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.. the most important thing we are in need of is
education. No matter how you get it or not, the
education [ believe is the first step. . . . By working

¢ together, this is an education. By joining hard to hand,
is another.education. By changing ideas, to cach one
another, is an education. Things, well, you don’t know
at all, someone know it, he will tell you about it,

ts an education.

2 Member of an agricultural cooperative on the Caribbean istand of
Dominica, Excerpted from Bill Moyer's Journal: International
Report “The Other Caribbean.” ™ Educational Broadeasting

- Corporation, April 3, 1975,
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My interest in out-of-school or nonformal education likely began in the
mid-1960s when [ was a Peace Corps volunteer in Colombia. The interest

" 'stayed with me through graduate school and in 1970, a year after my

arrival at the University of California. Los Angeles, the Latin American
"Center there received a five-year Agency.for International Development
Institutional grant to study alternatives to traditional education in Latin
America, and I was asked to coordinate the effort. This five-year period -
accounted for my primary immersion into the complex issues and
. problems surrounding nonformal education. Two things began to bother

.. me during this period and the apparent frustration that resulted led

me to write this book. One was the lack of attention in the literature
of the early 1970s to the forerunners of current nonformal education
programs, and the other was the lack of a conceptual basis associated
with analyzing their potentialities in the context of social change. Thus,
after completing two small empirical studies and putting together an -, °
anthology on educational alternatives in Latin Ameirica 1 decided-that
I would attempt to synthesize some of the literaturc on nonformal

~ education in Latin America and sec what could be learned in terms of

guiding future efforts. Although I had been thinking about and collect--
. ing information for several years, ! did not begin to work on the project
in. earpest until late 1974. At that point 1 was.able both to take a
sabbatical leave from UCLA and to secure a research grant from the
"Inter-American Foundation. ' '

The research was directed toward achieving the following objectives:
(1) to provide insight into the nature of a sample of past and present
nonformal education programs in Latin America; (2) to assess the
‘approaches or change strategies employed in those programs; and (3) to
explore: the relationship between the programs and strategies and the

xiil c
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theoretical literature on social change. In attempting to satisfy these
objectives 1 reviewed the available literature on nonformal education
and social change and visited, in early 1975, approximately seventy
nonformal. education programs in ten Latin American countries. The
tesearch design was not elaborate. Once having developed a conceptual
framework on social charige and having reviewéd the literature, I began
to collect information on existing programs. Because the Inter-American
Foundation is now among the major external furding agencies for micro

- social change programs in Latin America, 1 received from its staff and

its library the greatest assistance in terms of choosing programs to visit.
These programs generally satisfied the following broad criteria: (1) there
was a directed educational aspect to the program, and (2) the program
was designed to serve youth and adults who could be characterized as
socioeconomically poor. 1 wrote a letter to the director of each program
that I wanted to visit and attempted to establish a day when he or she
would be available for an interview. The letter was written on UCLA
stationery indicating” that 1 was on sabbatical leave and was being
supported financially by the Inter-American Foundation but that T had
no other involvement with the Foundation’s funding program, eval-
uation efforts, and so on. ' .
When I arrived in the different countries 1 met with those program
directors that 1 had .communicated with by mail and made contact with
many other directors of programs which, by referral, appeared novel or
unique. Eaci: interview was usualiy two or more hours in length,

- sometimes with additional -membef§ of the program staff present, and

centered on three major issues: (1) the goals, objectives, and nature of
the program; (2) the strategy employed in attempting to achicve the
stated goals; and (3) tlie major - obstacles, if any, encountered in
attempting to achieve the stated goals. The result was a wide-ranging
discussion of the program, its approaches, and its problems.

Although ¥ could have developed a questionnaire and adopted a
more stan ardized survey research methodology, 1 decided against ‘this
approdch for one major reason. I knew that North American researchers,

/esp/ecially those not recommended by a third party and unknown {o the

informant, were. usually viewed with considerable suspicion in light of
recent Central Intelligence Agency and other U.S. government and .
business intrusions into Latin America. To me this meant that 1 would
have to develop a’ rapid rapport with the informant. I did this by
attempting to demonstrate my sincere interest in the. program'’s efforts,
by being a patient listener, and by asking questions which attempted
to give the informant ample opportunity to explain the program in
deiail. I felt that marking answers on a standard questionnaire during -

10
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the discussion would, nﬂganvel» affect the climate I wanted to create
during the interview and would not necessarily satisfy my overall
objectives. Since 1 was basically interested in the approach or strategy
employed in the program and wanted to report that approach as
closely as possible, 1 felt that 1 would learn most by carrying on a
dialogue with the director and his staff. 1 always ended the interview by
asking for titerature of both a descriptive and an evaluative type and
invar'gbly left the office with reams of the formcr and none of the latter.

I obviously claim ng application of random sampling techniques in
the visitations of selected countries or programs. [ was more interested
in visiting a range of possible program types than 1 was in visiting a
majority of programs of a single type. Most programs [ visited, there-
fore, were associated with private rather than public social proniotion
agencies. Although 1 attempted to visit representatives of each ministry
of education and, as appropriate, other ministries as well, it was some-
times more difficult in these larger bureaucracies to find the knowledge-
able individuals. Eurthermore | was opetating on the assumption, which
I now hold even more strongly, that I would find ~rivate agencies to
be more active in micro social change activities and that they would:
generally be more innovative in their approach. This search for a range
of programs also affected my choice of the countries visited. I went to
places where 1 could meet with program personnel who were involved
in substantial or unique nonformal edueation efforts and for which I
could not vtherwise gain sufficient information through the literature. .
I'm sure .that many readers will .find that I have not mentioned a
particular program in a certain country that they have found to be
important or unique. Given the thousands of programs currently under
way in Latin America I obviously had to choose among them to-find
examples. 1 do not doubt that I have chosen poorly .in some cases and
have left out particular efforts that shculd have been included. 1 apol-
ogize for such oversights and can only hope that another example that
is mentioned here approxlmates the strategy employed in those not
included. : 3

There are other hmxtatxons in terms of the types of programs mentioned
in-the following pages. For example, l found thit both in the literature
and in the programs visited the emphasxs was on rural rather than urban
populations. Although this rurdl bias is especially apparent .in the
literature and in the attention ‘currently being paid by governments .
and international agencies to rural problems, I believe the reason most
visitations were made to programs with a rural emphasis results from
my search for nonformal education programs that were directed to social
rather than behavloral change I mc]n by this that there may very well

]

]
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be more nonformal education programs per se in urban areas, probably
resulting from a greater density of the population there. but [ found
that they often do not attempt to go beyond the schooling model of
information delivery. Most of the other limitations in the research result
from the lack of iiterature available. 1 did not include, for example,
correspondence instruction by proprietary institutions as 1 could find
litle material which would define its:scope. [ did find. by simply
reviewing entries in telephone books in the capital cities, that such
programs are extensive in Latin America. When I made inquiries,
however, as to numbers of students. completion Ttates. and so on, 1
was referred to the home offices, often located in Europe and the
United States. Ieven visited the main office of one of these agencies
in Los Angeles but again recognized that it was going to be a long
process to secure the kind of data sought. From that mquiry. however,

.1 now believe that hundreds of thousands of Latin Americans may very

well be enrolled in such programs. A similar lack of information com-
bined with-a lack of access prevented me from including more than just

"a mention of progranis sponsored by the national military establish-

ments. Here is another area of needed research in that the military may
often be the only institution that has prolonged contact with the marginal
population through its typically involuntary induction policy. ! also did
not include much information on industrial or commercial training
programs that are condueted by industry aud business. This topie was
simply too extensive and 1 behevcd that the on-the-job type training
program modei was sufficiently well known and understoed and was
not in need of elaboration here. Other areas that I did not include
are preschool programs, as they did not fali into the age criteria of youth
and adult, and most higher education extension programs. as they
normally do not attend to the needs of the socioeconomic poor.

I must aiso mention as limitations what I did not assess within cach
program visited or reviewed. The first is economic data. Not only did
I feel that rnguestmq economic information on the basis of a short visit
would be a sensitive and inappropriate inquiry, but § felt that economic
data had little to do with my interest in how a program was con-
ceptuaiized and what strategy or approach was adopted in the promotion
of social change. 1 do not mean to imply thai available fundifig does
not impact on what a program can do: I do believe, however, that the

adoption of pripciples of social change that guide the process are not -

dependent on finangial eviteria. The second lmitation . in -terms of
looking at.the operation of programs concerns the specific methods and

materials of change employed. 1 belizve that whereas one can rather - ..

quickly secure information on the way a program appg)aches social
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change, gaining information about the methods and materlals employed

_ in, for.example, directed instructional efforts, requires prolonged visi-
tations over time. Although I saw considerable in terms of program
method ané materiais and do report on some ©of them in the follewing
pages, 1 cannot be sure that what 1 saw was mdlcatwe of their actual
use when a visitor was not present.

Any field research activity depends upon the assistance and support
of many individuals. I would like to begin by acknowledging the financial
support and general assistance offered by the staff of the Inter- American
I‘oundanon\ Although- special thanks go to Bill Dyal and Paiil Bel!,
there are many others at the foundation who assisted me in numerous

 ways. Among these are Ned Benner, Ross Coggius, Ed Dela Rosa,

- = Tony Gomes;: Lou ‘Guzman, Larry Leighton, Carol Michaels, Jim

O'Brien, Sal szmo, Tom~Ramey, Marion Ritchey, ‘and Jan Van '

Orman. | perhaps owe the greatest debt to the many close friends and -
5 TIeW acquamtances in Latip America who” were willing.to discuss. the
“issues con(ermng “mticro social'change and nonformal education. Among

those who"were espemally heipful and to whom 1 weuld like to express
my thanks ‘are Benjamm Alvarez, Heli Arambulo, Gerardo Bacalini,

.Eduardo Cabez6n, Patricio Cariola, Eliseo Carrasco, Walton C. Cheeres, . -

".David Edwards, Jon Gant, Francisco Gutiérrez,’ Fausto Jordan, Abraham

Magendzo. Juan Raman Martinez, Luis Eduqrdo Medma, -Alfredo .

* Ocampo, Maximo Pacheco, Wilma de Pacheco, Reyna de Perdomo,
Howard Ray, Pedro Rulz. Humb“rto Serna. Bernardo Toro. and Peter
White. CT e -

I am . also mdebted to” Susan [’oston of UCLA whose ;mnot'xted '
bxbhography on educational alternatives in Latin America was extremely .

“‘useful as.an initiai guide to the literature. My thanks goas well to Ida
Lees ‘who typed the drafts of the manu_scrlpts and to Lea Gould tor her
“*.copy editing assistance.

Finally, I was, extreinely fortunate to be able to secure the advrce of

"2 numbér of colleagues and. friends whd read the first - draft of the.. -
1manuscr1pt These - included Neq Bentter, Cole Brembeck Bill Dyal 5o

Clark Gil, Bob Myers, David O’ Shea,. Rolland Paulston, Tom Rameéy,

B

Everett Rogers and Bob Verhine. To them 1 offer my smcere gr"mtude

Although in some way all of these individuals made a contribution

to this volume, I.alonc take responmblhty for what is explessed in the ° g

followmg pages.

*a
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“Nonformal education generally refers to organized out-of-school px‘ogranlls -
- designed to’ provide specific learning experiences for specific target

populations. Normally associated with so-called-underdeveloped coun-

tries, the. majority of .such educational efforts are aimed - at socio-
- economically poor adults and youth and include agriciltural extension,

community development, co_nscio'ushess raising; technical/vocational
training,' literacy and basic education, family planning, and simiilar
programs. These, programs are usually 'designed to improve the par-
ticipant’s: power and. status by either adding to his or her stock of

‘skills and knowledge or by altering basic attitudes and values toward
work and \ife. By concentrating on increasing the power and status of-

thé socioeconomically poor, a discussion of nonformal education must
consider more than just the goal of behavioral change in pqrticipants
and instead ettend to theﬂwider social system in order to assess the
ways in which that behavior interacts wifh both the physigal.and human
environment. 1 Jefine social change therefore as,-first, a long-term
alteration 'in man'z behavior and in-the relationship between that
behavior and a respective human and physical envirbnmient and, second,

" "an alteration inthe rules and structures enabling this new or different

_be'havior and relatiopship to be established. It is within this definition
of social chapge that I believe nonformal education ‘must be analyzed

and assessed, _and.it is the soctoeconomically. poor to whom .we must .

“look when we wish to judge the efficacy of nonformal cducation efforts.
In Latin America nonformal. education activities are characterized

- by an extended history that involves sometimes several decades and at
“other times several centuries..For my purpoSes here, these efforts can-

be organized into four major concentrations. The use of schools for

" -community involvement and community action and_ schools_as trans-
.-mitters of ‘technical/vocational skills can be yiewed as one:category of ..

1. K
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such efforts. A second concentration of nonformal education programs
concerns aduit literacy and basic cducatlon, including consciousness-
raising programs and radio schools. A third set of programs centers
on extension educatlon and community organizations with emphasis

~on agricultural assistance, health cducation. cooperatives, and com- |

munity’ enterprises. A fourth and final concentration in nonformal
education rests with community dcve]opment and ItS latest offspring,
integrated development. ‘ :
As will be demonstrated through a dlscusmon of each of these major
congentrations in the follow: ing pages, only a relatively small number

" of ‘these efforts at promoting social change can be characterized as

having achieved their intended outcomes. The question that | attempt to
address throughout the book is why, after so many years of ongoing

- programs in Latin Amierica, can nearly all of these activities be labeled
_‘as unsuccessful in achlevmg social change goals? As I suggest in.the

first chaptcr some would argue that the answer vests with the-impotence

of micro social change efforts in general given the social problems to
which they must attend. Others may argue that the answer: rests with
the way in which underdevelopment has traditionally beei : analyzed;
explained, and attended to within.the sociocultural reality of Latin -
America. Referred to as the deprivation- -development position, thls_
traditional approach suggests that underdevelopment can be dealt with’
prlmarlly through the introduction. of technology and capital. ‘An
alternative view, referred’to- as the dependency-liberation thesis suggests
that the underlying cause of underdcvelopmcnt rests with political and

‘economic dommatlon inherent in the social structure and that the

response must bé a liberation from such domination and vulnerability: .
As will be shown, the deprivation-development.and dependency-liberation '
-perspectives are incompatible not only in. terms of the explanatory
positions each represents but in terms of the changes desired and the
processes to be emphasized. From the standpoint of achlevmg sought-
after social- goals through nonformal education programs, both the

.impotence of nonformal education and -the explanatory frameworks-
‘used to deal with underd: wvelopment are 1mportant in analyzing the
~role of nonformal education and the change process. A third answer,

compatible with the other two and the one to which I address attention,
suggests that a major problem with nonformal educatlon concerns how
the social change process is:conceptualized and the nature of the strat-

" egies-adopted to achieve desired outcomes. In this context, neither the

deprivation- development advocates ‘nor the dependency-liberation . .- -

advocates have demonstrated .any greater expertise or success. Nonformal
education programs from both perspectives are characterized by similar -
dilemmas in attemptmg to achieve their respective goals.

1 E)
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In chapter 2 | outline the theoretical hterature for conceptuahzmg
education and social change by adopting a heuristic framework based
upon both a man-oriented and a more holistic approach.. By man-
orrented\l rnean those theories which emphasize changing man’s internal
" state er hlS behavior-and by holistic I mean those theories which em-

‘ " ‘phasrze the\somety or culture as a unit. I argue throughout the remaining

chapters. that the strategy, or the assumptions, plans,. and methods of
mobilizing re\iources for nonformal education and social change must
be based upox\ the prmcrples arising from this review of the theoretical
literatyre. The% principles include attention to estabhshmg linkages’

between the program and the components in the wider system, under-

standmg he ne \ds of client populations, involving clients in their own

learnmg, crhtatmg the transfer and "application of nev #i0rs in
the envxrdnn eynd attendmg to incentives both it al
-to thL progran. - G

Throughout the discussion’ of partlcular nonformuu .+ pro-

_grams in chapters 3, 4, S, and 6, relatrvely few examples dentonstrate
-any cogmzance of such strategy principles. Instead, as T-attempt to
~point out’in thes¢ chapters, the overwhelming majority of the nonformal
education’ efforts discussed are basedﬂupon a man-oriented ‘model of
social change one=which attempts to change the. internal .state -or
-behavior oft.map~ without attending to the material and structural
constramts/the wider social system. This orientation inevitably .
bypasses any consideration” of - the manifestation of what has been
learnéd‘and thus results in few power or status benefits to the partrclpant
and’ httle\.\tf any, social change.
~ The drs ussion of “these issues in the final chapter attempts to
summarize hat has been learned from the programmatic discussions
and points tyward a multlple interventionist strategy for nonformal

" education in . tRe context of social change. While the heuristic model

.presented for this purpose is lacking.in terms of the exacting knowledge ' '
and te;«,hmque’!s needed to plan and design the change process, it
attempis to 8o beyond the primarily man-oriented approach to social
change and t \ereby address the strategy principles emanating from
the theotetlcal! hte\lature

" Throughout the book, the reader wijl fmd a-sense of general pessrmrsm

I

about the po?entxal for. nénformal education given the already long and

1deolog1cal bstacles to which nonformal education- must attend, such

,,,/peSSImlsm rs probably not uncalled for. At the' same time, however, 1 -

do suggest that educatlonal processes have a contribution to make to/
*the resolutlon of ‘'social problems and issues. If planners and pohcy

lo 16

) hlstory of program success registered in Latin America. .
- When comblined w1th the overwhelming structural, technological, and.
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makers, mcludmg those in education, can transcend the belief that
education in some form or another is % panacea for rcsolvmg social
’ problems and begin to see education as a rather minor component in
‘a multiple mterventton process. some -progress toward soual change
objectives might bé made. It is within this wider framework that any
pessnmlsm about nonformal education is based and it is not umelated
to my view of education as a reflection of society rather thau as a catalyst
to socle&al change.
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| . Social Policy,
Underdevelopment,

-"'From Mexico in the North to Chjle in the South, diversity is-the term ‘
most applicable to the Latin American region. Shaped by socioeconomic .
.and political constraints both internal and external.to the region, each

- of the nidré than twenty countries which constitute this aréa of the world

has built upon its natural resources and cultural characteristics to
produce within“the region a'variable life style:recognized as distinct not
only across national-boundaries but within them as. well. While recog-

nizing and respecting this diversity, it can also be. noted that Latin'
_America is confronting a set of common and interrelated social problems
to which solutions are being sought. This chapter ‘outlines some of these.
cross-national problem areas in the context of underdevelopment and
analyzes them through two .ideological "perspectives referred to as.
- dependency and deprivation. The discussion centers on the implications

“of these two frameworks for nonformal education and social change

at the micro level. Characteristics of nonformal education are discussed
and the need for community-based change efforts is presented..The

chapter ends by-poiriting to the inadequacy of our present understanding

of the strategies used for fostering nonformal education programs in

" Lafin ' America- and the need to go beyond the process and goal

O
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Common Social Policy Dilemmas , .
within a Diverse Region .

Generally acceptable quantitative and qualitative indicators can be

used to demonstrate diversity within Latin America.’ These indicators

1

. . . ) g - L

and Nonformal Education
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~ may include natural resources and their exploitation, historical relations
with centers of power in the world, patterns of land tenure, political
“and economic systems, race and ethnic compositions, predommant value.
orientations, - anguage.) spoken, religions practiced, degrees of urban-
"ization, growth, size, and density, and so on. For discussion purposes.
it is possible to' loosely categorize the various Latin American ‘countries
into four types in accord with more traditional economic, demographlc,
. and social criteria (United Nations 1970). Three countries, accountmg
. for.some 13 percent of -the Tégion’s population ¢an be included in a first
\category as ranking Tighest on a traditional development continuum.
These countries have relatively high levels of per capita income and
- production,-the majority of the population lives in urban areas, popula-
_tion growth has slowed: down, 2ud social services are.generally well
developed and reach the major portion: of the DOpulatxon The second
category includes five countries and 68 percent of the population. These

nations are characterized by medium per capita incomes, relatlvely high ;

rates of ec0n0m1c growth, considerable urbanization with large marginal

urban’ poDulatlons and inadequate urban-oriented social ‘service pro- - -

" grams “The third and fourth categories include nine to eleven. countries

represeriting 13 to. 14 percent of the population. These countries are
-often referred to as the ‘'relatively less developed’ nations.” Their per
cag_\pl-p@cljnd economic growth are generally. low to medium; they
HEROL eu—dnepsxfxed~econmmedlly, are - dependent. on exporting a
few raw materials, have a majority of the - -population living 'in rural
. areas, have lrQanization that varies from low to high depending on the
"\opportumtles available in rural and urban areas, and have inadequate

but expanding dbli ivery of social services. Even' though this typology,

‘taken . from the :Economic Commission for Latin America, does: not ., ‘

\\lnclude the Englmh speaking Caribbean..countries which:represent 1.5
percent of the regmnal\pnpulatlon and it classifies Cuba w1th 3 percent

of . the populatxon separately because of its relatively’ umque economlc ‘

and. polmcal patterns, the categories glve some indication. of\the range
of dlffu'ences existing in the area.” These differences w1thm Latin
_-Amenca, however do not negate the. existence *of many problem;

expansmn, the.delivery of health services, employment genemtlon \and

a mot¢ eqUItable dxstrlbutxon «of power. through\mcome gndrdecmonv

‘making.” N

In terms of populatlon more than 300 nnlhon people; mcreasmg at

a rate of 3 percent zmnually, inhabit the reglon By 1980 the 7’opulatlon,

'ﬁ‘?)“*

.. common’to a majority of the countriés in terms of social pollc)\ Lwill ]
now turn to a discussion of ‘these contmumg dxlemma\ begmnmg with-
populatxon growth and followmg with the problems of educatlonal‘-
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is expected to reach nedrly 380 million and, by the year 2000, 600 .

* million. From the perspective of social planning there is little doubt that.
this-kind of population growth negatively affects the capacity of all social
service delivery systems. While the ‘annual rate of population growth
" has risen from 1.9 percent in the l92(.s and 1930s to 2.3 percent in the. -
1940s and 2.8 percent in the 1950s (Pearsr)n et al. 1969), the nature of’ 1
the population has become younger ancl thus preseniis a greater drain
on dvailable resources produced by the adylt working population. Today |
some 40 percent of the population is less than fifteen years of age and '

(\;;\ approximately one-half is- less than twenty years of age. Thls concen- _:'
N\ ‘tration at the lower age levels has resulted from both a contmuatlon
% of high birth rates and a rapid decllne in child mortallty (UNESCO
. 1974a). Because of these occurrences, the population of. workmg age,
. which in 1970 numbered 153 million, will reach about 205 mllllOl’l in"
1980+ thereby placing c0nsrderable pressure on the economy to 1nvolve
\ additional manpower. '
Much of this increased population mll continue to be absorbed 1nt0
—\_rapidly expanding urban areas. Assuming that the rate of urbanlzatlon\'
\contmues for example, it is estimated that by 1980, 50 to 55" percent 1.
_of the population will be living in urban centers with twenty thousand .
1l\hab1tants or' more. Even though fertility rates are inversely related \
: to urbanism, explained partially by the greater- ‘availability in" urbar\t '
areas of techniques for limiting family size, urbanization itself is not the
major determtnmg variable of fertility. Instead, fertility tends-to go down\ " -
only after the newly arrived urbanites have bégun to pae\etpatc in and
assmulate urban values and behavior. Because nearly 30 mllllo\n\ge{ple

=}

“or 20 percent of the region’s populatlon currently live in urban paverty

N
\

“ belts, .many are not evidencing such characteristics (Ruddleland Barrows-. A

v 1974). Thls means that;-.among other mstruments, educatlon a\nd
' employment opportunltles as adjuncts to ‘urban particlpallon must be,
made_available rapidly in ‘order that. urbanization can contnbutc to -

: reducmg tertitity levelu( United Nations.1970). g \ ,
The increasing population ‘pressures at the younger age levels iin
‘Latin America have precipitated .the second social, policy area, that of
educatton by forcing school policy makers to expand education services

‘at an unprecedented rate. The period 1960~ 70, for example, saw enroll-, S

,' ment in the six- ta eleven -year-old age range increase by 13 miifion ",
: students ‘By 1970 seventeen countries had’ 70 perccnt or more of. the L
six to eleven ‘age rangg enrolled in school whereas only six countries
had 79 percent or more of the twelve to seventeen age range enrolled
in- school. Although the pelcentage of any given age cohort enrolled in.

school is llkely to. contmue to 1ncrease. the actual numbers of students ‘
: .
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not enrolled will also increase. In 1965, for example, there were some
14 million six--to eleven-year-olds out of school; by 1985 this figure is
e‘<pected to reach 17 million. %At the secondary schoopl level in 1965 there
were 19 million twelve- to seventeen-year-olds out of school; by, 1985 this

figure is expected to reach 26 million. At the primary level, pOBulation

pressures will force Latin American s¢hool planners to increase enroll-
ment by 52 percent in order to maintain 1970 enroljment ratios in 1985.
This means that in order to reach universal primary education by 1985,

Latin America will have to exhibit an average annual enrollment iycrease .

of 2.4 million students or. in other words, ¢xceed the 1965-70 period
by one million students dnnually
Although schools are being built and teachers trained to accommedate-
“he fudents, vxi . hool ., grams are plagued by high dropout
rates. In 1967, for example, of,&hose who entered first grade: only 59
percent reached second grade/ 50 percent third grade, and 42 percent
fourth grade (UNESCO 1974b) Those who do not reach the next grade
level, or in this case drop out. of s chool, vary consxderdbly betweey rural
and urban areas. A recent calculZ\xon by the: World Bank (1974) reports
that in the urban areas of ColombBia, the, Dommlcan Republic, Guate-
mala, and Panama some 31 percent completc pnmary school whereas
.in the rural areas of the.same countries only 22 percent of thoge who

- enter finish their prlmdry studies. 1 \»ﬂl return to a bxoader dlscusmon

of educationza! issues later in this chapter.
A third social policy area of importarice to a majority of Latin American

“levels in Latin America -given the broad apprmc‘] of most‘public health.
. programs in the world, include physical, mental. and social well.peing,
or more, generally an individual's quahtv or ‘level .of living, Although
consxdcrable progress: has bcen niade in recent decades in slashing
mortality rates attention remai ins directed-at the control of maSS ‘disease
and the ralsmg ‘of health smtus ‘through’ inocujations, insectjcides,
lmproved water supphes zmd sewage svstems, waste dliposal and ganita-
tion, nutrition, apd so on. An ex ample of one of*these, problem areas.
" can be seen in the\pvailability of- potdblc water supphes In 1970 po’table
water reached only %4 percent of Latin Amerlca s rural population and .

only about 3 to S pergent of the rural populations of Haiti/ Bollvla, and
Brazil (United Nations 1974). Although publicl‘héalth programs have ..
~ been equally concerned with curative and preventive health services.

growing attention is bung placed on morbldlty as opposed to Mortality
rates.'An example of this concern is in the area of natrition where it is
known that the.diet"of mast of‘the population of Latin America, pased
principaily on carbohydrates, is inadecuate in quitity and, for many,
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inadequate in quantity. 1t is estimated that 7 percent of the children
in Latin’Amer.ca are severely malnourished and an additional 45 percent
suffer from moderate .nutritional defrcrencres (Ruddle and Barrows
*1974).- The importance of this area can be seen from research which
points to irreversible. brain damage caused by malnutrition among
children during the first year and a half of life (Scrimshew 1966). Of
all the social policy areas, health is likely to be the most difficult 1o
isclate as it is dependent on so many other variables. Among.th. .. athey
hies < foad supplies, trade policies, income distribution, consumer

wes, legisiauon on food quality, agriculture reform and land tenure,

' urbanlzatlon transportation, level of socioeconomic development and

soon. . :

. A fourth . social pohcy area, and one on which many of the other
problems depend, is employment. Some recent trends in this area for
the region.as a:whole 'suggest that although the percentage of the
working, population employed in agriculture has steadily "declined in
recent years from 53.4 percent in 1950 to about 42 percent- at the ‘end
of the 1960s, the number of individuals so engaged has increased.
During the period from 1950 to 1965 the proportion employed in manu-
facturing.industries declined slightly (from 14.4 percent to 14.0 percent) .

8.0 percent to 9.2 percent). The remainder of the working populatlon.
Wthh is -growing at slightly less than the annual rate of 3 percent,
has been absorbed by other services and has grown from 23.1 percent.
in 1950 to 31.3 percent in 1965. Although such economic indicators vatry
from country to country, it is this tertiary or services sector which has

,become the haven for surplus manpower’ in many countries, and it is .

the manufacturl industry sector which has been unable to absorb the
newly amved ur%g

tunities. Part of the explanation for this situation rests w ith"the histdrical
empha51s in Latin.America on the exportatlon of primary, commodities
and. the; rmportatlon of manufactured goods (United Nations 1970).

*Even though the industrial, construction, and services sectors showed .
a relatlvely high expansion in 1971 and 1972, agrlcultural ‘growth
declined and employment remained a grave problem as the use ol
laborsaving machinery and a consequent move away from labor-mtenstve
and toward capital-intensive ‘industry continued (Ruddie and Barrows
1974). Although agrarian reform programs have been initiated- in
sevéral Latin American countries, much of the land, and almost-all of -
the best‘land, remains in a few hands: These latifundia, along with the
newer commercial -agricultural enterprises,. use extensive farming
methods which require relatively fittle manpower. The minifundia, or

i

-
o
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family holdmgs of ‘betweén five and ten hee © omne ate the
large proportion of the rural population w .. methods are
labor intensive and who are dependent on & -~ ddic sen for the
resources to plant and harvest as well as to tra.. ;. .1 .. 1 their

""product. Whereas some peasants are organizing in order to lobby and"

pressure for land distribution and social benefits, the majority continue
to eke out an existence on dwindling parcels which are decreasing in
production capacity, or are landless and live at a bare subsistence level,
as seasonal wage earners, sharecroppers, or through other expedient
mechanisms. These conditions have led to an increasing out-migration
to urban areas where, as has been suggested, the opportunity structure
providesafey\g_channels of societal incorporation (United Nations 1970).

A final problem in the social policy arena to be considered here -
concerns the issue of social justice or the more equitable distribu.ion °
of power ‘through'income and decision making. Typically, this aspect
of traditional national development policy is treated with less concern
than economic growth which. projects macro data indicators such as
GDP, GNP, international balances of trade, and so on. Such indicators
seldom assess the impact on the marginal population or the masses who
survive in a state of limited or nonexistent invnlvement in the develop-
ment ‘process. The marginal individualis poor,.is urable to exercise

. his civil -rights,-and is subject to socioeconomic dependence on others

. who profit from' his labor and his vote. The margmal 1nd1v1dua1 remains

as a member of the majority group. numerically in.much of Latin Amerrca
yet is segregated from societal structures as a whole. - fL
Within the pyramid-shaped Latin American class structure and above
the marginal majority, two major social classes can be drawn Tradition-
ally, at the peak of the pyramid is the oligarchy or elite population which
exercises the economic and political power, controls the sources of
prestrge. and works for its own advantdge. Power is derived from control -

- over natural resources (e.g., land, mining) as well as from manufacturing
and industry. The elites aré internationalists. They attend equally to

economic and, political activity outside ‘as well as inside their national

~ boundaries and they are often more aligned with their own self-interests
‘than they are with those of nation building (Wolf and Hansen 1972).

Tke other major socm. sector or class is. constltuted at the middle of
the pyramid and”® ‘is characterized primarily by its entrepreneurlal and
wage-earning status, its use of education for mobility, and its modeling

. of elite behavior. The lower side of the middle sector may also include

orgamzed labor-in the form of trade unions in such areas as mdustry, :

commerce and-the large service sector.



O

ERIC

Aruitoxt provided by Eic:

v

Social Policy, .Underdevel_opmerz.. and Nonformal Education 11

Within this bottom-heavy social structure the marginal dweller has
had few if any vertical mobility channels avaifable to him whi¢h have .
actually functioned' on his behalf. Traditionally the Latin American
military and the Catholic Church have offered some limited mobility
opportunities. The successful entrepreneur might also have been able
to raise his level of living and ‘thereby his power and 'status if he had
"been fortunate enough to acquire sufficient resources and personal
contacts, Although many have viewed the school as a mechanism for
escaping marginality and poverty, it too has proved to be little more
than an object of frustration given its legitimation in society asa selection

.= mechanism for the upper strata (La Belle and Verhine 1975). Mobility

itself, however, may be only an aspect of what is being sought. The wider
objective is likely to be greater autonomy for both self and family as
well as a share in the national resources. As urban traits and industrial

' _,i)roducts from the metropole economies reach further and further into

~the fabric of Latin American society, including the rural areas,. desires
for social services and social rights by the marginal population will
mevltably expand. It is clear, however, that income distribution, employ-

" ment opportunities, and political organization are among the demands

whic'h will not be fully satisﬁed without basic structural reforms.

‘ POLAR VIEWS! DI:PENDENCY AND DI:PRIVATION

The state of so-called underdevelopment found m pdrts of Latin _‘

America, as evidenced by some of the preceding discussion, can be .’

interpreted and partially wplamed through two major theses. ‘The first,
known as dependencv. argues that. underdevelopment derives from
political and economlc intervention and control associated with larger
worldwidesstructiires and- influence. The second, which I will refer to
here as thq_d/prlvauon thesis embodies some of the' structural and
institutional concerns of dependency but points primarily to inappropriate-
and traditional value systems, social structures, technology. and behavior
evidericed. by Latin American populatxons Within each of these:two
polarized approaches there are many differing and Lonfhctmg assump-
tions. The intent here is to provide a general overview of each position -
m order to guide the later discussion of nonformal education.
'Dependency is often viewed as internal and external. Internal.
dependency argues that there exists within many Latin American
countries a structural dualism involving two semi- mdependent systems.
One of these is associated with the modern, outward- looking, and
capitalist-oriented elite and the other is associated with. the dominated
and tradmonal marginal or oppressed populatxom who are either undble
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or do not desire to participate in the more modern institutions. Although

it is difficult to envision these two systems as impermeable, the important
point 1 believe is that the relationship is primarily unidirectional with
the modern sector exploiting and controlling the traditional not only
through economic and political means but through the media, the

church; and other mechanisms which effectively isolate the dominated:

sector from decision-making participation. Structurally, therefore,
members of the traditional sector find themselves unable to funetion
satisfactorily socially, economically. or politically and thus to exercise
their social rights. External . dépendency extends the concept of internal
dependency by positing that relationships among nations are conditioned
by the dominant economic partner as in the ease of many Lagin Ameritan
nations and their association with the - United States. The argument
suggests that international capitalism has created and fostered a relation-
ship upon which Latin America is dependent for its economic and
political processes. Thus, the dominant partners nurture the growth
of the dependents in order that the former can rely upon the latter's
production and resources for their own sustenance (Gunder Frank 1967).

As with internal dependency. the dominated: are subject, without-

decision-making participation, to the eneroacnment of such. interndtional

- mechanisms as the mass media, consumerism. and other social and

cultural influences which potentially have a homogenizing: effect in
shaping a world community. .

Wolf and Hansen (1972) argue that international elites, including
those of Latin America, have formed an interlocking system in which
efforts at rationalizing production to increase efficiency and. profits have
effectively moved attention from Latin. America’s national development

problems to the international marketplace. This outward-looking '

emphasis by Latin American elites has precipitated a separation between
elites and masses. The capital-intensive system which has evalved has
left no function for Latin American labor as it is irrelevant to the means

“of production. As a result and. parallel to the ¢conomic *‘divorce’

between' elites and masses there ‘has also emerged a social and cultural
void as there no longer cxist political reasons for the elite to attend to
the existence of the masses.” As Wolf and Hansen comment:

To implement rationalization. cost accounting in productivity is a large factor,
arid wages and. personnel must be kept at a'minimum to maximize profit. That
means that there simply is not cnough room for all of thc job seekers to find
full-timé employment. because there is not enough of u new economy. to provide
the jobs. Nor can there be any guarantee that the economy will devclop with
national interests like full employment as a goal, because the economy is geared
to metropolitan demands and sanctions. Herein lies the dilemma of the Latin
‘ 5 a4 ‘

é-,-J J
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American elite: as cconomic development. of a restriciive nature increases. the
divorce between elites and masses becomes more absolute. 11972:356]

Although some critically respouded to the dependency advocates by
pointing to their one-sided and exaggerated view of the role of inter-
national ‘capitalism (Nove 1974), mauy still concur that the social
structural rigidity in Latin America and the reinforcing activities of
dominant international powers are not in the best interests of long-range
humanitarian goals for the majority. At the same time, however, it
should be stated that while the dependency theory enables one to analyze
and promote social class struggle in order to resolve societal -contra-.

. dictions; it provides few clear strategies at the local level for restructuring

a society. Given the sweeping arguments of the advocates of the theory

one is left with=little more than the need to carry out widespread:

structural reforms of both the national -and:international systems. As

[_point out later, niost of the implications ‘for education are associated

with consciousness-raising programs designed to enhance an individual’s .
B . N

~ critieal understanding of his reality. ™ >

The deprivation thesis for explaining underdevelopment, while attend-
ing to some of the <r-yctural concerns’ of .the dependency theorists,

tends to ‘place attention on what is often viewed, from_the economic
. growth perspective, as inappropriate and . traditional - values, = social”

structures, technology, and behavior. I-have borrowed the term depriva-

" tion for application here from the formerly widely held notion- in

education circles in the United States during the 1960s that children

“from other than Anglo middle-class family backgrounds were culturaily
- deprived relative to the majority.population. I sense that ‘underdevelop-
_ment in this contexf is viewed in much_ the same.way; it is suggested:

that Latin. America is underdeveloped becanse the inhabitants do net

share, among. other -aspects, the same organizational and decision-. .-~
-making ‘structures or modern attitudes and entreprencurial behavioral

patterns commion to so-called developed countries.  °

The -assumptions. underlying the - deprivation thesis stiggest that
progress is achieved by spreading modernism to backwar: areasthrough

‘the application of primarily technology “and capital. The "goal is to

encourage .thé.manipulation of natural resources {e.g., land, minerals) .

. " by skilled and creative entreprencurs in grder to generate wealth in the
"form of income and savings which in turn can be used to produce and

consume. Developnient, or per capita production and the nation’s
income and international commercial performance, is among the primary

criteria for judging “progress. Industrialization and " commercialization .
~-are, central components il achieving success. Although there is fittle

s A
dJ{U
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~doubt that the wealth of a nation conceived in this way - provides ah

indication of a certain type of social progress, what has been missing
until very recently has been any real concern for the distribution of these
resources to the wider population. Social justice in terms of income.and
decision-making power have been carispicuously .absent from  the
traditional development strategies; altl{ough the individual has been
the object.of development, few havé been concerned with which
individuals would emerge as the real beneficiaries.
One of the predominant arguments underlyiug the deprivation thesis
concerns Latin. American values. It is suggested that value orientations
in Latin America are not compdtible with' cevelopment, defined as
economic growth, because they do not emphasize science and tech-
nology,, they are not.instrumental, and they are more symbolic rather
than achievement oriented (United Nations 1970). Whereas some would
contend that changing such values through directed educational pro-
grams is a major solution, others envision them as a result of the
conditions associated with structural rigidity and view the resolution in

- terms of wider societal reforms. As Raul Prebisch implies, such efforts

must be broad and all encompassing:

"Thé acceleration of development demands sweeping change in structures and in

mental attitudes. They are essential if teéhnical progress is to be assimilated,
its_advantages turned to account, its contradictions resolved, and its adverse
effects counteracted; and essential also for the promotion of social mobility,

both for its own sake and because it too is one of the indispensable requirements *

of technological progress. Social mobility is not merely a matter of general

education and technical training; it is a basic question of structures: [1971:12]
r.= 2 '

The danger apparent in the implicit comparison of a so-calléd Latin

. . . ° . . . . M . .
* American value orientation with that of a more industrialized nation

rests with the assumption that there is only one model for social progress
and that the world population must pursue that model in order to
achieve .economic and social development.  Under - such a premise,

changes in value systems inevitably. rest with the Latin Americans as

" the extension of the deprivation argument would absolve the already

developed- countries from ‘any responsibility for Latin America’s under-
development. , , Ty < : )

Gther examples of the deprivation thesis often arise from the question
of values. In politics, for example, the Latin American system s
characterized as personalistic with ‘power distribiited to a select number
of interest groups through a series of written or ‘unwritten agreements.
Such factions strive to protect their own interests as well as to exclude
those of others in a series of compromises and newly-formed pacts
(Uniteleatio‘gs 1970). Assuming these generalizations to be correct, -
. -

w
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political structures are viewed by outsiders as incompatible for fong-term

development planning. To outsiders the structure appears overly diffuse,
lacking in continuity, and demanding considerable time, effort, and

"expense in’ order to. keep all competing- g,roups either mslde or outside

the political pracess.

As ‘presented here neither the dependency nor the deprivation
explanation for underdevc.lopment in Latin America is tenable. Instead,
there are portions of each position which can increase our understanding
and direct our efforts for designing change stratcgies. One of the initial
posmons of compromise must concern the guestion of processes and
goals. “As Denis Goulet has stated: *The crucial question ‘is: will
‘underdeveloped’ societies become mere consumers of technological-
civilization or agents of their own transformation? At sfake, therefore,
is something more thair a war over words: the battle -lines ‘arc drawn
between two* conf[zctmg interpretations of historical reality, two com-

“peting principles of social organization. Tt first values cfﬁcxency and

social confrol above all else, the second sccia! justice and the creation of
a new man’ (1971:8), Within econeric growth goals, therefore, we
must attend to the vulnerability of Latin Americans to world political

~and economic forces which leave them with weak bargaining positions
" and a depc,ndent status. There is little doubt that these are social
f-"structural issues Whlch emanating from positions of national and
“international bases of power, must be addressed at an équivalent level.

Another aspect of comproinise between the dependency and depriva-

- tion theories relates to the oatmders perception of Latin American

values and processes. We must séek to expiain behavioral patterns in
Latin Amerlca through other than a social pqthologxcal model which
attributes cultural deprivation to a viable sociocultural system. A

~cultural relativist's approach is needed in which it is posslble to separate
‘_ the explanation of a population’s behavior, based upon the rules and

norms adopted by that population, from Judgments on that same
population which are dérived from a separate socioculttiral system.
Inherent in“such a position is an avoidance. of comparisons betwees the

v outsidér’s desired goals, based upon his perceptions of what is.ap-

proprlate, ‘and the host cotntry population’s multiple positions relative
to what is needed or soughi. From the social justice standpoint, for ’
-zample, there appears to ‘be little gained by labeling a population’s
_ehavior or values as backward when implicitly there exists no entirely

" viable . somocultural model which can be categonzed as absolutely

modern. As we have learned during the last decade in the field of
education, there is much to be gained by treating others as collaborators
rather than students, as knowledgeable rather than as ignorant, and

, -
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as products of their environment and culture rather than as unfortunates
deprived of a life style which someone clse believes must be appropriate
for all. o

. Social Change and Popular Participation

As the gap between rich and poor in Latin America and clsewhere
continues to widen, indicating that little of the progress achieved in

. national development during the past decades has reached the broad

masses, most would concur that the future holds more of the same unless
attention is directed at incorporating the poor into national development
programs. The need to change social structures through the creation
of an entrepreneurial middle ‘class or the, mobilization of a peasant

- population toward participation in the national market is well repre-

sented in the national development literature (Schumpeter 1961):
Such efforts, in turn, are related to altering industrial structures,
planning and decision-making processes, and mecthods of international -
bilateral or multilateral assistance.. These are only. examples of the
- complex and interrclated aspects of a local, regionul, and national
development strategy. My interest, howcver, is in the area of micro
change processes directed at the marginal populations in Latin America
and designed to foster a more equitable distribution of individual and
collective power through income and decision making. Thus my atten- ,
tion will be directed primarily to the strategies employed in community-
based programs involving popular participation and collective action
- by the lower socioeconomic strata with direction.and leadership coming

;from both within and outside of the target population.

Popular participation in the developrent process can foster different
purposes depending on whose interests are being served. From the
standpoint of the political and economic decision makers, the mobiliza-
tion of the masses may be viewed in terms of the creation. of new
consumer ‘markets, the -homogenization of ethnic and cultural . dif-
ferences, or the pacification of potentially volatile sectors. Ideologues
and social change strategists may, on the other hand, see such mass
participation as a way to alter and promote structural change on behalf
of the participants themselves. ‘Associated with this latter view are those
who argue that a prerequisite to, or parallel aspect of, social change
rests with the organization of the masses as a political and economic
force. Still others see the need. primarily psychological, for the masses
to overcome alienation and to encouriage a sense of power, autonomy, -
ebelonging, and self-worth. These. and other positions supporting popular-
participation are evident implicitly, and often explicitly, m many of
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‘the micro social change programs in Latin~America. V_Vheréas some
programs are attempts at goal-free change processes with the participants
determining their own ends and means, others aie more directed as
_outsiders establish themselves as either brokers between the fmasses and
the larger society or as controlling agents who create new dependency
“relationships.. C -
The majority of these primarily community or regionally based
popular participation programs involve the cognitive, affective, physical,
. or material enhancement of the participants as they pursue their normal
“occupational and social roles within society. Whereas some are utopian
~ and directed at- goals, intangible or tangible, which.cannot be reached®
- through tgle..--means. and methods at hand, others are directed toward )
concrete ends which are manageable and feasible. Few of those which
seek radical,. large-scale reforms relative to the existing social order
. survive; others, which are small and seek minor changes, avoid major
confrontations, and probe for openings in the wider structures are often -
the ones which can claim some success. It is assumed here that com-
‘munity-based participatory. development programs are clearly not the
. sole answer to the marginality of Latin America’s poor; instead, they
form one response mechanism on a local community level which, if
com?ined' with other more widespread structural reforms, have some
~ potential for improving the quality of life of partjcipants. _ /
Although the organization of such programs is typically initiated by/
individuals outside of the community, ihe concerns which bring th o
. participants together. and their personal characteristics arz varied. They
may share a common religious; ethnic, or language pattern, or they may
_be wage earners or producers, or they may simply live in the same area
or community. Their interests may be shared. in terms of education,
material assistance. consumption, production, or civil rights. Organ-
izationally the participants may form self-help community organizations,
cooperatives, trade unions, and so on. Whereas some organizations are
state or nationwide, like trade or labor unions, the majority appear to
be smaller in scope and at most include a region or area within a state
or province. Their size, however, does not mean that the various
programs are not articulated with other state or national organizations.
As will be demonstrated in a subsequent chapter, :such institutional
articulation is often of a vertical rather than a horizontal nature as local
programs seek social and political fegitimacy or financial assistance from
the natipnal or international level. The lack of horizontal articulation
is related to the need for stronger vertical ties as competition for legit- -
. imacy and the accompanying funds tends to separate rather than
coalesce various programs. This autonomy and isolationism is especially"
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apparent ameng programs which havé similar methods and aims and
are directed at the same types of clients or participants, ,
. Although the leadership for such programs may be found internally
0 among the participants, the initiation of the program and continuing
guxdance and assistance most often cmanates from e\iterndl agencies,
institutions, or individuals. Even tHough governments are involved in
such programmatic efforts, the majority of the institutions involved are
private, nonprofit. humanitarian or development-oriented agencies
which derive their funds from related national and international agencies, .
churches, phllanthroplsts and so on. These middle-level agencies or /
brokers carry out the articulation of the particular program with other:
agencies, seek economic and political support, brmg to the situation the
necessary resources and are actively involved in guiding if'not dlrectmg
the programmatic efforts. Although spontaneous internal leadership is
not uncommon among participants, such individuals must refate to the
. brokers in order to move the program in desired dm.ctlons -and sustain -
organizational dnd colleLtwe strength.

¢

EDUCATION AND MICRO SOCIAL CHANGE

Education, viewed here as the diffusion of attitudes, information,"
and skills as well as the l@arnin‘g derived from simple p'articipation in
community-based programs, is a fundamental component in micro social
change efforts. Education, both externally directed and self-initiated,
refers to the process by which individuals learn to function cognitively,
affectively. and psychomotorically within their environments. The im-
portance of education for the marginal dweller in.Latin America can be
seen in his need to learn the rules which guide the wider social process
emanating from urban centers and the knowledge of how to use or
attempt to change such’ rules for his own ends. Further, the marginal
man must have skills which make him, the pmduct he produces, and
the methods by which he interacts with others competitive in the m_drket-

- place. Such learning should be viewed as a complement to rather than
as a substitute for what the participant already knows from his own life
experience. The object is to foster experiences which enable an individual -
to acquire the information and skills needed to search out alternative
goals and methods for the resolution of perceived needs and problems.
Thus within directed educational efforts the goal is to enable partlcxpants
to learn new ways of manipulating their social and physical environments.

We have traditionally placed the burden of this and most other,iypes_
of education on the school. Education, therefore, is often viewed
‘synonymously with schooling rather than as a life-to-death process in
thCh the individual is learning to cope with life through self directed
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and other-directed experiences. Educatior as wxoori o0 s likely, there-
fore, to be equated to the work of the scinur i o whose task it is
to pass on the cultural heritage as seen ‘rom -.. ~erspective of a

partlcular socioecononiic, political, or religious order. Whereas most
would admit that the most important and Jasting education in terms
of survival emanates from daily experlence outside schools, the “im-
nortant” and ‘“right”’ education is often viewed ‘as that which takes
place in schools. Those without the schooling experience, therefore.
are often perceived as being of less worth as evidenced by their fack
of diplomas or- credentials certifying that they have legitimately passed :
the screening for aduithood and are able to participate in the workplace
and in the larger society.

Whether education is viewed as schooling or life experlence. the,

- process and the goals are never neutral. The family, the church, and

the nation, as well as one’s own natural environment, shape one’s

information, skills, and values. Whereas in simpler, more isolated

societies such alternatives are exiremely limited, in more complex,
industrialized societies the 'options are greater. Nevertheless, education;
whether; it be institutionalized or not, generally reflects an existing
socioeconomic and political order. Education is seldom, therefore, an
agent of change; instead it usually reinforces the rules associated with
a particular way of life. When the rules change, as with a Castro iri Cuba .

-or an Allende in Chile, education follows the new orientations and is

used to reinforce a different social order.

It can be hypothesized that when education is removed from schools
and applied at the micro level in.eoncert with other socioecoriomic and
technological interventions, it tends to gain slightly in its ability to lead
rather than follow other social change. This is especially the case when '

" the education program is not directed at challenging the existing social -’

order- but instead works within accepted rules.and methods for the
enthancement of .the individual and the nation. If an education or micro
social change program goes beyond incremental change, however, and
adopts goals or methods which'appear to threaten vested interests w1thm

. the social structure such programs must generally remain small so as

not to attract attention from those ho stand to lose most from the

_ program’s Success. Although these constraints are discouraging to the

utopian revolutionary, they are nevertheless much less severe than those
associated with the school. The school, as a bureaucracy, is dependent

~on a system of mass production with the decisions affecting its oper-

ation emanating from managers whose interest is efficiency and control.
In schools, universalistic rather than particularisti¢’ criteria are applied
to the issues of teacher and student recruitment and selection, curricula,
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grades, dlplom"ts an¢ so on. The school is based on a. merltocr"mc
hierarchy of levels and prerequisites which it uses to legitimate its
existence as the educational institation. These characteristics leave the
school with little flexibility in approachmg social change among marginal
populations where the partlupants are unable to cope with the school’s
metropolitan-oriented processes and goals and often reject them as both
irrelevant and unimportant. The result is a large number of dropouts
from the lower socioeconomic status groups along with a relatively small
number of individuals from the higher socioeconomic status levels who
reap the benefits of a secondary and a higher education.

