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ABSTRACT

The purpose of this study has been twofold. First, it explored the
differences and similarities in cultural capital, perceptions, attitudes, values and
expectations of adult educators in two different societies, namely Mexico and
Alberta. It was the intention of the study to relate such perceptions and values with
the respective set of educational policies and with the prevailing ideology of the
State. Secondly, tcachers' opinions were analyzed taking into account the program
in which they participate, namely academic upgrading programs and skill upgrading
programs. An instrument combining a questionnaire and an in-depth interview was
applied to 105 adult educators (49 in Alberta and 56 in Mexico) who were working
in the major public institutions of adult education in each society. Although certain
differences in teachers' answers by gender, age, region and SES were found, the
main contrasts appeared when the data was analyzed by country and by program.

In each country, teachers' world views are closely related to the prevailing
ideology in each society and to the form of organization of the State. Indeed, the
study shows that Mexican corporatism and Canadian liberalism strongly shape
teachers' perceptions. The 1910 Revolution and the Welfare State have also had an
itnpact in the development of adult education systems in Mexico and in Canada,
respectively. As a result of it, a political rationale prevails in the Mexican system
while in Canada the economic approach is dominant. Mexican teachers emphasize
social goals, whereas Canadian teachers focus on personal development. These
rationales are characterized in this thesis as a "sotial solidarity" model and an
“individual-deficit” model, respectively.

The study suggests that in Mexico the populist and nationalistic ideologies,

in the context of a corporatist state. have contributed to the development of a
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massive model based on the notions of social solidarity and second opportunity. It
is suggested that this model, which was built for clear political purposes, focuses
on quantitative outcomes and lies on recruitment strategies. The Canadian model,
under the rationale of the Welfar.: state and the prevalence of a liberal individualistic
ideology, follows a different pattern. In this case, the adult education system
assumes the form of a clinical-oriented model oriented towards the professional
attention of what is considered a "dysfunctional” individual.

Although teachers' perceptions are greatly influenced by these two different
societal and educational models, they are also permeated by the program in which
they work. Teachers from academic upgrading programs (generally young and
ferales) emphasized the notions of "self-improvement", "second chance”, "better
citizens" and psychological benefits and general goals. Skill upgrading teachers
(generally older and males) stressed the notions of "skilled manpower",
employability, economic development, occupational benefits and very specific
goals. A two-track system (a cultural-oriented education and a market-oriented
education) within adult education was found. Consistent with the philosophy of
“train the best and forget the rest" prevailing in the eighties, the screening seems to

favour skill upgrading programs.
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CHAPTER 1
THE DEVELOPMENT OF THE STUDY

"It doesn't matter what the program is. I am the program™ (a Canadian teacher).

"I like to socialize and to serve the commanity” (a Mexican teacher).

Qverview and purposes of the study

The. present study is part of a larger comparative and international research
project on adult education public policy 1. That research explores the process of
formulation and implementation of adult education policies and programs in three
countries, taking into account key main actors in adult education: policy makers,
teachers and students. Being a section of that research, this study deals with two
countries (Mexico and Canada) and focuses on teachers. Since the analysis concentrates
on public policies 2, only Governmental programs have been taken into account. Two
main intentionalities can be found in this study. On the one hand, it attempts to examine
the perceptions, values, aspirations and expectations of teachers in order to see how
these are related to adult education policies and to the overall ideology of the state. On
the other hand, knowledge of the teachers' opinions on the program and their
appreciation of the students' needs provides a good basis for understanding the
institution's performance. The relevance of this exploratory study lies in the fact that it
fills in two gaps in the literature on adult education. The first one corresponds to the
scarcity of empirical research dealing with the personnel of adult education programs.
The second is related to the scarcity of cross-national comparative analyses in the field
of adult education. The comparison of adult education systems by country was oriented
to explore the idea that policies, modes of implementation and perceptions of the actors
are historically rooted in the prevailing model of development in a given nation, and are

closely related to the character of the state and to the dominant ideologies in society.



It education, In h finition

Adult Education (AE) is often a vague term, and its meaning is neither clear nor
universally accepted. In fact, Adult Education does not lend itself to easy definition or
measurement. A variety of reasons account for the difficulties and discrepancies in
defining Adult Education. To begin with, in some countries the clientele is
conceptualized under a chroncogical criterion and therefore includes every adult, even
those who are enrolled in higher education. In other countries the chronological criterion
is combined with educational factors, and thus adult education is understood as a servize
for adults who did not complete their basic education. Second, its subject matter
encompasses a broad range of topics from technical training to literacy, basic education,
handicrafts, citizenship, agriculture production and distribution, health habits,
recreation, environment, community development, etc. Sometimes the content addresses
the specific needs of a given group, such as Natives, women, aged, youth, immigrants,
unions, peasants, etc. Third, its methods include traditional-structured courses,
discussion "circles" or groups, individualized attention, etc. The techniques mostly
involve the direct presence of a teacher, but TV, radio, computers and correspondence
are also utilized. Fourth, the aims and goals of adult education programs include the
development of positive attitudes towards co-operation, work, community and national
development and further learning, the teaching of functional literacy and numeracy, the
acquisition of a scit;,ntific approach toward health, agriculture, the provision of
functional knowledge and skills in order to prepare individuals to enter or re-enter the
labour market or to strengthen their current occupational position, the promotion of civic
participation, etc. (Coombs et al, 1973). Fifth, the sponsoring agencies may be
educational institutions and industries, as well as religious, ethnic, community and
political organizations. Sixth, the duration of Adult Education activities may last froma
few days to several years. In short, Adult Education includes a great variety of

organizational structures, purposes, participants and methods.



In an attempt to organize this broad range of practices, a brief historical review
of the most important trends of adult education may be useful. Adult Education activities
have been conducted throughout the history of Western Civilization, but the recent
proliferation of programs has been startling. As a matter of fact, adult education, as an
extensively organized practice, started its development a short time after the end of the
Second World War. Since then, a growing interest in Adult Education issues has been
present all around the world. As evidence of this trend, as of 1985 the number of
participating member states at the UNESCO world éonferences on the subject have
quadrupled since the first meeting in Elsinor in 1949. During the same period, a gigantic
increase of non-governmental organizations involved in adult education also occurred.

But not only the number of governments, private organizations and individuals
interested in the area has increased, but also the type of activities related to adult
education, such as planning, program-operation, materials production, evaluation and
research. Moreover, in the cultural, political and philosophical arena different
approaches were also developed. The very meaning of "literacy" is a good indicator to
observe the development of different andragogical conceptions during recent decades.
Taking into account the conceptions over literacy since the second world war, Sjostrom
& Sjostrom (1983) distinguish three time periods: a) traditional literacy, or literacy as
consumption; b) modem -or functional- literacy, and ¢) contemporary -or liberatciy-
literacy. The traditional approach to literacy, which simply signifies "the ability to read
and write as an end in itself" (Faure et al, 1972), dominated the scene for many years,
but it was gradually more and more criticized for overlooking practical applications and
of viewing literacy merely as a commodity for consumption (UNESCO, 1970, Gillete,
1973).

In the context of such criticisms, literacy began to be perceived in the context of
the needs of the illiterate population. As early as 1951, UNESCO considered literacy as
the capacity to read and write a simple statement related to everyday life. From this it

was possible to arrive to the concept of "modern literacy", which is highly connected to



the notion of functionality. Expressed in simple terms, modem literacy connotes the
practical application of reading and writing, and incorporates mathematics into the
sphere of literacy, especially in relation to daily money transactions or agricultural
production. The notion of productivity-oriented functional literacy has gradually
changed into a broader view, encompassing economic growth as well as social, political
and cultural change. Freire has warned against a restricted functional literacy -which
overlooks the learner's need for political awareness- and was one of the first to reject the
widespread perception of literacy programs as politically neutral. Therefore, by the
middle of the seventies, the economic-work oriented interpretation of functional literacy
had been broadened into a more comprehensive concept. Neither reading and writing
per se, nor a narrow economic functionalism, was regarded as sufficient. Litcracy was
rather envisioned as an agent for development both in economic and humanistic terms
(Sjostrom & Sjostrom,1983). Changes in literacy work were closely related to changes
in the overall conception of adult education. In this vein, it is possible to identify at least
five major trends in the recent history of adult education: fundamental education,
functional education, continuing (lifelong) education, education for liberation and
popular education. Though it is possible to observe a sequence in the development of
these trends, some of them may co-exist at the same time. Some of these currents
originated in international institutions such as UNESCO, which proclaimed them as
policies in its general meetings. Others had originated in developing countries, in
attempts to relate educational practices to the needs and interesis of local people.

Available definitions of Adult Education cannot address all the above: elements in
a single paragraph. In fact, there are a variety of factors iavolved in the organization and
structure of adult education, from expiicit/implicit goals to contents, from methodology
to policy formation. However, perhaps two of the most comprehensive and well known
definitions were provided by UNESCO. In the famous report Learning to Be, Faure et
al. (1972:205) stated that many possible definitions of adult education exist:



For a very large number of adults in the world today, itisa s stitute for the basic education they
missed. For the many individuals who received only a very incomplete education, it is the
complement to elementary or professional education. For those whom it helps respond to new
demands which their environment makes on them, it is the prolongation of education. It offers
further education to those who have already received high-level training. And it is a means of
individual development for everybody .

Four yeuts later, during the Unesco Conference in Nairobi, it was stated that
Adult Education...

denotes the entire body of educational processes, whatever the content, level and method,
whether formal or otherwise, whether they prolong or replace initial education in schools,
colleges and universities as well as in apprenticeship, whereby persons, regarded as adult by the

.society to which they belong, develop their abilities, enrich their knowledge, improve their
technical or professional qualifications or turn them in a new direction and bring aboat changes
in their attitudes or behavior in the twofold perspective of full personal development and
participation in balanced and independent social, economic and cultural development (General
Conference of UNESCO, 19th Session, Nairobi, 1976.)

This definition is so general that, according to Titmus (1989) it is doubtful
whether it has any functional value at all. Mcreover, the great variety of goals, activities,
type of programs, clienteles, operative agencies and rationales aiso create a confusion
over terminology. In fact, an increasing number of terms (such as "adult education"”,
"non-formal education", "life-long education", "community development", "literacy
programs”, "distance education"”, "open education", extra-schpoling education",
“recurrent education”, “popular education®, “vocational education", “compensatory

education”, etc) are used to refer to the sanm:e phenomenon, thereby creating overlaps

and disorder.

Delimitation of the field of

Such variety of programs, modalities, approaches and clienteles creates
obstacles in providing a working definition. In the context of this research, it seems
clear that any discussion of adult education in a comparative perspective among different
societies is constrained by the lack of a universally accepted definition. Therefore, a
working definition was developed, taking into account two factors: the clientele and the
type of programs. Firstly, in order to operationalize the definition of adult education for

comparative purposes it was necessary to delimit the clientele. In Mexico adult education



is synonymous with education for low-income individuals who generally are early
dropouts from the regular system, whereas in Canada adult education includes higher
education. In the first approach the criterion is years of schooling, while inithe second it
is years of life. The inclusion of higher education into the category "adult education”
could generate problems in comparative educational research in this fi¢ld. In fact,
although chronologically or legally all individuals older than a specified age (12,15,16,
17, 20, etc., depending upon national laws) can be assimilated, in terms of the analysis
of their social and educational realities, it is very difficult to put into the same "bag" an
illiterate adult learning to read and write and a University graduate student pursuing a
professional degree. It is also difficult to assimilate (both for planning as well as for
research purposes) literacy programs with university studies, because they constitute
very different educational and social phenomena. Therefore, the higher education
clientele was excluded from this particular research, which considered instead only
adults who did not complete their basic education. Two questions arise at this point:
what is an 'zdult'? and what does 'basic education’ mean?

Interestingly, there is no simple, universal and definitive answer for these
questions. Regarding age, the above UNESCO definition recognized that this is a social
concept by saying that an adult is somebody who is regarded as such by the society to
which they belong. Overlapings between chronological and social criteria are visible in
the difficult task of determining the border between childhood and adulthood. Generally
the concept "adult" is closely related to work, to familial responsibilities and to what can
be labelled as "life experience". However, both in developed and developing countries it
is possible to observe persons below chronological adulthood working, taking care of
younger brothers and/or living in the streets. Conversely, the concept of "child” is easily
linked to the world of study and the absence of work or familial duties. Again, both in
developing and developed societies it is possible to see chronological adults who remain
studying and living at parents' homes. These considerations indicate that the distinction

between children and adults varies according to variables such as social formation,



culture, region, social class, etc. (Infante, 1983; Torres, 1987). Acknowledging the
difficulty of clearly defining an adult, H. Long (1980:4) indicated that adult education is
any planned learning activity engaged in by “anyone who possesses the biological,
civil, and cultural characteristic of an adult”. In adult education systems, the concept
"adult" is derived from the amount of years of basic, compulsory schooling, which in
turn is related to the minimum age to be legally accepted into adult education programs.
In Mexico it corresponds to 15 years of age, and in Canada to 15 or 17 years of age,
depending on the source 4. However, since this is a regulation not always linked to
social reality3, for this particular research any client of adult education programs is an
adult, regardless the age.

The second question (what is ‘basic education’) was answered by the specific
educational policies of each country: 9 years in Mexico and 12 years in Canada.
Therefore, those educational practices involving people who did not finiskh this level are
part of adult education. Indeed, for operational purposes in this study adult education
was considered as all public educational services addressed to those individuals who
have not completed their basic education (9 years in the case of Mexico, 12 years in the
case of Canada) and are out of the regular (formal) educational system. As the reader
can note, such a definition excludes higher education and any other type of post-
secondary education from the analysis. Moreover, since in this research the focus is on
Public Adult Education, it also excludes all types of adult education carried out by non-
governmental institutions. In other words, in terms of the clientele, Adult Education
programs will be considered in this project as those directed to those persons (regardless
their age) who abandoned school before completing the compulsory cycle of basic
education.

This delimitation of the study -distinguishing who will be considered an adult
learner from those who will not- must be accompanied by an explicit statement on what
types of programs within adult education are the focus of this study. London et al.
(1963) distinguished three main types of subjects in adult education: manual skills



(auto repair, roofing, TV and radio repair, carpentry, etc), white collar skills
(accounting, advertising art, typing, management skills, etc) and liberal arts
(citizenship, academic subjects, performing arts, moral-religion and recreation). Titmus
(1976) proposed a typology of AE programs according to the main purpose intended for
the learner, distinguishing the following types: 1) second chance education (which
offers the possibility of obtaining the kind and level of education normally achieved
during the continuous cycle of education commenced in childhood); 2) role education
(spoﬁée, parent, citizen, member of an association, etc.); 3) vocational education
(skills required in paid employment); and 4) personal enrichment education
(intellectual, cultural, spiritual, emotional and physical development of the individual).
Titmus points out that the four types are not mutually exclusive. For example, whatever
the primary purpose may be, all AE programs contain an element of personal
enrichment.

