leged elites must be shown e N
" to be no acc1dent, but the actual aim"of the 'system, even if
" well-hidden beneath the democratic rhetorlc of equal oppor-

“runity for accession to the ruling class Paulo Freire,

as both’pedagogue and philosopher, is one of ‘the partisaus .

‘0t sauthentic demgcratization of- educat10na1 opportunity. ‘
. Although his ideas. on the new concept of educatlon in general,

<
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and on adult 11teracv in part1cu1ar, clearly reflect -the .

disturbed. situation of Brazilian society, his overall view v
- of education is. nevertheless, to some extent, valid for all =

oppressed people of ‘the Third World. T T T e e e

Paulo Freire's early experiments. in the applicatlon of )
his pedagogy date back to ‘1962, -at his birthplace, Recife, = '~
(Pernambuco Stite) and in Jo3o Pessoa, (Paraiba State): The
convictions he had, acquired and fostered from early youth
through contact with the -oppressed -in his own reglon were |
strengthened by his work with the popular cultural movement
in Recife. He set up an important organization for education
and!popular*cuitufe, the "Cultural Centre," in which "cul-
tural circles' took the place of traditional classes. He
instituted group discussions,to promote the analysis of exls—
tential situations or action Ltself inspired by such analysis.

N

In the course of the conversations in the "cultural °

~circles", topics for discussion were “proposed by the groups
themselves with the inteéntion of drawing up a list of problems.

that could be ‘'used as items for debate.. Favourite subjects

'such as "nationalism", "development", "democracy . "1111teracy .
Ythe polltical development of Brazil", and "the illiterate's

~ vote'" cropped up. in more than one ‘group- discussion., Whenever

possible, and with the aid of visual media, these topics,

in outline form, were presented to the group through a'dia- _ _

logue to encourage all members of the group to participate.

Aftet six moqths of experimentatlon, Pauld Freire.wondered
whether it would not be possible to apply the same active .. ..
method to adult llterdty, thereby transforming .the' Lradltlonal .
approach... At .the same time,a Cultural.Extension Serv1ee~was.ﬁ*:
set up in the University of Pernambuco to discuss and analyse
hls me thod. . g

In 1963 Paulo Frelre was appolnted co- ord1nator of the -
national literacy programme and in that same year the Anglcos
(Rio Grande del. Norte. State) experiment took place. In about
45 days, 300 workers became literate,a result that made a
deen lmpres51on on publlc opinion.
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After this experiment he was able-to apply his method
on a wider scale, but this time under the patronage.of the !
Federal Government and all over the natfonal territory. Con—

, sequently, 'cultural circles"were set up in neariy all the.
 different State.capitals ofvthercountrymbetween June 1963
and May 1964, . -

'The 1964 Development Plan set an educational target for
_that year to teach approximately two million illiterates
(30 participants- to a circle, with each circle lasting about
three’ months) - This was, therefore, the beginning of a lit—'4
eracy campaign 6n a national scale which started in the =
urban districts and rapidly. spread to the rural areas.

Ta thelcultural circles" the predomiinant. notign of
ltberty gave meaning to educational experience which cannot
be effective, nor achieve its aims, withodt the free and

- conscious participation of the adult illiterates.

In’ accordance with his pedagogical conception, Paulo

-« Freire went farther than certain.classical models in his .
experiments. For example, ‘he replaced ‘the concept of- the..
. -class, which he felt to be too highly-charged with passi-
*w»-vityT—by that of- the ,cultural circle. Instead of the teacher, .

.dispensing traditional ex-cathedra education,he offered a -
“discussion leader or co-ordinator. DmaZogue was substituted.
.for the discursive lesson, participating group member for
o llliterate, homogeneous, limited programmes, codified into
Zearnpng unpts, for traditional programmes and curricula.,

The political implication of the cultural movement gra—

- dually began to provoke concein. Only those who could read:

and- write were allowed to vote. The 1964 Development: Plan
" made gerious. provision for increasing the number of illiter-.
ates and hence. the number of voters. For example, in the
.. State of Sergipe,'a tétal of 80,000 votérs was added to thé
9,000 previously enrolled; in the State of Pérnambuco, the
elegtoral roll jumped from 800,000 to 1,300,000 -and ‘the
same phenomen was’ to be expected in other states. T

-
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. Literacy and the awareness among the masses of their so-
- cial condition which it produced was perceived by the governing
classes as a threat to social stability and priviledge. While
there was no objection to the increase in literacy,-which was
- perceived as probably beneficial and in any case harmless, !
‘ the'By-produc;s of the procdess, awvareness and assertiveness,
were viewed with alarm. . . o

T ’_i7Conscientization cleared the way for the. voicing- of social
“claims which arfe often produced by a state of oppression.” If

- many workers, as soon’ as they became literate joined a-move-

- ment to organize syndicates, this was because they- had dis-
covered, for themselves, that this was a legitimate means of °
defending thedir own interests anmd those of their work mates.

. This new element, a political awareness among the masses,
~ began to engender opposition. - Although incapable of insti-
“gating an autonomous policy themselvesy the oppressed were 1
. Mo loriger prepared to pdssively accept the policies of others.. - o,
Y ‘Popular education was developing' a spirit of questioning and. °

_ . .. i ‘
In .the domairn of education; Freire achieved a unity of ——
theory and action'th@t*wgsfhisﬁpurpbse, As an edycator, en-
grossed in the problem of"illiteracy, Freire addressed him-'
*"'self to the most oppressedclasses. He used his own ex- - -

periences and-those of the people as the basis for his peda- e
gogy in which both the teacher and the taught, equally de- o T
‘serving of freedom and capable of criticism and Judgement, L ]

"share an apprenticeship in the development of an-awarégess
© of the situation in which' they live. "His pedagogy is funda-
mentally anti-authoritarian. - - g e

_-+ In the.realm of pdlitics, Freire's ideas suffered from
.~ their spectacular.educational 'success. Literacy, previously -
" .advocated.as "a gift of the enlightment' to the poor and
miserable, came to be. seeén as a“means for questioning the .
established order and potentially a weapon for achieving | o
'social ‘change écceptable“tp“the extent that it enabled poli- :
ticians to play the electoral game and engage in.a uni-di- ,
rectal communication with- the ‘masses... Literacy became suspect
when it led the masses to communicate their interests and °*
"expectations to their'leaders."Ffeire qu.elimina;iﬁg'authot-

.
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" .» ditarianship 1n education. Would his "subversive" influence
. spread to the political realm? This was a question left un-"
answered by the politicial events of l964
Following the assumﬁtion of power by the military in
-196 4, 'Paulo Freire ‘was imprisoned for.75 days on a charge
. of applying an educational policy opposed to the national
interest. Upon his release -he took refuge in the Bolivian
Embassy arid_later fled Brazil. For four and Walf years, he
lived with his family in Chile ‘where he collaborated with v
Unesco in the -Institute of Capacitation arid Agrarian Reform. .

,\~i

e | g—recent1y—be@qr1qnnxhnnnffhmmse%ior—atmtheweentre«for—--—~!

~*  Educdtion and Development Studies of Harvard University. At
) present he 1is working with the World Council of Churches in .-
”rGenenva, in the Directorate of + the Education Division:

. The issue of political conflict. which arose in Brazil
. . and 1is inherent in his concept. and method of. education has
not bean .resolved even in Freire's own mind. In a 1972
. interview, Virginia McKins posed the following questiqn and
received the indicated answer:

+

e e em - o

V.M.i : 'hat would you do if the class in power |
., did not accept the idea of educatlon as
s S 7 a llberatlng action?

. .”:t» < PJF. i That is'4 good question. However, if . - T
‘ R I knew the reply, I should not have ,come

e . to Geneva.

. P 7 -

- R N

The szes PduGatbonaZ Supplement "Interview with. PaUlO
Freire. New York 20/10/72 p. 80.
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Education, being a subs‘/st:em of -society,
necegsarily reflects the'main-features of -
- that society. It would be vain co hope for
CoLa rat;ional, humane education in an wnjust,
society. : : }_,.

Unesco. Leaming to be; the world of edu-

ecation today and tomorrow. Paris, 1972.
p. 60. . »
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II, . EDUCATIONAL-CONCEPTS L : . T

B Paulo'FreirefS,theory of education rests on the con:q:\
- victfon that any- man, howevér ignorant, is capable of looking

Uciétically" at his world. .Accordihg to Freiré, what is

.- 1mportant for the illiterate magses is nbt to learn haw to |
" .read and write, but rather to. discover how "to hold histbry
in tneir hands." They must learn to read, ‘and at the same

. ] . g »
time to make; history, instead of learning how;to intone

"ba, be. bu...." After observation of the.existentYal sit-
uation of the illiterate masses in Latin AmeriEa“ Paulo
Freire states that it is impossible to accept the ided’ that
407% of the pcpulation  in Brazil, 90% in Haiti, 60% in Bolivia, °
40% An Peru, more than 30% in.Mexico and Venezuela, and 70%

v

“dn Guatemala. have deliberately chosen the .tragedy of il;‘:
- literacy ‘which forces them to remain on che outskirts of -
= society. i . . '

His educational conception {s-generaééd by critical re- -
flection on the condition of the illiterate,* This is a peJL .
. petual dialectic according to which -one should denounce in -~
" order to announce, keeping the tréﬁéformation:qf'the exis-

tential reality, As the oppressed gradually perceive their
- personal -and social situation more clearly and critically,
" discerning ité‘cbn;radictiodﬁ,,dico&erihg its causes dnd “ -
. foreseeing its consequences, they. become capable of trans-
forming these facts into cencrete action. Furthermore,
in applying themselves to this transformation, the more
.+ clearly do. they discover all the implications of these_fagtg
~ and the more acute does their critical awareness become’, : -
‘It is in this perspective that Paulo Freire avoids the use
of the word education, which is employed also for "training",
"domestication" or "personal promotion". "He prefers the
T term cultural actidv, which allows him to speak of "cul- .. .
tural action- for freedon" or "cultural actjon for'domegti-
1" e o . . d -

‘cation ", T e . . C ST
-

ﬁé accepts, as a definition of cultural action, the. for=
mula of Mao Pseetung: . "Progressing from emotional knowledge
~ to a rational perception of reality." The transformation of'
existéntial>realitf is brought about by means of reflection,
which is ad-miration of the object received. Reflection will

¢ . :
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lead dialectically to a praxis, which is action for freedom ¢
proyvoked by reflection; this attion in its turn will evoke
new r=flect10n, and so on, .. Y This process leads to
consclentizatlon which accordlng to Paulo Frelre, is the
development of critical reflection or the critical insertion
of man into hlstory and ‘culture. Culture is conceived as ' -
the transformlng action of_ man on nature;

‘. »
s v

1. foward a Critical Awareness . .- o '
o 14 . . . .
Taking-as his point of departure the -fact 'that man's
normal condition consist®J/of being not only present in the
world but also a part: 6f it, Paulo Freire ¢hinks* that: '
"man must establish a relatlonshlp with the world, and by" *
an act of creation and re-creation beginning in the’ world T e
of” nature, he must sutcceed,in evolv1ng a personal contri-
bution, & culbural-actlon so that he can take his ‘placet =~

in the- uvrtd of culturé: . Man, in his relationship with . .

reaiity, within reality, iy order to pass successfully from
the world of ndture to that of culture, creates a gpecific
link, of stbject to object, resultlng ‘inethe knowledge ‘that
will be. expressed through language.  This link mu$t be es-

~tablished by man,, whe ther llterate ot not. #One .has only to
.be a man to be able to do thiS\potanttaZZJ One has only

to be a man to be able,uo graspthe gdata of the existential
world and to'know, even if this know&edge can be only re- ~~ . -
lative; in other words neltherhpon\‘pie ignoranc€ nor ab- ‘
solute knowledge. Man, however, dOLS‘not perceive thg dara .
of reality, his existential: swtuattan,kphenomena or problems,
in their pure state. "In his’ percéptlon, problems.and phe-
nomena are apprehended at the same time as their logical

.- Jlinks. He-grasps’ their causality.. The . comprehen31on re-

sultlng from perception will be all. the more critical.once
the trye causality has been, apprehended. On the :other hand,.
it will remain all the ,more maglcal, if the llnkS of causality o

* RN - : . R
‘Paulo Freire; L’éducation: pratique de la liberté (Edu-
catlcnr'practice of freedom) Les éditionﬁ'du Cerf, 1971,

-
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-4 - are less well perceived. N . o '

Even. if true causality is always subjected to analysis
in a erltltdl awareness, for what is true today may not e -
50 tomorrow nevertheless‘what seems to be the genuine
causality to a primary awareness is no longer ‘such in reality,j
because this awareness attrlbutes to the causality a statlc ’
character, somethlng definite ‘and stable."

. o Human existence unfolds in a given time—table’context;.
‘which man does not choose. But to a certain extent, he is’
- . able to emerge from this world into which he is thrown. An

* animal adapts ﬂfselF to nature, a. man transforms nature and
* leaves his 1mpresslon on it,

-_,",J e e s TEME - ElIb& Sfﬂp‘iﬂ‘LUﬂSClentlZatlon, therefore, con31sts
of helplng the iliiterate to rediscover natiure with new es
-eand to distinguish hlmself frem it. This first stage is
.translated into practice by interpolating all -the habits, L
routines and traditiors that have been conserved. This inter=
polatlon leads 0" the second stage, -in whlch man discovers ?

L lhc pr1n01pal dlfference between nature and cuLture. )
' By dlstlngulshlng himsalf from. nature and 1edognlzlng
» " himself .as a subject, man discovers himself to bg}a creator- "
’ of Culturr, defined by Paule Freire as "mans’' contribution
" B0 natyre,'" : : « ,
- . ’ R -
In- order to a331st the illiterate in-dlscoverlng this - E

dlstlnction, ‘ne"tis Ppresente :d first with objects: found in
nature (water, tregs, clouds, etc) and then with objects
bearlng the stdmp of>human labour (bricks, a)house, asdam,
etc.). Thus,, ittle by little, man discovers the signifi-
cance ‘of work and discerns in thls enrichment of nature, a
T new, PCCILLLally human meaning, which,he has created. Man, "
clhscious of the:cfeatiye povwer. he deploys in his work, dls-
" cbvers hiniself, seks higself up as a subject and can be rew
«cognized as’ such,by other men. This leads to the realization
‘o " 'that the relationship of man to nature-fannot be dissdciated -
© . frog the relatlonghlp that exists betwe n men, .Moreover,
culture is not ‘the:result 5f one man's orky it acquires
meaning . only for a group of men: bullt up\by it into a com-
munity. - Because of 4'ts wark, this communlty is itself: the
subject of - a specific cultureé, whrch is transmitted and

o - . @

. [C o s CRTT 0 e
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. enriched over the years.. : ' ] B

‘is also a subject of history..

From here on,- the discovery of culture goes hand in hand
with the discovery of hlsLoryi;,Man, as a subject of culture,

.

2. The Stages of Conscientization
The process leading. to conscientization can be divided
into three successive"stages:* . . .
k) . : .

A, At the intransitive awareness stage,-man does not per-
ceive the dialectic relationship which unites him tith
nature. He is caught in its flux and cannot emerg

EMC'

Aruitoxt provided by Eic

u

LLUTit - .Lll ULUUK LU ua[.l.bl-y IILD ULIB.LL ut:c:ua, l'lL Brl ves
himself up to the irrational game ‘of magical forces,
which he serves by his activity. Fatalistic, and an -
- outsider with regards to history lives from day to day.
The society in which he exists is not a comnunity, but
at most an aggregate of families struggling for life.

B. DNaive transitive auareness is characterized by an initial

'perception of problems. But his examiﬁétion is not
pushed to its limits: it is restricted to vague global
dlagnoses and solutions of a similar character.-

C. It is only-by eritical transitive awareness that man can .
" free himself from his alienation. At this stage the in-
"dividual examines procblems without allowing himself ‘to
be blinded by passion., ‘In his diagnosis, as well as in

his search for solutions, he tries to be critical and
nroceeds rationally. And as, the problems to be solved
ate complex and affect the collectivity as well as the
indiviudal, diagnosis apd solutions demand.dialogue and
cbncerted efforts, in Jther words, true democracy.

Y

Michel Schooyans "La. Maieuthue Nouvelle: la conscienti-
satior ‘de Paulo Frclre"/The New Maieutics: the conscienti-
‘#dtion of Paulo Freire. Culture. et devcéoppement
‘le..rl, no. 3, Paris '1969=-70, .p. 435- 453.
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/

" 3. Glossary

In order to facilitate understanding of the practical,- -

political ar social aspects of this pedagogy, a descriptich.
of certain concepts, as Paulo Freire hLimself defines them,
appears indispensable* : .

~

1 ] .’ .

Man is a.bein¥ in the process of transformation, therefore
incomplete.  Accordingly, one cannot -ipsist that hé behavesg
like any given model. One must accept the fact that he be-
longs to different communitieSr(socioéecongmic,LIeligiousj

g o em

—cultural, etc.) which are continually shaping him. ' It is

in his relations with the world that man becomes. aware of
himself and, by progressing beyond emotional perception of
facts and things, arrives at the act of knowledge through
reflection which is|the source of activity of his intel- .

'_: lectual faculties.

..only contact with it,

.-

- Faced with

Man's initial attitude toward realityyis not knowledge,
but ‘ingenuity, for at |his most primitive degree of awareness

N

-he has difficulty in d fferentiating himself from nature.

In fact, reality ds for him at firs
in which he can dévelop his activity and

concrete situation
which provides his

emotional—perceptions.

istic distinguishing hil

. However, the fundamental character-
from an animal is that the latter

adapts itself to naturel whereas even the most "ﬁrimit;ve"
man atteﬁp;s to adapt and humanize nature. One might say that
men have a relationship \with the world, while animals have

o

- A3 a being in a 84 ion . S
' The starting point for the concept of conscientizatior.
is the re-positioning of|man as'a being existing in the

. world. NIt is because he|Ms @ ‘conscious being that man is

[

not orily Nn' ‘the world, But 'with’. the werld. Only man,

.as an 'open' being, is capable of successfully accomplishing
the complex operation of 7t ansforming ' the world by-his .

* The fSIIBwing descriptions are taken from Paulo Freire's

" talKs ‘at the C.I.D.0.C., Paris, January 26-31, 1970.

“(Edifor) -
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actzon, at the same.time that he grasps and expresses its .
reality by means of h%s ereqtive speech." - . -

If man was only "in the world" he wouldsnot succeed in
knowing either it or himself. However, man is also "with
" the world", whereas the animal is merely "in the world".
‘Thé animal lives: : .

S - without time;

- submerged in llfe with no possibility of emerging
. from it;

-

- adjusted and- adhering to reality,

‘But man can:

- cut through this adherence and transcend-his
being in: the world; i :

- +add to the life he has, the existence he makes
for himself.
‘Existénce is, therefore, a way of. life peculiar to- the being
capable of' .

"

- transfqrming
- ﬁreducing
-~ - deciding o N .

- ~creating : .

-

- »and cbmmunicatingF ' .

Whereas the animal, which only lives in the world is
incapable of thinking about itself as living in the world,
man, as a subjeét existing with the world, thinks about this
and questions himself on 'his relationship with the world.

The realm of his existence is, théerefore, one of. work, his-

tory, culture and values in which .he experiences dialectics,

determinism and freedom. Were he not to destroy his adherence
to the world in order to emerge from it with an awareness
formed by his admiration (ad-miration) of the world as an’
object, man would be only.a particular being, incapable of

- .
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poqderihg his own liberation: Only those beings that are -
_ conscious of the fact of their conditioning aré‘capable of
. liberating- themselves. . - A o

. This "reflectivity" springs not from;a vague, uninvolved
ci .. Aawareness, but from the exercise of a deeply transforming
TR action’on the determining reality. ’ :

- "Awareness of'" and "action on"-reality.arg, therefqre, ,
the two -inseparable components of the-transformation act by -

;;__;;,_mgéﬂs_gf_nhich_men_bgeeme—re1ated4betng§7’ .,
AWAKENING OF CONSCIOUSNESS “

N . - L, A \

Avareness is the esséﬁtial attitude of,éap_in and with
the world. But although’any consciousness is "consciousness
of scmething", the growth of consciousness is not always
knowledge..... and, moreover, much time is of ten needed for
.the awakening of consciousness of all we experience.

“THE ACT. OF KNOWLEDGE ~ - i

A certain number of perceptible elements exist within
the visual field of the human copsciousness. Some of them
are already perceived in a detached manner. By standing
‘back from them, by:admiring them, one begins to know them.
(which is quite different from the "knowledge" one may receive.
through transmission in education -without necessarily - :
acquiring a "cognitive experience"). The act of knowledge
implies the dual context of practice (reality) and theory .
(the critical comprehension of this reality), with codifica-
tion (drawing, symbols, writing....) acting as mediator be-
tween the. two contexts. K - :

REFLECTION

- The ‘ad-miration mentioned above is reflection. A man may
feel hungry'@ithdut any deeper understanding of why he is
hungry than that he has not eaten. If men are incapable of
analysing their actions (which transform the world) criti-
cally they are in an impaése.,.ias‘islgenerally the case with
the oppressed  avareness. It is through ad-miration of a past

5'4percep;ion (or reflection on a situation already lived) that

o

B . ’ . v o~
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men gradually begin to understand reality... If this knowl-
edge is real; there is involvement; in other words, knowl-'
edge 1is materialized in action: reflection leadsto praxts ,
(for it is actions, not words, that transform) ’ ' .

z . . OPPRESSED CONSCIOUSNESS , i

The preceding steps are lpqs easy for the oppressed : I R

eaee&ousness; which—inour society of domination is the |
basic state of almost all men we try to help liberate .

T ~ themselves (no-one can free anyone, no-one can free himsel€f,
but men can free’ themselvesrtogether) The oppressed con-
sciousness feels oppressed..» but does not know why; it
is imprisoned in the 'culture of silence", the great barrier

" facing the "educators who want to help them advance.

The oppressed conscioysness can be characterized by:

huge inferiority complex when faced with '

nho knows'; .. . .
a certain debil ity ("I don't know.:.' ), or lack - A .
of self-confidence;- . . . ;

- an over-powering belieffin the invulnerability of
" the strong who oppress it...culminating in servility
(perhaps as an attempt to conciliate them a little)..

All this adds up to a total existential insecurity and
great emotipnal instability which may be sublimated in
violence if a favourable opportunity presents itself. This
is because the oppressed consciousness is 'dualj it is both
oppressed and - oppressor (of those who are weaker). Its °
model, the 'strong' man is, in fact, the oppressor and learn~
ing from experiencé that "seeming" is more .essential than

~ "being" in our society, it will try to pass from one camp
into the other. (Examples - which we often tend to judge

. harshly without understanding, - of the e#fploited who turn
into much worse exploiters than those who oppressed them .
are numexous). Nevertheless, this does not prevent the op-

" pressed consciousness from readily feeling guilty when it v
accomplishes, or participates in, an action that could 1lib-- -
eratc it , at least partially from its yoke. . e

These characteristics are employed by the oppressor ‘to
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increase his oppression: he takes advantage of the ready
feeling of guilt in order to annihildfevgny germ of re-
action; he makes particular use of slogans, ‘taking advantage
ofgthe-émopiohal instability of the oppressed consciousness
(we have only to think of commércial .advertising, or "po- "
litical demagogy...), knowing that the more thoroughly he

@

tames these poeple, the more tractable—they will~be¥ater .

on... Our first task, in fact, will be to learn how' to re-"

- cognize their varied reactions... if we wish to understand -

them and not to cross them even with the best,wi}; inthe'
world. o A ' '

)

FREEDOM ~ - . S S
We .cannot, indeed, learn freedom in-a situation of
oppression, which we run ‘the risk of maintaining, if we do .
ot attentively search within ourselves for the character-
dstics of oppressing consciousness we.all possess (Gultural
- invasidn: we have so many important things to teach them, .. -
We know how to solve a certain problem so much better and
so much more effectively. - When-all is said and done, we

have .so much mote-experience than they dé!).

With-slight adjustments, this also applies within the
level of the family to "bringing up" Children. . Pafents °
'shou1d ask themselves whether their upbringing is not op-
pressive in nature: they should remember that the foundation
of authority is well-conceived freedom, or else they will
never be-able to teach their children freedom! Children
‘must be able to live their lives and they must be able to
exist (existence is more than life!); if one must take pre-
-Cautions, one must also know how to respect theéir legiti-
‘mate autonomy. o ' . '

" EDUCATION :

_ .There aré.two ways "of practising "education". " There is
education-for-domesticatioq (or "training", well-illustrated
by the school) and educétqu-forrfreedom, It is preferable

. to speak of cultural-action-for-domestication and of cul-
tu%al-action—for—freedqm. We shall not dwell on this dis-
tinctlon which has already been drawn in detail.

By taking these terms of'reference'into consideration, |,
the methodology and principal compgnents of any educational
system, whether its function is to liberate or to domesticate,

- can be represented by the followipg diggram. : ..

20
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21

Q

El

- -leamning units cénceivad and pra- -

dctive human beinga discow)ering

the object of their knowledye
: A

co-ordinator acting as’ a cata-

pared in accordance with their
identifiad needa of man and hia
environment

dislogue inviting creation

. ;lyser ia the aearch for "knowledge"

<




* " .ses it is only by means of an
% - education that does not separate
action from refleckion,. theory
_from practice, consciousness from
the world, that it is possible
' to instil a dialectic form of
» thinking that will contribute to
—— . _ man's integration.as a subject
into‘historical reality. N

. A(from—"Quelques‘idééa insolites sur ' .
- 1'&ducation” by Paulo Freire) ’

2
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III.  METHODOLOGY
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~ .and literacy are coincident.’ L -

: ~.(see.Appendix I, p. 38),

.to promote a change in the consciousness -of the illiterate
" adult in which-the acquisition of the techniques of writing

‘and reading oan be considered as a means .to an’end. - But it

would be .an error to think that learning to read and write
precedes "conscientization" or vice versa. ‘Censcientization

According to Freire, the essence of literacy through

...conscientization, in a syllabic language Such as Portuguese,

-is to'help man discover, critically, the mechanisms of word
composition, so that he -himself can enter into the creative
game b£“c0mbining~words. In his method, the word is not a
static element, cut off from human 1ifé and exigtential ex-
perience, but ene dimension of man's linguistic reflection
"on. the world. . For this reason, when adult illiterates
participate.in a -critical way in the analysis of the first
generative words® related to their existential experience,
they discover the mechanism of word composition. : In this way,

- . little by-little, by means of thé generative words, they

increase their vocabulary and stimulate their creative’ »
imagination. This explaing Paulo Freire's basic mistrust
of primers which organize and distribute graphic signs,

thereby reducing the illiterate to the object, rather than

making him the subject, of his own literacy. Although Freire -

-realized it was necessary to use up to_forty, fifty or even

" eighty words in order to teach the basic phonemes of the = -
”Portuguese_language,'he reduced the number of generative
words, the basic key words required for learning a syllabic
language such as Portuguese, toﬂeightéen~key words which

he saw as sufficient for literacy through conscientié&tion '

-

v

P

which governs their selection, generative words or key :
words are those which, when divided into syllables, allow
tye creation of new words through new combinations of the-
same elements. ‘ . S ’ :

S . = \ i
- A
. A
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In addition to the value of;thevconceptuthéy embody and o
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,and a minimum rumber of consonant combinations. - Freire dis-
" covered that sixteen to twenty vwords might be enough to

&. In the first phaée ‘one makes an-inventory of the: verbal

universe_pf~the-working groups. .This"inventory_i§ drawn
up on the strength of spontaneous ‘tonversations held with
the inhabitants of the regions'selected for literacy work

" in the course of which appear not only the.words most highly
gharged with existential meaning, and thus with emotional - Lo

‘content, but also the. typical expressions ‘and spgcifié
lexical items of the people, related to the experience of

‘ - the group members, and especially with their experience of

-

‘workx

members. of the cultural clubs and aiso of the frequently
discovered and unsuspected wealth of popular speech. Since «
‘the key words are drawn from this list by the educators
themselvesy iﬁ'acdo:dance.with the strictest possible tech-
alcal nérms, they reflect the thoughts, problems and as-
pirations-of the inhabitants of -a part;cular community. “The
Principal characteristics of this method; its orientation
wtoWardvsocio-profgssional'and cultural contexts, is illus- -
trated by the different lists of words and situations drawn
up by Paulo Freire for illiterates in the rural and urban
areas of ‘the different regions. of Brazil. . . . ° .

b, The secopd ﬁhage consistsAof.ﬁhe<choice'of key words,'
taken from, the total number of words collected in the pre--
ceding phase. Their selection must be made - in :accordance

with the following three criteria: JE

-  First eriterion: the richness of the sounds of phonemes.
‘Ohe must choose words containing the basic-sounds of the
language. 1In Portuguese and Spahish, the syllables that
make up words have very little variation in the vawel sounds

cover the whole repertory of sounds. S -
= Second eriterion: phonetic diffieulty. In choosing words
one must bear in mind the phonetic difficulties of the. lan-

‘guage, arranging them in order of increasing difficulty, so
the student can progress from the simplest sounds and letters.

tpwards the most complex. The educato;'s experience and per-
spicaci;y contribute to a better understanding of the problems

g . 25

This is the most fruitful phase:for ﬁhg team of educators
" _because of the relationghips established with the future
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ccnfronting the'illiterate adult learn1ng to read and write
and rednforce -his self- confidence an essential factor: in
the mastery of these techniques.

- Third crzterzon the pri¢Mat$c content of the word. The
- words included should be résonant of the social, cultural
and political contexts. They should provide an emotional
and mental stimulatfon, ;_Fy should be suggestive. - The
content of the word "house" , for example, extends far beyond
the context of daily family life, to that of local and
national housing problems. The prdvocative word "work" 1s
related to many of the problems inherent in human existence.
exploitation, unemployment, under-employment etc.

Y

According to the Brazilian Professor Jarbas Maciel*
such criteria For the selection of key words are semeiological.