‘Because of the limitations associated with the school estabhshment o

and its tendency to view education as an end in itself rather than as
a process linking man -with his envlronment and because of societal
pressures and limited financial resources for perpetuating the school -
model, many have seen the need to look beyond the school a$ the only -
widely accepted mode of organized education. Emphasis in education
throughout the world during the decade of the 1950s and most of the
1960s was on expanding schools in order to remain ahead of population

growth. The assumptxon was that the school was an 1mportant vehlcle

for social change and the national development process. Although

occupational and citizenship ‘goals were implicit in the assumptions

underlying the school expansion model; the faith in schooling as a
panacea for economic development and nation ‘building overshadowed

all other social service strategies for overcqmmg the ills of under-

development. - In recent years, however, -there has been a . growing
disenchantment on the part of both educators and social scientists svith’
formal schoolmg s potential for satisfactorily achlevmg these far-reaching

- goals. This disillusionment, .the product perhaps of an overestimaton

of the school's capaoilities in light' of the problems present, is the major '

teason for the current interest in educational alternatives, especmlly

nonformal education in developmg areas. i

Formal, nonformal, and informal education. — Although some would
argue that the major impetus to the search for educational alternatlves
came from those who saw the school as ineffective, inefficient, and
often irrelevant to the clients being served, others would argue that the
impetus came from-the fact that the school was losing ground to«
population growth in the presence of extreme financial pressures for
school expansion. Still others might point to the nature of thie educa-
tional system itself which generates its. own demand -for its existence
through to«s:ermg .a vertical hierarchy dysfunctional to- employment

‘realities. Finally, some would suggest that the school is inherently
biased in favor of urban middle- and upper- class populatlons who,
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because of their sociocultural background when combined with the
demands of schools, do better in terras of -achieving school success.
With the current interest in fosteriny development goals through in-
creasing mass participation in the process itself, this inegalitarian ethos
reflected in schools. does not augur well for the school's -contribution
to equality of opportunity objectives. .
Because we have tended to view education as that w nich takes place
in schools, we have failéd to realize the potentialitics  that a wider
view of educafion may offer. In light of the search for alternatives we
should begin by tieating education on a continuum -from informal to
nonformal and finally formal education. Coombs and Ahmed (1974:8),
who equate education with learning, define these terms as follows:

“informal education is “the lifelong process by which every person

acquires and accumulates kriowledge, skills,. attitudes and insights from
daily experiences and exposure to the environment'’; nonformal education
is “any organized, systematic, educational activity carried on outside
the framework of the formal system to provide selected types of learning
to particular subgroups in the population, adults as well as children.”
The major difference between these two processes rests with the delib-
erate instructional and programmatic emphasis. present in nonformal,
education but absent in informal education. The third or formal mode
of learning is defined by the authors as the “‘instizutionalized. chrono-
logically graded and hierarchically structure¢ -=ducational system,
spanning lower primary school and the upper reacazs of the university.”

Paulston (1972) defines these educational types similarly through the
use of a concentric circle model. At the center, or core of the model, he
places formal education, followed in the second ring by nonformal
education, and in the third ring by informal education. In addition,
he adds a fourth, or an international education ring, which includes
influences derived from outside of one’s national boundaries. Paulston’s

‘definition of nonformal education differs from Coombs and Ahmed’s "

in terms of emphasis. He states that.nonformal education is ‘‘structured, 1

© systematic, nonschool educational and trairing activities of relatively
_short duration in which sponsoring agencies seek concrete behavioral

changes in fairly distinct target populations” (Pauiston 1972:ix). Cole

" Brembeck (1973) adopts a similar. but somewhat broader, definition

of nonformal education. He states that nonformal education ‘‘deals
with those learning' activities thazt “take place outside -he formally -
organized edycational system . . . to educate toward some :zvecific goals,
under the sponsorship of an identizzable persou. group, or srganization”

‘(Brembeck 1973:xvi).

In practicé,yinfor,mai', nonforr=al, and formal lio=m: should be
y .
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viewed as predominant modes or modes of emphasis rather than as
discrete entities . In terms of micro social change programs, for example,
it has become nopular te: refer to nonformal education, or the out-of-
school instructiznal processes. as tlie educational mode in use. Whereas
nonformal education may be the predominant mode in such efforts,
we must attend as well to. the informal learning which occurs from
simple participazion in social change programs. Thus the objective is to
harness as many modes of education as possible within the change
process. For example, in a micto social change program designed to
foster consumer or producer cooperatives, the nonformal education
mode is generally limited to the technical assistance process, the role of
the change agent. or the instructional products used in fostering new
behaviors among. participants. Attention, therefore, is directed to the
deliberate instruction designed to foster cooperdtion by participants

~and to the administration and organization of a cooperative. Following

the instructional. or nonfornal edycation process, however, the par-
ticipants function in the cooperative by learning from each other as well
as by trial and error associated with simple participation. We: can refer
to this latter mode as an informal characteristic of nonformal education

-, or that which is ‘derived from daily experience. If diplomas . are .

associated, with the deliberate instruction in the management of a
cooperative we may refer to the process as a formal characteristic
of a predominantly nonformai educational mode. Thus when we view:

" education as a component. in micro social change progranls we need

to recognize that there exist predominant- and secondary modes .and

* that these prouusses may be of equal importance in achieving stated

objectives. . !
Figure I attempts to T2t formal. nonformal, and informal education
as predpmi"nant educazionzi modes rather raan as discrete entities. In
terms of the formal educztion mode, for example, we czn take the
formal characteristics < :ormal education and arrive == zhe Coombs
and Ahmed definition -+ ~he school. Nonfo—mal implicarons of formal

education may be extraczz—icular activities waereas inf > implications
may be peer group pr

sses. Within the nonformat vwation mode,
the formal characterisi . may id to = granvag ¥ padges or
certificates. the '~ ommia Jhoracteristics - the our-of-sesitol definition
of Coombs and “hmmc. =@ ~o» informa: characreristics of nonformal
sicipation. inally, within the informuaj
formal characteristiss associated with

zducation ‘mode. t -
certain rites of ‘passaue :
characteristic: associate. w = deliberate parental
tarmal charac:eristics of :m—-mal education which lex
education defmmition of Coc—os and Ahmed. .

rreetion,  and in-
10 the'informal
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Figure 1. Formal, nonformal, and informal educational relationships

The purpose inherent in attempting to broaden our rarception of
education is to enable prograc1 planners to take: advar-ue of bou
primary and secondary modes and not be tied ©:oany v mode as’a
discrete entity. The intént is to use fizure 1 as « Zeuristie -levice rather
than as a mechanism to categorize zli educatiomal phencmena. Thus
its purpose is to show the gnterrelatx(,nshxps among modes and to alert
us to the pozentials inherent in each.

Although emphasis on the nonforma! 2ducation mode is currently in -
vogue, the social change activities to wiich ir drav« . :ention, as will
be seen in subsequent chapters, often encompas. roth formal and
informal education as well. The majory of such + ams are derived
from a long historical tradition in attercpting to o~ sude education for
youth and adults for whom formal cducation b orovec either in-
appropriate or unavailable. Such progrzms include _gricultural exten-’
sion, community development, conscnou:mzss raising. .zchnical/vocation-
al training, literacy and basic ‘educatior. health and family planning,
consumer and producer cooperatives, and so, on. At timus. nonformal

ducatlon is the maJor mechanism for introducing cla: age. These

i
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interventions may. be assotiated with radio breadcasts. community
newspapers, or consciousness-raising dialogues. Ii: gencral, such pro-

grams stand alone and do not form part of a more integrated project

within which education- has a role to play as a component but ot as
an exclusive agent. Where nonformal education is mlegmu with other
components, one normally encounters such additional in=rventions as
credit, technology, organizational activities, marketing, anc so on.
Callaway (1973) provides some insight into the generzl nature of

.nonformal - education efforts by outlining some of tizeir common

_ characteristics. He writes that nonformal education progimms generally

(1) complement formal education; (2) are diverse in terr:: of urganiza-
tion, sponsorship, ‘and methods ot instruction; (3) are +sluentary and
appeal to a wide range of ages, backsrounds and interess; (4) do not
lead to credentials or dipiomas; (5) exist where the clizmele live and
work; and (6) are flexible and adaptable in terms of timing, duration,
and purpose. Likewisc, the literature on nonformal education suggests
that such programs often are lacking in (1) resources 1o carry out
intended programs and to. admit the number of individuals attempting
to matriculate; (2) organization and .collaboration; resulting in con-

" siderable duplication of effort; (3) evaluation of outcoimes in erms of

effects; (4) incentives to enable clients to complete the program (e.g.,
~ job placement); and (5) understanding of the social chanue process in

" terms of developing a strategy for effectlvely achieving inranded out-

comes. Although these constraints often explain the problems associated
with nonformal education in the context of social chang: #he wmature
of the program must be viewed through the ideologica: avsumptions
underlying an explanation of underdevelopment. We rewurr cmereiore
to the earlier discussion of dependency and deprivation & rder t
understand how these positions influence the change process. ~ =il refer
to the programmatic efforts of the dependency theorists a: ‘beration
and to those of the deprivation theonsts as dexelopmen .....

DEPENDENCY-LIBERATION AND DEPRIVATION-DEVELOPME::
"PROGRAMMATIC IMPLICATIONS

One of the first mdmduals to effectively articulate the =ezed for
educational alternatives among "the liberationists in Latin America was
Ivan Illich (1968, 1970). He argued that since universal scrooling is

'beyond the means of. developing countries, and since' edwzation is
-tecognized as the only legitimate avenue for. participazion in society,

schools are destined to provide privileges for the few at - cost of the
majority. They tend to produce an educational caste s b}x dividimg
society into two distinct ctasses: one composed of thew: w5 credentizis
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and the other made up of those without.. These credentials do not,
according to Ilfich, reflect an individual's ability to functiod’ in a
particular capacity as much as they denote his membership in society’s
elite group. Illich envisions educational aiternatives as nonbureaucratic, .
noninstitutionalized in form and dependent upon an individual's desire
to pursue €xperiences made available by opening libraries, museums,
laboratories, industries, and so on. Also, he would encouiage individuals
with- particular interests to form ad hoc groups for vérbal exchange and
study at convenient locales.

Everett ‘Reimer (1971), a colleague of Iilich at the Center for Inter-
cuftural Documentation in Cuernavaca, Mexico, believes that schools,
by incorporating and transmitting a particular ideology, have become
a “universal church’ of a technological society. Reimer indicates that
schools accomplish this reinforcement of a “‘closed technological’society”
by functioning in four distinct and interrelated ways: first, they act as

" babysitters or custodial irstitutions thus prolonging childhood roles;

second, they sort the youriz of a nationinto the social structure and
thereby reinforce a meritozracy; third, they indoctrinate the young to
accept conformity, social hierarchy, and’ traditional political and

economic igeology; and fourth, schools develop skills and knowledge

for success in accord with tecmnological and associated ideological
criteria. Both Iilich arzd Reimer see these four functions as often being
in conflict, making schools amczphous and inefficient. They argue for
a change in ideology.and thus a change. in society~a change which
demands new educatiozal modes.

Whereas many viewed the positions of Tilich and Reimer as threats
to the educational estabiishment and thus defended formal schools,
,other individuals appearz2 to see these radical approaches to education
“as a catalyst for introspzczion. ‘Many also realized that Illich and Reimer
were basically opposed to class structure, hierarchically orgamz\ed
societies, and open-ended progress, all of which dictate that so-called
lesser developed societies move toward the acceptance of western- orlented .
value systems. In short, Illick and Reimer were viewed by many as
proponents of a persor-centered and more egalitarian society where
education could become a too! for *‘conviviality.” This position involved
an emphasis on. alternative future societies along with alternative
educational processes. As Denis Goulet (1971) pomted out during this
same period, the goal of social change programs shouid be libsration—
both” as a process and as an objective. Liberation seeks to enable the
individual to overcomie domination and vuinerability. It does not

" necessarily measure outcomes in terms of income or muterial benefits

gained but instead by the processes which take place. Liberation is
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concerned with a more equitable distribution of decision-making power
leading to control over the change process rather than adjustment to it.

“Although the liberationists may or may not be providing convincing
arguments, their influence has been considerable at both the popular
and the policy-making levels in Latir America. The educational impli-
cations of such a position, however. are as yet unclear. Whereas such
rames as Illich and Reimer are associated with some of the liberation
orientations, these orientations are not definitive as to what shape
educational programs might take in accord with dependency conditions.
[ sense that the purest and most articulate response by an educator is
that offered by the Brazilian Paulo Freire. Briefly, Freire offers:a
humanistic response. supposedly nonmanipulative, in which ‘the peasant
is viewed as a subject not an objeet of reality. He suggests that the
transformation of society and its social structure must be based upon
the reflection and action of individuals who opt for the humanization
of man. The -cducator or change agent in this process must be aware
of reality and cannot claim néutrality toward the world. At. the same
time, however; the educator. cannot prescribe his own optlon to others
as that is manipulation and inevitably leads to the dchumanization of

‘man. Freire's response to dependency, therefore, is consucnn:uc:on or

consciousness raising. The result is individuals who arc_aware of their
reality, who have reflected on it and criticized it, and who opt for
changing it in accord with humanistic principles.

In Latin America today, the term conscientizacion is easily tound in
pmate and public agencies as a basic premise underlying social change
programs. Many educational reforms in recent years have incorporated

some aspect of consciousness raising in their out-of-school and extension
activities. Although the term has taken on programmatic orientations
différent from those intended by Freire, often leaving in-its wake little

~ more than the objective of a more aware peasant population, there are

many who are committed to the underlying principles as well.

Whereas the consciousuess raising or liberation response to under-
development takes several forms, the process generally jinvolves a
group-oriented dialogue between and amdng peasants and a group
coordinator. Freire designed the dialogue around the reality of the
individual through the use of photographs or drawings which portrayed
the environment of. the participants. He also applied the process to
literacy training: in which individuals, confronted with a pictorial
representation of their reality. would learn to read and write the words
which they themselves use to portray that reality. Since Freire's work

in the early 1960s, other variations and applications of consciousness

o
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raising have emerged. One of these, -until recently"known zs the “total
language’ approach and now referred to as *‘pedagogy of communica-
tion,” builds upon the confrontation-with-reality premise but expands

‘the process by including objects drawn from the communication media.

In other words, instead of using symbolic representations of one's
environment, this approach uses as objects all phenomena transmitted
by the mass media. The praxis or action dimension following dialogue
and reflection on the object can then take the form of art, music, dance,
ordal and written expression, and so on. The pedagogy of communication -
program has been spearheaded by Catholic educators in Latin America
and is being applied in and out of formal educational institutions.
Another programmatic exampie of an extension of consciousness raising
is currenily being used in Ecuador by the Univer~ity of Massachusetts
under AID support. This program is built.around games, like monopoly,
through which individuals engage in simulating the conditions of life
and are thereby expected to increase their awareness of the .legal,
political, and cultural constraints which operate in their environment.
One final example of a liberation- type educational response to under-
development is in order.- Known as “rural animation,” this résponse
was initiated in Senegal and has recently appeared in Centraj Amerlca
The onentatlon here is again dialogue and refiection but 1’t takes- a
somewhat different form. Village representatives are invited to participate
in a three- or four-day “meeting around their. verbalization of needs
and interests in conjunction with a group of individuals known as the
animation team. Issues normally revolve around taxes, politics, change,.
and se on. Roie playing, sociodrama, and other forms of participatory
activities are used to address the issues. After the meeting, the delegates.

return to their village to discuss similar-issues. The process is open-ended

and highly part1c1patmy and places considerable - stress on group -
decision making and action: The idea centers on enabling peasants to.
articulate their own needs (Ryckmus 1971). Whereas rural animation

can be used as a preliminary step toward organizing a village for
" community-development-type acctxvmes, it need not be forced in a

particular direction. / :
From my point of view the major lesson fo be fearned from these
programs concerns the ways in which educators perceivé and “treat

. participants. Liberationists have, like educational phllosophers before

them, demonstrated that our pedagogical methods have involved pri-
marily a vertical relationship with teachers dominating and stirdents
passively following. We have assumed that people are empty. vessels

~ waiting to be filled up with informatién that we believe they shouid .
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know. . Missionaries, commumty development workers, and extension-

agents have been as guilty of fostering such “banking” approaches to
the educational process as teachers in schools.

The problem I have with many of these liberation-oriented progranis
is their almost complete reliance on the individual to take action either
on his own or with his consciousness-raising colleagues. The assumption
appears to be that once a person is aware of his reality, he will
develop constructive channels to changé that reality in. his favor. I
would argue that he is as likely to become frustratsd as he is to take
action. He may be prepared psychologically for an impending revolution,
but in the meantime he has not been given any tools with which he can
change his environment and he has not been informed “of alternative
channels to which he can direct his energies. There appears to be a
“trend in Latin America to incorporate more socioeconomic goals along-

side consciousness raising to overcome some of these criticisms. The.

creation of self-directed social organizations like cooperatives and
worker-managed industries, for example, tends to be included in the
liberationists’ current efforts. The apparent goal is to achieve a

" sociafist-type state through the coupling of local community-based

economic production and consumption relationships. To me, however,
such efforts are racher difficult to achieve given the capitalistic orien-
tation of nearly all of the Latin American economies. The dilemma with
the liberationist approach, therefore, is to keep the movement separate
from existing international pohtlcal and economic practices while en-
hancing participatory opportunities which improve the marginal popu-
lation’s quality of life. Being fueled by an- anticapitalist and’anticon-

. -simption bias forces such efforts outside of the mainstream of Latin -

American. sociopolitical climates. This does not mean.that there is not
a great deal of empathy expressed for dependency-liberation explanations
and solutions. Instead, it suggests that using such approaches at the
mxcro level to alter the entire fabric of society is likely to-have little
1mpact until concomltant changes take place at the national, if not the
international, level. c

‘This leads me to. the developmertahsts and thelr more-directed social
change options. Although these individuals may not find fault with the
consciousness-raising programs of the liberationists, the devel()pmental-

ists are likely to point to the need for more attention to improving the -~

~quality“of life of the participants in terms of health, income, and
_decision makmg within a cdpitalistic framework. Whereas dialogue

.and reality awareness may form part of the process leading to;such goals,. .

the development advocates would likely envision the constraints as being

much niore complex than those expressed by thany hberatlomsts The

G
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developmentalists see these constraints manifested in terms of the
,marginal dweller's lack of opportunity within the wider social structure,
"his lack of technology, and -his lack of information and motivation. It
is this assumption of’ scarcfty or lack of material -and nonmaterial
objects and characteristics in the margmal dweller’s environment which
leads the developmentalists to intervene with u.chnology, apltal
olgamzat-on ‘education, and so on. :

‘Although these interventions designed to overcome margmdhty in.
* a population’s life style will become clearer in later chapters, I should <
like to briefly touch on them now in order to demonstrate how the

“~._three orientations of development mentjoned as social structure, tech-

nology, and information and motivation can be used to contrast the

development and liberation advocates. :

- Let me fiirn first to the social structural bias. Clearly, rural peasants
and "the urban poor are dependent upon the relations they have with
‘'many others as they attempt to produce a product or secure a wage-
earning position. Both the deprivation and dependency theorists generally
agree that such individuals are conditioned not only by the decisions
of local, national; and international elites but by the rules and norms

--associated with metropolitan economic and political institutions. In the

rural area, for example, the social structural bias in development

programs may be manifested in projects which emphasize the elimination™-
of intermediaries who run the mill, own the trucks, and provide the
credlt These interrhediaries-drain the peasant of his profit and keep

" him in his economically dependent state. This social structural approach

would- also foster organizational alternatives like cooperatives and com-

munity enterprises.’ The assumption underlying such processes; is that
potency exists in ‘both numbers and volume and that the peasants must

‘unite in order to increase their capacity to carry out business tr: nsactions

- and increase their power and profit. One of the major soci‘(:st\rl’ ural

differences between the liberationists and the developmentalists appea

-to ‘rest with the autonomy due the community in rectifying these

“dependency conditions. For the developriient advocates it méans more

effective participation in the national and international capi:alist

" marketplace whereas for the liberatiodists it means the establishment

of a self-sufficient production and consumption system with independence

from capitalist influences.

The second developmenl project bias as I'see it rests with technology

" Here 1 would. include not only the more obvious raw materials for

producing a product and the skills and tools for accomplishing the

process but also the credit which enables an individual to initiate and
expand his activity. The typical agricultural assistance project, for

.,
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_example, is designed to assist the rural farmer with the supplies,
~ equipment, and skills in terms of technology; and the local development

bank or rotating credit fund is designed to finance his risk taking. An

-example of the differences between the liberation and development

advocates "here can be seen in the former’'s concentration on labor-
intensive practices as- opposed to the latter's emphasns on capital-
intensive technology. :

The third development bias rests with motivation and mfotmatmn
In terms of motivation many development project planners begin by
assuming that peasants are unmotivated, fatalistic, and traditional and

" that their attitudes toward work and life must be changed in order that

they will accept innovation and opt for the most beneficial alternative"
in terms of their own and the nation's ¢conomy. Conversely, the
developmentalists may see the basic problem as one of ignorance for
which a literacy or adult education program is required. The liberation-
ists on the otheér hand reject such banking approaches to education and
are more inclined to adopt consciousness- raising techniques based upon.
a greater respect for the individual and his existing knowledge and
attitudes. -

As will be argued in later chapters, the history of micro social change
processes in Latin America can be seen to revolve around programs

-which foster at least orne of these channels of intervéntion. The majority

of such projects, becatse of their development-oriented attempts at
incorporating the marginal dweller into the wider national economic
and political institutions, provide the basis for much of the dissatisfaction
expressed by liberationists. Rather than” providing ‘the experiences,

_primarily through ‘dialogue and reflection, which will enable peasants

and the urban poor to diagnose their reality and to act on it in accord
with their own self-initiated resolutions, the developmentalists shape
the behavior of participants toward what the developmentalists believe
are goals which are in the marginal dweller's as well as in the nation’s
best interest. Clearly, the developmentalists have the upper hand in
terms of numbers of programs and in terms of financial and political

"legitimacy. Many, however, are- coming to find themselves in a dilemma

given the lack of success associated with their efforts in the past and
the critical stance taken by the liberationists. Most have not succumbed

.to the liberationist pressures but many have begun to use the(]argon of

the dependency theorists in explaining their own programs.. These
developmentalisfs express the desire 'of avoiding paternalism in their
activities with participants and search for economic compromlses with
their hberanomst critics.

473 ‘
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I question whether developmentalists and liberationists will ever make

very good partners in the social change process. Substantively, their

ideological roots derive from the polar explanations of underdevelopment
expressed earlier - as dependency and deprivation. Historically, the
~ liberationists developed their orientations as a rejection of the social
change processes and goals of developmentalists which they saw being

. manipulated from the top of the social structure both inside and outside

of Latin America. Thus 1 sense that it would be difficult for liberationists
to learn any more from developmentalists since they themselves have
weighed the alternatives and chosen a course hich is generally, if not
totally, antithetical to a development approach. As_already suggested,
however, the developmentalists may have considerable to {earn from the
liberationists.” The liberationists have, for example, reminded if not
taught developmentalists to attend to the autonomy and popular par-
" ticipation of a target population, to heed the importance of the social,
economic, and political structures, and to question the capitalistic
“orientation of many programs which inevitably increase an individual’s
dependency rather than libéfate him from such constraints. In addition;

 the liberationists have . created -several “approaches to group process

which, in terms of technijue, may be appiicable to some development-

,oriented programs. Thus, the more unidimensional affective and

structural thrust of the liberationists will likely continue to influence
at least some developmentalists in their more eclectic -attempts  at
reaching-such quantitative outcomes as production and income. This
is not to imply, however, that the goal of the liberationists is to

= supplement the process and goals of the developmentalists; clearly,

they are intent on providing an alternative based- upon a distinct

+ ideological point of view. <

Although the deprivation-development and dependency-hberatlonr

. explanations and approaches to social chapgc programs are the guiding
frameworks for understanding the motivations for current change efforts

o, . o . . . . . ..
in Latin America, my interest is in the strategies used for fostering social

‘change. Strategy here refers to the assumptlons. plans, and methods
of mobilizing resources' that are used in achieving stated goals and
objectives. Within the deprivation-development and ~dependency-
liberation arguments we are able to secure some of the ideological
bases upon which programs are based. At the same time, however,
they do not go far in detailing the assumptions upon which they develop
their social change strategies. For that information we must turn to
social change theory and assess its relationship to education in general.
Such a discussion in the next chapter provides us with the integrating

o ' g
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mechanisms for assessing’ the out-of-school programmatic efforts past
and present in Latin America described in chapters 3 through-6.

Summary

This chapter begins by pointing to both the dwersxty of Latin America
as a biophysical and cultural region and the common social policy

. dilemmas which confront the majority of the countries. Thus, in terms

of population growth, the expansion of formal schooling, the delivery
of health services, employment generation, and the more equitable
distribution of power through income and decision making. it is

- suggested that Latin America as a world area is faced with many similar

social problems on which attention must continually be placed. The
existence of relatively underdeveloped regions in Latin ‘America is then
briefly éxplained through two polar positions referred to as dependency
and deprivation. Although neither’ theoretical position is judged as

‘entirely tenable in explaining the social problems in Latin America, it'is |

argued that both provide an ideological base line from which many social
change programs derive their basic strategies. Given the marginality of
much of the population in Latin America; from the standpoint of par-
ticipation in the national institutions and their receipt of a share in_the
national resources, discussion then turns to the need for more concerted
social change efforts at the cormmunity level. Characteristics of such
popular participation programs are provided and the role of educational
processes in such programs is examined. The chapter ends with a dis-
cussion of the trends in social change and nonformal education programs
from the standpoint of liberation and development derived from the

‘earlier discussion of the dependency and deprivation theories of under-

development. It is suggested that these ideological bases provide mmght
into the motivation underlying such programs but do not articulate the
"ﬁsumptlons u‘nclerlymg the change strategles which are adopted.

. . o
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| Theoretical Perspectives on
Education and Social Change

'.'Whether social char.ge programs, are directed toward l“beratlon or

development goals, the process is usually intended :o alter ‘aspects of
an individual’s behavior as well as some of the rules and. twructures of
the socia! system within which he or she functions. The zssumption is’
that social change activities can bz planned and impleme=ted. in order
to achieve such purposes. Berause :fiese activities may incluzie the design

. of ‘experiences to enhance kmowlecze, skills, or values anc.-because they
" are intended to alter social structures-and norms, however. zne strategies

employed are inevitably guicad by certain theoretical assumptions ‘about
man, society, and the chz ime  process. ThlS chapter concern$ the
theoreticul bases underlying some of these Assumptlons and is char- -
acterized by comprehensive conceptions of change and a search for
encompassing generalizations applicable to all societies. Wheteas the

_discussion should " offer "insight into the general processes of social

change it-says little about directing or implementing change. This latter
topic is addressed in chapter 7, follomng the discussion of past and
present nonformal education programs in Latin America.

The major issue in this chapter ‘is thé presentatlon of theoretical
tracts ‘which will enable a subsequent analysis and assessment of
nonformal education programs and théir potential for playing an *
innovative ‘role in social change efforts. The discussion centers on two
approaches inherent in change programs the first includes psycheo-
dynamlc and behavioral analysis—or those strategies desrgned to change

7
»

‘ ' /
This chapt‘i;_r is based in part on Thomas J. La Belle and Robert E. Verhine, ““Education.
Social Change, and Social Stratification,” -in/Thomas 1. La Belle, «d... Educational
Alternatives in Latin America. Los Angeles: UELA Latin’ American Center 1975, Pp. 3-74.
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. man—and the second includes systems analysis—or those strategies
~designed to change the ‘sociocultural system. Throughout the chapter

an attempt is made to relate these theoretical, propositions to planned
or directed change and to the implementation of educational programs.
A summary of some of the major implications and principles that the .
discussion holds for the use of education in ‘social change efforts is
presented at the conclusion of the chapter ) ’
"There is no single theory of sociocultura! change. Ratht.r mthm the

various social science disciplines there are numerous branches, each
_with its own .assumptions and propositions regarding change. There

appear, however, within this body of literature tw. principal foci—the
sociocultural syseemt and 1 uman individual—on which attention
is often centered. Regarding t:1= tormer. for example. we ar: mnslstently
-old that some societies =nd/ v cultures accept change mere readily than
sthers do whereas in -he latrzr we hear of the necessity to match
.nnovations with the needs, perceptions. and behaviors of the mdmdual
Thus it is proposed thai om= way to gain some insight ir:o the planned
social -change process_is to focus on theorles which are zither holistic
in approach, dealing with the socicty or culture as a amnit, or man
oriented, emphasxzmg eizmer the individual's-‘internal state . ‘or his
behavior. A review of =g theoretical literature dezmonstrates an_
appropnate division along these lines. A large quanziy of- holistic
hterature, for eumple exiending back to classical “tracts by Marx,
Weber, and -Ogburn, ‘is distinguiskable because it focuses on some
system,either social or cultural, tredted as-an entlty in and. of itself and

" transcendent to man: Likewise there exists a rapidly growing body of

theoretical literature which is man oriented, based principally on the
works of Freud, Jung. and Skinner, which uses human beings as the
primary unit of analysis and posits that psychological variables are at
the root of all-sociocultural activity. Although such a division of “the
literature is tenable for heuristic purposes, it must be mentioned that
there are many p\omts where the two categories of the literature overlap.
Many holistic scholars, for example, recognize the importance of the
personality structure or of human dissatisfaction and need in the change
process. Correspondingly, the man-oriented approach continues to afford
an important role to the sociocultural environment. The dichotomy,
therefore, is meant to point to major emphases or foci and to provide
a mechanism to make understandable a large and dlffuse body of
litergture:

Before turning to the first of these theoretlcal frameworks, the
man-oriented approach, it is appropriate to indicate briefly what [ mean
by soclal change. By social, 1 amreferring to man’'s behavior as it

49
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interacts with both the physical and the human environment. #As Moore o

{1963b) points out, man’s daily actions form patterns ‘of activities which

in turn constitute a system of behavior in relation to a particular

environmental context. This interaction between man 2~ the material

and nonmaterlal world is governed by rules or norms »iich establish

the general parameters for man’s normal ronnd of dail; activities. By

change 1 mean, first, a long-term alteration in man's bénavior and in

the relationship between that behavior and a particular human and .

physical environment and, second, an ‘alteration in the rules and ‘

structures enzbling this new or different behavmr and relationship to !
be establishe¢. The nature and magnitude of the change will inevitably '
depend on the goal of planned interventions both intarnal and external /
to a particular setting. The purpose of this chapter is to zssess how, the
theoretical lirerature can assist us in analyzing these camponents of
social change. /
The Mari-oriented Approach ' = T '//
Education programs, whether they mvolvé formal. nonformal, or
mformal modes, are aimost always based on ‘psychological variables
and they generally posit thathuman activity is at the root ot  sociocultural
'change Despite this corimon orientation, however, one fmds in review- g
ing. the theoretical literature a considerablevariety and ambiguity among -
the components and relatlonshlps/d’l{ssed For my purposes, it is
appropriate to present the man-oriented literature in terms of two
distinct models. The first.can be labeled the psychodynamic approach
; It explains human activity—and hence change—in terms of man's
internal psychological state and draws heavily from the “works of
psychoanalysts and personality theorists (Hall and Lindzey 1957; Munrok.

., 1955; Wolman 1960). The second approach is referred to here as the
behavioral model. It gives little emphasis to aan’s internal state.
choosing instead to view huinan activity as the products of rewards and

~ punishments appljgd - after a particular activity-—has been formed
(Bandura 1969; Homans 1961; Kunkel 1970; Staats and Staats 1963).
‘This model is based on various learning theories that have emerged
from expenmentdl psychology during the laat hdlt century

THE PS‘(CHODYNAM[C MODEL

The major thrust of the psychodynamic approach is revealed in the
following passage from economist J. J. Spengler: “The content of men’s
minds is looked upon as the potentlally dynamic elemer.. »s the source
whence issue change and novelty, in a world that is othu /ise essentially
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passive. Accordmbly. transtormatlon o an underdevelopcd society into
a developed one entails transformation f the contents of the minds of
the elite who direct and of the men who. man such underdeveloped
~society” (1961:4-5). Stated very generally, the psychodynamic model
postulates that sociocultural chan&,e results from human aetion which,
in turn, is determined by man's internal state. Usually called personality,
the internal state is the product of a combination of original elements
(drives, needs, instincts, libido. and so forth) fogetller with internalized
societal factors (norms, values, and so forth). This internal state is
‘largely created early in life and, for the most part, remains unconscious.
Behavior, according to this approach, should be viewed as a consequence
of the internal state's tendency to return to equilibrium after being
upset by some stimulus impinging upon the person. This model is
further complicated by the assumption that internalized norms and

_values may conflict with certain drives and instincts, thereby producing
" repression, sublimation, aggression, frustration, 'and so on. These latter -

concepts are’ commonly used to explain intongruities between observed
- behavior and the actions predicted by psychodynamic theory (Kunkel
1970:18-23; Hall,and Lindzey 1957; Munroe 1955; Wolman 1960).

..Some of the imiplications of this approach for sociocultural change
should already be apparent. Obviously. sociocultural change requires,
‘at some point, a change in man’s internal state. Since personality is
formed early 'in life, however, and is difficult to-alter later on, social
and cultural change cannot be expected to occur rapidly. Major changss,
in fact, may require several generations. By implicatun then. short-term
applied change efferts, especially those diteeted at adults, are not likely
to succeed. Note that, according to. this model the contemporary
environmental context plays a relatively passive role in affecting change.
It can, however, trigger operations and processes within the internal

.state. Nevertheless, the.explanation, prediction, promotion. and- alter-
" ation of human action require primarily an understanding of man's

internal state: The acquisition.of this understanding can, of course, be
facilitated by a knowledge of the individual's environment during

~ childhood. Ultimately, however, it may require the use of nsychoanalysis

since s0° much of the internal state is unconscious.

The reader should recognize that there are, in fact. a large number
of psychodynamic models. The model outlined here represents but.a
generalized overview of the approach. As a result, " its dictates ‘and
propositions are neither as specific nor all- -encompassing as those to be

. found in the behavioral approach or in systems analysis. Freid and Jung

are two of the earliest pioneers of psychodynamic models. Other notable
~“scholars who early on recognized a relationship between personahty and
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sociocultural phenomena include Sapir (1934), Kardiner (1939), Mead
(1947), and Fromm (1956). Riesman’s notion-of -“‘inner directed man”
(1953) may be placed in this category as may Lewis’s well-known
concept, ‘“the culture of poverty” (1966)." Barnett, in his study of
innovation, adheres closely to a psychodynamic wewpomt speaking .
of fusnons that take place on a mental plang, the synthesis of existing
//elements and the mental configurations of cultural objects™(1952). In
recent years there have been a number of efforts to apply this model
to the processes of modernization and development Three. of these
. works—Lerner (1958), McCleliand (1961), and Hagen (1962)—are
noteworthy enough to warrant a brief review here. “ :
As Lerner sees it, the first element in the social dynamic of develop-
ment is an infusion’ of the modern or ‘‘mobile” personality. By this he
means a person who has a high capacity to identify with new aspects
of his ‘environment and who can take in stride new demands upon
himself that emanate from his expetience. The mobile personality .is
high in empathy—he-ran see himself in the .other fellow’s situation,
Lerner rec_ogni.:eﬁhat such personalities are the product of socialization
’ ,speed of this process is increasec: wn’ ‘-;‘:~, o dvent of mass commumcatlon
“the mobility multiplier.” The media, he reasons, havé ‘‘disciplined-
Western man in those empathetic skills which spell modernity. They
also ‘p@rtraye’d for him the roles he might confront and elucidated the
opinion§ he might need” (1958:54). Heénce Lerner. sees the overall
modernization process’ like this: a nucleus of mobile, change-accepting_—
,personalmes then a growing mass media system to spread the ideas
and attitudes of social mobility- and change; and then the interaction.
of urbanization, literacy, industrialization, and media participation
to bring modern society into being.
McClelland’s work focuses on man’s internal metives. It suggests that
‘these are. established primarily in childhood, esgemally through family
and school soc1ahzatlon and are mamfested in behavior at a much later
date. McCleliand hypothesxzes that one motive in particular, the need
_for achievement, is a major factor in economic development. He reasons
~ that people with high need-achicvement make energetic entrepreneurs
“who, in turn, produce mvre rapid economic growth™ (1961:205). Like
other mutives, need-achievement is created through childhood social-
ization. Such environmental factors as religion, social class, and
philosophy of life influence child-rearing practices thereby deciding the -
magnitude of the internalized achievement motive which ultimately

4
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determines whether cconomic behavior will be conducive to growth,
McClelland, incidentally, is careful to support his hypothesis with data
‘drawn from a large number of nations and historical periods.

Hagen's work represents perhaps the most extensive, complex. and
~  controversial applicatiot of the psychodynamic approach. It assumes
that “the interrefationships between personality and social structure
are such as to make it clear that social change will not occur without
change in personalities” (1962:86). Hagen asserts that traditional
societies afre static because’ they produce authoritarian)oxrifnovative
personalities. This personality type tends to rely en” tradition and
authority as a means of reducing anxiety caused Dy internalizing early
in life the belief that the world is cgpricm and uncontrollable. The
author claims that the process of sociz: transformation begins when
some social group perceives that it has lost the status respect of other -
groups whose esteem it values. This withdrawal of status. respect leads
to retreatism which in turn creates circumstances in the homelife and
_social environment that are conducive to the development of creative,
inhovating personalities. Creativity, reasoris Hagen, is the basi
modernity and consists ‘0f: being open to novel experiences, having some
detachment from oneself and society, believing that the world is orderly
and understandable, and having the ability to let one’s unconscious
processgs ' work on a problem. Hence, according to '{agen's model. the
primary| mechanism by which the stages of modernization follow upon
one another is determined by changes in the patterns of child treatment
caused when alterations “in social organization change the values and
needs of certain adults. The historical sequence of development is
authoritarianism—withdrawal of status respect—retreatism—creativity.-
Hagéri's work, incidentally, has been widely criticized. Many of his
< concepts-are vague and assumptions dubious. Hagen himself admits that
“analysis of this sequence of personality change must be“$peculative,
or, to use the term more loosely. intuitive” (p. 201). The author fails
to scientifically test ‘his hypotheses. Although he does offer. some
“supporting case histories. he has been accused of selecting and adjusting
tﬁe‘j’évid ence to fit his conclusions (Moore 1963a; McClelland and ‘Winter
. 1969; Kunkel 1970). ‘ S Lo ' .

I.turh now to the quéstion of whether the psychodyramic model tells
us anything about the relationship between education and sociocultural
change| It should be obvious that it does. at least if education is defined
in its Yroadest sense. After all, if ~hange requires the creation of new
interna! values, motives, and habits. it clearly involves some form of
education. Childhood socialization .emphasized by psychodynamicists .
can be restated as informal or childhood education. ilowever. our
concern here is with the role of structured cducationa!, programs. On

O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

Perspectives on Educatton and Social Change v 41

this. xde the psychodynamtc literature is much fess clear. Hagen, for

: ,.example, does not mention the words education or school in his elab- .

orate study. McClelland, on the other hand, looks closely at formal
ttlttentht 10 e Aviieving. Society. He notes that empirigal evidence
fails to coufifni that Western-oriented education accounts for the high

need-achievement in modern societies. Hypothesumg that educational

influences may occur too late in life-to effect need-achievement, he
focuses specifically on nursery s SChOO{ He finds that even these programs
have little impact. He attributes this to theit partial character._notmg
that nursery school is very minor as contrasted with the major shaping’
influences of the family. We should point out that in a subsequent work
(McClelland and Winter 1969), McClelland takes a slightly different.
track, noting that formal education probably does contribute to need-

_achievement when ‘operating in an_achievement-oriented atmosphere.

Here he also appears to abandon, his earlier supposition that motives
aré formed only in early life. He now argues that specially designed .
“‘achievement motivation programs” for adult businessmen"“are" likely
to ‘have slgmflcant economic effects’ (p. 28). , s

" Daniel Lerner's work does not look specificaily at education per se.

‘However, by emphasizing the importance of literacy"and communication

to modern personality formationy it offers viluable insights into the role
of educational programs in sociocultural change. After all, the trans-
mission of literacy skills and the communication of information are °

" major objectives of many. educational undertakmgs QOne may surmise

that if literacy and communication can influence internal elements in |
a manner conducive to sociocultural change, educational programs can
also be expected to have such an effect. Lerner. considers literacy to be
“the sociological pivot in the activation of psychic: mobility, the publicly.
shared skill which binds modern man's varied daily round into a .
consistent participant lifestyle’” (1958:64). He argues that the very act -
of achieving distance and control over a formal language -‘gives people
access to the world of vicarious experience and trains them to use-the
comphcated mechanism of .empathy which is needed to cope with this
world” (p. 64). He supports his assertions with data from 248 Syrian

‘reSpondents which show a strong relationship between literacy and his
.- measure of empathy. In another study: (1964) he reports that literate
" villagers in Turkey. are more empathetic and innovative than their’

illiterate counterparts. Other studies producing ‘similar findings include

Doob (1961) and Rogers ‘and Herzog (1966). It should be understood,

however;.that these studies establish correlatlon not causation, ‘
Lerner;suggests that in addition. to directly mquencmg man’s internal "~

© . state, literacy . also acts indirectly by fostering the growth of mass

communication. He argues that literacy supplies media consumers, who .
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activate media production, which in turn spreads literacy.” As we have
seen, Lerner considers the mass media to be the great multiplier of new
ideas, attitudes, and knowledge. He reasons that it is instrumental in
chffusmg new ideas and information and modifying images in such a
way as to stimulate desires to act in new ways. Hence Lerner concludes
that *“confmunication’is, in this sense, the main instrument of social-
. ization, as Socialization is, in turn, the main agency of social change”
(1964:151-52). Lerner is not the only scholar to recognize a rclatronshlp
betwéen communication, psychologidal clcmcnts, and social change.

Y. V. L. Rao, in his study of two Indian villages, points out that the
ability to think in abstract terms and general confidence in the future
are attributes of great-importance to economic growth and contrrbute.
to and are fuithered by an increase in- the flow of information (1963).°
Wilbur Schramm concludes that the mass media can raise awareness
levels, help. forn: tastes, affect attitudes lightly held, and make slight
changes in more strongly held attitudes (1964).

Other studies reveal that direct, or face-to-face, communication i4
even more effective than the mass media in altering individual values,
attitudes, and beliefs (Katz and Lazersfeld 1955; Rogers and Beal 1938;
Coleman, Katz, and Menzel 1957: Rahudkar 1958). The implication
of these face-to-face communication findings, when viewed in relation
to the mass media, suggests that the media not be used without sufficient
knowledge of the local culture. When the mass media cover large
areas and operate from-a distance, they- cannot adjust their message
to the needs and perceptions of the individual members of their audience.
Consequently Schramm suggests that * ‘an’ efficient uée of the mass
media for economic and social dcvelopment implies that they should be_
as local as possible. Their programs should ougmatc no further than
aecessary. from their audiences, the programs should be prepared by

. persons who understand thé cultures to“which they are speaking, and

means should be available for the audlcnces to.report back to the media”
(1964:23).

The discussion of . the psychodynamic niodel ‘and ediication has
“ focused on effecting an alteration in the internal state. 1 have suggested

_that educational programs may influence student personalities and, by

doing so, “contribute “to sociocultural change: The treatment of the
student as a dependent variable should not, however, icave. the impres-
sion that he is a passize participant in the educational process. On
the contrary, because each irdividual has an internal state, he acts upon
the learning environment just as it acts upon him. The student perceives
204 utilizes what he is taught in accordance with his own needs. values,
and cognitive styles. The uniqueness of each person's personality
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structure helps explain why educational outcomes may strongly differ
from one student to the next.

This v1ewpomt of course, is widely accepted in educational psychology.
It receives, however,_ perhaps its strongest” empirical support from '
communications research. Studies on communication have traditionally -

"been based on a model of one-way influcnce. In other words, they have

assumed that initiative rests exclusively with the communicator and that
effects lie exclusively with the audience. . This - 1ssumpt10n is clearly
€mbodied in Lasswel!'s classic description of the communication process:
“Who says what, through what channels of communication, to whom,
with what . . . results” (Smith, Lasswell, and Casey 1946: :212). In recent
years, however, a number of enipirical 'studi¢s have shown thg in- .
adequacy of this approach. They have revealed, for instance, that
.messages may affect members of the same audience very differently.
Whereas some individnals are easily persuaded by a message, others in

- identical circumstances are not (Lazersfeld, Berelson, and Gaudet 1944;

Coleman, Menzel, and Katz 1959:, Hovland 1959; Klapper 1960). Some
studies have also established thi@t man subjects messages to” selective
exposure (he tends to expose hin{self only to communication that agrees
with his existing opinions), to s¢lective perception (he tends to. interpret
néw- ideas in terms of past experiences and existing opinions), and to
selective retention (he tends to 7remember only ideas that agree with his

Shoemaker 1971). Other research has’
found that in addition to actifg on message$, man also acts directly on
the communicator. It is known, for example, that communicators tefid

- to ad}ust their messages to {it what the audienee indicates it wants to

hear (Zimmerman and Baupfr 1956; Bauer. de Sola Pool, and Dexter
1963). To explain these various findings, observers have tenided 'to turn
to the internal state. Sqme] have attempted to account for differences
in persuadabflity through such psychologicai factors as self-confidence
(Cox 1962), ego defense (Cohen 1959), and need for social approval

Janis 1954), Others have explained man’s tendeney to be selective

toward information in terms of a- homeostatic model ‘which purports
that one.acts to maintain pr restore equilibrium in his 5yatem of beliefs
(Maccoby and Maccoby 1961). And those who have noted ‘that the
audience influences the ¢communicator have made note of the com-
municdtor’s own psychological needs.

Herice, thére is overwh¢iming evidence mdlcmmg that the communica-

“ tion pw Should be/ conceptualized as transactional rather tian
/oneway As Bauer notgs (1964), it involves an exchange“of values; each

side gives in order t4 get. This same conclusion is dpphcqble to the
educational proces¢ which-is really little -more than an institutionalized

~. . / ‘ Lo,
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version of the communication process. Unfortunately, case: studies of
educational programs, particularly those of formal schooling in Latin
America, reveal that this two-way notion is often not understood by
educational policy-makers and personnel (see. for example, Horst and

" McLelland_1968; Nash 1965 Reichel-Dolmatoff. and Reichel-Dolmatoff

1961). These descriptions shos\ that the elassroom process centers on
the transmission of information, the verity or value of which is not
questioned, in a one-directional line from teacher to student. This
approach, whose reots can be traced to miedieval traditions, has been
labeled by Paulo Freire (1971) as the “‘banking™ concept of education
because it assumes that students' minds are empty vessels into which
knowledge may and should be deposited. A number of scholarly works,
most of which support a dependency-liberation framework, have detailed
the negative repercussions of this approach (Iilich 1970; Reimer 1971:

- Freire 1971). It may, for instance. cause.the educational experience to

be meaningless for the student. A program which considers the pupil
an empty vessel and fails to (dkc fiote of his peeuliar needs, values, and
expefiences is likely to be incongruous with his past and unrelated to
his future. This may contribute to student and parental apathy or fead

~to student failure. For-even if the participant wants to succeed in an

educational program he wil! find it difficult to do so if the internal

- attributes promoted and sulected for by the program are different from

his own, This failure. ot course. can seriously impair an individual's -
self-image. Even if he does not fail, however, his self-confidence and
personal esteem may be eroded. By participating in an cducational
program in which the bdnkmg doctrine prevails, the student consistently
encounters a paternalistic environment in which he is treated as inferior
objeet rather than dignified subject. For the Latin American. poor,
especially those in rural areas, these negative rapercussions are likely
to be particularly acute. The probability that the individual will find
the educational program unrelated to his needs and cxperiences is

-heightened by the fact that such programs are generally controlled by

an urban -elite. Also. the dominant-submissive teacher-student relation-
ship serves to reinforce the sense of subordination and worthlessness

that the student has already suffered ‘as a member of the lower class. 7%

In this sense, then, the banking concept both reflects and SuUpports
existing class hicrarchies: - :

Although a number of observers h‘uc made the points })1cscntcd in
the preceding ‘paragraphs, Paulo Freire is perhaps the most cffective
at bridging the gap between theory and practice (1971; also see Sanders
1968). As mentioned in the previots chapter. Freire argues that the

D7
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'>ppressef‘ can be liberated through conscientizacdo, By this concept ,
he means “a change of mentality involving an accurate, realistic aware-
"ness of-one’s locus in nature and society; the ‘capacity to analyze

r'rmcally its causes and consequences, comparing it with other 51tuatlons
and possibilities; and action of a logical sort aimed at transformation”’

(Sanders 1968: 8). In other words, Fieire wants to reform the illiterate
peasant’s basic perspectwe on reality, which is characteristically pessi-
mistic and fatalistic,”by enabling him to gain awareness of his capacity

“to shape his environment and to acquire the means t9 do so. For this
“end, Freire has developed a “*psycho-social” method of literacy training -

which is designed to involve pupils in an active dialogue about meaning-

ful situations in their fives. In contrast to the bankmg method, Freire's

method involves both teacher and students joining sympathetically in
a common purpose, seéking truth about relevant problems, while res-
pecting each other's opinions. Hence, while the pupil learns to read and
write, he.alsi gains the self-confidence and critical mental capacity
necessary to understand and change the world around him.

In concinding the analysis of the relationship between education and
the psychodynamic approach.’ let me briefly summarize’ the major
points. 1 have attempted to show that the psychodynamic model helps
place into theoretical pérspective two important notions concerning
education: (1) formal and nonformal education can contribute to socio-

~ cutural change by influencing the internal state of pdxtlmpants, and

(2) education is a two-way communi¢ation process. 1 have indicated that
the validity of the first proposition is dependent on the implementation
of the second. Unless educational programs actively involve their clients
in the learning process and build upon their existing internal attributes,
they will do little more than perpetuate the status quo.

* We turn now to the relationship between the psychodynamxc model
and applied change. The reader will recall that basic psychodynamic

theory postulates that significant change wqulres personality change

and that personality is formed early in life znd is very difficult to alter
1ater on. Hence, the mode! in its orlginal form takes a dim view toward
efforts to generate change quickly. Of course. so conceived this approach
offers no explanation for the many recorded instances in which significant
changes have occurred rapidly. A classic example of such a case is the

~Cornell-Peru Project at Vicos which, in a five-year period, produced

relatively major changes in living standards and life-styles among
Indians in a highland- community (Holmberg 1960; Vasquez 1965;
Whyte and Holmberg 1956). Rather than reject the psychodynamic
model outright. howcvea many applied Lhange str ateysts have adopted

O
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an abbreviated version. ‘They accept tie notion that change efforts must
concentrate on man’s internal state but reject the idea that personality
is immutable after childhood.

Iu addition to providing the basis for almost all education programs,
the abbreviated approach forms the backbone of a large body of liteiature .
classified under the rubric of “eommunity development.* Though
community development connotes various ideas including self-help, -

cooperation, self-feliance, and democracy, it is above all “a group

- method for expediting personality growth™ (Biddle and Biddle 1966:78).

Unlike many change strategies, it is traditionally concerned less with -
‘material goals than with changing the content of men's minds. A review
of the community development literature reveals that this emphasis is.
commonly jusiified in two ways. First, it.is argued that u sense of
personal identity and self-esteem is an end in itself. Hence, the ultimate
goal of development must be “'a new image of self and world and a new
sense of purpose and accomplishment’ (Goodenough 1963:219). Second,
community development advocates contend that changes will not lasc
unless made an isitegral. part of the individual's mental state. Develop-
ment must come from within if 1t is to become an ongoing, self-sustain-
ing process ‘which is independent of outside help. The innovators at
Vicos, for ,e&axriple. considered their principal task to be “building a
.body of kno}viedge. skills, and attitudes which would in turn foster . . .
a solid and self-reliant growth" (Holmberg-; 1960:89).

Despite the -psychodynamic undercurrents in the community develop-
meint literature, in aciual practice change agents often attempt to alter
people’s behavior by changing their immediate environment rather than
by changing their internal states. In other words, they'employ what |
will ‘refer to later as a more behaioral approach. One obvious exception
is Paulo Freire. As we have seey, he proposes that individuals can gain
the awareness and seif-confidence necessary for them to improve their
circumstances - by. participating in carefully directed dialogues about
problems meaningful to them. Another who advocates the use of true
psychodynamic techniques for applied change is Ward Goodenough.
This anthropologist reasons that people will"have a desire. for change

" only when they are sufficiently dissatisfied with the images they have of

themselves, and then “their problem becomes one of altering their
customary behavior, their circumstances.. or both, so as to achieve an |

identity with which they can again be comfortabie” (1963:226). Hence,

Goodenough recommends that change agents begin their efforts by
leading their clients to reappraise their" self-image and reevaluate their
_self-esteem. For this. he suggests the use of psychotherapeutic techniques
‘which force clients to_confront themselves. *'Efforts to ‘educate’ people

" 55 -
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to feel @ need for. changé where none has been felt pz.fort. must follow

the confrontation appreach of psychological counseling™ (p. 223). The

writer stresses that this approach is useful only if the ‘change agent
operates within the perceptual framework of the cliew:«. The reader will
note that Gooderiough's notions are very similar to those of Freire.
Whereas Freire, however, clearly differentiates between good and bad

self-images, Goodenough does not. Ncither scholar, “incidentally, has
had his ideas subjected to rigorous empirical examination.. It should
be pointed out, however, that studies of clinizal psychoanalytical pro- .
cedures have found their success rates to be far from impressive (Kpight
1941; Brody 1962; Bergin 1966). Tiese findings have-léd John Kunkel
to wonder, **Since psychiatrists with their internal-state. oriented theories
and methodologies evidently fail in a large percentage of their cases in
spite of considerable training and prolonged effort, what can be
expected of change agents with a siilar orientation but who deal with
communrities rather than individuals™ (1970:321)..

Although many applied change stiategists do not accept the abbrev-
iated psychodynamic approach, a review of the planned change literature
in chaptér 7 suggeésts a near universal consensus that change agents
must understand and build upon the internal states of their clients.
Numerous case studies confirm that change efforts consistently fail when
the agent acts in accordance with only his own perceptions and neglects
those of the people he purports to serve (Spicer 1952; Foster 1962; .