Although the former typologies could be useful for analytical purposes, in
studying public adult education it appeared more appropriate to adjust to the two major
types of programs offered by governmental institutions: academic upgrading
(including literacy programs and adult basic education) and skill upgrading
(including all sorts of trades, blue collar as well as white collar). Juxtaposing this
classification with that of Titmus, it is possible to observe that academic upgrading (3
R's 8, and its continuation in a form of basic education) constitutes what Titmus calls
"second chance" education. On the other hand, skill upgrading programs represent
what Titmus identifies as "vocational” programs. With respect to the other two types, it
is possible to assume that "role education" (mainly the roles of “good citizen" and "good
employee") and "personal enrichment" are included in both programs. The reasons why
governments concentrate on the first two areas seem to be related to economic pricritiss,
as was noted by Jamison Gilder, who proposed a model for policy frameworks (Fas
National Centre for Research in Vocational Education, 1979:15). This model, w#ich is

not bound to any instructional strategy, and is neither age specific nor institution



specific, distinguishes three type of needs: a) basic core needs, b) occupational-
vocational-technical-professional needs, and c) existential needs. In relation to the third
type, Gilder states that "until the learning needs of areas one and two are met, area three
should not be supported [by the state]".

_ In summary, in this research the wide scope of adult education was confined to a
specific practice taking into account three factors. First, the clientele was defined as any
person -regardless the chronological age- who is out of the regular system, is involved
in an educational program, and whose schooling is lower than basic-compulsery
education (9 years in Mexico, 12 years in Canada). Second, in terms of the provider of
the service, the research only considered governmental agencies. Finally, the study
concentrated on the two main programs of adult education offered by both the Mexican
and the Canadian governments: academic upgrading and skill upgrading.

Major questions to be explored

Since this was an exploratory study, no hypotheses were advanced. However,
some general questions operated as guidelines for the study. Among them were the
following: 1) what is the profile of the teachers, in terms of educational background,
socio-economic status and working conditions?; 2) what are their main values,
aspirations and expectations?; 3) what are their opinions about the relevance of the
program and its economic and social returns?; 4) what are their perceptions on the
students?; 5) what is their professional and political culture?; 6) what is their opinion
about training?; 6) what is their role in the formulation of policies and programs?; 7) for
all of the above, is there a difference by country or by program?; 6) if so, how can such
differences be explained?

The answer to these questions would help in answering a more general question:
what are the main differences and convergences between the countries analyzed in the

philosophy, development, and current operation of adult education systems?
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In order to develop a quantitative and a qualitative analysis, a combination of a
questionnaire and in-depth interview was applied. The instrument inctuded closed and
open questions, and its flexibility allowed the interviewer to maintain a dialogue with the
interviewee exploring topics which were not originally foreseen. The quantitative
analysis of the data was mainly used to explore the differcnces and similarities between
basic cultural capital, expectations and interests of the actors in both countries and both
programs. Frequency and percentage distributions, as well as statistical tests such as chi
square and Pearson correlation coefficient were used. The qualitative analysis was based
on teachers' answers to the open questions, as well as from their cx;mments on different

issues related with adult education. A copy of the instrument is attached as an Appendix.

Characteristics of the sample

During the spring and summer of 1988, 49 adult educators were interviewed in
the province of Alberta and 56 in Mexico. The Canadian sample was restricted to
Northern Alberta, where six locations were selected: Edmonton, Grouard, Lac La
Biche, Slave Lake, Atikameg and Gift Lake. The first three are AVC's, and the last
three are CVC's.7 In Mexico the field research was conducted in Mexico City, Hidalgo,
Tlaxcala, Morelos, Mexico State and Puebla, including five institutions: INEA, IMSS,
ICATI, BETA and ICA 8. Samples in both countries were randomly selected, searching
for a balance in terms of program, gender and region (urban-rural). Such balance was
not always possible to achieve. In terms of program, 57% of the sample Canadian
sample worked in academic upgrading programs (literacy and adult basic education)
while the remaining 43% worked in skill upgrading programs (for the job training). In
Mexico, the proportions were 70% and 30%, respectively. Regarding gender, in
Canada the proportion was practically even, while in Mexico there was a higher
presence of female teachers. Regarding age, the Canadian teachers were a little older

than their Mexican counterparts: the average age was ten years higher. In Canada, about
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half of the sample was in the range 40-50 years old, while in Mexico 60% of the sample

was 30 years old or younger. Clozely related to their age differences, in Canada the

majority of interviewees (73.5%) were married or equivalent (common law), while in

Mexico most of them (59%) were single. In academic upgrading, roughly one quarter

of the sample does not teach any specific grade but they teach a subject matter (such as
math, English, life skills, early childhood, etc) in different levels, sometimes in all of

them. Several interviewed were not classroom teachers at the time of the study but

given their teaching backgraund, the type of work they were dcvéioping and their

proximity to the teachers' tasks the research team considered it appropriate to have their

opinions. They were senior instructors, program coordinators, adult basic education

directors or learning resource center personnel. The rest of the sample worked in
different grades. In skill upgrading, teachers were involved in the transitional-

vocational programs (basic trade skills for mentally handicapped or people with learning

disabilities), business-related careers, food preparation, pre-trade, health-related careers,

social woik, clerical and secretarial programs, surveying, forestry, automechanics,

building (janitorial) services, tourism, agriculture, eleéu-icity, etc.

No. of Cases

Gender
Males
Females

Age

X Age
Youngest Age
Oldest Age

Region
Rural
Urban

Birthplace
Rural
Urban

CANADA
49

51%
49%

40 years old
27 years old
65 years old

55%
45%

52.1%
47.9%

Table 1-1: Characteristics of it le -

MEXICO
56

37.5%
62.5%

29.5 years old
14 years old
69 years old

43%
57%

52%
48%

11
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Marital Status

Single 10.2% 59.0%
Married 73.5% 32.0%
Divorced 12.2% 3.6%
Widow 4.1% 5.4%
Program

Academic Upgrading 57.6% 69.6%
Skill Upgrading 43.0% 30.4%

Organization of the thesis

The thesis is organized in six chapters. The present one consisted of an
overview of the research. The second chapter offers an analysis of adult education from
the perspective of the political economy; it explores the relationships between education,
labour markets, social classes and the state, as well as the contradictions between
discourse and reality in public adult education. The third éhapter provides the
framework to analyze the main philosophy of the state in each country. It relates such
philosophy with the historical development of adult education systems in the context of
concrete political and economic rarionales. The fourth chapter presents an overview of
the main features of adult education systems in Mexico and Alberta, in the context of the
current social, economic and political situation. Chapters five and six describe the main
findings for Canada and Mexico, respectively. Finally, the last chapter offers a

summary and the conclusions of the work.

Endnotes

1 Such research project is sponsored by IDRC and coordinated by Dr. Carlos Torres. The three countries
involved are Canada (specifically the Province of Alberta), Mexico and Tanzania. I would like to thank
all the researchers involved with this project for making available data for this thesis.

2 In this study, educational policies are understood as distributive policies. Smith (1975) distinguishes
between distributive and redistributive policies. According to him, distributive:policiesiprovide benefits
to certain individuals or groups in a way that avoids any feelings that others lidve l0§t'something; policy
problems are cut up into small pieces and "solved” by distributing benefits to particular individual or
groups. Redistributive policies involve taking away something from one group to benefit another; they
are commonly class conflict issues, and can be resolved only at the highest level of government or by
large scale social upheaval, Both in Mexico and Canada, it can be suggested that current adult education
policies may be analyzed as distributive policies. In both countries, formal education policies provide
the conditions for the success of higher income groups (Porter, 1976; Mufioz Izquierdo, 1982);
simultaneously, through adult, second chance education, the system makes a serious attempt to
ameliorate the feeling of loss of lower income groups.

vt LA s R el L e L i s S G



3 In fact, in 1949, in Elsinor, only 29 countries were represented; in 1970, in Montreal, there were 52
countries; in 1972, in Tokyo, there were 82, and in 1985, in Parts, the number of countries represented
reached 122,

4 Most teachers interviewed referred to 17 years as the minimum age to enroll in adult education
programs. Nevertheless, other sources (Canadian Year Book, 1988:4-12) mention 15 years of age.

5 Although basic education is theoretically compulsory, thousands of people drop out every year in
Mexico and as well as in Canada. Accepting this fact, in the day to day operation both AE sysfiems
accept individuals whose age is lower than what is specified. In recent times more and more
governments are acknowledgmg that many children and youngsters are not in school, and this
rccogmuon is reflected in their statistics on illiteracy and in the target clientele of their lueracy
campaigns. In both cases it is increasingly frequent to find the expression "10 years and more” or "12
years and more” (sce for example the cases of Brazil, Nicaragua and Ecuador).

6 Reading, writing and arithmetics.

7 The enrolment in credit programs and courses:for 1986-1987 was of 7,531 studentsin AVC
Edmonton, 1,425 in Grouard and 1,531 in Lac La Biche. All CVC's together attend a population of
2,400 students. In general, two third of the students are enrolled in academic upgrading and job
readiness (sort of life skills) programs. Trade and vocational programs usually attend 10% to 20% of
the students. The remaining part participates in health and social services, apprenticeship and other
programs (Alberta Advanced Education, 1988).

8 These institutions carry out different type of programs. What follows is a summary of the activities
developeud by each agency:

INEA: Literacy and Adult basic education programs at the national level.

IMSS: Social Security Institution (offers short training courses in sewing, electricity, etc., and a
longer program in tourism).

ICATT: Industrial training program in the state of Mexico. Courses last three months. Many students -
supposedly unemployed -receive scholarships (one minimum salary).

BETA: A Ministry of Eccation non formal agricultural educational program for peasants. Deals with
animal rearing, food conservation, apiculture and such.

ICA: A Ministry of the Agrarian Reform educational program, deals mainly with very short courses for
‘ejido’ organization.

AVC: Alberta Vocational Center. Offers both academic and skill upgrading programs.

CVC: Community Vocational Center. Offers the same programs that the AVC, At the moment of
finishing the field work of the research, the AVC and the CVC were in a process of merging.
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CHAPTER I

TOWARDS A POLITICAL ECONOMY OF ADULT EDUCATION

Introduction

This chapter stresses the relationship between adult education, social classes,
the labour market and the State. It starts with a general description of public adult
education and its clientele, which belongs to the most marginalized sectors of society. It
continues with a reference to the labour market and social inequalities, and how are
these related to adult education. A theoretical discussion about the main roles of adult
education (reproduction and liberation) is included. Finally, in reference to the state, a
discrepancy between the public goals (which stress educational opportunities for more
people) and the non-public goals (which generate the fact that not everyone will end up
with the same education) in adult education is found. Although the discourse is full of
concepts such as "social solidarity", "equality of opportunity", “self-improvement of
one's potential”, "social change", “alternative methodology”, "andragogy", "dialogue"”,
etc., reality shows that adult education systems not only fail to accomplish these goals,
but also contradict them in daily practice. The non-public goals make adult education
institutions an integral part of an educational system that trains people to enter a
stratified labor force that serves the interests of economic elites and large corporations.
This section argues that adult education systems play an important role in maintaining
educational inequalities and, as a result, help to reinforce the system of social

stratification.

Following London et al. (1963) it is possible to identify four main features of
adult education systems: marginality, relative invisibility, dispersion and flexibility.

The marginal and invisible characters of adult education can only change during periods
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of societal dislocation, when it is obvious that the type and amount of required training
cannot be provided by the regular educational institutions. Examples of these special
occasions are the citizenship training for newcomers in times of massive immigration or
the retraining of adults whose skills are no longer suitable for a changing labor market
and a changing economy, especially during boom periods. Whenever these
contingencies occur, the need for adult education becomes 'obvious', the mass media
deals with the problem and the public mind is more sensitive to the specific needs
addressed by certain adult education courses. At the same time, however, the
mainstream of adult education continues and is, like the bottom nine-tenths of an
iceberg, submerged from the public view. The dispersion of adult education
programs, as already mentioned, makes it very difficult to characterize AE as a totality.
Since programs are so varied and the sponsors so diverse, it is difficult even to define
what should be included under the rubric of "adult education". Furthermore, since adult
education activities in their entire range and diversity are difficult to describe, they are
also difficult to evaluate. However, the dispersed character of AE has the great
advantage of flexibility. Formal education, on the one hand, with its heavy investment.
in capital goods, technically trained personnel and its rigid administrative procedures
and curricula, tends to be resistant to the pressures and demands of daily life. Its
solidity makes innovation difficult unless the value of new subjects or new teaching
devices have been "proven" in other areas and by other institutions. Adult education, on
the other hand, with greater flexibility, can experiment with new ideas and procedures
and can, therefore serve as a laboratory for the formal educational institutions. Also, it
is claimed that AE can shift rapidly and efficiently to meet new trends in the larger
society, especially those which cause economic and social dislocations. _
Considering adult education as that directed to those who did not complete the
compulsory sequence of regular education (drop-outs and left-outs), it is possible to

describe some socio-economic, psychological and political characteristics of the adult
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learner. In the last decades a shift in the clientele of adult education programs could be
observed. In the early sixties the clientele mainly involved full-time workers (London et
al. (1963, pp.29,140). Currently, a high proportion of students are homemakers,
unemployed and underemployed, and youngsters who enter the system shortly after
dropping out from the regular system. Peterson (1982) defines the following cétegories
of adults who constitute the adult education programs’ clientele: 1) workers and adults
seeking employment; 2) elders; 3) women entering or re-entering the labour force; 4)
parents looking for parent education programs; and 5) undereducated adults. This
classification also has problems, since the categories are not exclusive.

In general terms it can be said that the actual clientele and the potential clientele
of adult education programs has had fewer years of schooling than the average in a
given society. It also has a lower income, in many cases below the poverty line. This
disadvantaged population, belonging to low social strata and to marginalized sectors of
society, does not largely benefit with educational expansion. It means that they are
more concentrated in the least developed countries, provinces and regions, and among
indigenous people, women and elders. Although they'live mostly in rural areas, as a
result of recent migrations they can also be found in large numbers in the big cities,
concentrated in the urban marginal areas. They also have the largest families, the most
inadequate housing, the highest incidence of ill health and the least promise of a better
future. In terms of work, they are often unemployed and underemployed, although
sometimes they are employed in blue-collar type of activities or are self-employed,
mainly as subsistence peasants or urban merchants (Torres, 1982; Muiioz Izquierdo,
1982; Anderson, 1968). Politically, the main characteristic of the adult education
clientele is its political weakness, which results from a variety of features. Among them
are the following (Latapf,1986:27): a) its character of subordinated classes (due to its
position in the structure of society and in the labor market); &) its lack of organization

(expressed in its almost null capacity to formulate demands to the decision-making



levels); c) its low electoral importance (although they constitute a large amount of
people, they usually do not vote and, in any case, their vote can be easily manipulated);
and d) its economic marginality (they are mostly unemployed, underemployed or
employed in the informal sector of the economy).