"The best key word is the one with the greatest syn-

tactical value (number or richness of phonemes, degree of
phonetic difficulty and complexity, degree of flexibility

of the groups of- signals, syllables etc), semantic value

(the degree of intensity of the correspondence between the
word and the thing it designates), and pragmatic value .(the’
degree of potential for conscientizatton contained in "the
word, or the variety of soclo~cuitural reactions the word
produces in the, person or group employing i) ."

c. ' The third phase appertains to ‘the production of teaching
. materials. These materials are of two different types: one
consists of a séries of pictorial representations of sit-
uations related .to the lives of the group members. These
pictures are. presented in_a series of ‘cards or slides (see .
Appendix II). They act as challenges to the groups. . They are
‘coded problem cases, containing elements to be deciphered by
the groups with the help of the discussion-leader. The dis-
cussion of them, as can be -seen in the commentaries given in
the Appendix cited abéve, leads to an.anthropological concept .
"of culture that enables the groups to recognize their value

~

* : . -
Jarbas Maciel "A fundamentacao teorica de sistema Paulc
Freire de educagao (The theoretical foundation of the
_Paulo Freire system of education), Estudos universitarios,
Revista de Culture, No. IV, 1963. University of Recife.

v
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and to place themselves in a hiSCorical context resulting

‘taken from local situations: but are directed towards.the
lysis of regional and national problems. The key words

. appear in ‘these pictures, in orde: of increasing phonetiec

- difficulty. A key word may -equally well appl to the entire
- § sicuation or to only one of its elemenCS.

"% of cards showing the generative' words broken .up. into syllables
- (e.g. favela: fa - ve- la) with the phonemic sequences cor-"
’responding to each one: -

N
. .

. . - fa - fe - .fi.  ..fo fu

: t , .o - . — s M

va ve vi - vo ' wu .
"la . 1le * li _ loo 1lu T “
These cards are conceived as a means of facilitacing pro-

gress in rcading and wricing chrough the creative inCer- ,
vention 0! the ledrner. .

o -

2. T'aming of Discussion Leader/Coordinators

. * The reatesc difficuley encountered in any‘liCeracy cam-

paign, apd- especially in applying this method which demands a

well-devploped sense of responsibility, is that of "training
«sthe teams of "instructors.—The problems connected with their

-

‘1lies -in creating a new attitude favouring dialogue in the
: inscruc ors, so that chey ‘can act as catalysers within the

par;;cipants. According to Freire'* S

, g dialogue so that Chey actualiy educate.and do not
domestieate. As a dialogue is an I-—you: relationship, it
has to jbe a relationship between two subjects. Whenever -the
you of[this relationship is turned into a, mere object the
dialogue is destroyed, and one 1s now deforming instead of
,educating. This serious task of education must always- be

in order: co foresCall the dengerous cempcacion of 'anti- -
kdiaiogue -

- <

Y omid, p.o12. - L

in simultaneous conscientization-and literacy. Examples are .

The other type of teaching material consists of a series-

training are-not all purely technical. The main difficulty. . -

accompanied by ¢ontrol, which is also exercised by a dialogue, °




a horizontal A to B relation-
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Gt ialogue Freire deans_
©7,shipr .

¥

leader/teacher,’ learper
) A( . 4 B
v — O

dialogue established . - = . B

ry

Dialogue springs from criticism and engenders eritical - _
" Judgement. Tt feeds on love, humility, hope, faith and o
"copfidence. ' ] A

thys; in ‘love, hope and mutual faith, they become critical ip

their common quest. A sympathetic relationship is set up
betwéEn;them«_ It is only at this point that communication

is <reated.' . ' : 4 ST

~
-

Ant%;dialogue,as'opposed to dialogue, establishes a
vertical 'A over B relationship: '

o

-
‘e

w
s, « -

A o o
I ' ;  _ I d
B\l

. dialogue
broken off

S

)y -

-

- ' ’

vﬁnti?dialogué is laékihg in leve,

and cénseQuently "a - crit-
ical”, in the sense that it Woes

not engender a spirit of

When the two poles of the dialogue are related”

criticism, "It has no humility,

is disheartening, arrogant -

and self-sufficient. -

In ‘this process, the "sympathetic™

‘relationship between t
sons, anti-dialogue do
passive beings.*

he poles. 1s broken off. For these rea-
es not allow communications. It creates

- ‘. 1

and in order to minimize in-
ocess, the instructor's role °
aid down as follows: respect and
experience, rejection. of the

Aécording to Paulo Freire,
doctr}nation in the learning pr

within the group is génerally 1

confidence in the illiterate's
* —

Karl Jaspers. ‘Raison. et anti
".and anti-reason in our time)
'1953. T v

~raigon de notre tempe (Reason’
Desclées de Brouver, Paris, -
T . .

. -
“ .
\‘ e 28 Y,
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Eraditionaln%eacher-pupdl relationship and the. practice of *
dialogue. * However, -the actual technical training (manip-
ulation of the visual aids) is not a major problem. A few
practical sessioms teach,this®skill. The problem lies in -
applying the essence bg\the methoq .how.can one ensure that
the teachers share this philosophical concept ‘and are capable

. of applying it ia the manner proposed&by Paulo Freire? 1In

-

other words,by respecting the igdividual and sustaining a
dialogue? The Brazilian experiment shows the method's
capacity for mobilizing recruits (volunteers). "In Brazil, -

~ many school and university teachets volunteeted their ser- .

vices. Furthermore, the construction -of the-method which -
, 13 more Or 1less programmed by means of the generative words
.and ‘the pre-determined subjects for dialogue, ensure that
basic principles will be respected. -

In short,,as the Brazilian‘experiment shows, the number
of teachers required to implement Freire's approach can be
reduced’sto a few welli- trained téchnicians to plan, organize

action, the only qualifications needed. being som elementary
education, political ‘convictions, . human qualities (intellectual
Zlertness, social sensitivity) and residence in the area in

.which they are to work.

To the coordmator of a cultura'l cvrc'le"* | "

This selection of quotations is taken from a circular
sent by Freire to the coordinators of study groups in CHile,

- "In order to be able to be a- good coordinator ‘for a
'cultuyral circle' you need, above all, to have faith in man,
to believe in his possibility to create, to change things.
You need to love. You must be convincéd that the fundamental
effort of educaticn is the liberation of man, and never his
'domestication. You must. be convinced that this liberation
takeg. placé to-the extent that a man reflects upon himself .

-3hig relationship to the world in which, and with which he .

lives. And that it takes place to the extent that, in 'con-
~scientizing'’ himse1£ he inserts himself in history as . a

subject. o =
: L9 , o :
"A cultural circle is not ‘a school, in the traditional

Reproduced from Convergence, Vol. I IV; no. 1; 1971- p.
¢ . ’29_ . I

]
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'sense; In'most schools,  the teacher, c¢onvinced of'his wis- e
'dom, .which he considers absolute, gives-classes to pupils,
‘passive and docile, whose ignorance he also consideys . .
absolute. . S " v v e :

- . . -

A cdltural ci;cle is a live and creative dialoguq,‘in.:
‘which everyone -knows some.things and  does not know che;s,

A

a

inswhich~all'sgék,'together,to know more. ., '

. "This is why you, as the cbofdiqatqr‘of.a cultdrai~circle;;
must be humble, so that you can’ growswith ‘the group, instea@

‘ ofvlosing your humility ahd claiming té direct the group,
once it s animated. - . . S :

"During discussions, do ‘all you can to ensure that the
entire group participates. ‘Try to learn the names of the |,
group participants, and avoid referring to them simply as
'you"'. e ‘ - R .

"When you aska question, alwiys direct it to the group,
unless ‘it is meant to motivate one .of the less active
memberS. In any case, however, ask the question ‘first and
. only afterwards direct it to’the person whom you hope to

stimulate  <» : .

"During the discussion, use answers to reformulate ques~
tions for the group. Become a‘part ‘of the group. .As much
as possible make yourself one of the.members.v,Never,talk;' o
much . about your personal experiences, except ‘when they offer * -

-

"

something of interest to the discu¥sitn. .,

- "Even ‘if the'codified material has a'qéntent'with'which
Yyou are familiar, do not be a slave to-it, to the point where .
.you'férte‘thé group,uoofDIIOW'it. This‘ﬁeaqs that you must
respect the gignificante that the group attaches to materials,
It is almost certain that the group, faced with a situation,

- will start by describing it in terms of its own existential
experience; which may- or may not be that of the ‘coordinator.
Your role is to seek, with the group, to deepen the analysis '
until the situation presented, studied as a'problem ., is '
eriticized. " ST ‘ '

"Do not move ahead of the group in decodifying the ma-
terials. Your task is not to analyze for the group,‘but to
_coordinate thé discussion, . ‘- g :

~"In any grohp, there are some~wh§5talk excessively and

- 30
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@
others who speak’very little. Suimulate‘both~tp reach an ¢ -
equilibrium. , - . . : .

. "~

"It is important, indeed 1nd spensable, that you be ,
convinced that each meeting with lyour group will leave both .

" you and its members enriched. Fol thig, it is necessary that
‘you seek to have a critical posture. The more, you and your

group are inclined to study situations as problems, the more
critical you will become. This critical posture, which should

" be adopted by you and by ‘the grou-, will .overcome a naive

consciousness, which loses itself |on the periphery of problems;
as you are convinced that you. have arrived at' their essence.”

3. ) - £

App11cat1on of the metho-

The first task in the "search!| for "critical consciousness"

is to turn the illiterate into the' spectator ‘of his own reality
so that he will think about it, This is done by projecting
pictures which reproduce his“envirpnment, his habits -and his

" real, mythical and religious world, The illiterate then

becomes his own spectator and that| of his specific existen—

- tial reality. The procedure for this conscientization , as

Freire describes- it,as as follows: v o
. . A}
"When the first pictire displaying the corresponding _
key word is projected on the screerj, discussion of the dif-
ferent aspects of the situation presented is set in motion.
It is only when the group, helped by the leader, has ex-
hausted the analysis (de—coding) of, the situation presented,
that the educater proceeds to visualization of the key—word
that is, to its visual presentation, and not to its’ memori—

zation. Once the key word has been| presented .and the semantic
correspondence betweéh this word and the object it designates

has been established, the pupil is shown the word, "without

. the corresponding object, on another- slide, board or shot

(if it is a still film)s Immediately afterwards, the same °

. word is presented divided intousyll bles, which the illiter- -

ate generally refers to as "pieces.! When these:pieces have
been properly seen and analysed, ond proceeds to the visual
presentation of the phonemic sequences corresponding to the

liberte"(Education - practice of freedom), p. 121-125.

:
This section is taken from "L' educ:tion pratique de la
G o3 \
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syllables of the'wotélbeing studied. These sequences are

at first studied separately, then presented simultaneously,
leading in a final analysis, to the discovery of vowels.

The card showing the groupéd sequences is cglled the "dis-
covery card." And it is‘by‘means of this card that the human
being, by a semantic process, discovers the mechanism of

word formation by the combination of phonemes, in a syllabic
language such 'as Portuguese. . . :

. By assimilating this mechanism critically, .and not simply
by relying on his memory, which would not result in true '
‘assimilation, the pupil starts to work-out his own system of

- graphic signs. .'He then, with the greatest of ease, begins to -
compose words by combining the phonemes he- has been shown
from the very first day in the analysis of thrge-syllable.

words. - ~

The word ¢ijolo (brick), selected as the first key word,
is. illustrated by the picture of a building site. After
every aspect of the picture has been discussed, the se-
mantic correspondence between the word: 'and the object it
designates is eé;ab%;shed. Once the word has been seen in
the picture, it is shown without the corresponding object:
tijolo. Next it is split up: ti = jo - lo. Immediately
after this presentation of the pieces, the study pf-phbnemiq

. sequences begins. Starting with the first syllable, ti, the
group is encouraged to discover the entire family of sounds
resulting from the combination of its intial consonant with
"the other vowels. Then the group discovers.a second family,
through the presentation of 'jo', and finally reaches the
third through the syllable 'lo!'. . :

\

When the'Sequqnce of phonemes is projected, the group
- ~recognizes only the syllable of the word it has already seen:
(ta_- te - ¢ - to - tu, ja - je - ji - jo = ju, la - le -
1i-- 20 - 1p). Once the 'ti' of the key word .'tijolo" ha
‘been recognized, the group is asked to compare it-with the \
other syllables, which leads to the discovery that, although
they all begin identically, they finish differently. Con-
sequently they cannot all bé 'ti'. The same procedure is
follpwed with the syllables 'jo' and 'lo' and their families.

"+ After each fami1§ of sounds has been explbred, reading
exercises are given in order to fix the new syllables. At

A 32
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this point, the three sequences are shown simultaneously on
the discovery cards : :

ta —_te - ti‘— to - tu .
» I jé—'je-'ji—Jo-ju o
“la - le -"11i - lo -.1lu

Af ter reading them horizontally and vertically, learning
to discriminate between the different sounds, the group -
< nat .the leader --starts to make an oral synthesis. One
after the othery; all 'the participants begin to 'make up
words with the various combinations available:

- tatu. (an animal), luta (struggle),.lajota (platform)
e Tito (first name), loja (shop), téla (cloth), etc.

After the oral exercises, in which discovery is rein-

forced by practice, the adult begins in the very first

session, to practise writing. Starting from the second
: gessibn, each aduit is asked to bring to class a list of all

the words he has been able to make up by combining the
. phonemes he knows. Whether the words. have any meaning or

not is not important. ~What '‘dves matter is the discovery of

the mechanism'by which phonemes are combined. Verification - .
.. of the words composed in this way is carried out by the .
. .+ group with the help of the leader, and not by the latter

with the help of the group«

In the Brazilian experiment, the words with meaning
. . were called expressions of thought and those without,
) . . dead expressions. It frequently happened that certain
. .adnlts, after assimilatirng the phonemic mechanism by means
of the discovery card, wrote down words containing complex
.phonemes:  tra,...., pli.,...., which they had ‘not yet been
taught. How can one explain the fact that an illiterate .
" . can, in so short a time, write words composed ‘of complex S
phonemes, before he has even studied them? Paulo Freire - .o
.replies: ".... It is bécause, once he has mastered the
mechanism of combining phonemes he has tried, and succeeded,
in expressing himself graphically, in the same way that
he speaks

! # Ibid,'p. 125,
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We have just seen that, in this approach, each word
corresponds to-a sociological situation. Thus, discussion
leads the cultural circle to dwell on its life and its . -

" existential realities, its latent and disorganized knowledge,

to see them through the agency of the information contributed

by the others and by the group "leader, and to organize this
knowledge aZter criticism of its different aspects. A
cultural circle session .can be compared to a session of group
psycho-analysis, an attempt'tO'reveal»the hidden motives
influencing man's behaviour. This pedagogy of dialogue
enables a man to recognize, dialectically, his life as a tan,
a worker , an agent of'prpdug’ion, a shopkeeper, a father, a
syndical leader, an elector, etc., while making use of/his
newly acquired aptitudes for communication, 'his reading and
writing. : S - . ' -

Just .as this methdd helps the illiterate’to strengthen
“his awareness of his problems. and of his human condition -
as a suybject - so it contributes to the increase of active
members of soéiety rather than isolated individuals.’ The
example of an ex-illiterate who, after dttending the cultural
- circle sessions, degclares that he no longer belongs to the
'mass' but to the 'people’, is highly significant. In so
saying, he has chosen to'partiéip§te in the making of deci-
sions, ‘which only’ the people can do. One of Freire's pro-
Jects, on observing the interest and enthusiasm of the par-
ticipants in the cultural circles was to prepare materials for
& type of education in which there would be room for what
Aldous Huxley has called "the art of ‘dissociating ideas". .-

He considered this art to be -the antidote to the prop-
aganda attempting to domesticate the people dispersed by
the constantly expapding infofmation media. “Freire's )
ideas on the necessity of combating the information medias
alienating influence on man are similar to thosé expressed
by the International Commission on Educational Development:‘,
"For the development of mass-communication media has pro- °
vided political and economic authoritiés with extraordinary
instruments for conditioning the individual, in whatever
capacity we consider him, and especially as a consumer and
as a citizen. The latter must therefore be able to combat

- the risk of personality-alienation involved in the more

o

¥y

*
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obsessive forms of propaganda and publicity, and in the be-

havioural conformity which may be imposed on him from the -

outside, to the detriment of his genuine needs and his in-
tellectual and emotional identity". *

Challenging situations, ranging from simple commercial

. Propaganda, to ideological propaganda should be discussed in
the cultural circles.

The aim of these ant1~propaganda sessions was to help v
the people discover the difference between education and
propaganda. This project was never put into practice. “The .
political events of 1964 closed the cultural circles and.
resulted in Freire s departure- from his native land.

Iv. THE METHOD AS APPLIED IN CHILE AND CONCLUSIONS

In the preceding pages we have seen how Paulo Freire's
method, which is also known as the "psycho-social' method,
was gradually perfected during t1e period of its application

. in Bragil.- However, aside from the undisputed theoretical
"value of Freire's educational conception, available docu- .
ments and data on the results achieved during this experiment :
~are far from enabling us to evaluate the effectiveness of
.this method in either the cognztzve or the afféctzve domain.

Of the Latin-American countries other than Brazil that
have applled Freire's method, Chile may be taken as an
example. An experiment of this type was carried out there

_for the first time in 1966, in the" "Community and Basic

Edugation Centres", at a time when adult education and
literacy activities were not yet coordinated and directed

by one organization affiliated to the Ministry of Education.
At the present time, the entire literacy and adult education
policy is” closely related to the development targets of

the Chilean Peoples' Union Gevernment. Its main, task is

~ that of transforming the existing economic, political, social

and cultural structures.

In conformity with this priority, the structure'of,
adult education in Chile.is as follows:

N Lonad
. v
- ’1‘\ LI,

: b
*

Unesco, Learnzng to be; the woer of ‘education today and -
graphs, tables.k

tomorrow, Paris, 1972, xvi 315 p. figs,
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- General education, lasting three‘years;

- Education in the hmanities and science, lasting
four years;

- Techno-vocational educajiqn, differing as to content
and duration. : .

Literacy, as such, is taught only in the course of the .
first four months of the first year. It is during this . .
period that Freire's "psycho-social® method, adapted to the .
Chilean situation,is used. - The Chiléan example was fairly
significant of its kind, since the general policy of the )
country was not essentially incompatible with the adoption
of Freire's method; the mobilization .of the people by means
of a "conscientization" campaign was directed and supported
by ‘the socialistf government of the Peoples' Union. The_ ,
Chilean experiment, like that of Brazil, did not provide ade- , -
quate quantitative data allowing systematic evaluation of’the :

- method's Impact. In spite of the felatively low rate of il-
literacy in Chile (11.7%) and government support for literacy
programmes through "conscientization", the problems of drop-

' out among the participants has not yet been solved. It is
therefore indispensable, in order to know the effectiveness of
the method, that comparable studies employing different ap-
proaches,. both traditional and functional, be carried:out in

varying socic-political contexts. : i . —

In short, the introduction of this pedagogy of cultural —
action implies an overhaul of the value systems established
in a social context polarized as regards class. For Paulc
Freire, development is not restricted to .purely technical,
political or ecpnomic aspects, but also rrequires the transi- )
tion from one mentality to another. A group of adults is
always defined in time and space. - It has an "individuality"
distinguishing it from other human groups situated in another
-time, another place, another context. Awareness of this
fact conditions all the forms of intervention which we could
wishvtogxert‘on this group. 1In fact, the introduction of -

~ reading and writing techniques within the framework of this
. pedagegy is a' kind of intervention; since its principal aim
is not instruction, but "conscientization", the individual's
awakening to the copsciousness of the position he occupies
" in nature, time and society. The success of this inter-
2 A -

-
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vention depends above all on the céordinator , who is not
"asked to tdach facts, regardless of their casualities and
"interaction, or to express personal opinjons, ‘but- to arouse
in the part1c1pants .2 desire to question themselves on the
'rudiments' of everyday life, in order to emerge from it.
The motivation of "conscientization" stems from the partici-
pants' dialogue, in which each one discovers the significance
) of generative concepts. -Nevertheless, this inevitably re-
° sults in political participation and the formation of commun-
. ity . organizations and labour syndicates. This type of in-
volvement in general is scarcely encouraged, nor even allowed,

——by the systems in force in almost the whole of the Third
World. .

Freire claims, moreover, that a valid education should
assist the individual to become a subject, to establish
new man/man and man/world relationships, to shape his culture
and to take part in history. A true education is thus one
which emancipates the individual instead of standardizing
and subjugating him.




APPENDIX I

LIST OF KEY-WORDS

Sevehteen key-words listed below havejbeen.taken from
the universal vocabulary put together in the State of Rio,
and are also valid for Guanabara State. '

. They are cited without the pictures of actual situations
illustrating them, simply to show a few of the aspects
analysed in discussions, Y
.1. FAVELA (shanty-town)

Basic necessities: Housing, Food, Clothing, Heglth_and
Education. i

&

Here once again; with Ehe word fbvéla, the procedure
described previously *or the word tijolo (brick) will be
outlined briefly. . o -

'Once the situation projected, on the screen has been
analysed, the problems of housing, food)'clothing, health

and education in a shanty-town have been discussed, .and the:

‘participants have discovered the implications of the Favela,
one proceeds to visualize the word, pointing out its se-

mantic content. - 1

a

A slide is then projected in whieh the word -appears
on.its own: FAVELA. .Immedidtely afterwards, the word is
.shown divided into syllables: ‘ .

FA-VE - LA .
Then the phonemic sequence: FA- FE - FI -~ FO - ¥U
Next: VA = VE - VI - VO - VU . |
Then:: 1A - LE -~ LI - LO - Ly




FA FE FI ‘FO FU
VA VE-VI VO VU
"LA LE LI 'LO LU

binations available.

CHUVA (rain) -
Topics for discussion:

¢

2.

Il

0 (Piough)
».Toples ﬁtr discussion:

TERRENO (land)
Topics for

v
iscussion:-

COMIDA (food)
Topics for discussibq:

.

Topics for discussion:

BATUQUE (popular dance)

Finally the three sequences together are shown on a dis-

% covery card

The group then begins to ~make up words with the com-

L3

<

Influence of the ambient
environment on human life.
The climatic factor in a
subsistence econémy. Regio-

.nal disparities in Brazil.

)

The value of human Iabour;

Man and technology: thé pro- =
cess of transforming nature.
Work-and captial. Land re-
form. '

1]

Economic dominatidén. Lati-

fundium (large estates).

Irrigation. Natural resources..
Protection of the national -
heritage. .

.Malnutrftion. Local and

national hunger. Endemic
diseases and infant mortal-
iey.

‘xPopular‘culture. Academic -

‘tulture.

Cultural aliena-

- tion.

39.
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8.

10.

11.

.12,

13.

‘Topi

‘ Topics for discussion:

H

Al

\)

PO 0 (well)
Topics for discussion.

a

Health and endemic diseases.

‘"Health education. Problems

BICICLETA (b ycle) '
Topics for d scussion:
- oo T

TRABALHO (work) _
Topics for discussion: .

oy N

s .

SALARIO (wages)
¢s for discussion:

$

PROFISSAO “(job) =~ . v

GOVERNO (government)
Topics for disé¢ussion:

_ mobility.

of conveying water.

‘ Problems of Trangport.:

Collective transport.

~

. The process of transforming

nature. Enhancing man's _
value through work. Manual,
intellectual and techno-

logical work. Handicrafts.
Dichotomy: manual/intellec-

,tual work

Economics. Man's positdon:

remuneration for work,

- salaried. and non-salaried
" work; minimum wage, wage

scale.

3

‘ Sociél problems, Industry.

Social classes and social .
Syndicalism.
Strikes. :

Politics. Politicalvpower
(three kinds of power). Th

role of the people in the

- organfzation of power. Popu-
lar participation.

MANGUfs(marsh)

cs for discussion:

Marsh dwellers. Paternalism.
"Assistantialism". Hpman

progress from an object gig-
uation to a subject situa®-
tion, ‘ ! :




14,0 ENGENHO (sugar-cane plantation\

oo Topics ‘for discussion. - - The economic history of .

' : ‘ i ~-% -+ - Brazil. Monoculture. Large

Y . o - ‘estates., Land reform.

' PR . - . ) i .
I5. ENXADA (spade) . o o
. Topics for discussion:- ~ Land reform and agricultural
A T credit. Technology and re-
- form.

. 16. - TIJOLO (brick) ° . '
- Topics forf 'discussion: Urban reform, bagic¢ problems.
; ' " Planning. Inter-relation \
. of different reforms. .
N

17, RIQUEZA (wealth) ‘ T .

Topics fer discussion: Brazil's.position in the
. Lt - world. Comparative study of

RO S wealth and poverty: Rich-
- versus poor. Rich nations
_ , versus poor nations. Domi-

.. ' nating and dominated countries.
Developed and -under-developed
nations. National.emanci-
pation. , Effective inter-

. national aid and World Peace,




First Ploture

MAY
: ND INSTRUCTION

In discussin
related being pa

TOMURES
C BPITDURES [y

¢

IN THE WORLD, PARTICIPATIHG IN THE VURLD.

v

¢ .
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NATURE”

g'tﬂis-picture, man will, be st8died as a -

excellence, and a distinction will be

drawn between two worlds, the world of nature and the world
of culture. The grodp will be taught to perceive that man's
normal situation is to be in the world - and also to participate
in the world. - Man is a creative and re~creative being, who .
will modify reality by his work. Next come. simple questions,
such as:. Who makes the ,well? Why is it made? How is’it made?
When’ The same questions are then applied to the’ other parts
of the- picture. In this way two fundamental notions are .
. brought to light: necessity and work. .Culture is understood ]
at'its lowest level, as subsistence. The man has made a well
because he needed water. He has made it by ¢stablishing a
relationship with the world, ich becomes the object of his

e sughizs the world to a pro-

knowledge, Throughlhls work

cess' of transformafion. In the same ¢ ¥y, he builds a house,
makes his clothes and fashions his implements. After this
comes discu$sion with the group, chooslng slmple, concrete
“terms, on the relationships between men. “These should not
+vbe pictured as domination or transformation of the type
that -has jus; been anal ysed, but as the affirmation of man

“y .
as a subjec; : ‘k . ’ . e .

S 5
o ¥

. ’ . J LY s

Y42 .




Second Picture ' ) S ' ;

NATURE MEDIATOR OF DIALOGUE

v

‘7

In’the previous discussion, we analysed the relationships
betwesn men, which are relationships between subjecis and = °
canfiot be relationships of domination. ' the.group is there-

- fore prerared at this stage to analyse dialogue, communi- ..
cation between men and the meeting of more-than one con-
sciousness. It is prepared to understand the” yorld s role
of mediator in this communication and, finally, to reflect

. on the foundations of dialogue: love, humility, hope, judge-

: ment,.the spirit of creation.;

e
+

The next three pictures form a . series, .and their analysis
completes an understandiig of the concept «of culture, while

permitting discussioe of o:her important aspects at the same
time. - 5 _"'l‘w . ,n.. R o }y’

[N
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Third Pieture

THE.PRIMITIVE HUNTER | o

Discussion of this‘picture should start by dis%inguishing !
what belongs to nature frem what belongs to culture. 'Culture" ’
say ~the participants, "ig represented here by the arrows, or
by the feathers worn by the Indian.'" When asked whether ..
the feathers do not belong to natyre, they always reply,

"As long as the feathers are on the bird, they belong to -t
nature; but when a man has killed a bird, taken its feathers

and put them together by his work, they are no longer a part

‘of nature, but of culture." We have lieard such a reply ¢n

.many occasions, in diffeérent parts of the country. By

drawing a distinction between the historico-cultural level

~of the hunter and their. own level, the group members reach

an awarerdess of what a primitive culture is. They discover

. that, in lengthening his arms by five to ten metres by means-

of an inetrument he has made, sd that already he is no longer

\\\biiged to catch his prey with his hands, he has accomplished =

"a cultural action. —iIn communicating to younger generations \\§\
not only the way in which this instrument works, but also ’
the ascent technology of its manufacture, he’ accomplishes

_an educational action. Discussion follows on the workings

cf education in a primitive society where there is no )
question of Llliteracy as we know it. The students perceive
immediately that an illiterate is one who lives in a primi-

_tive socigty, unable to-master the.skills of writing and

* reading. For Eome, this new awareness is dramatic.

o

'




Fourtk chture

THE CULTURED HUNTER

~cant only in so far as it contributes to

of educatlon on development are examined.

o

A

“ 4

S

When this picture is projected on th
pants identify the hunter with a man of their own cultural
level, even though they are illiterate. [One points out to
them the technological progress represen ed by the gun as
opposed to the bow and arrow. Man's incrleasing potential
for entering into a relationship with the world and for

' incessantly traanormlng it by means of his .creative spirit

and his work 'is analysed. Such transfo ation is signifi-
an's humanization

and becomes a part of his liberation. Fihally, the effects

e e

screen, the partici-




Fifth Picture s

st

| THE FELINE, BEAST OF PREY ~~ - .

3

pes
z N . - R

In this series of pictures-of hunters, we hoped to teach
the difference of cultural level between the first two, and
the ontological difference between both of, them and the
third. Obviously, we shall nct mention difference of cul-
tural'leveler'ontolbgical dif ference in cultural ‘circles.
The people, however, perceive these differencas'in their
own language and in their own wav. We shall never forget

oge illiterate in Brasilia who confidently asserted: "Of

the three, only the two men are really hunters. They are
hunters because first they accomplish a cultural action and
then they hunt. (He forgot to say only that they also
accomplish a cultural action by hunting) . As for "the thirdy
the cat, equally removed from. any form of culture both before

‘apnd after the hunt, it is not a hunter, but a persecuter.'

His distinction between hunter and persecuter was a subtle
one, but basically,.the_fundamental notion of accomplishing
a cultural action was well understood.

e

- P . ¢ L ) . .
These discussions produced many precious observations -
on the subject of animals and men, the power of ¢reation,.

. freedom, intelligence, instinct, education and teaching.

O

. ERIC

Aruitoxt provided by Eic:
g
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'Sixth Pioture
. R -
MHM TRANSFORMS NATURE BY HIS WORK

e

.

Discussion starts when the drawing is ‘projected. What
do we see? What are these men making? "They are working
clay", everyone answers.: "They are in the process of trans-

%

forming a natural material by their work," say a few. After

many comments connected with the topic of work (and some

will even mention. the Joy of making beautiful things, as did

one man in Brasilia), one asks whether such labour can produce

anc act of culture? They reply that this is possible: for-
q;ample3 a vase, a storage jar, or any recipient. '




-

(5}

&uE 3%33, PRODUCED RY-MAN'S WORK FROM A NATURAL A% ERIAL

. It was with emotion, in the Recife Cultural Club, that o
we heard an enthu51ast1c women declare, during discussion
- of this picture: "I can perform an act of culture; I know
how to make a vase like that " Many participants say of .-
the flowers in the vase, "Flowers are things of nature,
but the decoratlve bouquet is an act of culture. "

At thls point, discussion deflnes something that has |
. been latent from the start, the-aesthetic aspect of - _
© creation. This notion will be strengthened by the next pic~ "
ture, ‘when we come to analvse the meaning: of culture at
the level of spiritual aspirations.