_Erasmus 1961; Niehoff 1966). This finding, of course, should not be

surprising in light of our earlier conclusions regarding the inadequacy .
of one-directional communication #nd education. After all, the change
agent's role is one of both _comm{micator and educator.. We will have
occasion to return to the relationship between applied change and the

‘client’s internal state in our presentation of the behavioral approach.

THE BEHAVIORAL MODEL |

'

" Behavioral theory has the attraction of consxstmg of precxse testable

' proposmons which have been established through empirical research

conducted in differing circumstances and employing a variety of pro-
cedures (Bandura 1969; Staats d@nd Staats 1963; Krasner and Ullman
1965). The propositions have their origins in learning principles first
derived under laboratory conditions by experimenial psychologists. They
have received some of their most eéxtensive use in the analysis of socio-.
cultural phenomena from George Homans, (1961. 1964, 1967), John
Kunkel (1965, 1970), and John Kunkel and Richard Nagasawa (1973).

The behavioral model in its entirety is quite complex. 1 am able to

introduce here only its most important features. It can, perhaps, be best
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understood in ‘terms of three basic ccncepts: contingent stimuli. dis-
criminative stimuli, and state variables. Contingent stimuli are the
consequences of a behavior pattern. They may be either reinforcing or
ave.sive. When an activity is followed by reinforcing contingencies,

“its probability of repetition in similar circumstances increases. Con-

versely, when an action is followed by aversive stimuli, fits probability
of repeiition in similar circumstances declines. Contingencies; may be
either prlmary (i.e.. physiological) or secondary (i.e. . learned). Whereas
the former type tends to be similar in all societies, thc latter may vary

 from one sociocultural context to the next. Of the two, secondary ..
‘stimuli probably have the grmtcr influence on dml) human activity.

When an action.is conswstently reinforced in a particular context, that
context eventually becomes a discriminative stimulus. In other words,
the context itself serves to stimulate the action. Brnavior..then, can .be

‘simplistically conceived of ‘as a response preceded by discriminative
stimuli and followed by contingent stimuli. Since both forms of stimuli

are basically actions of people (verbal utterances, facial exprescions,
body movements, and so on), society can be conceptualized as linked
behavior chains in which one person’s behavior may reinforce another’s
activity and be a third person's dizcriminative stimuli for further action.
The manner and exient to which & given stimulus’ affects behavior is .
determined by state variables. These refer to the individual's internal
characteristics of deprivation and satiation. Stimuli which reduce
deprwqtlon are reinforcing (rewards) and those which augment it are
aversive (punishment). The most pewerful rewards, obviously, -are those -

‘whicli decrease the greatest or most important - deprivations.. Since

previously operating reinforcers cease to be effective under conditions
of satiation, thé usc of rewards and punishments to establish behavior.
requires the maintenance of some degree of deprivation. Within each
individual,” deprivations may exist in a variety of forms and strengths.
Like contingencies, some are primary (largely, physiological) and others
are sccondary (largely leamed) and therefore influenced by the socio-
cultural milieu. DR . -

Contingencies, discriminative stimuli, and state variables. then,
determine whether or not behavior patterns change. As long as these
three factors remain constant, the probability’ of behavior replication
remains high. However.-if any one of the three should change, behavior
batterns are likely to,change. Contingent and discriminative stimuli -are,
for the most part, elements within the sociocultural environment. State
variables, of course, exist within the individual. Her.ce, it should be clear”
that the behavioral model implies that behavior: change and con-
sequently sociocultural change can ‘occur in potentially two ways:
(1) through alterations in man’s environiment; or (2) through alterations

f
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in his internal state. The latter is noteworthy, of course, because it is
reminiscent of the psychodynamic approack. The former, however,
warrants our attention first because it has received the major emphasis
from professe¢ behavioralists. Since the rewards and pumshments
shaping- and maintaining one's behavior are embedded in a person’s
social context, it stands to reason that chang;s in that context may cause

- ‘changes in behavior. As Kunkel notes. By judiciously altering those .

aspevts of the social environment which constltute rewarding or punish-

ing eousequences for specific activities, it is possible to alter these
b*“’duf“ patierns and to initiate and accelerate social chang'e" (1970:24).
T pubeqxs implies that the change agent should assume”the tfole
© ¢he omerghi ¢onditioner in the laboratory. He can generate change .
¢ i rishing old behavior patterns and shaping new ones. In this
s san rely on a series of specific procedures )vhlch have been
4 turrugh empirical research. Kunkel 1llustrqtes that, in fact,

gitil of thiis approach accounts for the rapid ‘changes made at
Wien -

‘The rosuvaing in the above paragraph has merit. It i s however, much’
too stmplis,’ 2. Kunkel himself recognizes this point: “While there is
“abungds - jinical and experimental evidence that behaviors ch. - from ¢

alteyations in. the individual's social environment, the contingei.cies in
these caces are relatively simple and straightforward. Behavior is much
mor diffir alt in an open, free, and complex society, where the con-

_tingncius are complicated. often” difficuft to predlct. and wher? the

relatiouships between behavior and consequences are somewhat netulous
and ‘subject to the intervention of intermediary agents (1970:33). The
agent's ability to apply the behavioral proceriures depends on his
knowledge of deprivation characteristics, available reinforcers, and the
steps involved in shaping and extinction. Moreover, it requires that he
have contro]. over the relevant variables of the spc1al contéxt (i.e.,

- reinforcers, their schedules, and stability of discriminative stimuli). -

These points, of course, do not make the model less valid. They suggest,
however, that it may be more difficult to apply than often recognized.
As suggested, the model also recognizes that behavior-can change by
altering aspects of man's internal state. In other words., rather than
altering man's environment, one need only. alter mian's perception . of his
en¥itonment. For, in terms of the model, man's actions are based on
his feelings of deprivation, his perception of discriminative and contin-
gent stimuli, and his knowledge of behavioral alternatives and their
accompanying rewards and punishments. Since each of these ¢lements
is subject to learning, they can conceivably be altered ‘through com-
raunication and/or education. Hence. the behavioral model is consistent
with the many studies:of mass communication (Lerner 1958: Schramm

i
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1964,\Lerner and Schramm 1967) which suggest that the mass media
spur economic progress by.raising aspu'anons broadening horizons,
and changing frames of reference. Note also that the model justifies
the proposals by Freire and Goodenough fo raise consciousness and alter
identity states. The model's implications for the role of education in
sociocultural change are stmmarized in Kunkel's words: ‘‘Ideaily,

~ formal education is the source of accurate, direct information concerning

presently operating (and future) discriminativ: and contingent stimuli
of specific new and uld behavior patterns. Furthermore,~ education
contributes to the creation of new .z:condary state variables, especially -
‘material deprivations. In this way new types ¢f ‘rewards’ and ‘punish-
ment’ are defined and new nonlocal reference groups for the dispensing
of them are established” (1970:245-46). ; ‘

One theorist who emphasizes the internal state within a behavioral
context is Charles Erasmus (1961). He bases his analysis of cultural
causality and ae\ek)pmcnt or man's efforts to satisfy felt needs (reduce
deprivations) through the use of hi< internal motivational and cognitive
facilities. He reasons that man bases his behavior on predictions of
probable consequences' of his actions (frequency interpretations) which
in turn are based on his, level of knowledge. Hence, as society becomes

- more specialized and man's knowledge becomes more technical, he is
better able to sclect behavior which will maximize rewards.

From these.considerations, one may wonder how the’behavioral model
differs from the psychodynamic approach. Indeed, both theories
postulate that sociocultural change results from human_actions which

‘can be explained and altered through man's internal state. There are,

however, important differences. The behavioralist considers the internal
state only in terms of specific variables grounded in empirical research.
He argues, moreover, that change can oceur quickly, .especially by way
of appropriate aiterations in the environmental context. Although he
recognizes that change can occur as a‘result of alterations in the internal
state, he probably would not advocate.such -an approach to change
agents becatise it is difficult to control, the results are unsure, and it

- tends to beé very time consuniing.

It is interesting to note, incidentally, that our three prototype psycho-
dyhamicists, Lerner, McClelland; and Hagen, in- their more recent .
works, appear to accept portions of the behavioral format. Lerner, for
instance, in an article on communication t1963), writes that “modernity

’is an interactional behavioral system™ and contends that economic

growth is 'most likely to occur under those conditions where individual
effort is associated with reward. He reasons that. establishing this

association is fundamentally a communication process McClelhnd as
Lo
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we have already mdxcatcd clearly uses behavioral techniques in hls .
training programs designed to foster need-achievement (McClelfand ang .

Winter, 1969). Based on the results from these programs, McClelland
now asserts that change can be generated quickly. and he ‘defines
need-achievement in behavioral terms. Hagen's ZlkCt,ptdnCL of some

aspects of the behavioral approach is implicit in an article published

in 1966. Here he attempts to determine the key social, psychological,
and economic factors involved -in social transformation by carefully

examining daily behavior under different conditions of development.

This work has led Whyte and Williams to conclude: “The examples
from Hagen suggest one essential for progress -in interdisciplinary
development research: we must get down to cases where behavxor can
be observed and descrlbed" (1968:82). -

The precedmg discussion has sug,gestt.d that aspects of the psycho- -

dynamic model can be integrated into the behavioral framework. I
have indicated, for example, that behavior is interdependent: the actions
.of one person influence the behavior of another mainly in terms of their
voles as discriminative and contingent stimuli. Hence, it is possible to
cefine the interacting elements of a social system as mteractmg behayvior-
al patterns. This conception is useful because it enables one to use clearly
- defined propositions to analyze the components of social structure. For
example. the notion f positive and negative feedback can be viewed
as remforcmg and aversive stimuli. Positive feedback amplifies deviation

because it is rewarding: conversely, negative feedback reduces deviation

‘because it is punishing. Kunkel (1970) uses these notions to apply
behavioral prmcxples to the macro processes of “modernization and
economic development. :

The various- findings and conclusions from the planned change
literature can also be related to behavioral theory It is generally agreed,
for example, that a change agent must know liis clients’ sociocultural
context, build on their feit needs, and respect their system of values.
in behavioral terms. the agent must know the local context in order to
identify” deprivations and existing 'and potential reinforcers. Building
on felt needs.can be restated as/ rewarding perceived deprivations.

Respecting local value systems is. again, another way of saying that ,‘

rewards must be in line with percelved depnvatlons In this sense, a

_ value is essentially- that which is perceived: as reducing deprivation.

Another conclusion’ common in the-planned change literature is that

innovations are more likely to be accepted if they are perceived as
advantageous, compatible, trialable, observable. and understandable.

To the behavioralist, an advantagcous innovation is simply one that is

rewarding. A compatible innovation is one that doesn’t upset exisling
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*__contingencies in such’ a way as to aggravate other deprivations. An

— innovation which is trialable should have a greater chance of being

accepted because the perceived potential punishment is smaller. Under-
standability and observability are important because an innovation is
not likely to be perceived as rewarding if it is not understood or known.
In addition, the concept of the confirmation decision process is also
based on behavioral principles. In Rogers' words, At the confirmation
function the individual seeks reinforcement for the innovation-decision
he has made . . ." (Rogers and Shoemaker 1971:123). -

.It may be useful to apply the behavioral model to zi_n interesting
controversy in the planned change literature. The controversy centers
on the advocacy of either a project or process approach to applied.
change. Erasmus is a proponent of the former and Goodenough speaks
for.the latter. Erasmus states his posit’an in these words: "'I'am opposed
to the notion that construction projects are quixotic and extravagant
compared to the inexpensive. self-help projects through which people
are supposedly taught to lift themselves up by the bootstraps. . . . When
real technical research produces changes that spectacularly méet felt
needs. self-help promoters are not needed to introduce or to sell them”
(1961:320-21). Goodenough, on the other hand, contends: *‘ldeally,
developmient aims at stimulating change not only in material well-being
but in the feeling the people have about themselves. so that their capacity
for self-improvement -and further self-development is . increased™
(1963:219). - T ’

-On one level, we could explain this controversy in terms of the

‘behavioral versus the psychodynamic approach. Erasmus is- clearly a

behavioralist. He conceives of projects as rewards and hence he assumes
that they will be successful as long as they are relevant to perceived
déprivations (felt needs). Goodenough, on the other hand. seems to
adopt the psychodynamic notion as he suggests that the only meaningful
and lasting change is that which occurs within men's minds. The idea of
classifying Goodenough as a psychodynamicist, or anything other thin

-a behavioralist, is supported by the fact that. at onepoint, he completely

rejects behavioral principles. He states: “These techniques [of behav-
joralism| are aimed primarily at inducing outward conformity with the
desires of others. They may be effective at getting people to change the
pubiic jmage they present to others. but they do not necessarily have
much effcet on their private view of themselves” (1963:218). Despite
this disclaimer, however, Goodenough resorts time and again to
behavioral concepts in the course of his analysis. For example. in
presenting the ‘concepts of value, custom, and belicf, he explains each
in terms ‘of necd gratification. Hence, the project versus process..
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controversy—at least as defined by Erasmus and Gnodenough—may

" be best conceptualized as 2 manifestation of the two change strategies

inherent within the beh4vioral model. The project advocates emphasize
changing contingent and discriminative stimuli whereas the process
advocates focus on changing state variables.

The ‘behavioral model also has a number of 1mplnc4txons for the

_ planning of educational programs. We will concern ourselves here with

only three of the most mlportant of these 1mphcatlons (1) educational
programs must be reinforcing in terms of the student's background.

~ (2) educatioh must be reinforcing in terms of the student’s perceived

future. and (3) education must be remforcmg in terms of the student’s

.actual future. Of course, no single program is likely to accomplish all

three ObjeCtIVeS simultaneously. Students’ aspirations may have little
relationship with past or future reality. Over time. however, especially
as aspirations change through education and maturation. educational
prugrams should approxx‘mate all three of these goals.

“The importance of dan educational program’s  reinforcing student
background experiences: has already been touched on briefly in” this
work; I have given this !pomt further attention in other works (1973,
1975). If the student finds that the schooling experience is alien to his
other past and present experiences, especially those involvit.g home and
family, he is likely to find it unrewarding. Under these conditions, he
may drop out, be pushed out, or finish having perhaps lost a sense of
personal identity. ‘ '

If education is not reinforcing in terms of ‘the student's perceived
opportunity structure, he is not likely to be motivated to take full
and/or intended advantage of it. This point is illustrated in studxes of
technical/vocational education in developing rural areas. A study by

‘Williams in Guatemala, for example, found that students were using
"an educational program outside of the intentions of the sponsors. The

author attributes his finding io the fact that the asplratlons of the
students were not consistent with the intent of the program (1969). In

~a similar study conducted in Ghana, -Foster reports that agricultural

education programs are having the unintended effect of channeling the
students to the city because students. though specifically. trained for

‘rural occupations, aspire for urban economic and social opportunities

(1966, 1968).

The phrase *‘education must be remforcmg in terms of the student $
actual future’ should probabiy be rnstated to read ‘‘the student’s actual
future must reinforce his education.” it seems apparent that unless a
student has a chance to apply what he learns, it will be forgotten.
Behavioral principles establish-clearly that learning behavior eventually

66
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becomes extinct when reinforcements are withdrawn. In the rural Latin
American context, Manning Nash has observed that although the schooi
instills different values, “adulthood, the claimzs of mundane life. the
competition of the known with "the unknown, and the absence of
supporting institutions beyond the schools make these values, in most
instances, atrophy and eventually disappear’ (1965:138).

In concluding this section it should be apparent that whether a
primariy psychod)namtc or behavioralist approach is adopted as a
change theory, the alteration of man’s internal ¢tdte must be viewed

‘as” crucial to the social change process. The question., however, is

whether either theoretical framework is sufficiently broad to enconipass
both the alteration of man's ‘behavior and the alteration of the
relationship between that behavior and the human and  physical
environment. Frorg my standpoint the answer is no since the theories
do not address tbe societal rules and structures which enable the
manifestation of new behaviors and relationships. Whereas these
theories can account for the acquisition of new behaviors, in my assess-
ment the)‘ fall short of questioning the rules and structures which are
the potential obstacles to creating long-term change. Even if one believes -
that all change emanates from. man.and is derived from the internal
state, the poor. marginal dweller to'whom most social change programs
are directed are unlikely sources of such change as they are non-
participants in the elite-dominated social system. Thus although the
theoties discussed here are necessary for ihe design of change strategies
in terms of acquiring new behaviors, we must turn te more holistic
theories in attempting to understand the social system where such

* behaviors will be used.

L]

The Holistie Appraach

I include in the holistic category theories both of culture and of
society. Some writers contend that the concepis sociery and culture can
be differentiated in that the former refers to a localized population that
cooperates over-time for certain ends while the latter pertains to the

. society's.way of life, or the things that its members think, feel, and do

(Knéller 1965). The titerature, however, is generally:unclear as to the

~exact relationship between these two notions. Farsons (1951), for

example, concelves of social and cultural systems.as discrete entities.
Some soc1a1 scientists, on the other hand, consider culturz as a com-
ponent of the social system (Kunkel 1970); others indicate that the
relationship should in fact be reversed (Honigmann 1939). Kroeber
and Kluckhohn addtess themselves_t,o,_t.hls\lsEEe by stating that secial

67 . <\
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_system, social structure. and culture are all abstractions of about the
same level. They write; *“To a targe degree, as we have indicated, they

[the abstractions] all depart from the same order of data, and the
distinction rests primarily. on the focus of interest and the type of
question asked (i.e., frame of reference)” (1952:135).

SYSTEMS THEORY

. . . ‘- v 2 g . . ‘
A review of the theoretical litérature suggests one striking commonality
among studies of both scciety and culture: the holistic unjt of analysis

" is invariably conceived of as.a system. This conéeptualization means

that societies and/ar cultures are given-a series of relations and char-
acteristics which delineate their essential nature and explain how and
why tihey change (Parsons 1951; Cadawallader 1959; Chin 1969;
Maruyama 1963; Buckley 1%7)\’ ,

A system may be viewed as a collection of mtcrreldted and inier-
dependent components interacting within some boundary line (con-
veniently conceptualized as, circular) such that there is less interchange

_across the line than within it. 'A system is judged closed or open

depending on the amount of exchange between it and its external

enyironment. Systems exhibit a natural tendency to maintain themselves

by moving toward a state of equilibrium and/or integration among. the

forces acting within and upon them. Despite this inclination toward

stability and balance, however, systems are subject to internal stresses
and strains caused either by ‘differences in internal components or by
disturbances from external circumstances. The system will attempt to
minimize these tensions and conflicts and preserve or reattain equi-
librium through internal mechanizms of adaptation and adjustment.
Hence although. the. systems approach is concerned primarily with
how stability is achieved, it nevertheless gives a great deal of 'insight into
the process of change. Change is a ‘consequence of how well the parts
of the system fit together or how well the system fits in with other

suirrounding or interacting systems. The process of change is the process .

of tension reduction. The source of change lies primar: dy in the internal

_stresses and strains created by exogenous intrusions or endogenous

inequalities. Proponents such as Parsons (1961), Cancian (1960), and
Boskoff (1964) have answered the criticism that the systems notion is

_essentially static by pointing out that the reciprocal of the propositions

regarding stability of sociocultural organizations should be viewed ‘as

propositions regarding change. That is. il some element or condition

contributes to the stability of the system. the absince of that element
or condition contributes to instabiity and/or change. More importantly,
they. emphasize that change and stability are not mutually exclusive

o



O

ERIC

Aruitoxt provided by Eic:

56 .. Perspectives on Education and Social Chvange

states,’ Fhe system retains stability only by (.h‘mg,ms in’ usponxc to.
changing exogenous conditions.

Below, I will have occasion to expand on the analysis of *he implica-
tions of the systems approach for spciocultural change. First, however,
it is important to demonstrate that systems theory provides a basis on
which to mtegratc a large amount of holistic hlcralurc The - concept
of systems analysis per se is relatively new to the social sciences. It is
still rarely used in an anthropelogical or cultural context, A’ reading,
however. of both classical and modern anthropologists (Ogburn 1922;
Malinowski 1944; Linton 1936; Kroeber 1937: Kluckhohn and Murray
1933 White 1949; Honigmann 1959; Goodenough 1963) reveals that
there has long been a tendency to view culture as consisting of inter-
related components and corfigurations existing in varying dog,rccs of
integration, but tending toward equilibrium.- Of course. there is_little
consensus as to the exact names or nature of these components. Linton
(1936) carves up culture ih terms of universals, specifics, and alternatives;
Honigmann (1959) emphasizes ideology. technology, and social organ-
ization; Erasmus (1961) talks of social, technological, and ccoloycql
factors; and ()oodenough (1963) states that the four primary aspects
of culture are precepts, propositions, values. and principles of action.
Whatever the components. however, there is widespread agreement that
they form a system: One will easily note a fundamental systems
orientation in the following three statements by 'mthlopologlsts '

Since there is a correlation and mtudcpuldcncc of parts, a ra pld change in one.-

‘part of our culture requires readjustment through other changes in the correlated

parts of culture. [Ogburn 1922:200|

Culture consists of a body or flow of culture traits (objects, acts, ideas) which

interact with one another, forming new permutations, :omlmmtl()ns. and
synthesis. [White 1969:xxv| '

Change in any part of a smhlc system setscin motion a series of compensatory

“adjustments in its other parts and in their mutual arrungements until a new

e, .uibrium is reached. A peopi's culture and thul phenomenal world form
such a system. [G()()(lcnoug,h 1963:322]

In lmL with the systems approach, dxlthrop()log,xsts consider cultures
as closed or open (Wolf 1966); they recognize the external environment,
physical and social, as a major source of cultural change (Kroeber 1937);

and they t.mphasue that a change, in one cultural component requires
changes in the others (Ogburg 1922).

Moving to the sociological literature. we find that the systems notion
is ‘widely and clearly advocated. In fact, it forms the basis cf one of
sociology’s major theoretical sc}mbl's—-‘-functknnlism This school has
been described as consisting of that ' collgctmty of theornsts who look

6Y
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upon’ society as a system, the maintena}\‘cc of which is the function of

e . P X} . \\ N et .
- recurrent social activity” (Whitaker 1965:128). Functionalists have also
‘been labeled “order’” and ‘‘integration” thgorists because they strongly

emphasize systtrn maintenance through equi\iibrium and/or integration

_tendencies. They consider functional those clc‘tycnts of the system which
‘contribute to -its ‘stdbility. Such elements include both normative
- consenstis and social control. Since 'functional'\sts describe the social

system in terms of inertia, they tend to seek the causes of change among
factors external to the system. They hypcthesize'.\ at exogenous forces
generate internal stresses thereby _motivating adaptive responses which
lead to social change (Parsons 1951, 1960, 1961; Boskoff 1964; Hobbs
1971). Talcott Parsons, who is perhaps the leading iunctionalist, uses
these propositions to develop a comiplex model of society (1951, 1960,
1961). To summarize very briefly, this model divides §c<ciety into four
levels; technical, managerial, institutional, .and societal. ?n each level,

social units—roles, institutions, values, and groups—interact and serve

to coordinate and control the specialized units in the lcve}\ pelow it in
an overall effort to meet four basic functional requirements; adaption,
goa! attainment, interation and pattern maintenance (AGIL)

Another schooi | scciology, the cybernetic school, offers boéq.a more
refined and a moi. :mited systems model of society (see Buckley 1967,
Maruyama 1963; . . awallader 1959). This approach is la’rgely\lerived

from studies of macaines and electric circuits. [t views soctety, as a

- communicaii: " network whose activity is the product of a flow of

faptus! arcruioual information throush rcceptors, channels, selectors,
effector ang feedback loops. Basic to the cybeructic model is the
concgt' witrasrability—the system’s capacity to change structure and

‘activity in response to a changing environment. Members of this school

have Been attacked for failing to take into account irrational behavior,
the distribution of power, and the flows of expressive communication
(Etzioni and Etzioni 1964). They can take credit, however, for two
important contributions to the general systems concept: (1) they recog-
nize the importance of positive as well as negative feedback loops. and
(2) they emphasize the importancce of information for the operation of
the system. \ _

A third major school of sociological thcofy is the conflict, or coercion.

'school (Coser 1956; Dahrendorf 1959; Horowitz 1966; Kim 1973). As
" the name implies, this group is at odds with many aspects of the

integration/order approach. But it too accepts the systems notion.
Conflict theorists coniend that society is a system which is essentially

‘'stable and orderly, and they.consider change the product of stress and
* strain (conflict) within the system. In contrast to the functionalists and

\
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cybérneticists, however, conflict theorists contend that equilibrium is a
product of coercirn rather than consensus and that internal conflict
results from inequalities in the distribution. of wealth, power, and
. privilege rather than from environmental intrusions. The reader shouid
note that earlier I explaired that chdnge in systems may be caused by
either' exogenous forces or .endogenous inequalities. It should now be
clear that functionalists and cybernéticists emphasize the former cause
while coercionists focus on the latter. The conflict approach is useful
because_it explains sudden, violent, or internally derlved charge. It
should, however, be viewed s an extension of and not a substitute for
the integrationist perspcctlve As Coser emphasizes;, it is unwise to
‘sharply differentiate a sociology of order from a sociology of conflict -
because the exclusive emphasis on one or the other tends 10 obscuie
social reality (1957). - .
‘To this po'nt [ have reviewed the rajor characteristics of systems
. analysis, and 1 have shown that it serves to inte :ate a diverse body of
holistic literature. 1 have also provided a general sketch of how this
approach enables us to understand the process of sociocultural change.
I will sow take odr. discussion one step firther and apply the systems
notxon to innovation or one specific form of change.

As will be noted in chapter 7, there are a great number of findings
and conclusions regarding the acceptance and diffusion of innovations.
Systems analysis seems to carry implications for aimost all of them. The

-discussion here will be restricted to two of the most important of these

conclusions: (1) Some sociocultural systems -accept innovaticns more
readily than others. (2) Some mnovatlons are more readxly accepted in
‘a sociocultural system than others.

To describe a system's propensity to accept innovations, writers have
employed such terms as modernity, scale, flexibility, and threshold of
change. Systems theory enables us to replace these notioas with the
concepts of differentiation and integration. A society differentiates to
increase responsiveness to exogenous and’ endogenous conditions; it
integrates. to maintain equilibrium (Parsons 1961). 1 can reasonably
hypothesize that readiness to accepv innovations is directly related to
the degree of differentiation and inversely dSbOCIath with the level of
integration.

I hypothesize that the more differéntiated the society, the more
receptive it will be to innuvations because, with increased adaptability,
change is less threatening to system maintenance. Furthermore, as
differentiation makes communication channels morz efficient and infor-
mation more technical, the system is better abie to recognize dysfun«tions
in its operations and evaluate advantages of innovations. Charles
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) rErasmus though his approach is more man-oriented than holistic, lends

‘support to this reasoning. He asserts that differentiation and specializa-

uon in society allow for more technical observations of social phenomena,
‘and this enables man to better select behavioral alternatives (1nnovat1(~~15)
which maximize need fulfiliment (1961). '

g hypothesne that a ‘more integrated society will be more resistant
to inmovation because an integrated society rests at or near a state of
equxl(brlum its natural state. An innovation, unless exceptionally
compatible, will upset the delicate balance. An ynintegrated society,
however, is in a state of flux, trying to regain stability. Hence, it should
welcome innovations which might contribute to this effort. Alvin Boskoff

_makes a similar point. Using Parson’s model, he reasons that innovations

are adaptive responses to dysfunctional conditions. He defines dys-

.functlonal conditions as including (1) interpersonal and intergroup

conflict, (2) intergroup competition, and (3) a perceived failure in

‘existing practices (1964). These conditions, of course, are characteristics
: of nonintegratic n.

-notions serve to explain the series of cultural constructs offered by

To test my hypotheses, I looked at how the notions of dlffelentmtlon
tegratlon {it into studies contrasting change-resistant (traditional)
ieg with change-oriented (modern) societies (Redfield 1947; Lerner
1958; Rbstow 1960: Hagen 1962: Levy 1966). As I expected, these
studies mvanably describe tizitional societies as undifferentiated and
highly integrated and modern . societies as highly différentiated and
unintegrated. As a second test, 1 tried to determine if the two systems

Homer Barnett (1953) as iridicators of a culture's propensity to change.
These constructs include the level of competition, the degree of conflict,
the amount of cooperation, the extent of dependency, and the expecta-
tion of change. Though 1 will noct take the time to go into each of these
constructs here, we can conclude that, indeed, the concepts of dif-
ferentiation and integration apply to all of them.

‘Now that we have considered why some systems more readily accept |
innovation than others, we must tack!e the question of why, in the same
system, some innovations are more readily accepted than other% I have
noted elsewhere that Rogers and Shoemaker (1971) and others conclude
that irnovarions are more likely to gain acceptance if they are com- .
patible; advanrageous, understandatble, trialablé, and observable.
Though these characteristics are generally defined in terms of human
perspectives, they are easily understandable from a systems standpoint.
For example, the characteristic of compatibility is important because
it enables the system to accept the innovation without disturbing existing

‘conditions. Presumably,: the more integrated the system, the more

r7 oy i )
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‘compatible and aceeptable the innovation must be: In the same vein,

an advantageous innovation is one which helps the system reduce’

dysfunction and regain couilibrium. T would expect the advantage of an

“innovation to weigh most heavily in systents which are out of balance.

The characteristics of understandability, itialability, and observability
are all relevant in terms of the system's informatinn-processing and

feedback mechanisms. Innovations interacting with these three aspects

tend to be aLCbpldble because the syslem can easily evaluate their
efficacy. :

Finally, the systems approach atlows us to account for two other-

cotumon findings' pertaining to the acceptance of innovations: (1) The
acceptance of novelties tends to be followed by further changes. and
(2) an innovation is often modified when acceptec (Kushner et al. 1962).
Both, of these findings can be viewed as consequences of the adjustment

process that the system goes through in response to an initial disturbance..

The discussion of "systems analysis has shown that this approdch

_-enables us to explain a large aniount of change literature, including both
holistic theories and micro findings. In concluding the discussion of this
- theoretical model, we must considz: i implications " for education

-programs and for-dpplied change efforts. .

Because information is essential to the operation of a. system.v

education, formal and nonformal, makes perhaps its greatest contribu-

tion to the system through its ability to provide such information. Walter

Buckley has written, ‘‘The sociocultural system is to be viewed as a set
of elements linked almost entirely by way of the intercommunication

of information” (1967:82). Information is also the key aspect of feedback
mechanisms. Education programs, then, acting -as dispersers. and

‘processors of information, can link components within and between
systems- as well as provide the messages necessary for the system to
evaluate and aajust its activities to insure maintenance. If, as R. C.

Young suggests, development itself may be defined “‘as a nation's -

“overall ability to process information” (1968:364), then educational

programs can be viewed as having a key role in the modernization .
‘sequence. This reasoning is supported through research conducted by
Joseph Farrell (1970). Using a large body of data pertaining to Latin
*America in 1950. and 1960, he determines that educational structural =

differentiation—the estatiishment of more specialized and autoncmous
educational units—is highly associated with a society:s information-
processing capacity in both the polmcal and economic sectors. He
concludes from his evidence that to establisk a highly differentiated

" educational system i~ to establish an effective set of communication
links, and hence ‘‘educational structural ditferentiation can indeed be

fo
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said to be an exceedingly important dimension of educational systems
in developing nations”. (p. 70). Farrell's work indicates that planners

“must be concerned with not onlv an educational system'’s size but also

its- structure. They. must consider the diversity of the information that

it transmits. Presumably, the utilization of nonformal programs will

augment that diversily and, by so doing, contribute to devdopment

In addition to contributing to a society’'s information- pmceSSmg .
capacity, ‘education can be seen as relating to the processes of societal
differentiation and integration. Educational programs.represent both a
product and facilitator of differentiation. They are a product in that
their origins lie with the separation of socialization from the exclusive -
domain of the family. They. are a facilitator in that they can contribute
to further differentiation by providing the skills necessary to sustain
increasingly specialized cocial units. ‘Formal and nonformal educativ.t’s
role in the integration process is sven more dpparent. Through their
capacity to transmit common knowledge, values, and experiences, they -
can help bring together elements both. within and between systems. This

.ability is particularly important in developing countries because they

ar: often plural or segmented, characterized by two or more distinct
systems. Joseph Farrell writes in this regard: “The school is a broker
institution. Not only does the school itself szrve as a broker, a carrier

. of superordmate culture in snbordinate areas, a socializing agent of the

superordinate culture, but i. turps out into the community individuals

‘'who can form a broker class” (1967 181). In this sense, educational
‘programs do more than merely integrate a system; they also cause a

system to expand its boundarjes. A national education program, for

. instance, can help bring together several independent systems into one

overall network. Nonformal education can.often complement the national”
system by providing information to more isolated locales or population
sectors. Many- observers have noted that education can be especially
useful in integrating .urban and rural areas (Moreira 1960; Nash 1965;

. Foster 1966; Arnove 1973). They reason that schools, since they are

essentially urban institutions, tend to transmit to rural areas urban
knowledge and norms while providing rural graduates with urban
mobiiity opportunities. In other words, education programs can foster
a-flow of messages from city to countrysnde and a flow of people. fromn
countryside to city.

in relating systems andlysls to apphed change, the reader should note

“that this approach does not specify a definite change strategy. It does
serve, however, to explain, _integrate, and confirm many of the
" recommendations appearing in the planned change literature, It in-

dicates, for instance, that nonformal educators should know the client
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cufture, buxld on collective dissatisfaction, and introduce changes which
are compatible with existing realities. According to Robert Chin (1969:
303-4), the use of systems analysis by change :gents has these possibil-

" “ities: (1) diagnosticians can avoid the error of simple «cause-and-effect

thinking; (2) they can justify what is included in observation and
interpretation ahd what is temporarily excluded; (3) they can predict

“what will }}appen if no new or outside force is applied; (4) they are

guided in categorizing what is relatively enduring and. stable. or .
changing, in the situation; f5) they can distinguish between what is
basic' and what is merely symptomatic; (6) they can predict what will.
happen if they leave the events undisturbed and if they intervene; and
(7) they are guided in se'ecting points of intervention. Of course, in the
final analysis, the effective use of this theoretical approach requires that
the system's components and relationships be accurately identified.
While this is no mean task, change efforts, including those involving
both formal and nonformal education programs, must be planned with
a recognition of the interdependent nature of the system of which -they

form a part. Without fostéring multiple interventions in the sociocultural

system to enhance the probabilities’ of achieving desired ends, change
agents and educators are likely to see their programmatic efforts
swamped or overcome by other, more powerful components in the
system. 1 shall return to this thesis in the chapters which follow and

discuss it in'some depth in chapter 7. o \ ‘

~ Summary and Conclusion

Some of the implications of this relatively brief overview of a sample

of the literature ou social change for nonformal education can now be

summarized. Alternative conceptions of education, especially nonformal
education programs, have the advantage of not being tied to an over-
arching bureaucratic structure, Although such flexibility augurs well for
adapting programs to particitlar populations and locales, it does not
mean that such programs can be fostered in a sociocultural vacuum.
Instead. out-of-school education because it ‘atks much of the legitimacy
associated with formal schools, must be especxally well planned in light

“of such sociocultural constraints. Both the systems and behavioral
~ theories support such a proposition. The difficulty lies in discévering

and analyzing either the components of the social system, both e¢xogenous
and endogenous, or the environmental contingencies which impinge

upon a population’s behavior. Because nonformal education programs’
- are less concerned with the transmission of information and skills for

certificates and dlplomas and mote concerned with the transmission
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~and utilization of information and skills for dltcrmb the environment,
i the-importance of the larger context within which the program exists
;. takes on added dimensions. In effect, program planners must often be
/; as concerned with the economic, political, social, and ecological context
// within which the program exists -as they are with the more traditional
/ schoolirg issues centering on pedagogy. ‘ »
/ A second major 1mphcatton of the social change literature concerns
! the importance of understanding the nature of the client population.
/ .« Because ‘nonformal educators generally desire that the experiences
received in such programs transfer to the real world of the clicnts and
-are readily apnllcable to their environmmeunt, it is clear that one miust
beégin by .assessing their perceptions of their needs. Both the psycho-
dynamic and behavioral theories clearly place an- emphasis on the
importance of identifying such deprivations or felt needs. The program-
- matic response to such state variables is either to provide the fulfillment -
»  of such needs or to alter these variables through behavioral reinforcement
techniques.

A third implication of these macro theories lies with the nature of the
-educational process itself. The literature reviewed, suggests that social

- change is a two-way process involving primarily horizontal rather than
vertical mterpersonal relationships. Thus, the involvement of the clients
in their own learning, with a maximization of voluntary control over, and
voluntary involvement in, their learning activities is essential. The
communications theorists are rather clear that even when programs
involve the use of more technologically advanced media, clients must

‘ receive consxdelatton in the planning and prod iction of what they see '
2 and hear. :

“A fourth implication -of "this llteratute suggests that nonformal
education programs for social change must go beyond the traditional
processes associated with teaching and learning in schools. Seldom, for
example, is it clear that schools are concerned with the transfer of what
is acquired by students inside school to its apphcatxon in the wider

- environment. Likewise, the facts that students are a captive audience °
of schools, that schools stress grades and diplomas rather than new
‘skills and behaviors, and that the classroom teacher is held out as the
final institutional authority in matters of what curricula are to ‘be taught,
are not typical of the kinds of characteristics which nonformal programs
are likely to adopt. Instead, nonformal educators will borrow certain
principles of teaching and learning from the traditional schooling
process as ‘they can be applied to improving the quality of life for their

. clients.

Finally, the social chanae literature pomts to the 1nportanc¢ of
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incentives for altering behavior. The systems, psychedynamic, and
~behavioral theorists support the notion that rewards, whcther they are
conceived as, among other possibilities, the resolution "of conflict,
positive feedback, the satisiaction of felt needs, or a decrease in the
state of 'deprivation, are important for changing both internal states and

" other forms of behavior. It is also apparent that such rewards are often

not an integrat part of the educational program. In other words, whether
we are referring to formal or nonformal education, such programs are
conceived as process variables ‘rather than output varia®les. Thus the

effects of educational activities and, therefore, the incentives for learning -

have to be ascertained in the context of the learner’s environtnent where
he, for example, alters production to increase yields, invests in new
seeds or fertilizers, or competes with others for wage-earning status.
If the learner is able to see the connection between the educational
" program and ‘i€ achievement of an expected outcome, it can be

sssunted that the value of the education experience will become appar-_ ‘

ent. A idrge proportion of the rewards in the context of national
development, therzfore, will emanate from individuals and institutions
which form part of the wider system but generally are exog"nous to the
-educational program. :

The following four chapters review past and pr%ellt examples of
nonformal education and micro social change programs in .Latin"
America. These examples are grouped into separate topic areas by.,

chapter: nonformal' adaptations of schools, adult literacy and basic
" education, educational extension and community organization*programs, "

and community and integrated development. On the basis, of the
principles summarized above from the ‘previous discussion  of social
change thearies, the descrtptton of actual nuntuimal education programs

® in these chapters is intended to provide. insight into the predominant

strategies employed in tostermg social '-hange programs. As appropriate,
I attempt to assess these activities and efforts by applying the principles |
just outlined. These include relationships with components in the wider
social system, understanding the needs of ‘the client populations, the
involvement of ¢lients in their own learning, the transfer and application
of ,new_Behaviors to the environmnent, and the attention to mcentlves
both mternal and external to-the program., S i
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This chapter is devoted to a discussion of the role of schools in the -

context of nonformal education with emphasis on the use of schools as
centers both oi community involvement and community action \z\md of
technical-vocational training programs. The first section outlmés th‘}e

-raditional schooling model in Latin America leading to the extensmn of
- schooling to rural areas through the Mexican cultural mrssmns and the

Bolivian community-based program at Huarizata. Other proarams for
which these two became precursors are then described and a discussion
of family schools.and current nonformal education efforts of a sample of
Latin Americén ministries of education follows. The second section looks
at tet.hmcal vocational training with some attention to the SENAI model
in Brazil, Cuba’s efforts, and two programs for poor urban youngsters
in Colombia and Ecuador. Throughout the chapter it is argued that

there exist few recent innovations it the application of nonformal -

alternatives in formal education and those that do exist often, fall under
the diréction and criteria of formal schools. Furthermore it is pointed

‘out that although some efforts are directed at community action efforts,
‘hese are not well developed and the reliance is principally on a man- -

oriented approach to social change. The primary’ problemss appear,

" therefore, to be a lack of programmatic coordination of education with

other social service agencies as a component in broader programs and

" the lack of artrculatlon between educatron and the world of work

The Schooling ’I‘Jradltmn

As 1s the case among nations that have experrenced~co|omal status,
much of Latin Amerlcan educational development has been ‘dependent’
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upon patterns which were either imposed or borrowed from outside the
region itself. "Although formal schooling existed at the time of the
conquest among the more complex indigenous societies in Latin America,
su-n institutions were replaced by the carriers of the- faith and the
soskers” . old from the Iberian peninsula. As Spain became a leader
in teaching and learning during her Golden Age (fifteenth to seventeenth
centuries), schools and scholars multiplied, and the motivaticn for the

" perpetuation of humanism in the Greco-Roman tradition, the education

of an elite, and the sprezd of Catholicism flourished. In the New World,
the prime transmlttt.rs ‘of education were the Spamsh priests, especially

" the Jesuits. who were charged with the building of schools, the training

of teachers, and the education of the populace for correct moral and

~ethical conduct. Such religious and rhetorical education was alien to

the masses as it was designed to prepare_ priests and serve the upper
-classes. The contributions of the conguis: “ores through the eighteenth

“century and until the era of independence wicluded Iberian educational

institutions, the addition of the Spanish and Portuguese languages, the

- Latin culture and value system, and Catholicism. Thus; the “initial

intrusion into the New Worid established the basic patterns of education
as well as political, economic, and social institutions and practices.

Latin American independence following-the French invasion into
Spain and Portugal found all countries except Brazil with pdlitical,
organizational, and economic problems which overshadowed the -develop-
ment of educational systems, This period (1821-1910), often referred to
as the era of the dictators, was marked by the fear of enlightening the
masses through education, by the sending of children of elite families to

\._\ France or Sp'\inﬁto be educated, and by the continuation of an industrial
% and technolognml lag as many of the countncs assumed an economic

‘role as exporters of raw materials - to the United States and Britain, -
‘Although several countries, among them Mexico, Argentina, Chile, and
Cuba began public educstional programs during the ninetcenth century,
it was rot until the early years of the twentieth ¢ century that substantial -
development of schooling occurred.

‘I‘he major influence on Latin American education in the mnen enth

' cer{tury came from France. As a result, most educztional systerns bec

became more hlghly centralized with. strong emphasis placed on an
acaderrnc curriculum of an encyclopedic nature geared toward the study
of Europe rather than the New World. Building on the French infiuence

- and tl\xrmng tovard the United States, most countries had taken control
.of their educational sy: ‘tems from the Church and had legislated into

exnstence a system of pr. vfxary education by the turn of the century.
As a| result, in pagt, of the Mexican Revolutxon of 1910, -foreign

; : \.

/_,
AN
~N
[RNrn
/
i



O

ERIC

Aruitoxt provided by Eic:

72 ' Nonformal Alternatives in Forrmal Education

models of education gave way to a more national «unseiousness and
introspection conecerning the nature of each country's problems. One of
the educational innovations which emerged during the ensuing decade
was directed toward the role of the school as a center of community
promotion activities. As George Sanchez indicates. however. such efforts
were not without preeedent in Latin America. In the following comments
he describes. the first school in the New World established at Texcoco
in the vear 1523 by Fray Pedro de Gante:

o

It is characteristic of the efforts of the educational pioneers of this period that
they practiced the theory. that. in order to teach. the teacher must first be a
disciple of ‘his pupils.- Fray Pedro and his coinpanions’ learned the Auztec
language. They studied Indian customs and established cordial and friendly
relationships with the Indian nobles as well as wit the masses. Instruction in
this first school was carried on in Spanish and in the Indian (Azlec) language.
Fray Pedro made every effort to refate his teachings to the natiral life of his
students. Through physical aclivities. through music and grocessions. by the use
of pictorial ilustrations and hieroglyphies, and through the medium of théir
own language, this far-seeing educator made the school as natral as possible
for the Indians arrd made it truly a school of action and a school of the people. In
1526, Fray Pedro transterred his centre of operations from Texcoco to the City
of Mexico proper. There he established the great Ind*an school of San Jose in
connection with the convent:of San Francisco. There he gathered more than
1,000 Indian children to instruct them in arts and crafts, in music, in reading,
and in myriad activities. There. two hundred years before Pestalozzi, three
hundred years before Froebel, and aimost four hundred years before John Dewey.
he had an activity school, a school based on current life. [1936:37]

. Even _though there apparently existed. educational innovators like
Fray Pedro among the Spanish priests and even though somie of the early
instruction of Indian children utilized music, pantomime, and the arts,
such models were isolated exceptions to general practices. Instead,
schools were Almost exclusively devet: to urban dwellers who were
characterized by both the financial means and the values which made
schovling feasible -and necessary. Until the twentieth century, schools
offered little to the nonelite child in terms of practical subject matter

of relevance to his present and future standing and. activity in society. -

Few, if any, rural schools existed during this period and thoss which
did exist were no-different curricularly or pedagogically from those which
urban youngsters attended. ' : !

&

i Lxtension of 'Education: Schools for Community i
. Action'and Community Involv'ément _ »

i N X O .
Perhaps the earliest public program_of community-based schooling,
known as the cultural missions program, was initiated in Mexico,in the

’ 8D
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early 1920s. It was begun as a result of the problems encountered by

~ primary school teachers working in federally operated schools in he

rural areas. Prior to the program’s iuitiation, supervising teachers,
known as mi¢ :onaries, had the task of visiting rural primary teachers
in order to assist them in carrying out .their instructional duties. In
1922 these supervisors met and decided that each rural schooi had to
have -arable land as agriculture was the essential base of 'the rural
dweller. This notion led to the first cultural mission team in 1923--
composed of an instructor in soapmaking, a tanner, two agriculturalists,
a carpenter, and a2 homemaking teacher—who went from Mexico City

. to Zacualitpan in the State of Hidalgo. In the early years the cultural

missions were basically traveling normal schools as they assisted rural
teachers and augmented the rural curriculum, Later, they would spend
up to three years in a region or community assisting with the: construc-
tion of schools and in promoting community activities. By 1926 there

“were six. missions in operatien, by 1935 there were eighteen missions

in contact with some four thousand rural teachers, and by 1943 there
were thirty-four missions (Segura 1945).

Inthe late 1920s and 1930s, the missions were often criticized for not
remaining in a locality long enough and during the 1930s, for spreading
communist propaginda. They were discontinued for three years from

11938 to 1942 for these and for administrative reasons, By 1943 the

missions. were stationary and remained in a coinmunity {rom one to
three years, About one-half of them worked with Indian populations.
The .teams consisted of a director, social worker, nurse and midwife,
an agriculturalist, a construction specialist, two individuals in the trades

and industries, a mechanic and film projector operator, a music teacher,

and a recreation specialist (Ruiz 1958; Whetten 1948). Their objecth
included raising the rural population's standard of living, improving
local educational institutions, improving occupational skills, introducing

.. new crops and increasing the number of domestic animals, improving
-public” health’ through nutrition education, increasing recreational
. opportunities, eliminating undesirable foreign infiuen es, and encour-

aging the formation of cooperatives ‘and self-help community action
programs, Inlorder to increase the likelihood that the work initiated by
the mission would Contmue after its departure, attempts were made to
organize and work tflrough commumty ‘committees, teams, and groups
(Segura 1945). ‘ :

Nathan Whetten k1948) was studying rural communities in Mexico

at this time and notcs ‘that the missions had problems recruiting “trained
personnel who were willing to work for low wages in the rural area. He

‘ also suggests *hat there was seldom enough time to accomplssh all that

N . . 86..
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was intended.® The missions would often enter a commumty and be
viewed initially with some suspicion not only by the members of the
community but by the local parish priests. Mission teams would generally
overcome such resistance through music and recreation programs and
would soon be organizing community committees for the discussion of
the problems present. The work was long, tedious, and complex,
however, and net all of the missions were able to achieve the team
members’ goals. .

Whetten describes, for example, a project of one mission in 1944 at
the community of San Pablo del Norte near the City of Puebla. The
intent of the mission was to organize all the tortilii makers in the
community into a large cooperative. Mills- were to be purchased co-
operatively for grinding corn, machincs could be secured to maoke
tortillas mechanically, a station wagon would serve to haul the tortillas
to Puebla and bring back corn, and stands for selling the tortillas were
to be erected in order to sell them in Puebla. The situation up to the

-time _he mission began its project saw up to fifteen hundred women
from San Pablo and adjoining villages carrving' corn daily to one of the -
- fifteen or twenty small mills and then returning home to prepare the

tortillas. The women would then walk or take a bus six miles to Puebla
with twenty-five to fifty pounds of tortillus and sell them in the market.

tortillas. Whetten describes the long range goal of -the project and the
results: . \

. This scheme would obviate the nccessity for all the fi'teen hundred women to

make the trip and sell the procuct individually. The lirector of the mission talked
the proposition over with respons.blc state authorities, who, in turn, advised

him to consult tne cacique, since such a scheme might interferc with % iatter's -

established business. Vested interests prevented the formation of the cooperative.
The cacique threatened to fight the proposal to the bitter end. It is said that he
has a monopoly on transportation and owns the buses which run between San
Pablo and Puebla and which now carry vull loads. He charges-a fee .for each

person and each basket each way. Obviously. any proposal to substitute other

forms of transportatlon or even to curtail the number of passengers would
seriously interfere with his business, The owners of the corn grinders also

" objected strenudusly. since their grinding fees would be curtsiled: the City o
Puebla objected because. instead off collecting marketing fees from fifteefy _

hundred people, they would be able to collect from only a limited number. Eve
he consuiners qbjected that machine-made tortillas might not taste so good as
and made anes. [1948:445-46] .

{

Alth sugh Whetten suggests that the missions were doing sxgmflcant
work during this period; the example above provides some insight into
the problems encountered when the transmission of information” and

¢

- Each would have to pay a small fee for the privilege of selling her .
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skills along with comimunity organization efforts are UsLd as the major
mears for responding to basically social structural issues. Robert
Redfield (1950), also studying a rural community in Mexico during this

_period, tends to support this observation. Redfield had originally studied

the Community of Chan Kom in 1933. He returned in 1948 and learned
that a cultural mission team of ten individuals had been in the com-
munity for a year and a half in 1944 and 1945. He found that relatively
little remained of their work. In Redfield's words:

The two leatherworkers, already mentioned, continue the practical art they
learned from the mission, as do, although more rarely, the youth who learned
carpentry and the girls who learned how to give hypodermic injections. The
people’s knowledge of musical instruments was consxderably extended, and
several men, as reported in foregoing pages, learned how to dig wells. But not

‘one of the little raised stoves of lime cement which the mission taught the people

to build is now in use, nor have any of the’privies built been kept in repair. In
the less practleal more purely expressive arts, thé enduring accomplishments
of the miscion ar: almost nil. [1950:146-47]

Evea though thé culviral missions in Mexico were initiated around
problems associated with rural schooling, evolving in later.years as -
community action programs, there is litcle evidence to suggest that
members of communities were actual decision makers in these activities,
that wider structural constraints were ever analyzed, or that the need
for inceniives for behavioral change were recognized. Nevertheless, the
missions were bold efforts io use the school as a cénter for soiial change,
and as a consequence the impact of the missions. as an educational and
community development model was far reaching in Latin America:
Although I discuss community development programs in a subsequent
chapter, it is perhaps worthwhile now to mention some of the educational
programs which used the missions as a model. '

Even though Costa Ric.: appavently had robile schools or escuelas

ambulantes for rural children as early as 1914 (Furbay 1946) und other
countries began such schools later om, the cultural missions model

elaborated conslderably on the station wagon or-truck that would travel
from community to community carrying educational messages, often by
loudspeaker. to isolafed areas. By 1936 in Cuba, for example, rural civic

_ schools! were organized throughout the country. “These schools were
" expected to abolish illiteracy and improve the conditions of life for
‘farmers by helpmg them modernize agricultural methods. Where per-
‘manent schools” wer not established, traveling schools were begun. By

1939 there were forty educational missions. each serving thirty to fifty

_rural schools. Each mission had a staff of eight inciuding an expert s
' pedagogy. a veterinarian, a dentist, and apccmhsts in fdrmmg, mdustnalr

PO
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/
trades, homemaking, and hygiene. The ‘missionaries” went from school
to -school siaying for a one-week period. Also in Cuba, under the

* Ministry of Agriculture, courses were oftered in agriculture and home

econoniics by correspondence, radio, and escuelas ambulantes (Turo-
sienski 1943). By the 1940s Peru had traveling schools combined with a
mission’s program to complement public schools. Teams were consti-
tuted by specialists as in Mexico dnd Cuba and the group employed
bilingual education techniques as it traveled to communities announcing
its arrival with a radio and a loudspeaker attached to its station wagon
- (Ebaugh 1946). The . tr"avelmg school was complemented by traveling -
libraries and musicians in Chile (Ebaugh 1945; Hall and Stanton 1941)

and Colombia (Furbay 1946; Samper-Ortega 1939) and by cultural-

. missions in Venezuela (Goetz 1947), Guatemala (Benjamin 1952), Costa

Rica (Furbay 1946; Alers- Montalvo 1953), and sometime later in Bram' o
(Rios, 1957). :

Some of these programs, like that of Venezuela, were $o small, relying

“on two or three vehicles and teams, that they were more uscful as

visible public relations efforts for politicians than they were as actual
educational efforts for rural populations. Although the cultural missions
were thus copied by other Latin American nations as a model. for
reaching rural populations, they were seldom carried out with the
same motivation and intert as in Mexico. ‘

Parallel to the efforts of the missions and the mobile schools were the
U.S.-influericed farm schools where a small plot of land was used by
the students to grow crops and gain some limited agricultural experiences
supposedly relevant to life as it was lived by the rural children. In Cuba, -
for example, farm schools were introduced in 1914 and were required
to have a field devoted to agricultural experiments which the children
would cultivate themselves (Turosienski 1943). In 1918 “osta Rica had
a similar program (Furbay 1946), and other countries followed latér.”
It was also popular to initiate boarding schools built around a piece of
land. This was the case in Chile (Ebaugh 1945), Peru (Ebaugh 1946),
and Cuba (Turosienski 1943) in the 1930s and 1940s. In Cuba, for

" example, there existed such schools in each of the six grovinces. Known

as chiidr¢n's colonies (Patronato Nacional Ge Colonius ‘Infantiles) each
primary chool was designed to accommodate up to 100 children for
three mgnths and included the regiilar urban currlculum in addition to
nature s{udy, farming. and manual training (Turosicuski 1243). These |
l =.red to awaken
v ;ational, especially farming, interests among ciiloren .and their
parents and to promote community action:- The hie was to extend
education while demonstrating the 1mportance of agrlculture and ‘the
rural area-to the natlon as a whole.