Psychologically, there is a common understanding that adult learners are
generally self-directing (though they may be dependent -sometimes in a high degree- in
particular situations), that they have acquired a considerable amount of skills and
knowledge through experience, and that they look for the immediate application of their
learnings and prefer study topics related to real-life tasks. On the negative side, many
adults also deal with problems of unrealistic goals, poor self-image and self-
confidence, social-familial problems, and sometimes excessive practical orientation.
They are also handicapped by low communication skills. Another characteristic is that
for adults commitment to job and family is the primary responsibility, while
participation in adult education is a secondary (part-time) commitment (Knowles, 1980;
Apps, 1981; Cross, 1981). In analyzing the attitudes and perceptions of low income
groups towards education, the literature is not consistent. On the one hand, it is argued
that illiterates are all the more conscious of their illiteracy as a personal weakness
because most of the p#pulation is literate (Wagner, 1985). On the other hand, the
disadvantaged are viewed as having a limited perception of the value of education, and
for this reason they display neither the aspiration nor the motivation to achieve
educational goals (Anderson,1968). Moreover, it has been reported that illiterates are
less likely to agree that talking fluently, reading well and writing well are important,
because reading and writing are not considered important on the job for 54% of
illiterates, that 75% of them deny that these skills are holding them back in terms of
employment and that only 19% are enrolled in, or thinking of taking, remedial language
courses (The Southam Report:155-165).
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The educational system cannot be isolated from the rest of society. Inequalities
in the educational system reflect inequalities in the overall society. Thus, any analysis
of educational policies which fails to take into account the socio-economic system will
lack a basic understanding of the context in which such policies are developed.
Inequality and domination can be observed at the international level (with countries,
corporations and financial institutions playing a major role) as well as at the national
level (between regions, gender, class, ethnic groups, etc.). In today's world there are
about 800 million illiterates, equivalent to 20.3% of the planet's adult population. While
in some countries illiteracy is practically eliminated, in others its rate is as high as 80%.
As a result of existing inequalities at the international level, illiteracy and low-schooling
are more concentrated in less developed countries, especially those which participate in
the world system with raw materials and non-manufactured products. Looking at the
basic economic statistics in different countries, it can be observed that literacy rates are
higher in countries with higher GNP's, known as MDC's (more developed countries)
1, The colonial and post-colonial metropole-periphery type of relationship helps to
explain why some countries are more developed than others (Faletto and Cardoso,
1979). An insiglt iato understanding how politics operate in developing countries is
provided by dependency theory in that the most critical elements of the economic
system are not only to be found outside of the country studied, but in the headquarters
of a North American or Japanese corporation. It is also necessary to examine the
complex links between the local economic elite and the external power. Such external
power goes beyond the limits of a foreign corporation because this, in turn, influences
or sometimes controls the government of its own country. Although not visible in the
political arena, both multinational corporations and major foreign governments play a
role in Mexican and Canadian policymaking process, and therefore any analysis of

policymaking that excludes international economic forces would be incomplete 2, For
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example, educational policies in Latin America since the Second World War (expansion
of the formal system, priorities in educational investment, etc) cannot be explained
without taking into account, besides the model of development followed by local
dominant classes, the U.S. policies towards the region (need of raw materials, need to
open new markets and expanded consumption levels in the Third World, Alliance for
Progress, etc).

At the national level, illiteracy and low schoolinig assume massive dimensions.
Despite the fact that basic education is compulsory by national laws, large contingents
of children and youth cannot complete it. This situation produces a significant
percentage of the adult population who have little schooling and consequently become
absolute or functional illiterates. In Mexico, they reach 27 million, or 72% of the total
adult population: 6 million illiterate, 13 million without elementary education and 7
million without secondary education. In Canada, the premature leaving of 40% of the
students who enrol in grade 9 before completing their high school is of great concern to
the educational system (Wyse, 1987). Moreover, recent research reported that four and
a half million Canadians are so confounded by printed and written information that it is
difficult for them to cope with daily life tasks. The research found that 8% of the adult
population is basically illiterate, 16% is functionally illiterate and 9% is only marginally
literate. This means that between one fourth (24%) and one third (33%) of the Canadian
adult population is not able to read and write adequately (The Southam Report, 1987).

This enormous army of dropouts is not representative of the overall population.
In fact, illiteracy and low schooling are predominant in rural areas, among older people,
among low-income groups, among ethnic minorities and among females. To hegin
with, due to regional inequalities within countries, drop out rates in rural areas often
triple those of urban areas (Torres, R., 1985; De Anda, 1983; Infante; 1983; Latapi,
1987). Illiteracy is higher in regions with lower levels of socio-economic development.

In the case of Mexico, for example, variations range from 6% in certain provinces to
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almost 40% in others. Secondly, as a consequence of educational expansion during
recent decades, illiteracy tends to be higher in elders 3. Thirdly, illiteracy and low
schooling also constitute a class phenomenon, with illiteracy more frequent among the
poor sectors of the population (Porter, 1976) . Regarding ethnic minorities, in the
particular cases of Mexico and Canada, probably the most afi>cted are Native groups,
whose illiteracy rates are higher than the mainstream population. Since most Natives
live in rural areas and are among the dispossessed, they suffer -in addition to racial
discrimination 4- the combination of the social and regional inequalities already
mentioned. Finally, the rate of illiteracy also varies by gender. As a result of
traditional patterns of discrimination and marginalization, illiteracy is higher among
females.

The structure of the labour market shows the vicious circle of low schooling and
unemployment. In fact, a relationship between educational attainment and the type and
duration of employment exists. A considerable segment of the labor force-does not have
sufficient education nor the required skills to remain employed. The connection
between low education and unemployment is demonstrated by the fact that the
unemployment rates for high school dropouts is twice that for high school graduates
(London et. al, 1963). Unemployment and underemployment of long duration is
increasing, affecting primarily unskilled workers, especially those with minimal
education ((Dept. of Labor, Office of Manpower, Automation and Training, 1963;
CAAE-ICEA, 1984; Pannu, 1988).

The unequal structure of the educational system is to some degree a result of an
unequal social structure. While adult education primarily attracts a lower educated
clientele, middle and upper classes are overrepresented within higher education as
compared to their distribution in the general population. The trend is for those with
more education to seek additional education, while those with less education tend to

shun it (London, 1963; Johnstone, 1963; Brunner et al., 1959). The provision of
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higher education is focussed upon social groups which already enjoy better than
average access to the goods and services generated by society. The current offerings of
post-secondary education benefit the middle and upper-income groups at the exjiense of
the lower income groups, because the latter tend to subsidize the former. Adiilt
education systems, with a potential clientele of millions of people, have .2 constrained
budget many times inferior to that directed to higher education.

In summary, low-income groups have less access to education (as well as to
others goods and services) than other social groups, and the resultant low schooling
leads in turn to lower paid jobs, in the vicious circle of poverty. Drop out rates in basic
education have a correlation with other symptoms of poverty (such as child weri:, or
deficiencies in health, housing, clothing, nutrition, etc). In other words, the pooreast
sectors of the population are the first to leave school or, conversely, the discrimis:atory
effects of school affect primarily the economically, politically, socially and culturally
disadvantaged. In fact, it is suggested that the educational system, rather than reduce
social inequalities, reinforces them (Hurn, 1985:195; Bowles and Gintis, 1976:135;
Rist, 1976:411; Camoy, 1976). This is also true for Canada (Mehmet, 1978; CAAE,
1982) and for Mexico (Mufioz Izquierdo, 1982; Schmelkes, 1988). In this context,
Adult Education programs are generally conceived as a means to ameliorate social
inequalities, offering second opportunities to individuals prematurely excluded from the
formal educational system, and to create trained manpower. However, in recent years
these social and economic purposes have come under criticism, not only for failing to
achieve the stated goals, but also for serving as an instrument of reproducing
inequality.

As mentioned before, illiteracy and limited schooling are often linked with
deficiencies in employment, income, nutrition, housing, clothing, health,
communication, participation, etc. A variety of interpretations of this relationship exist,

but in general terms they can be reduced to two main types. For some authors illiteracy
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is a cause, or at least a feature, of the marginalization of certain groups. The deficits of
illiterates hinder their incorporation into the modernization process. Illiteracy is a “social
illness", and therefore it is dysfunctional for the purposes of the system. This approach
is consistent with the main postulates of the "human capital theory" or, more generally
speaking, to the so called "modernization” theories according to which a) development
is perceived mainly as economic growth; b) the economy is characterized by the
incorporation of new technologies in the context of a market economy; ¢) education is
perceived as neutral or value-free; d) education is conceived as the main tool for
development, especially through the acquisition of new knowledge, values and
attitudes; and e) the situation of underdevelopment of a given society can be attributed
largely to the low levels of education of its population. Human capital and
modernization theories are closely related to structural-functional theories, which
assume that conflicts within society are undesirable and avoidable, and stress the
advantages of social harmony. Within this framework, the role of education is to help
society in maintaining social equilibrium. Regarding poverty and illiteracy, this
approach points out that both problems are mainly results of individual factors, such as
fatalism and other "psychological deficits", as well as traditional values, attitudes and
practices.

From another perspective, illiteracy is seen as one expression -among others- of
poverty, which in turn is a result of a structural and complex relationship of
subordination and exploitation. The notion of reproduction of the socio-economic
structure and the issue of power are central in this approach, known as "conflict
theory". In other words, the origin of inequality can be found in the class-structure of
society, which is legitimized and reproduced by means of education. There is a
correspondence between the socio-economic structure and the structure of the
educational system. Regarding poverty and illiteracy, this;perspective asserts that both

phenomena will remain unless certain factors change: patterns of appropiiation of



benefits, access to power and decision-making, production structure, regulation of
property, income distribution, hiring policies, etc. According to this approach, illiteracy
is functional for the purposes of the system. Based on these two sociological
approaches -but also on different educational and psychological theories- many
educational models were developed in the last decades. However, considering their
intentionality in the end they can be reduced to two models. This is the subject of the

following section.

From a reproductive perspective, education is perceived as an Ideological State
Apparatus (Althusser,1970) which is at the service of the dominant classes. The role
of education for social change is therefore very limited, and depends upon a previous

structural transformation of society. In Pincus' words,

"the only way to significantly change the educational system is to change the class nature
of society. Those that profit from the existing institutions cannot be expected to reform
them so that others can share in the rewards” (Pincus, 1974:33).

According to this view, educational inequality will exist as long as economic
inequality exists. Pincus takes into account Bowles' argument that education in
capitalist societies has always served the same economic and political interests (Bowles,
1973). The educational system is conceived as a means to provide a trained labor force
in an increasingly differentiated economy, where adult education institutions provide
the paraprofessional part of this labor force. This explains "their lack of concern about
achieving social class equality in education since this was never their goal in the first
place" (Pincus, 1974:30).

At this point, a discussion of the role of education from a contemporary conflict
perspective is needed. Functional-Marxist and Neo-Marxist analyses of the educational

system in capitalist societies identify two major functions, both related with the
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reproduction of the status-quo: an ideological function, and an economic function. Both
are rooted in the Marxist tradition and therefore recognize the explanatory force of the
economic base and the relationships between education and social structures.
Differences between these approaches lie, depending on a different reading of Marx's
works, in the margin of relative autonomy that educational activities can play in a
counter-hegemonic role and the role of the State. Classic-orthodox, or more
mechanistic interpretations of Marxism adjudicate a very restricted autonomy to
education, which is considered a mere instrument of the dominant classes to alienate the
masses and train personnel at different levels. For Neo-Marxist interpretations,
education -and the State in general- is also an arena of confrontation, where resistance
takes place every day. The first approach emphasizes the economic structure and class-
stratification, while the second tries to stress the notion of idcology.

The Marxist-functional approach, then, focuses on the notion of capital and its
influence in the educational system. It is possible to identify a correspondence between
the social relations of production and the educational system. The school is perceived as
a mirror that reflects or reproduces social inequalities (Levin, 1976:53; Bowles and
Gintis, 1976:55, and 126-141; Althusser, 1971:132). Poulantzas (1978), following
Althusser, considers that schools, as a state apparatus, cannot "create" ideology but can
only serve to fashion and inculcate the dominant ideology (see also Shapiro, 1980).
Although the concept of correspondence constituted a significant advance over past
educational research, it failed to address the "how" question regarding legitimation and
could not overcome the limits of functionalism. As one author rightly stated, "radical
functionalism impoverishes reality" (Gorelik, quoted in Burbules, 1983:18). In light of
the criticisms against these works -which includes their own earlier work- Carnoy and
Levin (1985) have moderated the “static”, mechanistic and functionalist notion that
schools and their members are locked into inevitable social patterns and processes, and

have developed a more historical and dialectical view. Along with this contribution,
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other researchers (i.e. Young, 1971; Bourdieu, 1971; Apple, 1979) examined the
processes of knowledge production and dissemination, and indicated that cultural
reproduction supports social reproduction. In fact, intangibles such as beliefs, values,
aesthetic experiences and verbal facility have much to do with explaining
correspondence of class reproduction as do the so called "material conditions". These
authors also paid special attention to daily life in schools and other educational settings,
trying to investigate "how correspondence occurs, while explaining why it occurs in
terms of personal decisions and choices" (Burbules, 1983:42). But more importantly,
some of these authors abandoned the fatalism of the original theses on the inevitability
of reproduction and the futility of any reform without structural (revolutionary) change
in the relations of production, thus opening the possibility of transformation. The
relationships between education and social change are constantly present in adult
education debates 5.

Rodrigues Brandao (1982) examines adult education programs taking into
account their political intentionalities, and identifies two models: Adult Education and
Popular Education. In short, the former is concerned about the maintenance of the
status quo and the latter with its transformation. Following the same political rational as
Brandao, La Belle (1986) distinguishes three main trends in adult education, each one
with a different political rationale; Human Resource Training and Community
Development (Stability); Popular Education (Reform) and Non-Formal Education for
Revolution (Guerrilla Warfare). Human Resource Training, inspired by Human
Capital Theory, attempts to provide the aduit population with the kind of skills that are
necessary to increase their mobility and opportunities within their current fields of
employment, re-train them for new jobs, or simply increase their efficiency and
productivity within their existing jobs by an updating of skills. Popular education is
directed to the more disadvantaged groups, and seeks to provide them with the skills

and attitudes which are considered necessary for their survival within the existing order
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and simultaneously to challenge it. In contradiction to human capital, the rhetoric of
popular education involves changes at the group level rather than individual level. Non-
Formal education for Revolution is mainly developed in the liberated zones of societies
undergoing civil war, and includes activities of political indoctrination, consciousness
raising, organization and military training. Unlike Brandao, La Belle assimilates human
resource training with popular education, stressing that the differences are only at the
level of rhetoric: “...with regard to organization and participation, both community
development and popular education are similar in practice. What distinguishes them is
rhetoric and ideology that form their foundations and establish their goals” (p.212). In
fact, La Belle argues that the nature of the actiQity engaged in by communities is often
more similar than different despite the distinct goals and ideologies underlying the two
approaches. Moreover, he states that "because popular education draws some of its
change strategy from equilibrium theory, it is not surprising that some tactics used by
popular education to foster change are similar to those employed by human capital
programs" (p.201). Three reasons are pointed out by La Belle to explain why popular
education programs are more palliative and rhetorical than geared to structural change
(p.214): 1) "a lack of political tradition at the local level that fosters popular struggles or
political movement; when there is such political action, it is often narrow and controlled
by the dominant sectors”; 2) “the limited social and political space available within
which to initiate such change; again, the dominant groups often dictate the space within
which such change is permitted and the popular educator has little experience moving
across such boundaries; 3) “the lack of theoretical frameworks to guide their
implementation in the face of adversity and opposition”. In fact, these discrepancies
between rhetoric and practice in popular education and its difficulties to overcome the
limitations of micro-level experiences constitute a complex phenomenon where
political, economic, institutional and even persomal factors intervene (Rerez and
Schugurensky, 1986).



Disagreeing with La Belle, Torres (1987) argues that guerrilla warfare seems to
be a special case of popular education, pointing out that guerrilla warfare is eventually
the form that popular education mevements would take in enclave societies, in the
context of armed struggle. For him, both are tributaries of the same political approach: a
critique and rejection of ‘developmentalist' solutions, and the differences correspond
simply to different resolutions of the contradictions produced by the situation of
dependency and the dynamics of political conflict. Therefore, for Torres it is neither
appropriate to assimilate popular education with human capital and equilibrium, nor to
oppose them with revolutionary education: "the definition of popular education as a
reformist approach and guerrilla warfare education as.a revolutionary approach tends to
polarize excessively legal versus extra-legal means in educational reform and political
struggle" (Torres, 1987:7). The debate is far from over. However, it shows the
necessity to continue efforts to articulate the study of adult education practices with
other social practices, within the framework of theories of education, social change and

learning.