LA
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Eigth Pietwre

* POETRY

First of all, the discussion leadet reads the text pro-
jected on the screen, slowly. *"This is a poem," the audi-
ence generally declares. One ‘then explains to the group that
this is a popular work, written by a simple man’ of: the people.

- The enSUing discussion decides whether poetry is culture or
‘not. "It is.an act of cUlture 11ke the vase,' they say, )

Mbut different from the vase." In the course of discussion

. they realize that poetic expression results from a different

"aspiration, and that it does not take shape in the same way.
-After discussing the different aspects of artistic creation,
whethier populaf or erudite.and not necessarily restricted to .
poetry, the group leader reads the text again and submits it

for group. dlSLUbbL““. Lo S
text. The terrLe-{ };unig homb If war stopped
C And rddic}agtlvttv ?' i And all'wefe united,
blgnlfv terru. . Our world‘of today

" Ruin -and talamltv ‘ - Would not be destroyed.
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SE ACABASSEM COM A GUERRA
: € TUDO FICASSE UNIDO
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Jinth Picture

R

TYPES OF BEHAVIOR

By means of this picture, we hoped to analyse types
of behavior from a cultural point of- view; and then to dis—
Y cuss, resistance to change.

The pictnre_shows a gaucho" from the South, and a

"vaqueiro"* from the north-east of Brazil, each one dressed
-in his own way. By.speaking about their clothes, we reach
discussion of certain aspects of their behavior. One day,
in a cultural-club in the south of Brazil, we heard ‘the
following remark: '"Here we see the traditional customs of
two parcs of Brazil, the south and the north- -east, as
regards. dress.v But before this tradition was establlshed

it yas necessary to dress like this: one has warm clothes
because of the climate of his region, and the other.has stout
leather clothing to protect himself from the thorny vege-
tation of the north~nast. Sometimes a necessitv disappearsy
but a tradition remains." . ’

“Analvsis of this situation was alwavs informative, as
» was that of the ‘'other pictures. We obtained what we desireds
a consideration of different types of behavior _ as varied
manifestations of culture. : ;
-~

*

o

Mounted cattle-herders. ’ ' .
. C T

ERIC -+ - B3

Aruitoxt provided by Eic: ’ R ) . 3




Tenth Picture S ‘ ) ‘ . B : o

.~

" A CULTURAL CLUB.IN ACTION SYNTHESIS OF PREVIOUS.

DISCUSSIONS -”;// . ' - . . .

)

1)
;

-The picture represents a Cultural Club in action, The T
participants easily recognize themselves in ‘the pleture shown’
on the 'screen. Discussion opened by considering'culturé
as the systematic acquisition of knowledge, and the demo-
cratization of culture as part of the wider process of
fundamental democratization which existed.in Brazil at that
time. -

~ "The democratization of cglture; ”said'one of these ,
anonymous illiterates, full of wisdom, one day, " should- .
start with what others decida avd want for us." '

After these debates on culture and its democratization, - N
we analysed the organization of a Cultural Club, its dynamism,
‘the creative force of dialogue and mental awakening. These
aspects were.discussed on two different evenings, and the
. participants became more and more strongly motivated, ready

- to begin literacy the following day, as they then pictured
it as the key that would open the doors of written communi-
_cation for thgm. o . °

60




Only in this way can literacy acquire meaning. It be-
comes the consequence of man's first -thoughts on his own
powers of reflection, his position in the world, the world
itself, his work, his ability to transform the world and the
meeting of minds; and, finally, on literacy itself, *which’
cgages to be sonething external to man and becomes his own
pefsonal problem, which will issue from him and his own
creation, in the relationship .he establishes with the world.

Literacy work seems to us valid only in this way, when
its true meaning is understood by man as'a force capable of
transforming the world. It is only in this way that literacy

can be justified in so far as man, by discovering the rela-

© o tiviey of ignorance and learning while he is as yet illiterate

cdan banish one of the levers with which the usurping élite
manipulates him. It is only in this way that literacy ac-

‘quires its whole value in so far as it makes full use of

man's effort of reflection on himself and the world in which

he lives, in order to reveal to him that the woer belongs -

“to him too, and that his work is not a punzsnment inherent ‘
in his human condition, hst a means of loving - and of

helping the world to become a better place. g .. »

Appendix 1 & 2 are ;aien from Paulo Freire's work:  Llédu-
cation pratique de la liberté. Paris, les &ditions du Cerf,
1971, U ,

Dh
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 THE ADULT LITERACY PROCESS AS CULTURAL

ACTION FOR FREEDOM o o
F by ¢ |
o " |
" . ' ’ |
. ¢ .+  Paulo Freire -0
w" ~, 3 '. | . .' e ) i
' This article .is a concise statement of the v e i
author's view of the purposé of education and the- B
means throfigh which it can be'realized. : ' ) .

It is part'of a longer egsay pgnned by Freire . D
while a Fellow at,the Center for the: 1Study of De- .
velopment and Social Change, Cambridge, Massachu-‘ ) '

_ setts, U.S:A. -
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the Harvard Educational Review, where the article.

first appeargd in v. 40, No. 2, of May 1970, "
and the Center for the Study of .Development and v
Social Change . . s s
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PART I:~Every, educational practice implies a concept of
: man and the world e o

Experience teaches us.not.to assume that the obvious
is clearly understood.~ S¢ it is with the truism with which
we begin: All educational practice implies a theoretical
stance on the éducator's‘part. This stance ir turn implies -
sSmetimesqmore, sometimes less éxplicitly -.an ‘interpreta-
tion of man and the world.~ It could not be otherwise: The
process of men's orientation.in “the world involves not: just -
the association of sense images, aE’for”adimals.',It involves,
‘above all, thought-language; that is, the possibility of
thg act of knowing through his praxis, by- which man trans-
forms reality. For man, this process of orientation in the
world can be.understood neither as a purely subjective event,
‘nor as an objective or mechanistic one, but only as an- event.
in which subjectivity and objectivity are united. Orienta-
tion in the world, so uh@ersto?d, places thé question of
the purposes of action at the level of critical perception
" of reality. ' \ : _. *

M. B .

If, for animals, orientation in the world means adapta-
tion to the world, for man it means humanizing the world by
transforming it. For animals there is no historical sense,
no options or values in théir'opiéntation in the world; for
man there is bpth an historical and a value dimension. * Men
have the sense-'of "project,'" in contrast to the instinctive
routines of animals. , - : : T

. The action of men without objectives, whether the ob-
jectives are right or wrthg, mythical or demytholqgized,
naive or critical, is not praxis, .though it may be orienta- .

- tion in the world. And noc being praxis, it is action ig-
- norant both of its own process and of its aim. The inter-
relation of the awareness of aim and of process is the .
basis for planning action, which implies methods, objectives,
and value options, '

1

Teaching adults to read and write must be~seén,.analyzed F
and understoqd in this way. The critical analyst will dis-.
cover in the methods and texts used by educators and stu-
dents practical value options which betray a philosophy of

A . I
. man, well or poorly outlined, coherent or incoherent. Only
someqne'wi;h-a mechaqistic mentality, which Marx would call *

BN . o
.




. . . "
! grossly materialistic," could reduce adult 1iteracy learning *
to a purely technical action. Such a naive approach would
be: incapable of perceiving that technique itself-as an in-
.strumént of .men in their orientation*in the world is not
neutral o _ e

\
\
We shall try,however, to prove by analysis the self-evi-
dence of our statement. Let us consider the case of primers
used as the basic: texts for teaching adults .to read and
‘ write. Let us further propose .two distinct types: a poorly |
v ' done primer and a good-one, according to. the genre's own
5 criteria. Let us even suppose that the author.of the good |
primer based the selection of its generative words* on a . . |
— prior knowledge of which words have the greatest resonance
"~ for fhe learner (a practice not commonly found, through it
dwseﬁsﬂ o : . - |

S : Doubtlessly, such an author is already far beyond the ;
I colleague who composes his primer with words he himself
chooses in his own library. .Both authors, however, are .o
. identical in a fundamental way. In' Bach.case they themselves
;.. decomposé the given generative words and from the syllables
S -create new. words. With these words, in turn, the authors
form simple sentences and,little by little, small stories,
the so—called reading lessons.

Let us Say that the author of “the second primer, going
oge step further, suggests that the teachers who use it -
initiate diseussions about one or another word, sentence;‘or. .

v

In languages like Portuguese or ‘Spanish, words .are’'Com— o
posed syllabically. Thus, every non-monosyllabic word '
-1s, technically, generative;.in the sense that other words
can be constructed from its de-composed syllables. For
a word to be authentically genérative, however, certain
conditions must be present which will be discussed in a
- later section of this essay. [At. the phonetic level the:
" term generatzve word 1is properly ‘applicable only with re-
gard to a sound-syllabic reading methodology, while the
P thematic application i3 universal. See Sylvia Ashton-
R Warner's Teacher, for. a differen\tireatment of the concept _
of generative words at the--the ¢ level - Editorl

° - . .
. - )
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‘“text“%ith theit étudents.

Cons;dering either of these hypothetical cases we may’
legitimately conclude that there is an implicit concept of
mart’in the-primer's method and content, whether it is recog--

. nized by. the authors or not. This concept can be reconstruc-
ted from various angles.. We begid with the f: ~t, inherent
in the: idea -and use of the primer, that it 1is the teacher who
chooses "the words and proposes them to the 1earner. Insofar
as the primer is the- mediating object between the teacher and
students, and the students are to be "filled" with words the
‘teachers have chosen, one can easily detect a first important
dimension of the image of man which here begins to. emerge.
It is the profile of a man whose consciousness is "gpatia-
1ized," and must be "filled" or "fed" in order to know. This
same conception led Sartre, criticizing the notion that "to
know is7to eat," to exclaim: " 0 philosophie alimentaire!'*

* This "digestive' concept of knowledge,,so common in
current educational practice, is found very cléarly in the

primer**. Illiterates are considered " under-nourished," not

in the literal gense in which many of them really are, but
begause they lack the "bread of the spirit". Consistent with
. the concept of knowledge as fcod, illiteracy is conceived
of as a "poison hetb",intoxicating and debilitating persons
who cannot read or write Thus, much -is said about the

a

4 Teaa‘Paul Sartre, Situations I (Paris: Librarie Gallimard
1947). p. 31.

. The digestive concept of knowledge is suggestedoby "con=-

.7 trolled readings', by classes which consist only in

"~ lectures; by-the use of memorized dialogues in language
“"learning; by bibliographical notes which indicate not

only which chapter, but which lines and words are ‘to be

raads by the methods of evaluating the students' pro-

gress in learning,

~ . ’ g

56 - . S




"eradication" of illiteracy to cure the disease.” In this

‘way, deprived of their character as linguistic signs con-
stitutive of man's thought- 1anguage words are transformed
into mere 'deposits of vocabulary" - the bread. of the sp1r1t
whlch the illiterates are to "eat" and "digest." o

This "nutritionist' view of knowledge perhaps also explains
the humanitarian -character of certain Latin American adult
1iteracy campaigns. If millions .of men are illiterate,

"starving for letters," "thirsty for words", the word must
be brought to.thém to save them from "hunger" and "thirst'.

- The word, according to the naturalistic concept of conscious-
ness implicit in the primer, must be 'deposited,' not born- -’
of the creative effort of the leariers. As understood in
this concept, man is a passive being, the object of the pro-

. cess of learning to read and write, and not its subject. As

object his task is to "study" the so-called readipg lessons,
which in fact are almost completely alienating and alienated,
" having so little, if an zthing, to do with the student's

" socio-cultural reality.

‘It would be a truly interesting study to anglyze the
reading texts being' used in private of official/adult literacy
campaigns in rural and urban Latin America. It/would not
be unusual to find among such texts sentences - dnd readings

4 See Paulo Freire, "La‘al%abetizacionrdeiafultos,~critica
de su vision ingenua; compreension de su yision critica,"
.in Introduceién a Za deeidn Cultural (San iago. ICIRA,
1969) .

There are two noteworthy eXCeptions amon these primers:
(1) in Brazil, Viver e Lutar, developed by a team of
specialists of the Basic Education Movement, sponsored
by - the National Conference of Bishops. This: reader be-
came the object of controversy after it ¢as banned as
subversive by the then governor' of Guana%ara, Mr. Carlos

Ak

Lacecrda, in 1963) (2) in Chile, the ESPIGA collection,

despite some small defects. The collection was organized
by Jefatura de Planes Extraordinarios ‘de K
Adultos, of the Public Education Ministry.
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like the following - random samples'*
A asa'é da ave = - i"The wing is oflthe bird"

|

Eva viu a wa "Eva saw the grape."
. e . i

: : .
© 0 galo eanta . "The cock crows.

\
0 ecachorro ladra - ‘"The dog barks.w

.

'.Maria goéta dos animais - "Mary likes animals."

Jodo cuida das arvores - "John take$ care of the .

- : S o trees.". | :
w0 paz de Carlznhoe se chama Antonzo. C&rlznhos é un
bom menino, bem comportado e estudioso -'"Charles's father's
name 1s Antonio. $Char1es is a good, well-behaved, and
studious boy " A ‘

Ada deu @ dedo ao urubu? - Duvido, Ada deu o dedo a arara akd

Se voc? trabalha com martelo e prego, tenha eutdado para
- nao furar o dedo. - "Iﬁ*xou hammer a nail, be careful not
to smash ‘your finger. ‘ ,

i

"Peter -did not know how to read. Peter was ashamed. One
day, Peter went to school ard registered for|a night course.
Peter's teacher was.very good. Peter knows how to read now.
Look at Peter s face. [These lessons are generally illustrated]

- * Since at the time this essay was written the writer did not
have. access to the primers, and was, thereﬁore, vulnerable
to recording phrases imprecisely or to confusing the author
of one or another primer, it was thought bést not to iden-
tify the authors or the titles of the books :

The English here would be nonsensical, as i the Portuguese,
‘the point being the emphasis on the consonarnt. d.

The author may. even have added here, "... If, however, this
should happen, put a little mercurochrome "

68 .
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Petef'is smiling. He is a happy man. He slready .
has a good job. Everyorie ought to follow his’
example." ' : :

In saying that Peter is smiling because he knows how to
read, that he is happy because he now has a good job, and
that he-is an example for all to follow, the authors establish
a relationship between knowing how to read and getting good
jobs which, in fact, cannot be borne out. - This naiveté re-

' “.veals,_ at least, a failure to perceive the stfucture not" only

" of illiteracy, but of social phenomena in-<general. Such an-
approach may admit that these phenomena exist, but it cannot
perceive their relationship to the structure of the society
in which they are found. It is.as.if these phonomena were
mythical, above and beyoni concrete situations, or the re-
“sults of the intrinsic inferiority of a certain class of men.
Unable to grasp contemporary illiteracy as a typical manifest-
ation of the "culture of silence," directly related to under-
developed structures, this approach cannot offer an objective,
critical response to the challenge of illiteracy. Merely
teaching men to read and write does not work miracles; if
there are not enough jobs for gnen able to work, teaching

more men to read and write will not create them. '

One of these readers presents among its ‘lessons the‘
- following two texts on consecutive pages without relating - ‘ |
them. The first is about May 1lst,- the Labor Day holiday, : |
on which workers. commemorate their struggles. It dces not - . ‘
‘say how.or where 'these are - commemorated, or what the nature
" of the historical conflict was. The main theme of the second
lesson is holidays.. It says that "on these days people ought
to go to the beach to swim and sunbathe...."” Therefore, if
May lst is a holiday, and if on-holidays people should go
to the beach, the conclusion is that the workers should go
swimming on Labor Day, instead of meeting with their unions
.in the public squares to discuss their problems.'

Analysis of these texts reveals, then,. a simplistic
vision of men, of their world, of the relationship between
the two, and of the literacy process which unfolds in that
world. ‘ por 3
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) A asa & da ave, Eva viu a wva, o qalo canta,-and o
".wachorro late, are linguistic contexts which, when mechanically
memorized and repeated, are deprived of their authentic di-
mension as thought-language in dynamic interplay with reality.
Thus impoverished, they are not authentic expressions of the
world. o : o e

Their authors do not recognize in the poor classes the --
ability to know and even create the texts which would express
their own thought-language at the level of their perception
of the world. The authors repeat with the texts what they do
with the words, i.e., they introduce them into the learners'
consciousness as if it were empty space - once more, the
"digestive' concept of knowledge.

Still more, the a-structural perception of illiteracy
revealed in these texts expoges’ the other, false view of
illiterates as marginal men. Those who consider them
marginal must, nevertheless, recognize the existence of a
reality to which they are marginal - not only physical space,
but historical, social, cultural, and economic realities -
i.e.,'the structural‘dimension of reality. 1In this way,"
illiterates have to be recognized as beings "outside of", -

"marginal to" something, since it is'impossiblg to be mar-
ginal to nothing. ®But being "outside of" or "marginal to"
necessarily implies a movement of the one said to be mgrginal
from the center, where he was, to the‘périphery, }This move-
ment, which -is an action, presupposes in turn not only an
agent but also his reasons. Admitting.thé existence of men
'outside of" or "marginal to" -structural. reality, it seems
legitimate to aski Who is the author of this movement from.
‘the center of the structure to its .margin? Do so-called
marginal men, among them the illiterates, . make the decision -
to move out -to the periphery of society? If, so, margin-
ality is an option.with all that it involves:

P : » . _ | ) ‘
[(The Portuguese word here translated as marginal man is

marginado.” This has ‘a passive sense: he who has been made
marginal, or sent outgide society; as well .as the‘sgnSe.
of a state of existence on the fringe of society. -
Translator.]
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hunger, sickness,frickets, pain, mental deficiencies,living
death, crime, promiscuity, despair, the impossibility of
being. In fact, however, it i3 difficult to accept that

407% of Brazil s population, almost 90% of Haiti's, 607 of
“Bolivia's, about 40% of Peru's, more than 30%. of Mexico's

and Venezuela's and about 70% of Guatemala's would have made
the tragic choice of their own marginality.as illiterates.*
I1f, then,. marginality is not by choice, marginal man has. been
expelled from and kept outside of the social sytem and is,
therefore, the object of violence.

In fact however, the social structure as a whole does
not expel", nor is marginal man a 'being outside of," He
-is, on the contrary, a- "being inside of" within the soc1al
structure, and in a dependent relationship to those whom we
call falsely autonomous. beings, inauthentic "beings-for- them-
selves. . : .

A less rigorous approach, one'more simplistic, less
critical, more technicist, would say that it was unnecessary to
reflect about what it would congider unimportant questions
such as illiteracy and teaching adults to read'and write.

Such an approach might even add that the discussion of the
concept of marginality is an unnecessary academic exercise.
In fact, however, it is’ not so. In-'accepting the illiterate
as a-sort of person who exists 6n the fringe of society, we
are led to envision him as a sort of "sick man," for whom .
literaty would be the''medicine” to cure him,enabling him to
"return" to the "healthy" structure ‘from which he has become
separated. Educators would be benevolent counsellors, scouring
"the outskirts of the city for the stubborn illiterates, runa-.
.ways from the good life, to restore them to the forsaken
bosom of happiness by- giving them ,the gift of the word.

In the light of such a concept - unfortunately,'all too
w1despread - literacy‘programs can never be- efforts“t‘wardwa_ee

* Unesco. La situacion educativa en America Latina, Cuadro
no. 20, page 263 (Paris, 1960)




freedom; they wilangver question the very reality which
deprives men of the right to speak up - not only illiterates,
but all those who are treated as objects in a dependent
relationship. These men, illiterate or not, are, in fact,
not marginal. What we said before bears repeating: They
are not "beings outside of'"; they are "beings for another."
“Therefore the solution to their problem is not to become
"beings inside of," but men freeing themselves; for, in
reality,- they are not marginal to the structure, but oppressed
men within it. Alienated men, they cannot overcome their
- dependency by "incorporation" into the very structure res-
ponsible for their dependency. There is no other road to
» + humanization --theirs as well as everyone else's - but
- authentic transformation of the dehumanizing structure.

" From this last point of view, the illiterat% is no-longer-
- a person living on the fringe of society, a marginal man,
. but rather a representative of the dominated strata of socilety
~ in conscious or unconscious opposition to those who, in the ‘
_same structure, treat him as a thing. Thus, also, teaching
men to read and write is noé longer an inconsequential
matter of ba, be, bi, bo, bu, of memorizing an alienated
word, but a difficult apprenticeship in naming the world.

-In the first hypothesis, interpreting illiterates as )
men marginal to society, the literacy process reinforces the
mythification of reality by'keeping it opaque and by dulling -~
the "empty consciousness" of the learner with innumerable

- alienating words and phrases. By contrast, in the second
.hypoghes%g ~~interpreting illiterates as men oppressed -
within the system - the literacy process, as cultural action
“for freedom, is an act of knowing in which the learner assumes

the rofe of knowing subject in dialogue with the educator

Fbr this very reason, it is a cou ageoys endeavor to demy-

thologize ‘reality, a process ‘through which men .who had previ-
ously been submerged in reality begin to'emerge in order to
re-insert themselyes—irito it with critical awareness.

There ore the-educator must strive for an ever greater
clarity as to what, at times without'hfé“EBEéEiaﬁé?knowiedge34~w
- illumines the path of his action. Only in this way will he
_.truly be able to assume the role of one of the subjects. of
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this action and remain consistent in the process.'_ . .

s

PART Il: The adult literacy process asv 'ane'ct of knowing.

To be an act of knowing the adult literacy process demands
amohg teachers and students a relationship of authentic dia-
fogue. True dialogue unites .subjects together in the cogni-
tion of a knowable object which mediates between them.

‘If learning to read and write is to constitute an act
of knowing, the learners must assume from the beginning-the
role of creative subjects. It is not-amatter of memorizing
‘ and repeating,given~sy11ab1es, words; and phrases, but rather |
v——0f reflecting critically on the process.of reading and wri- ..
ting 1tse1f, and on the profound significance. of 1anguage

Insofar as language is impossible without thought, and
language and thought are impossible without the world to which °
they refer, the human word is more than mere vocabulary - it
is word-and-action. The cognitive dimensions of the literacy
process must include the relationships of men with their
T world. These relationships are the source of the dialectic
between the products men achieve in transforming the world
= =g@id the conditioning which these products in turn éxercise
on men. -

Learniné to read and write ought to bevan opportunity for
men to know what speaking.the word really means: a human .act
implying reflection and action. As such it is a primordial
human right and not the privilege of a few.*v Speaking the’
word is not a true act if- it is not at the same time associ-~
ated with the right of self-expression and world—expression,
of creating and re-creating, of deciding and choosing -and
ultimately participating in society's historical process.

In the culture of -silence -the masses are mute," that is,
they are prohibited from creatively- taking part in the trans- .
formations .of their society and therefore prohibited from

a

% : -
Paulo Freire, op. ett.
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being. Even if they can occasionally read and write because
they were "taught" in humanitarian - but not humanist -
literacy campaigns, they are nevertheless alienated from the .-
power responsible for .their silence.

.Illiterates know they are concrete men. They know that
they do--things. What they do not know in the culture of
silence - in which they are ambiguous, dual beings - is that
men's actiors as such are transforming, creative, and re-
‘creative. Overcome by the myths of this culture, including
“the myth of their own "natural inferiority," they do not know
that ‘their action upon the world is also transforming. Pre-
. vented from having a "structural perception' of the facts
‘involving them, they do not know that théy cannot "have a
voice," i.e., that they cannot exércise the right to partici-
‘pate consciously in ‘the socio-historical transformation of
théir society, because theif work does not belong. to them.

It could be said (and we would agree) that it .is not
possible to recognize all this apart from praxis, that is,
apart from reflection and action, and that to- attempt it

would be pure idealism. - But it is true that action upon an
~ object must be critically analyzed in order to understand
both the object itself and the understanding one has of it
The dct of knowing involves a dialectical movement -which
goes from action to reflectionm and from reflection upon action
to a new action. For the learner to know what he did not Know
.before, he must engage in an authentfc process of abstraction
by means of which he can reflect on the action-object whole,
.or, more generally, on forms of orientation in the world. 1In -
this process of abstraction, situations representative of

how the’ learner orients -himself in the world are proposed to

"him as the objects of his eritique.

As an event ‘calling forth the critical reflection of both
the learners and educators, the literacy process must relate
‘speaking the-word to transforming reality, and to man's .
_ role in this transformation. Perceiving the significance of-
that relationship is indispensible for those learning to read
and write if we are really committed to liberation. Such a
perception will lead ‘the learners to recognize a much greater
right than that. of bejing literate. They will .ultimately .
recognize that, as men, they have the right to have a voice.

-




" On the other hand;‘as an act of knowing, 1earning to
read and write presupposes not only a theory of knowing but
a method which corresponds to the theory.

We recognize the indisputable unity between subjectivity R
and objectivity in the act of knowing. Reality is never -just
simply the objective datum, the concrete fact,-but is also
men's perception of it. Once again, this is not a subjecti-
vistic or idealistic affirmation, as it might.seem. On the
contrary, SubJect1v1sm and idealism come into play when che
subJectlve obJectlve unity is broken.*

The adulc 1iteracv process as an act of knowing impliés
the existence of two interrelated contexts. One is the
context of authentic dialogue between learners and educators
| as ‘equally knowing subjects. This is what schools should be - . -
the theoretical context of dialogue. The second is the real, |
concrete context of facts,’ the social reality in which men
ex1st.

©

In che theoretical context of dialogue, the facts pre-

. sented by the real or concrete context are critically analyzed.
This analysis involves the exercise of ‘abstraction, through .
which, by means of representations of concrete reality, .
we seek knowledge of that reality. The instrument for this
abstraction in our methodology is codification,*** or repre- .
sentation of the existential situations of the learners. .

* "There are two ways to fall into idealism: The one
consists ‘'of dissolving the real in subjectivity; the
other in denying all real subjectivity in the interests
of objectivity," Jean Paul Sartre, Search for a Method,
trans. Hazel E. Barnes (New York Vintage Books, 1968)
p. 33.

*4 See Karel Kosik, DzaZectzca de Zo Conereto (Mexico.
‘Grijalbo, 1967). -

#44  Codification refers alternatively to the imaging, or -
the image itself, of some significant aspect of the
leariter's concrete reality (of a slum dwelling, for

- example ). ‘As such, it becomes both the object of-
the teacher-~learner dialogue and the context for the
introduction of the generative word. - Editor.
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Codification, .on the one ‘hand, mediates between the '
concrete and theoretical contexts (of reality) On the
other hand, as knowable object, it mediates between the
"knowing subJects, educators ‘and learners, who seek in dialogue
to unveil the action—obJect wholes." .

, This type of linguistic discourse-must be read" by any-
one whq tries to interpret it, even when purely pictorial.
As such, it presents what Chomsky calls "surface structure"
and "deep structure. ;. '

: - The "surface structure of codification makes the -"action-
object whole" explicit in a purelv taxonomic form. The first
'stage of decodification® - or reading - is descriptive. At
this stage, the '"readers" - or decodifiers - focus on the
relationship ‘between the categories constituting the codi-
fication. This preliminary focus on the surface structure.

is followed by problematizing the codified situation. This,.
leads the learner to the, second and fundamental stage of |
decodification, the comprehension of the codification’'s ©

"deep structure. "By understanding ‘the codification's

© "deep structure" the learner can then understand the dialectic
which exfsts between the categories presented in the "sur-
face structure," as well as the unity between the "surface"

and "deep" structures. ‘ R

In our method, the codifcation initially takes the form
of a photograph or sketch which represents a real existent,
or' an existent constructed by:the learners. When this re-
presentation is projected as a slide; the learners effect
an operation basic to the art of knowing:.they gain distance
‘from the kngwable object. This experience of distance is
undergone as well by the educators, so that educators and
learners together can reflect critically on the knowable
object which mediates between them.  The aimof decodification
is to arrive at the critical level of knowing, beginning with

*

Decodif%catton refers to a process of description and
1nterpretation whether of printed words, pictures, or
other "codifications.'" As such .decodification’ and decod- -
ifying are distinct from the process of decodifying or
word-recognition. - Editor. -

a
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~ the learner s experience of the 51tuation in the * real con-
text. :

Whertas the codified- representation is the knowable object‘

mediating between.knowing subjects, decodification - dissolv-
ing the codification into its constituent elements - is the
operation by which the knowing subjects perceive relationships
between the codification's elements and other facts presented
by the real context - relationships which were formerly
unpercelved‘ Codification represents a given dimension of
reality as individuals live it, and this dimension is proposed
for their analysis in a context other than that in which

they live it. - Codification thus transforms what was a way

of life in .the real context into "objectum" in the theoretical
context. The learners, rather than receive information about
this or that-fact, analyze aspects of their own existential
experience represented in the codification.” .

'_ii‘m‘u,mExistential experience is a whole. 1In illuminating one

of its angles and perceiving the inter-relation of that ;
angle with others, the learners tend to replace a fragmented
vision of reality with a total vision. 'From the point of
‘view of a theory of knowledge, this means that the dynamic
between codificatibn of existential situations and decodi-~
fication involves the learnmers in a constant re-construction
of their former ﬁad—miration" of reality.

~ " We do not use the concept "ad-miration” here in the usual
_way, or in its ethical or aesthetical senge but with a special
philosophical connotation., . .

s To "ad-mire" is to objectify the ' 'not-I." It is a dia—
lectical operation which characterizes man as man,. differ-
entiating him from the animal. It is directly associated
with the creative diménsion of his language. To "ad-mire"
implies that man stands _over against his "not-I" in order to
understand it. ‘For this reason, there is no act of knowing
without "ad-miration" qf the object to be known. If the act
of knowing is a dynamic act - and ro knowledge is ever com-
plete - then in order to know, man not only 'ad-mires" the
object, but must always be "re- ad—miring" his- former "ad-
“miration." " When we -"'re- -ad-mire"” our former "ad-miration"

(always an ad—miration bf) we are simultaneously "ad—miring"

5
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the act of "ad-miring" and the object "ad-mired", so.that = .
we can overcome the errors we made in our former "ad-miration".
This "re-ad- mlration" leads us to a perception of an anterior .
perceptlon. i T -

In the process of decodifyiﬂg representations of their
existential situations and ,perceiving'former perceﬁiions,
the learners gradually, hesitatingly and timorously, place .
in doubt the opinion they held of reality and replace it: with .
~a more and more critical knowledge thereof. o ’

-Let us suppose. that we weré to present to groups from .
among the dominated classes codifications which portra their
imitation of the dominators' cultural models - a natural
tendency of the oppressed consciousness at a given moment.