39
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One community school, and perhaps the best known during this
petiod, was founded in 1531 on a desolate Bolivian plateau known as
Huarizata. Although the school was initiated by an outsider, Elizardo
Pérez, as a way to instill educational interests in Indian adults ang
children and to provide practical skills as weil as to vvercome Indian

‘suspicions of the “white man," it soon functioned as a community

school, Péraz began to build the school himself and was soon joined by
four or five adults f¥»n the community. Indian committees were
established based on the model of organization and administration of
communal property used by the Indians.-The land around the school
was used for cultivation, and instruction was carried out bilingually.
The school was of the boarding type for both boys and girls aged seven -
to fifteen years (De Lozada 1939;, By 1936 the government establiz.ed
sixteen other schools based on the Huarizata model which by then was
referred to as a nuclear school vr nycleo escolar campesino. The nucleo
was usually a primary school of several grades and was surrounded by
sectional or one-grade schools which fed into the nucleo. These sectional
or unitary schools depended on the staff of the nucleo for instructional

‘and curricular.‘guidance as well as for administrative assistance. The

schools were practical in orientation with carpentry, sewing, masonry,

And mechanics forming part of the curriculum. Students normally would

. spend half of their time in classrooms and the other half in workshops.

Parents were often involved in at least some of the decisions affecting
the school's operation (Velasco 1940). - v

In 1944, several educators from the United States entered" Bolivia as
part of the Servicio Ccoperativo Interamericano de Educacion (Inter-
American Cooperative Service of Education) and assisted with the design
of a didactic guide for Andean rural schools (Baum' 1963). The nuclear
Huazrizata-type schools were used to train teachers and the idea of the

- nuclear. school was spread to several other Latin American countries

(Flughes 1946; Hart 1957). Thus, the nuclear schools which began from
the Huatizata community model were diffused throughout Latin
Amnerica, almost exclusively by North American educators like Tom Hart
and Ernie Maes, originally members of the Servicio Cooperativo in
Bolivia. Today, one can find nuclear or central schools tl-lat are linked
administratively to smaller v.aitary schools in, for edample, Peru,
Ecuador, Gua_t?:mglii‘ Colombia, and Venezuela, countrigs where hese
and other North American educators worked in educatipnal assistance

" efforts. These nucleds, ho.vever, are seldom of the comgnunity involve-
- ment type. Instead, they .are intended as primarily| administrative

mechanisms flnd points of diffusion to the snfaller @injtary schools to-
which they relate. A recent evaluative study of nucleo-type normal

~ schools in thiee zones near Cochabamba in Bolivia tends to support

o 90
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this point. Results suggest that such schools ure copies of urban schools
in their curriculum and structure, are superficially related to the rural
area and to community problems, and are not tied to other rural schools
(Alegria et al. 1973). Even though the nuclear schools flourished in
several countries during the period of residence of the North American
advisors, they soon feil into disuse after the advisors' departure and are
now dying a slow death in Venezuela and Guatemala. Although a new
form of nucleos is being instituted in Peru, Colombia, and Ecuador and -
is discussed later, the old nucleos initiated by the North Americans in
Peru have been eliminated (Paulston 1970).

Agyother community-school program of some importance in Latin
America, this one directed more to community involvement than to
community action, was initiated in Brazil in the early 1940s. Unrelated
to either the cultural missions or. the nucleos, the Campanha Nacional
de Escolas da Comunidade (CNEC) was begun in 1943 by a group of
university students in Recife. The program operates only at the second-
ary level. A school iy developed by the local commuuity after a minimum
of 100 local residents petition to the regional or national office of CNEC.
The community then assumes formai responsibility for operating the

school. Although some financial. support is derived from CNEC's .

regional and national offices, the community, through small monthly
donations, mobilizes the majority of the- funos needed. By 1970, CNEC
operated classes with 14,000 teachers in 1,224 schools for 281.000
students. Most of the schools belonged tothe CNEC network (USAID
1972). A recent set of case studies of a small sample of these CNEC
schools by Verhine (1975, found their governance to be characterized
ty limited community participation and a gxedt disparity among the
schools in both the availability of, funding and in overall quality. Appar.

ently, the CNEC schools are constrained by a standard Ministry of
. Education curriculum which has limited thur flexibility in adapting

to the needs of individual communities. '

‘A modified school community program, probably the Iargest and most
widespread of its type in Latin America- was_initiated by the Catholic
Church in Venezuela in the mid- 1950s. Known as Fe y “Alegria (Faith
and Happiness), it is & iay, nonprofit school system operated under the

i auspices of the Catholic Ghurch and currently fuuna in Peru, Bohvxa

?

"An extremely short-lived con|munity-school program existed in Peru in the late 1960s.
The project, known as CRECER (Campada para la reforma eficaz de las comunidades

‘escolare\ de la Repdblica), wasl initiated with AID.support in 1967 to train teachews to

aprly social science methodologles to community study and communlty dcvelopmem

* (Paulston 1970), 3 _ (
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€l Salvador, Panamz, Ecuador. and Colombia. By 1965, Fe y Alegria

. in Venezueliwhere it is most developed, had forty-nine primary, five
secondary, avd two normal schools located in Caracas an interios towns

and ev~o:d some twenty-five thousand youngsters (Hall 1903). Each

" school 1. . surve ds a community center in order to bring a minimum of

education, Christian morals, and health eare to poor urban dwellers.
Catholic nuns and brothers from several ditferent refigious orders, alorg
with lay teachers, are normally found to assume teaching duties and
each is to work under a lay board in the respective-cities. Funds are
raised either through the selling of tickets for the raffling of prizes
through lotteries or through donations from national and international

agencies. Parents who can afford to make'a token payment for their

children’s school attendance are asked to do so. Although the formal
schooling aspect of the Fe y Alegria movement as well as the potential

‘invOlvement of the parents in the program is clear, the community

development component appears to vary according to the national
leadership. In Colombia, for example, -there appears to be relatively

" little done in this area whereas in Panama the program works extensively
"in such areas as cooperatives, community development, and community

theater.

y

RECENT ADAPTATIONS AND EXTENSIONS

OF FORMAL EDUCATION

~ Private schools, —Among the most recent school-comnitinity proglams
in existence in Latin America which offer some potentiai for creating
a generahmble model for community involvement are those located in
Argentina and Brazil. Known as family schools, they are "based on a
French model and have been used extensively in Africa. In Argentina,
the program has operated since 1970 in the Northern section around
the city of Reconquista. Each EFA or éscuela familiar agricola. has &
team of four or five monitors who work with a council of local parents
and the students in operating the school. The schools are first-cycle
secondary schools (three vears), where twenty to thirty male and female
students. attend one week, live in and do all the upkceep with the

‘ c‘:cepnon of cook'ng, and then return to their homes for two weeks.

Thus. the school can.be used for a!l grades on a rotating baSlS (i.e.. week
one, first grade; \\Lek two,, second arade week three, third gladc
week four, first grade; and so on). Economically, this rotating system

is potentmlly cheaper as fewer dornfltoms classrooms, and so on are

needed At the same time, howeverl instructional costs are not neces-
anly reduced as a result of the apparent need to hdve tour or five
monitors at each school (APEFA 1974)

- 92
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The EFA schools were began by individuals from the area with the
assistance of Jean Charpentier, a French educator and former Minister
of Agriculture in France. The schools were thought to be necessary, in
part, as-a result of generation-gap type communication protirzms
amorg adult farmers and their children. By involving parents in. he
educational process ‘of their children 1t was felt that some of these
problems could be overcome, The curriculum, as the icadership points
out, is based on questions not answers; there exists an aversion to the
encyclopedic teaching-learning process of traditional schools. There is
also- a belief that life outs.de schools is more important than inside
schocls and that the family must be central to and responsible for the
school (Charpentier 1968). The curriculum is organized around six areas
including applied science, consciousness raising, social science, physical
and natural science, and communication. The model, n:oving from the
concrete to the abstract and back to the concrete, involves action,
reflection, generalization, and action. The sixth arez of the curricuium
is.known as the plan de bisqueda or independent study. Students have
a list of questions for which, while at home for two weeks, they must
find answers. The questions are generally based on themes from one
of the five curricular areas:and may be suggested by students, teachers,
or parents. The questions. designed to cncourage students to seek
assivtance fromn their parents, generally begin with personal and family
issues and then move to those of the community, nation, and the world.

The area within.which all but two of the twelve schools operated by
APEFA exist is mhabncd by about 95 percent third- and fourth-
generation Italians from the area of Friuli, [taly. Additionally, approx-
imately 95 percent of the population are members of cooperatives.
These two factors, ethnicity and community organization, are helpful
in explaining the apparent success of the APEFA program. Since each
community must request the establishment of a school, as with CNEC
in Brazil, the ethnic and community organization characteristics mean
that there exists not only a history of common values and language but
also a community infrastructure where people are accustomed to col-
laborating for the achievement of commor goals. Whether these
demographic tactors or simply the philosophy and operation of the EFAs
e\;blains the program’s success is now being tested as the jast two schools
initiated exist outside of this ethnic enclave and are among’a poorer
criollo population

Once a community secures a school. it automatically "joins "the
federation of APEFA which trains the teachers and supplies technical
assistance to the teachers and communities that operate the schools.

. Each.of the parents’ organizations associated with an EFA is represented

o .
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in the Federation. The Federation is currently faced with several issues

with regard to the program. The first may & fermed political, as there
exist pressures fromn educators at the pationai and regional levels which

‘work against the innovativemess and iflexibility fonnd in EFAs. These

pressures are related, in part, to the government’s recent recognition

.of EFA gra:juates as having completed the equivalent uf a junior high
"schioot ed:cation. The concern is that such a recognition by the govern-
ment will bring interference with APEFFA’s philosophy,- methods, and -

goals. The second issue, an economic one, involves a searcity of resources
as participating families are often unable to assist to any great extent
in the financial operation of the schools. Finally, there exists a problem
with finding competent teachers and training them to stay ahead of the
parents in terms of flexibility and an openncss to new ideas and
directions. Evei: with these problems, however, the EFAs have been

successful in keeping youngsters interested and active in rural life. A,

recent follow-up study found that of the 177 graduates of EFAs-thus

far, 127 are working in agriculture in the immediate area whereus the

rest continue studying or working in allied fields. .

The family school movement in Brazil is similar to that of Argentina.
Known as MEPES (Movimento de Educacao Promocisnal do Espirito
Santo). it was begun as part of a wider community development program
in 1968. Although the cnrriculum is organized into only three arcas and
based primarily on agriculture, the same philosophic tenets and
independent-study-oriented alternating curriculum are present. The
emphasis on community development and augmenting agricultural
productivity appears to be greater in the Brazilian program than in that

of Argentina and is likely to be explained through the program’s initial

community activities. As in the case of APEFA in Argentina, the
communities where MEPES operates are about 80 percent inhabited
by individuals of Italian descent (Centro de Estudos e Acio Social
1970). . v 2 : '
Pub[ic schools.—Ministries of Education, have also demonstrated
renewed interest in recent years' in community-based education. As
mentioned carlier. Colombia, Peru, and Ecuador have begun to em
phasize the nuclear school in development efforts. In Colombia, t
effort is an aspect of the Concentraciones de Desarroilo Rural y
Extensioit. Progresiva de la Escolaridad (Concentrations of Rural Devel-

" opment and. Progressive Extension of Schooling). The program is

apparently intended to extend rural schooling while coordinating at the

~-.local level many of the social services offered the rural campesino: In

assessing the niumbér of insiitutions represented in the rural area which
are attempting to deliver social servi. s, for example, the Minisiry of
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Education reports ‘that eleven government ministries along with num--
erous trade unions, agricultural agencies, state departments of education,

agd nunicipal agencies are involved. Within the national government
alone, the ministry reports that there exist thlrtv suych programs. The’
concentrations of rural development program is dcsxgncu to coordinate

-and integrate these various ageucies at the local community level by

channemg rural services for socioeconomic betterment. Through ‘the
auspices of the Ministry of Edueation, it is hoped that the replication
and uncoordination in rural development efforts car be integrated into
some meaningful whole. The concentrations program also includes the
extension of formal schooling in the rurzl area through the nuclear
school concept. Nucleos are intended to assume leadership and
coordination of a series of cooper atmg sectional schools by oifering
supervision, -in-service teacher training, and the extension ‘of rural
primary schooling to a minimum of fifth grade. Each of the thirty-two
nucleos exi.ting in 1971 was said to have a staff mcludma teachers, an
agriculture expert, a health worker, a home “économics »pecialist, a
technical trades expert, and a literacy worker (Repiblica de Colombia
1971).

The current Peruvian. educational reform is also emphasizing com-
munity education and employing the nucleo ~concept. The process is
designed to be highly participatory with students, parents, and teachers
formin; an educational community designed to provide permanént and

Uhfelong cducation inside and cutside of schoo!s. The community-based

- and an educatlon extensio

nucleo is to be the center of this process (Salazar Bondy 1972). Altheugh
the educational reform taw draws liberally from well known deschooling
arguments concerning the So%lax class bias of the traditional school, is
grounded in both humanism and the world of work, and is supposedly
based on individual progress rather than rigid educational levels, the
total configiiration looks a great deal like a somewhat more flexible yet
hxghly bureaueratic formal school system. One aspect of the refecrm, for
example, includes parallel modes of education existing alongside of the
schooling hierarchy-yet_subject to criteria emanating from the formal
syst :m. “Although the parallel system exists for those youth and adults
who were unable to attend a basic education progfam in the formal
sysqem and is known as ‘‘basic worker education,” it is yet to be imple-
mented op any large scale~ In terms of nonformal educatlonfl the
Peruvian law ‘outlines a national technical/vocational training program
Eprogram for cultural, recreational, and basic

education programs (Boniila 1974).
My first impression of the educational reform in Peru is that it
contains rather clear and innovative philosophic dimensions and goal

@ .
g
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statements. The rhetoric, however, has been wedded to a rather teadi-
tional structure which remains ‘hierarchical involving articulated levels
and grades in a supposedly community-based. decision making format.

‘As can be noted in the prior discussion of nucleos, however, there is

little that can be termed innovative in the nuclev concept in Peru or in
_Latin America. My second impression is that the actual reform is moving
very ‘slowly: in Peru. As one high level cducator who has been active
in the reform since its begmmng, indicated to me in eorly 1975, some
90 percent of the implementation has yet to be manifested. It will. take
several years, thercfore. lu assess whether the Peruvian - reform will

match the radical rhetosw. Much of the educational reform's G\,L;ccess :

will likely depend on the government's programs of iand reform,
worker-managed industries. ard the like. .
-Ecuador's Ministry of Education is also moving toward a nonformal

~ efforg through its Programa de Educacién Extraescolar which was due
‘to begin in 1975. Existing schools will be used as*cultural centers’ with

teachers instructing their regular formal education classes te children

for five hours of the day and’ involved in community development for -
,another two hours. “Other educational, business, and community

agencies are being directed to lend their support to the educational
g¢ffort involving schools as. ceniers of popular culture, community
development, or literacy. As in Peru, Ecuador is directing much ¢ its
nonformal efforts to youth .and adults wiid have not attended. or
attended for only a brief period, a formal schooling program. Again,
the Ecuadorian nonformal program appears to be highly dependent
on the formal system and buils. upon the long tradition of nuclear
schools (Republica de Ecuador 197S). ‘ '

Although the concern here is w'ih community-based education. it

is perhaps worthwhile at this point to briefly point ‘o ihree other non-

formal education efforts by Ministries of Education in Latin America.
In Bolivia, for exampla. the new thrust in ~ ~nformai education has
appérently meant the adoptlon of the rhetoric of_out-of-school and

- lifelong i aducition while continui ng with tradmonall adult education and
‘literacy efforts (Bhola 1975). In Brazil, the sup/euvo is desigried to

supp]ement regular schooling for adolescents and | iadults who have not

, initiated or completed school and for those who segk further schooling

after having achieved™a particular level. As mL eru and Ecuador,
however, the supletivo appears too orient.d towarfd the formal system
and is constrained by the existence of federal angl state examinations
and ~+tificates based on formal schooling criteria( Imeida et al. 1975).
A ingh example comes from Mexico where tl national Congress.

mentmn of nonformal

o
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education. Responsibility rests with the Ministry of Education and
specifically with the Subseeretary of Popular Culture and Extrascholastic

. Education-and includes urban, rural. indigenous, fundamental, audio-

visual. fine arts, popular arts. studies in anthropology and history, and
publications and libraries as program- divisions. Within each of these
divisions are numerous subdivisions. In the case of rural programs. for
example, the cultural missions' <fforty now include 162 teams. as well
as rural development brigades, mobile rural classrooms, and publi¢
reading rooms. Nonformal education in Mexico probably represents.one
of the most extensive out-of-school government effocts in Latin America

“as it is designed not‘only to be complementary and supplementary to
formal schools but also,to function as an alternative. Thus, even though

the Mexican program appears to suffer from a dependehey on the formal
system in some of its efforts, it nevertheless includes progranis which
are clearly independent of the formal schooling. model (Dobson Ingram
1975). ’ : a

DISCUSS!ON“

Although there are other ministries and programs in Latin America

- that have attempted to extend educational activities to rural areas and
" to decentralize the process to the community level (e.g.. Houghton and

Tregear 1969; Wright and Lemus 1973; Asocidcion de Publicaciones
Educativas 1973). the ones mentioned here provide some insight into
the range of alternatives which have existed or currently function in
Latin America. Whereas the majority of these programs, especially those
based on the nuclear concept, use the school as an extension into rural
areas and arc little more than attempts to provide ‘an administrative
structure for coordinating and extending schools and schooling activities,
a few may be termed community based. Programis like those of CNEC,
APEFA. and MEPES ;ictually i'nvolbve to some extent parents, students,
and teachers interacting around the interrelationships of the school and
the community. Less clear in -this regard are the Fe y Alegria and the
new Peruvian nucleos. None of these cdhmunity-lﬁused programs are
self-sustaining financially” however, and it is not clear how strong the
community participation ' actually is. Often only a relatively small
number of community members apparently take the leadership while
the remainder are relatively uninvolved. Where such schools do function
with considerable community participation, the sociceconomic char-
acteristics of the population are of a lpwer-middle-class level or higher -

‘and there exists a tradition of community organization. In addition,
“the presence of Italian immigrant populations seems to be related in
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some cultural ways to the importance of supporting such institutions.
From the discussion, it is clear that only the recent- family school

movement in Argentina and Brazil is new to Latin America. Further-

more, with the exception of Fe y Alegria and CNEC, the remainder -

‘appear to be related historically to the original cultural missions of

Mexico or to the nucleos of Bolivia. The current models have been
changed only slightly from these programs of the 1920s and 1930s, It
is also apparent, however, given the involvement of ‘Ministries of
Education in nonformal education through nueleos and through parallel
modes of education alongside .the formal system, .that there exists an
increased concern for flexibility in the delivery of educational services.

““Granted that such programs remain dependent-on the formal system

and have likely had their greatest impact in terms of increased access to
educativohal programs, they nevertheless indicate a continual move
toward the introduction of some decentralized decision-making processes
and away from the highly rigid French models of the early years of this
century. : . ‘

" Seldom do any of these educational extension and community-based
programs go beyond the man-oriented model of sociocultural change.

« The' assumption guiding such programs is similar to that of the
“development-oriented formal schools in that' the delivery of new infor--
~ mation, attitirdes, and skills is expected to increase the human resource

capacity of a _pértiéular community or region. Although some are moving
in a more ‘holistic direction, such programs generally offer only the

‘incentive of educational participation in terms of altering behavior. Thus®

even though many attend to community development ‘activities, none
that 1 was able to find are forcefully attempting tol-‘deal/,-‘with. the
political or economic structure in terms of employment or decision
making in the wider environment.” Whereas programs like the cultural
missions APEFA and MEPES come closest in this regard, they do not
appear to coordinate their programs with.other social service agencies

‘nor with the world of work except as a secondar){,-dimension"‘ofo their

efforts. In Colombia, the Ministry of Education is apparently attempting -
to coordinate rural social service delivery and in Peru 't}}e rhetoric
suggests that work and education will take on a viable partnership. But
neither program" has done these things and T personally doubt whether
any primarily education program has the political and economic
legitimacy to take the leadership in an education’.and social change

relationship through the coordination of other social services. As will

become apparent in subsequent chapters, educational programs are
more likely to be successful in a supportive rather than in a leadership
role with other agencies. : :
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Schools and Technical/Vocational Trammg

In addition to the community-based educat models, schools in
Latin America have long been employed as trai:-  centers for technical
and vocational skils. Although numcrous typ.  f trade, artisan, and

/
technical schools date back to the Larly davs o1 the Spanish conquest,

. it was not unm the carly years of the twentieth century that they began

to multiply i in/ the pubhc sector. In Url/lguay. for example, there existed
a Superior Councxl for Industrial Edycation as early as 1916. Under its
leadership there were nineteen schO(/)ls functioning in crafts: and trades

~by 1932, Boys from fourteen to scv«:ntecn years of age who were not

receiving other forms of educatlon were supposedly obliged to attend
during the day or evening for a, minimum of nine hours per week.
Agrlcultural schoels were also (,stabhshnd in' Jruguay and employed

- as a nucleus for agriculturad cooperatlve societies (Pan American Union

1933). By the 1940s mos¢ countries had such vocational, agricultural,

-and trade schools. In Colombia, for example, there were 26 vocational/

agricultural schools, 142" conllmercml schools, and 14 industrial trade
schools (Furbay 1946) o '

Probably the most lnnovatlve techmcal/vocatlonal institutiog to
emerge in Latin Amenca in/ the* 1940s, and one which has been emplo)ed
as a.mode! in several countrles of the region, was initiated in Braul in
1942. The institution 1S/know as SENAI (National Apprentlceshlp
Service of Industrial Trdmmg) and involves the collaboration of mdustry
and government in the Araining of the industrial labor force. The i ea

- for such a program apparently began in 1937 as the natlonal governmex
1

found itself short of funds in terms of expanding the national education
system. As a result of this restrictive budgetary situation, the consututxon

" of 1937 includes the followmg statement concerning the role of mdustry

in education: “It is' the Duty of Industry and Economic syndicates in \
the sphere of their 'specialties 'to set up apprenticeship schools for their
associates'” (Abréu 1968:219). Because the mdustrlz_lhsts apparently did

- "not agree that it was appropriate for them to become involvéd in

educational programs traditionally ‘administered and. funded by the-
government, aud as there- apparently did not exist any organized
pressures from' the industrial. working-class population for such edu-
cational services, they did not cooperate voluntarily. The subsequent
legislation creating SENAI, however, mandated such cooperation

~ through a tax paid by employers on the total worker payroll. It is .

this aspect of the program, involving the maintenance of the educational

* programs through financial contributions of industrial employers, that
- establishes the'SENAI.efg)rt' as an innovative program in Latin America.
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SENAL is dcsxgncd fo assist industry in training new skilled workers, .
for advanced training of skilled workers and master craftsmen, “for
mn-the-job training of skilled and semiskilled workers and for training
supervisors and technicians (Abreu 1968). In 1971 SENAI was-supported
by a 1 percent tax on the monthly payroll of industrial firms cmploying
more than 100 people. In that year, it was (1) sponsoring thirteen
“industrial colleges; of which six were maintained by private indnstry,
that enrolled 2400 students; (2) offering apprenticeship training for
youth under exghte:en years of age, enrolling 43:000 students m SENAI
schools and about 50,000 on the job; (3) offering skllls training, special-
ization, and upgrading of aduits, enrolling 145,000 | in SENA} bLhOOIS'
and 101,000 on the job; and (’4 workmg with <cxcr}1 mlu_r agencies in
" training, and upgrading industrial Rkllls In 1971,/ SENAI graduated
12,500 apprentices and trained or upgmdud 154,000 adults and 330
technicians (USAID 1972).

On the basis of the SENAI experience, plogmms of a similar nature
have been initiated during the last two “decades in, among other

" countries, Colombia (SENA), Vcnumld (lN( E), Chile (SCT), Peru -

(SENATI), Argentina (CONET) (Pan American Union 1965; Abreu
~ 1968), and most recently in Ecuador (SECAP). Some of these Agenf‘iﬂ(
have expanded fhelr services to include basic education, aprxcultuml
technical assistance, and literacy programs and all vary in terms of the
administrative relationships extant between the government and mdustry
and in the amount and conditions of the tax levied to support the
_program {Paulston 1971; Diaz 1968). In terms of programs for uample,
"SENA in Colombia recently. maugurated a populdr professional
“ preparation’’ program in both rural and urban ‘ateas: of the country.
Mobile units in the rural areas are directed at training individuals for®
" the developmem of community lentcrpnses cooperatives, and entre-
preneurs whereas in the urban areas the program is designed to train
both the unempioyed and undclemployed Also’in the last few years,
some SENAIl-type institutions have colaborated with the armed forces
in their respective countries to train conscripts. Usually affecting some
10 to 25 percent. of the mductebs the ‘programs offer instruction and
" counseling in the last few months of service. Such programs’ are often
supported by AID and each e 1rolls up\ to. four thousand mdlvlduals
(Hall 1970). \ -

An extension of the mdustnal collaboratlon with education model of
SENAI was created in. Brazil in 1946. Known ){5 SENAC, or the N‘monal,
Service of Commercial Trammg, it is subordinate to the National
Confederation of Commerce’in Brazil andis chdral\erued by a financial
- structure slmllar to that of SENAI The training in SENAC is aimed at

o
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the commercial sector of the economy and includes basic subject matter
areas like secretarial and business education, typing, and beautician
training along with more peripheral arcas like coffee tasting. In 1971,
SENAC operated seventy-five schools and centers as well as carried out
programs in conjunction with various government agencies like the
Brazilian armed forces. Some, 92.000 individuals completed programs
. in 1971 (USAID 1972).
~ 'Cuba has perhaps beeri: the site of the most recent mnovatxons of
technical/vocational training programs in Latin America. Within the
fast several years eduu'ltion programs theére have placed a new emphasis
on work and study linked to production (Paulston 1973). These pro-
grams are extensions of the earlier innovations in Cuban education of
the 1960s and include “interest circle’™ programs built around scientific,
technical. and cuitural issues for primary and secondary students; N
worker and farmer improvement courses designed to enable the work
force to complete=primary school at the work site; on-the-job technical 7
training in factories; and “people’s schools” oriented to small craftsmen
Many of these programs emphasize the idea of work and study. adapled
to the worker’s daily schedules. The “school to the countryside™ program .
and the “centeanial youth columns™ program are also. supportive of
these principies. In the school to the countryside program nearly all
secondary school youth move fo the rural area for six to ten weeks per
year and pursue their studies for one-half day and do farm work during -
the other half. Whereas centennial 'youth columns programs are pri-
"marily designed to increase productive workomma-pa amilitary production
line bdsis many 5outh have als(bem ablc to/rcomplele vocatioml

P

(Glllctte 1972). T
- The Cuban programs use primarily moral md social incentives such
" as personal satisfaction and community betterment to encourage and
foster participation in these educatjon and work programs (Gillette
1972). but-the” majority of the technical/vocational programs in Latin
America, primarily because of a lack of a strong ideological base equal
_~t6 that in Cuba, must ,’xeh on more traditional socioeconomic incentives.
The major source of such incentives is jobs. As McGinn comments. little
value can be attached to training per sc until opportunities exist for /
the application of what is learned. **Men cannot be contributing
members of the economy until there are jobs for them to fill. For these
‘and other reasons educational programs in urban Latin America will
have little impact until structural changes are made in the societies that
the <chools and training institutions are supposed to serve” (1971:60). o
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/ .
The SENAL apprenticeship modei appears to provide one viable
relationship between education and job placement in Latin America.

. By paying the apprentice while he'is learning his trade, industry channels

him into a particular position through a combination of ctassroom and

on-the-job experience. Programs which do not have such a relationship.

with employers often find that irrespective of how good the training
experience, graduates in many countries seldom can find.appropriate

employment. The same phenomenon can be seen in self-employment

training ‘as.well. In 'Guyana, for’ example, a program was begun in the

David Rose Centre to train individuals for self-employment in cuwkery.-
- handicrafts, leatherwork, metalwork. sewing. and woodwork. The goal

was to train 800 unemployed young people through several three-fionth
courses. After the Tirst two courses in 1974, an evaluation was conducted
and the report had these comments: *'No effective-action was taken to
rectify the main shortcoming of the first training course. viz. the failure
to link the training in a practical way to the following productio:
stage. . ... In other words, the training programme tended to be
regarded as an end in itself, rattier than as a means to an end’" (Pollard
1974:2). ' : T
This same problem of articulation between education and work has
long plagued Latin American educatioral institutions which intend that
their graduates will assume professional positions in rural areas. The
issue in this case is not so much the existence of jobs but rather the kind

© of job that exists. As indicated in chapter 2, for example, the normal

school or agricultural technical school graduate who completes® his or
her studies may opt for a better paid position in an urban area or choose

‘to continue studying at a college or university rather than take up

residence in the rural environment for which speciaitraining has been
received (Williams 1969). Salaries. prestige, characteristics of rural as

.+ opposed to urban living, and so on may be important criteria in shaping

the individual's decision. Clearly, whether it is recognized by vocational
schools and -programs or not, they are all faced with the dilemma of
job placement or the relationship between what is learned and the
opportunity for its application. ' :

. SCHOOLS AS TRAINING CENTERS
. FOR ECONOMICALLY POOR BOYS

The same problem can be seen in a difierent context in the following
discussion of two nonformal education programs in Colombia and
Ecuador. Whereas both programs are directed to .ecpnomical'ly poor
boys in large Cities, they approach this population from considerably
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different perspectives. Even though the programs concentrate on
technical/vocational skills, they are cqually concerned with basic as
well as social education. Neither program, however, h.ls developed a
response to the education-work dilemma.

The first program, known as the Citadela de los Ninos (Citadel of
Children) was implemented in 1970 and designed 1o provide technical,
social, and basic education to gamises or. boys who have fittle or no ties
to their families of procreation and literally live on the streets of Bogota.
Such boys often survive in=groups or gangs (galiudus) of ten to fifteen
individuals. Some of the gamines work as shoeshine boys or in similar
services while others beg and steal. Most sleep in doorways or entry halls

~around Bogota. Their numbers have been estimated at ten thousand

to twelve thousand in the city and are viewed as an institutionalized
phénomenon rather unique to Bogota. : - :
The Citadel program is directed by the Catholic Salesian Brothers in
coordination with four other religious communities and opcrates with a
board of directors on which, among other members, the mayor.of Bogota
and the secretary of public health sit. The program operates five centers
around the city in which are located cafeterias and dormitories. academic

and technical/vocational classrooms™ and shops, libraries. recreation

areas, and so on. One of these centers, the most recericly built, is a
minidture town outside of the city with cight dormitory buildings, a
cafcteria, classrooms, a library, and various <administrative offices
corresponding o a regular town’s office of the mayor, post office, and
SO 0.

The main center of the program, Bosconia. is located in a poor
section of downtown Bogota, and it is here the gamines have their first
contact with the program. Forming part of the rear of this center is a.
patio and several receiving rooms where boys from the strect (externudos
or “outsiders™) may enter and leave during the day at-will, reecive meals,

“hair cuts, medical services, recrcation, and have their clothes washed,

As many as ninety boys a day enter and leave the patio arca, carrying
on a dialogue with rq)rescntdtncs of the ccntc and taking thcir first
step toward bccommg eternos or “insiders." » The program attempts to-
make contact first with the leaders of the g'\llddas or the camadus (a
group of five (o ten gamines who sleep together in the evenings) and
encourage the group to enter the program as a unit.

Once having entered the program the cternos live in clans of approx-

- imately fifteen b()ys These organizational units are employed in order

v
to reproducc as closely as possible the social groupings to which the boys
were aceustomed on the outslde Each clan lives in a dox mltory and is

¥
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self-governing in terms of discipline, decision making, and work res-
ponsibilities within the institution. Leaders are chosen by ¢ach clan and
represent the group to the program's directorate. Another level of
organization is the tribe, made up of two clans and again headed by
an-elected leadar. The progfam is based on the notion ‘hat the boys
were unaccustomed to rigid authority figures and rules when living in
the streets and that they are more likely to adapt to an institutional
setting if a self-governing approach is instituted. In visiting the program;
~one receives the impression that the self-governing principles derived
from ‘peer groups function quite well. In the new “mini town'' center
at Florida the boys have the keys to all officés and rooms, distribute
the work load on a revolving basis among clans and tribes, elect their
own leaders, discipline their ’collea‘gues. and so on.

All of the five hundred to six hundred boys aged six years and older
wortk and study in one or more of the program’s centers during the day
under the guidance of instructors. In the evenings and away from the
formal instructional part of the program, the ratio of adults to boys may
be as high as one to 150..The explanation for such a hlgh ratio appears
to rest with the self- govermng principles employed in the program.
Instruction is #rried out on a modified continuous progress plan where
each boy acquires skills and knowledge at his own pace. Currlculum
content is addressed holistically and pragmatically through an attempt
“to relate the technical to the affective and cognitive in a socxohlstoncpl
and ecological context.

Boys receive specially created money as their reward and salary for
studying and working. Known as florines the money is printed in
different denominations and can be traded in at a"discounted rate for
Colombian pesos to be used outside of the institution. Boys receive their
salary every fifteen days, the amount depending on the number of merit
points granted during the-period by instructors and the boys" own
colleagues An average two-week salary for a boy-is- between $200-and
“$300; florines. Of this amount the boy must pay 3135 florines for his
room and board, leavmg the remainder to be used as he sees fit.

Boys may leave their centers in the evening or weekends and may leave
the program completely whenever they desire. To reenter the program a
boy must come through the. patxo as an outsider and again petition his
entrance to the program. Fmancmg for the program comes from

" national and international donations; the city of Bogota, the municipal*

lottery, and the telephone company of Bogota. The program is now
attemptmg to reach at least partial self- fmancmg by turning the atten-
tion of the - boys- toward %producmg salable products in the varlous
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technical/vocational shops. One idea is to produce prefabricated homes

for which a great demand exists in Bogota, Such a step will also assist

boys in- bwommg skilled m)rl\crs as they eventually desire to leave the
program dnd enter the larger society (Bello Diaz 1973).
ThéOther program for poor boys, this one in Quito. was begun ten

years/ago under the auspices of the Jesuit-founded Christ of the Andes

Mission. Known as the *Norking Boy's Center (El Centro del Muchacho
Trabajador) it was created by a North American priest. The center is
concerned with shoeshine and other working boys from four-and-a-half

to about twenty to twenty-one years of age. The center offers medical,
.dental, psychological, and legal “services among others: a primary

school and tecknical/vocational education program: recreation and
sports progmrﬁs, a library; and emergency live-in services. In order to
become a member of the center boys must be single, pass a medical and
dental examination. be enrolled in primary or some other level of
schooling, and have their home visited by:a representative of the center. ‘
Now housed in a new multistory bu1ld1n5 the center secures its funds
from donations made by Catholic parish churches in the United States
as well ds by international and national church agencies. Boys receive
breakfast and dinner free at the center but must pay for lunch by
making deposits in an obligatory savings account. Their savings account

‘must be maintained until they have 5,000.00 sucres or about U.S.

$200.00 which they can tth use to ‘purchase tools or to draw up(m in
other ways when they deeide to leave the center.

Boys can be suspended or expelled from the center by not hoiding
a job for which they earn money, for not saving a minimal amount in
the center's bank, and for not following other rules of ,conduct set down

by the center (El Centro del Muchacho Trabajador 1974). Only those

suspended rather than expelled may reenter the center by complying
with the rules and securing the permission of the director. On a weekly

.basis the obligatory savings plan demands that boys ten years of age and

under save 20 sueres (U.S. 5.80); eleven to fifteen years of age save
30 sucres (U.S. 31.20)% and sixteen years of age and over, 50 sucres
(U.S. $2.00).

According to the director of thc center. some four. thousand boys have
entered and-left without conpleting the program during the last ten
years. These boys are considered failures. Only 12 boys during this same

“ten-year period have complied with the eriteria and are viewed as having

successfully completed the program. Currently there are approximately
150 boys at the center of whom some 20 live in the center's dormitories.

The program is highly centralized with the director retaining con-
siderable flexibility in terms of decision making as to who has or has

PR
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not complied with the rules and regulations. Given the lack of success
of the program, rhe director rightly feels that few of the boys entering
the' program are able to meet the high standards established by the
center. Those who have left the institution, according to the director,
harbor considerable hatred and distaste for him and the center. The
director feels that this is as expected and is only a sign of the problems
of poor boys for whom no one has ever had high expeetations of
appropnate behavior. For this reason he feels he must taunt and ridicule
boys in order to chdllcngc them to be men. A recent method used by

the director for retaining, more boys in the center is to indicate that if

they leave he will keep all of the savings cach has made thus far. One
can note the two- sided mlpllcdtmnx of this dppmduh from the following
guotation taken from the dircetor: “*So far, it's clear that between the

- staff and the kids the whole operation’ is a genuine Chrmmn jove affair

because each side cares enough-to; miintain battle s ations: the staff
to insist on what has to be done m/ the good of the kids: and the kids
to defend their human rights to hx}(c us out of all this mlc and reguia-
tions drag” (Halligan 1972). g

As can be seen from the descriptions of the Citadel for Children and
the Working Boy's Center they have little in common c.cept for
implementing an education and social service program for poor boys
and as indicated earlier. neither responds well to the education-work
issue. Each program embodics a strategy. one highly decentralized and
based on setf-help through peer group processes and the other highly
centralized and based on the dictates of a program divecter. Although
the reader can deeide for himself or herself. based on the descriptions -

~ provided above, which strategy is of preference, in terms-of the self-report

evidence gleaned by vmmg with both directors there is little doubt that
the Citadel program in Bogota is achicving considerably more success

in its relationships with the boys.

DISCUSSION : M

It is perhaps worthwhile to ask whether the youth programs described
here are characterized by the samg pitfalls associated with nearly all
of the cducation programs covered in this chapter. As in the educational
programs for community action and conununity involvement, the basic
assumption underlying the muajority of the technical/vocation school
efforts is that the transmission of information and skills is a sufficient
condition for not only changing an individual's behavior but enabling
him to secure employmert or change his environment in some way. Even
if the impact of some of the programs is sufficient to reach the first

<ob.|ect1ve of changing behavior, it is doubtful th:\t one can assume that

a
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the later objective of employment or .environmental change can be
satisfied

There are exceptions to these statements. however, and the programs
described assist in making this point. In the SENAI model. for example,
the apprenticeship program attempts to guarantee smployment upon
receipt of a diploma. In fact, the apprenticeship program has a built-in
transition period from study to work which involves training at SENAI,
on-the-job experience (often with a partial salary paid by the employing

‘industry). and finally a full-time position upon graduation. The idea

is similar to another Brazilian program. PIPMO. which also attempts
to guarantee employment and. incidentally, often contracts SENAI to
offer  its courses.’ Such an apprenticeship system eftectively utilizes

“sociogeonomic incentives to. guide the individual into a particular

position in a particular company.

.The majority of the technical/vocational programs, however. can
absorb only a relatively few individuals into such apprenticeship
schemes. Thus the bulk of the participants are left with newfound skills
but no opportunity to apply them. This apparcntI) OLCUI'I‘(‘d in Colombia
through SENA's “popular professional preparation”.. program where
courses were offered on site in poorer arcas of the cities of Medellin and
Bogota. The assumption was a familiar one It attributed unemployment
and underemployment to the lack of skilled individuals and decided
to develop a crash program to overcome such deficits. The result,
according to a SENA representative in Bogota, was that whereas sixty
thousand individuals received training, less than 6 percent were able
to find jobs. Clearly. the problem was with the opportunity structure
and the economy rather than with the lack of skilled labor.

This relationship between the product of the educational progmm
and the application of skills and knowledge in the environment is often
of little concern to the cducator, In the Citadel of Children effort, the
coricern exists but at the present time, because of the early stage of the
program_and the meager financial resources available, any resolution

_remains “problematic. What must occur, however, is a programmed

5

TPIPMO (Programa fntensivo de Preparacio de Mao-de-Obra) also attemipts to link
edueation with emplovment. Created by presidential decree in 1963 to organize short

" intensive courses to Mmeet emergency needs ol industrial firms, by 1971°PIPMO had trained

some 500.000 workers. The program is both urban and rural in.scope and places emphasis
on providing skills to unemployed youth and adults for the labor market. Although now
under the Ministry of Education. PIPMO has had relatively little infrastructure as. it
contracts with existing institutions such as the National Apprenticeship Serviee (SENAT
lo offer courses on sile for specific and known job openings (Edfelt 1975; USAID 1972). .
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relationship between the world of work and the educational program.

Although the strategy employed in the Citadel is profound in terms of

" self-help, peer group processes, the transfer of social organizational

forms from the street to the program, and the use of internal money
as positive reinforcement devices, the life inside the institution has
emerged as one entirely distinct from that which will be encountered
oufside in the real world. Whereas the short-range objective is to shape .
behavior for purposes internal to the Citadel, the long-range goal must
be to enable the individuals to assume positions as members of new
social groupings outside. The question becomes one of generalizifig the
behaviors learned inside to the new behaviors on <the outside. Perhaps
the building of prefabricated homes, assuming that credit and marketing
can be arranged, will satisfy the employment problem. Axttempt'ng to.
ensiire socia! adjustment in the real world. hom,\er will likely remam

_a problem until definitive steps are taken for its resolution -

Summary . . -

This chapter begins by pointing to the elitist, cé'ﬁtmli)é‘d ~and’
urban-based educational tradition that characterized Lann Amencap
education through the first' two decades of ° fh\twenneqh century
Although it is suggested that there were e;\ceptlons to this. q)attern

before thls period, one of the first government- msplred educatlonal

innovations to arise in tig context of the extenSion of schoomlg inté the
community was the Mexican cultural missions, prograi; of: th‘e 19205
The impact of this model as well as that of the Bolivian community” _
school program initiated in"1931 and known as Huarizata is discussed . \ -

“and the point is made that these two programs formed; the basis for’ ’/
~ much of. Latin America’s rural education efforts in later,}ears, Other

community schools emphasizing the involvement of con*mumty members
along with school extension éfforts such as CNEC z},nd Fe ¥ -Alegria are/ S
mentioned, "as- are the APEFA’ and -‘MEPES family school niovements '
in Argentina and Brale Current efforts, of nucleat schools ‘and’ other f,';,'\\ el
nonformal education efforts by ministries of educat on in Latin ‘America .~
are then discussed. 1t is argued that whereas thé zilternatlv ,g.employed o
by the ministries of education are indicative of -an increased flexnblh}y '
in terms of access to formal education, they remain’ dommated “by N

*_criteria emanating from the formal ;school and often. Serve, as m the - -
‘nuclear pattern. as administrative- mechamsms for thp coordmatxon ‘and .
supervision of smaller unitary schools. Some e}\amples of commumty- -

based systems, like those of . CNEC and MEPES m‘ Brazil and APEE:

AT
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in Argentina, are-the only models found where community participation
in the operation of schools has actually been carried out in a programr
matic way. There nevertheless remain problems of who actually makes
decisions affectmg the-schools, how they are financed, whether the basis
~ for their localized success rests with the philosuphy of the.schools or |
the characteristics of the population that supports them, and so on. In
“terms of the theoretical assumptions underlying the social change
efforts through community schools it is conclided that there is almost
exclusive reliance on a man-oriented approach through experiences
designed to increase information and foster new attitudes and values.
" The second section of the chapter concerns schools and educational .
efforts as centers for techmcal/vocatlonal training. Although. Latin
. America has*a long history of such efforts, the best known and most
innovative response. is suggested to have been the Brazilian program
known as SENAI which was initiated in 1942. The most recent efforts
_in Cuba are also. mentioped as providing a set of responses to technical/ |
vocational training needs. Two other programs, these in Colombia and -
" Ecuador and outside of the more formal schooling context, ate then .
discussed. - Throughout the presentation, the major issue raised is the o
relationship between technical/vocational training and the opportunities
¢ extant to apply that training. It is suggested that SENAI's apprenticeship
( ' model is one answer to the dllemma. most other techmcal/vocatlonal
v *trammg programs suffer from the samme madequacy characteristic of *
.- formal schools, that'is, a“reliance on' the delivery of information both »
i ‘tox change behavior and to ensure that that behavior can'be manifested ~~
_in ‘the real world. Although Cuba relies' heavily on moral and social
incentives in the motivation 6f youth to pursue - ‘such programs, the’ )
remainder of Latin America must rely on socioeconomic incentives in -
. the form of jobs. Where such jobs do not exist, tmmmg programs muqt
be articulated with the occupational structme, and where jobs do exist;
a better match between the students of the programs and the oppor-
tunities must be sought. Clearly, in the long term the mere training of
. _individuals may be in_the best interest of nation building; in' the short
AN “term, howéver, .the. problem of unemploymcnt and.its derivatives of
frustration, crime,-poor health, and so on w1|| not be resolved - thhout
the educatlon work articulation.

N,
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Adult Literacy
and Basic Education
Whereas the priori: ~al alternatives through schools
‘are either communit;, . cosent and ¢ommunity, action or technical/

~ vocational training, . nonformal educatign - 15 typically carried out apart
from' schools : i s 'hre(.ted toward youth ahd adults who either have

not had ac ‘- Jols- or were poorly served by them. This chapter
looks at " - oy of nonformal educanon efforts, aimed. primarily
atadult., . gha dlscussroh of. hteracy ay‘d basic education prograrn:s.
Perhaps the most d1st1ngu1shmg features] of ;thcse activities are their

___‘:j-.lSOlﬂtlon from wider social-change efforts and therr inability to artlculate‘
~the behavioral changes sought yith:the apphcatlon of those behaviors @
powerand status. For dxscusSmn_{'.
' purposes I haye chosen to separate hese programs into those wluch
“. concern llteracy and fundamental education; those’ ‘Wwhich - -employ-> radlo
‘as the medium of 1nstrudtlon and"thos¢ which are pr1mar11y of "the

for the enhancement of pammpa

consciousness: raising and liberation type. The. chapter that follows_this

one centers on a drscuss1on of extenslon actlvmes assoctated w1th,'"
“agriculture, health, legal ard’cooperatlves and'so of.