Since the disappearance of the primitive community and the beginning of a class
society, it is possible to identify an education for the haves and an education for the
have-tots. From the initiation ceremonies (the first design of a differentiated
educational process), this "two-track” educational system has become more complex
and sophisticated (Engels, 1970; Ponce, 1976). Without taking into account internal
differences, there are two major types of education today: the "formal" education track,
on the one hand, and the "non-formal" education track, on the other. Although:-*(. ad
variety of definitions of "formal" and "non-formal" educational systems exist: ‘s
possible to consider that the first one constitutes the traditional, non inten ot

educational ladder which begins in pre-school and finishes at the graduate lew#. %, ¢



the second includes all other organized educational forms. The first one is propedeutical
(preparatory education) and the second has terminal or “second chance" characteristics.
The first one is restricted to middle and upper social classes, who will occupy
administrative, directive and managerial positiohs. The second one, available to those
who drop out of school or who cannot follow the regular sequence of formal education,
is more directed to produce obedient citizens and trained manpower. This means that
the educational system plays both an economic and an ideological role in social
reproduction. To analyze this phenomenon the notion of State is key.

The State can be considered as the totality of public authority in a given society
(Weiler, 1983) but also, from a more political perspective, as a pact of domination
among social classes. Such a pact includes the institutional apparatuses and
bureaucratic organizations as well as the formal and informal norms which guarantee
the dominance of dominant classes over the subordinate strata (Offe, 1974, Cardoso,
1979). In general terms, the State must try to perform two basic but often contradictory
functions: to foster capital accumulation, on the one hand, and to foster social harmony
and consensus, on the other. In liberal-capitalist societies, one of the major dilemmas is
the contradiction between private property and equality of opportunity. Right to
property and right to equality, perhaps the most important values in modern
democracies, are, then, two values in a constant clash. Regarding education,
democracy should imply an egalitarian access to education, as well as equal
opportunities to succeed in it. Conversely, differential access to property means a
differential access to the system, and unequal possibilities to success. One hypothesis
of this research is that the development of Adult Education systems is in part an attempt
by the State to diminish this contradiction. The expansion of adult education enabled
the state to claim that the educational system was fulfilling the promise of
democratization and equalization of opportunity. In this way, it has played a key role in

promoting meritocratic legitimation of the unequal structures characteristic of class
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society (Pannu, 1988).

In fact, public Adult Education was designed to counteract the inequalities of
the formal education system. Inequalities are expressed by theffailure of the State to
guarantee basic education for everybody, contrary to what is prescribed in the majority
of the National Charters of Rights. The explicit discourse is to give a "second chance"
to elders that, for different reasons, were earlier excluded from the formal system. By
giving adults a second opportunity, they are able to return to the formal system and
supposedly continue further to higher levels of education. So, what is expected is are- -
incorporation of the "losers” to the "first track”. Therefore, this policy seems to help
in the conciliation of the opposite concepts of private property and social equality,
ameliorating the unintended consequences of formal school dropoats and the growing
gaps between population groups. In addition to this social aim, Adult Education
systems also have economic purposes, such as the rapid creaiion of trained manpower
for non-managerial positions. The achievement of these goals is a task especially
entrusted to the skill upgrading programs. These programs, like Community
Development Programs2, were expanded in the 1950's as a result of the growing
acceptance of neoclassical economic theories such as investment in human capital and
the increasing emphasis on socio-psychological orientations such as "achievement
motivation" (McClelland, 1965), entrepreneurial spirit and modem-rational attitudes.

The implication of the two contradictory roles of the State in educational policies
is the.development of an explicit and a hidden agenda. In his study on the tracking
system in higher education, Pincus (1974) argued that community colleges, despite
their explicit goals for democratizing and providing equal opportunity in higher
education, play an important role in maintaining educational inequality and, as a result,
help to reinforce the system of class and ethnic stratification. Pincus contrasts the public
goals of community colleges with their non-public goals. The first ones are published

in catalogues and public relations materials, and the second are discussed by educators
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and social scientists. Pincus' "Non-public goals” relate to the goals attributed from a
critical perspective, and often labeled a "hidden curriculum" (Illich, 1976; Carnoy,
1974; Bowles and Gintis, 1976; Bourdieu & Passeron, 1977). Following Pincus'
model of analysis, it is possible to observe the existence of public goals and features in
adult education, but also some goals and features which are not explicitly recognized by
the State. In this regard, the main public goals are to provide a second opportunity
("second chance principle") and to contribute towards the empowerment of the
clientele. These goals assume that adult education is preparatory, allows an oper:
admission, provides re-training, has a diversified curriculum, is "community oriented”,
is non-formal and, in some cases, has a "liberatory" role 6. However, the non-public
goals are, on the economic side, the training of a paraprofessional labor force and the
softening of pressures on the job market. In the ideological arena, the main non-public
goal is the legitimation of the economic goals. To analyze this non-public role, the
notions of cooling out, screening, and alienation are key. Such socialization processes

are translated into certain covert features which put into question the overt features.

Table 2-1: Public and Non-publi m
-and features derived from them
PUBLIC NON-PUBLIC
Providing a second Training of non-professional
opportunity labor force.

GOALS Empowerment of adult Ideological legitimation of
learners through a the status quo and cooling out
relevant curriculum "overexpectations".

Preparatory Screening

Open Admission Second Class Service

Re-training Custodial Care
FEATURES Diversity Homogeneity

Community Orientation Diploma-Oriented

Non-Formality Formality

Liberatory Education Banking Education
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Bublic Goals

The first overt goal of adult education systems -to provide a second
opportunity"- is based upon the "second chance principle". It implies that students
who have not been successful in basic education through the regular system may try
their luck again in adult education. This goal is often present in public discourse, both
as the essence of the programs and as their main function. The terms “reparation”,
"remedial programs", "salvage function" and "compensatory education” are present in
almost every public speech on adult education, and they relate to the idea of equalization
of opportunity for early dropouts of the regular system. In fact, underlying the notion
of compensatory education is the idea of "second chance", whick connotes the image of
a fair government offering a second opportunity to these who failed in the first attempt.
The expression "second chance" attempts to explain that the early dropout was mainly
due to a personal failure of the individual, rather than to structural characteristics of
both the social and the educational systems. As a result of this "second chance"
rationale, adult basic education has a suppletory rather than an alternative cl 3racter with
respect to formal education (Pescador, 1983:222). Therefore, remedial programs have
normally a lengthy duration, express a distinct preference for the classroom method,
hire instructional agents with little or no specialized training for the clientele and use
material which is inadequate for adults. In fact, many similarities between adult basic
education and the regular system for children can be found, in terms of content,
methods, institutional environments and evaluation. With respect to the latter, a
complete system of equivalences is usually developed to ensure the acceptance 6f the
adult education diplomas in formal institutions. From this objective, three features can
be derived: preparatory (or "basic") education, open admission and re-training.

The very concept of "basic" in the expression "basic education" does not

connote the idea of providing the bases for the challenges of daily life. Instead, it



consists in the preparation for the so called "secondary education”, which in turn will
be a preparation for post-secondary education. Thus, adult education systems -
especially through academic upgrading programs- claim to prepare people for further
education levels. The second feature derived from the public goal of second
opportunity is the idea of open admission. While other educational institutions are
selective in their admissions policies and expensive in tuition fees and other costs, adult
education centers accept everyone under the open door principle. The only requisite is
to have a minimum age, but even this requirement is flexible. In short, adult education
accepts practicaily every adult, regardless of his/her level of schooling. The open
admission policy in adult education is usually translated in a massive system. Finally,
the notion of "second opportunity" is not restricted to schooling. It also connotes the
possibility of actualization for those whose abi’it‘cs had become obsolete in relation
with the new demands of the job market. In fact, one of the most explicit 'ideas of
continuing education is that new technologies and processes pose a daily challenge for
workers, who must be able to adapt to the constant changes. This proposition usually
assumes that the majority of the clientele o7 adult education programs are workers who
need re-training.

The second public goal of adult education programs is the empowerment of
the adult population through a relevant curriculum. In fact, adult education
public documents frequently refer to the relevance of content, to community interests,
to learning processes which are not not confined within the walls of the classroom, to
social solidarity, to the basic needs of the majorities, to the relation of education with
job and daily activities, etc. The idea that education can be useful for empowerment,
self-development and liberation from oppressive conditions is also part of this goal. As
a result, among the main features derived from this overt goal are the following four:
diversity, community orientaticn, non-formality and liberatory education. Firstly,

diversity refers to the broad range of programs that exist in adult education, enabling
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students with different "interests and abilities" to select the program that is "best suited
to their needs”. With diversity as a key word, a wide range of courses are offered.
Academic upgrading courses allow students to re-enter the formal system, preparing
them for post-secondary institutions. Skill upgrading programs have a more terminal or
occupational character, providing skills necessary 10 enter into the job market. Besides
these two main categories, other types of programs are also offered. For example, there
are remedial programs designed to help handicapped students or the "left behind", as
well as courses which may not necessarily lead to any degree. These are general
education programs for general interest or for improving the quality of living, such as
health education or "do it yourself” type of courses. Secondly, adult education
institutions claim to offer a relevant curriculum to the members of the communities in
which they are located, and should serve the communities by providing cultural events,
expertise in solving local problems, a meeting place for local organizations, etc.
Included in the concept of community orientation is the notion of convenient location,
according to which adult education centres should be developed in all areas of the
country, but particularly in rural areas and marginal urban sectors, where the non-
schooled population lives. This public feature is one of the core aspects in adult
education, and theoretically permeates the elaboration of the curriculum, The third
feature of this goal refers to the idea of non-formality. In fact, one of the most
important features claimed by Adult Education systems is that in order to achieve a
closer contact with the community they must have a non-formal character. This implies
the idea of an open curriculum, an open space and a low degree of institutionalization.
Non-formality also alludes to an adult-oriented content with links to reality. The last
feature related to the proclaimed goal of empowerment is the supposed liberatory role of
adult education for the poor sectors of the population. The public discourse of adult
education also includes in several cases the ideas of liberation, awareness,

empowerment, participation, solidarity and the like, The Mexican National Law of



Adult Education (1975), for example, explicitly refers to the development of the critical
and reflective capacities, the consciousness of social solidarity and the sharing of social
benefits.

Non-Public Goals

Despite what is stated by the public goals, adult education systems cannot be
isolated from the State's key functions of accumulation and legitimation already
described. Through different socialization processes, adult education contributes to
social reproduction. In the economic arena, adult education systems contribute with
training for low income jobs and alleviating the pressure on the job market. In the
ideological arena, adult educaticn plays its ron-public role through the development of
a banking education and a simulation game. These two are the covert goals of adult
education; one refers to its economic role whereas the other relates to the internalization
of certain values and attitudes.

The first covert gc;al of adult education is the training for a specific
segment of the labor force: low level, low status, low-paying jobs. Sometimes, it
also includes keeping people out of the job market, especially when its capacity of
absorption is limited, as in "hidden welfare". Students are not told how their training is
related to the stratified labor force that they will enter. While universities train
professional and technical workers, adult education institutions have the specific task of
training the "technical or "paraprofessional" part of labor force, those middle and low
level workers who need more than literacy but less than a professional training.
Therefore, adult education graduates will enter lower paying jobs that have less
prestige, less job satisfaction and fewer chances for moblhty Skill upgrading
programs seem to provide a skilled and obedient manpower for trades and low level
jobs, while academic upgrading programs -under the rhetoric of second chance
schooling and the opportunity to access further levels of education- feed the trade
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programs with literate adults. Contrary to what is publicly said, academic upgrading is
not the first step of the ladder for success in a professional career, and skill upgrading
does not constitute a provision of skills, knowledge and abilities for a specific type of
job but mainly involves the domestication of attitudes and the creation of a disciplined
labour force. Another interesting feature of skill upgrading programs is their need to
improve the low image of certain jobs with fancy names, probably as an attempt to
attract more clientele. For example, a bartender program is labeled "Mixology",
secretarial work is offered as "Business Careers Program”, and a janitor is known as a
"Service Building Worker" or "Sanitation Engineer". From the achievement of this goal
three features are derived: screening, second class service and custodial care.

Screening refers to the differentiation of those students who will continue with
further education, those who will enter into the job market and those who will remain
within the circle of unemployment and underemployment. It is the job of the adult
education institutions to encourage and permit bright motivated students to continue
their education, to encourage other students to enter one of the terminal programs and to
cool out the rest. With this policy, other institutions are relieved of much of the
distasteful task of selecting between the "fit" and the "unfit". The first category
corresponds to students who are encouraged to follow up their education toward upper
levels, and they are located in the higher levels of academic upgrading (junior high and
hig:: school). On the other hand, there are students who lack the traditionally-accepted
academic skills to study further levels, and are therefore recommended to enter in a
trade program. The third type of students include early leavers of the regular system,
who may improve reading and writing, time management, self-confidence or human
relations. These students are destined to the lowest paid jobs in the labour market.
Paraphrasing Pincus, adult education institutions may not be conscious of performing
this screening function. On the contrary, they express a desire for equalization and

social justice. However, as time passes the educational agencies are increasingly



consists in the preparation for the so called "secondary education”, which in turn will
be a preparation for post-secondary education. Thus, adult education systems -
especially through academic upgrading programs- claim to prepare people for further
education levels. The second feature derived from the public goal of second
opportunity is the idea of open admission. While other educational institutions are
selective in their admissions policies and expensive in tuition fees and other costs, adult
education centers accept everyone under the open door principle. The only requisite is
to have a minimum age, but even this requirement is flexible. In short, adult education
accepts practicaily every adult, regardless of his/her level of schooling. The open
admission policy in adult education is usually translated in a massive system. Finally,
the notion of "second opportunity" is not restricted to schooling. It also connotes the
possibility of actualization for those whose abi’it‘cs had become obsolete in relation
with the new demands of the job market. In fact, one of the most explicit 'ideas of
continuing education is that new technologies and processes pose a daily challenge for
workers, who must be able to adapt to the constant changes. This proposition usually
assumes that the majority of the clientele o7 adult education programs are workers who
need re-training.