- The dominated persens would perhaps, in self-defense, deny the
truth of the codification. As they deepened ‘their analysics,
howeveT, they would begip to perceive ‘that their apparent

imitation of .the dominators' mgdels is a result of their. .
1nteriorlzation of these models ard, above all, of the my ths
of the "superiority" of the_ dominant clesses which cause the =

dominatéd to feel inferior. What “in fact is pure interior-
ization appears in a naive analysis. to be imitation. At
bottom, when the dominated classes reproduce the ‘dominators’
~style of life, it is because the dominators :live "within" .
the dominated. The dominated can eject the dominators only
by gettlng d1stance -from them and objectifying them.. Only : . .
then can they recognize them as their antithesis.** o ‘. C

N

* Re the oppressed consciousness, see: Frantz Fanoh, The A
Wretched of the Earth (New York: Grove Press, 1968) ; S
Albert Memmi, Colomzer and the Colonized (New York: Orion
Press, 1965),'and Paulo Freire, Pedagogy of the Oppressed
(tentative’ title), Herder & Herder, New York.

* %

See Fanon, The Wretched; Freire, Pedqgogy.' -
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To the extent however, that interiorization of the

" . dominators' values is not only an individual phencmenon, but
a social and cultural one, ejection must be.achieved by a
‘type of cultural action in which culture negates . culture.
That is, culture, as an interiorized product which in turn
conditions men's subsequent acts, must become the object of
mep's knowledge so-that. they can perceive its conditioning
‘power. ‘Cultural action occurs at the level of superstructure.
It can only be understood by what Althusser calls "the dia-
lectic Of overdetermination "4 This. analytic tool prevents .
us from falling ‘into mechanistic explanations or, what is

' worse, mechanistic action. An understanding of it precludes

surprise -that cultural myths remain after the infrastructure
is transformed even by revolution. ’

When the creation of a new culture is appropriate but
impeded by interiorized cultural "residue", this residue,
" these myths, must be expelled by means of culture. Cultural
action and cultural revolution, at different stages ,consti~
tutes the modes of thie expulsion. -8 :

', The learners must ‘discover the reasons behind many of
their attitides toward cultural reality and thus confront °
cultural reality in a new way. "Re-ad-miration" of their
former "ad-miration" is necessary in order to bring thig
about. The learners' capacity for critical knowing - well

. . beyond mere opinion - is established in the process of am- .
; veiling their relationships with the historical-cultural world
_'in and with which they exist. S
o'y L

] Pa

7

.* See Louis Althusser Pour Mbrw (Paris: Librairie Frangois

' Maspero, 1965); and Paulo Freire, Annual Report: Aotivi-
ties for 1968, Agrarian Reform, .'l'mmmg and Reeearch
Ingtitute ICIRA, Chile, trans. John Dewitt,Center for

. the Study of Development and Social Change, Cambridge,
Maas.. 1969 (mimeographed)
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Yt thus greater in every way than rhat of his cplleague whose f$ Voo

'”iﬁggbfﬁct mean to supeekt thar eritical hnowledge of
world relationships arises cutside of praxis, a verbal
o “.v,g&,; Praxis is involved in the cencrete situations
whivh are ¢odified for criviealtanalysis., To analyze the
codification in Lts "deep structure” iy, for this very reason,
-t reconstruct. the former praxis and to become capable of
& naew and different.praxis. The relationship between the .
; | 2emziows, in which codified representations of
@M»é tive facts are analyzed, and the sondrete oom euy, where
- thése lnhtﬁ accur, hhas to be made real, )

L1

Such educa:ion must have the character of commitment. It
imyii@s a movement from the agmorgte gontext, which provides
“facts, to the tanoresingl somtoxt where these facts are ana-
Juzed fn depth and back to the °owarete conteaf where mén

- 9xﬂerimen: with new Eorms of praxis. - . N

~ If might seem as if some of vur statements defend ;he BRI
- principle that, whatever the level of the learners, they ought -
to recomstryct the process of human:knowing in absolute -
terms.  In fact, when we consider ddult literacy learning
or edusation in general as an act of knowing we are advo- N o
cating a syntheais between the educator's maximally sys- :
tendtizad knowing and the learners' minimally syl:emntized o
&pawing - a gynthesis. achieved in dialogue.  The edu- ‘ '
cator’s role {s to propose problents about the codified exis~
tential situdtions in order to help the "learners arrive at .
» ampre and more critical view of their realiey. The gdu- .
. ﬁatwr 5 regponsibility as conceived by this philosophy 1is

o®

duty is to transmit information which the learneérs mamorize.

. Such an edu&a*ﬁr can-gimply repear what he has read, and often
o misunderstood, sinc& Lﬂucatioa for him does not mean an act
uf kncwing;-- R

' The first type of edicator, on the contrary, is a knowing
subject, face to fase with other knéwing subjects. He can
rieverche a mere hemorizer, but a person constantly read-
justing.hvis koowledge, who calls forth knowledge from hig”
students.  For him, education is a padagogy of knowing. The -
educate’y whose appréach ls mere memorization Is anti-dialogic

< ilwoacy o tramamitrting &ﬂ@”iﬁd?ﬂ is 1nalterab1e. . For the

. r ’
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educator who»experiencesithe act of-knowing together with | | - .

his students, in contrast, dialogue is the seal of knowing. |\

" He is aware, however, .that not all dialogue is. in itself
the mark of d relationship of true knowledge.

Socratic intellectualism - which mistook the definition
of “the—cencept for knowledge of the thing defined and this
knowledge as virtue - did not constitute a true pedagogy
of knowing, even though it was dialogic. Plato's theory of:
dialogue failed to go beyond the Socratic theory of the
~definition as kJowledge, even though for Plato one of the
necessary conditions for knowing wes that man be capable of

"orise de conscience,” and though the passage from'doxa’
to logjos was indispensable for man to achieve truth. For
- Plato, the "priese de conscience” did not refer to what man
knew or did not know or knew badly about his dialectical
relationship with the world; it was concerned rather with
what man once knew and forgot at birth. To know was to
remember or recbllect forgotten knowledge. The apprehensi n
of both doxa and logog, and the overcoming of doxa and logpe

occurred ;Zf/in the man-world relationship, but in the ef ort

to remember or rediscover a forgotten Zogos.

kuowiny, /subjects must approach reality scientifically in
order to seek the dialectical connections which explain the
form of reality. Thus, to know is not to remember something
previously known and now forgotten, Nor can doxa be “overcome
by logoe apart from the dialectical relationship of man Wwith
his world, apart from men's reflective action upon the world.

Fo*zﬂialogue to be a method of true knowledge, the

To be an act of knowing, then, the adult literacy procese

- must engage the learners in.thé constant problematizing of
- their existential’sicuatigns. This problematizing employs A
. generStive words" chosen by speclalized educators in a pre-

liminary investigation of what we call the "minimal linguistic
. univeri " of the future learners. The words are chosen (a) -
for théir pragmatic value, 7.e., as linguistic signs which
command a common understanding in a region or area of the
same city or country (in the United States, for instande, the
Word eouZ has a special significance in.black areas which it———

_— - /




. does not have among whites), and (b) for their phonetic - -

. difficulties which will gradually be presented to those _
learning to read and write. Finally, it is’ important that’
the first generative word be.tri-syllabic. When it is divided
into its syllables, each one constituting a syllabic family,

_ the learners can experiment with various syllabic combinations

even at first.sight of the word.

"~ ‘Having ghosen seventeen generative words*, the next step
is to codify seventeen existential situations familiar to
the learners. The generative words are then worked into the
situations vne by one in the order of their increasing phonetic
difficulty. As we have already emphasized, these codifications
are knowable objects which mediate between the knowing sub-
Jects, educator-learners, learner-educators. Their act of
knowing 1s elaborated in the eiraulo de cultura (cultural
discﬂssion group) which functions as the theoretic context.

‘In Brazil, before analyziﬁg the learners' existential
situations and the generative words contained in them, we
proposed the codified theme of man-world relationships in
general**, In Chile, at the suggestion 6f Chilean educators,
this importahnt dimension was discussed concurrently with
learning to read and write. What is important is that the
person learning words be concoimitantly engaged in a critical
analysis of the social framework in which men exist. For
example, the word favela in Rio de Janeiro, Brazil, and the 0
word callampa in Chile, represent,each with its own huances,
the same social, economic ~and cultural reality. .of the’ vast
numbers of slum dwellers in ;hose countries. ' If fqvela and

*  We observed in Brazil and Spariish America, especially
Chile, that no more than seventeen words were necessary .
for teaching adults to.read and write syllabic languages—
like Portuguese and Spanish, . ...—

T

———44-=55& Paulo Freire, Educacdo coro Pratica da Liberdade

. (Rto de Janeiro: Paz e Terra, 1967). Chilean Editien
(Santiago: ICIRA, 1969). French Editton (Paris: Sintese,
. 1968). : L : -
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2allampa are used as generative words for the people of
Brazilian and Chilean slums, the codifications will have to
represent .slum situations. '

- There a&re many people who consider slum dwellers marginal,
intrinsically wicked and inferior. To such people we recom—

. mend the ‘profitable experience of discussing the:slum situation
with: slum dwellers themselves.. As some of these critics are

~-—-often simply 'mistaken, it is p ssible that they may rectify

their mythical clichés and assume-a more scientific attitude.
They may avoid saying that the illiteracy, alcoholism, and’
crime of the slums, that its sickness, fnfant mortality, v
learning deficiencies, and poor hyglene reveal the "inferior
nature" of its inhabitants. They may even end up realizing

- that 1if instrinsic evil exists it 1is part of the structures
and that 1t 1s the structures which need to be transformed.

It should be pointed out that the Third World as a
whole, and more in some parts than in others, suffers from
the same miguriderstanding from certain sectors of the so-
called metropolitan societies. They see the Third World
as the incarnation of evil, the primitive, the devil, sin
and sloth - in sum, as historically unviable without the
directbr societies. Such a manichean attitude is at the
soyrce of the!impulse to "save" the "demon-possessed" Third
World, "educating it" and "correcting its thinking" according
to the director societies' own criteria. - ,

The expansionist interests of the director societies

are implicit i such notions. These socleties can never

_* relate to the Third World as partners, since partnership .
... presupposes ‘equals, no matter how -different the equal jparties

may be, and can never be established between parties an~
- tagonistic to each cther. ’ B

Thus, “salvaticn" of the Third World by the director

societies can only mean its domination; whereas in its legit-
imate, aspiration to independence lies its utopilan vision: -

0 save the director societies in the very act of freeing
itself. ' ' ‘ ’

In this sensge :ﬁe pedagogy which we defend, conceived fn °
a significant area of the Third Y>r}d, is itself a utopian

(s
-
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pedagogy. By this very fact it is full of hope, for to be
utopian is not to be merely idealistic or impractical but
rather to engage in denunciation. Our pedagogy cannot do
.without a vision of man and of the world. It formulates a
scientific humanist conception unichlfinds its expression
-in a dialogical praxis in.-which the teachers and learners
together, in the act of analyzimg a dehumanizing reality,
denounce it while announcing "its transforimation in the name
of the liberation of man. -

"For this very reason, denunciation and annunciation in
this utoplan pedagogy are not meant to be empty words, but
an historic commitment. Denunciation of a dehumanizing
situation today increasingly demands precise scientific
understanding of that situation. Likewise, the annunciation
_of 1ts transformation increasingly requires a.theory of
transforming action. ‘However, neither act by itself implies
_ the transformation of the denounced reality or the establish-
~ ment of that which is announced. Rather, as a moment in an

historical process, the announced reality is already present’
in the act of denunciation and annunciation.

That 1s why the utopian, character of our educational
theory and practice 1s as permanerit as education itself S
which, for us, is cultural action. Its thrust- towafd de- -

#,~f~v-rentify denounced today cedes its. place tomorrow to the

reality previously announced in the denunciation., When the

. edycation is no -longer utopian, 7.e.,, when 1t no longer
embodies the dramatic unity of denunciation and annunciation,
-1t is-either because the futuré has no more meaning for men,
or because meén are afraid to rigk living the future as cre~

‘ative overcoming of the present, which has become old.

The more liﬁel& explanation is generally the latter.
That is whyssome people today study all the possibilities

* ’ ¥
Re the utopiau dimension of denunciation and proclamacion,'
see Leszek Kolakowski, Toward g Marxist Humanism (New
York: Grove Press, 1962L
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which the future contains, in order to "domesticate" it
and keep it in line with the present, which is what they
intend to maintain. If there is any anguish in director
societies hidden beneath the cover of. their cold techinology,
it springs from theilr desperate determination that their
" metropolitan status be preserved in the future. Among the
things ‘'which the Third World mdy learn from the metropolitan
societies there is this that is fundamental: not to replicate
those Bocieties when its current utopia becomes actual fact.

- When we defend such a conception of education - realistic
precisely to the extent that it is utopian -. that is, to the
_extent that it denounces what in fact is, And finds therefore
‘between denunciation and its realization the time of its )
praxis -~ we are attempting to -formulate a type of education °
whiich corresponds to the specifically human mode of being,
which is historical.

There ib ne annunciation without denunciation, Just as R
N every denunciation generates annunciation. ..Without the  latter
hope is impossible. .In-an: authenth utopian vigion, however,
. ——hoping d6es nct mean folding one's arms and waiting. "Waiting -
" 1is only possible when one, filled with hope, seeks through
reflective action to achieve that announced future which is

born within the denunciation.

" That is why there is no genuine hope in thoqe who intend
to make the future .repeat their present, nor in those who
see the future as something predetermined. Both have a

"domesticated" notion of history: the former because they

Want to stop time; the latter because they are certain about
a future they alrealy "know". Utopian hope, on the contrary,
is engagement full of risk. That is why the dominators,
- who merely denounce those who denounce them, and who have
nothing to dannounce but the preservation of the status quo,
~¢an never be utoplan nor, for that matter prophetic.*

4 . Urhe right, as a conservative force, needs no utopia' its
essence is the affirmation of existing conditions - a
fact and not a utopia - or ¢lse the desire to revert to

- "g state which was once an accomplished fact. The Right
‘strives to idealize actual conditions, not to change
, them. What it needs is fraud not utopia." Kolakowski,
¢ - epe 2t pp. 7172

“
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A utopian pedagogy of denunciation and annunciation such .
as ours will have to be an act of knowing the denounced
reality at the level of alphabetization and post-alphabeti-~
zation, which are in each case cultural action. That is
why there is such emphasis on the continual problematization
of the learners' existential situations as represented in
the codified images. The longer the problematization pro-
‘ceeds, and the more the subjects ente: into the "essence"
of the problematized object, the more they are able to
unveil this "egsence'". The more they unveil it, the more
their awakening consciousness deepens, thus leading to the

"conscientization" of the situation by the poor classes.
Their critical self-insertion into reality, Z.e., their
conscientization,'makes the transﬁormation of their state -of

“tion a viable project.

One must not think, however, that learning to read and’
write precedes "censcientization," or vice-versa. Con-
scientization occurs simultaneously with the literacy or
post-literacy process. It must be 8o:. In our educational
nethod, the word is not something static or disconnected ‘
from men's existential experience, but a dimension of their -
thought-language about the world. That is why, when they
participate critically in analyzing the first generative
words linked with their existential experience; when they
‘focus on the syllabic families which result from that ana-
lysis; when they perceive the mechanism of the syllabic com-
binations of their language, the learners finally discover,
in the various possibilities of combination, their own words.
Little by little, as these possibilities multiply, the
‘learners, through mastery of new generative words, expand
both their vocabulary and their capacity for expression by
the development of their creative imagination.#

* "Je have ohserved that the studv of the creative aspect of
language use develops the assumption that linguistic and
mental process are virtbally identical, language providing
the primary means for free expansicn of thought and feeling,
as well as for the functioning ¢f creative imagination."

" Noam Chomsky, Jarteaian bfﬂldl?*’cP (New York: Harper and
Row, 1966), p. 31. ,
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In some areas in Chile uﬁdergoing agrarian reform; the
peasants participating in the literacy programs wrote words
with-their tools on the dirt roads where they were working.
Ih;y composed the words from the syllabic combinations they
were learning. 'These men are sowers of the word," katid
Maria Edi Ferreira, a sociologist from the Santiago team
working in the Institute of Training and Researech’'in Agrarian
Reform. Indeed, they were not only sowing words, but dis- .
cussing ideas, and ceming to undpratand their role in- Lh

- -wwortd better and better. © - '

- We asked one of these "sowers of words", finishing thé

first level of literacy classcs, why he hadn't leamed to
read and, write before the agrarian reform.,

"Be fore th:agrqrian reform, mv frlvnd," he said, " 1T
didn't even-think. MNeither did mv friends." 7

"Why?" we asked.

MBecause it wasn't posyible. We lived under orders. W
only had to carrv out orders. W¢ had nothing to sayv,' he
replied émphaticallv. :

Thee s.“vplu answury of this mdnunt is a vary clear L‘(d!‘plv
of "t culture of silence.” In "the cul ture of silence,"
to exist Is-to live., The-body carries out orders from
“aboave, C Thinki: "’I. ditffirule, anvdiiny the word, forbidden.

LA !

Zhen all thi% Tand beloneed to one 707 S 80007 said

gututhier man in the same ccnvur%atinn, "there was ne reason
teo read and write,  We weren't rgsponsible for anything.

The Bosa ave the orders and we obeved, why read and write?
Sew It's g difrereat story, Take we, for examnle,  In the
o T 00 T am responsible not only for ny work like

[ -

‘;” B
Atter the Jdisapprepriation of lauds in the agrarian retorr

in ¢hile, the peasants who were salarfed worlors fon the larp

Latirndia become "settlers' (oo 4070 during a three-
sear perlod Lo whifch they reccive varied assbstance tron
tie poverament through the Aerarian Retore Corporatien,
Pris period of settloment  oows o7 ie precedes that

-
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‘EK

PAruntext providea oy enic [

-santiayo ro buy parts. I couldn't zet ‘orientated. 1 was

of words" on a dxfferent occasion, '"when you were able to.

- iuterest dnd-satisfaction about becoming~titerate. For.

_from our, eyes'; - 'I came to learn how to sign my name. I
never belleved 1 would be ‘able td read, too, at my age'’.

‘ “ut we don't want to leave here without leaming to read

ie's all dlfferent "

all the other men, but also for tool repairs. When T started . |
I couldn't read, but I soon realized that I needed to read
and write,. You can't imagine what it was 1life to go to

aftraid of everything - afraid of the big city, of buying the B
wrong thiﬂ&, of being cheated Now it's all differ;nt.”v ‘ ,

Ohserve how precidaly thls peasant described his former
experiences as an illiterate: his mistrust, his magical
(though logical) fear of the world; his timidicy. And R
ohserve the sense'of security with which he repeats, . "Now

"What did you feel, my frlend we asked‘anothéf "sowver

write and read your first words’”'

"1 was happv'becauee I discovered I ceuld make words
speak,' he replied.

Dario Salas reports? "In our conversations with peasant:
we were struck by the images they used to express their

B

]

vxample: 'Befcre we were blind, now the veil haf’fallen

'"Before, letters seemed like puppets.. Today they say some-
thing to me, and I can make them talk.'

"It Is touchinzs" continues Salas, 'to observe the
lelipht of the peasants as thu wdrld of words -opens to them. .
“umetimes thev would say, ’Je're so tired our heads ache,

of assigning lands to the peasants. This policy is now
changing. The phase of "settlement" of the lands is being
abolished, in favor of an immediate distribution of lands
to the peasants. The Agrarian Reform Corporatien will
continue, nevertheless, to ald the peasants,

Darjo Salas, "Algumis ﬂxperivncias vividte: na Surervisao -
: : t I R A T L ST P P R R
de Educacdv basica, " lod 70 Tna Senlen i

<7, Peport’ te Unesco, November, 1768, Iatroduction:
Paulo Frelre.
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and write,'"*

The following words were taped during rcsearch on "gener-~
ative themes."**  They are an 1lliterate s decodification of
a codified existential situation.

""You see a house .there, sad, as if it were abandoned.
When you’'see a house with.-a child in it, it seems happier.
It gives more joy and peace to the people passing by. The
‘father of the family arrives home from work exhausted, worried,

‘bitter, and his little boy comes to meet him with a big hug,

- because a little boy is not stiff like a big personv The
father already begins to be happier’just. from seeing his
children. Then he really enjoys himgself., He-is moved by
his son's wanting to please him. - The father becomes more
peacefgi//and»forgets his problems " -

LA
v

,,,,ﬂzf’f’//l/ﬁote once again the simplicity of expression, both pro-
o found and elegant, in the peasant's language. These are the
people considered absolutely: -ignorant by the proponents of
~ " 'the "digestive" concept of literacy. ,

In 1968, an Uruguayan team*** published a small’ book
You Live as You Can (Se Vive como se Puede), whose contents
are taken from the tape recordings of literacy classes for

* Dario’ Salas refers ffere to one of the best adult éducation
programs organized by the Agrarian Reform Corporation in
Chile, in strict collaboration with the Ministry of Edu-
cation and ICIRA. Fifty: peasants receive boarding and

instruction scholarships for'a month. The courses center e
on discussions of the 1oca1, regiopal and national situa= "~
tions. e

- A% An analvsis of the objectives and” methodologv of the in-
"~ vestigation of generative themes lies outside the scope
of the essay but is dealt with the in the author's work,

-

f“h.w,, of the Orrressed. e

LR
The members of thie Uruguayan team were Raquel Carreira,

Raqusl Barreito, Enrique Mendez, Julio de Santa Ana, and
e Julio Barreiro.




urban dwellers. Its first édition'of“thrée'thbusand copies
was sold out in Montevideo in fifteen days, as was the seccnd
edition. The following is an excerpt from this book

THE COLOR OF WATER
Water? Water? What is water used for?
"Yes, yes,{we s;w it (in the picture).'
"Oh, my native village, so ﬁa;'away..."'
'"Do you remember that village?"
"The stiﬁam where I grew ‘up, called Pead Friar... you know,

A grew up ‘there, a childhood moving from one place to another..
the-color of the water bringqmback,good memories, Beautiful

‘ memoriesf

YWhat is the water used “for 7" ' o

TMye is used for washing. We used it to wash clo%hes, and
the animals in the fields used to go there’to drink, and we

washed ourselves there, too. ey

”Did vbu also qgg/zhe’ﬁéter for drinking?"'

. "Yes )when we were at the stream and had no ether water to
) __d4rink, we drank from the stream. I remember once in 1345’
i a plague of locusts came from somewhere, and we._had to fish
-them out of the water.... I was small, but I remember taking
“out the locusts like this, with my two hands - and I had no
others. ‘And I remembher how hot the water was when there was
a drought-and the stream was-almost drv....: the water was
dirty, muddy, and hot, with.all kinds of - tnings in ft. But
we hat to drink it, or die of chirst.

’

The witole book is like this, pleasant in stvle, with
‘great streagth of exprebsion of -the world of its authors,
those anoaymous people, ' 'sowers of words,' seeking to
ererge from the "eulture of silence.

Yes, these cupkt to be the readiﬂg texts for neople
learning to read amd vrite, and not "Eva Gaw the grape,"
"The bird's wing," "If vou hammer a nail, be careful not
to hit vour fingers." Intelluctualib: pre;udice and above
all clasg prugudiav, are rvsponslblo for the nalve and

t . -
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unfounded notions that the people cannot write their own =~ -

/  texts, or that a tape of their conversations is Valueless-
since their conversations are impoverlshed of meaning. Com-
paring what the "sowers of words" said in the above. references .
w1th what is generally written by speclallsnxauthors of 3

pronounced lagk of taste: or‘afmamentable scieritific incom—'
petency would choose.the spec1a11sts texts. . .

>

Imaginera book written entirely in this simple, poetic,

free, language of the people, a book on which inter-disci-.
plinary teams would collaborate in the spirit of true dta-
~logue. The role of the teams would be to elaborate special-
ized sections of the book in problematic tefms. For example, -
a section of linguistics would deal simply, though not sim-
plistically, with questions fundamen:al to éhe learners'
critical understanding of’ iﬁnguage. Let me emphasize again
that since one of the important aspects of adult literacy
work 1is the’development of the capacity for expression, the
section on linguistics -would present themes for the learners
to discuss,. ranging from the increase of vocabulary to = .
questions about communication - including the.study of syno- = .
. nyms and antonvmsA with its analysis of words in the linguistic '
~;context. and the, use of metaphor,”of which the people are :

such masters. Ampther section might provide the tools for a .
_sociological analysis of the content of the texts. .

These texts would not, of course, be used for mere mech-
anical readings, which leaves ‘the readers without any under-:+
standing of what is real. Consistent with thé nature ot-thuys
pedagogv, they would become the objecr of analysig in reading o
seminars. ‘ . .

~ Add to all this the great stimulus it would bé for those !
‘learning’ to read -and writlyy as well as for students on more
advanced levels, to know that they’ were reading and discuss— .
ing’ the work of their own companions.... , S

i - To vndeTtdKe Suth a work, it is necessary to have faith in
‘ the people, solidarity with them. It is necessary to be - ‘ o
" utopian, in the sense in which we have used thq word, -

e oL T T
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PAULO FREIRE: UTOPIAN PERSPECTIVE 1IN

~ . LITERACY EDUCATION FOR REVOLUTTON .

. B . - .
. . <

btj# }
wilkigm'S. Grif4ith

-

- The author of this critique on the methods and
and objectlves of Paulo Freire is an Associate Pro-
fessor at the University of Chicpgo, 'U.S.A. 1In the

. two articles that follow, Plerre Furter and John'

Rughee regpondrto Priffith 8 cr%ticism of Freire.

This article was or;ginallv published in® oc-

casional*paper no. 32, edited by ‘Stanley M. Grabowski

and isdued . jolntl) by Svracuse University and the
Ltic Clearing House on Adult Education. Entitled
Fad:FPf%.ei”“hdfﬂ'ﬁ:m?vmrﬁm*' Ayl t
¥ herreor. o The Syragusg Publicgtion was 1ﬁsued in
Decerber 1“7~, as part of the Univergity's series

on continuing education. At is re- printed here with
permission of its publishers. "The resnonses by
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-replace it v 1Eh_d utopiar Yorm of governance which will
- serve the peor qnd lovingly restrain their former’ Qppreaxars.*v

Forty vea 5 dya heurﬂ? S, Counts asked, Car Tn
B R S L A P T A N TR T £ P quesgtivned vhether.
the function of cduhat;cn should be to frapsmit - the culture
tv the untutored or to prepare them to work to vredte a .
society which would !aye fewer imperfections than the rpe

“ia which they lived, 'Preparing stndents o adapt themselves

to a static cunception of the'lr socicty seenud e Counts .
far less desirable than increasing tile ability of the sty-
dents to recognize the. flaws in CHELf 50Cintv and to war%

‘to eliminste them,

‘Today Paulo Frelre preaches a ?oupel of ynl;umcal rey-
olution which s to serve as the mativating principle of
his nedagagv It wiill enable the poow and cthe d15p0QbE%teﬁ
to learn and uurk in concert under the 1ns?ired leadarship-
of disenchanted members of the upper classes who amer%e .
in some’ spontaneouws” and. unpredictable wav. Topgether . they
will overthrow the existing wpﬁre%aive povernment and

¢

The purpuses 30 this eritique are to avaluate fbuJ’U‘
fes rreecosd from an adult dducater's perspective in a

.

effort oo detensine whvthnf it is a revelutiopary apnrnach
to literacy educdtion in' fict as well as. in its author's
ntentiony te evaluate the Soundness of the plan for reve-"
Iutign which is te result Fidm the literacw prepram, and

to vilter an wxplasation for the generﬁll" enthag 1§§t§p'
r?alqtkﬂﬂ zuiu boek Has e ﬂlVﬁd. . .

'lﬂvffu*fu;; P ESe s ol T e ) }
* Frojre! é eriticisrs of education, hasvd ﬁriﬁﬂti’" B 1 nxx
dwmumpﬁlwﬂﬁ about the. felatxﬂn&hﬁw between teachers und
enLs, are adither aew nor partioulsrly eseful in ¢
‘fg ahnnt an amprovement dn the prosess. e asu
' ffgring Frim " xw:dzzm ‘uiﬁfﬂﬁv*.‘
in the vole wf a WATTATing
wﬂ"“e.."unﬁ? g S TURng vadk dent, it
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objects, with the result that the material to be learned
becomes "lifeless and petrified."* John Dewey called for
- the improvement of pedagegy by involving the learners in
the process of seeking solutions to practical problems
they faced. However, ‘Dewey did not seem to believe that a
political revolution would be the most valuable end -edu~
cation should serve. Although Dewey advocated a peda—
gogical approach to insure that students would become
active subjects in" their own learning, he did not counsel
-political revolution as the universal motivating force to
stimulate the learning. -

Countless adult educators whose works are less well . .
‘known, and apparently unknown to Freire, have expressed the
same ideas regarding the active participation of learners
in thelr own education and have set forth ideas for imple-
menting the approach with ‘both more rigor and greater
humility than the author of. Pedagogy andl.the Oppressed.
Although Freire does not point out that his criticisms re-
garding conventional education are ‘by no means new, the
validity of his analysis of the instructional
scarcely ‘be denied. -

There is no evidence edagogy of the Oppressed that
- Freire was integested//n examining the literature .of adult
education reséarch before presenting his pedagogy.’ Despite
Freiré's impassioned preaching on the topic, his notions
“about the necessity for making the student an active, ques-
tioning, thinking participant in the formal education process
~ as stated above, are neither new nor revolutionary ' What
would be revolutionary would be a practical method for.
insuring that those who are engaged in teaching would accept
" - the advice and utilize the approaches that have’ been de-

veloped and advocated by systematic scholars in ;he field -
of adult education. ‘ o A 5 '

‘n:,/

Freire joins the ranks of Jack R. Gibb, J. Roby Kidd
Jacob W. Getzels, Harry L. Miller, Malcolm S, Knowles
“and just about every other adult edugator who‘has ever
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attempted to describe the conditions which are most con- .
duc¢ive to adult learnmng'when he urges that adult literacy.
students be actively involved in their own learning:
Further, Freire insists, as many other adult educators
have done previously, that the adult learnmer must pursue
his learning in the context of problem analysis and so-

.’ ‘lution - "problematizing," as the process is labeled in
Freire's argot.6 His ideas on these matters are in harmony
with the positions advanced by adult educators, but he
‘appears either to be unacquainted or unconcerned with this
literature

3
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" The "Banking'Coneeption of Education

—;;—’;ﬂ"___Ereire—&r 6§ an analogy between education as he claims )
it is practiced and banking. He states that education is-.
I 0

an act of depositing;- in”whlth'Thé‘”tudenxs are the
depositories and the teacher is the aepositor. In-
, stead of communicating, the teacher issues gommuniques
o and makes deposits -which the studerts patiently Teceive,
memorize,. and repeat. This is the 'banking' concept
of education in which the scope of the action allowed
to the students .extends only as far as receiving, filing,
( and storing the'deposits.7

In more up-to-date language, which reflects a*sophis-
tication in th'e comceptualization of the process of learning,
Freire might have .evaluated the practices of’te@chers today
in that they continue to emphasize educational objectives

" at the level of simple recall or comprehension as these

"levels have been defined in the Taxonomy of Educational
Objertives Handbook I; Cognitive, Domain® Nearly twenty
years ago the authors of the Taxonomy sought to assist
teachers ‘to consider cognitive educational obJectives at
the' levels of application, analysis, synthesis, and eva-
luation, each of which requires the active interaction of

_ the learner with the ideas rather than. just the words used
in the passages he reads.
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Literacy curriculum materials are criticized with some
justification by Freire, who offers a solution to the |
problem of inappropriate curricula. He suggests the edited
transcriptions of “the conversations of a group of students
be used-as texts for reading. In. comparing a text made

~of transcriptions of studentsw conversations with the kinds

of texts generally written by specialist authors of reading
lessons, he, cbserves that 'only someoiie with very pronounced’

-lack of taste or a lamentable scientific incompetency would

choose the specialists' text."9 " The suggestion of develop-
ing texts from the life experiences and conversations of
the illiterate students would likely be supported by most

- adult educatorg, and if the editing were done painstakingly

it is not unreasonable to assume that reading specialists
would endorse this approach also.