In terms of basrc educatlon there have been numerous programs of -,
- adult ‘education in Latin America involving all forms of ;media. .and
',,orgamzatron As early as the mid; 1800s in Chrle, for ehamplc the

government had initiated. a program ‘of instruction in army barracks,
the Catholic Augus{mlan brothers had night “schools for workers and

craftsmen, and wori(ers organuatlons were offcring-instruction to their

members (Ebatligh 1945). As these examples imply, most basic education

programs appear to be primarily concerned with "the transmrsslon
e

. rather- than the:application, of information and skills. . Thus one can ~

- \eas1ly encounter both in the llteratul‘e and in operatlon programs that

100

P



O

ERIC

Aruitoxt provided by Eic:

AduI'tLiteracy:and Basic Education - . : 101 .

will train fishermen, minets, artists, musicians, agrieulturalists", sec-

retaries, technicians, and even telegraphers -and- detectives. Such pro-
grams can be found in, among other places, prisons, army barracks,
industries, schools, community centers, hospitals, and cooperatrves The
instructional techniques, also varied, have included face-to- face contact,

. various forms of media, programmed instruction,- theater, music, and
- correspondence.' Very few programs, however, irrespective of the com-
‘bination 'of objectives, methods, or locale, attempt to link education
with technology or the socioeconomic environment, thereby enabling’
. the Jparticipants to, for example, secure employment or increase their -
. agricr. Itural or commercial productron R ;

theracy and Fundamental Educatlon ) - A

The 1ssue of education and its relatlonslnp to the wider envrronment"
in the ¢ontext of adult basic education has probdbly been ths main issue .

of concern regarding the success of literacy progrims as.can be seen in

a recent comment by Asibal Buitron, a U™ ".5CO representatlve “The -
fact. that literacy' campalgns andgcommumt) development projects have

been running year after year in practically every developmg counuy

“without much apparent gain is, in my opinion, 2 clear sign of their

failure. ... The frrst and most 1mportant mistake we have }made, and

. continue to make, is in my opinion, our belief that we can solve all the
'(economrc, social, "cultural, and pohtrcal problems through educatron
alone” (1971:35). .
‘Although accepting such a smtement in the 19705 trom a* UNESCO
. representative is rather easy, it should be noted: thai it ‘has. taken a great
" deal of time and effort for UNESCO and others to reach siich a coh-
‘clusion. Because literacy has been used for. some time as a major
indicator of national development and because there strll ‘exists- a strong

belief that illiteracy is a- major obstacle to achieving development goals,

" iteracy programs have been common to all countnes in Latin Arfierica.
Although such. efforts have a’long history, the major: rmpetus appears”

to. have come in the 19405 when the  average llteracy tate in Latin

',Amerlca was only- 25 percent (UNESCO 1947). The armed forces,

mirnistries of education, municipal and state agencies, and many private. '
organizations werg carrying out literacy campargns The . Summer
- Institute of ngurstlcs for example, came to Reru in 1946 to begin its
evangelistic programs’ through the creation of formerlyunwritten Indian_
Ianguages (Bebbmgton 1962). In~ Ecuador. the. National Ledgue of )

'See, for examplc, Mend(ml Outlcrru (1954) on the use of rural thcau,r inzeducation

-and Damel Samper Ortcgd (1939) on wldu' ‘cultural enrichment™ programs

2
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Newspaper Writers began a literacy campaign in 1942 and the govern-
_ mentsubsequently passed a literacy law in 1944 (thson 1970). Similarly,
Peru and Mexico began their first literacy campmgns in 1955 (Freeburger
-and Hauch.1964; Medary 1954). Basing“its program on the Laubach
method of each-one-teach-one, the.Dominican chubhc set the summers
-of 1942 and 1943 'to "be used, two hours daily, by schoolteachers to
/ teach fifteen-to twenty-five illiterates to read, write, and do arithmefic
. (Pan American Union- 1942) Trinidad and Jamaica were also employing
"f““"‘"" the Laubach method in the early 1940s (Howes 1955). Similarly, a ™
: program in I-Ionduras during the mid-1940s was designed to have laymen
and teachers each ‘teach five persons during the year. Schoolteachers
" who participated were to teceive - preference for appointments during:
the next school year and the literacy teaching would count toward school -
promotions. When & student of one of the literacy camp"ugn instructors
could read and write, he or she was_exammed by one of seventeen
national commissions-and a certificate was awarded (Pan American
" Union 1946). ‘Although little evidence exists to suggest how successful
these efforts were, that which is avallable is not very supportive, A
literacy program in Guatemala 1n 1945, for example,.was designed to
reduce illiteracy in {‘record time.”" A three-month experimertal campaign
was maugurated in Guatemala City. As Ebaugh (1947) notes, the
campaign left much to be desired: ** About 3,000 illiterates were enrolled.
At the close of .the trial “period about 300- remained and oniy a few
(three, accordmg to one estimate!) *had learned to read and wrlte
(p 28). Foster (1962) reports similar results in Ecuador
It was not unttl the late 1940s that literacy cam algns were in-’
corporated into a b‘rO'lder program of education. Known a Fundamental
« Education, and initiated and spredd throughout the world y UNESCO,
it was supposedly concerned with' the comn‘lumty as a ]whole and was
to lead to social actxon The methods were designed “‘to-help people help
themselves" (UNESCO 1949:12). Fundamental Education was-aimed
at those who had little or no formal education and- was intended to.
provide, commumcatlon as - well “as vocational' and’ domiestid skills. -
Ob]ectwes also fincluded 1mprovmg the health status And splrxtunl and :
moral development of participants. All educatlonal a encnes m a regron
were to collaborate in the program (UNESCO 1949). ' :
Examples of programs that UNESCO* presented in its mxttal pt b-
lication of 1947 outlining Fundamental Educatlon/mcluded rural teachgr - o
training colleges for. *'school mistresses” in Colombia, loudspeakers, on\

Lo

\
- the courthouses .of town squares in Honduras and Guatemala, farm
*schools in Haiti, and” cultural missions in Mexico. Thus, the rhetaric
of Fundamental Education’ enabled the mclusnon of every conceivable \\
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" education effort from literacy to commlh\ity clevelopment, It s.gas to be

practical, progressive, popul'lr and universal basic educatle‘n for the

‘masses. As UNESCO put“it: *“It ‘must be responsible foi ithe whole -

‘progress of the whole country™ (1947:149). 8

This Fundamental Education ** campaign against. n,norance was the
- first such effort on a worldwide scale. It went beyond the literacy
programs which were .not having much, if any, impact and set the stage
for the community - action movements of the . 1950s and 1960s. The
“requirements for Fundamental Education programs tend ‘o “support
such a concluslon These reqmrements included

, first, that Fundamental Edu«.dnon shall make itself thoroughly a part of the
‘present life of those _concerned—starting where they are. in their homés and
- fields and ‘communities; second, that it shali not fail to stimulate them to the
improvement of their own  dwellings, thelr farms, “their local government and

their resources for recreation and expressxon third, that it shall rdise their eyes .
to the wider horizons of modern life, in science, world relationships and. art—but .-
without imposing. on ‘thern an 1mp0531ble burden of delalled acadeniic learning. -

[UNESCO 1947:227]

“In an attempt to develop Fundamental Educatlon models UNESCO
initiated a nimber of experimental programs One of these was_located

in Ham and|'became rather | well known as the Marbiel prolect .‘The
prolect was deglgned to demonstrate how *‘educational .methods can be -

effectively used ‘to raise -the social and economic levels of-an under-
developed . commumty" (UNESCO. 1951:61). From the beginning in
:1947, the Marbie!l program encountered politica! and religious problems

surroundmg its choice of "director as well as in its use of Creole rather -
. than French as the language of instruction in school. The school was-
used as.a community cénter where children and, adults were 1nstructed 2

in crafts. reading, writing, mathematics, and hyglene (Wilson 1950)

\ There was also. a school canteen, a local community newspaper, and’
-7 a small ‘health clinic. By 1950 the program had a new direttor who was \= .
o _constrycting.. addmonal buildings, mcludmg a dornntory and a- clinic, - v =
‘and was’ 1mplementmg a consumer/producer cooperative (M'lrsh'lll,_

+1950).
The ploblems encountered at Marblel went beyond the choice of a

\prOJect director and a language of insfruction. They also included the;w
charactenstlcs’ of the natural environment which, although once fertile,
‘ by 1947 was being ruined by deforestation and erosion as ‘a tesult of.
' .expandmg population pressures. In addition, some 97 percent of the

thirty. thousand 1nrab1tants were illiterate and barely able to subsist

from the land (.‘.{mahall 1950) Clearly. what should have been learned-

from Marbiel was. the complete impotence of an educational program
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in the presence of such formidable obstacles. Such pmblems. however.
did not detract from the initiation of many other fundamental education
programs in either the Carihbean (Howes 1955) or othcr parts of Latm
America (Abadie Sorians 1953: Behrman 1954). -

Another effort of UNESCO in Fundafhcntdl qumtion was the
establishment of CREFAL, the Regional. Training and Production
Centre for:Latin America. aimed at trmmng ‘teams of Fundamental
Education workers for Latin America as well as the- production of
educational rmaterials suited to_ specific eduutlon.\l needs (UNESCO
1952). Begun in 1951 with the assistance of the Mexican governmcnt
“and the OAS, CREFAL was the first of six “centers established in major
world regions. The idea was to- bring individuals to the-cente “rom
various countries. trof o them, and then Send them back to initiate
tundanicinal Educauon programs. Michaels ((1956) reported that in
Latin America sevéral individuals appeaied fo have achieved. positions
of some responsibility upon return to their own countries. Schick (1961)
also found that the first ten individuals to u.turn to Nicaragua following’

- their CREFAL training had initiated a pilot project in Fundamental
Education through which schools were built. health and literacy cam-
_paigns injtiated, local libraries begun.- dnd 'lgrlcultural techmques

" improved. °

. . In 1957, ten years after lmtmtlon ot Fundamentdl Educ,atmn and the
. tenth year of ' UNESCO's life. Lommumty development had bccome\more

. visible in practice and ‘as a concept arid UNESCO began to move. away -

from education grograms per se. “and\ toward a mniore comprehensjve

approach to socnl action. In an- unsxgmq editorial in the Fundamenkzl
and Adult Education journal of April 1957, this evolution can b _

seen: "It is-within this progressive pattern that fundamental educatlor\ .

. must take its place; not as a self-sufficient ngramme of adult literacy

tedchmg and mformal ¢ducation, but as on¢ of a range of mtcgmted

"y services, contrlbutmg to the common purposes oi socml and economic \\

.pro,g,ress "(UNESCO 1957:51). - \ -- R

. By 1965 Fundamental Education had bcen forL,otu.n by many and was ©\

; "l certainly no longer in vogue Instead, at the World\ Congress of Ministers .

oof Education i in Teheran in 1965 meeting on thé eradication of 1lhtu‘1cy,

W discussion centered on the concept of functional litevacy. It was not until

% | this meeting that-literacy and sociocconomic dcveloé\ncnt were accepted

‘ at the international level as bemg, related (UNESCQ® 1970). Thus the

/ new approach -would place literacy. “and vocational tra hmg together-for

/ -achieving dcvelopmem goals: Through linking literacy W\h more applied

objectives. UNESCO initiated another serics of experiméntal programs.
ar on Adult

By March 1972, however. at the Latin Amerlcan Sem
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Educatlon held in Havana, participants concludéd that adult and hteracy
“education still remained peripheral and dtscontmuous and were not
-merging with the participant’s world of work, leisure, and civic pursuits.

- Although functional- literacy or functional education is still with us,
" UNESCO has broadened the concept of aduit education ‘to what it now
refers to as lifelorig education. This .extension of functional education =~ <=
" provides no new strategical thrusts in the context of adult ¢." ation '
but it does have implicaticns for nonformal edwestion et for
\'example. to éxpanding the 'tcct,ss to education for those wii have had
na chooling and it means,“devising new structures that will do away
with the frontiers separatmg formal education from-informal education.
It means recognizing the need for a hfelong education that will teach
people how to; learn and make it posstble for them to supplement and
"(UNEQCO 1972:3). ‘ : '
This brief review'of UNESCO's effort in- hterucy and bastc educatton
" points-to many of the dtfftcultles encountered when Teliance is placed
- primarily.on educattonal efforts in social“change. Although the concepts
- of fundamenta) education, tuncttonal literacy, .and lifelong education
appear appropriate, the application of the concepts and their accom-
= panying  principles leaves a great deal to be desired. The problem
' perhaps is that these programs use education-as an. “end rathér ‘than
—%as——a—means.&_liNE&O_S rhetortc suggests, cducatton should be .a R
. process linking man with his environment. Tt mOSt" be Tecogmized-that-— ————
‘education, however cannot provtde the objectivés or the incentives; these ‘
must come from the wider environment. As John ‘Oxenham recently
stated

From the hlstory of ttadlhonal hteracy programs and from the somewhat better
record of the f@nctional literacy efforts, it is evident that literacy instruction is
simply not viable on its own—except for the few who know exactly and urgently
what they want the skills for. Literacy, to be certain of acceptable success, must
always be a part of a package. This is tantamount to saying that thé other
components of a package are necessary to the literaty. It does not say, however,
that hteracy is necessary to the success of the other components [1975:8].

The importance of these wtder conditions can be seen in the only
siccessful large-scale hteracy project in Latin America. The case, of -
course, is Cuba. Following Fidel Castro's assumption of power in 1959,
one of the immediate concerns-was the use of educatiop as a force for
the creation of a new socialist - man. The period 1959- 1962 was devoted
- to mass education and 1961 was the Year of Education. The immediate

intent in 1961 was to eliminate illiteracy on the _1sland To this end

’ Castro was able to mobilize more than ‘250,000}"‘teachers" for eight -
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months and reduce illiteracy from 2! pereent to 3.9 percent. Some 1+

million booklets entltled Ve, ~d upon the campesiv
vocabulary and interests, we: At distributed (Jolly 197
The campaign began by eegisici ' " terates on the ishu.

The literacy instructors, or Army of Lducation, s .- organized into four
groups. The first was the Conrado Benitez Brigadistas who were
students, recruited from secondary schools and assigned to rural areas.

“These individuals went to mountain areas in units of twenty-five of fifty

and were supervised by a campesino. Each received a uniform, ham-
mock, blanket, . teaching manual, lamp, Cuban flag, an arm badge,
instruction books, and two cloth pictures of the revolutionary martyrs
Conrado Benitez and Camilo Cienfuegos (Jolly 1964). The second group
was the Alfabetizadores’ Populares or Popular Alphabetizers who were
volunteer adults teaching part time in urban areas. The third group
was the Brigadistas Obreros * Patria o. Muerte” or the “Fatherland or

Death™ Worker Brigadistas who were urban workers replaced on their
.jobs by fellow workers and sent to teach in rural areas. The final group

of “‘foot soldiers” were the Maestros y Profesores Brigadistas or scheol
teachers who occupled primarily technical and organizational positions
during the. campaign (Fagen 1964), The literacy test used involved the

~ reading of one or two paragraphs from Venceremos, the taking of 51mple

dictation, and the wrltmg of a letter to Fidel Castro (Jolly 1964).
The literacy program would have to-be judged as a great success and

certamly unmatched in Latin America. The question iswhy did it work
“so well? 1 believe the major reason rests with the Revolutlon itsetf. There
was certainly a great fervor present in Cuba to create, as.Fagen (1964)

suggests, a new polmcal culture which ‘was directed not only to the

~ development of the new’ socialist man but to independence and dis-
_association from _United States imperialism. In addition to the polmcal’j__

climate, however, there were other reasons for the campmgn ’s success.
These include the refative ease of travel and communication on the
island, the existerice of only one language, the density of the population,
the limited goal of literacy equivalence to only the first-grade level, the

horizontal relationship created by the use of lay instructors, and the use .
of radio and television -in announcing and fomenting the cqmpalgn‘.

(UNESCO 1965). Another reason perhaps rests with the nature of the
instructional materials which were not based on the formerly popular
T:aubach method but instead on a psychosocxal approach using the

vocabulary and interests of rural dwellers. Finally, Cuba was relatively

well developed at the time of the Revolution and illiteracy could have
been expected to go down on its own momentum. None of these reasoris

©
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are meant to detract from the success of the campaign. Instead, they
provide some comparative basis to explain, first, why literacy campaigns
have not functioned well elsewhere in Latin America and, second, why
the Cuban experience is not a generalizable model to other Latin
American countries. Above all, the efficacy of the literacy program in

Cuba demonstrates ‘the importance of the fit between. an educational.

program and a government's rhetoric and emphases. -In the case of
Cuba, there existed a perfect match.

Perhaps the most recent literacy program on a rel'mvely large scale
in Latin America has been tle MOBRAL (Fundacio Movimento
Brasileiro de Alfabetizacdo) literacy  campaign in Brazif. Initiated in

"+ 1967 through a presidential decree, it devives financial support from a
“sports lottery, from investments by firms which thus gain an income tax
‘deduction, and from local commurity contributions. The MOBRAL
“ instructional strategy is a traditional one in Latin America. Individuals
must attend courses on a Monday-through-Friday basis for five months -
.- and the program distributes some two million newspapers biweekly-to

provide continuous reading experiences for its students. The program
is decentralized to the' municipal level where more than 86 percent of
Brazil's 3,952 municipalities were giving MOBRAL courses in 1971.
In recent years MOBRAL has encouraged its municipal commissions to

- attempt to - link its graduates with job-training courses- ? offered by

technical/vocational schools and programs. There also exist§a one-year

intensive "primary school equivalency course for MOBRAL graduates

(USAID 1972; UNESCO 1974).
Ahmed (1975) reports - his impressions of one MOBRAL program
carried out’'in the northeastern state of Pernambuco. In 1972 2bout

125,000 individuals, or S percent of -the target age group of flfteen to’
thlrty fwe years of -age, were participating in the primarily urban -
program. Literacy c[asses were organized by the mumc1pahty or- other.

local organization and the teaching content was standardized nationwide.

Teachers were, pald in accord with the number of students enrolled. -
.Ahmed comments ‘on this MOBRAL effort:. -

While MOBRAL has launched a national campaign, built up a nationwide

_ organizational structure;=and has substantial resoutces at its disposal, evidence
regarding the program’s achievements—the number of illiterates or semifiterates . -
that have achieved mastery of usable literacy, the extent to which these: have -

been put—has not yet been available. The greatest problem area seems to be the
development of a concept and a strategy for the ways that literacy skills taught,
through standard contents and methods to a target population. covering a large
segment of adult illiterates can be put to effective use and can be of help to the
poverty- rldden rural population in the state of Pernambuco [Pp. 93-94}

120
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ADULT EDUCATth AND RADIO SCHOOLS

One of the most récent and fastest growing ‘efforts in adult basic
education and literacy programs i$ the use of radio as a means of
transmitting information znd skills. Whereas other media like television

and video cassettes have received considerable discussion in terms of =
~ nonformal or out-of-schoo! education, currently only ra_dlo offers a

sufficiently inexpensive and viable alternative to. the exclusive use of .
audiovisual aids and the print media. Amorig the reasons for not using
television and videotape are the availability and cost of electricity and
productlon facilities-and. the Telative scarcity of television-réceivers. In
addition, although television can potentially augment the quality of the
instructional program, current research evidence indicates that the use

" of radio with organized listening groups is more effective and Iess

expensive than the use of television (McAn \ny 1975; Rogers and
Danziger 1975). : ‘ .
The -first radio schools, or radio broadcasts directed to listening .
groups, 1n Latin America began in Colombia in 1947. The program was
“initiated by a Catholic priest, Father José Joaquim Salcedo, in the town
of Sutatenza, and at the beginning emiployed only an 80-watt transmitter
and three battery radio sets. By May 1955 one author rather opnmlstlcally

- reported that some 19,602 local assistants or momtors had volunteered

their services' and. had organized -18, 160 radlophomc schools with
490,552 pupils (Ozaeta 1960). The program, known as Accién Cultural
. Popular (ACPO), was also publishing 300,000 copies of a specially -
printed reader for adult students. In 1960 the program had five trans-
mitters and was broadcastmg four times a day. The contents included
reading, writing, arithmetic, religious gnd moral instruction, and'

'agrlculture, livestock, and health. information. - The 42,174 radio

receivers ‘i use by 1958 had only one’ stauon ensuring.a longer

battery life and reducing the listener's temptatlon to tuinto another
station (Ozaeta 1960). The program in 1968 had 22,212 listening centers’ "

with 167,451 registered students and continued to. train monitors, to

- broadcast programs, and to publish its newspaper as well as topical

books related to campesino family life (McAnany 1975). -
Radio Sutatenza of Accién Cuitural Popular was the first large-scale -

radio schodt in Latin Ametica and it has shaped nearly all of the more ..~
- .than twenty-three similar radio school programs (Escuelas Latino

Americanas Radiofénicas) throughout Latin America (McAnany 1975).
One of these projects, known as Accién Cultural Popular Hondurena

“(ACPH), was initiated in Honduras in 1960. By 1962 the program had.

343'listening centers and 7,520 students (Lyte, Martins, and Torfs 1967).
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"= Xccording to Robert White (1972), who studied th(. Honduran program,o
it is different from Sutatenza in that it has gone beyond basic skills and <
" seeks to promote social change. The same basic system. of monitors or
assistant teachers is used to organize radio listening groups or radio
schools in rural neighborhoods. Until 1968 the same program tapes of
Sutatenza were used in the Honduran effort. After that year, however,
“the orientation moved toward encouraging campesinos to take a more .
active role in solving problems through voluntary and cooperative-
* participatory community action. The monitors were to act as community
vdevelopment agents; therefore, they received training in agricultural
_,_._asslstance leadersHip. community. development, and cooperatives. By
1968 the radio schools in each community formed part of a.network -
mcludmg a housewrves club, a community development committee;
perhaps a‘ consymer or producer ‘cooperative, and a credit cooperative. -
Rural . anrm'mon techmques were 1ntroduced in 1968 in order to
' encourage. campesmos to discuss the1r problems and to arrive . at
"‘/.""‘_.alternatrvel solutions on their own:” This collective decision- making
. strategy was aimed at burldmg strong commumty organizations at the
: '_,_local level ,whlch would" apply pressure to. secure a share in the.nation’s _
TESOUTCE . ,The intent is to-do so, however, without becommg entangled o
:in party olitics. The prOgram “also mtroduced -consciousness-raising - °
.. Strategies )based'on the ‘work -of Paulo Freire; As White rematks; “The .
"= over-all goal sis to lay" the motlva.tronal foundatrons for. a gradual‘
j,growmg ovement: among - campesinos to. change; niore or less within
.the present decisiof- makmg framework the socral structures of thel"_. g
country }(1972 48). o AT ‘
»’ ugh White, notes”that the program s goals are prlmarlly‘ i
"""trf.lmal -and 1s ‘complimentary.te ‘its efforts,” he. finds that/ the e '
"1mp ct on llteracy 1s m1mmal He explalns this lack of impact in terms :
* . of fhe unimportance ofliteracy. in the” life  of, the -campesino. The
cah pesino simply does not need to be llterate given. the normal daily
Activities in which 'he is engaged. On. the radxo school 1tself Whrte -
/ offers the followrng comments ~ - - : :

]

/. The hmrtatrons of the radio school seem to stem in great part from the emphasns

" on voluntans , the attitude that if the 1nd1v1dual tries to change himself and his -
environment, he can-do so. This actividm. is drrected _against the traditional
fatalism of the campesino. But there also ‘has to'be support in the environment,

" that is, from [many different agencies which provide resources ‘with which the

. increased mot vation can work and accompany structural changes. The campe- &
“sino cannot do it all by himseff no matter how hard he tries, and to lead him

to think he cdn is too frustrating: For example, many campesinos have learned

to read and write, but they have nothing to read; they have learned a bit about
-'agrlculture, but [hev have not been able to put any of xt into practlce something

,
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has been learned about hcalth and h“mpmaklllg, but gs one weman said, “They
have suggested that we make room djyisions oyg of glolh when we don't have
cloth for clothes.” {1972 131 37l

The Honduran radio school Program has slppauntly taken this and 7
other evaluations ‘and attempted ty Overcome some of its carlier limita-
tions. ACPH, for example, now coordinates its efforts with six other

-private social promotion agenci¢s jn Honduras through CONCORDE,
or the Coordinating Council for pevelopment, which is described in

chapter 6. Within this coordindteg effort ACPH is emphasizing agri-

“cultural education for small faltmers (Accion Culiural Popular Hen-

durefia 1973), adult basic education, and community education (Accién -
Cultural Popular Hondurefia 1974), . . :

‘Other examples of radio schoOls pegun on' the Sutatenza modd exist
in Ecuador, Argentina;"@nd Bojjvia, Three radio schools exist in
Ecuador, for example, and like the others mentioned, they were
Dngmated under the auspices of the Catholic Church. The oldest of the
programs, the Popular Radio SChgols of Riobamba, was initiated in
1962. Alain Dubly (1974) survey®d the three Ecuadorian programs and
found that approximately one-half of the hroadeastitime was used for
music, while the remainder h2d. educational classes ,and dialogue.
Religious broadcasts and recreation constituted a very small part of the
programming. Dubly concludes his study by ‘pointing.to the obstacles
encountered in attempting to Use radio schools as mechanisms for

‘teaching literacy. He suggests- thay such schools are limited in their

effectiveness because they have difficulty motivating participants, little
opportunity exists for campesin0S to apply what they have learned, the
process of becommg literate qemands considerable time and effort after
“he campesino has put in a fu]l d\\y of work, and the early enthusiasm

- for participation wanes for lack of material and ideological incentives.

Perhaps the most recent radi® school program in Latin America is
the Instituto de Cultura Populas (I[NCUPQ) located at Reconquista in

Northern Argentina and initiated i, 197). Again the Program is based

on the Sutdtenm ‘model. INCUPQ is a private, nonprofit mstxtgtxon
dedicated to the integral education of rural. aduits and the creation of
community structures through the yse of radio, The program does its

_production in its own studios but becauge of a ldck of financial resources

must purchase broadcast time ffoy commercial stations. INCUPO is’

-primarily a literacy program adoPting a psychosocial method of instruc-

tion based on the influence of Pjulo Freu‘e Although INCUPO is
moving toward more integrated 6ducatlon efforts it is constramed from
pursuing substantlve social issg€S py the current polmcal climate in



O

ERIC

Aruitoxt provided by Eic:

A1 N .

' "”.'. ) 4 »
Adult Literacy and Basic Education 111

Argentina, Thus for the 650,000 illiterates over ecighteen years of age
in Northern Argentina, INCUPO provides radio "astruction five days
a week in the evening for a five-month course. Reception centers are
organized around volunteer monitors, and work books are supplied by

'INCUPO. On weekends INCUPO transmiits special cultural-type pro-

grams mixed with other issues such as health, community action, and
nationalism (Instituto de Cultura Popular 1975). ‘

The final example of radio schools in Latin America, this one in
Bolivia, differs somewhat from the others mentioned in that it is highly
critical of its predecessor, radio Sutatenza. The Bolivian program is
known as INDICEP, or the Institute of Cultural Investigation for

. Popliar Educaogjn. Although originally based on the Sutatenza model,

» the Freire psychosocial method and is now intent on’

_ liberating the “‘oppressed” peasant from, ‘rather than indoctrinating the
“marginal” ‘peasant with, the consumer-oriented values of the United”
States. The attack on Sutatenza is. based on.what INDICEP claims is

it later adopte

the Colombian program's adoption of a banking approach to education
which has supported the status quo ar+ kept campesinos oppressed.
The INDICEP approacHl is based instead on what it terms *‘Cultural

-Dynamism" or a program designcd to strengthen indigenous cultures

through the use of mc(ngenouc languages leading to liberation and to
what .representatives ‘ttrm a true cultural revolution (INDICEP 1971
Albo 1973).

I'shall refer again to the use of radio and radlb schools later, but this
brief overview of such programs in Latin America suggests that most
such schools have simply taken mechanisms employed in the more

* traditional face-to-face literacy campaigns and multiplied them via

radio. The same dependence on “education to alter the campesino’s
behavior is evident and -the 'same assumptions about literacy as an

~ obstacle to ac'hieving‘development goals are present. As pointed out in

chapter 2 the effectiveness of the communication process depends to a
consxderable extent on (1) prior knowledge of the local culture, thereby
enabhhg the program to address the needs and perceptions of individual
members of the audience; and (2) the interaction of programmer and
rec1p1ents in" a transactional rather than a one-way .communication

~process. Whereas the radio schools are designed to integrate these’

principles into their activity, prlmarlly through on-site monitors, "their
coverage -is often too large to enable the generation of sufficient

_ knowledge of local culture, and their feedback process is such that many

times the participant reactions are not used formatively to reassess the

E nature and process of information transmitted via the radio. As impiied

) s Yy
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in the following quotation from Horuik, Mayo, and McAnany, the use
of radio per se in luml education is not the panacca that many have
assumed. .

Most of these proluLts operated on the fallacious notjon that messages mnvuul
by the mass media wonld-automatically have a direet and powerful impact on
rural audiences. Such optimism was unfounded, and in retrospect it seems clear
that the early concentration on the new technology was at the expense of content
development and a proper regard for programime utilization u.dmlquc To the
planners' dismay, early cxpericnces with the mass media in' vural education
revealed that rural people preferred popular music to new agricultural pro-
grammes and soap operas to health information. It was discovered that simply

- reaching rural audicnces with information was not in itself a sufhucnt means

to foster social ¢hange. [1973: 77]

Liberation and Consciousness Raising

As indicated in previous leptels. the liberation response to depen-
dency explanations of underdevelopment generally falls within the
concerns of basic education for adults and is referred to here as
consciousness raising. Garcia Huidobre (1972) puts the relationship this
way: “The problem of Latin American liberation is, first of all, a
political-structural one, and then, one of an educational nature. But
it is necessary to acknowledgc that liberation requires education.
Conscientization remains as the first goal of any education that wants
to cooperate with the process of liberation™ (p. 74).2

The impetus for consciousness raising or econscientizaciéon arose in .
the early 1960s’in Brazil. Although we correctly associate consciousness
raising with Paulo Freire, the sociopolitical climate in Brazil, especially
in the Northeast, prior to the overthrow of the government in 1964 was
apparently nurturing other radical efforts. Thus before turning to a -
discussion of Freire and his method I would like to direct some attention
to several programs sponsored by thése so-called radical organizations.
In the early 1960s. for example, there was a program known -as the
Movimento de Cultura Popular-or the Popular Culture Movement which
was sponsored by Catholic radicals, most of waom were university
students. The popular culture program used plays, films, leaflets, and
other mechanisms to direct attention to the people’s own problems while
raising sociopolitical issues. Content, for example. was directed toward
liberation and against: imperialism. It included both consciousness
raising and a praxis, or action, dimension. Apparently the program
became infiltrated with Marxists, however, and the Catholic radicals

*For a similar view on education for liberation see Martin (1971).

[y
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~ rejected the pressures to make the program nigre political in orientation

rather than open and focused on the development of a critical awareness
(DeKadt 1970). C C ‘

Another program in Brazil during this period was the Movimento de
Educacio de Base (MEB) or the Basic Education Movement. Its origins
apparently date back to 1938 and to a meeting of representatives of
Catholic-sponsored radio schools whose programs were originally based
on the Sutatenza model. The Brazilian government along with the
Brazilian Bishops Conference (CNBB) combined to initiate a nationwide
radio school effort in 1961. By 1963 there were some fifty-nine radio

“school systeins in operation with, seven thousand radio schools. The . .

program used volunteer monitors to coordinate listening groups and.,
as the emphasis in the program began to include community actiorn,
to act as change agents in terms ol community development. In'1962
the MEB program began to be radicalized into the consciousness-raising
riiovement and by 1963 into the Popuiar Culture Movement. Also in
this' period, ‘MEB began to employ popular ‘animation (animacdo
popular) as a technique in its program. This involved group decision
making., community self-help, and “nondirectiveness” and was appar-
ently based in part on the interest in group dynamiics in the United

_ States (DeKadt 1970).

Under the MEB radio school and community development activities,

. the Catholic radical movement evolved to be less interested in education
. per se and more interested in the social structure which perpetuated the

marginal peasant's plight. At times this orientation apparently resulted

_in confrontations with landowners and the wider political and economiic

structure as well as with the cultural ties which botuind the peasant to
the local patron for mutual benefit. When the government was ousted
by military force in 1964, the radical ‘impetus in MEB and other

movements, was eliminated. There were 2,500 MEB radio. schools in

1967 or less than one-half of the number gxisting in 1963 (DeKadt 1970).

By 1970 there were only 1,255 such schools (Oliveira 1971). MEB
continues to function under the Conference of-Bishops as a radio school
program in community development and adult basic education similar 4
to other Sutatenza-type programs mertioned in the previous discussion
(USAID 1972). . : ' U .

. Paulo Freire was part of the Popular Culture Movement in Recife in
1961 and while at the University of Recife he directed the University's
first Cultural Extension Service. He. was a lawyer turned philoéophe’r-

“educator who had studied sociolinguistics. He spent several years

perfecting his method through various educational experiences and

began to implement the now-famous method in 1961. By the time of the
: : . . o . . 3
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govcrnment change in 1964 he and his foll(mers had prepared a large
number of program coordinators, and plans were made to initiate twenty
thousand. “‘cultural circles” in 1964. Under the postcoup military
government, however, he was-arrested, labeled a:subversive, and told

- that his method' was similar to that used by Stalin. Hitler,-Peron. and

Mussolini. Some time after his seventy days in Jail under the new govern-
ment he went into exile in Chile where he ‘began to write about the
method and to work in the National Dv.partmmt of Adult Education
with Christian Democrats (Asouacxon de Publicaciones Educativas 1974;

. DeKadt 1970). \

Whereas some suggest that Freire's method -of consciousness raising

. through dialogue inevitably Teads to political participation andw the

formation of commiurnity organizations and labor unions (* ‘Pqulo Freire”

'1970), others indicate that he was not out to incite revolt But instead

rejected mass education  which imposes silence and piissmty, stifles.
criticism, and makes man an object- rather than a subject of reality
(DeKadt 1970). ‘Briefly. his thesis includes the following principles:

education cannot be neutral; education ‘involves self-reflection .and
critical thought about man and society; personal’ development depends
on one’s relationships with other beings and objects; learning” cannot
occur Unless it is accompanied by praxis or a testing out of the new
knowledge: and the world that man chooses to live in is for the most
part created by himself (McGinn 1973; Freire 1970, 1970b)." Freire's

“method begins with common words and pictorially represented situations

fromthe immediate life of the participants..In this way literacy training
is accompanied by consciousness raising. Through cultural circles under
the leadership of coordinators, individuals carry on a dialogue about
their €nvironment as it is and as it could be. As’ Frci’re puts it to
coordinators: _ T '

7 . Y.
It is almost certain‘that the group. faced with a snuatmn witl smrt by describing
it in terms of its own existential experience. which may or may tot be that of the
coordititor. Your role is to seek. with the group. to deepen;, the andlysls until
the situation presented. stidied as a problem. is crmu-ed‘ . This critical
posture. which should be adopied by you and by the group, wi I overcome a naive
consciousness, ‘which loses itself on the periphery of problems as you are
convinced that you have .\rmed at their essence. [1971:62] :

Through this format Freire attempts fo avoid the t{ddmon‘ll banking
approach to education with teachers knowing ‘md Zgachmg everything
and students being taught because they know nothm/ Instead. he seeks
a liberating or awareness- raising process in which discovery throiigh
dialoglie is realized (Bosco Pinto n.d.). The coqrdm/ tor cannot prescribe

|,..d~
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his own optlons' to others as ...+ ~.mipulation and leads. to the

dehumanization of man. Fir—her= rv < woordinator must seck praxis
-or the action and reflection ¢ . fi—..... - well as 6thers. The result is an” -
individual who is a subject 1:¢ an - of ‘transformation, a person-

who is aware of reality and thrs has dentythoivgized the world. and an
individual who opts for ctange and wants to transicim’ the socml
structure (Freire n.d.). , : ;L
Research on the application of the Freire method is extremely scarce.
The movement was halted too early in Brazil to be studied and there is -

little evidence from other experiences, including that of Chile, to know

its effects. I could find only one zirticle,:.based on a 1972 study of three
programs in Bolivia, Guatemala, and Honduras, ‘that attempted to
empirically assg.ss fearner outcomes (Chain 1974). Through the use of

_ paper and penc1l instruments, the investygator found that approximately
" 40 percent of students who had participated in the courses could
- correctly answer reading, wtiting, and arithmetic skills tests. Further-
“more, 'through interviews, Chain found that neither teachers nor learners
. in any of the projects had achieved a level of critical consciousness that
* enabled them either. to see themselves as subjects rather than as objects
.. of action or to become persons creating their own destinies. Irrespective

of the empirical evidence available, however, there is little doubt that .

""the consciousness-raising concept has mér with widespread acceptance

throughout Latin America and in other countries of the world. I sense
that at first conscientizacién was feared in.many countries”as a -
revolutionary, almost hypnotic, method which would turn peasants into
raving revolutionaries. Its adoption today by many ministries of educa-’
tion in Latin America, with the obvious exception of Brazil, as.well as
by international agencies is evidence, however, of its widespread accept-
ance. Whether the application of the, conscientizacion concept adheres
to Freire's original intent though is questmnable Likewise, the open--
ended nature of; the Freire method makes one focus on the importance
of the coordinator in the process. Can he avoid manipulation? When,

* Freire says a dialogue must arrive. at the “‘essence” of a problem does it

mean that the coordinator must ask questions like ‘“Who owns the land
and why does he own it?"" In other words, will the dialogue inevitably
lead to social structural. issues? 1 believe. it should afid probably does—
but is this the intent of the process" The result of the dialogue has also
caused me to ponder its potential impact. Is ;t not ‘possible, as the
earlier quotation from White in his evaluation of the Honduran radio
schools suggests, that the outcome is likely to*be peasant frustration
rather than peasant action? Clearly, the participants have not acquired
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skills with which to imiprove their health status or their income. and
they are ncit apprised of how 1o organize themselves for action or where
to go to seck their share of social services.

Nevertheless, the method has probably been the most .v1dely dxffused
and accepted nonformal education innovation in Latin America in the
last ten years. | believe that its adoption is explained primarily by the
search for tools and techniques to match ‘the frustration which Latin
Americans feel as a result of both the social structural constraints in
Latin America and their dependency on international economic and
political forcs:s It is an investment of sorts in a new socialist future
based on collective humanism rather than on individual COmpCtltlon,
consumensmi and capitalism.

As can beiseen in the prior dlSLUSSIOH much.;of the impetus for a
liberating educatxon movement cameé from the Catholic radicals in
Brazil. ‘Fol/lomng the military coup there and the demise of such

:\programs ‘thz focus for liberating education shifted to the region as a

whole but remained a concern of certain Catholic and Catholic-inspired
organizations. In Medellin at the First and Second General Conferences
of Bishops in Ldtin America in 1968 and 1969, for example, education

" for liberation received considerable support.’Much of the Freire rhetoric

of conscioiisness raising was adopted by the bishops as the Church took
a position in favor of searching for a new type of Latin American society -
and a new educational process. The goal was to create individuals who
were subjects of their own development, who were conscious of their
dlgmty, who were self-determining, and who had a sense of community
(de Lora 1974). The results of Medellin were viewed by many as a first
step by .the predominantly conservative Cathalic leaders to move away
from perceiving the school, and education in general, as important lines
of detense for pfotcctmg the Church. The conferences. therefore, placed
the Church in a leadershlp position and enabled many Catholic educatorf.
to legitimately move toward education for liberation.

Three organizations, the Episcopal Conference of Latin America
(CELAM). the Latin American COnfederatlon of the Religious (CLAR)
and the Inter- Ameruan Confedbratlon of Catholic Educators (CIEC)
began to collaboratc in 1970 to develop both philosophical and program-
matic responses to the liberating charge of Medellin. Through numerous
conferences and -publications, including -the journal Educacidn Hvy,
these organizations began to develop several major thcmes withinethe'
dependency-fiberation framework. The work has proceeded with con-
siderable frustration at times as t!\c educational representatives of these
crganizations, especially CELAM and CLAR, have not.always receiveds
the needed ideological support of their parent bodies. Nevertheless,

I\

.
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- there exist at least two program thrusts which have becn derived from
. these coordinated efforts. The, first is comunidad educativa or community
“education, and the.s:cond is lenguaje total or the total language
. approach to education. : ) ’ .

The community education thrust is similar to some of the - efforts

. discussed in the last chapter, especially - EFA, with the exception that

the ideological bias here is dependency-ii-eration. The Catholic-inspired
program is based on the notion that the community is where true
education takes place and that all education must be geared toward
the development of a critical consciousness. Involving the school in the
community and vice versa is also viewed as one mechanism for improving
“the individual and the community by combining work and education.
The overall goal, however, is democratization to avoid pr'ivilege ;lnd the
establishment of just and equitable social structures in Latin America
(Asociacién de Publicaciones Educativas 1973). ' I
The second Catholic-inspired program is lenguaje total or the total
_language approach to education. It too reflects the consciousness-raising

concepts of' Paulo Freire but was apparently developed independently

by the French educator Antoine Vallet in Southern-France. Whereas

‘the Freire method constructs a dialogue around common words and

‘pictorial representations of the participant’s reality followed by an action
dimension, total langiage takes anv object from various forms of media
in order to build a dialogue and t:izm uses creative expression, especially
the media, as the action dimensizn. The -total language approach is a
‘humanistic response to the consumerism implied in the worldwide use
of selectronic communication. Its premise is that we must learn to
interpret the media and its symbols for the benefit of the individual and

_the community. Thus the method does not involve the transmission of

information. Instead it is bascd on the notion-that everything that needs
to be known is available in the wider environment and that through
dialogue, . criticism, and reflection we can learn to understand and
decipher images, symbols, compositions, and meaning'. The :method is,
nondirective; there is no fixed curriculum, ‘no schedule;. and teachers
act as resource people through horizontal rather than vertical relation-
ships with participants (Gutiérrez Pérez 1974a).

The principles underlying the total language method inclucie the
liberation of man as a subject rather than an object of reality; cei:abora-
tion, rather than compertition. through diziogue; reflection ang -action

enabling man to change the world; and m=n as a being in a comstant -
state of creation. Tha methods are intendesi to destroy paternalizm and

rigid social stragificecion systems in society “irough nonviolent struictural
“change. It is assumzsi that these changes: 4. geeur if man can dernystify

i
i
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the media and take critical and creafive social action. As all human
transformation is viewed as a result of dialogue, the process begins with
groun (parents, students, coordinators) interaction—including move-
men: (dance, mime, rhythms), oral expression, and ,group ciy'n;imics
The process takes place arqund a nucleo generudor or center of interest
which has its origin in communication media (magazine,-comic book,
newspuper, record, radio. television, film, and so on). The images and

. symbols are analyzed and then participants use. movement, a form of

the arts, or mass communication to express the perceived meaning.

Self-expression, for example, may begin with painting and later lead to

photography and videotape (Gutiérrez Pérez 1974a). = . -
Lenguaje total was brought to Latin America .through Francisco .
Gutiérrez Pérez and Ramoén Padilla, both of whom studied in France

' thh Vallet in 1969-70. They adapted the principles for application in

Latin Amerlca and began to offer courses in Quito and Lima. By 1972
tourses were being offered in a half dozen Latin American countries, -
and program experiences were under way in several educational centers.
There. were also $everal conferences and seminars around the ‘topic

.sponsored by CIEC and CELAM as well ‘as by ILCE (Latin American

Institute . of Educational Communication) and UNESCO: The con-
clusions of these conferénces and seminars assisted the total language
effort. For 'example,/at the first Seminar on Education,/and Social
Communication Media, held in Mexico in 1971, agreement was reached

that there was a need for  Latin Americans to become critical and

sefective consumers of communication media rather than bemg at the
mercy of dominant and external forces. Similarly in Lima in 1971, at
the First Seminar on Methodology for a leeratmg Pedagogy, it was.
concluded inar the medid should be used in a way which avoids pure
consumplior . m\§truments of :lienation, oppfession,. and homogen-

Jdzation. A Jine: emmple comes from Panama in 1971 at the Latin

American Semmar on Didactics and Audiovizzal Education where it .

was concludz* zhat there was a reed for a mew 1edagogy through which
the learner crutid perceive, interoret, and s« dify the information via
the media ({".=22rrez Pérez 1974w 1.

Through:. “:he ear. 1970s
kind * 2** ~ 2 UNES 3. for L\“mp zz. sponsored a roundtable
discussion wexia City, where an agreemezss was signed between the
Minizzry of Zmoaten of Costa Rica and TNESCO to initiate an exper-
imerntal prozmmz iz *w¢ secondary schoot:'in San Jose (Gutiérrez Pérez
me method is sl being nezd in Costa Rica. In addition,
zner Latin“American . areas have at least one
w Catholic secondary schier<s. where the method is being

131
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appmd Gutiérrez is currently in Costa Rlca wherc he is associated with
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a new program in Pedagogia de Comunicaciéon or Pedagogy of Com-’
/ munication, as total language is now referred to in Latin America. The
* new program in Costa Rica will apply the method to rural dwellers

through the use of community-development promoters and videotape.®
It is intended that community mettmgs will be videotaped and subse-
quently used as “‘centers of interest” for analvsis and discussion. The

“action dimension of the program will eventually lead campesinos to

make their own films and-videotapes as forms of seli- -expression.

Two other examples of the variations and applications of conscious-
ness-raising therues in Latin America that are related conceptually-to the
early Brazilian expuriences should be mentioned. These are rural.
animation and the use of specially deslgned instructional materials. The
réader will recall that popular animation formed part of the early
Brazilian Popular Culture Movement and appeared as rural animation

. / . .
“in the Honduran rzdio schools program. Although [ will concern myself
with rural animaticn. both processes are similar and are based on group

dynamics. Rural animation had its bcgmmng in Senegal in 1964 and
then was diffused to Madagascar. Niger. thc Ivory Coast. and Camaroon.
Variants of the process can be seen in niany parts of Latin America.
The assumptions underlying the approach specify that rural dwellers
must be made aware of problems of development and of their con-
sequences and that such problems must be stated by local people in their

" . own language as members of a group. The method involves a group of

three or four individoals known as the animation team. This team works
with three or four animators. or rural czmpesinos, chosen by their
referent community. These community rezresentatives spend three or

four days with the animation tean: dis. <sing potemtial communit
. Y

problems and engaging n Sock camas, o playing, and so on. Once
returned to the community the animator: discuss similar-issues with

- community groups and call on the animation team for appropriate
assistance. The method is open ended and croup oriented, and it seeks

to promote participation in local communittzs (Ryckmans 1971).
A final example of ar application of consciousness faising involves

the use of instructionzi products i uml Ecuador. The project is
supported by AID.and the Ministry . Ed cation and coordinated and
administered in the country thm;:h mae L'nversu) of Massachusetts.
Emphasis is placed on :developin: 1 awureness of one’s reality, on

self-worth, and on literacy afd num. =y skills appropriate to the rural
dweller's needs and inteests. The p ocess s materials based with the
assistance of a village faciiitator. Ma::rlais;» were designed in a-way that
sought to make them rtelevant to the villagers, inexpensive, ‘easily

BD
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reproducible’  highly motivating, self-explanatory. and self-generating’
in terms of further curricular development. The products include fluency
games for numeracy and literacy, simu_ation and media-based materials
for group awareness and ‘problem sciving. and expressive materials
designed to promote sclf-expression both oraily and pictorially. Materi.ls
are disseminated through institutions such as  nmwrcial agenciss. the
Church, and informal communication network...

Perhaps the factor which has brought most attenion to the Ma
chusetts program in Ecuador is the nature of the materials used to
achieve the project’s objectives. For numerzcy and literacy skills. for
example, use is made of dice and cards beuring letters or numbzars,~
number and word bingo, mathematical rou. :tte. and so on. Foi con-
sciousness raising and reality awareness. acuiities include. for exampie,
a game called hacienda which’is based on monopoly and is used to
simulate a rural village setting in which {:zues of land ownership and
relations with local authorities are dealt wit. Other awareness materials
include fotonovelas, or magazines. which purtray villagers dealing with
the strife and struggle characterizing village life and cassette recorders
which villagers use to record music and dialogue with the .completed
tapes edited for radio broadcasts. Finally. self-expression activirics ire
constructed around drama, puppets, rubocer siwutp€d and cemimur iy
newspapers. The rubber stamps have animals. buildings, and pecle
on them and are used first to create a visua! story and later. in literacy
training. to associate with words (Evans 197517

=5a-

DISCUSSION * o

If one steps back and looks at the evoluirm ecuization
activities in Latin America, including literac: ntal educa-
tion -programs, radio schoois, and consciou u=ss Taisizg, the most
innovative developments which emerge are the: surrounding congrious-
ness raising. Even with these newer concepins and nz:thodalogical
approaches, however. the strategies erployed = all of thrwe prgsams
in terms of the social change goals sought are we i and ina:..guate given
the life conditions of the participants. To me. .. major chzzacteristic of

A recent evaluation of the Massachusens program in T ador involving a pre-post-fust
design for assessing cffects on reading. standard and £ wctional wniting. mathematics, *
and consciousness raising in fifteen communities found -uixed results. The evaluators
used,the foilowing four games: Hacienda. Syliabic Card: Syllable Dice ..id Number
Bingo. The effects of the games were found to = tunction of a .t o f factors,
principally the manner in which thcf/ were imniomes . by the facilitar. sad v pature
of the group playing the.game. See Luaosa. Atkin, oo

. 18]43
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such efforts is their diffusion from one sociopolitical and economic
climate where a program might have had some success. as with literacy
in Cuba and consciousness raising in Brazil, to distinct environments

“whére the methods are applied but there do not exist the supportive

sociopolitical or economic conditions. These adult education programs
are classic examples of a man-oriented approath to change. Thus they
generally do not relate to other components in the wider social system,
they do not attend to socioeconomic incentives. and they do not teach
productlve skills or behavior that can necessarily transfer or apply to the
participant’s environment.

The leadership for many of these programs comes from the field of
education where the bias is clearly on altering man’s internal state. As

" with schools. the burden of applying what is learned is left with the

learner rather -than the facilitator. Thus, even if literacy skills are not
needed or used by participants in their everyday life. it has'been decided
by the leadztship that it is “‘good” to be literate. Similarly. with con-

sciousness =aising the implication is that participants should be aware |

of both the-r reality and of the social structure that keeps them marginal

or oppressed. But one needs to ask Why it is of value to learn about such
inequalities. The answer apparently is that once apprised of reality the
learners will do something about the injustices by either moving toward
commanity action, “having become frustrated because they now know

that they are merely pawns in a larger struggle, or taking up arms and

overthrowing those who hold power. None of this, df course, is made ex-
plicit as that would be manipulation. As far as I am concerned, however,

: participants were already manipulated—or at least _directed—toward

their new perspective on life. The problem.remains that they cannot use

"* that persgctive to feed a family or nurture someone back to health.

This does not mean that I am opposed to adult basic education
programs. It does mean, however, that I see little value in them when
they are applied as the major element or in many cases the sole
element. in a social change strategy. | "do not believe that such
educational efforts should function at all unless ‘a programmed link
exists between the educational effort and the socioeconomic and political

- context. In"effect, 1 believe that educators should stop perpetuating the
' “myth that-educational processes, whether they be directed or experiential,

will be the key to changing society. Such a premise is simply not borne
out by the facts. The ttuth is that there exisis little evidence to show
that the majority of the programs discussed here have had any significant
impact in the intended directions. It would probably be safer to rely

" upon evolutionary, as opposed to plannea change, progesses if this were -

the only model of change available.
. . * ) .
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Summary

" This chapter discusses those Kasic adult education programs iy Latin
America which are not generylly. associated with schools and  are
infrequently Jinked to wider sacjal change efforts. Attention is drawn
to three types of programs: literary and Fundamental Education pro-
gramg, radio schools. and edycation for liberation and consCigusness
raising. Literacy programs in patin America were generally without
significant impact except for the Cuban case in the early 1960s, whose
success is explained through iqgological. socioeconomic, and method-
ological factors, The UNESCO pryndamental Education programys of the
late 1940s and early 1950s are characterized as intending to crédte social
JChange by being all things to-a] people but relying primarily ON [jteracy
and basic education.in the pregence of immense social, politiea], and
economic obstacles. Radio schopls in Latin America are also digcussed
and found to be overly reliant gn the medium itseif in attempting to
overcgme traditional methodo]ogiCal problems associated with‘ face-to-
face Qpproaches to basic educatigp. Finally. liberation and cons€layspess-
raising ‘programs are traced from the early 1960s and the Pauly Freire
method in Brazil to more current efforts like pedagogy of comn2Unhjcation.

Throughout the chapter the majority of these primarily edUeational
programs are seen as classic examples of the man-oriented apEtoach to
social change. In effect,” they perpetuaté the myth that eduCation is

' omnipotent when addressing sqcio-structural, economic, and political
problems. It is suggested that t}js educational reductionism in terms of

a socjal change strategy is without empirical substantiation 2nd that

. such programs should not exist unless’ they ‘are linked With other

components in the secial systen,. Such a position, it should be poted. ‘
does not imply a bias in favor of development or liberation 80als but -
is stated instead to draw attentiop to the strategies employed in achieving
intended outcomes. v
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" o Adult Basic Educatlon in
Content Areas:

}Extensmn and Community
Organization Programs

I
h
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.Whereas the theme of chapter 4 is out-of-school adult basic education
and literacy- programs that are generally isolated from other social =
promotion activities ‘and other components of thé social system, this
:chapter addresses out- of-school adult education thzt is directed to :
content areas such a$ agriculture, health, and the promotion of com-
munity orgamzdttons Although both basic - education’ and literacy
programs and basic educatlon directed to content areas are sumlar'

of promoters or facilitators as ‘the agents of Lhange, those programs
directéd at content areas are generally administered through organiza-
~ tions associated with the content area rather than through education
agencies per se. These agrxcultural health, and cooperative organiza- .
tions, therefore, éstablish their own educational programs’in order to
foster the adoption of new behaviors, technology, and values “and
attitudes among selected participants. Education, however, may not
be the focus of-the specialized agencies. Instead, these.agencies arc
' 'more likely to be interested in the general improvement of agricultural,
health, or cooperative practices within which education, research; the
application of technology, and so on all play a role. I begiit by looking
at what -appears to be the predominant model. for these specialized
agencies’ educational programs, that of agricultural extension, and then
~ briefly discuss legal, trade tinion, and heaith education programs. 1 then
discuss voluntary community organizations “which often form the-
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institutional count(,rpart to the LOntEHt based education efforts. These
include Women’s organizations, friendship groups, cooperatives, and
community enterprises. Whereas one may hypothesize that these content-
based programs are likely to be more intent on adopting holistic
approaches to social change, only a few actually attempt to concern
themselves with the wider social system from which the forces impinging
_on the behavior of participants are actually derived, Cooperatives
and coMmunity e€nterprises, although examples of a necessary component

*in a holistic approach to social change, are likewise characterized by
an inadequate attempt to overcame immense socioeconomic obstacles of
‘which only a few receive concerted attention. . ’

3

The Agricultural Extension Approach

In the narrow sense, extension education is aimed at the adult
population and seeks, through agricultural support and farmer par-
ticipation activities, to improve ‘the farmer's production process and
his: yield. The broader model for extension education, however, is
- derived from the United States Ccoperative Extension Service originated
under the Smith-iever Act of 1914. Among other purposes, the’
Extension Service was designed to foster the application of agricultural
research findings, encourage problem solving ‘through™ group action, -
improve family diets, assist the homemakeér, organize rural you%h
offer ‘counseling on farm problems, and develop rural leadership cap-
abilities (U.S. Department of Agriculture 1948), As Kelsey and Herne
state, eXtension was to provide -servic¢ ‘while encouraging self-help.
“Extension endeavots to make available to” rural people the fruits of
screntlflc knowledge, with a view to bringing about more- satisfying
famlly and community life. It does this by creating within the mdmdual
the urge to achieve this goal and by showing him the way to do so”
(1949:389).
Within a year of the passage of legislation creating the Cooperatlve
_Extension Service, programs of agriculture extension, home life educa-
tion, and 4-H clubs for youth were operating through the United States.
‘One report indicates that by 1915 there were 4-H clubs in forty-seven
states and by 1933 there were more than a million women and girls
part1c1pdtmg in the home demonstration program’ (Kelsey and Helne
1949). - ) "
The fnst extension progmms in Latin Amerrm ‘lppe"u\.d during the
'tperlod 1930-50 The majority were dpparently begun in 1942 under
. the ausplces of the Institute of Inter- American Affairs, a United States

government corporatlon de51gned to administer bilateral programs of
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technical cooperatlon in health, agrrculture, and educatlon (Mosher

1957). These bilateral agreements were soon administered in Latin

America through offices known as servicios; usually three- separate
offices existed in each participating country for the three social problem
areas mentionéd above. The Pan American Union also established the

- Inter-American Institute of Agricultural Sciences (IICA) in Turialba,

Costa Rlca in 1942 (Glick 1957) and the Rockefeller Foundation, having
been worklng in Latin America in the health. field since 1913, began to
support agricultural-assistance activities in 1943 (Mosher 1957). The
major reason that attention was directed to agriculture. during this
period, at least by the government of the United States, was, in the light
of the world war, to augment the hemisphere's.supply of, among other

.items, food and rubber (Halle 1948). This pragmatic i rather ' than

altruistic goal was intertwined with desires by -the United- States to
improve its image witl Latin American sympathizers of the German

- cause (Paddock and Paddock 1973). Many of these servicio relationships

were continued after the war, however, and became part ofthe Truman -
Point Four Program and.were thus precursors to the activities of the -
Agency for International Development. In the years 1942-47, twenty-five
bilateral cooperative agreements in erghteen ‘Latin American’ countries
were established (Bingham 1953). There were programs in, among other

*“countries, Paraguay, Haiti, Peru, Bolivia, Ecuador, and Costa Rica.