The second public goal of adult education programs is the empowerment of
the adult population through a relevant curriculum. In fact, adult education
public documents frequently refer to the relevance of content, to community interests,
to learning processes which are not not confined within the walls of the classroom, to
social solidarity, to the basic needs of the majorities, to the relation of education with
job and daily activities, etc. The idea that education can be useful for empowerment,
self-development and liberation from oppressive conditions is also part of this goal. As
a result, among the main features derived from this overt goal are the following four:
diversity, community orientaticn, non-formality and liberatory education. Firstly,

diversity refers to the broad range of programs that exist in adult education, enabling
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smaller than those directed to secondary and higher education. In 1980 in Mexico, for
example, the adult education system received only 1.6% of the educational budget,
while the secondary level (junior and high school) received 25.8%. From a political
point of view, the allocation of the public budget responds to the hegemonic project of
society as well as to the pressure power and lobbying capacity of the social sectors
demanding the services. As it will be examined in the next chapter, the issue of
resource distribution is closely related to the significance? and poiitical strength of a
given social group, and low income groups in general and adult education clients in
particular are characterized by a low significance. Finally, from a social perspective,
public opinion considers that adult education has a lower status with respect to the
regular system. This relates closely to the second feature mentioned above
(compensatory or "second chance" character of adult education). It is clear that
elementary, secondary and higher educational institutions are generally regarded as the
"legitimate" providers of education. Given this situation, adult education is mostly
composed of subjects which are part of the regular curricula and are either remedial in
intent, or they merely duplicate the classes originally given to the daytime students.
Therefore, AE seems to be just an extension of the mainstream of educational activity,
accompanied by a suggestion that if the regular institutions did their job properly, then
AE would not be necessary. In this view, adult education is a secondary educational
activity, necessitated by gaps in the social arrangements of the formal institutions
(London, Wenkert and Hagstrom, 1963). These economic, political and social factors
result in a second class service, which in many countries implies second class teachers,
scarcity of funding, lack of appropriate didactic materials, low or no wages for
teachers, apathy, turnover, etc. )

According to the custodial care characteristic, education plays a role alleviating
pressures on the job market by putting more and more people into educational
institutions. In fact, it is argued that community colleges provide programs for low
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achieving students in order to keep them out of the labor market, off the streets and out
of trouble (Roueche, 1968). This goal is often also extended to higher education,
including graduate programs. In the case of adult education, the “custodial care”
function assumes different forms in less developed countries (in Mexico, for example,
where the adult is also a worker who attends a class two or three times per week,
generally at night) than in the more developed countries (i.c. Canada, where the adult is
a full time student who is paid to attend a four-to-six hour session every morning). In
the first case it reduces the search for a second job, and reduces social pressure by
increasing the expectations for social mobility in a future. The latter function is the
equivalent of the "other world" advertised by the Church and criticized by Marx as an
"opium for the poor". In developed countries, even when unemployment insurance
exists, adult education also seems to play a role by reducing pressure on the job market
and postponing expectations for the future. But in this case, adult education can be
considered a kind of indirect welfare, because the adult receives almost the same
income through unemployment, welfare or training allowances. The custodial care
feature is also confirmed by the fact that applications for enrollment are higher during
economic recession, whereas in times of economic boom the potential clientele tend to
be absorbed by the job market. Moreover, the custodial care feature puts into question
the re-training feature, since the majority of the students are homemakers and
unemployed.

The second non-publi: goal of adult education is the legitimation of the
existing socio-economic order through cooling out. Adult education and the
regular system have similarities in terms of the hidden and the explicit curriculum used
to legitimate the hegemonic political culture and existing inequalities (Torres, 1987:5).
However, adult education plays its legitimatory role through specific mechanisms, such
as cooling out, homogenization and alienation, which contradict the public goals of

upward mobility through "second chance", community orientation (especially the
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diversification of cuiriculum) and liberation, respectively. The notion of cooling out is
key for legitimatory purposes. Burton Clark (1965:569-576) refers to those students
who want to transfer to university but do not transfer as ‘latent terminals’. Since they
have "unrealistically high aspirations that exceed their abilities", his recommendation is
to cool-out these students by convincing them that they cannot succeed in the transfer
program, but they could succeed in the “appropriate” occupational program. According
to Clark, the main instrument to achieve this purpose is counselling. It seems clear that
regardless of their ambitions, a large mass of the student population is 'destined’ to be
terminal students. Although the cooling out function is considered good for both the
society and the student, it is hidden, kept away from public scrutiny and not clearly
perceived or understood by the clientele (Pincus,1974:21). If this role becomes
obvious, the accomplishment of the goal could be diminished. Adult education
institutions play this role on an even greater scale than the community colleges, and the
cooling out is drastically stronger, because the gap between the expectations of the
student and the recommendation of the school is larger than in the case of the
community colleges. In adult education, the cooling out is also related to the amount of
time required to complete a cycle. According to teachers' opinion, it is very hard to
convince many adults who want to be professionals (medical doctors, lawyers,
engineers) in a short time to spend three, four or five years just to finish high school, or
to study a trade. In order to accomplish the purposes of legitimation and cooling out,
adult education systems present four characteristics: homogeneity, diploma-oriented,
formality and banking education.

The homogenization process of adult education challenges the myth of curricular
diversification in adult education programs. Although the adult population presents a
greavvariety of groups with different features, problems, needs and interests, both
contents and teaching methods (and sometimes even also schedules and geographical

set*"ngs) do not take into account the different situations and aims of the diverse types



32

consists in the preparation for the so called "secondary education”, which in turn will
be a preparation for post-secondary education. Thus, adult education systems -
especially through academic upgrading programs- claim to prepare people for further
education levels. The second feature derived from the public goal of second
opportunity is the idea of open admission. While other educational institutions are
selective in their admissions policies and expensive in tuition fees and other costs, adult
education centers accept everyone under the open door principle. The only requisite is
to have a minimum age, but even this requirement is flexible. In short, adult education
accepts practicaily every adult, regardless of his/her level of schooling. The open
admission policy in adult education is usually translated in a massive system. Finally,
the notion of "second opportunity" is not restricted to schooling. It also connotes the
possibility of actualization for those whose abi’it‘cs had become obsolete in relation
with the new demands of the job market. In fact, one of the most explicit 'ideas of
continuing education is that new technologies and processes pose a daily challenge for
workers, who must be able to adapt to the constant changes. This proposition usually
assumes that the majority of the clientele o7 adult education programs are workers who
need re-training.

The second public goal of adult education programs is the empowerment of
the adult population through a relevant curriculum. In fact, adult education
public documents frequently refer to the relevance of content, to community interests,
to learning processes which are not not confined within the walls of the classroom, to
social solidarity, to the basic needs of the majorities, to the relation of education with
job and daily activities, etc. The idea that education can be useful for empowerment,
self-development and liberation from oppressive conditions is also part of this goal. As
a result, among the main features derived from this overt goal are the following four:
diversity, community orientaticn, non-formality and liberatory education. Firstly,

diversity refers to the broad range of programs that exist in adult education, enabling
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emphasizing the latter, and therefore establishing two different tracks. Consequently,
the contents are not related to any concrete application or to the performance of a
specific task, which is the case of the "terminal" education (trades).

The third feature of adult education is its formality and its tendency toward
schooling. Contrary to the claims of community orientation, non-formality and a
curriculum linked to reality, adult education seems to be a highly institutionalized
setting. In fact, adult education has more links with the formal schooling system than
with the needs of the surrounding community. Adult education programs are a
reflection of the standard schooling system in terms of bureaucratic procedures,
instructional methods, subject matters, values and assumptions. Although mainstream
literature on adult education supports the importance of flexibility in content and
methods (relating them to the daily life, needs and interests of the learners), it is
possible to observe an increasing tendency towards a formalization of the curriculum.
There is limited room for innovations or adaptations to specific situations. The teacher,
the blackboard and the textbooks sull remain the axis of the teaching-leaming process.
Some recent innovations in the field, such as "distance education", "open education",
"outreach programs" or "circles of studies" mostly refer 7o changes in relation to the
space, the time, the schedule or the pace of the learning process, but in few cases to the
method of teaching-learning and almost never to transformations in the content. The
"open curriculum" usually means a core of compulsory subjects and the possibility of
selection among optional courses, but it always restrains the learning process to the
limited notion of courses, disciplines and subject matters, disregarding the possibilities
of other ways of learning. In the late 1960's, under the influence of Ivan Hlich's
deschooling prophecies, a Canadian scholar stated that

the rejection of the institutionalized patterns of education by the disadvantaged is indicative of the
need to discover new patterns which will be acceptable to them. The present pattern of remedial
edggational programs offers little hope of answering the needs of the disadvantaged (Anderson,
1968). ’
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Today, more than twenty years later, the pattern is the opposite of Andei+'s
concerns and Illich's hopes. The overall society is becoming more formalized and, as
part of this, the educational systems show a tendency towards more schooling and
institutionalization of knowledge acquisition.8 Formality of adult education settings
seems to be related to the learning of the basic rules of the workplace. The formality of
adult education is reflected in its tendency towards certification, and this is especially
clear in Adult Basic Education. While it does not prepare students for any specific job
or task, it rewards the graduates with a diploma which allows them the possibility to
enter or to-be promoted in the job market. This, which is sometimes also true for some
skill upgrading courses, is a result of the employers' belief, following the human
capital assumptions, that schooling has a positive effect on produciivity. It seems that
employers trust the school more fqr the provision of social abilities (especially
adaptability and trainability) than for cognitive abilities (Camoy, 19%3; Brooke, 1978).
Therefore, employers are more concerned with years of schooling (as an indicator of
stability) than with the quality of learning. This situation generates not only higher
educational requirements for the same jobs, a phenomenon known as "diploma disease™
(Dore, 1976), but also a switch through which intrinsic motivation (learning) is
replaced by extrinsic motivation (the diploma). This twist has an obvious effect in the
deterioration of the quality of education. In the case of the adult population, another
problem derived from the tendency towards certification is the lack of social recognition
of any knowledge or skill acquired in settings.other than schools.

Finally, the theoretically liberatory role of education is replaced in the practice
by a banking type of education, in which the notion of alienation is central. Alienation
calls into question the claim of liberatory education made by public adult education
systems. Although obedience to authority in-school is central to a preparation for
economic life, it is only a small piece of a larger learning process. In fact, education not

only prepares the student for the discipline of the work place, but develops the types of
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personal demeanor, modes of self-presentation and social class identifications which

are the crucial ingredients of job performance. But perhaps more important is the long

and painful leaming of alienation. Perhaps one of the most well-known paragraphs

about alienated labor was written by Marx one and a half centuries ago (1963:110):
What, then constituses the alienation of labor? First, the fact that labor is external to the worker,
i.e. it does not belong to his essential being; that in his work, therefore, he does not affirm
e e L e
‘himself outside Lis wosk, aid in his work feels himself outside himself, It is therefore not the
satisfaction of 2 need; it is merely a means to satisfy necds external to it.”

Bowles and Gintis (1976:131) find a parallelism between alienation in the job
and alienation at school. They emphasize that there is a structural correspondence
between schools and work that underlies the reproduction of capitalist social relations.
Following Marx's description of alienation in the workplace, similitudes with school
are observed in certain issues: a)-¢xtrinsic interest; b) external sanctions and rewards,
which in tum lead to simulation strategies; c) repetitive, mechanical and imposed work;
d) unconditional obedience to authority; €) divorce between conception, control and
execution; f) fragmentation of work in multiple activities without much sense for who is
doing i; g) abstraction of knowledge, which is generally used as a power mechanism;
h) expectations of social mobility through individual effort; and i) lack of trust in one’s
experience and abilities. In Bowles and Gintis' words (1976:131)

alienated Iabor is reflected in the student's lack-6f control over his or her education, the alienation
of the student from the curriculum content, and the motivation of school work through a system of
grades and other extemal rewards rather than the student’s integration with &ithier the process
(teammg) or the outcome (knowledge of the educational ‘production pmcess') Fragmentation of
work is reflected in the institutionalized and ofien destructive competition amtng students through
-continual and ostensibly meritocratic ranking and evaluation,

Both in school and in the factory, absenteeism, high turnover, sabotage,
cheating, &tc., and lack of interest are evidence of alienation and unhappiness. Both
schools and factories seem to be, for the majority of people, nothing but a painful
necessity. In‘fact, one of the intended effects of institutionalized education appears to

promote the sibmission of the student in a hierarchical and pyramidal structure in
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which others have the power of decision. Then, schools shape in children certain social
attitudes related to work through the iuternalization of pattems of authority and control
(Althusser, 1971; Ponce, 1977; Levin, 1976; Camoy, 1980). The vertical-authoritarian
type of teacher-student relationship at school seems to be an introduction to economic
life and, surprisingly enough, seems to be not oaly accepted but encouraged by those

who most suffer from it: the lower social classes.

ingredient in one's ability to get and hold a steady, well-paying job (Bowles and
Gintis,1976:133). 9
However, this socialization process is hot exclusive to the children's

classroom; it is also present among adult students. In fact; in the universe of adult
education the main features of vertical and banking education were described by Freire
(1972) as a relationship in which the teacher knows, thinks, speaks, disciplines, selects
the content, etc, while the students remain passively in silence. Through this
experience, adults become more and more adaptable, domesticable and acritical. This
occurs in spite of changes to a more fashionable terminology, according to whick the
teacher is called "animator", the classroom is labeled "circle of study" and the word
'teaching' is systematically replaced by the word 'leaming' (Torres, R, 1985). Adults
tend to accept the authority of the teacher not only for the reason pointed out by Bowles
and Gintis, but also because this is the only type of education they know, through their
own former experience at school or by looking at their children's experiences. A similar
situation may occur with the adult educator, who tends to reward submission io
authority. As a matter of fact, empirical research shows that teachers penalize
creativeness, autoi.omy, independence, critical thinking, etc, while rewarding all
personality traits related to docility, such as dépendence, punctuality, order, discipline,
predictability, obedience, identification with school, appropriate performance of the
ordered tasks, external motivation, etc. (Bowles, Gintis and Meyer, 1975; Brenner,



1968; Edwards, 1975; Mollo, 1969). 10 Another feature of alienation in adult
education is vhe tendency towards encyclopedism. Contrary to the claim that adult
education is related to daily life tasks and has a problem solving approach, in the
programm operation emphasis is given to the memorization of irrelevant data and the
exercise of stereotyped operations. There is an overdose of information and deficits in
its analysis and interpretation. Little relationship among the different subjects can be
found, and almost no relationship at all between academic contents and daily life. A
dotument released by the governmental agency responsible for adult education in
Mexico claims that "it is not admissible that adult educators demand the memorization
of data that they themselves do not remember and probably never used in their active
life" and therzfore adult education "must not be based in the transmission of
informagion organized in specific subject matters" (INEA, 1985:4). In the same vein,
the literacy student is seen as "a patient whose only virtue is the patience to bear the
vacuum between his existential experience and the content that is being offered to him"
(Freire,1972:93) . The emphasis on memorization leads sometimes to ridiculous
situations. A study carried out in Mexico among adult students reported that more than
50% of the sample memorize the texts, including mathematics! (De Lella, 1983). Thus,
encyclopedism relates to: a) a textbook- centered education; b) passive assimilation of
irrelevant data; c) an overestimation of information with respect to learning processes
which are able to recover the knowledge and experience of the adult learner; d) an
excessive burden of contents difficult to cover in the academic year; and e) a curriculum
based upon subjects {traditional education) or effects (behaviorist education) but not
upon processes of learning implying the transformation of both the student and his
environment. Therefore, in terms of learning processes and curriculum development,
encyclopedism generates two situations: on the one hand, it conceives learning merely
as an act of consumption (accumulation of information), in which students' minds are

passive tabulae rasa ready to memorize lessons; on the other hand, since contents are

45



defined a priori by a centralized agency, it is unlikely that they are relevant or
interesting for everybody.

Summary

Adult education practices have been taking place for centuries, but
institutionalized adult education largely developed only after the Second World War.
Although adult education includes a wi¢: range of goals, agencies, clients, contents and
methods, this study concentrates on tlié piidlic educational services addressed to those
individuals who have not completed their basic education and are out of the regular
(formal) educational system. The clientele of adult education programs belongs to the
iowest social strata and to the most marginalized sectors of society. They are more
likely to belong to older, rural, low-income, ethnic and female groups. In terms of
work, they are often unemployed, underemployed in low income, blue-collar type of
activities or self-employed. They are politically unable to articulate demands, and
although they have acquired a considerable amount of skills and knowledge through
experience, usually those abilities are not recognized by social institutions.