"Funstions of Adubt Literacy Educatzon &

Freire has observed in Brazil, Chile, and other nations
that the act of teaching individuals’ té read and write does

‘not simultaneously transform their environment. He noted

that if there are not enough jobs for persons able to read and
write, efforts directed toward making others literate can
scarcely be expected to create new jobs. A cynic might
obgerve that the federally funded adult -basic education
programs in the United States ptovided either full-time or,
part-time jobs for 32 ,887 teachers,counsellors, local and
state supervisors, and other supparting;persohnel at the
local and state levels in fiscal 1970 regardless of the.
amount of student learning which was. facilitated. Such
work is apparently not alleviating the employment problems
of the 535,613 adults who were enrolled in the programs to
a 31gn1f1cant extent.

Government sponsored:adult literacy programs are .a

-popular target for social critics for several reasons: first,

they are typically designed to enable individuals from the

lower socio-economic classes to adapt to the demands of

Y
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our technological society without raising their hopes that
they might be able to exert any influence on the nature of ’

. that society; second, such programs characteristically are

-« carried on by volgnteer teachers, public school teachers
who are working overtime ‘to earn a few extra dq}lars, ‘and -
other part-time instruttors whose preparation to teach adults
is sketchy at best and whose work 1is supervised by local
and’ state level career administrators 'whose area of academic
specialization and career expectations are not in the admini-
stration of adult literacy programs. Finally, representa-
tives of the sponsoring institutions may encourage the

- development of unrealistic expectations concerning both ‘the
rate of academic progress and the employment opportunities
for prospective students. Freire has exposed the manip-
ulative aspects of some govermmentally funded literacy pro-

2

the poor and to conviiice them -that all of their troubles
-are the result of thefr own 1nadequac1es.
- e,

: Characteristzcs of Adult Lﬂteracy FTograms i

It cannot be denied that "adult literacy programs fre-
quently. EXQIbiC many _ ‘of ‘the hallmarks of the oppressive
"pedagogy associated with elementary and secondary school
teaching and which seeks only to convey content instead cf
to eéducate the students. In contrast to the practice’ of

*involving the ‘learner 4in the process of defining the problem,
identifying objectives; designing the curriculum, and
evaluating ,the outcomes, all of which have been ad_ocated
by the authors of the standard ddult educatiocn tex
for decades, many teachers focus not on the behav g
student, but on delivering a given body of subject #htter to
a passive group of learners. An appreciable amount of the
literacy instruction in the United States is still carried
on at the levels of simple recall and comprehension (as

_ these terms are defined in the Taxowomy of Educational _
Objectives). Although it is likely that the overwhelming
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hieh-he—feels—have-been-designedprimarily to—controt

.
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majority of tests used in these programs are desighed only
‘to measure simple recall and comprehension, the nature of .
instruction and testing at the highet cognitive levels has
- been described quite adequately. Efforts have also been
made by progressive teachers for décades to conduct educa-
tion using the full range of levels.
An examination of - 1iteracy Programé in the United States
would reveal a wider range of educational objectives than . :
~Freire has identified in his’ ‘critique of this kind of ¢
effort. Certainly it is true that in some programs the ~
entire instructional .procedure resembles the banking con-
cept of education which Freire decried. On the other hand
"4an undetermined number of literacy teachers are _more con-
cerned with increasing their students' coping skills than
___”_uith_preparing_thenpixcpass_xests_ofwsimple_:ecall or..to P
_accommodate passively to the demands of their society. - » .
Coping skills are conceived as analytical and synthetic
ahilities which enable students to examine the facts of a
- problem situation, identify the likely consequences of
alternative actions, and finally select and implement the
final alternative. Such instruction is clearly not intended
. to produce passive consumers of the ideas and decisions of
a ruling elite, and wher the instruction is carried out
successfully the graduates of these programs become active,
inquiring 1nd1viduals rather than passive fatalists.

4
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Although the: teaching of coping skills has not yet become _
a common® ‘characteristic of. adult literacy programs in the’ ' .
United States, it would be erroneous to assume that the de-=
velopment of such skillgs#® not a major objective of an
appreciable and increasing .number of these programs. -The
concern for teaching coping skills in basic education
classes Is of relatively recent origin and Has not, as yet,
been incorporated into the most widely ‘used curricular
materials. Further, only. a relatively small percentage of
the teachers have themselves.been taught methods of de-
-veloping such sk#ﬁls. Nevertheless, their teaching has
become' an 1ntegrai part of some programs and apparently is
‘being accepted as legitimate and desirable in an increasing
~+" number of programs. -This orderly'process of diffusion occurs - .

N
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’gmqatign~anproaches to instruction can be traced.rto

slowly, but the important fact to be considered is that )
._rbureaucratic structure of education continues to evolve and .
that ideas are gradually processed by the system.-

e

Teachers for adult litetracy -programs have typicallv not
.had special training in the fiéld of adult -education, nor
are they likely to think of themselves as adult educators.
The fact that they may be poorly informed about the guide-  °-
lines for teaching adults which g¥ound in the literature .
is not evidence that the concgpfualizations found in the
adult education literat re either inadequate or in-
appropriate guidés to action. The teachers' lack of. aca-
‘demic preparation and-their Jon-application of the existing
guidelines may only indicate their unfamiliarity with the
literature of the field. If such non-adoption of adult edu-

teachers' lack-of. knowledge of the literature, then there

- is .little reason for believing that yet- another book setting ° .
forth a new pedagogy or an old pedagogy under a new name is -
likely to influence educational practice appreciably, however
appealing it may appear to. contempeérary critics of the edu-
cational, system. Perhaps, however, Freire s writing style,
plus the linking of his adult pedagogy to revolution and the
freeing of the opgressed will attract a larger number -of
readers than have been drawn to: the more rationalistic -
literature produced by scholars in adult education.

In Freire s schema the primary purpose of literacy training
. is not to produce the intrinsic satisfactions which may re-
su}t from- having learned to.r write; neither is' the
central purpose to y'eld the extrinsich\satisfactions which ~
may result from the effective use of these skills in satis-
fying the requirements of the society in %hich the students
live. Instead, the justification for condgcting literacy
training programs is the preparation of t learners to
participate in the revolution to overthroy the oppressive
elites. Therefore, to assess the soundnéss of the entire
gchema it is necessary to consider\phe adequacy of the
explanations of the components ,of the revolution and the
‘internal consistency of the revolutionary progtam. This -
program is to f0115w°thq_literacy training and is posed.by . -
Freire as the justification for° that training.. : '

L N
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T?e Process of Revolutzor

Freire stresé%s that the central 1dea of the revolutlon
is dialogue between persons of opposing vlewp01nts, at least
whenever it appears that this process wil 21 bring about a
synthesis satisfactory to the iudividual who has accepted
,the idea that there must be a revolution to take away ‘the
‘power of the ruling elites. However, dialogue is regarded
as- inappropriate when .it: seems likely that the weaker party _
cannot be.converted.. Further, Freire.leaves little question
regarding his willingness to control andArestrlct the free--
dom of those.who cannot see the °superiority of his system,
In justifyjing his denial of a right to engage in dialogue to
. the oppresglve erites, Freire states: ’ , .

»»HOnce a popular revolution has come to power,

the fact that the new power has the ethical
duty to repress ~ny attempt to restore the
old oppressive power by no means signifies
that the revolytion is contradicting its
dialogical character. . D1alogue between the
- former oppressors and ‘the oppressed as antag-
onistic classes was not possible before the
revolution; it continues-to be impossible
af terward .10 _ - , »

™

[

The freedom to disagree with the ndw ruling group,
following the revolution, is to.be restricted to those who
have passed some undefined loyalty test. After the revo—'
lutlon, actions which may Seem hostile to the governing
group are not to be dealt with through d1alogue. . Instead,
those who ‘propose anything other than the "true gospel" -
-are to be repressed by the new. leaders using whatever means
are necessary. . . , _ A -

Althpugh it may - appear to the caSual reader that Freire
is willing to allow the free expression of opinions and -
“that he is willing to rely on the logic of his arguments.
and his skiil in the use of d1alogue to deal with those

©_may disagree ‘with and re51st him, .the examination of
his attitude toward the trdining of organizers and his
approval of the approach of Guevara lays that notion to rest.
In discussing the'.way ‘the reVOlutionary leaders must deal.
w1th their followers, he says, "But - they (the leaders)

o : - 101
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must always mlstrust the ambjguity.of oppressed men, mlstrust
© the 'oppressor' housed in the latter. Accordingly, when -
. Guevara exhorts the revolutisnary to be always mistrustful
he is not disregardlng the fundamental conditlon ot* the
theorv of dialogical action. He is merely be1ng a realist’."11

Freire quotes approv1ng1v the adylce'glven by Guevara
to E1 Pato;o, a young Guatemaltecan’ 1eav1ng Cuba ‘to engage
in guer111a activitv in his own tountry:

v

¢ - Mistrust: at’ the beginning, do not trust
your own shadow, never trust friendly peasants,
‘informers, guides or contact men. Do not
trust anything or anybody until a zone is
completelv liberated.

_In this case the Word "llberated" may be-defined as -

placed under the control &f . the revolutionary leader."
"™Mistrust"® is the key word to describe the attitude of the
~-+. leaders of the revolution toward all those with whom they.
© 7 must work. Whether such an- attitude,constltutes‘an effec-
. tive way of building .a better society for all mankind is
open to doubt, It is clearly antithetical to the prevailing
ideology of adult education. o : :

.. Once an 1nd1vidua1 has become a member of’ the revolu-
tionary ‘groupy he is not to be permitted to withdraw.y Freire .

- endorses the idea of punishing the deserter in order to .
preserve the cohesion and "discipllne" of - the group.13 It
seems likely that 'discipline" refers" to acceptance of or
submission #o authority and control rather than.to self-con-
.trol or a commitment to engage in the dialect1C'When faced,
W1th a need to take action. - - »

And although Freire warns against the danger of the rev-
olutionaries becoming'corrupted into the behaviour and through-
patterns of their former oppressors, the means he advocates
for the forcible overihrow of the oppressive regime and for

‘the handling of the former oppressors seem conducive to the:
replacement of one oppressive regime by another. Freedom
is’ to be shared with the frue bHelievers.: All others are to
be bridled. The critical determination which- some leader
must make somehow is that of discriminating between those -

.o - ' 102
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;' who are evmpathetlc to the revolution and those Who oppose .

oo ity Despite Freire's assertion that revolutionary action
.o ust b’ 'human, empathetic, loving, communicative and -
' fumble, in-grder to be li¥erating," it is nevertheles§ elea;
that he approves of violent actlon_to chec& “thosedwhd are .- -
not sympathetic to the revolutlon 14 . .. ’_ .

»
- Freire's descrlptlon of a radical commltted ta human
. llberation is a man who "is not afraid to meet the people
or to enter into dialogue with them.'l? However, 'the
people' does nop include any of the oppressors ""who ‘are.
* to be overthrown. And although dialogue is proposed as
the way, of avoiding error, Freire's radical would not accept .
the. notion that didlogue with the "oppressors" could be R
useful. So despite the professiohal openness to learning ' )
o through dialogue, Freire's ideal radical would not tolerate
"the views of Fhose who Were not:ready-to-accept the gon= e e
clusion that revolution is essential. It.is .at-this poidt “ %
‘that Freire's pedagogy parts company with democra®ic ideals .
. and all educational philosophies which setk to arrive at v )
. teuth by permitting the free expression of error as a means :,
o \{_eyp031ng.its limitations.. * :
; Ratlonal men might be expected to. accept the notion that T
they should welcome or at least tolerate the views-of others
as 'ell as to keep an open mind to 1deas.that challenge
“ra ition and established institutions-because of a.belief
-~ -~ that there is always more to learn eﬁa more perspectives
“on a given probldm or proposition than they‘have already
" perceived. Such is not Freire's position. While he advo-
cates dialogue between the self-discovered leaders and tpose
who are to be the self~discovered followers, such open dis=
cussion is to be denled the opponents of the revolution. .
This situation allows for a considerable amount of confusiens
concerning when dialogue is to. be pursued and when efforts

* are to be dlrected toward xestraining the actiong of those.

-

who disagree with the revolutionary 1eadership It is at -
.. the point of silencing dissent that Frelre s pedagogy. seems
most oppre331ve. ' ERSAN . o ) L

o - i ] r .‘
Further since the test of the radlcal Leader is his
acceptance by ‘the people, one might assume that at least once .
in a while a self-appointed leader wpuld arise with base ’ '
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1nstruct4ons -

CIdmisitlons of the Diok

motlves and an abllity to attract followers and retain their

loyalty wnen it“c¢omes to the_task-of: d15t1ngu1sh1ng be=~
tween” the authentlc leaders- and the "inauthentic" leaders

Freire offers no Buidance except to indicate that eventua‘.fly“
_ the followers will end up with the appropriate leader through

the process of dlalogue. Such a corrective mechanism scarcely
seems compatible W1th the advocacy of the 51lencing of dis-

-

Sent . . - ° " . a\ " n ° ’ ~ : . "' - .

p Freire considers Lreedom and authority briefly, .by sayving
that .cauthentic authority is affirmed through delegatiofs or."
in sympathetic adherence.” In his explanation of this re- "
lationship he notes that "authority can avoid cenflict with
«freedom oenly if*it is "freedom become authority',"16 His
atteripted clarification of the relationship between freedom
and aqthoritx is xneffectual partly because he states-and
. restates the same ‘idea’ in'ethe same words.. ‘His uge of the '
modffler true with authorlty and freedom does not serve

. to clarify Lhese conceptS?and instead suggests that he re-

zards his 1deas id this ‘area as.worthy of aeceptance on the
babjﬁ of his Sincerity alone and not on the basis of a logical
argument 17 Qther authors have used the term Zeattzmat@
‘authority .as a way of distinguishing between a deader's
aecrlbed power to control his subordjnates and .the followers
willing acceptance of this rlgh to direct their actlons.
Arparently legitimate:or !'true" authority in Frelre s view .
exists onlv when the members of the lowest sociceconomic
'groubs have freelv selected all of the leaders, ‘in which chse’
freedom is exercised bv ch0031ng to’ follow thelr leader's i?

2

, .
4 - o
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Frcxre s rhetorlc is desxgned to empha91?e a thesis-
antithesis approach to both the definition of problems and
to the 1dent1f;cat10n of solutions for those:problems. ®Un-
fortunately, this perspective of reality tends to’ overslmpllfv
both problems and solutions by its inability to recognize
other than two opposlng v1ew§ on, any problem and its insis-
tence ypon dlchotOlelﬂg the positions which may be taker

- with regard to its solution., For example, in his esday

"Cultural ‘Action and Consciéntization;' Freire rather sim-
plistically compares ti position of the oppressors on the

*‘" 12 i b ’ 10’4; ‘ ' -
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) fight—;ith the'enlightened revolurionaries:

The Right im its rigidity prefers the dead to” .. *-
the 11ving, the static to the dynamic;' the fh— BT A
. ture as a repetition of the Past rather than .
‘as a greative venture, pathological forms of - 45
love Tather than.real ([?Jylove; frigid schematici- .
zatiédn . rather  than ‘emotion of iiving; gnegarious~ " .
ness rather than authentic £?], living ‘together; Y
organization men rather than men Wwho organfze; ¢ .-
"impogéd myths rathe: than incarnated values; .~
«directives rather than creative and ocemmuni- | ) -~
cative language; and slogans rapher than R o
challenges 18 . - . < e L ¢ -
» Ihis guotacionvmahich_xeflects thq-bbetgeheralizatfynsuand ‘
'voversimplifications chaxacteristic of a political campaign
. .speech; is consistent with the author's “ebsessiomwith the
-~didlectic perspective as ‘well . as ‘his apparént willingness
to rely -upon emotionally-laden and vaguely defined terms.
‘Freire sees only good guys and bad guys. He a;knowledges no
middle ground. AR ) - N TR

core

, Freire's own profe551oaa1 life sincell959 presentssa
‘pattern of’ 'sponsorship by the most favoved segments of §oe1ety,
universities, 1nternationaL,érganizations,_and churches, a
pattem which may present an incongruous. answer fo his question
"What.could be more 1mportant than t& live apd, work with the
oppressed, with the 'rejects of \life,' witH the< 'wretched fo}

the earth?!, In this communion, the revoiutlonary leaders - !

- . should find not only their raison d'etre but a motive for )

rejoicing. n19 Evidently. the 1mp1ementat10n of the revolution -
will reqiiire the contrlbUtlons of various kinds of 1eaders
beyond those identified by Frelre -

¢
- )
!-' - -

'EMergewce and '?ebzrth" of Reaolutﬂowaru Leaders

Vo If then, Freite is,not'himself to 1ead the rev01ut10n,

some’ prov131on must be made for the -identification 4f those
who are to lead. On this point, Freire does not provide
specific %nformation, presentlng instead a somewhat vague ‘de= |
.scription of the way the revoluthnary.leadetshlp will emerge.




' Usually this 1eadersh1p group is made up @p
‘e : of men who in ohe way or anéther have bk-
longed to the s¢cial,strata of the domina-
v “s. tors. At a certain pointg "in their exis-
tential experience [?1, undér certain
historical conditions, these men renounce
the class to which theybelong and join
the oppressed, in an act of trué solidar-
ity .(or so one would hope). Whether or
- : ‘not this adherence results from a scientific
analysis of reality, it represents (when
. : authenibc) an act of love and true commi -
L ment.. .
. . . \‘.f

- - o
.

e These parenthetical phrases might alert readers to Freire
g in 'anticipation .that some men will renounce their class and

A .
join ‘the oppressed out of motives other than lewe and true

—re—--rommitmentio Since the- oppressed-may be-duped by ¢cunning - e

. -charlatans 1t would seem necessary to provide 'criteria for
‘*differentiating between authehtic anc inauthentic - leaders. -
v Also, if this explanation deals with the usual source of -
*  leaders, it might be fpeasonable to assume that the usual
. sources would also be identified:. They are not. Freire's
solution to the problem of dealing with i'authentic ifaders

-

«. * i3 to depend on the oppressed individuals} .who were previously .

described as not meriting trust, to expose these inauthentic

5 leaders through the practice of the. djalectig. . Such an anal-
cysig  is 1ncompJete because it does not reflect a knowledge
of' history, a mastery of ,political science, .0r an admln;stra—
tor's grasp of organlzatlgnal phenomena.

o © Fréire admits his lack of comprehens1on of - the speclflc.
mechanism through whlch'hls revolutionary goals will be
&ehleved He - uses-the term "cultural synthesis', to describe

' . the process EhroUgh which the contradictions between the

world view of the leaders and the. wor1d~v1ews of the people

= are resolved: : .
' - ’ b4

Instead of foliowing predetermined plans,
 leaders and people, mutually identified,

together create the guidelines of their |
. actions. In this synthesis;'leaders and
- : : people are somehow reborn in new knowledge

L3
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. and new action. = Knowledge of. the
. : - -alienated cultlure leads to trans-—
A \K_ forming action resulting in a culture - =~ . -

-N\__ - _yhich is being freed from aliepnation. -
The- more sophisticated- knuwledge of - . o ]
the leaders +is remade in the empirical '
knowledge of the people,. whlle the latter
is reflned by the former. -

- - - - . L
. —— A . -

Freire can scarceiy be accused by his readers of spend- -
ing an excess of time analyzing and describing the process by
by which the miraculous transformation of society will be U
initiated. His sketchy“descrlption of ythe emergence of the
- %, leaders and the "rebirth" of “both the- leaders and the people
% does not offer much evidence that he has thought thrdéugh the
i _practies-aspects of beglnnlng the overthrow of the oppressors L
éfC:k‘ and their replacement by self- discovered saviors of the poor.

Freire's explanatlon of how leaders ate.to emerge 1s in-
con51btent with his position on the training.of revolution-
aries. fn the one han¥ he appears to approve of -the’ training
of guerilla .leaders in Cuba for export. But, on the’other

~ hand, he appears to oppose programs for the tralnlng of Cow
leadets, saying that: : ‘
. the so-called leadership training cdursés, - = ....-
4 whldh .are (although carried out without any =~ - ~ ..
) such 1ntentlon by many of their orgdnlzers) :
in the last analysis allenatlng. These
courses are based on the’ nalve &Ssumptlon
that one can promote the community by-

- ] - . training its leaders - as if it were the; e,
L ‘parts that-promote the whole and not the: S
LT oo whole, which in being. promoted, promotesi :

the parts..,, As soon as. they complete:
the course and return to the communlty,,

' - with resources they did .not formerly:

. possess, they either ‘use these resources .
to‘control the submerged and dominated
consciousn¥ss of . thelr comrades, or they

" become . strangers in their own communltles -
and tReir former leadershlp position .is: :
thus th&eatened. - / I .
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. Again, ?relre s apparent' incapacity tq conceive of any -
thing but d1chotomous situations leads to rhetoric which
may persuade some readers, but it'is not a partlcular]y

thorough analysis of the complexity of the reality cf “huntan

experience. So the readet "is left with the 1mpression that
Freire regarded Guevara's 1nternaxlona1 expeditions to .
foment revolution and to train leaders as desirable and ™~
consistent with his notion of how the revolution should
proceed, while at the same time he identified the notion
of training leaders as alienacing. On this point Freire
. has apparently provided both a thesis and an antlthesis,
he leaves the readsr ro perform the synthesis. .

@

oommv,ty_D_eveZopment as a Process of Repressi_oh

»

Community development efforts ére also seen by Freire
as a part of the. repressive actions. of. the ruiing elite.
He describes- the process and its deficiencies as follows
" In 'community development' projects the more a
region or- afea“is-broken downin 'local communities'
» without the study of these communities both as to- -
talities in themselves and as parts of another to-
‘tality (the areas,region, and 'so forth) - which in
its turn is part of a still larger totality (the .
. nation, as part of the continental totality) -
the more allenatlon is 1ntensifled. ‘And -the more
alientated people_are, the easier it is to divide
them and, keep them divided. These focalized forms
of action, by intensifying the focalized way of
life of the oppressed- (especially in rural a1eas),,
——~"hamper"the oppressed - from perceiving reality cri~—
tically and keep them isolated from the problems
of oppressed men in other areas. .

Is there, then, any way that communlty developers .

-might win the .apprroval of. Frelre for their efforts? Yes,"
for he offers the following observatlon regarding the state-

ment just quoted:
- This criticism of course does hoE'aﬁﬁly to ractions
~¥ithin a dialectical perspective, based on the
" understanding of the Iocal community both as a.

-

totality in itself and as part of .a larger totalityf'

It is d1rec:ed at "those who do not realize that . the~
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development of the local community cannot occur
except in the total context of which it is a part,
in interaction with other parts. This Fequirement
implies the consciousness of ‘unity in: diversifi-
cation, of organization which channels forces

in dispersion, ‘and "a ‘clgar awareness of “the ne-
cessitv to transform reality.

.Community development carried on outside- of the.dia-
lectical perspective is seen by Freire_as a form of manip-
ulation of the pecple by giving them the impression they are ..
being helped when, ‘in his analysis, it is a means of weakenh

_ing - the oppressed still further,.dsolating them and creating
"and deepening rifts among them. -Such developmental work is
Séldom™ perceived- as -oppressive.by the dedicated but naive ‘
professionals who are carrying it out, according to Freire.’

Unfortunately.for those who regard themselves.as ethical
community developers, Freire never divulges the way in which ,
the dialectical perspective, based on the "understanding of -
) :the local community both as a totality in itself and as .
B ~-part of -a--larger-totality, is to be developed One point
’ is clear, however: existing procedures for the preparation : .
_of community develooers ‘are not doing the job, . . -

The lack of practical guidance for those who are to
- carry out the revélution is not surprising in a utopian
- formulation and Freire clearly identifies his approach as
;‘utopian

-T% 'U*o"an Pergpective _ v
The desire to establish a utopia is probably as old as
: man himsélf. There is _no scarcity of utofPian literature, .
common themes pervade such schemes. Equality, peace, and -~ .
~* a contempt for riches have been characteristic &6f utopian . = "+
formulations historically. Marxian analyses of the evils '
of . the -capitalistic systems lead to the formulation of re-
forms based on three. unproved assumptions:-(1) man's true
needs are quite limited and only a*tificiallv created needs
"produce misery; (2) enormous quantities. of labor -are wasted
-, on the luxuries of the ruling élites; and (3) sciemtific ~
'_progresa improves production per man, but man 's needs do not

o
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L ] . .
;increase. The abolition of monopolies of property coupled.
-with the establishment of some form of communism are seen
as sufficient to eliminate any significant expression of ..
‘man's antagonistic.impulses - the basic cause of evil in
- ..society. Freire appears to have.accepted all three as-
sumptions. ' e T

Freire's chimeric notions combine a disregard of ultimate
. ends, with .an: ‘uncomplicated analysis of immedlate obstacles
' to the' 1mplementat10n of his plan. The use of "authentic,"
"real," "true,' and '"genuine" does little to convince the
‘reader that the author of Pedagogy of the Oppressed has a
firm grasp of the reality he seeks to Peform. The goal.
.which Freire's pedagogy seeks is the establishment of a
revolutionary society. in which the process of revolution_
will continue permanently rather than to wane following
‘the overthrow of the ruling elites. What is unclear -is the
basis for Freire's belief that those he classifies as the _
oppressed and their leaders will be transformed into virtuous,
. unselfish persons by the' act of overthrowing their ‘oppressors.
. Unstated assumptlons regard1ng the. dynamics of the trans<"
mutation of "rebirth" leave the reader with inadequate evi-
dence to eValuate the soundness of the -author's scheme.

Over the centuries an untold number of utopians have'
assumed that with the abolition of monopolles of property -
and with the establishment of some ‘sort of communism, the
antagonistic spirit, which is by definition the cause of
evil, would no ldnger find significant expressjion in society.
Yet the idea awaits effective !mplementation What reason
is there to believe that Fre1re s approach is . any more likely
to succeed?

o
.~

. One might assume that his education and experience would

have led him to develop a high level of political sophisti-
. cation. Freire earned his doctorate at the UYniversity of .
'Recife .at age thirty- -eight and became a professor of the

history and philosophy of educatlon at the same university.

" He served in Brazil as Secretary of Education’and General b
Coordinator of the National Plan of .Adult Literacy until
1964, when a military coup made it necessary for him to S

leave. MoVving to Chile he became a professor at the Univer~
sity of Chile and a consultant®to Unesco Institute of Re-
.search and Training in Agrarian Reform. In 1969 he was named
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a fellow of the Center and a visiting professor at the Center

" for Qtudies in Education and Development at Harvard Uni-
versity. Currently he serves as a special consultant to

the Office of Education of the World Council of Churches in

Geneva. These experiences might have led to'a sophisticated

“‘understanding . of the functioning of natlonal governments -and

' to an appreciation of the disciplined coordination and

control required to carry ou; a successflil revolution and

to perform essential -government functions following. the”

. revolution. Pedagogy of the. Oppressed does not, however,
.reflect a level of sophistication commensurate with a high

degree -of politicgl -acumen.

Freire advocates revolution because he believes that
evolutionary approaches are inevitably wnsuccessful. He .
states,. '"Freedom is acquired by conquest,.not by gift".
Perhaps it is because he is so thoroughly committed to the
notion that revolution is required ‘to overthrow the ruling.
elites that Pedagogy of the Oppressed is devoted primarily
to justifying the revolution rather than to expounding the
,sgecific strategies to be used in its implementation.