As an example, the program in Costa Rica began in 1942 under the
Institute of Inter-American Affairs. It was designed to increase agri--
cultural production in order to send products to the' Panama Canal and

* thereby support the war effort In 1948, after the Ipstitute had estab-

lished several extension-type offices, the Ministry of -Agriculture in
Costa Rica signed an agreement with the United States Government
to create the Servicio Técnico Interamericano de Cooperacién Agrlcola

‘whose mission was 'to establish the extension service. By 1957 there were
- 254 agricultural youth orgamzatrons (4-S clubs) and a number of

housewives’ clubs. By 1962"there were 33 extension agencies in oper-,
ation (Di .Franco and Jones 1962). The program was also®characterized
by its use of rural schools as a network for community development and
change (L.oomis-et al. 1953). -

.In the late 1940s and early 1950s other 1nternatlonal .agencies had

", initiated agricultural extension services in Latin America. ‘For example,

in 1952 there were some 5,300 religious missionaries from the United

- States in Latin Ainerica working through 175 u.s. agencles About .

75 percent were representatives of Protestant churches whlle “the re-
mainder were Catholic priests, brothers, and nuns. Although the majority

" of these 1nd1v1duals were teachmg in formal schools, . a substantral

142 .

N



130. . ‘ Adu(t Basic Education in Content Arees

number worked in health and agriculture programs -as well (Maddox
1956). Among the other_international agencies involved at this ‘time
were the Food and Agrlculture Organization of the United Nations

(FAO) and the A'merican International Association (AIA). The latter

was supported by private U.S. foundations, especially Rockefeller. One -

of the AIA-sponsored efforts was the Association of Credit and Rural
‘-.Assistzmee (ACAR) in Brazil while another was the Council of Rural
Well -being (CBR) in Venezuela. ACAR began working in the state of
Mlnas Gerais in 1948 with the intent of assisting farmers to achieve
better lev.is of living. The program centered on the use of technical
assistance, supervxsed credit, and the distribution of seeds, insecticides,

- and fertilizers: Local extension offices were estabhshed and like other

programs, ACAR used extension-and home demopstration agents to
carty out technical assistance activities and to provide e Guipment and

loans (Mosher 1955). In 1956, ACAR became the Brazilian Assocxatxon .

of Credit and Rural Assistance (ABCAR) under the Ministry of Agri-
~ culture and became the coordinating mechanism for the Brazilian rural
" extension system. By 1971, ABCAR had approximately fifteen hundred

rural extension offices and a. staff of five thousand working in agricultural’

research, credit programs,, marketlng, community development, health,

- literacy, teacher training, and technical/vocational training (USAID

1972). The AlA-supported Consejo de Bienestar Rural in Venezuela

was also initiated in 194871t is deyoted to the improvement of agricultural -

' productxon. the development ~of natural -resources, home and family
extension, and 'so on. By 1550 the program was setving 780 farmers and
farm families, (Whartzn 1950). In recent years, the Consejo ‘has been
financed and adminisiered: by the Venezuelan government (Repiblica
de Vetiezuela 1973).
By the early .1950s rz=ariy uli of the Latin American countnes had some
“form of extension se=vice. In Colombia, for example, & servicio was
' estabhshed in 1953 after several years of U.S. technical assistance. The

intent was to ‘initiate a model agncultural extension service (Runz"'
Camacho ' 1965 Di Franco and Clifford 1962). In Me\nco and the ™,

. Dominican®, Repubhc comprehenSIVe agriculture education” laWS were
paSsed in 1946 {Pan American Union 1947).
Similarly, Bohvxa began an agricuitural assistance program in 1947

with U.S. support and by 1952 had fifteen extension agents and two
home demonstration agents. Rural youth were organized into a 4-H-type =

* program in 1949 and ten years later there were 451 clubs with 7,283
members involving 617 adult volunteers. By 1960, apparently because
of internal management problems, the United States assumed responsi-
bility for the entire Bolivian rural extension-program. In 1974 the AID

3
2
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mis;ioh in Bolivia (USAID 1974) reported that, primarily dug to a fack
of financial resources, the rural youth program ¥ 1s no longer functioning
and that rural extension agents were not well integrated inti/) the other
rural programs mvolvmg credit, education, agricultural research, and -
so on. ! :
This ‘brief review demonstrates that during the. last tiivty-five years
in Latin America the pattern of agricultural assistance Z{lS been very
similar: the importation of U.S. or other outside experts, the subsequent
initiation of extension services and technical assistance, and the
formation of clubs for youth and housewives. All of these agncultural
assistance programs emphasize education -through a ¢ombination of,
formal meetings of campesinos with extension agenfs, classes' and

'~ demonstrations, and specially prepared instructional pamphlets.’ Only

a few have adopted other forms of media in an attempt to .reach rural
audiences. :

‘Orz of these media-based programs is the Educadién Baslca Rural »
(EBR) or Basic Village Education projectin Guatz ala. EBR is an

experimental nonformai education program in-campejinos in agriculture’
begun witk AID znd ‘Guatemalan Minisy of Educatioz support in
1974. The program is intended to deterr=me the eﬁfective:nas ‘and the
relative cosz: of ifferent combinations’ sf communication. media in

' promoting gimnge ™ agricultural practice: .and production-among small

illiterate fanmers. The target audience, aizng with/ similar control pop- .
ulatlons, inciudes ladinos in the southeasrern pagt of the country and
Quiché-speaizng Indjans in the western highland$. The communication
systems beirr tested vary according to the amount of interpersonal

‘¢ontact with whe farmers. The treatments include/the use of radio alone,

-radio with a trained and paid’ monitor working with listening groups

-or radio forums, and radio, monitor, and foryms in ¢onjunction with

an agricuitural extension agent or agronomist who reinforces prior

- messages through demonstration and specifi¢ agricultural assistance.-

'One ofithe best known comprehensiveﬁrograms of rural cducatipn-iﬁzLatin Amex{ica
is the Institute of Rural-Education in Chile. Begun in/ 1954 junder the auspices of the

- sources like UNESCO and the ILO (International Labpr Organization- 1964; Platt 1966;

lnsmuto de Educacién Rural 1974), the institute is likely to be one of the oldest continuotis

- Catholic Church and- subscquc atly supported through ;Lrtemationa! and national funding’

programs in Latin, America, Although the activities Jof the institute include technical/
vocational instruction; Gommunity development, and leadership training of rural campe-

. sinos, the social change strategy followed apparently fests on the assumption that through

such interventions the campesinos will be able and /willing to behave differently in their
own environments. Whereas such an assumption may be warraated in the case of the
institute’s programs, the experience of others suggest: =t a strong link.between education

and wider socioeconomic incentives is nceded.
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Extensive prior research was carried out .in order to select the appropriate
areas for'the experimental programs and to assess the demographic and
socnocultural characteristics of the target population. These data are
used as base line information from which to compare potential cognitive,
affective, and behavioral changes. In addition to the base line study,
examples of other preparatory activities include‘the erection of two radio

transmitting stations, the ‘training of radio forum monitors, ‘and the
‘ preparatlon of audiovisual materials.
The principal source of the EBR program messages is thc Ministry

of Agriculture. These messages are transmitted in accord with the

agricultural cyele in each locale and ars produced in draft form subject

to tire approval of instructional product dev=iopment and agricultural
specialists. Thezrphasis is on information which has prajttlcal tech-
nologlcal azd econmomic implications for the farmer and is intended to
remain flexible in.accord with climatic .ancé ‘market conditions in ‘the

local area. The radio’ programs are broadeast six days a week, eight

hours a:day {3230 a.M. to 9:00 A.M. and 4:0:3 p M. to800'bM) They
include. approt:mazely SO percent popular' rusic and 20 percent agri-

- cultural .informatien anong with programs :xf health, family interest,

local news,.znz:50 on. The large proportion &= the programming deyoted
to music is.dir= to the necessity of competizg with other radio stations
for a listening:zudienc:. The nature of the radio program strategy varies
but generally includes a minimum of lecture and a. maximum of short,

concise. pieces of information, soap dperas, news, interviews, and music. -

The EBR’s 1974 eValuation indicated that among the -southeastern
Ladino audience, some 85 percent of those interviewed hstened to the

- EBR station daily.

Each of the monitors in the EBR program work§ in five communities
with a total of three hundred to four hundred campesino families. They
organize and direct radio forums, teport weekly to the program: head-
quarters, and ‘receive in-service training weekly. During the twenty-
minute, once-a-week listening group,. the monitor plays the recorded
radio message of the week on a portable cassette tape recorder while
he displays an appropriate set of flip charts synchronized to the message.
After the formal. session, the monitor carries on a discussion with the
participants reporting the salient points to the EBR central office where
they are used in the following week's programs. The agronomist is

intended to reinforce the monitor’s activities through'the use of a

demonstration. plot- accessible to: the farmers in the arca as well as in
identifying agricultural problems which may be usefulas bases for future
radxo programs (Ray and Monterroso 1975)
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Early 's_umma‘tive evaluation data of the EBL program for 1974, in’

".comparison to base line data collectedd in 1973, was obtained -through .

interviewing random samples of participants and members of the control

" group in the southeastern area of the country.- Generally. the results

indicate that in terms of new knowiedge . -uired. the radio/monitor/
agronomist treatment proved more! effectivy than the radio/monitor,
which, in turn, proved more effective than ‘ne radio. alorie. All experi-
mental treatments were more effective with respect to transmitting new
knowledge than no treatment at all. In terms of the impact on favorable

~attitudes the results were the same. With regard to improved practices, '

also evaluated through self-report measures, however, the results indicate =
a decrease in the use of recommended practices between 1973 and 1974.
Practices of farmers were not as affected as knowledge and attitudes,
so the report suggests, because of the av allabzhty and price of fertilizers,

“the former. w1despread use of fertilizers in one locale, 'md the ex1stence

of a very good crop year in 1973 (Rich and Nesman 1975). ‘ \
Although it is clear that the EBR program is m its infancy, the

intended futuré evaluations will add considerably to our understanding

of the impact of nonformal education. The-program is also of interest _
because of its experimental nature and the fact that it bypasses literacy .
as a pre(‘ondmon to behavioral change. Thke' major problem with the

‘effort as I see it is its lack of relationship with other rural social pro-

motion agencies in terms of credit, technology, marketing, and the like.
;While this factor is recognized by the EBR leadership, it is apparently
not being addressed with the same cate and concern as the educational

activity itself. This lack of integration with other components in the

social system may eventually provide an alternative hypothesis to explain- -

-ing why the farming praetices of campesmos have not been atfected by

the program.
Whereas research on agricultural extension programs in Latin /\merlca

' appears extremely scarce. sufficient literature voxists te raise serious

questions about both th: sp-propriateness of the extension modei for

‘Latin America and its impact. There are reports, for example, which

suggest that extefion agents lack material resources and an ability to
relate to rural farmers (Di Franco and Clifford 1962; Chesterfield and

- Ruddle '1975); ‘that agricultural youth organizations are limited in
. number and serve primarily those rural farnier families already fairly
L well- off economically (Hurtado and Herudek 1974); that housewives’
- clubs are serviced by urban dwellmg mcmradoras who seldom visit and

teach useless information to campesina women who don't havé the
resources to seck better food or make house improvements (Huftado

1
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and Herudek 1974) that e:zension agencies are marked by 2 tendeccy

toward bureaucratic prolifezation and duplication of functis:t supported

by U.S. foreign assistance which’ champions a wholesalc transfer of

-extension philosophy and methodology (Brown 1970; Inter-American

Committee for Agricultural Development 1967): and that a measurable

impact of such services has’ been difficult to uncover for programs
directed at both rural women (Nelson 1970) and rural nien (Inter-
American Committee for Agricultural Development 1967). One ot the
most thorough résearch reports available evaluated agricultural extension
services in twelve Central and South American countries (Rice 1971).
While suggesting that extension services provided training for agricul-
tural technicians, made governments niore aware of the ‘plight of the

farmer, and contributed some to increased income and productivity,

the author conclades the report in a way that reinforces the results from
other studies mentioned above: *The study results show that the cumu-
lative effécts of extension activity in twelve éouhtries has not made a
major contribution to whatever progress has occurred and that whenever
the density of agents has been increased for specml extension projects,

. -but without prior reinforcing changes in the economnc envxronment the
" situation was not impreved'’ (p. 61).
" These problems of the extension model are dlscussed in a recent}

monograph by Rogers, Eveland, and Bean (1974). They indicate that as’

a result of the high correlation between agricultural productivity and
the existence of an extension service in the United States, the modzi
was exported to developing countries. 't was assumed that the applice~
tion of technical assistance comubirced with technology would augment
food growing around the world as it had done in the United States.
Thus the authors’ comment: “Generally. the U.S. personnel sought to

establish as exact a replica-as possible of the North American agricultural

extensionn model, complete -.ith local extension agents and central
extension training centers to produce them, uxtension specialists, and
agricultural colleges" (1974:42). .

The model, however, was based on client participation in program
planning, identifying local needs, and feedback and evaluation; char-
acteristics of United States farmets which w: =e not transferable to other
countries. Rogers, Eveland, and Bean uote that extension' agents in

" developing countries were faced mth hopelessly ldrge client ratios of
-eight thousand to one whereas in the United States the ratio was only

four hundred to one. The application of the extension service also
demanded rather large farms in order to take advantage of chemical
fertilizers, insecticides. pesticides, and tractors. The result was increased
attention to large farmers where major benehts could be aclneved with

)
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the least difficulty and an avoidance of small farmers who did not have
access to credit and who did not have sufficient holdings to take -
advantage of the' assistance offered through the extension service.
Furthermore, it was easier for the extension agent with his urban
background and formal  education to communicate and carvy out
relations with large landholders, with whom the agent had more in
common, than with rural peasants

The result of the extension service in developing countrles therefore,
along with some significant rises in agricultural output, was a further

separation of well-to-do landowners at the expense of peasants. As

Rogers, Eveland, and Bean put it: “The improvement of agricultural
production by means of new technology in developing countries
exacerbated the inequalities between the rich and poor farmers, and
_concentrated agricultural wealth, power, ‘and knowledge in fewer and
~ fewer hahds" (1974:44). ' - .

The authors conclude their study of the extension service'in developing
countrles in the following way: "‘We conclude that the’ agricultural
. extension model has not been relatively successful when transferred to’
less developed . counfrzm (1974 50). The major reason given for such
" a remark is the lack » wptation of the extension service model when
diffusing it to other soc10cu1tural contexts.

As many are now suggesting, the extensxon service, like its aduIt
basic education and literacy counterparts, must form part of more
holisiic approaches to servicing the rural farmer. Watts (1973) for

“example, indicates that the impact of agricultural education has been
~ exaggerated and even has -a negative influence when it is” applied in

isolation. Whereas farmers may, for example, learn agricuitural tech-
niques, they are frustrated when they cannot sell what they produce.
Although years -ago some Latin Americans (e.g., Chaparro. 1946)
recognized the need for the integration of agricultural extension with
credit, marketing, health, and so on, it is only recently that such
packages of services have become widely accepted (Brown 1970; Mosher
1969). - :

Among the most ‘recent expanded extension efforts is the Puebla
pro]ect in Mexico. Begun in 1967, the program was reaching 4,833
families by 1970. It apparently achieved. considerable early success ‘in
raising both corn yields and the income of rural families. The program

" involves a systematic effort- to provide credit, technology, research,

supplies, markets, and crop insurance (Jimenez Sanchez 1970). The
‘Puebla project forms part of one of the worldwide institutes .spo‘nsoreg ‘
by the Consultative Group on International Agricultural Research

‘designed to promote international agricultural research and training.

@
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The center to which the Puebla project is 2ligned is the Internagonaj
Maize and Wheat Improvement Center (CIMMYT). There are also
the [nternational Center of Tropical Agriculture (CIAT) in Cali,
Colombja, and the Internationa] Potato Center (CIP) in Lima, perq,
which. form part of the internatjgnal network (Consuitative Groyp .in
International Agricultural Research 1974). The Puebla project i often
rfferreq to as an integrated rura) development scheme and in Cqptra-
d\\istinCtiOn to typical extension programs is designed to service Smaller
ar\g poorer farmers in an ecologically disadvantaged area. The uge of
the ‘word integrated here takes oy a special Meaning as it refers to a -

, more. balanced institutional ang- services’ program in the agricujtyral

development process than that wyich characterizes the majority of the

- programs discussed in this scctior. Even the Puebla project,’ hO\vever,

has encguntered problems. - . o S
The project apparently began pecause of the low rate of small farmer
adoption of new seeds and technglogy. Following research in the area
it was thought that the primary yeasons for nonadoption were a fack
of available credit and technical gnowledge. One extension agent was
assigned to each of five ecologica) areas, each servicing appr,OXimately
ten thoysand farmers. The strategy involves the normal educatipnal
efforts .combined with the organjzation of farmers into local credit
groups pased upon, 'cu!gu_ral and geographic ties. Thé first thre€ years
of the project were rather successful given the ecological conditiops of
the area, It was learned that the raditional criolla seed varieties ysed
by the farmers were superior to the newly developed types and th?t they
were, as the farmers already knew., vesponsive to the increased applicgtion
of fertilizers. By the fourth year of the project, new farmer particiDation
began to decline and only a relatively small number (5,240) Ot the
forty-six thousand farmers in the area were among the participants.
At the same time, however, the difference between the per acre yjeld -
of partici'pantsf‘lnd'nonparticipants was falling, indicating that those
who did not belong to credit groups -might have been adopting recom-

. mended practices through associatjon with existing members. This goes-

not explain. however, why so mapny individuals were not joining the
credit group or adopting recommerpded practices. It has been suB8ested -
that the reason may rest with either the increased time involveq -
tending o the maize crop once having applied the fertilizer thereby
reducing the opportunities to earn outside income through other sOurces
or it may rest with the financia) risks involved in switching from
traditional practices (Coombs and Ahmed 1974). The risk hypothesis
seems to be substantiated by.Jiménez Sanchez (1970) who reports hat
early resistance in the project came from women who advised their

-~
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husbands not to secure chdxt because of the danger inherent in
indebtedness. :

Extension Education in Other Content Areas

The educaticu extension and technical assistance programs in the field
of agriculture are similar to education models used in other content- based’..
agencies. In the field of law, for example, programs use a version of
extension education to- provide legal counseling and access to legal
services. Law schools in at least eleven Latin American countries use

.such programs for the clinical training of lawyers. A recent seminar in
* Chile brought representatives of these programs together to discuss the

nature of . such efforts (Umversxdad Catdlica de Chile 1974a). The
Department of Legal Practice and Assistance (DEPAL) in the Catholic .

University in Chile, for example, requires that-students enrolled in the-

law faculty complete a clinical internship before graduation. The
prOgram involves the establishment of several neighborhood legal centers
in poverty areas of Santiago where a law professor and six or.seven
students spend several hour§ once a week providing legal assistance.
to the population. The program is also responsible for a legal aid’
column written for a local newspapey and for the broadcasting of legal
information over radio and televxsxlon (Universidagd Catdlica de Chlle
1974p). : : ; ¢

Trade union ‘organizations have aiso used a modmed extension

‘program format to offer information to their members (Paulston 1971).

In Central America, for example, trade unions were organized between
1940 and 1954 and trade union education. for workers under the
Inter-American . Regional Orgamzatlon of Workers (ORIT) began in

1957. Seminars  and courses are organized around such topics as col-:,,,:;.-"-

lective bargaining, trade union organization, labor economics, grievances,-
parliamentary procedure, financé, and so on (Mejia Castro '1967).

Another program of a similar type is organized in ceoperation with the
University of Chile in Sautiago. The project is designed”to provide
education and technical assistance to trade union. members and leaders

. and includes economics, 1aw, administration, and bus(less management.

The intent is to_assist mdmduals in the operatmn of worker-managed
industries and in_securing bases of power and. responslblllty within' their

,legal rights (Corporacidn Asistencia Técnico+ Smdxcal 1974).

Other:examples. of 2 predominantly extensién-type model can be seen

~ in the field of health ediuication. Surpnsmg.y, however, there is a relative

scarcity of information in the [iterature on health programs. "One redson

* _for this void is that health programs oftén form part of basic educatlon
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agricultural extension, and community development projeets, and an-

other is that much of the attention of the medical field is in the

preventive and curative vather than in what health educators apparently

“refer to as the promotive area. Because many of the preventive programs

are designed, however. to deliver services such as inoculations and other

 forms of "medicine, the activity is usually viewed as having some

Ay educational impact. Nevertheless, as will be seen below, health extension

_programs are generally not distinguishable in strategy from oter basic
adult education programs discussed earlier,

One of the better known health education efforts in Central America
and Panama in the 1960s was known as the. Program of Mobile Units
for Rural Areas (PUMAR). It was begun in 1962 under the Alliance
for Prog,rcs‘; and was designed to have sixty mobile health units, ten
in ‘each country, servieing 440 rural communities weekly. The units
provided basic medical and public health services and were to- organize
local comimittees to carry out community development activities. By the
end of 1964 the jeep-type ambulance units with a physician, nurse or
nurse aide, and sanitary inspector were servicing a population- of two .
million (Vintinner 1968). The Paddocks (1973) visited the Nicaraguan
program, supposedly the most effective among the six countries, and
found that there was little evidence of any community development
effcrts but that the health program was experiencing some success. .

A more recent rural health extension program, this one in Guatemala,
was begun in 1971 through the Ministry of Public Health and Social
Assistance. The focus of the program is on the training of auxiliary per-
sonnel, including health promoters, native midwives,' auxiliary ‘nurses,
and rural health technicians. Health pronioters are community voiunteers
trained in public health, sanitation, nutrition, first aid, and in the”
diagnosis and treatment of the most common discases. They make use
of minimal facilities and are supervised periodically by a training team
composed of a doctor and a nurse. The native midwives program
responds to the reality of Guatemala where over 60 percent of all births
are said to be attended by local, untrained midwives. Training of
midwives lasts for three weeks in a local hospital whercupon the. woman
receives a basic set of instruments, dressings, and antiseptics. As with
the health promoters, the midwives receive VLI‘I()dlC supervisory visits.
The training program for auxiliary nurses is dcslg,"ed to provide
individuals (o staff the more than three hundred health posts in the
country. The also constitute the largest staff component in rural
health centers and regional hospitals. Candidates for auxiiiary nurse
positions must have completed primary school and a fourteen-month -
training program in onc¢ of two auxiliary-nurse training schools. The
final training program is designed to prepare rural health technicians
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or individuals who are able to work in an intermediate capacity between
medical doctors and health prornoters. Limited to practicing in rural
areas, the technicians are prepared to improve héafth in"a broad sense
through a two-year program following tne completion of nine years of
formal schooling, "I‘Ee)""“are assigned to rural health posts as close to
their native community as possible and work with an auxiliary nurse.
Throughout this program of triining, the emphasis is on pronidtive and
preventive health care with medical- care coming from regional hospitals
—(Long and Viau 1974). ;o
. ( Two fnal examples of health care dehvexy come from Colombia in _
" the late 1960s. The first is known as the Colombian !Institute of Family
"Well-being, It was begun in 1968 under the Mlmstry of Public Health
with the objective of protecting minors. under seven™years of age and
improving the health status of families through nutrition cducation.
To these ends the institute initiated Community Centers for Infancy’
which, in addition to the above objectives, were also intended to foster
commumty develoment programs (Repuablica de Colombia 1973). The
centers are of different sypes depending on the physical facilities avail-
-.. able. They include hospitals, abandoned schools and other buiidings,
“and specially constructed facilities. By 1973 there were sixiy. corimlunity
centers with some four thousand health care promoters working in"about
- 30 percent of the rural area of the country: The institute is also involved
in a large nutrition and food delivery program in collaboration with
other miniswries and international agencies (de Zubna Gomez and
Calderon Martinez n.d.), 2
*The second Colombian example concerns a family planning program
carried out by the Ministry of Public Health, the Coloinbian Association
of Faculties of Medicine (ASCOFAME), and ‘The Improved Well-being
Association of the Colombian Family (PROFAMILIA). The project in
1967 was emphasizing the use of intrauterine devices in family planning
jand had extended its research and training Ltforts to 340 health centers
‘in Small towns. It was, also’training urban hOSpltdl personnzl. ihe
project was backstopped by the International Planned P‘\rcnthood
ederation which, through the PROFAMILIA office in Colombia, Ifad
twenty-six family planning clinics and by 1969 had reportedly served
63,000 women. Sanders (1970) reported that because of both political
problems and the intervention of the Catholic Church the family
. planning program was moving cautiously in Colombla and that the
adoptjor of such efforts has demanded a considerable transformation
of moral, religious, and other cultural values. u
Discussior about these content-based aduit education programs,
generally administered through agencies associated with the content
~itself rather than through education offices, raises the same limitations
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noted cartier. Such programs, like their connterparts in education, are
narrowly conceived and generally fail to link their cfforts with other

social service agencies or other components in the social system.. The
emphasis -is on delivering information. skills, and -attitudes with the

assumption that these efforts'will enable the requisite behavioral éhanges
sought by program planners. The evidenee. however, especially in the
agricultural extension and technical assistance field, demonstrates the
relative impotenee of such strategies. As T indicate in chapter 7, it'is
clear to me that only through an integration of these. along with other,
interventions across sectors of soeiety is therc any basis for optimism
in the nonformal education and planned social change area. For now.
however, 1 shall turn attention to the counterpart of many of these
extension efforts by discussing some of the.ways community members
are organized either to reeeive assistance or to initiate community
self-help organizations. '

" Community Organizations

Adult basic education in content areas is often linked to community
organizations and associations that derive their initial leadership from
outside of the coraraunity but are dependent on the voluatary participa-
tion of community members, These organizations inelude women's clubs,

©friendship greeps, cooperatives, and community enterprises. Their

purpose vari-s from merely providing a mechanism to. bring together
a group of mdividuals to reecive technical assistance or instruction to
ecommunity action and community seif-help. Whercas | briefly describe
examples in each of these areas, beginning with women's organizations,
I concentrate on the use of cooperatives in Latin America as they, with
the exception of community development progrargs which are discussed
in the next chapter, appear to be given the highest priority amoug
community organization efforts. ‘

Although women’s organizations are becoming more widespread. and
somewhat more militant, in Latin America, their growth has tended to
parallel the agricultural extension movement and tlicy are often, used as
informal receiving groups for programs in health, nutrition, saniwation,
and family planring. One of the most extensive cfforts among women'’s
organizations in Latin America was an outgrowth of the Honduran radio

school program (ACPH). Known -as Clubes de Amas de Casa. or”
hotisewives™ clubs. the movement was initiated in 1967 by a radio school .

monitor_and his wife who were conecrned with the general exclusion
of women from community action programs. By 1968, CARITAS
(Catholic Reliet Services) had initiated, a nutrition and supplementary

r
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foods program for mothers of preschool children and had joined forees
with ACPH to foster the housewives' club idea. By Junc of 1975 there
were 947 such clubs with 19,500 members nationwide. The activities of
the clubs, now under the exclusive sponsorship of CARITAS, vary from
simple discussions of local problems, food preparation, fiteracy, and
health and sanitation to community development. artisanship, savings
clubs, consumer cooperitives, and so on. The goal is to foster a sensc
of dignity and self-respeet among women, {o take advantage of the rights
accorded women as citizens, to support the family asa social.institution,
and to encourage community action. A rotating credit fund has been
established to assist in these efforts. The program has also trained
seventy-five promoters of housewives™ clubs who work full time as salaried
promotlon agents,

' A différent approach to the organization and training of women can
be found in Bolivia. In 1973, the office of CODEX in Bolivia initiated
a survey of the social promotion activitics for women in the country.
These included such programs as the Girl Scouts. nutses’ organizations,
Catholic action, and housewives' clubs, Tt was found that the majority

¥ . - . .
“of such activitics were sponsored by private rather than public agencies;
- were begun since 1960: were focused on education. with health programs

being emphasized; used Spanish as the ‘means of communication; and
organized women primarily through courses, mcetings, and scminars
(CODEX) 1973). As a result of the information gathered, CODEX
initiated a pilot center for the development of ‘women. The focus of the
program 18 to organize women for social action lhr()u;:,h ihe training
of social plomotlon agents and through sponsorship of group discussions
and seminars. The intent is to overcome the traditional and stergotypical -
roles ascribed to women, to encourage social action, to coordinate the
efforts of women's organizations. and to foster group goals.
. Although the organization of women is receiving considerable dis- o

cussion and emphasis, the majority-of the community organizations in.
Latin America, whose members nevertheless, are men, concentrate on

~issues that are nog sex-linked.* An example of an informal community
“organization designed to serve a primarily reception function for technical .

assistance is the friendship group program of the National Federation
of Coffee Growers in Colombia. Rather than continue the practices of
individual contact associated with many extension programs elsewhere

and which have proven: for the Coffee Growers Federation to be inad-

equate for reaching large numbers of small rural farmers, the extension
service now works with farmers in community groups known as grupos
de amistad (“friendship groups™). The Federation argues thit such
informal community institutionsfexist in all areas and are characterized

[
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by indigenous leaders. The friendship group is a natural, informal

organization whose voluntary- membership is most often based on
resxdenttal patterns solidified through -feelings of mutual confidence.
Such groups use face-to-face methods of communication and members
are usually known to each other before being brought together in meet-
ings of five to twenty-five individuals. Leaders are sald to cmerge
naturally, based upon such group eriteria as sensitivity, intelligence, expe-
rience, and influence.. The Federation has carried out studies in several
departments throughbut Colombia in order to identify such leaders.

- It subsequently asks for their assistance in carrying out the éxtension -

program. Meetings are then held and members of the group choose their
own leader, decide where and when to meet, topics for discussion, and
so on. The extension ugent is present during the meetings and apparently
plays an important role in guiding’ the work of the group. Lectures,
demonstrations, and discussions center on problems of health, education,
recreation, the application of new technology. und methods of produc-
tion. Curlcntly the Federation_reports. that more than three thousand
friendship gréaps are organized with a membership of 34,000 individuals
in fourteen deammnts of (olombm {Saldarriaga Villa 1972; cheracxon
Nacional de Cafeteros Ge Colombia 1975).

. There are many examples of community organizations, some of which
are transitory and specially focused.*as in the fnevds]np groups and
many women's organizations. and others which form the basis of
economic and social cohesion for the entire community, as in coop-
eratives. Among some of -the former and almost all of the latter, the
eriphasis is on colleetive action where access to information., technology,
credit, and transportation is made easicr and where community problem

solving is supposedly nhanced (Jiménez Sianchez and Laird 1974).
"e ! :

.

.

COOPERATIVES : - . o

Cooperatives, also known as associations and societies, are nermally -
owned and controiled by their voluntary member patrons, with each
member usually having one vote. receiving the services of the cooperative
at cost, and sharing in the surplus carnings (United Nations 1954). It
appears that Latin America’s first cooperatives, Agnculluml insurance
associations, emerged in Argentina in 1898 among French immigrants ..
(Konopnicki. 1971). After they were. recognized publicly by‘the Argentine’

‘government in 1930, new types emerged and spread rapidly. .By 1932

there were 251 and by 1939 there were 315 such organizations in that
country (Powell 1942). Other Latin Amierican nations subsequently
initiated legislation making (.()Oper‘lthCS possible. By 1940 in Brazil, for

example, there were 256 consumer and 251 credit cooperatives among

1,"'
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.more than 900 such organizations. In Chile, there existed different
‘farmers’ societies before 1929, but true cooperatives did not'en c:ge until
- after 1936. By 1938 in Chile, theiwe were 57 urban consumer cooperatives
and 38 agricultural cooperatives. Although'the countries of Central .
America and the Caribbean developed cooperatives  rather slowly,
Colombia, Ecuador, Paraguay, Peru, Boliviz, Uruguay, and Venézuela
all had cooperatives during this period. ‘Mexico had béth regular
cooperatives as well as the ejido or commuual land holding societies
(Powell 1942; International Laber Office 1953):

. Between 1951 and 197 cooperatives in Latin America increased from
7,568 to 25,757 'and membership went from "2,227,750 to 9,463,655.
The major growth appeared in the 1960s. By 1970, Argentina and Brazil ..
accounted for nearly 50 percent of the societies and two-thirds of the
members. In addition, these two countries accounted for' more than
75 percent of agricuitural and consumer coopetatives while Chile and
Urugyay had 25 percent of the housmg, .md 14.4 percent of consumer
cocperatives. Transportation cooperatives ‘have been especially strong
in Bolivia, Paraguay. and Mexico (Konopnicki 1971).

Because consumer cooperatives, the most ‘widely acceptcd type in
Latin America, come from England and because savifigs and credit
cooperatives, the second largest type in Latin America, come from

. Germany, it is clear that such institutions are not indigenous to Latin
America (Fals Borda 1971). Instead- they are olien associated with

European inimigrants and-are ‘egislated into -exisience rather than
arising from popular movements. Thus they can emerge as easily for
- political purposes to pacify peasants or to sopthe adverse ‘effects of ~
.depressions as to prormote or promise’ a better life. Even though therej
are “jogitimate economlc and social reasons for mltmtmg cooperatwes
ofter thelr éxistence is pragmatically- designed to satisfy bureaucratic

. requ1rements enabling participants to receive techmcal assistance, land,

or credit from social promotion agan1es (Hurtado and Herudek 1974).
‘Such bureaucratic devices can be seen in a very common government
policy in Latin America concerning credit. In order for a peasant farmer
.to secure credit through a bank or credit fund, for example, it is not
unusuyal to require that he belong to a cooperative. As a peasant leader
in Bohvxa informed mepit was for ihis type of benefit that he began
organize the community into a cooperative, In fact, however, what the
‘community initiated, according to this n‘dlvldual Wwas not a coopetative
.but a loose-knit organization called a cooperatxve which would satisfy the.
_legal requirements and make access to credit fezmble Another reason "

K .that social promotion agencies are promoting cooperatives is the ease of-

access they have to groups of peasants and the obvious implications for -
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reducing costs in terms of reaching.greaier numbers Because coopcra-
tives are often the only institutionalized form’ of group activity in the

rural'area, geveral agencies use them as points of diffusion for health,
‘nutrition, hteracy. and other forms of education. Likewise, agricultural

“assistance in terms of the use of seeds, fertilizers, methods of production,
and so on are often channeled through the membership.

The majority of the cosperatives in Latin America, however, whether
they concern production, marketing, credit, consumption, or are multi-
purpose, combining' two or more of these functions, are organized
because they offer what appears to be a relatively simple way for people
to come togethér in order to. help themselvss. Often, for example,
coopcratlves are designed to organize peasants for collective action by

eliminating middlemen and thereby i mcrcasmg the income and autonomy

of participants. This is because the typical middleman who provides the

-credit, sells the peasant his seeds and ferulizers, arranges transportation,

and then dlstrlbutes the product in the marketplace exacts a heavy price
for his services. In effect, such individuals fix the cultivator's rewards by
hmmng the amount-of production possible and demanding prohibitive

-prices from the consumer. Profits conie from each step in the process by

simply taking: advantage of the peasant’s lack of orgamzanon in terms;
of entrepreneurial activity (Esquivel 1966). The introduction of a ccop-
eratiye association is designed to lessen the influence of the middleman
and enable peasants to have more direct access-to the marketplace and
thereby.increase their income and power.

True cooperatives of the community-based typc are dependent upon
a number of environmental_preconditions as well as certain membership

-characteristics in.order that they may manifest desired goals. Whereas

the major goal fs the achievement of some level of economic success,
often the wider economic and political conditions present are not
conducive to such activity (Instituto Chileno de Educacién Cooperativa,
1974). Political and economic resistance by middlemen or large land-
holders often creates obstacles to. the cooperative’s operation. Such
resistance may be imbedded-in decades of acccptcd values and behavior
patterns by both peasants and intermediaries and be groundcd in
cultural contracts of the patron-client. or compradrazo, type. Another
environmental "factor of importance is the economic stability - present

_in the area not only in terms of ‘costs and earnings but.in the climatic
“and biophysical conditions bearing on agricultural production. Peasants

themselves must evidence sufficient social cohesion and uniformity in
terms of background, interests. and needs to form such organizations.
Mutual respect and trust among members in the coalescence around
common socioeconomic incentives must therefore be present in, order
that the cooperative not falter from internal strife and blckermg
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.Ecuador provides an exampl/: of a Latin American country that, has
experienced recent and rapid growth of cooperatives. Whereas the first,
a savings and credit cooperatjve, was begun in the City of Guayaquil
in 1919, until 1937 when the ffirst law of cooperatives.was. passed there
was little knowledge of theif organization and operation. After 1937
some growth in cooperatives/ was seen, but it was not until 1961 when

‘a npational office of cooperatives was. established that a cooperative

moverient can be said tg have begun. By 1973 there were 2,274

" cooperatives with 100,000 members; S percent of these cooperatives had

55 percent of the total capital. Some 46 percent of more than 2,000
«ooperatives are of the p/roduction type -while 22 percent are service,
1& ywrcent credit, and /14 percent are- consumer oriented. Of the
prasrction cooperatives/ almost all are agricultural while the service
iooperatives are primarily concerned with urban housing and the
services are almost exs fusively oriented toward transportation involving
bus and taxi drivers (Hurtado and Herudek 1974).

From the perspective of social, promotion agencies, the success of
cooperativeés also depends on the education and technical assistance
received by members. Such programs are likély to be directed to the
rationale and organizational requirements inherent i~ cooperatives ac well
as to the problems of decision-making, leadersh:, wnd accounting—
including costs to the membership, priciug, distribution of earnings, and
€0 on. There'is some evidence'to suggest that these primarily educational ;
inputs are not being carried out satisfactorily and ar: at the root. of
problems associated with the operation of cooperatives (Heath 1969).
Hurtado and Herudek (1974) report for example, that in-several Ecuador-

ian provinces some 85 percent of 'thi members of cooperatives had no

idea what a cooperative was even though they were members.. Thus they
comment that two major interrelated issues emerge with regard to
cooperatives. One is the idea that only the leadership of the cooperative
is aware of the organizationa! and operational intricacies of th. <insti-
tution and that these individuals often take advantage of the worker's
labor. This is also supported by Benecke (1973) in Chile. The second
major problem - mentioned 'by Hurtado and Herudek . concerns the
preparation, knowledge, and organizational skills of the¢’ membership
with regard to participating in a cooperative. They find that to avoid
these problems many social promotion agencies are retaining the actual
operation .of the cooperative in their offices rather than turning the
institution.over to the membership itself.

- One example of this latter problem can be seen in the Agricultural -
Enterprise Promotion’ Program (PPEA) in Ecuador. Organized.in 1971
and restructured in 1973, PPEA is designed to assist small farmers in
the coastal region of Ecuador increase their productivity and income
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through the organization and -support of agricultural cooperatives.
Through technical assistance, the development of production and invest-’

~ment plans, and credit for irrigation and infrastructure develoPmcnt.‘

the program has successfully enabled farmers to meet their economic
objectives. In order to qualify for assistance, a conperative must be
organized and must have a paid manager trained-by the program. The
salary of the manager and\nther start-up and administrative costs may
be paid for through loans from the program. Accountants and agricul-
tural technicians servicing the thirty-seven participating cooperatjves
are financed jointly bv the program and the cooperatives.. The 1,463
small farmers reacheu through the program are involved primarily in
rice- cultivation and, although participating in a cooperative, may be
organized communally or individually in terms of production, Assisted .
by market increfises in the price of rice. the farmers in the program are
nevertheless showing income gains of as high as 1.000 percent over
preproject levels. Before the program, participants were tenant farmers,
dependent on intermediaries for credit and committed to selling _their

;harvest at barely break-even prices. Owing to agrarian reform and the
N . N ¢ v e . . . :
establishment of “cooperatives, as well as to ideal circumstances for

large-scale modern agriculture, the PPEA wtoject has been able to take

advantage of the farmers' desires to increase their standards of living.
While all of these positive effects have been going forward, PPEA is

still eriticized for its paternalistic approach in that it has not provided

sufficient ttaining in basic dccounting procedures to cooperative man-
agers. It is argued that without such training, in the long run the farmers
will remain dependent on outside assistance (Hatch n.d.). :

Whereas the PPEA program s indicative of an isolated. yet somewhat

. successful, cooperative assistance effort, two other examples provide
. additional insight into the yoals of such agencies. In Chile, the Institute

for Cooperative Education (CECOOP) provides training and technical
assistance for the Chilean cooperative movenient. In existence since 1963
and maintained and supported by fifty-five member cooperatives, the
institute between June of 1965 and October of 1974 offered 305 courses
to 11,304 individuals at various levels of cooperative involvement (Instituto
Chileno de Educacion CTooperativa 1975). Likewise, the Institute of
Cooperative lnvestigation and’ Formation in Honduras. in existence
since 1974, is designed to accelerate the development of the cooperative
movement through research and education. Although the program is

‘very new. the early emphasis has been on educating members and

directors of cooperatives through courses. seminars. and correspondence
instrdction. As in other countries, the institute is the education extension
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arm of the Hondiran Confederation of Cooperatives composed of seven

. federations and including some 75.000 members in 425 cooperatives.

Even though there is a recognized need for cooperative education
programs and it is apparent that theré are and have been many agencies
involved in the delivery of such information and skills (Colom&ian 1950),
a three-country study by Fals Borda (1971) found them inadequate. He
reported that in the majority of the cooperatives he studied, an average
of four months of preparation was used in initiating a cooperative. Such
activity was often in the form of short courses for members 2nd addition-
al courses for leaders. Some jnvolved the use of mass media whereas

. others included literature and posters and still others involved visitations -

to already ongoing neighboring cooperatives. Fals Borda remarks that-
suich instruction was often incomprehensible, redundant, and superficial.
He states: ““In the end, most such efforts could be seen as largely wasted,
as the reality ‘of the local organization imposed rules, expectations, and
ways of organization not anticipated in the lessons™ (1971:71).

A study by Carroll (1969) of cooperatives in Latin America finds that

" most successful cooperatives reported in the literature are isolated and

-

localized programs. He believes that the reason for the lack of success.
does not rest as much with education as it does with such externmal
factors as legitimacy, structural obstacles, and socioeconomic linkages.

He comnients on some of these factors in the following statement:

Sporadic successes notwithstanding. largescale peasant.cooperative movements
will have to awail the emergence of strong. .ideclogically committed peasant
unions, usually in the aftermath of agrarian reforms. Through such a link-up to
national power sources cooperatives can obtain essential external support. The
economic base of cooperatives can. in turn, offer campesino sindicatos inde-
penderice and continued viability. However,, there is' danger that unless the
ideological ‘commitment is decp, political and economic support may be with-
drawn from peasant <ooperatives before théy can overcome the many internal
obstacles they face and before they are able to consolidate their positions. [p. 81].

Because the organization of cooperatives is almiost totally dependent
upon leadership emanating from outside of the community itself, there
is an inherent danger of such institutions becoming mere pawns in the

_hands of other agencies. This appears to be the conclusion of Fais Burda

(1971) in his study of eleven cooperatives in Colombia, Venezuela, and
Ecuador. He found that whereas all of the cooperatives were initiated

- and promoted from outside the respective communities and that through

the transfer of technology and thg provision of improved social and
financial services some were able to raise"production and levels of living, |

none appeared to have a wider effect on collective action. Instead, they
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were. most often mechanisms of adjustment for rural. peasants to the
existing social order which in itself was in need of structural reform.
As Fals Borda remarks: “Regardless of sponsorship or type. the

_cooperatives as a rule did not. broaden the political and civic con-

sciousness of their members, nor did they stimulate enough self-

determination, autonomy and creativity aniong the peasantry as to lead
1o significant political, economic 2nd social transformation™ (1971:143).

Although one may concur with Fals Borda in his desire to see the
“liberation and transformation” of the marginal rural population. such
high standards for judging them successful likely g6 beyond what is

“realistic in terms of the constraints established by competing and much

more powerful vested interests at the regional and national levels. As
Carroll (1969) notes, there is a circularity in the situation: i begins with
the necessity for outside assistance because of the lack of knowledge
and responsibility by par .cipants: this is followed by a need on behalf
of the outside agency to protect its investment and avoid failure combined
with continued scarcity in opportunities for participants to learn neces-
sary skills; this, in turn. leads to the need for further outside assistance,
and so on. Thus there is little doubt that as individuals are brought into
the national market and receive the wisdom of technical assistance
agents their dependency on national and world economic and political
conditions increases, Once again, we can see liberation and development
in the context of overall cooperative processes and goals, Fals Borda

himself appears to be concerned with this ideological impasse:

It can be expecred that rural cooperatives of the credit and entrgpreneurial types

may continue functioning for many more years as they have functioned until -

the present, as safe symbols of social reform, adjusting themselves to the
dominant mijfeu, promoting marginal changes,.and helping to “develop” the
countriés without tampering with the foundations of the prevailing sociocconomic
system. Yet the cooperative movement in its present form. even with its many
limitations, may carry within it the sceds’of a more basie or revolutionary trans-
formation, as the general social crisis experienced in Latin America becomes
more and more acute. A dertain increase of the peasunt’s awareness of present
social problems and fife conditions, an increase af his income, and of his capacity
to manage his own affairs, may be prerequisite to & subsequent more significant
transformation. Marginal modifications of this type :may thus “acquire an
accumulated foree that canlead to more basic change. [1971:145} )

COMMUNITY ENTERPRIMES .

Cooperatives are only one of several types of participatory enterprises
that exist at the focal level. Others incluce collectives. or the aggregation
of community resources for common projects: ejidos, found’ primarily

in “dexico, where crop surpluss are murketed through the ejido while

. H
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pnvate plots are cultivated; empresas comusnitarius, where individuals

are paid a wage and other proceeds are directed o a general fund to
pay for supplies, equipment, administration, and trammg, and worker
owned and managed industries where workers are involved in profit
sharing and the general management of such enterprises. Each of these
forms of socioeconomic organization is dependent on educatjonal exten-
sion programs to provide basic knowledge, skills, and attitudes to the
membership. Some are tied to'a liberation ideology where the destruction
of patron- -cfient dependency relationships is the major goal, whereas
others are primarily development oriented and geared to international
capitalism. o

The Fundacion Cardijn in Chile, for example. provides a program of
technical assistance -and training for worker managed and owned
industries in order to foster democratic participation and encourage
placing control of the means of production as well as the resulting profits

“in the hands of the workers themselves. Similarly, a program at the

Natiopal University in Costa Rica is, designed to assist campesinos in
collectively acquiring and directing the means of production. controiling
decisions over their use, and allocating the resulting products (Escuela

" de Planificacion y Promocion Social n.d.). In each of these cases, the

intent is.to foster collective rather than indivicual action and’to credte
a bond between prod_ucers and.consumers so that cooperativism becomes

‘a way of life. There are often attempts to coordinate such efforts with

access to credit and technical assistance and considerable stress is placed
on education for liberation, through consciousness-raising programs.

An example of 2 community enterprise program that was designed
from a holistic' perspective was carried out by the National Agrarian
Federation (FANAL) in Colombia. FANAL is a private, nonprofit
federation of rural trade unions composed of more than 120,000 mem-

‘bers and ’affiliated with the Workers Union of Colombia. Since its

beginning in 1946 FANAL has represented rurgl workers in their
attempts to improve their own socioeconomic levels as well as to assist
in the reform of agrarian structures. Educationally, FANAL is involved
at the national level in what might be termed civic education including
areas like socio-organizational problems associated with cooperatives
and,community enterprises and the rights @nd responsibilities of campe-
sinos under new agrarian reform legislation. Utilizing a modified trickle-
down approach for example, FANAL pI‘Ovldes short courses of instruc-
tion to campesino leaders on the impact of the agrarian reform on
farmers.

In 1972 FANAL mltlated an experimental program of cooperative

' farmmg enterprrses in two areas of Colombra Through the purchase of

162 -



O

ERIC

Aruitoxt provided by Eic:

150 Adult Basic Education in Content(Areas

two farms, one of 150 hectares and the other of 249 hectares, FANAL
established the community enterprises in an attémipt to improve the
economic and social conditions of participating rural workers by provid-

" ing guaranteed incemes. The ownership of the farmis remained in the

hands of FANAL, however, and subsistence farmers of small plots were
selected to participate in what was promised as a profirable community
farming enterprise. Technical and sucio-organizational assistance as well
as a rotating credit fund were Lstabhshcd by FANAL in order to support .
the experimental programs.

The first farm, Rosales, is now termed a failure by FANAL whereas
the second. Acacias, is still in operation. At Rosales, FANAL claims to
have .made considerable progress in the socielization of workers to
produce as a community enterprise. There were many problems en-

countered. however. in moving toward a cooperative in terms of

consumption and the provision of community services. The e\pldnatlon
of the failure at Rosales is attributed to outside political agitators who
demanded that the workers have title to their land rather than work

for FANAL. As the land at Rosales is now being sold in small parcels

to individual farmers and FANAL is abandoning the project, the Acacias.
farm is apparently evolving to the same fate. Although there are”likely
to be many other factors at work which would assist in the explanation
of the demise of Rosales as a cooperative farming enterprise (e. g..
selection of participants), the issue of land tenure appears as one of the

more significant. Whether the failure could have:been avoided by
announcing at the outset plans for the -gradnal assumpiion of worker

- ownership is unknown. The case does suggest. however, the 1mp0rtance

of assessing both-the aspirations of a target population in such aréas
as land tenure as well as the external constraints like political pressllres
which impinge difectly on such a program. :

A final“example of an agency designed to foster alternative socio-
economic organizations is the Foundation fov the Socio-Economic
Development of the Marginal Classes (FUNDECLAM) in Bogota. The
foundation creates industrial or service oriented community enterprises
in which the membership provides the labor and siibsequently receives
the economic benefits, ln collaboration with the rational apprenticeship

" service (SENA) a special urban technical-vocational skills pi‘ngm is

designed for 'marginal urban dwellers. These mdlvnduals] under
FUNDECLAM, are then organized ints a community enterprise which
is eventually designed to become an autocnomously managed business
drawing techrical and administrative assistance from FUNDECLAM.
The foundation attempts to secure credit for incipient enterprises
through other agencies and assists in developing commercial channels

185
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—for.selling products and .services emanating from the enterprise. Thus

far FUNDECLAM has initiated three community enterprlse:,, one in

. services and two in dressmakmg The foundation retains'50 percent of

the earmngs of the various enterprises in order to, among other uses,

~——create-and-maintain_an_education fund. create new enterprises, repair

equipment, and augment the capital of the foundation. [n anticipatign

of the division of the remaining 50 percent of the earnings, workers are.

paid a salary of less than U.S. $.20 per hour (Fundacién Para el
Desarroilo Socioecondmico de las Clases Marginadas n.d.a, b).

Given the holistic apptoach adopted here, community organications
like cooperatives and community enterprises are a necessary .socio-

- econumic aspect of social change programs. As can be seen. however,

these forms of popular participation are characterized by both internal

and external problems which make their effectiveness extremely difficult
to maximize. They are often overly dependent on external agencies for

assistance, subject to economic and sociostructural obstacles, and do

not have a sufficient power base to be competitive economically with

large commercial estabhshments Furtherniore, such orgaml_anons lack

‘the leadership which can relate tp the wider socioeconomic envirgnment
in terms.of the knowledge and skills that characterize that environment.

Education can address this last issue only in terms of transmitting
information ‘and-skiils; whether the education will take hold, however,
depends on the alteration of the other more svstemic problems. Even
where communal systeéms of control over production are attempted, such

efforts must often relate to the v.ider network of credit, technology, and
.marketing based on ‘individualistic and- capitalistic ideologies and

practices. This wider environment inevitably shapes and pressures small
communally based organizations of which only a few are likely to sustain
the strength to persevere. As Fals Borda and many hberatlomsts say,
however, .the long-term implications of such programs may be an
increase in an individual's awareness’ and responsxblhty leading to a
more basic.societal transformation as preﬁsures for system- -wide changes
increase. ‘ .