From the human capital approach, the educational deficits of these groups are
due to traditional attitudes or individual problems, which hinder their incerporation into
the modernization process. Illiteracy is seen as a "social illness" dysfunctional for the
purposes of the system, and education is conceived as the main tool for development.
The critical -or conflict- approach argues that illiteracy is one expression, among
others, of poverty, which in turn is a resuls ofa structural and complex relationship of
subordination and exploitation. The origin of inequality lies in the class-structure of
society. The issues of reproduction, legitimation and power are central in this approach,
which finds a certain correspondence between the socio-economic structure and the
structure of the educational system. Moreover, contrary- to the claims of the human

capital theory, it is suggested that the educational system, rather than reducing social
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inequalities, reinforces them. According to the second perspective, the development of
adult education systems is in part an attergt by the State to diminish the contradiction
between the right to property and right to equality, and to play a key role in the
meritocratic legitimation of the inequalities of class societies. The implication of the two
contradictory roles of the State in educational policies is the development of an explicif
and a hidden agenda, which are inconsistent with each other. In fact, while the main
public goals are to provide a second opportunity and to contribute towards the
empowerment of the clientele, the non-public goals consist in the preparation of
manpower for a specific segment of the labour market and in the legitimation of the
status quo. The overt discourse stresses that adult education prepares indivicuals for
further educational levels, actualizes the conceptual skills of the workforce, provides a
wide curriculum for a variety of interests, is related to the needs and interests of the
community at large, has a non-formal character and, in some cases, promotes liberatory
practices. It was argued that in some cases these overt goals and features are mostly
rhetoric, and clash in the day-to-day practice with the covert goals and practices.
Regarding these non-public goals, it is suggested that the increasing liberalization of the
economies in recent years and the dominant pragmatism in political circles is leading to
more selective educational strategies such as "train the best and forget the rest”. In order
to explore these issues in two different societies, a comparative analysis of adult

educators' values, opinions, aspirations and expectations was implemented.

Endnotes

! In addition to GNP, at least two other factors explain literacy rates in a given country: its social

structure and the income distribution, and its educational policies. Firstly. there is a correlation

between social equality and literacy rates. In a society where resources, goods and services are allocated

according to redistributive policies illiteracy rates tend to decrease. Secondly, rates also vary according

:;l the sch;:ol system development policy (i.e.: expansion, equality and efficiency of elementary
ucation).

2 In policy formulation, the economic bases of political power cannot be ignored. It must be
considered that those who are most visible in policymaking may not be the most influential. Power is



very closely related to one's position in the structure of economy, which means relationship to the
means of production and the accumulation of capital.

3 According to Latapi (1987), in some cases illiteracy rates among elders are six times higher than
among youngsters.

4 As several interviewees (both teachers and students) pointed out, racial discrimination in the regular
system usually generates academic failure, lowering of the self esteem and dropout.

5 The concepts of conscientization (Freire, 1972) and resistance (Giroux, 1985) are central to the
issues of ideology and social change.

6 Community Development Programs are generally carried out by Ministries and Secretaries other
than Education, such as Agriculture, Health, Forestry, etc., and for this reason are beyond the limits of
this research.

6 The Mexican National Law of Adult Education (1975), for example, refers to the development of
critical thought, 1o the capacity of -eflexion, to the consciousness of social solidarity and to the
sharing of social benefits.

7 For a discussion on the notion of significance, see Chapter IIL

8 Ivan Hlich, in Deschooling Society (1971) anticipated the image of & more open worlad, where
learning processes would take place in environments other than school settings; this trend weuld lead
ultimately to the disappearance of educational institutions. Ronald Dore, in Thz Diploma Disease
(1976), shows that the tendency is exactly the opposite.

9 Following this argument that consciousness of different occupational strata is derived from their
work experience, Bowles and Gintis point out that professional parents prefer a more open atmosphere,
which is "similarly a reflection of their position in i« social division of labor” (p.133).

10 1n a recent study, when adult educators were asked about the characteristics of a "good” studeny, the
majority referred to one "who does the homework”, "obeys the teacher”, "has good mem:=~; 0 leam",
"attends classes regularly” and "pays attention in class” (Schugurensky, 1987).
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CHAPTER I
ADULT EDUCATION AND PHILOSOPHY OF THE STATE
Introduction

It was indicated in the previous chapter that an analysis of the state would
contribute to a better understanding of educational policies. Since the state apparatus
does not exist in a vacuum, it is also niscessary to make r:ference to the dominant
ideologies within civil society. In this regard, the present chzpter is bsc2d on the
assumption that both Mexican and Canadian aduit educatios; systems are Ciuui
related to the hegemonic ideology and to the form of state organization prevailing in
each country. Although Canadian state has some corporatist elements, it is argued
that the liberal ideology is the core of Canadian life. It must be clarified that in Canada
liberalism must not be understood as a philosophy of a specific political party, since
the Liberal party is just one expression of an ideological perspective which goes far
beyond party politics and has its origins outside Canada. Liberalism rests on the
premise that the existence of equality and personal freedom is a fact in modern
capitalism and then allows individuals to take advantage of educational opportunities
to achieve occupational status. Success or failure in such an enterprise are legitimate
outcomes of the individual's effort and capacities. In addition to meritocracy,
liberalism rejects state intervention in personal affairs, defending the economic
principle of laissez faire. However, for different reasons that will be examined in the
following pages, modern liberalism has accepted an increasing degree of state
participation in kgy areas, contributing in this way to the development of the welfare
state. Mexico, on the other hand, can be characterized as a corporate state, although
recently a slight process of liberalization has started. Corporatist ideology, as it will
be described further on, can be traced as far back as Plato's thought, and in more
recent times it essentially consists in a general agreement which involves the nation's

most important groups under the arbitration of the state. In this system, individual
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action is subsumed under collective mechanisms. In the case of Mexico, the
corporatist model of state organization is accompanied by a rhetoric of social justice
inherited from the principles of the 1910 revolution. As will be suggested in the next
chapters, in both countries the prevailing ideologies are reflected in the design of
educational policies , in the overall organization of adult education systems and in the
perceptions, values and attitudes of teachers and students. In summary, this chapter
is based on the argument that both Mexican and Canadian adult education systems are
closely related to the hegemonic ideology prevailing in each country. Therefore, it
deals with the major philosophies of the State in Mexico and in Canada (corporatism
and liberalism, respectively) and applies them to the field of adult education policies.
The first section provides a brief description of the antecedents and main features of
corporatism and liberalism, and summarizes the philosophical debate between
corporatism and individualism in a historical context. The second section, which
provides an insight for the analysis of the Mexican reality, deals with corporatism,
taking into account the role of the State and the concept of "significance”. The last

section concentrates on individual liberalism, and conceives adult education in

Canada as part of Welfare State policies.

According to some authors (Olson, 1969), corporatist action is not only
exclusively pre-modemn, but also inherently irrational. Nevertheless, for other
scholars (Rogowsky and Wasserspring, 1971) corporatist action in modem societies
is both possible and rationally necessary. The notion of corporatism is best
understood if related to its contrast: individualism. While corporatism implies the
perception of persons as permanently fixed in categories and therefore having group-
oriented thought, individualism sees persons with interchangeable qualities, and



therefore the individual is the basic unit of social action. Rogowsky and
Wasserspring (1971:7) explain this difference in the following way:

"We mean by ‘corporatist’ action the pursuit -consistently in norm and frequently in

practice- of group welfare over individual welfare... "Individualist' action, conversely, is the

consistent pursuit of individual welfare, in which groups may play a role but...only an

instrumental and not a consummatory rolz." 1

Schmitter suggests that there is a structural compatibility between corporatism
and concertgzion, on the one hand, and between liberalism and pluralism, on the
other. Such a distinction in not new. In fact, the political and philosophical
discussion on the contradiction between corporatism and individualism is very old,
and stems from two different ways of looking at man's? relation to society; that is,
the problems of order, justice and legitimacy. These problems can find their roots in

the philosophical arena.

liti hi hi n n

Regarding the philosophical basis of the discussion, perhaps Hobbes and
" Plato are the most important advocates of individualism and corporatism, respectively
(Rogowsky and Wasserspring, 1971). The individualist premise has been depicted
by Hobbes (1558-1679), who treats individual wills as abstract units without any
particular quality. For him, each will wants the same thing as every other, and each
one wants it only for itself. Hobbesian individualism is easy to observe in his
perhaps most famous statement: the natural state is a "war of each against all". In
Leviathan, Hobbes understands power as a "man's present means to obtain some
h’!tﬂl!"goéﬂi’ 'a-lobbes, 1968:50). There exists in all men a natural and restless desire
for power, which ¢fases only in death. Hobbes' argument is simple: “If any two
men desire the same filing, which nevertheless they cannot both enjoy, they become
enemies.” Obviously, shis ends in an ... "endeavor to destroy or subdue one

another". Consequently, the life of man is “solitary, poor, nasty, brutish, and short”
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(p.186). Implication of this situation for society is that relationship among
individuals rather than among groups must be regulated if society is to have order and
stability. Since war is natural and peace is social, the only guarantee for the latteris a
common terror of the sovereign, through the great Leviathan (Zeitlin, 1987,
Rogowsky and Wasserspring, 1971; Hobbes, 1258). Another philosopher of
individualism -John Locke (1632-1704)- proposed a different solution to the problem
of ordering society (the "stick" was replaced with a "carrot”), but the premises were
similar: a negation of the notion of segmentation in society, social atomism, men
without any particular quality and, therefore, some kind of equality among all
individnals.

Plato (5th century BC) pointed out the corporatist premise in his Republic:
“innate differences fit men for different occupations”, among which "interchange
would be disastrous and fatal" (1966:56,128). In Plato's view, the different
categories of men are categories of permanent and immanent inequality of quality and
status, and are related to each other in a hierarchical way. According to Socrates'
disciple, if each category of men could be fit into its adequate place in the social
hierarchy, society would achieve both stability and justice. But as Plato ingeniously
foresaw, the problem consisted less in knowing how to order the segments than in
convincing them that the place to which they were assigned was natural and just.
Prior to many sociologists of education, Plato pointed out that the durability of a
system would ultimz:ely rest on the consensus of the segments as to their own
inherently unequal status. The necessity of a social agreement between the superior
and inferior (who also have different origins: gold, silver and iron) was .thercfore for
Plato the precondition for a stable political order. The political function of the
Republic would be towonvince each category of men about the "justness” of a society
where wealth &l power are differently distributed. Attributing to the Republic the

same tasks that critical theorists assigned to education (a "legitimating apparatus"), he
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established the roots of analyzing education as ideology. Regarding corporatism,
what is important in Plato’s work is his solution for an unequal world, based upon
the notions of segmentation and differential justice. In his proposal of an ideal
community, only a society in which the different segments were ranked unequally
could be just. Therefore, this segmentation into categories of persons of unequal
capabilities (each one performing each function) required that justice consists in
giving each segment its due. This idea of differential justice was for Plato logically
linked to his original corporatist sremise which in turn is the core fo;' the construction
of a highly segmented society.

Centuries later, accepting the Platonic corporatist premise but rejecting the
Platonic solution, Macchiavelli introduced a new ingredient in the debate. Although
Macchiavelli agreed with Plato in the existence of different segments (classes, parties,
orders) in society, he did not see them as passive, non-political steps of a given
hierarchy, but as competing political forces in permanent conflict. In short,
Macchiavelli denied the possibility of ordering society. under the principle of
hierarchy arguing that the central problem in politics is the fact that no one segment
would accept unequal political status in relation to any other segment. In this regard,
if the main assumption is the inherent egotism of zach segment, what Macchiavelli is
proposing is a type of "egotistical corporatistn” (Rogowsky and Wasserspring,
1971:17). In a more dynamic perception than the fixed Platonic world, Macchiavelli
understood the political functioz =s one of both balancing and containing conflict,
rather than socializing it away. Ca¥ioun, known as the American theorist of
corporatisim, rejected both e hierarchical segmentation of Plato as well as the
conflictive segmentation of Macchiavelli, proposed instead a kind of horizontal,
complementary or reciprocai segmentation. Calhoun assumed the existence of many
separate communities, acting independently of each other, and recognized that

conflicting interests could be the seed for potential struggle. However, he argues,
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(p.186). Implication of this situation for society is that relationship among
individuals rather than among groups must be regulated if society is to have order and
stability. Since war is natural and peace is social, the only guarantee for the latteris a
common terror of the sovereign, through the great Leviathan (Zeitlin, 1987,
Rogowsky and Wasserspring, 1971; Hobbes, 1258). Another philosopher of
individualism -John Locke (1632-1704)- proposed a different solution to the problem
of ordering society (the "stick" was replaced with a "carrot”), but the premises were
similar: a negation of the notion of segmentation in society, social atomism, men
without any particular quality and, therefore, some kind of equality among all
individnals.

Plato (5th century BC) pointed out the corporatist premise in his Republic:
“innate differences fit men for different occupations”, among which "interchange
would be disastrous and fatal" (1966:56,128). In Plato's view, the different
categories of men are categories of permanent and immanent inequality of quality and
status, and are related to each other in a hierarchical way. According to Socrates'
disciple, if each category of men could be fit into its adequate place in the social
hierarchy, society would achieve both stability and justice. But as Plato ingeniously
foresaw, the problem consisted less in knowing how to order the segments than in
convincing them that the place to which they were assigned was natural and just.
Prior to many sociologists of education, Plato pointed out that the durability of a
system would ultimz:ely rest on the consensus of the segments as to their own
inherently unequal status. The necessity of a social agreement between the superior
and inferior (who also have different origins: gold, silver and iron) was .thercfore for
Plato the precondition for a stable political order. The political function of the
Republic would be towonvince each category of men about the "justness” of a society
where wealth &l power are differently distributed. Attributing to the Republic the

same tasks that critical theorists assigned to education (a "legitimating apparatus"), he
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state corporatism. The first one primarily depends on the activity of corporations
firmly rooted in the civil society, while in the second the corporative structures are
created and kept as auxiliary and dependent organs of the State. From a similar
viewpoint, Cawson (1986:38-39) points out that what makes corporatism distinctive is
not the group process, nor the state process, but "the fusion of representation and
intervention in the relationship between groups and the state”, Panitch criticizes these
formulations, arguing that they imply a "group" approach rather than a "class"
approach, and that they focus on the relationships between singular groups and the
state, leaving out the co-optative and conflictual interaction among groups
(Panitch,1980:159-187).

Torres (1989) points out that corporatism implies the presence of a political
structure, which: a) integrates organized producer groups through a system of interest
representation, operating within a political framework of mutual cooperation rather
than competition at the lzadership level, and b) uses social control through carefully
articulated mobilization of the masses. For Schwartzman (1977:93), under
corporatism a) the right to associate and to engage in politics is granted by the state;

b) corporations (i.e. organized groups) are given wide latitude and autonomy within
spheres of action; c) boundaries between groups are strictly kept and regulated by the
state, and ¢) groups are not defined geographically or ethnically, but functionally.
Lehmbruch (1982:6) pays special attention to the role of interest organizations,
stating that in a corporate regime they are a) strongly co-opted by governmental
decision-making (as measured by representation in advisory commiittees or several
forms of consultation; b) strongly linked to political parties and take part in policy
formulation (in particular large interest organizations such as labour unions) and c¢)
hierarchically structured, and membership tends to be compulsory. Moreover, he
stresses that in corporatism occupational categories are represented by non-

competitive organizations, in a sort of monopoly, and industrial relations are



characterized by strong "concertation" of labour unions and employers’ organizations
with government (which implies that unions would refrain fromestrongly employing
highly conflictual tactics, as the strike weapon).