The Uﬁcm'.tical }lcceptance of the Pedagogy of. RevoZution

Freire's pedagogy offers neither fresh ideas concerning
the methodology of adult education nor practical guidance
far implementing the revolution. - The literature of adult -
education contains more complete and systematic guidance
" for the planning and conducting of programs than can be
- found in his vpedagogy. Further, a plan for a. revolution
which is dependent upon the spontanecus self- 1dentif1cation»
of leaders who must. Subsequently become involved in.a pro-
" cess' of mutual identification with those whom they will lead
scarcely seems practical.” .Further, the rejection of ' leader”
thraining as alienating provides little indication that the
practical'probIEms of organizing a revolution have been
considered.  Finally,; the.dogmatic assertion that all training
must 1nv01ve both the leaders and the led. in a dialectical
.Situation would seem either to restrict the movement to .groups

which function on a faca-to-face ba51s ‘or suggest that the
mass media will be used as the vehicle for the "dialogue"
between the 1eader and the 1ed. '




. The 1ncomplete utopianischeme proposed by Freire has
nevertheless found readyv acceptance bv a surprisinglv large
- number of critics of the American educational system.or the
American form of government or both« Perhapg -all that is
. needed to win acclair today is a forceful condemnation of -
the exisiting authority structure, a” mystical promise of a
kind of - "rebirth ".and an insistence that the lack of plan
for carrying out the revolution and -for regulating ‘'society
"afterwards is evidunce of the revolutiorfary's commitment -
to the dialectical method of deaIing with problems. - Two
factors, a widespread disenchantment with public education
and ‘the qualitv of the intellectual leadership on college

- =campuses, may help to explain the.uncritical acceptance of
this pedagogv. RN . . N

JFreire's criticisms of the banking concept of education

oannot be dismissed lightly.,*While it is true that his
call ﬁor a pedagogy to dgvelop autonomous, self-directed

e learners is not new, his espousal of this philosophical
pos1tion of adult educators in the context of the heightened
.social:consciousness of the times’ gives his book a popular
appeal which .is lacking in less polemical adult education
.literature. Yet an appeal for the redirection of prevailing
instructional practftes from an' exclusive focus on pass1ve
recall to an emphasis on'thé development of the student's
analytical "and evaluative abilities would have ‘been -stronger
"had Freire demonstrated his own masterwsof these abilities
rather- than to exhibit. an unsyerving g@edilection for viewing
both PfOblemS and solutions -from an Hegelian posture.

The undiscriminating acceptance of this rhetoric of. rev—

olution may
sequences o the"fragmented perceptions, of “réality found on
.college faculties Specialists in ‘each,of the social sc1ences
bound bv the concepts and methodologies of their own disci- .
" plines, work on research projects*in_which they need not
differentliate between differences which-are only statistically
significant and those which have both statistical.and ‘prac-

tical SLQnificance Although each, of the: disc¢iplines taken

i s1nvlv is insufficient to explain human behavior specialists

within each of them may lose their perspective on the explana-
tory power of their own discipline through sustained efforts ;-

,,4
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restrieted by the boundaries of that ciscipline. Living
with partial explanations may render some academics es-
pecially vulnarable te incomplete exnlanations which lead
‘to conclusions they would 1ike to accept.

duman behavior dis influenced simultane0us1y by more
- varlables then_theoreticians or empirlcists working within.
any specidlty are prepared to study. .Accordingly, the
particular disc1p1inary cornicepts and perspectives of econo—“w
_mists,. psychologists, political scientists, sdciologists,and
. other social scientgists are of limited practical utility, -
not because the separate disc1p1ines have imperfect per-
spectives but because each of these perspectives is limited
by necessity. Perhaps,. then, it should not be too surpris-
ing if those who spend their lives studying behavior from
the .limited perspective .of a single social science are
- particularly SUsceptible to single disc1p11ne solutions to
* complex problems put forth by persuasive authors. Adminis-
-tratgrs and other-men and womén of affairs may be less
11ke1y to be persuaded by grand schemes which reflect sim-
p1istic notlons of the determlnants of human behavior,

In Pedagog,/ of the Oppressed Freire has restated the
faults of :a large part of the educational process as-it-is
carried out, endorsing the higher level cognitive objectives
. without acknowledglng that the criticisms and proposals he
offers for the improvement of education have already been -
presented in more sophisticated ‘and rigorous analyses by
other authors. Yet there is nothing wrong with restating
sound ideas. If the new pedagogy consisted solely of
suggestions for 1mproving adult literacy programs, then per-’
haps couching the approach in revqutlonary rhetoric would _
serve to attract attention and- even.persuade litetracy teachers
to adopt a new perspective "in their instructional efforts. -
The. coupling of a plea for the improvement of adul® education
~with-a call to revolution weakens both appeals.. Utopian
schemes are attractive to those who want a simplistic so-
lution to the problems of the world. -For those who seek
to bring about the changes, however, schemes which consist
. of superficial analyses and which are dependent upon the . L
" spontaneous emergence of enlightened authentic leaders ‘
acting out .of love (who will somehow expérience a rebirth

#
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together with their followers), is an appeal <to an extra-
,terrestrial 1ntervent10n which eludes the rat10c1nation of
. 'SOLLal SCLentlete

-ow"Wd" *ﬂe Tanr 9312

If Frelre s presentatlon of his pedagogy and revolutionary
blueprint - st1mu1ates0adult educators to reflect on their
‘mé&thods and &% become more analytical in contemplating” ‘the
compatability of tihe goals they seek with the approaches
they use, “then the publication of this so- called revolu .ion
ary pedagogy will have served a worthwhile purpose. It would -
be- comfortlng to believe that in anothetr forty years there
will -be né need for another social critic to ask.the question
. Counts asked forty vears ago. However, the uncritical accep-:
« _tance of the rhetoric of the pedagbgy without the analysis of
' the substance by "educators- illustr tés, more powerfully than

Freire may have ant1c1pated¢'the validity of hig criticisms
-0f educational systems which produce graduates whose critiCal
facultles have remalned undeveloped .

-
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- _ defence of Paulo Freire and his approach to adult.
oo : education. " : , . a
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Professor W.S. Griffith
being a Utopian. But he makes this reproach in such ,an
offensive manner that -T,as a friend of Paulo. Freire,ufecl

it only just to poimt out,first of all that it is hard to
carry-on a discussion in sych an atmosphere of 1ntcllectual
terrorism. We shall, neverthetess, try to circumvent this

by reading Griffith's article .three - times, and discuss each’

-level of reading as; they arises -

L

'I.' First o€ all thLS is obV1oL51y a personal attack . The
writer' does not hesitate to reproach .Paulo Freire with ‘his
"lack of humanity" (p.68) or with being simplistic .{p. 70 J.
Above all he blames.him for not being "sophisticated", “din,
olhier words, for not being the teacher hé should be, . This
is why Professor Griffith perfidiously quotps the sections
of Paulo Freire's _biography  that shéw ‘him to have bern

incapable: of using. all the academic ie¢sources made*awailable
to him. But is tiiis not a. gratuitous attack? It is poss1ble

_that Paulo Freire....:.did not want to be the "Herr Professor
Ph. D." that Professor W.S. Griffith wished him to be.. Per=

o haps, on-the contrary, Paulo- Freire consciously chose to’
, <ibé the . popular and even populist** exponent that Criffith
LY

reproaches him with be1ng7 1f this is-so, the whole ot this
"base attack is nothing but a wretched slap 4in the  faca whi&h
© idis better s1mply ignored

* reproaches Paulo Freire with

“+

* W.S. Griffith; "Paulo Freife. utopian perspective on 1li-
teracy education for revolution Paulo Freire: a revolu-
ttonary dilemma for the adult edheator, edited by Stanley
M. Grabowski, (Syracuse Univers1ty Publications in Con- ,
tinuing Education, Syracuse, N.Y., 1972).

~E. de Kadt, Catholzc rad%cals in Braztl (London, 1970),
p. 102, -
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“IT. So one reads the dftiefe—at a second level. Ba31cally,_

Prof. W.S. Griffith, from the height of his university morgue,
n®t only repeatedly takes umbfage ‘at-Paulo "Freire's ,success,
but also blames him for not knowing the existing ”llterature
on adult education. This 1is to forget that in the first place,
Pauld Freire is praetltally self—taughc stfdying in Recife
is not the same thing as studying in Chicago or Boston; it
is slightly more difficult. Furthé%more, his actual know-
ledge does not come from books, nor from teachlng s'tudents,
but from practic al expertencg:” with the servants, shop as-
sistants, workers and -the unemploy%d of Gran Recife: As
many commentators have, pointed-out, Paulo Freire clalms not
to theorize, but to reflect on his experiments. ThlS is

why the literature of others-+is digested with a view to the.

v

" needs of this 20th: century cannibalism. Prof. Griffith ’shows

" the nature of iris concetn when ne-more-or less bewails, the
fact that the general public reiads Paulo Freire, but not ’
‘the five writers he names on pate 68. .But what do these™
five-writers - all North Americans, naturally - have in

. common? The pedantry and .degdly/boredom found in so many

works on education. The proof of my assertion is provided-
by our students.  While .they read Paulo Freire” (and IlTich,
Reimer, etc.) without being asked, they find .the academic
writers we force. them to read insufferaBle. This means

. that in Paulo Freire's success’ we can re—dlscover one of

thé basic pr1nc1ples~§f adultaggycatlon or any education:
do not bore’ . :

Griffith 1s doubtless rlght to p01nt out that Paulo
Freire does not always say new "things"'; .that he does not ,
always offer "new ideas'". I freely grant h1m this, - But he-
says them, and writes them, in A new way. This StJZe is
new. Now, when T read a ook, I consider its writer's

of sypremé importance, afid T

‘hate. to read anything that \makes me yawn at eVeryullne.‘ Is

a gulf between the academic
ing, Qustynand heaven knows,
the needs of a population

. -
.
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which.has,of course,been sensitized to reading, but wifich
has’ become accustomed to something brief, energetic, gko- )
vocative;...... in short well-written texts? Now 4t _° .
woulld be %oing rather .too far to deducé from this that people
are, congequently, stupid éﬁQ‘simplistic3 If Paulo Freire
. enjoys such success < quite unexpectedly - it is on accqunt
of a certain something that attraets, irrltates or capti-
vates his readers.. He knows how to grip the public. This
Ywas in fact one of the reasons for the hatred ‘he sometimes
. stirred dp in university circles,when professors saw thedr
P lecture-halls emptying as Paulo Freire took the stage. «I
know that this is a bitter expériemce, but after all a pro-
- phet has always had greater drawing-power than doctors.

.+, Here we reach the main point. Prof. W.S. Griffith
considers that Paulo Freire is a classic case. of "Utopism"
- At this point Prof. W.S. Griffith's vocabulary plumbs thé .° =
‘ : unfathomable depths of disdain and irony. Now Rrofessor s -
e Griffith might have consulted, if‘not_Karl'Munheim,- who
is no longer_in Chicago's good graces -’ but; for.example,
the special issue of a journal as "sophisticated" as- °
DAEDLUS * ,.or else the very grave W. Moore, former Presi-
_‘dent of the American Society of Sociology, who* has held
N - Edrth to his sociologist colleagues, announcing. the re-birth
’ « of Utopian thought#}In short, Prof. W.S. Griffith need only
~ #. have consulted a bibliography, in order to realize that
#«" "utopian'" has the same. ambivalence in English as "utopique"
N in,Fred@h, or "ufopigo" in Portuguese.. 'The, term may, desig-
nate the illusory, the fantastic and the upattainable, as
well as refusal+to accept this. "status quo";  contéstatidn,™

re-~appraisal, and a demand for the possible and great,’as “
. A} T - N 1

0 . - <
. . . o "

" * Retedited by F.E. Manuel under the title Utopids and
‘ ., utoptan thought, (sic) (Boston, 1965) }

. ~ ** W.E. Moore, "The utility ‘of utopies" American Sociolo-- *
”yica?:ﬁuuicw, (Dec. 1966), p. 756-772.
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opposed to the mediocre, Consequéntly, we regret that
W.8. Griffith, who considers himself a professorz is so
N ignorant of the b&bLL theracurL on Ltopian Lhougﬁt that
= he uses the word 'utopian" without appreciating-all its
dimgnslona Before reproaching others with an unfamiliarity
of this or:fhat, might it not be useful to start wi®h self-
“griticisa? . o ; ‘
o ~——=LIT; Lastly, we can contemplate a third reading of Mr.,
Griffith/s text. He is not able to do justice to Paulo -
Frcxra/ggaause he overlooks ' one of .the basic rules of com-. ' .
-parative eyucation: contextuallzatlon* Indeed,how’ can, we under-

R - stand Paulo Freire if we forget or mlnlmlze the fact that ”

c . he is: .o . ’ -
e g’ ey . T ‘
B A Y - +a) a Brazilian; . - ’ .

. 5% @ provincial on two counts; . -

‘ . . . Ve

- c) bound to a particular movement in time; )
- - ¢ ) .a practising Catholic. = e ; ;

. - Let us examine these several factors: e

. i

R a). Paulo Frelrc is a Brazilian, . He is A& citizen of

| one ‘of those gigantic modern natlons that can depict ,itself -

o, 57w1LhouL refcrence to the rest of th¢ world. ALl too often -

‘we forge't that it “has been, and will continue to be, possible

_ to have a brilliant career and to succeegd profe§§10nally in

; Brazgl without knowing any languag® other than Portuguese. -
This mcans'Lnat the originality of a Brezilian cannntsbe )
measured only «in -comparison with this "gringo" or that
"mosil'"*%* ., but in comparison with other Brazilians. Whe ther
one is teday a partisan of this government_or a supporter

o>

. . . -—
. . e bd - : .

‘.‘f' G.7Z.F. Bereday, Gammr‘ativé method in education, (New K '
York, 1964). ' o , . T o

#% "mosid" in Spanish, refors to all peOpLe who are neither
Latin-American, nor "North American;,' '¢ringo''means North
Amer1ran. . . . - o

-

o
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_of that régiméd, dllk&i:dgzrevd that Paulo Frulro has made a

“decisive -contribut ion thinking-on adult Lducatlon, and
education in: ’tnvrdl,_ln lgullll - LI shall stand by this al-
Lwydtlon until Mr. GrlftlthaJh Lho grace to show us that

Paulo Freire has not given a new DLprtC[lVG to adult «du~"
cation in Brazil and that he is neither a great educationa-

list nor an important 1nn0va&or* I do.not know whuthur his

~eontribution ie universally valid. Pcrsonhlly, uothxng ip-

ritates me more than Paiilo Freire' s dqu1plLS of" every shade
and nué from Tanzania to the U.S.A., from bw1tzerldnd to
Chile, who believe that all the prophgt has Dde can be ap-
plied. ” Paulo Freire himself today is actively flghtlng
aoalnst this form of hero—worshlp.

‘b)  Pauld Freire is a provincial on two counts. On the
ons: hand with respect to the S350 Paulo.- Rio de Janeiro
axis (or the S8 Paulo*Brasilia-Rio‘de Janeiro triangle)
it was onLy very late that Paulo Freire discovered the-
industrial and post-industrial Brazil of the megalopolises

. in the south of ‘his country. He secs himself as a provincial

from the- north—east He is also prov1nc1al in so far as he
prefers speaking to writing. This is not merely dnecdotal,‘
it plays a fundamental role in his work. Mr. W.S. Griffith
has not noticed - inter a}ia‘—.that Paylo Freire's major

‘innovation.is his daring affirmation that in a’l education

(including'literacy),' expression precedes reading and writing;’
that one must finst learn to write, before learning to read;
that the d4im is freedom of speech, znd not the, sly subjugation
of 'the new literates to the writings of the lettered** In
this sense, Paulo Frelre is more than a- revolutlonary, he

«
«

* -

i T . o L
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* V. Paiva, Fducas@o popular e edwcaclo de adultos, (Sa0
Paulo, 1973). .

"P. Furter, De la lutte contre . Z’analphabetz me au déve Zop-
rement culturel(From the Fight against Illiteracy to the
Cultural Development), belng prlntcd

-
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-is an anarchist, or more prec1selv a popullst*.~ .

- o ¢)  Not.only is aulo Frvlrc bound to one hlstorlcal era, butlw_'“

I would cven go so far as to say th at Iisworks dateq Indeed,

‘one ought to bvar in mind that in pTstlce his work was. thought

vut before 1964, 4t a time when many people 1nggnuously be-"

¢ licved it would still be poss1ble to construct _a socialist,

© independent, nationalist,’etc., Brazil before the end of. the"

- decade; rthat most of his-werk wgs written during the Frey Period
“in Chile, in other words before President Allende’s assassi-

EPT AT In my opinion,, this explains 2 certain political -

naivety, fesulting from participation in gigantic projects.

Today, the world is different and somewhat less elating.”

i

> .

u) Lastly, curlously enough Mr. W.S. Griffith "forgets" -
that Paulo Freire is, has been and apparently always will-be, -
not onlv a convinced Christian, but a practising Catholic.
Like ‘all vood Christians, Paulo ‘Freire believes - perhaps

. wrongly - that it is always possible to persuade an indi-
vidual; -that an individual will always bow t® the truth.
This explains why Paulo Freire, .imprisoned in ‘the barracks
of "the. Olinda Artillery d1v151on, near Rcc1fe, in the, Sprlng
of 1964, thought' he would "conscientize" the cnlonel inter-
rogating, him and bent.on his destriction at all costs.
Paulo Freire actually bellcved hef ha ceeded!" This is
obv1ously disqu1et1ng, but it explains 'why Paulo Freire has
- n;ver been able to. accept. the l1qu1dat10n of his enemies..

LT

: In short, we feel that Prof, W.S. Griffith has cdrrectly ‘.
detected a certain amount of weak p01nts in Paulo. Freire's
thinking, such as: - - ’

- a leaning towards dlchotqnlzed analy51s resultlng in”
facile rhetorlcal effects;

. = 'ignorance, of a- cernaln 501eq;1f10 llterature dealing '
' with the subJectb near to him;’

v e 5

* E. dé‘@adt, op. ¢it., p. 36.
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a L‘Ontr.'"lpt fnr orgamizational problems;. |
Nuwve 1‘tkwh~, Mr. W.S. Griftith has employed such a tone,
", such. bclbﬁ'[‘lLSS m his argumentation, that his study borders
on calur\nv and seems Lo b unworthy of a un1ver:>1ty professor, -
at least Lu.cordlngﬁ to what [ expect of my chosen calling.

\
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REFLECTTONS ON GREFFTH, FREIRE AND BEY OND | -

-

. A by
.Jéﬁn”A.'Bugbéa ) ' .
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Dr. John A. Blgbee, the author of this article, is
Assistant Professor of Edvcation and Philosophy,
' Belknap Campus, University of Louisville, U.S.A.
He also holds a Ph. D. degree from Indlana Uni—
versity. i o
He has been closely associated with the work of
Freire,.and feels that anyone who has worked in the
field of 11teracy tratning and pxoject development,
ds has Bugbee, must find it difficult not to feel .
the-.sincerity; urgency and sense of practice which
Freire brings to the formatlon and communication
of his views. .
. . 'The Freire approath to L1teracy was explalned in
a recent article Bugbee contributed to Literacy
. Discussion’ (Functional Literacy: One Approach to
Social Change. wv. IV, no. 4, December 1973.)




.- It is the purpdse of this writing to take up certain
~ points raised by W.S. Griffith-in his article 'Paulo Freire:
Utopian Pérspectives on Literacy Education for-Revolution.'
In this regard,I shall 1) re-state in synthesized. form,
" . Griffith's major arguments; 2) ralse objectiofis er pofnt to
" “problems with some of his claims, 3) take up certain of his
~ . points and redirect them’at Freire's methods in terms of the
' ~ problems they uighlight. ' .

- T

e

view from an adult education perpsective especially with
regard to 1) whether it is indeed a new . (revolutionary) ap-
‘proach to literacy education; 2)~whether it"is a sound

_ (teasonable) plan for revolutiom;3) whether its recent and

. widespread notoriety (popularity) can be explained.

1. 'with respect to the question .of whether Freire's
theory/methods cut any new ground in the field of-adult edu-
cation, Griffith's response is unambiguously negative., In

4 add‘tion to ‘arguing that Freireé's criticisms of the field

‘ of 1iteracy education are simply not .useful, he goes on to

say that those criticisms are phrased archaically when one
compares them with the considerable literature iﬁ the field
which identifies the same problems“much more precisely. He
points out that net only does Freire fail to acknowl:dge
that there are other writers in the field who-have made
thesé criticisms better, but also hints at Freire's audacity
to offer his ideas to literacy teachers who are woefully

- ignorant of the really ‘good. approaches abounding in’the
literature on- adult literacy education. .

2. With respect to the sbundness of Freire's views as a-
plan for revolutfién, ‘Griffith's judgment is again, on .the
whole, negative. Heré the thrust .of his objections is <
concerned with the censequences of acting upon Freire's:
program , For example, he points out tha t Freire counsels
the curtailment oﬁ.dialogue with the oppressors and a .sys-
tematic mistrust or suspicion of the oppressed in the process
of liberation. _Further, that Freire's ideac are at wvariance

Griffith states it is his intention to evaluate Freire 8

£




thh the main ‘thrust of democratlc #ducational phwloeophles,
that his concept of authority is vazue and c1rcular, that
the oppressor-oppressed analvsis is almplletlc? and that the
process of 1éader-emergence and the criteria for.distin=
guishing authentic from opportunistic leaders dre likewise
unclear, Finally, Griffith suggests thrat 'lacking any di-
rectives whleh advance social development in a pdsitive
sense; Freire's’ pedagugy is utopian in -the sense- that.it
does -anticipate and prov1de-g41dance for the complex tasks
which make up a. revolutlon - in essence, Griffith points
P to Freire's d15p031tlon to justify revolution rather than
“  to provide the concrete, effectlve strategleb “and tactics
for its achlevement.

N

.
e

7 L : :

3. -Griffith seeks to account for'the phenomenon of the
relativelv widespread American acceptance of Freire's
pedagogv. In this regard, he reiterates some of his’prior'

... - criticisms and 'adds, to them the notion that’ Freire s ideas
are much too dependent upon spontaneity, espec’ally as con-.

“ceras the emergence of leaders from the literacy ‘process.

The onlv explanation for the 'uncritical' acceptance of
- "Freire's ideas to which Griffith- can appeal is that there .

exists a perva51ve disillusionment with .public education in
America and that the quality of the intellecdtual ‘leadership
on college campuses' ‘is such that the rhetoric of revolution’
is not carefully scrutinized. Griffith further suggests that
Treire's ideas are deeply marred by-their invocation of love‘
as a norm ‘to guide the "authentic" process Freire advocates

and must, therefore, be seen as an-appeal to a belng beyond
the comprehen31on of human,reason —~ in effect, a “¢op-out."

»

Each of these negatlve evaluations-‘of Freire's ideas
deserves consideration. In the following section I shall.

4 . take up certain of them as seems appropriate.

S ‘11,

’ 1, W1th respect to the claim that Freire's obJeetlons to
certain tendencies in adult education as ‘'well as his attempts
to frame methods for a more positive approach to literacy
training are eSSLuLLdlly not new, archaically phrased and -
largely reflectlng an ignorance of already artlculated ap-
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‘proaches in the field,'it seems appropriate to offer the
following observationg: First, if newness is not to become
EE fetish in itself, it fust be acknowledged that old, partlally—
: conceived or prev1oust articulated 1deas/methods can and ~
oftep do have, a new signlflcante when interpreted ‘in contexts
or ambianeces other, than those which originally occasioned
- them, Thé point, if-.seems, is- not to be able to identify -
B who said what first, but to focus upon the interpretation of
"a given set of- condltions which the creative use of those
ideas permits. What = or whoever - may be Freire's acknowl-

edge . or unacknowledged 1ntellectual forebearers, it seems
fair ro .say-that he’ lias attempted a creative, suggestive and -
31ngular interpretation of ‘the ideas related to.the places .
where he worked and those wit® whom he labored Second, one.

wonders if Griffith grasps thé effort which E; re is at-
tempting tn make in the articulation .of a process which is
partisan. - on 'behalf of.the interests (however conceived) of
the illiterates/oppressed. Clearly what Freire is saying is
, "that most literacy training programs do pnot 'serve the inter-
. ests of their clients --especially when those interests tend
to be articulated in economic and political terms. Hence,
it may be arguéd that the sense of."innovation' on.Freire's
part is his underscoring of the hature of the commitment |
which » 7Titeracy worker/learner who uses his methods, must be
prepared to mak&? Third, given the apparent partisan char-
acter of his thought/meth@ds, it must be acknowledged that
» Freire seeks to articulaté the necessary llnkage“between
the process of becomlng literate and one's 1nsert10n into
the process of social change on,his or her own' group's
behalf. The fact that Freire ties the essentially purposive
quality of that process to the movement of a class of people:
‘represents = step ‘beyend others who have expressed themselves
in this fleld @

2. With respect to the claim that acting upon Freire's pro-
gramme. leads to unsound consequences,-it seems that Grlfflth
may he ! 'right" but not.for the reasbnv he adduces. For
example: Griffith is concerned that Freire's writings are not
clear as regards the concept” of "authority"; that -there are

. » no cldar-cut criteria for distinguishing."authentic" leaders
who.are to emerge from the literacy process; that the
"oppressor-oppressed" analysis is simplistic; that Freire is-

v
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"utopian' in that he is' inexplicit o1 the plethora of spe-
-cifics atteitding a successful revolution; and that concrete
strategies are lacking. Now, to the degree that Griffith
expects a furly -drawh blueprlnt down to the last detail in
terms of the whole range of anticipated consequences of*

"acting on Freire's’ methods, he is indeed Justified in drawing

’%response which takes as its purpose the radical alteration - .

the conclusion that the methods are "unsound". After all, if
one cannot tell in advance what will certainly happen with
respcct to a set of plans in.g given situation, then one is
Mrighte" 1n counseling caution or unacceptance:. or_inaction,

The latter point i's mot made in ridicule. Rather, it
seems clear'that there are two confusions on Griffith's part
with respect to grasping both the natufe of the situation
to which Freire addresses himself and the terms in which he
‘makes the address. - In a situation of oppression - whether
econpomic, racial or sexual - the nature of a programme of -

of the conditions of that situation must have a highly .con-
JLtingent character.. Such a course ¢f action has a necessarily
risky - -even at times scandalous - character to it. There dis
a sense in which many a "sound-thinker" ‘might well draw back
from the kinds of commitments which such ap inherently un-
certain gituation - demands. (One may note in passing that
it. is precisély this. contingent character of revolution and
the successive understanding and control of it that. Freire
stresses at length in his use of dialectics) Purther, in
his insistence upon criteria, highly explicit strategies,
fully “articulated formulations of all anticipated situations,
Griffith- seems to misunderstand what I take to be one of the
essential features of Freiré's discourse: his writing is
programmatic rather than descriptive. Freire is, attempting -
to present an- accurate, ‘but even more so, persuasive picture
of the situation on which he focuses. His attempt is to
articulate a process which will alter consciousness and be-

. havior with respect to a state of affairs. Such a ‘purpose

does not exempt him.from criticism for fuzzy thinking (which’
can have tragic consequences) nor from criticism from the

- perspective of more developed points of view (as will be .

suggestéd below), but it does exempt him from being judged
. as though his central task is that of trying to offer.a
fully descriptjve characterization of his work and thought.
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If accurate, perhaps these same confusions on Grifftth s
.part are responsible for his objections that Fréire's methods
~lead to a.curtailment of -dialogue with" the oppressors; to- )
"Systematid\suspicion or mistrust by the leaders of those
~-underg01ng the literacy. process, and to a clear oppocition -
to the "democrdtic ideals and all educational pﬁilosophies..
The: point here again is that Freire is addressing a situation
- 'of significance where learnlng entails the realization and
.:_understanding of selves in‘a power context. To be. sure,
° .where one can assume that the conditions exist which foster
philosophicalfpedagogical pluralism, one can then ‘condemn the »

.call for partisan: thOught and action. Byt Freire points, out . )

that such benign conditions do not _obtain where he has L
.worked, that the non-reciprocal power of a few: ‘reigns and -
" that, indeed, even the prevailing pedagogical ‘concepts serve
to bolster that power. Accordingly, *he characterizes his
‘méihuds as of and, for: the oppressed - they seem ‘to have a *~
‘highly partisan character. With Griffith, one may wish
.- "~ this were not necessary but this intention in itself does
not alter concrete social conditxons.
3.. With respegt to Crifflth's speculatlon that-Freire s .
popularity in the American context is to be understood in
terms of the wide disenchantment there Wwith public education
and the (poor) quality of the intellectual leadership on
college campuses, one may simply, offer .a countér-suggestion.
Perhaps Freire has indeed articulated in a meaningful and
persuasive way certain of the characteristics of domesticating
—education which some have recognized in the American edu- |
_  cational edifice. Perhaps too, ‘the changes which his methods
suggest.are~possible have caught the imagination of some »
_and sparked efforts at creative, if risky, adaptations to
the American scene. - -

@

-7 More serious, and indeed more in need of answers, are
Griffith s final sallies to the effect that Freire s methods
rely too heavily upon spontaneous recognition of "authentic"
leaders as well as the invocation of love as a guide to the
actions of those who go through the process. It is to somé
lingering problems with Freire's methods occasioned. by °

P

Lriffith's remarks that the final section is -devoted. -

3 N 5 N\ — R
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are relevant.-

o ) ’III .«
As 1 have attempted to argue above, one. can ‘ask too much
of a theorist of social/educational change when one is not
clear regarding the nature of -the stask and/or the necessar§

‘limitationd which that ‘task imposes upon the ‘theoretical
feans at one's disposal. Nonetheless, while granting these

©" “limitatdons and bearing in mind the human significance,of~

the changes soupht, one:can identify and legitimately caljy:
for further elaboration where conceptual ambiguity exists.
It 'is with regard to $uch matters that these final comments -« -

Y

¢

Simply stated, Griffith -3 concern regarding the

ambiguity of the key- concepts of ! authority,' "authenticity",;‘

"oppressor and oppressed", "spontan€ity", and "love" may -be
approached from another:- -perspective. In essence, what are
_the. znterests at stake with respect to the people who pass

' through the" literacy process ‘these concepts denote? " Said

differently, is it possible for Freire to identify in more
concrete terms the ‘basts of the authority he envisions, ‘the
-authenticity he values, the {nterests contending in the’

’oppressor-oppreSsed struggle, the quality of spontaneity

and love desired or prized? .~

“-: The point here is a question which perhaps only Freire
can answer: <8 it in the nature of his set of zdeas/methods

- that the zoncrete basis of these comcepts ruist remain wi- ..

specified except at the partwulamsmc level of each indi-
.vidual literacy group and project? = That is, is the character
or quality of hi§ partisanship open conceptually but pointed
-only imaits individual interpretation rélative to context

and the" perceptions of individuals" L - <o

One is tempted to reply to-these queries in a character—
istic Fre1re like.fashion to the-effect that he will not
"name" the world for another; that he will not usurp a-
person's .or group's ontological vocation to interpret *heir
reality; that he will not be proprietary with anyone's past,
‘present or future. Insofar, Freire labels himself a radical,
non-sectarian; humanist - and he is consistent.
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Vonetheless while'respecting Freire s intentions, the

- peculiar exigencies of a situation.of Oppression and struggle
- and the risky quality. of any effort which offers guidance

in ‘that kind of context, 1it: seems fair“to ask for. further

'analysis at the, level of these key concepts

. In this connection one can hope that Freire will choose

" to address himself to the tlaims that he abstracts from the

concrete specifics of the class struggle in his oppressor-.
‘oppresséd . analysis, that he will eélarify ‘the role.that he -
accords to ideas as an agency of history; and that-he will .
no longer leave ppen the whole matter of a political programme
to be framed.by those who would use his methods. Some re-

".."sponse to these points on’ Freire's partw could add considerably

both to a greater understanding of his ideas/methods and- to
a clearar grasp of their limitations and potentiality in
the field of adult education and beyond '

Ca §.
. : ..
~ »

In a recent interview with IOAC (Institute .of Cultural
Action) Freire is questioned precisely along the lines sug-,
~ gested by author Bugbee. The ten page text of that inter- -
view has been pdblished by IRFED Paris

Y
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RESEARCH METHODS

\'\ " . ?
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by ¥

R Pauwto Freire

Tﬁe'following ;;ticle consists oftexcerpts

T from a presentation given by Freire at a seminar
* "Studies in Adult Educa;ion" conduct;ﬁ at the |

- Institute of Adult Education, Univergity of
e Dar-es-Salaam, Tanzan:l,,a, on July 20/{ 1972,
: The text, in slightly edited arid abridged
/ form, is reprinted with permission of the
nstituyte. of Adult Education at Dar-es~Salaam
Universitv. In- it, Freire first discusses his"
onceéption of social research and then puts
forward a suggestiou for: Tanzania. The article
expresses Freire s opinion of how his ideas,
born. in a”Latin American gontext, might be ap-

plied in A rica. -,
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! First of . all ‘T 'want to ddscuss somé questions ‘of re-
- search methodology. I would like, in' fact, to begin' with
‘a discussion of social science.’ . v . o

- ' One of the first problems that I th!nk we are faced with
when we  are interested.in knowing some aspects of a given
_ reality, either that of a rural area or of .an urban one, ig .
to know what the concrete reality°is. Secondly, . there is’ ‘the
duestion of what we conszdoﬁ to be the concrete reality in
© that area. . . SO s

The concrete reality for‘many social?scientists is a list
of particular facts that they would like to capture;‘for
example, the presence or absence of water, problems concerning
-erosion in the area or those of production or productivity.