Snmmary '

This chapter, in contradlstmctlon to the adult educatlon and hteraCy‘
* discussion in chapter 4, is concerned with adult basic education programs

that are linked to and administered by such content- -based ageucies as
agriculture and health. The chapter also discusses copimunity organ-
izations desigfied as either information raception groups or community
self-help programs. The agricuitural gxtension model, exported to Latin
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America from the United States in the 19405, formed the basis for many
agricultural education and technical assistance efforts. Examples of
these programs are discussed and the conclusions from the ayailable
research literature are reported. The agricultural extension experience
suggests that such programs have had a limited impact with small
farmers and are highly dependent on the existence of favorable socio-
economic conditions as well as access io credit, technology, and market-
ing. Legal, .trade 'union, and health edncation programs which have
adopted variants of the’extension model appear even less socioeconom-
ically integrated than do agriculture programs. = :

Community organizations, as the counterpart’ to the efforts of many
content-based adult education programs, are discussed in terms of their
function as centers of reception for information and technical assistance
as well as institutions to foster community self-help. In the former
category womien’s organizations and friendship groups are offered as
examples whercas in the latter category the emphasis is on cooperatives -
with some mention of community enterprises. It is argued that although
community organizations of the _cooperative and community enterprise
types are necessary components in a holistic approach to social change,
they face a considerable number of obstacles both internally and exter-
nally. Problems of leadership and basic administrative and orgamz’ltlonal
skills are examples of internal problems, and paternalism, size, access
‘to.markets, ‘and so on are examples of external problems. In both areas,
the effect of education is questionable as the smail community organ-+
ization is primarily depehdent on the structural constraints’ cxxstmg in
the wider socxety

¢
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assumptions appears té offer considerably more promise. .

Community Development
‘and Integrated Development

This chapter discusses two approaches to social Lhange which have been
alluded to.in the precedmg chapters. The. first.is community develop-
ment, a self-help and community mobilization scheme based primarily -
on man- oriented principles.- and the second is integrated development,’
or a primarily multifaceted interventionist model based on more holistic

and systemic assumptions. Both approaches bring together the rather

isolated and single-channel approaches discussed in preceding chapters.
Whereas we now have considerable insight into the strengths and weak-

~nesses of community development as a resuit of the experiences of the

last twenty-five yeass, integrated development is rather new on the scene "'
and has yet to be researched in any systematic way. On the basis of
available -evidence, Nowever, it is argued that whereas self- -help com-

miunity development effgrts have not demonstrated much impact in

desired directions the. integrated approach based upon its holistic

Community Development

Aspects of various educational programs discussed in preceding
chapters, including.community schools, basic education; literacy train-
ing, extension educatlon cooperatives, and to some degree technical/
vocatipnal training, ‘came together in the late 1940s and 1950s to form
a .more comprehensive approach to local development goals (Pan
American Union 197). The term was community development and it
referred to the ach. :ment of social and economic progress through’
the voluntary and v =~ e participation of community - members (United
Nations 1955). Its closest ally in, time and method was probably the
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fundamental education programs of UNESCO, but as can be seen from
the preceding discussions, the cuitural missions of Mexico and elsewhere
in the 1920s, 1930s, and 1940s clearly form a continuous thread leading
to community development efforts. Thus, although it was the inter-
national multilateral agencies, especially the United Nations, which
pushed the community deveIOpment model, Latin Americans had been
engaged in such efforts long before the pronouncenients of such agencies

~ gave them a legitimate term with which to refer to their ‘progrars.

Community development can mean many things to many people. To
some it is a process, to others a method, and to still others it may be a
program or.even a movement (Sanders 1958). Whereas the early rhetoric
of those devoted to community development would have one believe it

-was a truly multipurpose activity, and in some cases it clearly was, in

the majority of cases community, development was little more than an

. educational effort akin to other adult basic education programs. It

expanded considerably, however, on the delivery of the single educa-
tional ‘product like literacy, basic education, agricultural assistance,
and' public health and attempted to bring together these various
branches in a unified effort. Whereas in this respect community develop-
meat was multipurpose, it still failed to deal systematically with the
structural constraints associater] with such phenomena as credlt market-
ing, the application of technology, and so on.

Community development acquired its characteristic fea?ures under
Mahatma Gandhi and Rajendra Pradesh in India in the edrly 1940s. It
spread throughout Asia and Africa and is said to have had its grealest

impact in Latin America in the late 1950s and early 1960s (Uniie

Nations 1964: Violich and Astica 1967). Perhaps the unique contrlbutlon
of community development was the notion of community initiative and

self-help. This involved at least three aspects. First, it was assumed that
if the activities engaged in by the community were responses to the -

expressed or felt needs of the populace, there would be sufficient meti-

_vation to carry through with such activities resulting in the rcsolution of

an immediate problem; second,’ the method often involved the organ-,

ization of a community around a. junta de -accién comunal or a
community action- committee of local leaders who would decide the
priorities to be dealt with and the course of action to be taken; and,
third, the entire community, including men, women, and youth were to

“be mobilized behind the junta in attacking the priority. problem area.

Thus it was the process of community mobilization and self-help,
generally within the constraints established by available human and

‘physical resources, that was to guide the community development

process. It was also this reliance upon community initiative and resources

4
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which proved to be inadequate to the development goals wought. Ir

ietrospect, it was not the emphasis on self-help or felt needs as com-

ponents in the community development movement that prevented the
movement from manifesting tangible goals: it was Self‘-h“lp as the goal
which likeiy caused the problerns.

One gets the impression from looking at such mogmms that the
building of latrines, roads, schools, houses, and so on were merely
means to the creation of a self-help community climate and structure.
Thus such activities, although valuable in their own right, were .not the
ends of ‘the process. Instead. it was the attituuinal and value changes
accompanied by a'community decision-making structure which was the"
real goal and the one which was to outlive any single project. Once each
comrunity could experience the power it had among its own populace
and could manifest that potential, it was hoped that the community
development process would be continuous and everla.iing.

A central aspect of community development programs in terms of

their operation was'the change agent or community deveiopment worker. . :

It was this individual,. sent to the community by a public or private
agency, including the internaticnal voluntary groups like Peace Corps,
who was charged with teaching the local populace how to mobilize its
resources for solving community probleras. If the change agent did not .

. live in the rural village or urban barrio, he at least visited frequently.

It was his task to- -know the community, carry on a dialogue to discover
felt needs, assess available resources, encourage the specification of a
solvable problem, and organize the community to také appropriate .
action. The dependence on a change agent was so frequent that a United
Nations mission visiting thirty communities and twenty-two projects in
Jamaica, Haiti, Puerto Rico, Trinilad. and Mexico in 1953 was unable
to find a project that was not begun without the entrance of such a
person (Hussein and Taylor 1953). .

Because these self-help community development programs 1r.mated by
either outsiders or members of the community trained by outsiders were
so common it is difficult to find cases wherc community action has -
occurred without such intervention. Robert Redfield’s (1950) description
of Chan Kom, a village in the Yucatan area of Mexico, appears to
provide one such case. After- having studied the community.in 1933,
Redfield returned to assess changes throughout the next sixteen years.
Although he found that the commumty was highly progressive he had
difficulty in explaining its success in terms other than competent leader-
ship, which he suggests was common among its original settlers. In his
success-begets-success explanation, Redfield comments that the com-
munity took advantage of outside influence and was intent upon achiey-
ing greater political power through ‘_‘,‘becomingxa ‘pueblo” as early as
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1917. “To ‘become a puzblo’ meant to adopt many of the ways and -
political forms and ambitions of townspeople. It meant to accept the
tools, leadership, and conceptions of progress which were then being
offered to the villagers of Yucatan by the leaders of Mexico's social
revolution” {1950:1). Such an objective, according to Redfield, was the
basis upon which the collective energy of the people was directed. It
was the com: )etltlon with other villages in the pursuit of becommg a
pueblo whick enabled the leadership to mobilize action.
Whereas the Redf:eld study of Chan Kom likely provxded some
‘grass -roots action, there is a dearth of information on communities that
~ever did so. /Instead, the mode! community development program
- involving change agents and self-help continued to evolve until it began
‘to draw some. attention by researchers. Pascoe (1966), for example,
“analyzed thirty-six community «ievelopment programs in Mexico, Central
America, Panama, and the Caribbean and concluded that such activities
were - often completely unrelated to ongoing activities like la..d reform,
reglonal economic planning, the creation of markets for products, and
so on. In addition, Pascoe noted that there was a complete absence of
research on such programs. Subsequently, Adams (1964) argued that
i commumty development initiatives presupposed the existence of national
" development in the sense that there had to be a source for new knowl- -
‘edge, new technology, and credit and financing ih order for commuuities
to manifest ‘socioeconomic goals. Erasmus (_1968) also challenged the
self-help model by -pointing t~ its reliance on ““‘democratic community
participation,” “‘self-determination,” “local self-goverument” and other
such rhetoric to the near exclusion of material goals such as living*
-standards, housing, health, and so on. In reviewing the literature,
‘Erasmus found little evidence of the impact of the community develop- -
* ment strategy and little attemipt to specify or measure tangible goals.
He also suggested that the community development fervor be directed
toward more: material gcals which would raice productlon levels cand
fiving standards. :
While these 'seif- nt:lp community veloi)ment projects were spread
. throughout Latin America in the 19305 and 1960s and contmue today
in. large numbers in ‘probabhly every country, they were apparently
. paralleled by a few other community development etforts which. adopted -
a more multifaceted strategy. Whereas the self-help initiative was still
_the major goal in these" latter efforts, ‘they differed from the more
aarrowly ‘conceived programs in the sense that they attempted to brmg
‘other resources to -.:he community which enabled some potential socio-
economic benefit to be felt. at the local level. 1 would like to turn to a
brief dlscusslon of a few cases which attempted to foster this more
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multifaceted approach; at the same “ime I will demonstrate how com-
munity development projects grew out of basie or fundamental education
efforts

"One of these programs was under the direction of- the, Mexican
Secretariat of Education and was associated with UNESCO. Begun in

1949, the Mexican Pilot Program in Basic Education shows the transition
8

between fundamental education and community development that
occurred during this period. Whereas the program went beyond basic
education rand included a more multipurpose and comprehensive
approach, it failed to concern itself with wider structural constraints.

" The program took place in a vailey in Mexico's ‘western state of Nayarit

and was designed to (1) supply all ‘residents wiih basic re: ling and
wntmg skills, (2) 1mprove the economic bases of the population through

better farming methods and organization, (3) improve the conditions -
of hpme and family life, (4) improve all aspects of sanitation and health,

and ) provide new and better forms of recreation (Fisher 1957).

The assumption was that change was interdependent and slow in
coming and that the program would have to be highly integrated and
flexible. The precondition to suceess was thought to be based on gaining
the confidence of the residents in the community., Wherg,as the first year

~of the program was reported to have been intense with considerable

enthusiasm and confidénce (Radvanyi 1951), immediately thereafter
there emerged certain personnel problems internal to the program and

" certain external political problems revolving around land tenure. The

result wds a new approach applied 1o one village rather than the whole
valley. The ‘strategy bgdame less integrated, and the problems with the

land tenure sysiem Continued as “ftempts to make basic alterations
‘evoked serious resistance by those who stood to profit from the system

as it was. According to Fisher (1957), results were' negligible in all
areas with the exception of the recreation. housing, and basic education
programs. Fisher attributes these results to an inability to alter the
political system and 2 lack of government support. He concludes that

“the construction of a network of roads in the area contributed more in

terms of change than all of the pilot project technicians combined.
A second program which demonstratss the transitional period between

" fundamentai :education and community development was alse carried
- out in Mexico in the early 1950s. Under the auspices of CREFAL, the

project took place in-Tzintzuntzan, a village field laboratory and a
potential showcase to demonstrate the effects of community development

" activities (Foster 1967). Initiated in 1953. the project was designed to

introduce pottery making. weaving, furniture making, chicken ranthing,
and embroidery into the community, Iu addition, thetre were projects

-planned but never realized to encourage people to sweep the fronts of
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: _theif houses on Séturdays, to initiate the playing of musical selections by

bands on Sundays, and to open a community store. With the exception

" of embroidery, all of the projects failed. Foster (1907) suggests that there

were technical, communication, structural, and cultural problems which
explain the lack of success at Tzintzuntzan. Technically, there were
problems with new equipment introduced into the ccmmunity; in terms
of communication, Foster contends that CREFAL's objectives were not

well understood ,and that there was a luck of supervision and assistance;

strt turally, there was a problem associated with the existence of a
continuing market for the products and crafts produced; and culturally,
there was an assumption that cooperativism was prevalent in the com-
munity when actually the population was very individualistic as well as

' conservative and suspicious. In effect, the lack of suécess is attributed

to CREFAL rather than to the shortcomings of the community.
Another examplé of a transitional program,.also in Mexico, was.
carried -out in the Lake Patzcuaro area by students in the CREFAL

} trammg program. The project was intended to introduce chicken farm-

ing to a group of Tarascan Indians on the island of La Pacanda. For
three ycars, beginning in 1951, the project encountered no success in
introducing the program. In 1954, however, three community residents
agreed to accept twenty-five pullets. The next year the same men
accepted supervised loans for equipment purchases and for building -
chicken houses. They also received 135 pullets each along with veterinary

" . care, weekly allowances for feed, and technical supervision. By 1960 haif

of the island’s sixty-five families were raising chickens and mapy more

. had. applied for loans. The La Pacanda program was termed one of"

CREFAL's most successful experiments (Smith 1961). -

The dependence on education and self- help, akin to fundamental
education’s emphasis on beginning where the people are, on stimulating
local improvement, and on raising hopes and aspirations can be seen
in these and other community developmer* projects begun during the
1950s and 1960s. Bolivia, for example, initiated the National Community
Development Service (SNDC) dn 1950. By 1965 it began to receive

- increased support and by 1974 had apparently completed 1,370 com-

munity development projects and kad trained more than 15,000 campe-.
sino leaders through a seif help-oriented program (USAID  1974).

. Although such efforts led in 1372 to a more infegrated approach to

change with emphasis on economic geale, it has apparently not taken
hold owing to a lack of specific objectives. piior slanning, technical and
financial assistance, and trainee follow up ({JSAID 1975).

Another multifaceted program in Bolivia, a variant on the ommunity.

‘development model, was begun in the 1950s,and*1960s and continues

today. Employing diffecent methods of colonization. that i is, spontaneous,
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0
directed, and foreign, the Bolivian government attempted to encourage .
1nd1v1duals to move into the fertile lowlands of the country where

-the area was relatively sparsely populated and where the. government
_wanted to increase agricultural production. Carried out initially in the
‘Santa. Cruz area, the program provided the .migrants with assistance

thrcugh a monthly subsidy, housing, medical attention, technical
assistance, and community services. Even with such support, however,

'some 75 percent of the migrants ibandoned the project. The failure

was explained in.terms of a lack of access to markets and an inability
of the migrants to be self-sustaining when government subsidies were
reduced. In the late 1960s the construction of a paved access road.

- made ‘some colonies more economically viable but droughts apparently

affected ine potable water supply and caused .many families to leave
the area. Whereas the colonizatipn program had these problems with

~ Bolivian migrants, the foreign migrants hawe not abandoned the area

and have been able to manifest a more viable economic existence. One
explanation prov1de\i for the success;of the foreigners is their ability to
rely on strong cooperatively based sociocultural institutions along with
the existence among them of agronomists who developed research
programas for deciding what agricultural crops should be produced
(USAID 1974).

One ¢an nete the rather eclectic approaches mvolved in these examples
and the problems inherent in introducing change into a community.
Although such brief references to both simple and complex methodologies
and projects are. insufficient to make any judgments as to why a program.
succeeded or failed, those who have tried to make such analyses have
usually come away with few answers. One of the most recent reviews of
community development programs appeared in 1968 (United Nations).
At that time the researchers found,a continuing trend toward community
development methods and principles in the absence of any clear evidence
of impact. The reviewers concluded:

The Latin American experience in community development training has not been
. altogether satisfactory to the countries or to the international agencies. CREFAL

found that its work over some fourteen years demonstrated that the differing
situations of the countiies would not admit of a single generalized treatment.

The development activities at the local level for limited geograpliical coverage -or
small numbers of geople did not bring abcut the structural changes required for
4 “‘take-off.”" It was concluded that better results could be achieved by attempting
to integrate activities at the local or sectoral leveis by linking these with more
comprehensive schemes. As a result, the community developmeni approach—~
which had been conceived as universally effective—should be rcgarded as a
method of action to assure popular participation and its coordination with efforts
of the public sector, rather than as &utonomous programmes with inter-sectoral

- . objectives. [Umted Nations 1968:74]
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Two additionat examples of commumty development approaches also

. of the intersectoral type, are somewhat more comiprehensive than those
discussed thus far. These projects were also initiated in the-early 1950s.

The first, and probably the most famous popular participation rogram -
p P‘g p p p

in Latin America in recent decades, was the Cornell University. Vicos

project in the Peruvian highlands. Begrnnrng in 1952, a team of Cornell
social scientists led by Allan ﬂolmberg attempted to Heslgn and imple-
ment a systematic program of research and development in order to
determine how a hacienda community would respond to, a concerted

.effort to introduce it to a more modern way of life. In cqllaooratron with

the Peruvian. Indianist Institute, the team assumed a lease controlling

‘a large estate known as Vicos with 40,000 acres of land and 1,703

monbdlingual Quechua speakmL Indians who had becn bound to the land

" as serfs or peons since early.clonial times (Holmberg 1965). The basic

strategy was t0”infroduce innovations into thosé aspects of the local
culture in which the greatest deprivations were felt and to do so in ‘an
integrated or contextual way rather than piecemeal. Each of the particular
goa'ls was mapped, with attention placed on the current, past, and
projected constraints iripingmg con its achievement. These constraints
included base linix institutional and ideological situations,ta record of past
interventions, the }.resent institutional and ideological situation, plans for .
program interventions, and correspondmg institutional and ldeologrcal

goalsor end points (Holmberg 1958).

FEarly congiltation with the populatlon resulted in a program concen- -
tration in economics an¢* technology, nutrition and health, and education.
The intent was'to develop. md.,pendent and dynamic problem-solving and
decision-making organizations which would assume community leader-
ship. Among the early proleets potato, crop vields were increased by-as

much as 400 percent; 2 scnool was built and’enrollment increased from . -
14in 1951 tq 250°in 1958; and a health post was built and the health status

and nutrltlon {e'/els of the population were improved (Holmberg 1960).

. The - comprehehsive ‘and rf*rultlfaceted approach of the Cornell team,
~ although armed at many tanglble outcomes like those justsmentioned,

and mtangrble combination can be noied in the following quotation
from Holmberg: ‘I must again stress, however, that.only a broad and
integrated approach to problems of development made it possible to reach
the desired goals of higher standards of living, social respect, and a

remained with the self-help community r(;Zvelopment bias. This tangible-
0

. self-reliant and enlightened cbmmunity which can eventually take
- ‘responsibility for the dlrect on of its own affairs as a functioning part of

the nation’’ (1560:82), '
After flve years the Cornell fcase to the hacienda expired. Thus in 1957

the Cornell tea{n encourdged the government to exproprlate the property

/
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from the holders of the title in favor oi che Indians. Up- until this point
there was apparently little attention paid by the local power clite to the
pro;t.ct since it was assumed that any benefits that had oceurred would
acerue to the title hoiders. Again H()lmb(_rg offers his pcuq)n(m of this.
dllumma :

It was inconceivable in the local area that suuh a propu'ly mlghl be sold back
to its indigenous inhabitants. Consequently, local power elites immediately threw
every possible legal block in the way of the title reverting to_the .Indian com-
munity. They set a price on the property that would have been impossible for
the Indian community ever to pay;-members of the Project were charged with
being agents of the Communist world; the Vicosiros were accused of being pawns

-of American capltahsm, Peruvian workers in the hle were rq,'lrdc(l ay spics

of the American government. [1965: 7|

Although the final property settlement took almost five years, as the
Peruvian g,ov"rnmcnt apparently did littie more than pay lip service to
the cause of the Vicosinos, the eommunity finally. became independent
in 1962 after interventions by official United States government repre-
sentatives-( Holmberg 1965). Other political problems in the commu ty
emerged during the early 1960s- with the -entrance and expulsion of t
U.S. Peace Corps (Patch 1964). The issue apparently comerned d
personal joan guaranteed by a Peace Corps volunteer and was followed
by considerable ' confusion and mlsundurstandmg in the community.
Richard Patch explained the probleni in the context of long-term com-
munity action programs which inevitably lead to splinter groups, some of
which will seek to either control the program to their own advantage ar
undermine the progrinu’s efforts (Pateh 1964). .

The Vicos experience, at least early on in thé project. can b¢ character-

“ized as successful in terms of the community development philosophy

and meihod for which it stood. ‘Even though it expanded ssomewhat on
the self-help strategy through the rescarch and development approach
of the Cornell team, it was nevertheless a rather confined community
effort. Its influence in the-late 1950s and throughout the 1960s on other
community action efforts; however, was apparently substantial. One
program which it supposedly influenced took place in the immediate
environs of the Andean region‘aiid was referred to as the Andean Mission

" Programme (Dobyns, Dougnty, and Lassweil 1971; Rubio Orbe 1957).

This program was initiated in 1954 through the ;nultilu(teral supp}'ort of
organizations such as the International Labor Organization| the United
Nations, the Food and Agriculture Organization, the Wiorld " Health
Organization, and UNICEF. Including the initial pilot pl ojfzct bt.gun in
1952, the Andean Programme was ‘aesigned to be a ‘caniprehensive and

" heiistic change effort in which all of the problems arising out of the living

B
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and working conditions of a specific population would be attended to
(Beaglehole 1953). The initial thrust of the program was in Ecuador,
Peru, and Bolivia and by the early 1960s it was extended to Colombia,
Chile, Venezuela, and Argentina (Rens 1961, 1963; ILO 1962).

The Andean Programime was intended to integrate the Indian popula-
..on into the mational fabric of these countries by enabling the Indians .
to improve their living conditions through their own efforts and to

‘demonstrate to the society at large how Indians could streng:lien the

wider community 2conomically, soecially, and culturally. The «trategy
involved the establishment of a series of social action bases in participat-
ing countries. Reminiscent of the Mexican cultural missions, each of
these bases had a team composed of a leader, agronomist, medical
doctor, educator, veterinarian, social worker, nurse, midwife, vocational
education instructors, and so on. The bases were designed as demonstra-
tion, and apprenticeship centers ~here children could be g given a prinvary
educdtlon adults provided with 1 -acy training, youth given vocational
education, and demonstration$ provided for the improvement of agricul-
ture and livestock production. An emphasis was placed on agricultural
production through the introduction of new grains, irrigation agd
drainage systems, vegetable gardens, and so on. Schooil constructic.
was also stressed as a -priority among Indians with the material ana
technical assistance coming from the program and the {abor to construct
them from the Indians. By 1961 some 150 schools had been buiit along

‘with 12 training workshops -and 25 landicraft workshops. It was

estimated that during the first ten years some 250,000 individuals out
of a total Indian population of between 7 and 8 million in the area had
experienced some direct impact from the program. The estimated cost

was $8 nnlhon for the ten-year period witk the funds derived in part from
host country govcrnm°nts and in the main from the international

. agencies (Rens 1961, 1963).

Although the Andean Missiin Programme was infended to be multl-
faceted, there was criticistn that it lacrked this comprehensive charac-
teristic and that it was functioning well only with partially acculturated
rather than unacculturated Indians (Instituto Ecuatoriano de Antropo-
logia y Geografia 1960). There were also con:erns expressed regarding
staff not living in the communities where hiey worked or the staff's.

. inability to speak the local language (Schweng 1962) as well|as, fhe .

population being prepared to'work in occupations which did not exist
in the !9cal community thus forcing them to move to secure work (Comas
1959). This last point is emphasized by Rens (1962) who also suggests
that those whe iook courses in the basic trades and handicrafts were
often disillusioned as they were.unable to find: either jobs or the cash

4
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resources, equipment, and materials to establish themselves in their
chosen trades. As we have seen in precading aiscussions, this inability
to dovetail training with work and thereby provide the incentives to
encourage skill acquisition is not unique to community development.

DISCUSSION

Although there exist midny other community development projects
whicli- could be discussed here (e.g., Minano Garcia 1957; King\ 1958),
I believe the cases mentioned provide some insight into the nature of
such activity. As we have seen, community development’ programs
generally derive their strategies from earlier community-based programs
including cultural missions, cooperative extension, .and fundamental
education; they generally rely upon a tangible project focus as a means to
organize and initiate a sclf-help and local initiative effort; they are usually
confined to one locale and are not necessarily related to wider social
structures, institutions, or programs; they are heavily dependent on
outside leadership to initiate and foster the continual development of the
program; and they are concerned primarily with attitudinal and value

‘change derived from 2 man-oriented approach to change rather than with

more material goals associated with raising levels of hvmg

Whereas such characteristics appear to be grounded in the hterature
on community development efforts, part of the problem with-this type
of program is the lack of application of a specific approach to social
change. As an Economic Commiission on Latin America publication put
the issue:

At the conceptual level, a systematic analysis of the doctrine underlying the
movement in the diffcrent countries indicates that there is no uniformity as to
concept. content, scope or specific aims. in Venezucla the emphasis is on
cconomic development. land reform =-d inducing a change in the attitudes of
the people; in Colombia and Peru it is on voluntary labour for building the social
infrastructure; in Paraguay on finangial contributions from the people; in Ecuador
and Bolivia on socio-rural development; in Chiie on co-ordinated work in health,
education, agriculture and aided self-help housmg projects: in Uruguay and
Argentma on ways of helping the people to improve thelr fevels of ‘living, and
50 on, [United Nanons 1964:242-43] .

Whereas such an open-ended appraach inherent in commuﬂlity develop-
. mcnt aiso makes it attractive to a wide audience as a s

cial change
ategy, its amblgmty accgmipanied by its reliance on the faulty premise

" people helping themselves has contributed to its demise.
In effect, community c(lrevelopment raised the aspirations of uearly
evgryone beyond what could be satisfied through such a strategy. Whereas

" the marginal dweller received attention but was frustrated to find that

s
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orily the resourceless change agent would be visiting, the development
planner and politician expected dramatic bootstraps-type results through

. a minimum of both resources and planning oniy to find that the goals

were beyond the capacity of community members. There were also early

- claim. of success whih raised expectations and attracted considerable

attention as the projects appeared almost miraculous in their results.
One article 1 came across described three communities ‘under the

- sponsorship of UNESCQ at Nayarit in Mexico. I shall cite, as an example
. of the glowing reports of the progress achieved in all three of the com-

munities, the author’s description of the project in the community of

Amapa in early 1950. “*After three weeks, work was completed. The -

streets in the village were straight and neat. Every family had a plot of

. land of 900 squarc metres. Land was reserved for a park, a market and

a sports ground. All our plans for better hygiene, ~anitation, home life
and organized leisure had been carried out” (Aguilera Dorantes

+1951:119), I reality, however, most community development schemes

never achieved 'such goals. As ECLA (United Nations 1964) points out,
most communities 'simply reverted to their old ways in a few months and
most programs were often isolated from both the government's develop-
ment goals and from any linkage with such structural changes as land
reform. Even with all of these shortcomings, however, community
developmet t taught us considerable about social change strategies and
was probably the immediate precursor to the current community action
initiative known as mteguted development.

Integrated Development

: By the early and .mid--19_60sr many Latin American development
planners and practitioners were aware of the {rustrations associated with

community development and its primarily man-oriented strategy for

social" change (e.g., United Nations 1969).. As wi‘y the more holistic
~ programs, like the Andean mission, some had already attempted to build
“'6n the community development experience and move toward hnkmg

tbelr efforts with both the delivery of other s :ial services and in 'some

cases with wider societal structures. The following pages attempt to
provxde some insight into these experi nces ’by des¢ribing single agency
and multiple agency exdmples Aithough a discuspion of a conceptual

“basis ‘underlymg holistic programs will, follow in ch pter 7, it i neverthe-.

less important. to -point out some of the assumptions undg rlying the
folIOW{ng cases. First, there exists an 1nc1p1ent recogmtlon {f the com-
plexities of social .change (Kotter 1974). This is seen in the assumption

. that there is not likely to be any smgle intervention, like basic adult.
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education or agricultural producticn techniques,. that will be effective
if applied in isolation from other equally. impoztant elements. This. in
turn, leads to a more system-wide, rather than sectoral, approach to
planning interventions. The assumption is that multiple interventions,
some simultaneous and others reinforcing, will nevd to be coordinated
and apphed

Although these more integrated and functional approaches are still
characterized by numerous problems, 1 consider them to be the latest
result and most promising approaches to change that have emerged
from more than fifty years of effort in the Latin American planned social
change field. A recent example of support for this trend-is seen in the
results of an AlID-sponsored study of thirty-six rural development

-projécts in Africa and Latin ‘America (Morss et al. 1975). The report

indicates "that rural development project success depends on, among
other condmons the. following: (1) the preparation of an adequate
technological package; (2) the delivery of agricultural inputs-on time;
(3) the existence of adequate crop- specific extension services accountable
to the local farmer; (4) the presence of favorable markets for products
produced along with'the means for getting such products to the mark=t;
(3) the involvensent of the small farmer in thé decision making process
and a resource commitment from kim to the project; (6) the existence
of local organizations controlled by the small farmer, and (7) an emphasis
er increasing the. small farmer's knowledge, income, self-help and
self-sustaining capacities. The implication of these vriteria is a strategy
which attends to all of the components of the social system. A3 an AID
working paper on rural development states: ' The interacticns and inter-
dependence of these complex elemerts make it highfy unlikely that any
single intervention such as increasing small farmer credit or intrcduc’ion
of a new technology will be cffective in isolation. Ty the contrary, the
performance of the system as a whole requires a rather large number of
elements functioning effectively and within-a' supportive national poticy
structure in order to produce significant advance” (USAID n.d.:8).

One program that appears to satisfy the majority of these criteria is :
known as the Ecuadorian Ctﬁpter for Agricultural Services (CESA). CESA

‘is an autonomous, nonprofit institution established in 1967 with the

 intent of enhancing political and economic oppostunities of mjirginal’

rural farmers. Given the extremely slow growth of the agriculturaf sector

-relative to that of petrolenm and manufacturing in Ecuador, cofnbined

with the unequal distribution of income among the rural popilation,
TESA was created to assist the rural farmer in achieving a greatdr share
of the nadion’s resources while fostering the national development process.

~ Witih 57 percent. of the Ecuadorlan populatlon in the rural area and the

[
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umdjorlty of these individuals carning less than U.S. $4.00 per month,
"CESA personnel were confronted with what they perceived as two

alternative strategies. One was viewed as a strictly capitalist option based

on the transformation of a sémifeudal latifundia system to be managed
‘as a large capital-intensive business in which rural dwellers, without

land, would function as wage earners. The other alternative involved
the replacement of the latifundia system with community -hased asso-
ciations and businesses in which the control and benefits of the production
would come to the workers themselves. In weighing the implications of
these ‘options, CESA felt that the capitalist system would have the
short-run benefit of greater productlon and the more ¢ -apid assimilation
of advanced technology. It was felt that the community-based approg«
would, however, in tie long run be as efficient as the cdpitalist sys:
would involve an equal number of workers, and would augment ..
redistribution - of income while brecaking monopolistic structures. it
appears that because of the potential for continuing dependency and tne
associated tensions among classes that are tied to the capitalist system
as well as the long-term implications of self-managed, community-based
organizations which would foster a more equitable distribition of
income and decision-making. the alternative chosen was the empresa

‘ autogestwnarm or self-directed, community-based ente-nwise.

CESA is centrally organized at the national level and works with
rpproximately two hundred campesino groups within which are some
ten thousand campesino members. The campesine groups ‘fai} into five
relatively homogeneous zones based upon ecological and ethnic criteria.

A CESA team covering agricultural assistarice, socio-organizational

concerns. and financiai and accounting matters works within each zone.
In the national office questions of administration. fmance. research,
planning, and implementation are addressed.

In contradistirction to the majority of the rural development programs

- encountered, CESA's strategy is global and integrated.. It involves

(1) agrarian reform. with the objective of redistributing the use and
OWneI‘Shlp of land; (2) credit, with minimal interest rates based upon the

campesino group’ s production capacity and offered to organized groups .
oE: campesinos rather than individualyg; (3) orgamzatlonal and financial

counting assistance for the campesn o groups receiving credit; (4) com-
mercial assistance enabling campe51 s to break away from tradmonal
structures and deai more directly with the marketplace; (5) infrastruc-

tural and technological assistance, first, by aiding incipient campesino

roups to orgamze and. second,.by reating farm machinery.to campesino
groups at reduced rates; and {6) education, including technical assistance.

_consciousness mnsmg, and basic educat.&m As can be seen, “the program

, .
~
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of CESA is rather wié: reaching, beéinning at the level of land tenure-
and ending with the marketing of the resultant farm products. The
emphasis is clearly on ensuring that campesinos, through self-organ-
ization, receive more political and economic power.

The educational componertt of the program is an integral p‘lrt of the
total strategy and involves (1) fundamental education (hteracy, mathe-
matics, -and natural. science); (2) skills training with emphasis on
augmenting production and the management of cooperatives; (3) con-

-sciousness raising, through a sociohistorical approach terminating with

a discussion of one’s place in society; (4) communication, with concen-
tration on both oral (music, theatre, meetmgs film production) and

. written (production of newsletters, pamph! s, art) expression; (5) organ-

ization, by placing attention on legal, Adlnlnlstratlve and financial and

accounting matters of 1mportance to the success of the campesino

organizations. The education program is organized at the nativnat fevel

vhere the primary concern is with communication among campesino

groups across zones, evaluation; and matters of pedagogy including both

methods of instruction and curricular content. Each of the five zones has

a motivation center-through which the educationa} programs for each

zone are orgam/ed and implemented. In addmon each campesino group

has its own education commiitee which works with a specizlized edu-

cationai promctor from one of the zone centers for.motivation. The

principles behind this trilevel organization scheme are designed, first,s
to promote the offermg of services to campesinos; second, to work with

campesinos; and finally, to be a program of the campesinos. Depending
on the particular content subireas of the educational component of the

CESA proegram, methodologies employed vary from short courses to
demoastration, dialogue. sociodrama, print media, film, radio, and so

on. These activities are carried out on site in campesino groups and at

the zone centers.

Thus far, the total CESA program is viewed as quite successful.
Inevitably, there are problems from brokers and middlemeén eliminated
through new marketing procedures and credit schemes. By working in
areas of established consumer demand for syacific agricultural products,
such as rice, and by relying upon increased rsaauction volume, however,
organized campesinos have increased thelr income and their collective
polmcal power. Thus far the government, which is said to be primarily
interested in the larger landholders more akin to the capitalist alternative
rejected by CESA, has neither interfered w.r criered much suppmt

The success of the CESA program can % 'ttnbuted to its integral
strategy based upon economic incentives emuiy tmg from the marketplar‘e

'/’ﬁ T B 21
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as well as oh the availability of credit and . technical assistance. In the
* long run it will be the organizational base, which CESA personnel hope
will begin to forge campesinos together so that they can influence national
policy decisions, that will mark the success or failure of the program.
Currently, campesinos supposedly know that if they can remain organized
they will be more effective than if they proceeded independently . as
individuals. There is also supposed to be gredter security felt by partici-
‘pating members as they receive a little above the current market value
_for their prod. <t by uniting with their colleagues. The major criticism
" of the program by others appears to be CESA’s paternalistic approach
“to campesinos, raising the question of whether the program has in fact
moved beyond the delivery of service to campesinos and into the more
difficult areas of working with campesinos inside of the parameters of
a campesino organized and directed effort..

Two other examples of -a holistic approach applied to social change
projects-by a single agency are the efforts of FED in Ecuador and
INCORA in Colombia. The Ecuadorian Development Foundation (FED)
was established in 1968 in Quito and is directed at providing credit and
technical assistdnce to organized groups of campesinos. FED maintains
a rotating credxt fund derived from private donations and used to . ke
=foans to orgamzed campesinos who do not have access to financial’
assistance. In addition, FED offers technical assistance, basic education,
and socio- orgamzatronal and administrative assistance to campesino
organizations. The current large-scale project of FED, known as the .
" Bolivar Project, is desrgned to provide a model of integrated development

. among small-scale, relatively isolated farmers. The project began by
organizing campesinos, providing education, and formulating project
plans. The objective now is to provide credit! technical assistance, and
marketmg channels whereby the campesino can increase production,
_diversify crops, develop rural artisan and skilled labor industries, initiate
‘communal marketing centcrs, and so on. Participating indigenous
.campesinos must exhibit a minimum of crganization as a group and
7 belong to the councu of campesino commumtres initiated 2nd promoted
by FED. in the area The ¢ouncil receives, reviews, and approves credit -
-applications and. in collaboration with FED. is responsrble for achieving
the program’s goals. R

Another example of the smgle agency approsch is that of INCORA or

\ the Colombian Institute of Agrarian Reform. The Instrtute provides
| technical assistancc, 'supervised credit, and basic education, including "
managentent training, to campesinos and is -also concerned with ‘land

2 redrstrrbutron and the organization of campesinos into community enter-
prrses ‘and other community organizations for group acuon Eggmton.
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and Ruhl (1975) conducted an investigation of the impact of INCORA by
interviewing a sample of agrarian reform participants and nonpartici-
panis as well as INCORA field personncl in four departments of
Colombia. Results of the study indicate that participants in the agrarian
reform were more positively influenced than nonparticipants in terms of
future expectations, leadership potential, and a propensity to engage in
community action. At the same time, however. the participants were not
more satistied ceonomically nor did they express more confidence in the '
political system. These latter results are explained, first, in terms of the
fack of actual instructional time spent with campesinos through primarily
demonstrations and lectures by INCORA field personnel and, second,
ihvough the poor admianistration of agrarian reforny. Both of these
reasons are based on campesing opinions of the progranr. Although
Egginton and Ruhl suggest, therefore, that the INCORA effort could be.
suceessful if it were better organized and operated, they are apparently
not convinced that the program could achieve the economic and political
goals without greater land redistribution. As they comment, “The means
to peasant economic satisfaction and political system support may be

along the more politically difficult road of*land redistribution. An’

agrarian reform based lurgely on technical assistance is of course a
much casier, more attractive strategy for the Colombian political elites.
Basic land tenure patterns have been little changed from what they were
at the reform’s inception” (p 127).

Although other examples of single-agency approaches to integrated
development could be mentioned,' it is worthwhile to note the existence
of. programs or-anized by several agencies. each of which provides a
particular type of expertise, that together coordinate their interventions "
into the community. Two of these, CONCORDE in Hondums and
DESEC in Bolivia, are briefly described.

CONCORDE, or the: Council of .Coordination for Dwelopment is

" composed of seven private social promotion agencies ir; Honduras that

- and technical ser

share similar philosophical, primarily liberationist, prerises and attempt -
to coordinate their efforts toward common objectives. Initiated in 1971,
the projects of CONCORDE are normally directed to the small semi-
subsistence :armer, and are designed to provide a range of educational
‘I'it‘es. The participating agencies include ACPH. or
19 séhool program. with its ‘attention to consciousness

3

the Honduran rad

\

'Qther examples ificlude the Ccnm for S{udy. ‘ Promotior.. and Smial Assistance

- (CEPASY ‘. Papamay (Lodge 1970). the Federaton of Organizations for “Social and

Educational Assistande (FASE) in Brazil (USAID 197%); and the Inter-American Institute

. of Agricuttural Sciendes (11CA)in the Andes rcyon (Inter-American Institute of Mgricul:

_tural Scicnces 1974}, . . \\
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raising, coramunity education, agricultural and artisan education, and
adult basic education; FUNHDES, or the Honduran Foundation for

‘Developm®ht, which provides credit directly 10 campesinos as well as

indirectly throu,h other participating agencies; APRHU, or th.> Assacia-
tion for Humun Promotion, concerned with low-income housing; VITA

- of Honduras, which channels professional voluntéer assistancc (o the

efiorts of other agencies; !ISE, or the Institute of Socic-Ecouomic
Investigation, attending to research, planning, snd evaluation; FCCSM,
or the Federation of Consumer and Multiple Service Cooperatives,
directing assistance to consumer cooperatives and the marketing of farm
and artisan products; and FDIC, or the Federation of Community Youth
Development, an associate member of CONCORDE, which works in
the area of health as well as in small social promotion projects.

Through a central secretariat and a board of directors composed of
the directors of the participating agencies, CONCORDE attempts to
coordinate as well as direct its member agencies in a unified and
balanced development effort. The goals include increasing the participa-
tion of marginal popu'ations in local, regional, and eventually national
decision-making processes; stimulating cooperative peasant organiza-
tions and collective decision-making; and encouraging an independert
peasant destiny which provides an alternative to the consumer-oriented
and U.S.-dominated capitalistic system. In effect, CONCORDE seeks
to break the bonds of dependency and move toward a more participatory
social system in which liberation and collective productlon consumption,
and decision-making are mutually supportive and predommant (Consejo
de Coordinacién para el Desarrollo n.d.).

Each of }he participating CONCORDE agencies remains autonomous
with its gwn financing and administration. Representatives from par-
t1c1pat}r{g programs form eight regional teams. each composed of four
to six supervisors and-educators. These regional coordinators nieet
monthly with-teams of local agency representatlves often campesinos,

~ for orientation, discussions, and problem solving. Thus, CONCORDE-
has a decision-making and communication mechanism across three levels.

which centralizes both planning and some overall programmatic efforts .
while decentralizing program implementation and decision-making
(Accion Cultural Popular Hondurena 1973, 1974).

A second example of a multiple agency strategy is the Center for Spcial

" and Economic Development (DESEC) in Bolivia: DESEC was organized

in 1966 to promote|rural development and to study the agricultural
change process through the experimental application of seeds, fertilizers.
and so ‘on. Three organizations have' come together to form DESEC.
These include ASAR, or the Association of Artisarr and Rural Services,
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which is the technical assistance agency of DESEC: VIPO. or the
-Association of Popular Housing. ceueerned with rural low-income
housing: -and SEPSA. or ilic Popular Health Service. directed at pro-
motive and preventive hcalth care. Whereas the three branches of
DESEC are independent. they coordinate their activiii. s at a central
office. The counterpart organization-1o DESEC among the campesinos
is ARADO. or a grass-roots organization keown as Rural Agriculiure
Action and Organized Development. [t is composed of campesino
representatives of local communities. zones. and regions and holds a
national committe. meeting every three months. ‘

The DESEC effort inclndes education programs. credit provisions.
the application of technology. cooperatives, m‘:u'kcling. rescarch. and so
on. DESEC provides its seivices in accord v ith ugreed-upon priorities

‘ with ARADO. Together, they have formed yvet another agenc: * = own as

' ICE or the Campesing Institute of Education which respona a0 basic

“education needs of farmers. DESECT has ope rural presiioter per zone
who organizes -community. groups and provides basie education and
technical assistance. Normally. he begins by offering a basic course to
campesinos intended to make them aware of their reality and to
emphasize the potential for initiating problem-solving projecis. Other
DESEC services are then called upon 1o assist with achieving community
goals. The rural promoter is contracted by the campesinos and is
accountable -to them for his services (Centro Pdl.l El Desarrollo Social
v Economico 1‘)77) i} -

Although the DESEC program is apparently experiencing considerable
success, there remain a number of problems for resolution. One issue
rests with the consumerscooperatives under ARADO which have yet to
show a profit and must rely on DESEC to provide accounting and
management services. To counteract these problems DESEC is attempt-
-ing to initiate a- nanondl purchasing plan to buy provisions in bulk
* thereby making the cooperatives more competitive, and it is attempting
to increase the educational levels of campesinos. enabling them to assume
additional autonomy in operating a cooperative. Another problem rests
with the commercialization of the agricultural production system in
,which 'DESEC has difficulty in reducing the impact of the broker or
Jmiddieman. Traditionally such an individual provides crci»lit and has a
Lul[umll\ based dyadic contract with a campesino thereby making the

eampesino-broker relationship a difficult one 1o break. Finally.. the
program is faced with the need 1o continually remotivate and prgmote
commniunity action around common problems. My impression is that
the staff has yet 1o develop a primarily L(IUL.NIOHJI mcthodolog which
thl lead to sohmg this difemma.
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DISCUSIION

It is apparent that these morz integraied appro: whes to social change
while .incorporating some of the self-help and community action bm.su.
sf community developnient programs. huve movell beyond the purely
man-oriented and into the more hotistic theoretical framework deseribed
in chapter 2. In effect. such cfforts attempt to alter not only ‘man’s
behavior with respect to his human and physical environment but also
basic rules and structures, thus enabling the new behavior to be applied.
Although an extremely small 1 mber of the individuals that T tatked
to during the course of my visits to programs can articuiate any theoretical
propositions underlying theit efforts, they are aware at a more pragmatic
level of the need to address wider socictal constraints by adopting
multifaceted interventions. The attention to these constramts did not
come from textl:ooks or, for the most part, from internztional dgencxcs
as a master blueprint. Instead, they appear to have evolved thirough the
frystrations associated with the more single-channel approaches discussed
in the preceding chapters.

Whereas | believe these more integrated strategies have the greatest
potential of any programs discussed thus fer to approximate their some-
times lofty goals, they are nevertheless confronted by the same socio-
structural ‘obstacles which hinder other programs, The government
bureaucracy, large landholders. and middle level brokers who control

- eredit, transportation. and access to technology are among the problems

most often mentioned. The difference with these programs, however. is
that thev have attempted to develop simultancous and holistie counter- )
measures like community orgunimtions reveiving ceredit funds, and
commercial marketing strategies that make the marginal dweller more
competitive in the marketplace and provide increased independe ce and
autonomy. Although the single-channel programs of basic education,
consciousness raising. agricultural assistance. and the like aspire to such
objectives, the narrow approach chosen often leaves®the marginal dweller
on his own _to put the pieces together and to achieve the ptog,mm s ‘
goals,

These comments should not be mterprctcd as a compi . roval of
the specific projects and strategies described. So little rescarch on their
actual, as opposed to their stated, approaches has been carried out that :
one can only rely, as in the other cases, ou the nature, of the attempt
rather thart on what is or has been' done. It is clear, however, taat the
integrated approach brings together many of the more isolated com-
ponents of most social change efforts and from this standpoint the

‘probabiiities of achieving tated goals areincreased. This does not mean’
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that integrated cfforts are any less paternalistic’ self-perpetuating,
mismaraged, or atheoretical than other efforts and it does not mcan that
they are ahle to do as well in all of their interventions as a single agency
might do concentrating on a special field like educaticn, cooperatives,
credit, and so on. They do provide, howevey, a strategy which more
closely addresses the complexities of iife itself and probabiy offers the
most promising approach for working within an existing social system

for both equity and sociocconomic betterment.

It is interesting to note that such strategies are not associated
exclusively with either a development or a liberation ideology. Whereas
the liberationists tend to emphasize consciousness raising and a com-

- munal, semi-independent social system, the developmentalists tend to
- focus on community organization for assuring greater -conomic leverage

in the marketplace. Both approaches. however, are linked to the wider.
sociveconomic system and both-are concerned with access to’ power
through decision-making and increased income. In fact, this commingling
of such diametrically opposed ideologies demo- strates how each, given
the realities of the wider social.system, has compromised.

Education remains a major component in these integrated efforts,
but it no longer stands alone as.the center of the process. It becomes,
instead, a supporting intervention which adds to the probabilities of
achtevmg stated goals. A good example of this phenomenon can be noted
in_ the CONCORDE multiagency strategy. Here is a case where the
Honduran radio school movemen: {ACPH) was for many years the most
viable rural pronmotion agency in Honduras. Through its concentration
on education. however, it apparently learncd of the frailties of the
single-channel approach and began to act as a catalyst not only to the
formation of.other social prgmotion dgt,nmes but to the actual formation
of CONCORDE. ACPH now takes its place as only one of six other
programs.

Unfortunately, few other p'rtmarxly educatlona} programs in Latin
America have recognized the need to combine their efforts with those
of other agencies. [ sense lhat the reasons that more agencxes edueational
and others, do not combine'their efforts, as in the casé of CONCORDE,
have Tittle to do with developing coherent strategies for social change.

Instead, 1 believe the reasons he in such areas as autonomy and fund -

raising, basic 1deo|ogy, a necd for self- -perpetuation, and historical
relations. All private promotion agencies seek the attention of either
governments, international agencies, or other financial donors. ’ince

*An example comes from Ronald Hart's (1974) study of Accion Comunal in Colombia.

Hart argues that whereas the administration of the program resides with the government, the
actual implementation of the program has been under the control of local and regional elites.

@ P .
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almost none are self-financing, the payoff comes from the acquisition.
of grants and conttracts. The agencies end up competing one with another
for the aftention of these donois as a coalescence of efforts is viewed as
.2 loss of autonemy. Where agencxes do not have to compete for funds,
- they generally have difficulty in aueplmg each other's basic ideoiogical
stance. This apparently occurred in Honduras a couple of years ago when
" CARITAS and. the housewives' clubs movemént, formerly a part of
COMCORDE, could not accept what CARITAS indicated was a growing
- radicalism among CONCORDE partxcxpdtmg agencies. In terms of
seif- perpctuatlon all of the social promotion agencies develop a full-time
staff that % .tependent on the agerncy for its livelihood. ‘Collaborating
with other avnues may result in a duplication of personne! c,and thus
“increased risks for present staff. Finally, theré are historical reasons,
often revolving around’ personality conflicts, political or ideologiéal
disagreements, and so on, which are nét easily forgotten and guide
*_future interaction. Since many of the leaders of the agencies .are well
known to each other, these relationships are long term and not likely
to be-altered on the basis of Some altruistic notive associaied with
’ 1mprovmg the effects” of social change efforts. These are some of the
reasons underlying a lack of willingness on the part of_agenmgs to cofhe
* ‘together in a more, integrated fashion. The examples of CONCORDE in
» Honduras and DESEC in Bolivia, however, demonstrate the posslblhty
of such integration.. .Because of financial need and because of an apparent
...increase in the support of integrated efforts’ on the-part of some inter-
national donors, [ believe. we mll see an 1.1c1easc in collaborative efforts
“in the future. : .
One final item with - ~gard to int%rated development éonce,rﬁs its
focus on rural areas. Aithough it is clear from the other micro social
'-changc programs described in preced‘ng iiscussions that the focus, has
" "been .en rural nopulatxons, it should be noted that application of the -~
_ strategy need not, ahd probably sheuld not. be limited geographxcally I
believe that the rural conzentration results from the emphasis placed on
increasing agncultl.ral prodiiction and the alleviation of. absolute poverty
» by international agencies like the World Bank (Society for International
Developmem 1972), UNESCO (UNESCO 1974), and AID (USAID n.d.). -
The recent, dlscovery of the marginal man and micry social change
. efforts ‘By the World Bank amz‘l' AlD, - however, shculd not prevent
} attention to such urban probie'ﬂs as unempldyment, underemplpyment, .
' and health care. Furthermore, a holistic appgoach will likely not uncuon
in many aréas if it is limited by a separation-of urban and ryral ontexts.
Since the characterlstscs of the integrated strategy attempt to build on
: the actua! rulns and n.echdmsms underlymg 4 social system, 1ssues hkc '

.

“
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the marketing of products or the acquisition of techuslogy cannot be
viewed as entirely urban or rural but instead as phenomena which
transcend these rather false and often illusive boundaries.

Summary

This chapter has concentrated en two approaches to social <hange,
community development and integrated dcvclopmcnl It is argued that

.community development. ‘through its emphasis on community self-help

efforts, has generally perpetuated a man-oriented social change strategy,
akin to basic adult education programs discussed in preceding chapters.
Even those. community development programs that move toward more
multifaceted community du'clupnu,nt strategies are felt to be constrained
by a lack of attention to the' social structure and by an overestimation

of the community mémbers’ capacity to mobilize their resources for
“socioeconomic change. The integrated development approach, in contra-

distinetion to the man-oriented community development effort, adopts
a more holistic and systemic approach to the change process; scif-help
becomes an aspeet of the process rather than the major goal of the
program. This approach is felt to offer the! most- promising model for

- social change as it makes dttcmpts to link its efforts across mmponenls

in the social system and is directed toward not -only changing man's

behavior but dllurmg social rufes and structurces, thereby increasing the

likelihood-that new behaviors will actually be applied.
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, Toward a -Strategy to1
Nonformal Education and
Micro Social Change

\

\\
lhe person who has® ltcu]tly been introduced to the term nonfmnml,
education and has just read the last four dmptcrs nmv well ask, “'So what
makes nonformal cducatl on new?”” The answer is probably, * "Not mich."”
Although parading unde \nmnv different labels. the attempts to promote
sociaf change at the local Igvcl have a long history in Latin America, and
education has figured prominently in nearly all of them. The questions
now are what have we learned from this experience and where do we go
from here. This chapter atiempts to furnish partial answers to both
questions through, first, provn&hng a series of impressions and conclusions
drawn primarily from the last’four chapters and. second. by attempting
to outline some thoughts on a multiple interventionist strategy based on
both the man-oriented and more holistic frameworks.