It is also argued that a certain compatibility between the political structure and
the economic system must exist in a corporate state. Williamson (1985:10), for
example, mentions that under the rules of corporatism the state has a principal
function of establishing and maintaining an economic and social order. Although
such an order is not compatible with an essentially market-based economy, for the
economy is predominantly constituted of private ownership of the means of
production and wage labour, there is at least a circumscription upon the role of
liberal democratic institutions in authoritative decision-making. In some cases, liberal
democratic institutions may not ¢xist at all. Finally, organizations of producers
undertake an intermediary role between the state and societal actors, performing not
only a representative functiox; but also operating as a regulatory agency on behalf of
the state.

Williamson emphasizes that corporatism is directly concerned with the issue
of how a state can sustain an economic and social order within a predominantly
privately owned productive order. In his own words, "corporatist ideology adhered
to moral and productive principles in support of private property; corporatist states
encompassed interests that gave widespread support to private property” (p.9). He
also distinguishes three varieties of corporatism: consensual-licensed, authoritarian-
licensed, and contract (the last one applies particularly to advanced capitalist
economies).

Schmitter, in the conclusions of his short and famous essay on Portugal
already cited (1975:58-59) mentions four aspects of the relations of state corporatism
to social structure, on the one hand, and to public decision-making in an authoritarian

political context, on the other hand. The first is the extent to which state corporatism
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is preemptive, because it seeks to set out from above structures of associability and
channels of interest representation in anticipation of spontaneous efforts by affected
classes, sectors or groups. The second is the extent to which the corporatist experience
is preventive . In other words, it attempts not to mobilize its subjects for positive
state-selected tasks but to ensure normal or passive participation within its structures,
prohibiting alternative uses of the same "space”. Corporatism is also defensive,
encouraging associations to act primarily in the protection of special corporate righs,
privileges or exemptions granted from above, rather than in the "aggressive"”
promotion of new projects or interests. This is consistent with the explanation given
by Rogowsky and Wasserspring (1971) regarding revolutionary movements. Citing
very different historical examples (from the Roman farmers ruined by the economic
consequences of the Punic wars to the German revolution of 1848, the victims of eariy
industrialization in England and the Zapata movement in Mexico) they see two points
in common: the demand for restoration of an accepted ranking system which is now
perceived to be violated, and the development of a corporatist action by a group which
perceives that its "due" has been ignored or violated by governmental or higher
segmental action, in an attempt to "restore" the distribution of that "due" according to
the previous ranking system. Thaus, the demand for “justice” is basically the
restoration of an oldér system of ranking, and hence could be considered as defensive.
Finally, the fourth ..spect is the extent to which corporatist action is compartmental,
managing to confine potential conflicts within specialized, non-interacting decisional
"orders", thereby preventing the creation of multiple issues and multiple sector

alliances or blocking 'partisan’' appeals to wider publics and clienteles.

c . { Adult Educati
These four features have some implications in the field of adult education

policy-making in a corporatist society like Mexico. First, due to the fact that
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corporatism is preemptive, educational authorities decide when, how and for what
purposes the clientele organizes. Due to the fact that corporatism is also preventive,
some demands are encouraged in order to prevent the appearance of others. In fact,
demands for adult education often deflect the interest from other demands and
reinforce the myth of meritocracy. Because it is defensive, emphasis is given to the
fulfillment of the promise by the state regarding the provision of basic education for
everybody. Then, the purpose of aduk: education programs is primarily to protect the
right of all citizens for basic education rather than the creation of new educational
projects which address the specific needs and interests of the adults. In accordance
with this defensive character, corporations tend to protect their interests rather than
propose alternative projects. This affects both students and teachers 6, Finally,
because corporatism is compartmental, adult learners are unlikely to relate their
demands as students with, for example, their demands as workers or tax payers. It is
also difficult for them to articulate their educational demands with similar demands
from teachers or educational researchers.

It is derived from the above comments that corporatism allows an
authoritarian regime to perpetuate a durable set of asymmetric but reciprocal linkages
or exchanges between subordinate groups who receive differential functional pay-
offs and protection from above, on the one hand, and superordinate authorities who
receive information and some degree of volurtarily compliance from below, on the
other (Schmitter, 1975; Grindle, 1980). The essence of corporatism lies in the notion
of occupational groups as the basis of social life. Work not only represents interests
but also orders and regulates a large part of the individual life. In other words,
occupationally derived group loyalties form :he basis of organizing people, not only
for the purposes of making demands upon public institutions, but also for broader
social purposes. According to this, demands are made by groups that are organized
along occupational lines. Individuals influence decision-making only through their
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membership in corporate bodies, while individual demand making would be
considered illegitimate. Only those groups sanctioned, created or accepted by the state
can assume that they would be heard and given access to the government's agenda.
Government allows certain corporate bodies to influence policies and in return,
corporations must control their members. Through this ability to regulate the groups
the state can control demands. The main corporate bodies are business corporations
and trade unions, but officials within the government also constitute an important
group of demand makers and decision makers. In sum, it can be said that the
corporatist model is one in which: a) interests are organized primarily according to
type of job; b) organizations (corporations) are either created or "licensed" by
government; ¢) intergroup behavior is carefi!y sontroiled by government; d)
demands are legitimate only if they eman:te from a certified organization or from
within the government; and ) policies are formulated within a bureaucracy dominated
by technocratically oriented officials.

What are the implications of these features reganding decision-making
processes? Since corporatism is a system that seeks to control society in highly
organized and institutional ways where political conflict and competition are
considered illegitimate, the logical corollaries are technocratic and authoritarian
decision-making. Corporatism implies then segments engaged in groups which in
turn are involved in a corporatist mode of action. These groups are commonly
known as corporations. Typically, the member-of a cozporation interacts with the
outside world through corporate representatives: he/sti¢ pexrceives threats to the
corporation as direct threats to him/herself. In general, he/she sacrifices individual
welfare to corporate welfare. From these considerations, a question emerges: why
should an individual actor engage in corporatist action? In order to answer this, it is
useful to return to the discussion between Olson and Rogowsky mentioned in the

previous section. On the one hand, Olson argues that collective action in pursuit of
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collective goods will never be undertaken voluntarily (i.c., without coercion or
individual side-payments) in any large group. He contends that no member of any
large group can hope to gain enough from the groups activity to pay back whatever
voluntary contributions he/she might make, and that no given individual contribution
will affect the outcome of the collective action. Therefore, a rational member will not
make such contributions. Olson's empirical evidence is very well selected: the case of
the modern Nation-State, which must always rely on taxation that few are willing to
pay. Rogowsky and Wasserspring, on the other hand, mention four necessary and
sufficient conditions under which it would be rational for an individual actor
engage in corporatist action: First, he/she must be a member of a segment
(stigmatized group)”. Second, he/she must perceive, for that group, some group-
specific collective good. Third, he/she must believe, from his/her knowledge of the
‘costs of conversion and from other evidence, that corporatist action offers a probably
“cheaper" way of obtaining the goud than does conversion out of the group. Lastly,
he/she must believe that his/her own contribution or failure to contribute to the
contemplated corporatist action will make at least some difference, however slight, to
the outcome.

With this debate in mind, another question arises: where does the strength of
a given corporation lie? Taking into account the Platonic element of differential
justice (which implies treating members of different segments differently), it is
important to ask first how this differentiation is made. Rogowsky refers to the notion
of "significance" of the segments or corporations. "Significance" seems to determine
-or at least to greatly influence- the treatment that a given segment will receive.
“Significance” is a construct that results from three attributes. The first one is the
relative indispensability of the social role with which the segment is
identified by a given society. One may think, for example, of the increasing

loss of significance of priests as a corporation and the high significance of teachers,
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journalists or physicians. In other words, who cares today about a strike of nuns,
poets or weight lifters? The second attribute is

the relative scarcity of potential occupants for the given role. In Mexico,
for example, as a result of high demographic growth and the scarcity of land,
peasants have today a lower significance than before; the same can be said of non-
skilled workers in urban areas, where an oversupply of manpower exists. In Alberta,
with a high unemployment rate, teachers' significance is lower than before.
Conversely, nurses and computer engineers have today a high significance, because
the demand is still higher than the supply. The third attribute is the number and
cohesiveness of the segment's members as component factors of their
raw physical power. This factor becomes especially relevant -as a potential source
of disruption- when the group has low ranking on the two previous points. Here, for
example, lies the power of corporations like the CNC (National Peasant's
Confederation) or the FTSE (Federation of Governmental Workers) in Mexico, and
in general all massive corporations.

At this point, it would be irs#zi%5:ng to make an attempt to relate the concept
of "significance" to the clientele® of adult education programs. Since the clientele of
these programs usually belong to the lower income segments of the population, how
high could their "significance" be as a group, taking into account the elements of
indispensability, scarcity and cohesiveness? To begin with, in the large cities of
developing societies, where there is a huge surplus of manpower, they are not seen
as indispensabl;. Moreover, since agricultural activities developed by peasants are
mostly for self-consumption rather than for societal consumption, they are not seen
as indispensable in rural areas as well. In more developed societies with capital
intensive economies, only highly trained people are perceived as indispensable, and
frequently this is not the case of the illiterate or low-schooling adults. Neither

Natives, immigrants or low-income adults are perceived as indispensable by
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mainstream society. The second element of significance is the notion of scarcity. In
developing societies, in general terms there is a surplus of manpower in relation to
the capacity of absorption on the part of the job market. The more underdeveloped the
society, the more this surplus (who become unemployed and underemployed) is
loca;ed in the poor (unskilled) sectors of the population. In developed societies, there
is proportionally a larger part of "illustrated unemployment” than in developing
societies, but this does not mean that there is a high demand for unskilled personnel.
Conversely, these people are frequently considered unemployable (with the exception
of momentaneous economic expansions) and consequently they transit indefinitely
between a temporary job and welfare. Again, they do not constitute a scarce resource.
Thirdly, significance is related to the notions of quantity and cohesiveness. The first
requirement is easily fulfilled, since the potential and actual clientele of adult
education programs constitutes a large part of the population. However, the second
requirement seems to be inore important. Quantity is a very poor advantage if it is not
accompanied by cohesiveness. For different circumstances, low-income adults with
low level of schooling have not a high level of cohesiveness. Interestingly, even in
highly corporate societies as Mexico, they rarely participate actively in a given
corporation. But, even if they participate in a corporation -which generally has a low
significance- rarely this participation is related with their involvement in the
educational system. For different reasons, the adult educational system itself does not
seem to constitute a space felt by students to form a corporation (although high
school and university students tend to articulate their demands through pressure
groups and corporations like students’ unions, political parties, etc.).

A problem to investigate is, therefore, why adults learners do not constitute
corporations or at least articulate educational demands collectively, even when they
can articulate other type of demands (land distribution, salary increase, etc.). Three

questions arise at this point: a) Is it because they do not feel competent enough in



educational issues to discuss and bargain with teachers and authorities? b) Is it
because they don't feel that there are really important demands to make in this matter,
in comparison with other areas of social life? ¢) Is it because corporate groups emerge
around occupational activities, and not around educational activities? In relation to the
first question, research in this field states that adults have 2 very low self-esteem,
which is aggravated in areas or fields unfamiliar to them. They also have poor
expressive skills, tend to be traditional in educational issues and glorify the figure of
“the teacher" (Chaparro, 1987; Schugurensky, 1987). Thus, it is unlikely that they
would -spontaneously- constitute a homogeneous group to formulate demands related
to changes in the system, and discuss these issues with instructors and authorities in
their own field. It is like expecting a teacher to willingly compete with a peasant in
growing crops. In relation to the second question, it is clear in the literature that
adults value education, even in abstract terms, as a good in itself which is opposed to
ignorance. However, we don't know very much yet about what they really think on
this matter; for example, if they consider it worthwhile to spend time, energy and
effort in making dermnands as in the occupational area.? This leads directly to the third
question; corporations are located in the workplace or, putting it in another way, they
converge around job activities or economic interests. According to Malloy, "siiice
one's occupation is the major component of his adult life, this is the individual's
major area of concern. Thus, one's worl; not only represents interests but also orders
and regulates a large part of his individual life" (1974:57). In the same line, Hughes
and Mijesky (1984) argue that "occupationally derived group loyalties form the basis
of organizing people". If this is correct, here is a hint to understand why adult
leamners -as learners- do not constitute a demand group, or a corporation. However,
though this could be true for Mexico, in the case of Canada the situation is more
complex because the adults are students on full time basis and receive a payment for

this activity.
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Summing up this section, it is assumed that in a segmented society more than
one segment is essential to social survival, whether it is interpreted as the hierarchical
and just Platonic society or as the inter-dependent Calhounian society. According to
the notion of differential justice, not all segments are likely to be perceived as equally
important to social survival. Although formally all segments have normative equal
status, they are in fact ranked by their potential influence -both positive or negative-
to society. In other v-ords, in estimating the "significance” of any segment itis
possible to foresee the degree to which each segment can help to attain some widely
valued social good (often described in abstract terms as "economic development"”),
and the degree to which, conversely, it can disrupt both that attainment and the very

functioning of society.

Liberalism. S 1 Adult Educati
Liberali ithe S

The Canadian State is generally characterized as capitalist, but also as liberal
democratic (Atkinson and Chandler, 1983). Liberalism is nota universal form of
thought. Instead, it is the product of a particular period of history closely tied to the
emergence of capitalist economic forms and the Protestant Reformation between the

sixteenth and the eighteenth centuries. Although in the beginning liberalism was a

liberating force against cruelty, superstition, intolerance and arbitrariness, by the mid-

twentieth century it had become defensive and conservative. In modem capitalism,
obvious inequities make the once laudable ideals of individual liberalism largely
mythical (Harrison, 1981; Arblaster, 1984; McGrath, 1978; Greenberg, 1978).
John Locke, one of the fathers of liberalism, understood government as a
voluntary association of equal individuals who join together to protect their natural
rights to life, liberty and property. Lockean liberalism includes a commitment to the
notions of individualism, property rights, a free market economy, equality of
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opportunity and a limited state. It is possible to observe in such a variety of
commitments what is perhaps the most crucial contradiction of the liberal democratic
thought: the ciash between equality and property. In current liberal individualism the
right to equality and the right to property are more and more difficult to conciliate,
and put into question the notion of individual freedom. Today freedom means
freedom to compete and accumulate property. Moreover, when the majority of people
are excluded from the process of accumulation, the existence of a fair competition is
doubtful. In fact, in modemn capitalism, the proclaimed values of: liberalism regarding
equal opportunity, limited government, individual rigits, freedom of choice and the
competitive nature of the market which is characterized by small property holders are
constantly contradicted by a society of giant corporations, bureancratized and
centralized government, wage and salary earners and limited social mobility (Young,
1973; McGrath, 1978).

Such contradiction has historical roots. In fact, liberal democratic thought was
built on two corflicting tendencies: the democratic principle (which stresses that
every person is =atitled to political participation and social equality) and the liberal
principle (whii:% states the individual's right to unlimited acquisition of pioperty).
Liberal democr.«y has tried to combine its two meanings of democracy: freedom of
the stronger to put :'own the weaker under the legality of market rules, and b)
effective freedom of all to use and develop their capacities (Macpherson, 1962).
However, despite internal contradictions and gaps with reality, individual liberalism
is still the hegemonic ideology in modem capitalist societies. In Canada, its main
values and explanations of social reality are dominant in the political culture and are
shared by the majority of the people (Marchak, 1975). These values are taught by the
principal institutions of socialization in capitalist societies, and usually serve to

legitimate the capitalist order. Following Greenberg (1978), it can be said that this
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legitimation pr;)cess is done in a variety of ways, among which four are of special
importance.