For me, the concrete, reality 1s something more than isolated
facts., In my view, thinking dialectically, the concrete ,
‘reality consists not only of conctete facts and (physical)

. things, but also includes the ways in which the peoplc
involved with these facts perceive~them. Thus in the last

. analysis, for me the concrete reality is the connection be- .

~ tween. subjectivity and objectivity; néver objectivity iso- N
lated from subjectivity: If I come to-Tanzania to.do research, ¢
I know "this reality completely only to the extent that I under-
stand the dialectical relation between the subjectivity and
objectivity in this area ~'that is, when I begin to know how

- people in this area perceive themselves in their dialectical
relationships with the objectivity. .

Let us suppose that a. rural area presents a problem of .
' .erosion or lasects Which has resulted in the destruction of
.. crops, I only know the actual phenomenon of erosion to the %

extent that I also understand how the peasants~perceive this
phenomenon. . . . .

In my view, it is necessary to start an investigation = ..
with a pre-occupation in trying to understand the dialectical '
relations between gsubjectiviey and objectivity. ‘If 1 perceive
reality as the. dialectical. relationship between objectivity

L and subjectivity, then I have to use methods for investi- ,
gation which involve the people of the area being studied ag
researchers. They should take part in the investigations

-
3 . . .
. . . .
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;hemselvgs and not serve as the passive Bbjects of the étqdyg

If as a'sociologist, I think of myself as a neutral or
impartial scientist, I will view both people and reality
together as the object of my research. ThusyI analyse them
' as 1f the world were an anatomy laboratory in which a body

is analysed. . - . : . '

This is not for me. I have to go back, .and .instead of
taking" the people here as the object of my research I must
try, on ‘the contrary, to have the people dialogically in-
volved also as subjects, as researchers ‘with me: If I am
interested in knowing the people's ways of thinking and levels
of perception, then the people have to thipk about their ‘
thinking and not be only the objects of my thinking. This

. method of investigation which involves study. and criticism
-~ . of the study'by the people is at the same time a pedagogical
process. Through  this prdcess of investigation, examination,
criticism and yeinvestigation the level of critical thinking
is raised ampng all those involved. i o B

Thusy in doing research,I am educating and being educated
with the people. By returning to the area in order to put
into practice-the tesults of my investigation, I am not only
~ educating ‘and being educated: I am’aiso researching again,

because ‘to- the extent, that we put_jinto practice the plans
resulting from the investigations, we change the leyels of
consciousness of the people, and by this change,research
again.  Thus,there 1s a dynamic movement between researching
and acting on the results of the research..

.1 think—Tthat it is important’ to point out again that
'%hé?igientist§' question is essentially an epistemological,
one. This, :of course; implies a particular 'ideological way
of.thinking and a political choice. This is true regardless

- of whether it ig clear to the scientists or not.
. 1Y .. . o ’
2. Sete of Objectives ' -+ <

Let us take two sets of objectives which ase political ~
and ideological. " Let us suppose that I am working as a
“ social scientist in a_process of modernization 6f the country: °
In this case, it is s@en as thé modernization of the structures .
of socizty in order to«{mprove the efficiency of productioen.

3
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It is not in the interests of the ruling class to invnlve the
people as .subjects of their change in the transformation of-
" the structure of society. The pre-occupation is'.a bourgeois,
capitalist one.. It is the policy of this clpitalist society
both ‘economically and culturally to emphasize modernizing
-society. . But this process of modernization, there is no..
interest in involvihg the people as authors of the transfor-
mation. Educational prejects exist only to offer those few
clues necessary for more efficient production. They are to
be transformed into good producers, but with only that ad-
ditional education necessary for implanting the system in
their heads. . :

If I think only in terms of proddctivity, then my tendency
will be to emphasize that technology’is neutral, technical
edugation is neutral. 1 will attempt to convince every single
person of this. It’ means that work is not discussed politi-
cally; it implies that to do'so would be a4 waste of time.

“We meed good workers, so they have to be trained in technical
3kills:. how to use machines in the best way in . order to im-
_prove the country's productivity. This is a bourgeois policy,
- the capitalist method. ' " -G

. It is deplorable ., to find people calling themselves
socialists thinking like that:* This is a total contradiction
If you read the: writings of Nyerere, you will discover that
Nyerere's policy is different. Even though Nyerere has not
written about this dtrectly, by reading what he has written
I can sense what he thinks of this. When he speaks .about
the meaning of ‘development, for example  he says ‘that "Just
as I cannot develop a man, a woman, a person, unless he or

" she developr, I can also not.develop a nation without people.”
It is necessary to understand all the implications of this
. statement, one of which is that education for the workers
has to be a political event and not an exclusively technical
one.

- If the oﬁjective is'very clear,as in Tanzania, if people
_here are interestéd in creating a socialist society, then '
research requires different methods and concepts of knowledge
. and different’ organization. People have to participate in
the research, as investigators and researchers and not as mere.
objects. Of course, the social scientists of the First World
say that to ‘the extent that we invite people to participate
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,«ISrJV”Z“Suggestion for Tanzania ‘ - VA |

"in the research ab0ut them we are interfering scienti%ially.

that is, we’are Interfering in the research process and the’
results wlll not be in a pure form as ‘'if it were possible to
have any kind of results in social science in a pure form!
When the very: scientists who emphasize this concept are at
home trying té write up reports they cannot’ escape from their
own. subjectivity. Their subjectivity is interfering with

the "pure form" of the findings. In the second place, the

’

very physical presence of the researcher in the field inter-

feres with the'reality there.
. » 3 ]

Based on this principle, I have. thought ab0ut the possgi- -~
bility of the Institumte of Adult Education trying something
in this perspective, but with some very clear objectives.

For example, if it fell within' the interests, . convictions
and facilities of the Institute, a research project might be
developed which would not only provide experience in alterna-.

" .tive research strategies, but would.also be the basis for an °
,adult education pilot project. This strategy would also be

a challehge to the entire university concerning its relations’
with the people. ‘The team,presumably having a certain clear
underst%nding of the area of Dar-es-Salaam, ‘would choose a
kind of mixed rural/urban area, an area in transition, in
which tq do research’ in order to try to. develop an adult edu-

" cation programme.

M

First of all the team should acquaint itself with all

_ previous research - no mattetr what method had been used. The

team would need to explore: alIJpossible secondary sources.
Secondly:, the téam should try to understand.or to delimit the
area geographically, - recognizing, of course, that there are

‘no frontiers, culturally speaking. The team ‘would also try.

to identify possible popular and official institutions, like,.
for example football clubs, dancing eclubs, or co-operatives. -
The tedm would go to these, popular institutiéns in order to
talk with their 1eaders.v

?here should be no dishonesty in the conversation. Thé.

e

team would say: "We work for-the Institute of Adult. Education

in Dar-es-Salaam and We hive come here to discuss the possi-

-

bilftv with, you for’ all ‘of us to hold discussions and work H_..ﬂwf

-
a2 . . .
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together." This means that if the people of this areéa do not’
. accept this proposaf'then we cannot work. ‘What we mean 1§ that
we would like to discuss the realities of the area with the
people. We would like to- -summarize thesé discu sions.

~This. process would continue until the p01nt is reached *
where everyone involved, the university people and those from
the area, together feel they understand the realities of the
area and can formulate a plah- of action. We-then say to
““the people: '"What do you think about it?" ' '

Suppose the people say: ''Yes, there will be'a discussion'.
The team would have a meeting not only with the leaders but
with the people who are engaged in some way with that insti-
tution. ' The team would proceed in this manner with ‘each insti—
tution in turn. ' What happens next?

‘The team would try to have a series of discussions once a,
day for maybe one.week. The length of time would depend on
the schedules of the various people involved. They would dis-
cuss with the people the topics and the place in which to
hold the discussions. Let us suppose that there are five to
six rooms in which to hold meetings. - If each room holds

‘perhaps’ 30 people, then 160 people could be engaged in dis-
cussions at ‘the same time. The discussion groups might'in-
volve as many as 1,500 inhabitants. It is ‘very importaht
"for us to nave a perception of the whole.

. When the ‘people have agreed, the team would ccme with one
or two representatives of the Institute - sociologists, psycho-
Jogists or educators in each group. . Records of the discus- :
sions would have to be made. The team should not go to the
., meetings with an already prepared list of ‘questions. At the

. beginning of the mzeting a chairman would be elected by the
group. The roie of the team would be an advisory one and they
would begin to discuss the concrete conditions of that area
* (with each group). What do they think about education in
that area! For example -Are there enough primary schools?
Are they good or bad? Why? Everyone should be involved in
the discussion, v

N
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4, The ““*ecfzv” ' . - +

We have to be verv clear about the obJective of this .work:
‘it is the people themselves, not the advantcement of science.
If, hovever, the people are silent then we nave to provoke
them, because we, are not neutral.

We mlght discuss_ for one hour the subject of education}

for example, and f*nd out just how the people see education.
At this point, education ceases to be something abstract;
‘and’ sécondly it ceases to be merely a question that the Uni~ -
versity or the Ministry thinks about. Education now starts to
become something quite concrete, because the-people are talking
about it. If I am to discuss education with the people then
I have to start from their perception of education and not from
my own perception. This is a mistake that we have made in
many instances. We have to admit that we often labour under
the opinion that we possess the truth. By discussing edu-

"~ cation, a lot of other subjects, of course, appear and we
begin to provoke the team to go on with the. discussion. .

Let us assume that five\groups_have been functioning each
time a discussion is being staged After perhaps five meetings,
the team itself says: '"We don't want to discuss these ques-
tions further. We have analysed how we now see thesé reali-
ties. " Justice, education, the government, 1ndustries, and
many other topics, have® been discussed.

“ At this point the: groups, each with its reporter, would
have a general session of the 160 people and the researchers
together. In this general assembly; each reporter would speak
about the reality of the area, reporting the results of his’

. group's perceptlons of the situation. The reporter, if pos-
-sible,should be one of the people themselves and not one of
the researchers. The researchers can be advisers,of course.
In my view, it is better that the reporter comes and speaks
full of confidence s¢ that the people will see that they are

‘~able to do that which previously only officials, researchers °
or spec1allsts" had done. Lo

t would quote here Mao Tse- tung: 'More and more the, in-
tellectuals must beécome workers; more and more the workerf

mist become jintellectuals: Thus 1if we ‘really want a

¥ . R .

ERIC

BA i Tox: Provided by ERIC




Aruitoxt provided by Eic:

a soeialist society, let us stop.lntellectualism. Let us begin ' ‘
to believe in the possibilities of the people, even- if they u
display many deficiencies. We also have many deficiencies. !

. Let 'us return to our hypothetlcal case. Asdume that the
. report/x of Group A makes the summary of the diffussions. the
people‘have had. A general discussion on the report would
follow. As each ‘reporter makes his or her report there is
collective discussion. :
Y . - ¢

5. The Jext Stage

» the next stage of the research - the criti-
- cal study of the people's’ discourse - begins, We have to
understand the multiple implidations that are discovered in
the collective discussions. For example, by studying these
implications , the people's levels of pérception of reality
can be determined. In order to do this, of course, we need
to put the digcussion on paper, so that the members of the
groups and the groups of researchers can have an account of .
. the discussions in-all five groups. In studying these im-
~plications, the people also need to be . present. This discourse
cannot be analysed by the researchers -alone. The reporters,
acting as representatives of the people, should work side by
side with the social sc1entists.

At this gtage,the Institute of Adult Education could ask
for the collaboration of other depgrtments in the, University.
It might invite lecturers from the political science depart-
merit to help .the Institute in its interpretation of the dis- »
courses. Some economists could be invited and so on.

This method of research might also introduce the Uni-
versity to direct dommunications with the people as equals -
in an investigatory process.  Some of those who are elitist
may be fearful and say that this is the destruction and-
corruption of tHe Universlty But if they are not elitist,
but really revolutionized and committed, they will say:

"This is fantastic. Now I have the people within the Uni-
versity.". In the last analysis this is 3 pedagogical project.

The presence of a lingdist.is extremely important in suchan
analysis in order to analyse the semantic aspects of the lan-
guage, and the syntax of the people. Somtlmes people use ‘the

o
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'same words.that. we use and we have the feeling that the people
are using these words in-the same context and understand our
meaning when, in actual fact, they are thinking of - something -
different, For ‘example, a certain team proved through lin--
guistic analysis that when the workers — at least the peas-
ants - said "trabaijo," which. means "work," théy were not
saying what-we understood by "trabajo."

By "work", I understand "praxis", or the action of human
beings working. For.them, work was something like a magical
entity as if it were outside the range of actlvity. They
used expressions like: "There are people who were ‘born for
work ;there ‘are others who are born for né work." We found
many examples. Therefore, it is very important for us to
understand the semantical differences between us and .the -
people. - Y

6. The Ftnab Stage e R ¢

The last stage of this. hypothetical project would be for
the team;together with _he people,to draft.a proposal for
subsequent action. This proposal would deal with the pro- -
,vision of adult education.

When there is a possible programme to be put into practice,
it would be necessary to return once more and hold another
meeting with the 160 people to discuss the plans for the pro-
gramme which resulted, from the- analysis of the research.

" People would discuss the programme, accept it or reject it,

and would possibly add to it. After this, one could start

the wrogramme r with the people, not for the people. In .
.this way ministries could also be engaged, Not only the.
_Ministry of Educatibn, but also that of Agriculture and

Planning. In other words; we have to recognize that develop-

" ment is a global process; wé have to start on different

levels of Government and in the Party Such work would ¢hal-
lenge many party members to help with developing a kind of
mobilization 1n their area for the people.

To the extent that we put the programme into practice we
would be researching again “in order to change the Programme.
The programme cannot be something static - this is a nalve
perception of the problem. One cannot regard a programme

.
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abstractly and metaphysically - it has to be created as a
result of reality and has to be changed, dependent on the
reality.. So,all the time the programme is in movement, it
is something which is dynamic and not static.

Let us suppose that it proves possible to carry out this
project, and that you get some good results. The first result
is that. by doing it you learn to do it better because by
putting this methodology into practice you are creating me th-

odology. ) .

The main point is to discover methods with which to work
whereby the people are not objects. This is self-reliance.
Secondly, if it is possible in one - area, then maybe you could
go on to analyse other areas, so that at one stage in 3 or 4.
yvears' time the Institute of Adult Education of Dar-es-Salaam
.University would have a kind of map showing the levels of per-
ception of people, of reality. Not, of course,a rigid map,
because by the fact,that.the Institute would be increasing
the actiony these levels must necessarily change. The first-
person,for example, elected to be the reporter will be changed
in certain ways by his or her praxis of being reporter of
that meetlng, because he or she had a different praxis before. |
. But in the last analysis, at the same time in which' you would
be*helping other institutions -to-work with the pedple, you
would be trained in order to train educators., One thing is
to clarify some aspects of adult education and some objectives
of educational research. The other thing is to organize
_seminars for future educators based on this.. This enables
you to say to the students: 'Now we will begin to discuss
the experience made during research in area A in Dar-es-Salaam.
We would. like to discuss with you how people in this research
reveal their perception.” You can then begin analysis, clari-
fying point by point the ideological and political choices.
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AN ADAPTATION

"CONSCTENTIZATION" AND STHULATION GAMES
SR ' SR | by

Welliam A, Smith

a

This article is based upon "Conscientizacao and
‘Simulation Cames issued as Technical Note No.,2 by .
"the Ecuador Non-Formal- Education Project. Sponsored

jointly by the Ecuadorian Ministry of Education and
the University of Massachusetts' Center for Inter--
national Education, the project is assisted finan=-
cially by the United States Agency for Internatxonal
Development

The author relates. the congept and purpose of
v > . Paulo Freire's ideas to the instructional technique
of simulation/gaming.

* The full text of this article which. appears
o here in abbreviated and .edited form is available
from the Center for International Education, Uni-
vérsitv of .Massachusetts, Amhurst, Mass. 01002, -
T.S.A. - :
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1. -INTRODUCEION

The purpose. of this paper is to suggest a bridge which,

- might be built between the philosophy of Paulo_Freire and
the instructional methodology of simulatior/gaming. While
,a brief 'section will be dedicated to explaining the auth. ''s
understanding of Freire's concepts,no critical analysis ot
those concepts will be undertaken. The author is quite
willing to present himself, for the purposes of this article
as an uncritical advocate of Freire's position. As regards
simulation/gaming, a brief definitional review will be =
offered but only for the purpose of laying a foundation for
the central intent of the paper. o

In Pedagoqy of +he‘ﬁppressed Paulo Freire goes further
than simply statlng a-philodophy. - He proceeds to outlifie
both the practical implementation of that philosophy and to
define, ever so briefly, a method for realizing it. . Indeed,
it was his method and its acclaimed success that first .,
attratted attentlon to his philosophy. The assumptions
upon which this paper is based stem from the relationship
between Freirc's philosophy and his methodology and include

. the following: ' ’

1) that the attractiveness of Freire's ideas rests,_ as
much on their translation into. cbncrete activities
as they do upon their internal logic and intellectual
appeal . ; ' o

o

2) that the concrete activities suggested by Freire are
not exclusive; that is, that other educational
methodologies (although not. all) might be adapted
to meet Freire's demands for a liberating education.

< f
-3) that due to certain special characteristics whichk
will be outlined - later in this article, simulatlon/
gaming offers a powerrul possibility for becoming
one of those "other" methodologlqs. -

4) and finally, that it is necessary to expand the

ﬂethOAAloglcal options open to individuals 1nterested
in designing a 11berat1ng educatlonr

n
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2. WHAT ARE SIMULATION/GAMES 1,

When most people hear the word game they think of “fun'.
Rarely are games associated with serious activity. The fact
is, however, that games, and/their modern counterpart, simu-
‘lationsy have plaved a very serious role in history, im social
science, in business, and most recently in education. A
game is 51mplv a prestructured experience 1nvolving players
and having-an outcome or winner. A simuylation is a game
which attempts to replicate some real-life, abstract (as
in the case of mathematics), or hypothetic experience for
- the purpose of study or amusement. War games, first ex-
‘pPloited by the Germams in the 19th century, were used to
study the possible outcomes of military alternatives. .
Social scdence has used simulations to help predict the re-
sults of social ‘interactions; business began using games.
and simluation as ,training devices; and education has begun
only recently to appreciate the 1earning benefits of games
and simulations. .

For the purposes of this paper we willhuse the term
mulation/game (hereafter referred to as S/G) which. is
best defined as 1) a replicated real-life experience
‘.2) avolving two or ‘more players 3) who are required to
operate under clearly defined constraints 4) for the purpose
of achieving a predetermined goal 5)in a concentrated period
of time) A simulation game is a special kind of" learning
experien e In order to understand how it differs from
other forms of games, simulated experiences and more
traditional-.learning tools, we will look for a moment at
each of these essential components*

"Unlike roulette, and some forms of mathematical simu-
lations, S/G's hodel complex social situations such as life’
on a Haclenda or\the nutritional,cycle of food. Through a
careful analysis of the real-life situations fmportant g

* McFarlane, Paul T.,\Simulation Games as Social Psycho-
logical Research Sites," Simulation and Games, An
« International Journal of Theory, Design and Research,
I1, No. 2, 149. ,
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“variables are identified.for use in the S/G. Also the
constraints that life imposes are built into the $/G. It
is important that the learners find the situations and con-
straints a convincing representation . of reality. Finally,

a goal is esgabllshed,one whach corresponds to ‘a realslife
goal and seryves as the obj ctlve of the game which the ‘learner
seeks to achieve. . . .

-

The format of .sucp'S/G's may range from the board game-
type, most commonly knqu as "parlor games,"to the role-
play style which emphasizes personality interaction between
“players. Most of the S/G's described in this paper are
combinations of two formats utilizing both the visual repre-
. sentation of a board and the powerful interaction process
of the role-play. ‘ '

Simulation/games may involve either competltlon between
”plavers, or competition against an outside norm. In some
cases, competltlon may be of secondary importance or even
entirely excluded if it proves to.be unrelated to the real-
11fe situation being replicated.

Chance mechanisms may also play an important role in a
simluation/game. .They serve not only to replicate the
part played by "fate" in everyday life, but alsc provide an
easy way to distribute reggources among the players. In
Jielondi, for example, the hacienda-owner commands a signifi- -
cantly larger share of the wealth and of the adventages in
the game, It is,cons;dered that the rolIl of the dice ac—-
curately reflects the "accident of birth" by which one _
player becomes hacienda - ‘owner and another is a peasant la-
borers. In 4 culture in which fatalism looms large it is
1mnnrtant that plavers begin to objectify "fate' and distuss’
it's implicatiows. This mav seem a simple gimmi ck for in-
dividuals schooled in an acl:ievement-oriented®society, but

“for rural farmers who willingiy accept everything they’
cannot'understand as the 'lwill of God'"| the opportunity to

discuss "why' one man is ‘Hacienda-owner and another Peasant
is a,major cont11butLon to Freire's “concept of conscienti-
2o,
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In other cases’, CHANCE hay p1*" an incidental'rofe in ]
. the S/¢. In Food, for example, yhich attempts to-replicate
.the wmyutritional choices which' peasants confront, chiance is

"of less importance than the logical outcomes of the decisipns
made by players regarding their purchase and use of food

Iy

. The number of participants may vary-from two to as many
- as twenty, .or even more. There ‘are no inherent restraints
on the number of playérs. : ‘

. . . .

- Finally, simulation/games may be designed to achieve:

different :educational goals. Most, however, serve’one?or
moye of the following goalsi*

. a)- Infbrmatton traﬁsfer. Most S/G s contain a great
. : deal of new information for the. learner. This

" P . new information is provided in such a way that the

) learner must use it immediately.in order to achieve
his :own objectives._ Experience with this type of
information transfer has proven less painful - .
than memorization—for—its own-sake and consequbntly
? more efficient in most cases.. .

¢ LI ¢

Y )

b) Analysis and Synthesis of Infbrmatton Because: |
the -learner is required to apply the information
he has learned to a problem he must solve,: Re-is
. . - -also.required to: analyze its relative importance
and synthesize it with other bits of information
as they are made avaiAable tb him. Zhis is a
. ' real-life process-which a well~ ~-designed $/G will
' . o replicate just as effectively as dt provides new
' 1nformation. . v - ' ¢

c) . EvaZuattan of the Zearner s own acttone Because
a 8/G replicates a real~-life situation the learner

A . e Lo e |

. . ) ’ i
*Gordon Alice Kaplan, ."Games for Growth,'"- Science Research
Assoczates, Palo Alto, Califotnia 27- 32 5
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- not only acts but he receives feed-back on his T
action tﬂrough the "ups and downs" experience in
the course of the pray. Thus, he 1is immediately
aware of the consequences of his actions. This
immediate: feedback altows hin to evaluate his own
) ; actions and mak° corrections for a: future opportun- .
- S ity A . :
. . 4 EvaZuatzon qf other actiong: Because’S/G s are
o - ' usually ‘small group- activities, an individual .
SRR leathér pot oply sees the res) l;s of‘his _own behavior
L. R S but also the résults of othef pliyers' ‘adtivities
- L and he ean” make judgements, or leamn: therefrom.

v ) [ Vérbal and tnterpersonal skills: Many simulation/
.. games which comhine both the board-game ahd role-

; - play formats provide‘the learner with an opportunity
e ‘to practice,ﬂand consequéntly develop, verbal skills
T -'. of persuasibn and eloquence, as well as interper-

.~ sonal skills sach as bargaining, advising a e~

~-sponding to.a challenge. .

- £) Perceptzon of the znterrelatedness of events over
R L "', time: 'Pethaps the single most powerfulYaspect of
PRI ~.a simulation/game‘is its abllity to cencentrate
RN A reality, ‘which normally occurs over ‘months or
.- .. w7 even'years, into a short span of time, This con- »
PR «h‘f»f ;- ceptration allows the learner to grasp the impli-
I cations of facts and events as they are related -
AR »’7 o one another. .When in reaf¥ life a campeszno
VIO nvests. in fertiliger he mus* walt several months’
e for his "pay-off". Scmetimes the'pay-cff''never-
R - comes bacause of- intkrvening events, like bad
B ' weathet or bad seed. 'Even if he does manageé to ¥
. ' increase his yields, it-1is hard for him to unddy-
, , .. 'dtand that fertilizer’ was ,the important. variable.
: ' The time-lag between treatment and result is sigply
. , - too great. Hageienda,lasts from two ‘to five hours,
e o .Players are encouraged to 1mprove their land by -
investing in fertilizer and‘irrigétion The, pay- .°
off for such in'vestments are graphically illustr;ted

N B
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o . . . .
on the prcperty cards which players receive, Farmers
begin to see (in a simplistic fashion, but see, none- .
theless) that investment in fertilizer can have real .
benefits, Similar relatlonshlps are illustrated
when loans made’ by the credit co-op are compared
to the high interest rates of the Bank, by the
»investments that farmers decide to make in’ educa~-
tion, or the risks they decide to take in marketing
their goods. In each case ®he simulation is fo-
cusing a whole series of complex and interrelated
events in a way that enables the player to weigh
theirvimportance and act on the basis of his
analyses. :

0’/ D0 SIHULATI ON/GAMES MEET FRE’IRE’ ’S RE'QUIRE’ME’NT OF
A LIBERATING EDUCATION? .

[y
°

FREIRE:

,"Knowledge emerges only through invention and re-
invention through the ceaseless impatient, continu-
ing, hopeful 1nquiry men purSue in the world, with
' the world and-: w1th each other. :
Plavers in simulation/games are the mastérs of their
. own destinies within the restraints of the -§/G. They are '
able to make decisions,; to cause events, and to control
outcomes Simulation places the learner in a world over
which he personally has some .influence. When a player is
~ assigned .a role, it is his 1nter9rEtation of that role
which brings it to life. Thus, .the player is forced to. bring
his own experience. to bear on the ledming environment.
That experience then becomes part of the group s experience.

u

——
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B. FREIRE:
" In order to -move, men must perceive their state

"not as fated and unalterable, but merely as limi-
ting - and therefore challenging."

. This is precisely the function of the constraints oper-
+~ ating .in a $/G. They act to challenge, but not.to stifle
activity. The player is, forced to act on his own behalf.
That is, perhaps, the’ best definition of '"play" itself.

T Simulatioanames are replicas of real-life situa-"
tions. The content of education is reality itself scaled-
‘down’, and poncé%trated so as.to be-both manageable and
useful to the'learner.‘ :

% . ) -
.51 FREIRE: : . - _ foos T
"Aecordingly, the point of departure must always - k
be with men in the here, and. now, which constitutes
the situation w1th1n which they are submerged, ftgm
which they emerge, and in which they intervene.

.t

The pnoress Freire describes as problem-posxng parallels
very closely the same process used to develop simulation/
games . An initial "investigative" pltase must pnecede any
actual design work on the simulation. It is essential that

a visiﬁskhe_made<to ‘target areas, Community people aresinter-

" viewed .and careful notes Kept of their. perceptions of the
]baslc aspects of community life.. Ff the-S/G is to have

. s ecxfic roles such as Hac1enda—owner Indian, or Tiedda-

' smer, then a knowledge of the manner in whlch these people

are perceived by the players is essential. Gradually, a pilot

=

‘S/G begins to take fornh This -pilot corresponds to Freire's
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-initial "codes." Rules 4re not written down nor do they betome
fiyed. Small groups of individuals from local communities
are; brought tOgether’to play the pilot S/G which is taught

to the participants orally. It is made clear that they

should make any changes in the.S/G which they feel will make
it more realistic. These sessions correspond to the initial
"decoding" process which Freire requirés to check out the
validity of the initial codes. Game play is recdrded when
" possible for later analysis. In the case of Hacienda, one
group felt'the heed for a lawyer role.to be added. The .
lawyer.-became the hdlder of information about the '"rules™
He was able to $e11 information to other.players and while
he took no active part ig the S/G he became a pivotal
element in its development. At the- pilot stage, appropriate
changes are made and the S/G is put in a semi-final form.

L]

. We say semi~final because the S/G never becomes doghatized.

It is seen as a vehicle through which‘individual communities.

. can express their own reality, and not as an instrument of

banking education which prfovides pat answers.