The Nalure and Efficacy of Nonformal Education o
in Latin America ‘

2

The results of a recent survey of nonformal’ Lducauon programs in

. Colombia (Velandia, Vargas, and Bello 1975) pl‘()HdC an approptiate i

background to some of my own conelusions on such Actwmu, in the. L.itm
American region. The Colombian investigators, through interviews dnd
questionnaires designed for nonformal education program personncl

drew amplc; of nonformal educationi projects directed at marginal-
populations in five municipalities in each of four; depammnta (Cundina-
marca, Valle, Santander, Bolivar). As a result ot finding approximately
one thousand programs in Bogota, they took only a 10 percent sample

there; the natieual sample included 432 programs. Bceausc their survey

/ I3
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results do not- always parallel the impressions that [ have gathéfcd

" through my own research, 1 am led to believe that we may have been

operating on different criteria in defining programs and that each
« . . "
country may represent a special case In terms of the parameters of -

" nonformal activities. Furthermore, whercas my goal was to trace higtor-

ically the nature and strategy of such programs rhroughout the region,
theit purpose was apparently to map statistically the current scente in one
country. The. primary outcome of. thése two perspectives is the back-
ground they provide for the generation of new research questions. 1

" report the Colombian results and’ then turn (o a summary of some of

the issues which have emerged as a result of the discussion in the
preceding chapters. : ‘
. Velandia. Vargss, and Bello found that 89.4 percent of the Colombian
projects were dependent on other’ orgunizuiions and most relied on
voluriteers to staff their efforts. The parent organizations were divided
between the public (44.7 percent) and private (34.3 percent) sectors. with
21.5 percent ‘aligned with the church and only 1 percent with.inter-

national agencies. The finances for the programs roughly parallel the

éponsorship breakdown. Interestingly. the study showed that 54.8 per-
cent of the programs were directed to urban, 13 percent to rural, and

' 32.2 percent to both urban and rural populations with 90.9 percent of

the participants living in urbaﬁ areas. It is somewhat surprising that
the urban area is so predominant, not only because of what 1 sense in
other countries to be an emphasis on rural populations, but also because
of the existence of generally well-developed fermal school systerns in the /
urban sector. Also surprising is the fact that women were found to
constitute the -majority of the participants. This, again, runs counter lcl)' '

" my impression that male participants predominate. ;

" The majority of the Colombian programs were relatively recent arrivals
on the scene, with the greatest growth apparently occurring since 1970.
They were classified by content as follows: education for work (agricul-

{fure. artisans. and so on), 27.9 percent; family education (preschool,

child care. and soron), 16.6 percent: health, 16.3 percent; community

* education, 15.1 percent; literacy and basic education, 11.8 percent;

recreation. aesthetics, cufture. and religion. 11.3 percent:.and others,:

1.0 percent. The incentives employed by the programs to eucourage

participalion were_also enumerated. Ct;riously.’lhey do not relate well -
to the above classification. The Colombian investigators found that 54.5
percent of the programs used primarily social expectations, or ifncentives
associated with recreation, social status, friendship, personal develop-
ment. and interpersonal relations. The ngxt most common incentives
were formal education, or a continuation of formal studies (20.3 percent),

e
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work {14.2 percent). and economic berefits and the availability of low
cost services (8.5 percent). Although 1 sense that the general breakdown
by incentives may be indicative of the region as a whole. 1 find the
emphasis on family education in the content breakdown to be high. Once
again, however, because 1 did not attempt to sample all of the nonformal
programs undertaken but instead attempted to synthesize major em-
phases and directions, 1 cannot argue this point.

In terms of the methods of . instruction employed ‘n Colomibian
programs, 1 was also surprised to learn from the study_that the so-called

innovative approaches represent a high pereentage. The researchers, for -

.example. found that, together. the use of individualized instruetion.
games, peer teaching. programnied learning. lhcdtnrdnd dramatics, and
pdnkdgcd ms(xucllon acmunud for 7() pcucnt of the mc(h()dg
group »dlscussmn.s (l".b pereent), dcxmmslrzmons (14.2 puncnl). and thc,
_use of faboratories or werkshops (11.5 percent). The materials of
instruction “were generally found to parallel the methods employed.
These lnuudul television. videotape. voice recorders. radio. record

players. teaching machines. and so on and accounted for 17:8 percent ofs

the programs. The other lmlruulmml “materials included blackboards
~(17.1 percent). beoks und texts (15.2 pereent). maps and drawings (13.0
percent). materials for drawing (9. L) pereent). transparencies and hlns
(7.8 percent). mobile or stationary learning centers and \\orkshops
(9.6 pcrgcnt). and other materials (2.5 percent). Clearly, lhc use of more
traditional methods and materials like the print media and group
discussion and classroom’activity is most frequently employed. 1t should
_be noted, however, that.-because-these-are-self-report-dataritis diffiealt ™
without actual observation over a long period to know what pereentage
of time is devoted to any single method or material,

The Colombian. study tfound that rescarch on nonformal education

programs is generally limited anct not very sophisticated. Some programs
conduct research prior to initiating a project and even fewer do follow- -up
stadies, Almost all programs reported that they evaluated participints
dl the end of the projeet and interestingly. 59.2 percent grant diplomas.
/Of those who do grant diplomas 25.7 percent ave officially recognized

by the Minisiry of Education. This fact raises questions about the nature .

of the criteria uscd in sclecting the Colombian sample of projects. My
imipression is that the majority of the programs | have described would
not involve any certificatipn process. Although I do not doubt the validity
of the Colombian data. 1 belicve the emphasis on diplomas raises
questions aboui the entire nonformal education process and a need to



O

ERIC

Aruitoxt provided by Eic:

L)

Toward a Strategy for Nonformal Education 187

be clear across research studies as to the definitions employed. In this
regard it is likely that I included a wider range of programs based on
the modes of education approach outlined in chapter 1.

The Colombian study also reported. based on questionnaires from
program directors and program’ personnel. that 63.7 percent of the
participants Have an opportunity to shape the curricufum of the program
but only 21.8 percent have any say in administering the program and only

' 4.4 percent in its financial arrangements. .In addition, -fewer than 33
percent of the programs consult with participants on the methods of
instruction employed. These percentages. especially involvement i
curricular decision making. appear high in terms of what I could learn
from looking at programs in the region. I found that the majority of
programs are more hierarchical in structure than what is implied above
and that when participants are consulted such consultation is likely to
occur with a very small number of participants who seek to make an
input. ) _—

A final result of the Colombian data indicates that 93.6 percent of the
nonformal projects did "not require any prior training by participants

__in_order.to_enter_the_programs, In. terms of .the types of programs I

reviewed. this finding is similar. It is dissimilar. however, to a recent

nonformal ediication survey study by Riske and Rust (1975) in Trinidad-

Tobago where the authors found that a formal schooling background was
“used as a precondition for entrance into a majority of nonformal educa--
tion programs. Such a finding in Trinidad-Tobago parallels somewhat

the discussion of ministries of education in chapter 3 where it was pointed

—out-that-in-several- countries—nonformal-education-is-susceptible- to- the. .. —

criteria emanating trom formal schools. Even in Colombia. given the
rather heavy- emphasis on granting /diplomas for participants in non- -
- formal ‘programs, there is a clear implication that formal education

criteria are being applied. o

My conclusions on nonformal education in Latin America are drawn
from a different level of abstraction than those of the Colombian study
since I was not attempting'to develop base line data or to describe
statistically ‘the extent and nature of nonformal education. programs.
These conclusions tend to fall into two categories. those which are based
on the programmatic emphases discussed in the previous four chapters
and those of a more organizational and administrative nature that cut
across the different programs. - . :

The reader will recall that my major.interest is in a review of nonformal

* .education programs in thc context of social change. Furthermore, I am

concerned with how such programs assist the marginal dweller in

Y
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achieving inereased. power and status through decisinﬁ-muking and
income. Social change, therefore. implies not only an alteration in man's
behavior und in the refaticnship between that behavior and a respeetive
human and physical environment, but it also requires an olteration in

socictal rules and structures enabling the new behavior and relationships

to be established. -

I shall begin by enumerating the more programmatic conciusions and
then turn attention o those which more generally chumptér'izc many
of the efforts. ]

. Implied in many educational experiences in Latin America is the
notion that nonformal education should supplement and complement
formal schools and that these two modes should bie linked as an integrated
mechanism for educationat delivery. Latin America has provided several

“models for this kind of effort but few seem to be viable in the context of

social change. The original cultural missions. which in retrospeet were
more akin to a community development approach, do not seem to provide

-a basically sehool-community linkage. Neither. do the nuclear schools

based upon the Huarizata experience. | believe that CNEC in Brazil and

~the family -school-movement—in Braziland ~Argentina are the most

51gmflcant formal-nonformal program efforts. It is.too ¢urly, however,
to assess their actual potential. Al(hough CNEC is the oldest program,
one has to ask just how much community involvement and participation

characterizes its operation. The family schools. on the otherhand: appear

"

to be highly participatory. In addition, the carly follow-up data for
APEFA ‘in Argentina indicate that the program has had considerable

“success in retaining a high interest and involvement by graduates in the

rural area. The problem, however, in viewing family schools as a
generalizable model for Latin America is that their experience thus far
is generally limited to Italian immigrant populall(mq who have had a
history of group cooperation and solidarity.

Accepting the fact that the school is often the only institution that

* physically exists in the rural area and that it theoretically appears to be

a natural center through which one can channel other educational efforts,
the reality is that exeept for simple information flow and the training
of changc agents. it has not reached its assumed change potential. Thus.

the evidence to support a tenable formal-nonformal linkage for social

change through school-community efforts as a generajizable model in
Latin America does not appear in practice. This does not mean that

“ school faulltjcs eannot be used for nonformal education efforts should

those effoTi8™ B¢ directed as a component in an integrated development
change strategy. The SENAL apprenticeship model is an example of this
approach as. it begins with industrial human resource nceds and then

i £ Y et
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trams personnel through schooling and on-the-job experienee. This has

" been feebly tried in rural areas with primary and normal school young-

sters by making the school curriculum relevant to the marginal dweller’s.
needs. In addition, Cuba currently uses a farming-school approach for
secondary students. Schools in rural areas, however, have seldom been
realistically linked to the world of work for adults. It is ‘nevertheless
conceivable that the school, if it were viewed as more than an institution
for information flow and cognmve learning, could alter behavior that
would assist in social change. [ cannot conceive of its being any more
than an adjunct to the process, however, and therefore believe that it

‘should never carry the' major burden for manifesting such goals.

2, Related to the use of schools for nonformal educatich and social
change is the role of ministries of educauon in such efforts. With few
exceptions, like that of Mexico, the ministries of education in Latin
America appear to be using the out-of-school rhetoric as a way to develop
a parallel schoel system on an extension basis. ‘The intent i$ to enable
adults and youth to pursue formal schooling goals through flexible time
periods and local facilities. Although such efforts are faudable in terms

“of formal education, they fall short of the rationale underlying nonformal

education, and they make the out-of-school efforts highly dependent on
formal schoolmg criteria. There do exist examples of truly nonformal
efforts, like the Massachusetts program in Ecuador and the basic village
education project in Guatemala, but these arc tied to' AlD funding and
North American assistance which raises the question of how long such
efforts will last once such support is withdrawn. Some ministties are also
supportmg private agency initiatives in nonformal basic education which

.generally appear more innovative than their ewn programmatic efforts.

Throughout these ministerial activities, there is a reliance on education
per se to foster social change. Seldom does one encounter the cducator
forming part of a multifaceted team swhere his expertise in educational -
methods and materials can supplement the wider effort. Likewise,

ministries of education seldom appear to collaborate formally with other

ministries in a coordinated approach to the problems of the marginal
population. Instead. the ministry of education tends to perpetuate its
educational efforts while all of the other ministries, like agriculture and
health, develop their own educational programs. When the educational

ministry does collaborate. as in the case of the Colombian nuclear school *

program, it is often on its own terms and invariably as the center of the
process. )

3. The reliance on educational proglams to foster social chzmge can -
also be seen in many technical/vocational training programs. For so long
we have been told by development planners that education’s contribution
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to national progress is through human resource development. Thus one
of the first places to which we have turned is skills training programs
where technically competent individuals are to be prepared. But that is
the schooling model. In nonformal education we do not have the luxury
of just developing human resources. Again, the SENAU Brazilian
apprenticeship model appedrs to sdnsfv this coucern as it attempts to

ink training with the world of work.

Most programs of the technical/vocational type, however, do not make
attempts to link training with job acquisition. The results therefore are
predictable: therz are eiilier no jobs available for such individuals or the
jobs that are available are not characterized by sufficient socioeconomic
incentives to attract individuals away from more lucrative and satisfying
occupational alternatives. Even though 1 aceept the fact that many Latin
American economies often cannot absorb trained manpower, thereby
making such education-work relationships nearly impossible to create,
1 do not believe ‘that this is always the major dilemma. In the case of
farmers, craftsmen ‘and artisans, for example, the need is not a salaried
job as much as it is crédit, _supplies, transportation, and marketing,
enabling the fledgling entreprencur to test out the application of his
skills. The point is that such programs must-make attempts at linking
education and work rather than placing the burden of such a goal on
the participant alone. There are only a few programs in Latin America
that have made such attempts.

4. Latin America has a long tradmon of basic adult eduaatton and
literacy programs, Unfortunately, little-measuidble social change impact
is apparent from these programs The reliance on a primarily’ man-
oriented approach to social change, whether the program is development-
or liberation-oriented, has-typically resulted in either the nonacquisition
or the atrophy of new mformatrort skills, and knowledge and in frustra-
tion among participants. "Some vof these programs have apparently
recognized the impotence of this reh.mce on educational interventions.
and attempted to dlter their- strateg» One example can be seen in the
evolution of fundamental educatior, programs. Fundamental education
began_with a rehante on eduntronal inputs, turned to community
development and in some cases a n‘llﬂtlfdceted approach. and finally to
a more integrated strategy in which educatton is supplcmentary to, rather

than the focus of, the program. Smnlarly, the experiences of the

Honduran radio school program in liferacy and consciousness raising
led- it to -greater collaboration wnh, complementary agenctes in

' CONCORDE.

Because the majority of these basic educatton progl ams are not tied to

' wrder socio-organizational or technologtcul inputs, they likely constitute
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the weakest of all of the social change strategies discussed. The use of

radio and radio schools has not generally aitered this weakuess, as the

new medium has simply expanded the potential audience without
altering the relationship between edication and the social structure bf,.'
education and access to other social services. If basic education and
literacy programs are unable to make such linkages and arc unable to
treat the application of new behaviors in the environment rather than the
acquisition of infprmation, attitudes, and skills as the overall goal of the

program, the future of such efforts will likely result in the same

frustrations and lack of impact which have characterized their existence
for decades. ‘

5. One may hypothesize that if basic adult education were associated
with content areas like agriculture.and health, many of the inadequacies
of the basic adult education programs mentioned above would be
overcome. Unfortdnately, however, for many of the same reasons, these

programs have not resulted in any substantial improvement over the

education-focused programs. Most of these content-based activities are
modeled after the ill-fated agricultural extension "approach which
assumes that  new information and skills along with some material.
support will alter an individual's behavior. A classic example of such
an assumption is reported by Lodge: ' '

In one Latin American country. a highly wained agricultural technician sent
from the United States, a sced specialist, was there to assist a campesino with

his-tomiato crop. The campesino was refuctant at firsr*to‘mstf*the*f%nilizcr"nnd“ S

seed offered by the teciinician because the farmer. aperating on the margin: of
existence, viewed any ch..nge as a dangerous risk. Finally he cooperated, however,
and as a result his crop was bigger and better than before. But the rains washed
out the road.to his farm so that many of the tomatoes rotted in the finld because
the truck to take them away could not get through. When it arrived. it was, of
course, the same truck as before, owned by the same local interests who controlled
all the transport in the region. The market system was also the same as before,
with the result that the actual return to the farmer was not appreciably different.
When the visiting expert suggested that the farmer continue on His own the
following year, purchasing fertilizer and better seed. the farmer's face went blank.
The credit system, unchanged by the expert’s visit. precluded obtaining funds

“'for such purchases. The expert departed, leaving the farmer more convinced than

ever that change was a dangerous thing. | 1970:134)

- Althogh the example could come from content areas other than
agriculture, the point is that one cannot assume the existence of other
supporting mechanisms in the environment without attending to them
as obstacles to the adoption of new behavior. It is this factor which makes

“educational interventions weak in terms of social change and it appears
" as applicable to content-based programs as it is to education in general.
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_ The coupterpart to many extension efforts, as pointed out in chapter S,

iS the organization of community members. into friendship groups,

ousewivey chubs, cooperatives, community enterprises, and so forth.
The achieyement of many social change objectives, espeCIally those of a -
political and economic nature, likely depends on the existence of such
otganizatigns. The probiem, however, appears to.be the isolation of such
oTganizations from. other social system components and social services
which -are necessary to their Operatlon and success. Educational inputs

in terms of the management and administration of cooperatives along
with supplies and equipment, credit, marketing, and sO on ali figure
prominently jn the development of viable tommunity strUCturgs Thus

it is necessary to recall that such organizations are instruments for.the
enhancemepnt 9f autonomy, power, and resources rather than merely
: OTganizatigps which periodically bring people together. :
6. Many of the characteristics of these other nonformal education
_pTograms ¢zme together in the community development programs of the
1950s ang 1960s. The self -help bias of- this prlmarlly man-Oriented
approach, powever, did not achieve the high expectations held by elther g

_ participants of development plannefs. Community development ‘as the
cUlminatioy *of the Pprimarily educational attempts of . fundamental .
~ education y4ud, in many respects, it became the, precursor to integrated -
LI _deVeIOPment Community deVeI<)pment however, seldom achieved the

* iong.term, multifaceted goals of social-chdnge which were often sought,
- .88 it was gyerly dependent on the assumption that people would and .
- could help themseives. ., :

. The frugggations associated with both commumty development and the -~
.. Other single.channel change strategies led to what is .referred ‘to -as
_ integrated develOPment, or @ more holjstic and systeins- -based approach
10 ‘the socia| change process. It is‘believed that this approach offers the
greatest’ potentlal for achlevmg social change as it not only attempts to
Move acrogs traditional sectoral boundaries but it also_reflects ‘the
realjties of g mterdependent socia| system in its mterventlomst strategles .
~ The integryged approach also appears to offer a.basic strategy. that is..,
apphcable to ‘both develOpme“t and liberation advocates.

In additjon to these more Programmatic conclusions based upon the
review of nonformal education and social change programs.in preceding
chapters, there.are several additional organizational and administrative *
_ observationg that I believe should-be mentioned. These comments are, .
“... for the megt part, ‘based on 1mpressmns 1 have concerning:the. cufrent-
~efforts anq-future potential of nonformal education. They’ include the
problems of coordination of nonformal educatlon efforts, mstrllchonal
-Materials develOpmmt research and evaluation, and the need to develop

o

'
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- coherent change stmtegles Fhe last of these issues is dealt with in the
o follfowing section.

1. We now know that hundreds, .and very possibly thousands, of
nonformal education programs-exist in*each Latin American- country.
Most of them are small, prlmarlly information-delivery-type projects that

are relatively isolated from wider social change programs. In some areas.

literally everyone involved in these efforts knows the nature of the other
projects and is prepared to offer an opinion as to their characteristics -
and efficacy. Unfortunately. few collaborate with .one another or with
other social change projects in" attempting to achieve common goals. "
coIIabora‘qun I mean two things. First, those programs that

‘specnalxzed in terms of information delivery, cooperatives, and so

must: begin to share with similar agencies their methods, materials, and.

~approaches for their mutual benefit. Second, and to me more important,
- the specialized agencies workmg in different problemi areas like educa-
- .tion, ‘agricultural extension, and cooperatives must link their efforts and.

adopt more integrated strategies. At present these linkages seldom occur

.. ~and in most cases the programs actually compete for-the attention of
: pubhc and private agencies for their political and financial support. From
‘the perspective of each social change effort this desire for autonomy

appears. to" make good sense. Because each project has a particular

ideological and- operational viewpoint and must support its professional
“cadre of staff personnel forging a collaborative relatlonshlp with other

agencies may mean maklng certain ‘compromises to the perceived detri-

" ment of the project’s goals and procedures.' Nevertheless, for both

impact and cost considerations, new ways must be found to hnk at least
some social change efforts.

+ Governments as well as private and 1nternat10nal agencies are probably
in the best position to assist in hnkmg programs together since they are
the fundlng sources for many projects. This is not easy, however, as these
parent organizations are often characterized by a need for autonomy akin .
to the projects they fund. Furthermore, agencies like AID are often”

' structured internally through sectoral (health, education, agriculture,

and so- on) rather than intersectoral offlces and are unable to deal
effectively with problems requiring 1ntegrated strategies. Finally, mast

' .:fundmg agencxes foster project competition since they have only hmlted .
funds and must make chojces among those programs soliciting assistance.

In effect, the funding agencxes perpetuate ‘the autonomy sought by

projects and create a dependency relationship which forces socml change

programs to continually rely on their assistance. ’
I sense that nonforma! education programs will not be coordinated

- with socio- organlzanonal and technologlcal mterventlons until the funding -

206

"G‘



O

ERIC

Aruitoxt provided by Eic:

194 : - Toward a Strc}tegy for Nonformal Education

agencieés begin to take the leadership required to provide requisite models
for integrated approaches to social change. Given the CONCORDE"
coordination' in Honduras and the DESEC multiagency strategy in

.Bolivia, we now know that such collaboration is both feasible and

promising. It is now necessary to study these strategles in order to

.analyze -the problems they encounter and the potentml they otterv as.

possible organizational models.

2. From the standpoint of education, on¢ of the weakest de‘tS of most
nonformal programs [ visited rests with the instructional products used
in terms of information delivery. Although [ envision the. directed
educational component in social change efforts as a supplementdry aspect
of the total program, it is nevertheless crucial to the introduction of at

‘least some new behaviors. Currently, the way in which new information

is communicated through all types of media, but especially through print,
lacks-a conceptual basis in learning theory, is drab in its presentation,

‘confusing in its message, and inappropriate to the interests, ‘needs. dnd .
- skills of the participant. The: professional educator trained in mstru~

tional product development is the natural specialist on whom numerous
promotion: agencies should depend in rectifying these deficiencies. .-
Unfortunately, this kind of specialist does not generally exist in sufficient

. numbers and when he is present he almost dlways works. with formal
rather than nonformal education currlcula

I believe that educational - estdblmhments, especially ministries of
education, can provide their greatest service to micro social change by
servicing and responding to the instructional product needs of promotion
agencies. Thus, rather than designing and implementing their own adult
basic education programs isolated from other social promotion efforts, _.,.
educators should train representatives from private agencies and other

, mlmstrles to design and prepare their own educational materials. This is

probably the most appropriate and 'hatiral way that educational mm-_‘
istries ‘can strengthen -relations with social change ‘programs while at the
same time building on what should be an approprlate specialization for

at least some educdtional technicians. 1 believe that international
" agencies. as appropriate, could provide the initial support required to

develop a cadre of such specialists in many Latin American countries,
3. As is apparent after reviewing the preceding chapters; there is a,

. dearth of research information available on-planned micro social change

in Latin America.*I would characterize the information that is available
as primarilys descriptive and of use_only in dlscernmg trends, The
materials that agencies produce on their own programs are parochial
and useful primarily for pubhc relations purposes. One reason for- this
lack of information is that md1v1duals involved in socml promotion

2’0"{'
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; ac mtles are seldom interested or ‘motivated to write about their pro-

grlams tAnother is that research can be expenslve, demanding that

'." monies; available for carrying out the promotion program itself be

‘ reduced A final reason is the lack of trained personnel available within

each organlzatlon to design and 1mplement a research study.

The research sponsored and supported by funding agencies constitutes
the bulk of what is available but even these efforts are too few and scanty
given] 'the number of years agencies like UNESCO or FAO have been

. involved in social promotlon activities. Whether these and other agencies

rhave done research is often not known:since access to reports is nearly

1mposslble The archives at AID must also be full of valuable material

e ;"whlch never gets circulated through normal library channels. Further-

; _f'more, the research that is available seldom uses the impact »v par-
tlmpants income or decision makrng as a dependent meast cad,
“what often is; avaxlable in educational research studies = .1i¢ 1

and affective outcomes from which one must estimate prob... ‘o bet al

3 effects

Clearly‘ the social promotxon agencles ‘themselves must begin to

; conduct more :base line, procéss, and follow-up studies in order to
- analyze the efflcacy of their own éfforts.” Funding agencies can be

“supportive in this regard by not only. flnanclng such efforts but also

e training individuals and then frelying upon Latin Americans to carry out.
3 the research. The emphas1s in such investigations shouid probably not,,
~at least 1n1t1ally, involve. a World Bank-type penchant for economic
.‘studies. Instead, 1 would rely more on flndlng ‘out what is going on in" -

‘social promotion’ pro3ects,' lncludlng both intended and unintended
outcomes of ‘the -process, before going after ‘cost-benefit data based upon . -/
* most. economlsts ,assumptlons about the ex1stence of a rational world.’
We don’t know much~about soclal Change because we have not attempted =
‘to gather data cumitlatively- Gver time. Until we begin such research, o

"L we will always have to rely on what is sald to: happen rather than what

actuallyhappens ‘ o

\

The Need Ior a Holistic Approach to Change

- In my research I learned two- things: First, development professionals do not '

know how to cafry out an effective economic development program, either a big

~one or a small one. ‘No one knows how—not the U. S. governmient, not the

Rockefeller Foundation, not the international banks and agencies, not the
missionaries.. I don't know how. You don’t know how. No one knows how.

‘Second, we don't know that we don't know how. [Paddock and Paddock 1973

_299-300] R

- Even the. nlost optrmrstrc apprarsal of nonlormal education and micro-
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social change efforts in Latin America during the past forty or fifty years |

- would likely arrive at a conclusion similar to that of the research con-
" ducted in Central America by the Paddocks. There are relatively few

programs and projects to which one can turn that can be.considered to
have achieved long-term social change. Nevertheless, as evidenced by
the recent growth of such programs, they will inevitably continue in the

. future.*Although [ am not especially optimistic about such attempts, I

feel sufficiently motivated to try - ‘to bring together some thoughts on -
onceptuahzlng guidelines for a change strategy on the basis of whatr A

. bas’ been dlscussed in preceding chapters. 1 shall altempt to. summarize .
’ thlS pomt of view in the few remaining pages. *

The reader will recall-that as a result of the discusSion of the theoretical
literature in chapter 2 the following strategy. prrnClples were suggested
(1) understanding the needs of client populations. (2) involving clients

in their own learning, (3) facititating the transfer an:d » <tion of new”
behaviors' t~ the environment, (4) e’ ° v hetween ‘the-
program a ., the components in the wia vy dua () artending to

incentives both internal and external to the program.. As can be seen -
throughout the discussion of micro-izvel change projects in the- previous

--chapters, few activities can demonsicate their adhetence to these prin-
ciples. The majority of the s (1) find the legdership. confified

to external cheuge agents wk . ¢ de what.needs the clients have, (2) can .
be charactérized as paternalis, 2, (3) seldom -fosterithe apphcanon of

. .what is learned,. (4) function in isolation from other. sbeietal 1nst1tut10rs,
-and (5) rely upon program goals rather than wider incentives to enhanpe
- both learning and the application.of that learning. Of the principles that

aré adhered to most often, those concernlng the client’s needs and

involvement. appear to predominate. The primary reéason for this is that - -
* an orientation toward clients is inherent in. the man-oriented approach
“to change. The result typically is, however, some form of behavipral *:
_change. rather than social change as the principles not addressed are: "

those whrch center,on relations with the wider social System:
It is"not surprising that the. predominant. strategy .employed in

- nonformal education and social change programs has. been tied to a

‘man-oriented model.” As we have seen, there is 8reat faith plglceq in
individual human beings not only to change themselves but to change

- the world -around them. Unfortunately, in fulfilling such’ optimism we.
now know that 1nd1v1duals cannot promote such chahgg without a great

deal of assistance from a supportive biophysicai’ envifonment, a fluid and
open social'structure, and an appropriate body of knowledge, skills, and
technotogy. As the behaviorists inform us, people behave in certain ways
because they have learned partlcular actions in partlcular environments.

To alter man's behdvior without attending to the Wider envrronmental
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- stimuli upoﬁ which that new behavior is dependent reduces considerably

the probability of sustaining new patterns of activity. Thus, assuming
the existence of a supportive biophysical environment, there are two

 major themes to which attention must be paid with regdrd to social

change. The first is the individual learner with emphasis placed on

.~ his- cognitive, ‘affectivé,\‘:}'p,sychonlotoric, and linguistic’ patterns; and

the second is the wider sotial system to which he belongs. It is absolutely

“essential to know as much as possible about potential constraints in these

.areas before initiating ‘the design6f a change strategy. Furthermore,
it is necessary to intervene through coordinated and reinforcing strategy
of education, research, the initiatioh and strengthening of local institu-
tions, and the provision of appropriate services and technology.
Unfortunately, the research on planued change has not ta“en such a
broad view of the process. In fact, the empirical studies on planned
change have ‘generally concentrated on the. adoption and diffusion of

* “innovations “with principles derived primarily from the psychodynamic

literature= I begin by reviewing some of these empirical findines aid then

“turn to a more holistic view of the social s\yst'e,m attemplin , to integrate
4 » :

both perspectives. - N
. - CO . N ] } . N \\
PLANNED CHANGE: SOME GUIDING PRINCIPLES

as.new by the individual. Diffusion is the pfocess by which an innovation

An innovation m%g’be defined as an idea, practice, or object perceived’.

vspreads, and adopt on refers to the decision to make full use of a new
ddea or innovation (Rogers 4nd_Shoemaker 1971:26). The literature_on".
innovations includes -both general case studies and- more gontrolied
efforts to treat hypothesized relationships.’ Below are a few of the more

important findings produced by these studies:

The innovation-décision process—the mental process through which an individual

passes from first hearing about an innovation to. a decision to adspt or reject
and to confirmation of this deeision—can. be conceptualized in terms of four

stages: knowledge, "persuasion, decision. and confirmation. [Rogers and Shoe- .

_m_ékcr‘l.9'7 t:100]°

?epple é‘dopt: innovations at differing rates; adopter distributionstend to follow.
a bell shaped curve(S-shaped when plotted cumulatively). {Rogers and - Shoe-
maker 1971:177} . S . <.

The relétchly'earlicr adopters tend to be younger, have move dispersed reference
groups, consider themselves as being . deviant, are better able to deal with

'Qbstractions. and-are less rigid and dogmatic. [Barnett 1953:chap. 14; .LavPiere"_ ‘

1965:chap. 6: Rogers arid Shoemaker 1971:chap: S|

i\“)_r"rhs, social siatuses, hierarchy, and so on of a Social system influence the »

'
€,

o
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behavior of individual _mcmberé of that ,f“systemf Hence, rates of adoption vary
not only among individuals but also amgng socio-cultural systems. Innovativeness

. tends to be related.to a modern rather<than traditional orientation. [Rogers and

Shoemaker 1971:28-29; Kushner 1962:9-17]

The characteristics of an ‘ifinovation, as perteived by individuals in a social
system, affect its. rate.of adoption. The  characteristics on which potential .
adopters judge an innovation include its (1) relative advantage, (2) tompatibility,
(3) complexity or understandability, (4) trialability, "and (5)- observability.

[Rogers-and Shoemaker 1971:22; Kushner 1962:9-17) . : :

. -The rate of adoption of an innovation is influenced by the intéractio_n effect—the’

process through which individuals in a “social system who have adopted an
innovation influence those who have not yet adopted:. The interaction effect is

K strengthened by homophily—the degree to which pairs of individuals who inter-
- act are-similar in certain attributes,. such as beliefs, values, education and the’

.like. A problem in the communication cf innovations is that the source is usually

" quite heterophitous to’thé receiver, [Rogefs and Shoemaker 1971:161, 210-18] .

- mehdations.® o

Opinion leaders—those from whom others seek advice and information--play
an:important role in the” diffusion .and adoption processes. The two-step -
communicatjon model hypothesized by Lazersfeld, Berelson, and Gaudet (1944) -
postufates that ideas-flow through mass 'media channels to opinion leaders and
from them to their followers, This model has since been superseded by a multi- .

. step model. positing that ideas are spread from.source to audience via a series of

sequential transmissions. | Rogers and Shoemaker 1971:203-10, 219-22]

Different kinds of communication channels serve different roles at“diffecent stages
of the innovation-decision process. Mass media channels are often more important -
in changing attitudes toward innovations. Also. mass media channels are
relatively more imiportant, than interpersonal channels for earlier adopters than
fordater adopters. {Rogers and Shoemaker 1971:chap, 8] T '

- Based on-these and other findings, a number of books have been written
“ to help change agents. broaden their perspectives and discovet more

effective approaches to.the conduct of their work.? These publications.
generally illistrate the role of sociocultural factors and present procedural -
rules or strategies,”Below is a list of some of their most common recom- ™+

"The change agent must have a thorough knowledge of the main values
* " ‘and principal features of the client commuuaity’s cuiture. .

* The chim_ge agént musi earn the respect of the community's members.
The change agent must zfctively involve the community members in the

change process. =~ = = ¢ . Yon

\for example, Bitten 1957 Foster 1962; and Arensberg gnd-Niehoff 1964,

for example, the summaries in Goodenough 1963:22-23; Niehoff 1965:10-39;

o

. Kushner et al. 1962:41-44;, Rogers and Shoemaker 1971,

“
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The change agent should tdllor programs of change to fit the cultural
values and past experlences of*intended Llrents 3

Pn ~

The change agent should concentrate efforts upon opinion leaders in

* the early" stages of the development progess.

The change agent should avoid making himself indispensable to the
" change process. .

Niehoff (1966) helps put some of these conclusions intc rerspective by o

conceptitalizing the planned change process in terms of two interacting
forces: the action of the change agent and the reaction of those he expects
to adopt new ideas.. The agent’s action consists of the techniques and
strategres which are employed to conyince recipients to adopt the idea;
the ‘client’s reaction is the attitudes and behavior that stem from his

. perception of the value of the innovation. The primary process variables

for the action side of the equation are (1) the methods and the-type of.

* communication used by the change agent, (2) the kind of participation

he obtains from the recipients, and (3) the manner in which he utilizes
and adapts his innovation to-the existing cultural patterns. The principal
Var\ables pertaining to the reaction of the recrplents are (1) whether they-
have an initial felt need, (2) whether they perceive any practical benefit in

adopting'the change, (3) and whether their traditional leaders are brought/ :

into the plannmg and implementation process,
A second way in whrch the directed change process may be conceptual-

ized is to view it in. terms of three swages: initiation, diffusion, and ;

mstxtutlonahzdtlon (Speight 1973). The initiation stage extends from’ the'-

time the’ change agent makes his presence known in the commiunity unttl

" decisions: .are made by local leaders to take action to solve defined needs

Durmg this stage the agent must establish credibility, identify opmlon‘
_leaders, and wark with them- to establish goals which they percelve as

compatlble and advanta;,eous The diffusion stage involves the spread

..of cl‘dnges adopted’ by ‘the mnovators in the ‘community. ; Durmg this

period, the change agent’s role: ls less active. Through the mteractlon
effect, opinion leaders spread the ‘innovation, usually through; personal

commumcatnon channels, to other members.of the community.; “The thlrd"‘

stage, mstltutlonaluatlon is reached when changes are mlused with
- value, especially as they symbolue the identity of mdlvrduals and of the

- community (Goot enough 1963; Selznick 1957). For those who advocate

the ideology -of community” development the change of development
process itself must become msmutlonall/ed (Brddle’and Biddle 1966;
Goodenough 1963). At this point the’ ]()b of the t.hange agent, is: com-
-pleted and he should withdraw from the community.

Though brief, the above summary should give the reader an 1dea of ;
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_ the 1mportance of the pl'mned change hteratuxe to nonformal educatxon
programs. It is important. of. course, because it provides a basis from
which to plan experiences that will foster behavioral change. Even though -
there is widespread consensus regarding thg planned change findings and

" conclusions, there exists considerable var u\txon among the assumptions

" and points of view expressed. Some writers, for instance, stress changing

man directly while others stress changing man'’s environment. Some focus
on the process of change while others °mphas17e projects for change.
In addition, for, example, failures may be blamed on clients or they may
be attributed to the change agent and to the nature of the proposed
innovation. Névertheless, the emphasis is on the individual—his percep-
tions, person’alify, and behavior. The innovation process” itself is con-
ceptualized ;as a mental process and the acceptance of an innovation
is suppnscdlv deoendent on how it is percei 1 by potential adopters.
(i Sk nudings are impoaaut to the social change process, they -
are maclequqte in the presence of social organizational and technological
obstacles associated with the wider social system. As we. have seen, the
best educational intentions often go unfulfllled because of these other
constraints, as they are either unrecognized or are left unattended. I
want to stress, however, that: these criticisms do not negate the value
te. Instead, I believe such fmdmgs are

_invaluable in terms of the ¢ommunication of innovations. They -are
simply insufficient given wha* we know about social change in Latin
America. :

THE INTEGRATED APPROACH -

U eAs 2 result of the madequacnes of the psychodynamlcally based
, planned change literature, -1 would like to-‘turn to- a more holistic
framework.* The intent here is to construct a heuristic model to demon-
strate the lmportance %of adopting an integrated- approach to, social -
- change. To initiate the discussion I draw on the work of John Homgmann -
(1959) who suggests that any ‘given social situation is-affected by three
R overlapping cultural components: ideology, ‘ technology, ‘and social
organization.®* Honigmann does not. nor do I, see such a tripartite
model as including all concepts or activities which one would - pecessarily " o
“include in the‘_zma_lysis of cuiture. Most such concepts ieft out of the '

~  *Foran, .application of the helistic approach to schoot- communlty programs i in the United
- States see La Belle (1975) :

*Other social scnentnsts have 'used - similar configurations ‘to “cxpréss this structural- -
functional view of culture. Thomas Rhvs Williams, for example. includes language as
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model-involve pracess variables and include, for example, communica-

tion, ritual, and the life cycle; they all fall outside the model while at
the same time cutting across all three of the major components. My -

configuration of the three cultural components is presented in figure Z.°

Behavior, at the center of the model, is a result of the interacting impact
- of the three. components of technology, social organization, and ideology.
" These three components or branches are assumed to be interdependent

as any one may be viewed as the independent variable in order to note
how it affects the others. .

- , Social
. Technology 5”%- S - organizatian
K. - & -

- Ay e
Wy .

" Knowledge
Beliefs
Volues

Ideclogy

. Figure 2. Heurtstic model of c;ilturc

+

_a‘ fourth component of the culture model. See his Introduction to Soéiu/izufion; Human
‘Culture Transmitted. ‘ : '

*I am indebted to my colleague Johannes Wilbert for the basic skeleton of the model. -

B
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Ideology refers to the beliefs, knowledge, and values by .which man

N llves technology Tefers to both activities and the material objects by

which man manipulates his material world; and socic’ BEERG T VEE o

‘. to the activities and structures used by man to ir. cais mell.

. Thus through these three perspectiygs, it is assu: cRe ot
* able to analyze a sociocultural system in process.

It is worthwhile to comment briefly on each of these components.
Honigmann views ideology as including ‘“socially standardized beliefs
abfout the universe and man’s place in it; conceptions about the sources
of illness and other sorts of danger; attitudes of belonging, allegiance,

" and identification; sentiments about perfsons, objects, places, and times;

values concerning what to do and what not to do; [and] the material
embodiments of ideas, like prmted books and pictures” (p. 590). As is
appdrent Honigmann views this category as having heavy cognitive and
affective loadings. I would argue that ideology is the point through which

.schools -and other educational programs make their major contribution

tp a sOclocultural system. They, along with other institutions like the
famlly and the church often assume that changing man’s internal state
will result in changing his behavior. :
Technology, the second cultural component, is described by Honlg-'_
mann as the techniques of a community. Thus * technology covers any’

" act by which man handles, gathers from, or modifies his geographical

environment as well as the practices by which he modifies his own or
another human’ body” (p. 290). Whereas' the. ideology component

. encompasses the motives for action in a social situat:on, technology is
/the manifestation of the available energy sources which condition other
-/ factors in a way of life. For our purposes, technology is also a point where

education makes a. contribution.. Here, however, “the concentration is
on -the. techniques taught to mdmduals enabfing: them to.manipulate
the ‘material world. I am thlnkmg, for example, of cultivation, animal
husbandry, hunting and fishing techniques, technical-vocational ;skills,
and techniques relating to manufacturing, commerce, and 1ndustry ‘

Honigmann defines social organization, the - third component of
culture, as including *‘everything that transpires in a web of established )

. relatlonshlps (ie , in the social structiire)”’ (p 342). Whereas Homgmann'

includes kin groups, instrumental groups, and associations as major ’
examples, | view this component as also including" the ways in’ which

_individuals organize their relationships” and interactions with others,

placing emphasis on the structural and institutional aspects of culture.
Thus I include, for example, kinship, economic, legal, religious, political,

- and educational institutions as well as vertical and horizontal relation-
. ships embodled in a soclal structure Although organized educatlonal‘
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actwmes are found here, traditionaliv their contribution to.the way in
which man organizes. his interactions institutionally and structurally is

‘assumed to be limited to the reinforcement of norms emanating from

other components. and subsystems. It is in the social organization
component where ‘informal characteristics of nonformal education:are

“likely to predominate.

" It is assumed that the cultural comp{nents and the subsystems of each

‘component: as- presented here will not be equally emphasized by all

sociocultural systems. Because the components are in a state of dis-

~equilibrium with each mutually supportive of the other ‘two and thus
- interdependent, the emphasis placed on any one of the components or
"subsystems in .any given sociocultural system may vary from one such

system to the next. Although the use of one component over another

"as a predlctor of potential change in a given sociocultural ‘system may
~vary; one can assume that because of the mterdependence of the system,
" an ‘alteration in any one component w1II result in some adaptatlon to

be reflected in the other two.
The heuristic model presented here offers both an analytlc and applied
framework. The analytic use is primarily that of assessing the- inter-

" dependence of the components of sociocultural systems and describing
~'the impact of 'any one: component on the total system or on-the other

components. In the applied framework, the model provides a perspec-
tive on planmng interventions for-social ¢hange in .a particular socio-

o cultural context. It is assumed that there are three major points in the
~model where interventions can be fostered. These are the 'three com-

ponents of the system: ideology, technology, and social organization.
Directed education traditionally makes its primary input through the.
ldeology component in. terms of the transmission of mformatxon If,
however, as ‘the model- suggests, a population’s behavior .is a result of

the interaction of the three components; this single intervention is often

not sufficient to ‘manifest desired changes. .1f this is true, additional
attention. must be given to both technology and social orgamzatlon as
they require distinct treatments.

For. example, let us take the case of the agricultural technician

-described by Lodge and quoted earlier .in this chapter. The reader will

recall ‘that the technician was sent to assist the campesino with his
tomato crop. The campesino viewed the use of a new fertilizer and a new .
seed as a dangerous risk given his economic marginality. He used the

~/mew supplies and grew a better crop but transportatlon arrived late and
" some of ‘the tomatoes were lost, The middleman who owned the truck
-and marketed the product took his normal share of -profits and the

campesmo was left with a return on his investment similar to previous:
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 years. T:hevfollowin'g yeer the technician returned expecting the farmer to
_purchase seeds and fertilizers but.the credit system had’ not changed

and no funds were available for the purchases. The campesino’s belief
about risks being dangerous was réinforced. '
"The -case fits the model quite well. The technician attempted to
provide new information against what the campesino believed and knew
would not succeed. Thus, the technician relied upon a primarily psycho-
dynamic approach to social change through the ideology component
of the model without knowing what the campésino knew of the potential

"obstacles. Then the technician introduced new seeds and fertilizers or

opted for an intervention in the technology comporient of the model.
The crop grew well but did not enhance ‘the campesino's income as a
result of the existenice of the structural constraints surrounding the
transport and marketing system. Thus, the technician failed completely
to attend to the social crganization component of the model. Finally,

~ because the rules underlying the credit system wént unchanged, also .
part of the social organization component, the campesino.could no longer .. .

participate in the project. The point of this example’is that one cannot
assume that providing new information or supplies will ensure that the
participant wiil employ new behavicrs to achieve de/sxred ends. Instead,
it should be assumed that interventions must bé made in ali-of the -
components of the sociocultural system in order to increase the
probability -that the learner will be able:to take action in and on hlS
environment in new ways. -~

It should be obvious that education per se is impotent w1thout these

: addwonal inputs. Thus, as we have seen throughout the previous §
discussions, techmcal/vocatxonal training, basic adult education, exten-

sion education; and community development are all single-channel

+" interventions in the presence of a reality that demands attention to all

three chanriels. Whereas each of the _programmatic areas may be crucial

" to the ent1re process, alone it 1s weak and ineffective.

difficulty of assessing.cause and effect. For example, on the assumption
that one component is more important than another in developing a
chiange strategy, the question arises as to where one should begin the
process. A review of the prior literature may suggest to some that the
structural constraints in the social organizational omponent are crucial
whereas to others the major ‘ebstacle may rest with the -availability of
technology. Freire would likely say that the ideology component woild be "
most important. To me, however, the particular situation indicates where -

" the major obstacles rest and,; further, I accept the assumption that:all
social situations are influenced in some way by all three components.’
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"Thus, each position above may be correct given certain goals and certain

constraints in a specific setting. Nevertheless, each component must be
assessed in terms of its potential in constr'nmng the achlevement of
“chosen goals and procedures.

Lodge (1970) employs a similar systtms appreach in analyzmg social
-change in Latin America. He states: “An effective change engine,
therefore, is sensitive to the entire problem circle and is capable of
dealing with several problerns, as appropriate, more or less simultan-
eously. It must be able to move 1n many directions at once and work in
the political and social sphere as well as the economic sphere’” (p. 142). )

‘Although. there will always be thSe who attempt to reduce the change
process to its lowest common denominator, prefer to look at the model
as a source of questions about the interaction of various components in
the social $ystem. For example, can agricultural productivity and income
rise in the absence of local institutions? Does the adoption of. techno-
logical inputs like seeds and fertilizers depend-on the existence of viable
extension and marketing Systems? Do the existerice“of local institutions
like community enterprlses depend on the availability of so-called
packages of services including credit, markets, and directed educational
efforts? One way to secure preliminary answers to such questions is to -
.analyze those programs described in earlier’ r‘hapters ‘which rappear-to -

* satisfy the muitiple intcrvention approach implied in thé. model.

“The most obvious éxamples employing a multrple intervention approach )
are those mentioned in the integrated development section of chapter 6.
~ In almost every case, the programs intervene in the meolooy component
through basic adult educatton consciousness raising, agricultural infor- .
mation, and so on. In the technology component these programs may

. make . provmon for credtt itfrigation systems, seeds, fertilizers, and-

transportation. leew1se. the 1ntegrated development projects. make
interventions. in the social organization component:“Here the emphasis
is-on the development of local institutions like cooperatives or community
enterprises, aecess to market-. facilities, elimination - of - middle-level

‘brokers, ‘and so: on. It is interesting to note the “ways in Whlch the

developmentahsts and liberationists differ in their multlple 1nterventtomst g
“approach. Whereas ‘the development advocates are”likely to stress the
integration of participants into the. wider system, the liberation advocates
appear to emphasize the establishment of an alterndttve social. system
_“For. example, the former may emphaslze a banklng approach to basic
education,.capital- -infensive technology, and parttcrpatlon in the national '
and international marketplace through production” coopératives which-
attempt to: make thejr products more competitive. The libefationists, _
however, are more hkely to stress conscrousness ralsmg, labor 1ntenswe :
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technology, and the development of local institutions like cooperatives
and community enterprises whose goal is self-sufficiency in both produc-
tion and consumption, combined perhaps with some participation in
the national marketplace. The heuristic model does not appear to
constrain the methods or the goals espoused by either the development
or the liberation advocates.

L These integrated approaches are not the only projects which appear to
satisfy the strategy implied in the model. Both the SENAI apprenticeship .

training program and the PIPMO manpower training program in

" Brazil, for exaniple, appear to satnsfy the guidelines as they provide basic

education and technical skills, and they attempt to guarantee employ-

‘.ment Thus ‘each component of the social system is affected in an

appropriate way to achieve both behavior change and a means for that ,
behavior to be applied in the environment. The result is-a “potential

increase in an individual's socioeconomic power. There are other

examples of programs mentioned in previous chapters that approach or
satisfy the model’s implications, but I would like to turn to two somewhat
different examples involving literacy and conscnousness raising.

The first case is the consciousness-raising experience of Paulo Freire
in Brazil and the second is the literacy campaign of Cuba. Both programs
involve a primarily ‘ideological intervention, through education and a
secondary intervention in technology through the provision of literacy
skills. As the reader will recall from the discussion in chapter 4, the
Freire activity occurred in the early 1960s during a period of apparently

- radical attempts to awaken the marginal population to the reality of its
- oppressive existencé. The program lasted until the change in government

in 1964, at which time the radical movement;was discontinued and Freire
was jailed. Thus while the political subsystem of the social organization
component remained constant and was either supportive or oblivious to-
that which was occurring, the program remained intact: When - that
component was altered, however, the program was halted. The Cuban
experience was not dissimilar, except that the Castro governmeént re-

‘mained in power despite primarily externally induced attempts to have
. him removed. Thus, the continued support from the social organization

component of the system in Cuba and its absence in Brazil clearly made a
significant difference in the success of the two efforts. ,
These examples demonstrate the fragile nature of micro social change

_efforts within .a social system. Even'though such. programs affect such’

a relatively small number of individuals, they are extremely vulnerable

L to attack should they not be attentive to the pressures of decision makers °

in the wider system. There is obviously no answer to such a dilemma.

~All one can do.is to be cautious in relying exclusively on horizontal

v

- . v
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linkages at the community level in societies which are characterized by
vertical.and hierarchical relationships. Without the existence of i pathy,
neglect, or recognized support by the power elite, those nonformal
programs seekmg new structural relationships are likely to experience
consequences similar to those of Freire and his colleagues in Braz:l.

In conclusion, [ have attempted to demonstrate the importance of

taking a more holistic approach to planned ‘social change by adopting

a multiple interventionist model assumed to increase the probabilities
that both behavior change and the application of that behavior can be

. made manifest. The model presented is a gross device of a heuristic

nature which lacks a great deal in terms of the exacti:'g knowledge and

. techniques nfpeded to plan and design the’ change process. Nevertheless,

it is an attempt to go beyond the primarily man-oriented approach which
characterizes not only the majority of the nonformal education and micro
social change programs but also the empirical research which has been
directed to thz field of planned change. Thus, through what is known

.™about the communication and adoption of innovations process accom-

panied by the more_holistic approach argued for here, it is possible to
overcome at least some of the weaknesses: associated with many of the
social change efforts described in the other chapters and.to satisfy the

.social change principles based on the theoretical literature reviewed in

chapter 2. From ‘the planned change literature, for example, we can
receive guidance in terms of understanding the needs of client populations

and the involvement of clients in their own learning whereas from the
* .. more holistic model we can'derive assistance in understanding relation-

ships wifh- components in_the wider social system, the’ transfer and

‘application of new behaviors to the environment, and the importance of -

attending to incentives both internal and external to the program.
Although 1 believe that this more holistic approach’ offers some room
for .optimism, there is, as de Vries (1968) suggests, no *“golden key” to
achieving sought-after social change goals. In fact, it is puzzling to note
how little we know about such answers given the large human and

- . . 3 . . .
- financiakcommitment that has characterized social change efforts for so

many years. If anything, however, we do know that, given its past
performance, we should not be overly optimistic regarding nonformal
Aycation’s contribution to such a complex and, interrelated set of
=~cesses. This kmd of pessimism, however, will obvnously not forestall
another government, international organization, or private agency
from using the nonformal education rhetoric to both address and claim
resolution’ of a society's ilis. As those who lived through and watched
the planned change process during the last forty-or fifty years would
likely affirm, the nonformal education rubric will probably ride the crest
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_of faith much as its predecessors did and will no doubt give way to yet

another term through which a better life for all will be promised. One
day, perhaps. it will be‘recognized that directed education is a better
mirror to society than a catalyst to social change and that a change in
rhetoric i§ 'no substitute for a lack of réafism and knowledge when it
comes to altering both behavior and societal rules and’ structures.
Perhaps ; , -

Summary

A nonformal education program survey in Colombia provides a

_background for my own impressions and ‘conclusions about nonformal

education efforts in the Latin American region. These conclusions center
on the toplcs discussed in previous chapters, including school-community
programs, 'the nonformal involvemetit of ministries of education, tech-
nical/vocational ‘training; adult basic education and literacy efforts,

- content-based adult educatlon and community organization programs,

and community and mteyated development efforts. In addition, 1|

. present three more thematic conclusions based primarily ou organiza-

tional and administrative concerns: the problems of coordinating
nonformal education programs, the need to improve the instructional
products used in the programs. and the dearth of research carried out
both for program decision making and for assessing the impact of -
nonformal education and micro social change efforts. ‘

The second section of the chapter briefly reviews the empirical
literature on planned change and introduces a more holistic approach
to social change based upon the work of John Honigmann. It is argued
that whereas the planned change literature is primarily pSychodynamic
in orientation, it nevertheless provides considerable insight into the
communication and adoption of innovations processes. Where it does not
offer much assistance, however, is in coping with the wider components

of the social system. A combination of the man-oriented and holistic

approaches. therefore. is felt to provide the soundest basis for planned
nonformal education and social change programs.

[\,
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