D. The student-teacher relationship is totally rede-
‘fined when using a simulation/game, Indeed, it is valid
to“ask if there exists a “'teacher" role at all. - Certainly
there is' no one individual who 1is the source of truth. The-
5/G itself, through the interaction of the” players,. creates
its own truth deriving from the constraints imposed by the
oral rules and structure. Truth is the result of the S/G.

. And those results are:rarely simplistic. For one player

there may be large pay-offs for investing in fertili7er,

. for another his ruin. - Fact is not- based upon ‘the imposition -
of outside authority, but rather on the interaction of forces
which should, if the *Fame is properly designed, reflect -
real—mc* d forces. The results of a simulation/game form

-a new reality which may be, discussed and analyzed by both
participants and obserVers.

. No one has.special insights into. the results of the-’
game because no.one can accurately predict those results.
- They vary with each group and with each set of decisions
made by those groups. Even in cases where an authority
figure might be.'present, he participates on an equal foot-
ing with all the players becausé both are being asked to

1 .
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“analyze a shared experience. There is no 'teacher" able to

say, '"but I know and you do not.!" Beth.educator and student

bring their own special insights to the process they have

just experienced. When a farmer says, "I did not invest.in
fertilizer because T would have had no money left in case

my wife got sick' (a CHANCE card), ‘there is no "right'" answer
to his dilemma. His friends may share or dispute his .feelings

. about taking such rlsks, But ultlmately the decision is up
v to him. - . .

Because the shared experience is: concrete and famlliar, .
many students are encnnraged to speak out, to become ag-
gressive defenders of.their point of view which*they are now

able to defend utilizing the S/G to make their point. Role
playing allows timid players to use their roles as ‘a mouth~
‘plece from which to speak in safety. "But I.was acting the E

way .tienda owners act, not what I mygelf would do." Still
othérs who piefer to remain silent, though they do not speak

. out initially, gain confidence over a period of time as

they see their performance in the game improve:

In this way the simulation/games can play the role of -
liberating educator, rather than banking-teacher. It

' organizes 1nformation and imposes constraints in the form

of rules and structure. .But it is open-ended, allowing
groups of players to'change,rules which they,.as a group,
feel are unrealistic. ©Once, however, that the group has
agreed upon a rule, .that rule stands as unyielding as any
real-life restraint. - The S/G provokes participants into _

,action, forcing them to make decisions. And finally, it

provides a platform from which participants can speaR out
as equals discussing and'analyzing, a common experience.
The content of education is transformed from some external
reality to an internal one.

E. FREIRE: A ‘ S

. "Those truly committed to liberation must reject the
banking concept in its entirety, adopting instead a
concept 'of men as conscious beings, and consciousness
as consciousness intent upon the world. They must-
abandon the’ educational goal of deposit-making and

P
'
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} . -
replace it with the posing of problems of men in
‘their relations with the world.'* '
THis theme of problem—posing which Fréire so stronglv
advocates is the ceptral theme of simulatlon/gamlng as well,
The nature of the game is to pose a. problem abstracted from
‘a real-world situation.- But the problem is posed in such a
way that the -learner is able. to act in order to resolve it.
When a player is faced w1th the choice of investing in ferti—
- lizer for his next year 's’ crop or passing this opportunity .
by, he is faced with a_real- life dilemma. Is a possible
“future return worth the risk required? The solution to that
problem is complex. ‘and depends as much upon the learner's
perception as objective analysis of the situation. Simu- °
lation/games focus upon both the ‘internal and the external
‘factors involved in decision-making. =

FREIRE‘

Students as they are increasingly posed with prob- -
lems relating to the world and with the world,

will feel increasingly challenged and obliged to *
respond to that challenge. Becaus€ they apprehend
the challenge as interrelated to other problems
within a total context, not as 'a theoretical
question, the resulting comprehension’ tends to be
increasingly critical and thus constantly 1ess
alienated

F.  As we have pointed out a simulation/game such as

- Haeienda or ’bnopoly brings a large number of interrelated
‘problems to bear on the learner. The decision to invest in
fertilizer must be weighed against a whole series of other
alternatives; fnvesting in education, acquiring a bank loan,
having a reserve against ‘bad luck at the market, or-en-

countering an unexpected illness in the family. The S/G o
* [
© Ibid., p. 66.
A% .
Ibid., p. 69.
153




concentrates a series of crucial dec131on~p01nts, which
might normally occur over a long period of time, into a
time-span which allows the learner to critically match .
decision with censequence.. &

G.’ At no point id Pedagogy of the Oppressed does

Freire say ¢hat learning should be fun. But this aspect
of simulation/games cannot be overlooked. The fact is
that most people enjoy playing them if they are well de31gned.
Even ‘individuals who may find competition odious enjoy the”
opportunity . to play a role or make decisions which affect
"~ the outcome of the game. Experience in the use of simu--

lation/games. with rural adults in Ecuador has indicated that
 S$/Gs work well in various cultural settings. Simulation/
games were absolutely unknown to ‘the villages of Ecuador!'s
sierra, and yet after only three nonths we found men carry-
ing Hac ‘enda on foot for miles in order to play it with
somé friends. It +s still necessary to introduce S/Gs to
a much broader cultural spectrum, but at this point we are
optimlstic that they are applicable in a "variety of different
cultural environments.

In summary, it has been recognized that simulation/games
alter the relationship between the educator and the learner
by medlating that reiationshlp and creating a new experience
which brings both together as-equals. We have suggested that
slmulation/games are powerful tools for fo cusing the content
of education on real-world problems .related to the experi-

" ences which learners encounter in their everyday life. And
finally, simulation/games pose open-ended problems which

_the learner resolves through his interaction with other
players and the real constraints imposed by the S/G.

- 4. WHY DO WE NEED SIMULATION/CWLES AS A mOOL OF LIBERATING
EDUCATION?

’

Freirc's prerequisite for prqbleh4posing models of edu-
cation imposes impossible: 11m1ta€ions on most traditional
forms of educational methodologies. The task of trans-
forming a lecture, a reading assignment, or a test -into a
form of liberating education” is too great a challenge for
even the most enterpr131ng of educators. But Freire offers




us his own methodology and a proven record of success, 1s
that not enough? In the guthor's opinion,it is not.

When 222 w2y becomes a widely accepted .goal of .
education, and let it be clear that presently it is not, it
will become SuHJect to the critéria applied to all forms of
mass education. At the moment, the cost of applying Freire' s’
method on & mass scale will have to be detéermined. The
-problems of training manpower for his approach is likely
to be- expansive because it relies heavily upon attitude de-
velopment rather than "skills":training. Training an .edu- *
cator to be hopeful and loving is a different and more -
challenglng problem than tedching him to give a lecture in
such a way that hig students are able to hear. him clearly

Our experience in Ecuador has 1ndicated that *locally~
‘selected facilitators are able to use simulation/pames such.
. as Haciowla effectively with small groups of their peers.

during evening classes. Additional evidence in the United
States comes from a-national program called "Youth Tutoring

“« . Youth" in which teenage underachiévers in high school.dre N
using games which they themselves have created to tutor
younger ‘underachieving peers.* The surprising result in
this program has been a significant ificrease in the tutor’s:

" achievement level. TIn both of these programs, games help - K
the paraprofessional educators by offering a chiallenging ’
structure in which both they and their students may inter-

" act as equals. These experiences make us hopeful that
simulation/games offer a practical vehicle for-avoiding T

! the costly and often times unsuccessful attempts at atgi- - . .
* tude training which Freire's method would seem to require.

Freire himself has stressed ‘the need to adapt his method—
ology to different soqial and cultural envifonments.
Speaking in Tanzanja recently, he clearly formulated such
a challenge for the African participants. But let us agree’
for a momenc that Freire's cultural circles are the best

.

Gartner, Alan, Kohler, Mary and Riessman, Frank,
Cnildean Deaching Children, Harper & Row Publlshers,
New York. Chapter 3, 53 73.
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means of- promoting a liberating education for some. Modern o
educational dogms tells us that this will not be so. for A
everyone. Experts recognize the existence of different \

. learning styles and the importance of matching - learning styles‘
to appropriate instructional treatments. If it can be shown '

- that simulation/gaming can also be an effective instrument B
for conscientizacdo,we have.increased the number of people .

\
we can reach by increasing the divors1ty of avallable means
and methodologies. '

I'o date the majority of educaticnal research dcne on -

" simulations has been performed within the context of the
school or business env: snment. In a recently published
~doctoral dissertation, Aifred S. Hartwell says
Efforts to evaluate the effectiveness of simu-
lation at the secondary school level have also
failed to substantiate claims that it excels .
. other techniques in producing cognitive skills.*

.

- ! 2

Dr. Hartwell goes on to point out that one possible
explanation for the discrepancy between thé enthusiasm of .
educators who have used simulations and the research findings.
which indicate their lack of superiority over other in-

- structional strategies is that ihe concurrent research
 approaches are simply 'mot measuring the potency of simu-
lation as an instructional method.”** Add to this the
fact that practically no serious research has been done:
using simulation strategies with non- literate ‘populations
and we are left with a powerful argument for continued

. »
experimentation in’a variety of different instructional ‘
settings. : .

e ' ‘ ." N
It has been the intent of this paper to indicate how -
simulation/games might bring a new-educational methodology ~ -

v

*

Hartwell, Alfred S., he Effects of Role Playing in an
Instructional Sirmulation. Dissertation, University of
Massachusetts, School of Education, 1972. 14.

T A% :

Ibid. , p. 15.
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to bear upon the phildsophy of congeientizasio. The . author
is acutely aware of the propensity of a new idea like
eonscientizacdio to attract both charlatans. and the naive
to its cause. Consequently; the intended outcome of this
paper is not the enshrinement of simulation/games in the
pantheon of Freire methodology, but rather to propose con- |
sideration and experimentation with simulation/games as a |
possible new approach to achievement of Freire's purposes. _
The experimentation has already begun in Ecuador as illus-
trated in other technical notes in 'this series. But to date, 1
it is too-limited to provide us with the breadth of infor-
‘mation we need to offer simulation/games as a ‘truly cross-
- cultural and liberating educational methodology.

.
e . 1. Lo .r
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“Preface ¥

. REVIEWS ON PAULO FREIRE'S WORKS

Freire, Paulo. 'eduaatzon pratique de 1a Zzberte
(Education:- practice of freedom). Preface by Francisco )
C. Weffort. Translated from the Portuguese. Paris, Editions-

du Cerf, 1971. 154 p.- I1l.

The preface .reflects Paulo:Freire's opinions on the edu-
cational system and illiterac¢y in Brazil; opinions which are
based on his personal experience as an educator. It explains
the new educational movement founded on the liberation of
the masses. It also stresses the unity of theory and action
in"its approach to education, and shows why 1it.failed from
the political point of view,. since its ideology led to a
climate of conflict. ' . ' ' L

The preface provides 1ts writer with the’ opportunity of
analysing the history of the education movement in Brazil
over the past ten years in _comparison with the political

-situation of the country;- a movement which is succeeding in

awakening“the political awareness of the masses.

Part I. ‘ Brazilian soczety in transotzon R T

Brazilian society today is-in a period of transition. ©
In the past decade the masses have had no chGice, no power

“of criticism or personal freedom.and in general were sub-

merged gregariocusly, a tool for-the all-powerful social elite

+  of the community. - At present, however, the vaiues of the
past are struggling to survive against the people 's emerging
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néw sense of values. The starting point of this period of

_change through which Brazil is going, was the élite, a closed

society controlling the economy, practising slavery, anti-

.democratic, and completely 1gnoring the populace. The

people were prisoners of an unfair "order'. A new society.

began to open up .in the wake .of industrial development. The -
people had to be assisted to take their place in development.

This" could be accomplishkd only through education, which

_ must pass through various stages.//the initial stage of

total obscurantism, the postjp;imary stage in which man fs.

"restricted to a purely.vegetative activity, and the pre-

critical stage, directed towards social and political re-

sponsibility. In.Brazil, however, sectarian irrationalism
- soon began tpfobstruct this educational action.

Part II . A cZosed society a:nd lack of democmtw expem-
' ence
‘The historical background of the country'is responsible
for its lack of experience in’ ‘democracy. Political autonomy
has always been denied to the ‘people on account of the

. +conditions of coloniglization. This’ was founded on economic
- exploitation by the: arge estate owners opposed by defini-
" “tion to the ‘freedom of the people. The Portuguese colonists

were interested only in the commercial exploitation of the.

“f’territory, and ignored the cultural domain.‘ This system
- created an ideal setting for dominating oppression and *

authoritarianism, forestalling "dialogue" with the people.
The result was a certain masochistic love of submission
and compromise, excluding all sense of criticism. When
the Portuguese Government set itself up in Rio, a first

‘wave of reforms brought about an increase in -the power of -
‘the fowns and a decline: “of the powers of the rural patri-

archate. But this transfer of pover worked to the ad-

. vantage of the wealthy bourgeoisie in the towns and not:

to that of the ordinary.citizen. Only at the turn of the

. century was a democratic political structure imported from
- . Europe.. This,however, was superimposed on a social sit-,

~uation of oppression, and"proved to be a failure. The,

people still remained on "the outside " of events. '

160 L
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'Part III. Education versus "maseification”

An examination of the history of Brazil led educationlqts”
to assist the popular masses during this transitional perlod
by -proposing an education which deyeloped the critical -/ .\’
faculties. Such an education would allow the mass of people
to progress from a post—primary awareness to a pre- critical ,
awvareness and to resist the pressures ‘exerted by the elite.
These pressures are induced by the emancipation of ‘the -
popular masses and lead to a climate of irrationalism of

.which the .people are victims. Economic development, by -

suppressing the oppression of the poor, assists in their

- emangipation and favours democracy.

The new educational system should give the individual

_enough critical sense to resist "massification", the spirit

of gregarity and rigidity, which are opposed to the changes

‘inherent in any democracy. The Brazilian had to be helped

to adapt himself to democracy by the practice of partici—t
pation, and not by theory and Yerbalism in. the manner of -
traditional education. Two experiments illustrate the- ;
success of the new educational system: the ISEB (Higher o
Institute.of Brazilian Studies) has:.inculcated the notiorf:
of a national culture adapted to local needs and not copied
from European or North American -civilization. . Its example
has been followed by the University of Brasilia.

- Part -IV. Educatzon and consczentzzatzon : ’ ,

Here the author sets out the balance sheet of the S
quantitative and qualitative’deficits of education in Brazil,.-
his opinions are strengthened by the personal experience
he acquireduas the director of various educational’ movements.

Next he describes his educational method which has to’
be sufficiently active to provide training in critical judg—”
ment and must be based on dialOgue. It comprises five .

phases: . S s

-1l." . making an inventory of the illiterates' verbal ;
universe; A .

2. choosing the key-words in this list according to !
' richness ‘of sound, phonetic difficulty and pragmatic:

content
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3. thinking up pictures’ of situations connected with "
- the illiterates lives; a

2

4. preparing cards to help the discussion leeders con- .-

trol debates, * : . _ R

-

5. designing_cards grouping the phonemic sequences
. 7. corregponding to the key-words. The first picture
is ‘then, projected along with its corresponding
key-word De-coding of the picture leads-to under-
“standing of the picture and actual semantic activity,
_ Unfortunately, this programme was suppressed by the po—
Jditical upheaval in 1964 and ‘the author was exiled. - ‘
APPE'IVDIX
The graphic presentation of ten pictures and- key-Words,
. accompanied by commentaries, facilitates compréhension of
the text. . . ’

o .

CRITICAL REVIEW

. Paulo Freire, a man of’ thought and of action, conceives
the finalities, contents and methods of adult education in
‘relation to specific asp€cts of the recent history of .
" Brazil, the political awakening of the popular classes, the
crisis of the ruline élites and the political upheavei of
.1964 : , D . .

, The firét three chapters of this work are, therefore,'
devoted to an anlysis of Brazilian society in transition
and the educational implicatione ¢f the resulits of such
analysis. The last chapter deals more'specifically with -
the methodological ‘aspects of teaching illiterates, or
"rather, to use the terminology proposed by the writer,,
" the eritical educatton of Zoteracy students. S

'\
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- Certain characteristic features of the. Brazilian pedple - °
lack of demoeratic experience, submission, mutism - were
" revealed during the colonial period in the. system of lati-
fundium , -the, large estate’ holdings Various ‘subsequent
. events contributed to the destru tion 6f an economy based
K on the exploitation of the huge 1 nded estate. Today, Brazil
J}is going through a period of transition, changing from a
closed into an open spciety. Cert3in choices, therefore, have
‘ to be made, particularly in. the field of edutation. Its S
. role should be tp propose reflection.on themselves, their kS
‘times and their responsibilities to the people. A critical
- awareness of the problems and difficulties to be surmounted
should serve »among other things, to fight against despair.

But, as Paulo Freire insists, "there can be. no con- .-
scientization - which is op a higher ‘level than simple
awareness 4 without human action to transfonm social reality v
in depth."’ f : % . -

-

Various stlges can be distinguished in the process of
Quconscientization. _ ) %

1. ' At the primavy awarencas stage, man's interests are’

. centred on the most: vegetative aspects of hts life.
Furthermore, the individual considers himself free
to interpret facts in a subjective and arbitrary al
fashion.

2. Post~primary or magical aareness is characterized
by a certain over-simplification in interpreting ",
facts, to which docile submission is expected? This -
results in'a fataMstic attitude towards economic
and social reality.

3. At the pre -eritical aarences stao , man substitutes
' logical responses for magical explanations and tries °
~.to verify a przorz affirmations. o 4

4. Finally, eritical awareness leads to a perception of
' facts as théy are, within their logical and empirical .
“relationships. .

The progress from the first to the second level of con-
scientization goes hand in hand with the transfbrmation of ) (/

’ 4 o -
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‘Brazilian society. But systematic educational effort is
necessary for accession tc the higher stages.

Such educational effort relies on the principle ancording
to which man, considered as an inccmplete being capable of
further growth can, at the same time, apprehend the world,
conceived as an objective reality, an * become part of it;
in other words, lend himself to reality while he is. engaged ‘ N
in transforming it. Here, Paulo Freire opposes zntegratzon v
to certain instinctive types of behaviour such as adaptation .
or accommodation which lead to deracination and ''detempora-
lization." : - :

In order to fight masszj%catzon ‘effectively, education =
must be oriented towards decision and the practice of social = - |
“and political responsibility. - It should provide the student - -
with the means of. resisting the forces of deracination, and
teach him methods that are valid in all scientific activity.
Lastly, it should place the student in'a situation of perma-
“nent- d¥alogue with others.

" These principles were defined progressively by Paulo
Freire in the course of the 15 years he devoted to adult
~education up to 1962. ' After this date, he worked out new
téeaching methods in his work for the Popular Culture Movement .
" in Recife: the transfotmation of the class into a cultural el
club, the division of programmes into learning units, and R
- . the conception of the gtudent as a group participant. These.
) ethods were ‘later a&ténded to work. with literacy students.

Paulo Freire's met?odology follows three guide-lines:

1. Implementationéof an active pedagogy, based on dia- - v“gﬂww*
' logue arid criticism. :

2. Organization o% educational content ctntred on the’

. 0 _notions of natwyre and culture. Whelgas nature's role

. is thdt of. mediator in inter-human relationships,
culture results from man 's labour and creative -effort
whatever ‘his particular actiﬁity may be.

Use of new techniques, such as the reduction of the-
concept of culfure to its essential components and

P “the deqcoding, by thenétudeﬁts, of pictures repre-.
- // : senting life sjtuations.

16s
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..The production of teaching materials also comprises
several tasks: inventory of the verbal universe of the work
-groups, choice of key-words, preparation of pictured showing
situations familiar to, Ehe group members in their daily life
and preparation of. work cards for the discussion leaders. In :
the selection of key-words, or generative words, three criteria
.are applied: the richness of sound, phonetic difficulty and
: 5pragmatic content of the-words.

The end of the book offers detailed, practical advice
concerning the application of the method. In addition, the
~ author presents, as an Appendix, ten pictures ‘with their
respective commentaries, and the list of seventeen key-words
(shanty- town, rain, plough, land, etc,) chosen for the State
of Rio.

In conclusion, it should/be’ngted that the use of these |
different teaching me s allows .an adult to become literate._
in 45 days, according to the auth01 B >

' The theoretical and practical information contained in
the work of Paulo Freire's book cannot fail to be of the
greatest interest.to all .organizations

literacy problems or, more generally, with adult education.
But can one agree with the opinion of . F.C. Weffort stated
in his preface, that Paulo Freire's edycational ideas are .
- valid for all Third World countries? oes not the author
~himself constantly refer to the specigl features of the °
transitional period in which Brazil at preseny finds itself?
In any case, i® would appear difficulﬁ to extgnd these ideas

to the literacy of migrant workers, o are f@ced with prob-
lems of linguistic and cultural interference. -

- It would, however, be worthwhile| to make_use of the
methods proposed by Paulo Freire as means. of accelerating
conscientization, in-a sequence of sfteps which recall the
law of the three states formulated by Auguste Comte, in order
to dccount for the evolution of humaiity and the developmen
of the individual. But can one accelle to a scientific know-
ledge of the world when one starts w*th only a collective

"reflections on ‘experience of life? Doubtless this experienge,
in conjunction with economic changes, is a necessary cond tion
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of -this accessqon, but nevertheless it is not the only one.
.The pedagogy of dialogue must be associated with an .effort.
to assimilate. the capital of concepts and knowledge accumu-
lated by earlier generations. Such effort does not imply
"a perfectly symmetrical relationship between teacher and
student. Nevertheless, as the author points out, one
- cannot separate the assimilation of knowledge from action-
intended to transform the world. Perhaps the modalities
of educational intervention should be re-defined for each
of: the levels of conscientization. One could then draw a
dlstinctlon between the universal values of science and
technology ahd the values peculiar .to each specific culture.

In any case, Paulo Freire's experience is a remarkable
example of the integration of thé pedagogical act into the
reallties of our time. : :

- . Prof. Antoine Léon,
- : Unité. 4d' enseignement et ‘de recherche
des sciences de 1'&ducation,
" Université René Descartes, _
'Paris, France.

- o

Freire, Paulo.. Pedagogy Of The. Oppressed New York, Herder
-and Herder, 1970. 186 p L

In the three years since ;his work has been known to
"exist in manuscript, it .has Become respected in North America
as a.small classic of pedagogical theory. Its high status
is partly a charismatic extension of the respect properly
) achrded‘its author for the courage and dedication shown in

-
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This critical review is reprlnted w1th permlssion from

Corparative rZ‘a&ﬁz&avﬁ@ﬁ%ewvm"V01*iﬁ*'no. 3y October,
1971.
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his work among the peasants of the Brazilian backlands, prior
‘to his exile from that country; and partly to ‘publicity given
_to Freire's work through his former associates at CIDOX in
Cuernavaca- surely the world's most exciting center for edu-
cation thought, especially with reference to the cultural
conflicts of Latin-American countries. It is also, I suspect,
- partly a consequence of his good fortune in having written
in ‘Portuguese - a factor, which till the present, wooden trans-
lation appeared, effectively prevented most North American
readers from forming their own’ judgment of the book.

There is certainly no honor to be gained by putting down
‘work so well-intentioned and generally well-received. But
there is a certain satisfaction, for this is, in the English
version at least, a.truly bad book, "even judged on terms the
‘author would, if consistent, have to accept. His central
point, above all, is that peasants and the poor must be
approached by thuse who would educate them in a spirit of’
mutuality and acceptance of their world-view, ‘with respect .
for their experience of. life in all its concrete particularity,
There are writers who indeed approach the poor in this way, .
both in sharing and in recounting their lives: Robert Coles,
Todd Gitlin and Nanci Hollander, notably. .The late Oscar
Lewis was mot, I think, quite the equal of these in authen-
ticity; but he was considerably more convincing.in his re-
sponse to the lives of the poor than Freire --and Lewis was
a gringo writing about Mexicans and Pyerto Ricans.

In Pbdhgogy of the Oppressed, Senhor Freire is not, of
course, writing ethnography; and is under no obligation to
provide detailed accounts of daily life among the oppressed.

- But one might expect the book to deal concretely with what,
in fact, takes place in the dialogues with which Freéire hopes
. to replace the stilted and biased conventionalities of the
classroom, and that in scenes involving the part1c1pation
by peasants in their own education (which, as Freire rightly
insists, is the heart of the matter) the peasants and the
scenes would both seem real.  Instead, the following passage
. 1s quite characteristic: ) s .

"In one “of the themematic investigations* ‘carried dut in -
Santiago, a group of tenement residents discussed a scene -
. TR

&

A This partlcular 1nvest1gatlon was, unfortunately, not -
completed. .
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“showing a drunken man walking on the street and three yduné.
men conversing on the corner. The group participants com-
mented that "the only one there who is productive and useful
to his country is the souse who is returning home after
working all day for low wdges and who is worried about his
family because he can't take care of their needs. He is

the. only worker.” He is a decent worker and a souse like us.’

" The investigator® had intended to study aspects of alco-
holism. ‘He probably would not have elicited the above re- -
sponses if he had presented-the participants. with a question-
naire he had elaborated himself. If asked directly, they
might even have denied ever taking a drink themselves. But
in .their comments on the codification of an existential
situation they could recognize, and in which they could recog—
nize themselves, they said what they really felt. :

There are two important aspects to these declarations.
On the one hand, they verbalize the connection between
earning low wages, feeling exploited, and getting drunk -
getting drunk as a flight from reality, as an attempt to
overcome the frustration of inaction, as an ultimate self-
destructive solution. On .the other hand, they manifest the
need to rate the drunkard highly. He is the "only one use-
"ful to his country because he works, while the others.only
gab." After praising the. drunkard the participants then

- identify themselves with him, as workers who also drink ~
'decent workers.'

In contrast,’ imagine the failure of a moralistic educator
sermonizing against alcoholism and presenting as an example
of virtue something which for these men is not a.virtue..

I have inserted s¢ long a quotation in a brief review
becanse this excerpt, footnotes and all, captures so well
both the book's essential viewpoint and its weaknesses: .the

. * The psychiatrist Patricio Lope, whose work is described
in Educacddo como Pratica da Lzberdbdb
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pedant1c style, the. consistent underestimate of the opposition
"moralistic educators",indeed; if it were only that simple!
and the very peculiar avoidance of Freire's own extensive
experience as a source of illustrative material, in preference
- for fragments of published work. " This is not altogether
discreditable to.the book because, in a sense it helps fortify
Freire's point. He himself is -an’ educated Brazilian of the
highest order. Richaxd Shaull, in his Foreword, states that
Freire's thought on the .philosopy of education was first
expressed in 1959 in his doctoral dissertation at the Uni-
versity of -Recife, and later in His work as Proféssor of the
History and Philosophy of Education in the same universitys

‘as well as in his early experiments with the teaching of il-
litefates in the same city." This sums up the conflict quite
nicely while its depth and the fact that it still influences .-
Freire's work after a decade should convince any reader that
Brazilian education is even more formidable an obstacle to
-human communication than-Freire insists. His ‘positive achieve--
ment in recognizing that formal education in such - and per-
haps in any - society is counter-revolutionary and oppressive
is therefore all the more notable. And the political function
of education that this insight implies cannot.be stated more
specifically than Freire does in the concluding passage of

the book:

"The oppressor elaborates his theory of action without
the people, for stands against them. Nor can the people -
as long as they are crushed and oppressed, internalizing the
image of the oppressor - construct by themseives the theory
- of their liberating action. Only in the encounter of the
people with the revolutionary leaders - in their communion,
in the1r ‘praxis - can this theory be built."

© The Brazilian peasant, considering the oppressive climate.
probably needs a weatherman. Paulo Freire isn't one. And the
the American reader intent, like Freire, on using education .
.as a subversive activity has an array of sharper and more ) ‘w
comprehensive sources at his disposal, though most of these
, are not the work of persons yhose primary interests lie in
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_educatlon "but in the peculiar and mallgnant dynamics of
American society itself. That society - and Brazilian, too,
I suspect - is pretty educational. You just can't beat the -
Indochina war and what Freire would call its eplphenomena as
a source of audio-visual material.

Prof. Edgar Z. Friedenberg
Dalhousie University
Halifax, Nova Scotia
Canada :
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Rewiewed
. v Lby\ L
‘ Nathan ‘K/Laveltz*

”his volume is intended as a prototype of others
yet to comé ‘in communicating ‘the problems of adult
education in Canada. For this reason, I must note
from the outset that benefits from such a document
are ‘to be sought in at least two dimensions.-

N One must~be as a reflection of, and response to,
~the conditions in Canada (and often, by reasons of
similarities ard evident proximity, to the United
States) which concern the &ducator of adults. This
must, of course, refer also to the policy-makers, .
plannets and administrators of adult education if
not to the client himself n o

A second dimension for ascertaining value in
the publication is with regard to the problems of
adult education on a much broader scale. That is,

# Nathan ﬁravetz is-Professor of Education at the
Herbert H. Lehman College of the City University
of New .York, Bronx, N.Y. 10468, U. S A.
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can adult educators in such countries -as England,

Scandinavia, Germany, Argentina, or Japan dérive
. Value&from these discussions and proposals.

We must note that the adult education '"target"
in the developed countries cannot be equated with
the focus to be placed on the needy- adult of nations
still in the development process, with as yet un-

- attained desired levels é& literacy and universal .

education.

The book, in fact, is of cbnsiderable value and
should be an important resource to adult educators
Wb work in -conditions comparable to those in Canada.

On the  other hand, it would be of .interest, particu-

larly as regards certain aspects of policy-making
and of teaching methods, for adult education workers

.in less-developed countries.. It would require, in

most-other aspects, some rather difficult and un="
profitable "leaps" to apply with relevance a large
part of the volume's discussions.

With the foregoing caveat, I note with special
commendation such articles as B.M. Webb's on
"Canada's Sub-Literate Adults: Can They, or Should
They Return to Scheool?" Webb states that even in
the advanced Canadian context adult sub-literacy
affects substantial numbers: they are under-edu-
cated and-illiterate in relation to the rising ex-
pectations of individuals and the increasing com-
plexity of society's demands. ’

As causes, he points to the numerous inadequacies

of the school as an educational and social institu-

tionw Its resources are too often insufficient,
irrelevant, and without sufficient flexibility to
allow for self-evaluation and change. "Economic
factors are also indicated by Webb as contributing
to illiteracy and under- education: poverty, enforced
immobility, and abrupt technological shifts.

Webb stresses, in additioen, the personal—moti-
vational characteristics of individuals which may

A}

178
175