Firstly, liberalism helps to legitimate private business decision-making. Since
liberalism encourages among the population a respect for private property and a
general hostility to State intervention into the affairs of private enterprise, it leaves the
capitalist class relatively free to act in its own interest without interference, controlling
production and prices. Liberalism also establishes an artificial separation between
politics and economics. By claiming that politics must not interfere in business (except
when it helps the corporation), liberalism prevents the people from forcing business to
act in socially responsible ways. Secondly, liberalism stimulates production
encouraging overconsumption. The survival of the capitalist system depends upon
expansion. For the global economy, no growth means underutilization of capacity.
For the purposes of political stzbility, no growth means unemployment and social
discontent. For the firms, no growth means declining profits. Growth depends on an
ever-expanding consumption of goods and services, either by the govemment or by
the people. Since public consumption is always in danger of becoming satiated, the
system needs to encourage it, including of course superfluous consumption. The
individualistic energy of liberal society, once expressed in entrepreneurship, is now
redirected into the massive consumption of goods and services. Liberal values, with
their emphasis on competitive individualism, direct people away from their real needs
and send them to the next step of consumption. Thirdly, liberalism helps to justify the
free provision of trained manpower for the business sector. Industry permanently
needs trained manpower for different occupations and positions, as a condition for the
reproduction of the labour force. Who must pay for this training? Often the individual
or the taxpayer pays through the structure of the state, and rarely the enterprises,
which in this way get free input for their production system. As stated above, the state

is considered uncooperative unless it helps business. Under the socially shared goal of
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free education, it is possible to observe a transference of resources from the public
sector (and the civil society, through taxes) to the industrial sector. In the area of adult
education, the regular provision of trained chefs, bar tenders, secretaries, auto-
repairmen or plumbers for industry at no cost are common examples oi this
transference. Finally, and key in the context of this research, liberalism undermines
collective definitions and solutions of problems. It has been typical of liberals,
including even Keynes, to point out the inevitability, and to some extent also the
desirability, of social and economic inequality. But liberalism explains inequality as a
result of individual differences. On the one hand, liberalism stresses the belief that
each person is responsible for his/her own way in the world, and therefore there is no
one to blame but the person for what he/she gets cut of life. Lack of talent, intelligence
or perseverance are seen as common deficits which explain the failure of’ those left
behind. Capitalist organization requires workers to believe that it is their own fault
that they are in the lower positions in the social and occupational structure. If workers
did not accept that the capitalist system only rewards the deserving, they would rebel.
These ideas are internalized through the so called educational apparatuses (Althusser,
1972; Bowles and Gintis, 1975). On the other hand, liberalism leads people to see
others as competitors and therefore to distrust them. Individualistic explanations of
their situation, self-blame and distrust inhibit the development of any movement by the
disadvantaged who share a common sct of problems. The atomization of the
dispossessed is perhaps the most important function played by liberalism for modern
capitalism. John Stuart Mill, in On Liberty, opposes not only government interference
but also any kind of action in which individuals band together and act as a collective
body. As Arblaster (1984:46) points out

P e e e e

of working together. Mill believed that collective action implies smaliness on the part of
individuals rather than the largeness and power of the institutions they band together to oppose”.



This legitimation is key for the purposes of this research, since it helps to
illuminate the answers of teachers and students in the Canadian sample and explains
the conditions for the existence of a "pathological model" in the area of adult
education. At the core of liberal ideology is the notion of individual freedom. For
Friedman, "the country is a collection of individuals who compose it", and for Mill
the individual is the key to social progress. In this view, each person is perceived as a
discrete, possessive individual, whose main social nook in life is found in either
entrepreneurship or consumerism. It assumes that every person has equal
opportunities to succeed in life, regardless of gender, class or ethnic considerations.
Liberalism stresses the notions of meritocracy and competition, mainly through
educational attainment. Meritocracy is claimed to be the basis for selection to
positions of authority, ensuring that members of lower levels of the hierarchy will not

step out of line.

In Canada, the expansica & : 2! 2ducation can be understood as part of the
Welfare State policies. In thi< o w27y, wie liberal state has the peculiar characteristic
of being also a Welfare State. The development of the Welfare State has been
described by some writers as a sum of unplanned and unconnected governmental
responses to social pressures, especially from the poor sectors of society
(MacDonagh, 1958; Roberts, 1968; Bruce, 1968; Gilbert, 1966). In this view, policy
formulation under the Welfare State has been analyzed in terms of pragmatic
adjustments between claims, interests, budgets and resources, in a technocratic
process which does not consider principles, ideology, a model of society and
therefore the search of ultimate goals. From another perspective, however, it seems
that the Welfare State was the outcome of the prevailing ethical and economic thought
within the liberal tradition (Freeden, 1968; Gerber, 1983; Therborn, 1987) 10, In
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fact, the Welfare State has an cthical side based on the old liberal principle of
equality, but also has a very practical and efficient economic aspect; in the Welfare
State, business considerations meet the tenets of the ethical liberal tradition.

The development of the Welfare State was not easy, and many liberals
opposed it. Individualism, laissez faire and fear of state activity are in fact old tenets
of liberalism. The main fathers uf modernity (Macchiavelli, Hobbes, Spinoza, Locke
and Rousseau) conceived man as essentially asocial and selfish. With the passing of
time, dogmatic insistence on laissez faire gave way gradually to a belief in a degree of
state intervention in the economy, especially after Keynes influence in the New Deal
implemented by Roosevelt in the US during the 30's. In Canada, the fascination with
Keynesian economics within the bureaucracy, coupled with the Depression and the
tendency toward the centralization of the political system generated by the war,
sparked a willingness for government activity in many areas of social and political
life. However, the Welfare State is still rejected by neoclassical liberals such as
Nozick, Hayek and Friedman, who argue that since distributive policies are
controlled by the State, the range of personal freedom is narrowed. Even today, some
advocates of' this radical individualism conceive the world as a marketplace in which
isolated, autonomous individuals with no social bonds relate only though exchanges
where they receive or give personal goods for private gain and satisfaction. The old
liberal rejection against the doctrine of taxation according to benefits received, for
example, perceived this policy as an individual's compulsory contribution to the
expenses of the social organization, as it was a bill to be paid by the private citizen.
Moreover, some even argue that any type of taxation of earnings is like forced or '
conscripted labor because it requires that some individuals work against their wi for
the benefits of others. Thus, neoclassical liberalism insists that modem liberal

societies must return to the classical 19th century principle of laissez faire.1! |
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The development of the Welfare State in liberal societies could be understood
as the result of a combination of factors which led modern liberalism to acknowledge
the necessity of government planning. Even more, it can be seen as an intelligent
answer to the new needs of the capitalist system in times of deep recession, as well as
to existing and probable social and economic problems. In this view, the Welfare
State is functional to the Capitalist State 12, and its rationale comprehends a variety of
areas. Among them, the most mentioned factors in explaining the development of the
Welfare State are: a) the avoidance of social unrest through legitimaticn, particularly
the mediation of demands; b) the reproduction of educated and healthy workers; c)
the need to increase the power of consumption; d) the necessity to guarantee the re-
investment of capital, and ) the need to be consistent with the old ethical liberal
tradition of fairness and equality.

To begin with, one of the main rationales for the establishment of a Welfare
State is to provide security for capital accumulation. If the main purpose of capitalism
is maximization of profits, and if egalitarian policies could diminish material utilities,
how did the liberals manage to insert welfare measures within the capitalist
framework? One important issue is security. In fact, early liberals such as Bentham
realized that "without security for unequal property there would not be incentive for
capital accumulation, and without capital accumulation there would be practically no
productivity (quoted in Macpherscn, 1964:489). In some ways, "welfarism" helps
to mediate workers' demands, cooling off a possibie social unrest (Therborn, 1987).
Hobhouse, perhaps one of the first architects of the liberal welfare state, argued that
the problem was not to destroy property, but to restore ittoits rightfiﬂ place under
the conditions suitable to midérn needs.

A second purpose of the Welfare State was to guarantee the simple and
complex reproduction of the labour force. [n the beginning of Capitalism, market

regulated societies. But since market societies do not evolve by themselves, the State



needed to create the conditions under which these markets could efficiently operate.
The problem was how to develop a system which allows people to subsist
independently of markets, but at the same time induce them to participate in them.
Market economies proved to be efficient for production, but not for reproduction.
Without the creation of Welfare states, people will die, revolt, or both. It is not byA
chance that Welfare States are conceptualized as social systems of human or social
reproduction (Polanyi, 1944; Therborn, 1987; Myles, 1988). The need to provide
conditions for workforce reproduction has been recognized by liberals since the
beginning of the century, when they presented
state medicare for children as an investment which would return a useful workforce.
For them, health meant efficiency, and the living wage was defended using the
arguments of material gain, utility and rates of return. At that time, the necessity of
reproduction was clearly stated by Hobson (1904:54), who said that "pay should be
the return made by society. not for the work they [the workers] have done, bat to
enable themn to do more work in the future”. For these thinkers, it seemed obvious
that the private sector would attain highly beneficial results from the provision of
healthy, trained and adaptable manpower by the state.

A third necessity which pressured for the creation of the Welfare State was
related to the purchasing power of the population. Industrial re-activation needs a
consumer market in expansion, and this was not growing appropriately during the
times of recession. The major concern of Keynes, Roosevelt's econoniic adviser
during the thisties, was in fact to increase the level of mass purchasing power as the
main means to re-stimulate investment in the private sector. Frankfurter defended
progressive taxation against regressive taxation which curtails the purchasing power
of the great mass of consnmers.

Fourth, the capitalist system must face-enormous difficulties if capital is not

properly re-invested. According to this need, one of the main arguments on increased

71



taxes for higher income groups (one of the most debated issues of the Welfare State)
was to avoid "oversaving". This is the tendency of the rich, especially in periods of
low rentability, to hold onto part of their income as liquid reserves rather than to
invest it into generating employment or to spend it in activating the market via
consumption (Gerber, 1983).

Finally, the Welfare State is also based on the ethical liberal tradition of
faimess and equality. It is argued that major contemporary critics of liberalism have
seriously misinterpreted the origins of liberalism, which proclaims a commitment to
individual freedom and self-determination, but also to social, economic and political
egalitarianism. In fact, in the roots of liberalism there is the claim that the gulf
between the highest and the lowest incomes should be narrowed; original liberal
principles recognize the worth and rights of labor and endorse the task of erecting a
code of social legislation to make life "happy and just and full of opportunity to all"
(B.C. liberal association, 1928). The retum to the egalitarian sources of liberalism
was partly due to the Marxist influence on many “positive" liberals 13, In fact, these
liberals influenced by the principles::€ #%%: and equity gradually recognized that
individual inadequacies were the #+4l1 of sowies causes, thus extrinsic to the
individual. They also accepted that often the right to freedom means little to those

who are poor, and that economic liberty often is associated with social injustice.

Roosevelt himself argued that the government must use all its power and resources to

meet new social problems that arise beyond the power of individuals with new social
controls, in order to insure the average person the right to his own economic and
political life, liberty and the pursuit of happiness (quoted in Koemer, 1985:331).
However, it is argued that such progressivism was co-opted by the deminant elites
(Gerber, 1983).
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Summary
Throughout this chapter, it was argued that there is a structural compatibility

between corporatism and concertation, on the one hand, and between pluralism and
pressure, on the other. Corporatism is a central feature of the Mexican state, while
liberalism is the main ideology of the Canadian state. Corporatism consists of a
system of representation of interests, and corporations are recognized, licensed or
created by the State, which in exchange expects control over demands. The main
corporations are capital and labor organizations. The potential clientele of adult
education programs, mainly unemployed, underemployed, self-employed,
homemakers and peasants, are usually excluded from such corporations. Therefore,
the corporatist regime system needs to create means to incorporate that
disenfranchised population into the rules of concertation. The massive development
of adult education systems in Mexico seems to be part of this strategy.

Liberalism his a great faith in private enterprise, in the profit motive and in
the importance of meritocracy in a supposedly classless society. It also fears a
coercive state authority, assuming the existence of an impersonal authority embodied
in the notion of a free functioning market, which is perceived as an impartial and
efficient arbiter of human affairs and the most appropriate means of motivating
human beings to work diligently. Liberalism does not recognize that the existence of
private power poses no less a danger to freedom than does the exercise of public
power (Gerber, 1983). The philosophy of the welfare state constitutes an
actualization .of the liberal individualist ideology to the modern needs of capitalism.
The development of adult education systeris in Canada was one of the policies of the
welfare state.

In short, in Hoth countries the development of a massive system of adult
education was a result of idzological and political reasons related to the dominant

character of the state. In the ideologica® ground, there is a clear ethical commitment
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towards social justice, due to the 1910 Revolution in the case of Mexico, and to the
"positive" elements of the original liberalism, in the case of Canada. In the political
sphere, what prevails in Mexico is a legitimatory action and the necessity to
incorporate large marginal groups into the rules of concertation of a corporatist
society. In Canada, the modern political rationale of liberalism lead to the
establishment of a welfare state, which provides certain conditions for the
reproduction of advanced capitalism. The ideologies of corporatism and individual

liberalism will be key to understand the patterns of answers of the interviewees.

LEndnotes

1 The authors give also examples of both types of action. In this perspective, an American
Southemer who votes in support of his racial group -disregarding his individual economic interest- is
« corporatist. Other who votes his pocketbook instead of his skin color, is an individualist.

“ In a general sense, including women and men.

3 State is understood as different than government, under the assumption that the relationship
between the state and corporate groups is different from that between pressure groups and elected
govemments. It is argued that corporatism is becomirg the dominant feature of the 20th Century
state, while liberalism was the feature of the state: irivg the19th Century,

4 The corporatist state is sometimes perceived as a 7w zolithic entity with 22 unified purpose. Such
analysis misses an understanding of the contradictions and power struggles within the state and its
allies. Interestingly enough, the government itseif -under specific conditions derived from intra-elitc
struggles- may erode the power of an organization or union which "belongs” to the regime,
strengthening an altemative -more democratic-based- organization. This happened in Mexico -in the
educational area- during the last two presidential periods: when the political power of the teachers’
union (until that moment protected by the regime) had enough po'sr to threaten the authority of the
govemment, it contributed to create a new group within the union t¢-counter-balance the power of
the union's leaders. In the agricultural arena, a similar case occurred whe the group of the current
president, Salinas de Gortari (in the context of a tremendous rivalry between different Secretaries of
State foz the pre-candidacy of the PRI) indirectly supported an opposition peasant organization,
encouraging their leaders to demonstrate against the then Secretary of Agriculture.

5 Wairda goes still further, arguing that Corporatism "represents an effort by the Iberic-Latin nations
to rediscover their own "third w3, distinctive from either the socialist and the capitalist one,

6 For exaiple, teachers tend to emphasize wage increases and working conditions, and adults demand
study circles in the workplace or efficiency in textbook distribution, but rarely any of them propose
an alternative way of doing adult education,

7 For the authors, segment is any group linked by a common stigma. Stigma is any mark with low
costs of information and high costs of conversion (i.e. sex, race, accent).

8 Following Philiph Coombs {1973) aduits are clients of the educational system, because they
voluntarily choose to participate in the system (as opposed to the childrer, who must compulsory
integrate into the system).



9 It was suggested that, in order to raise the significance of aduit learners regarding educational decision-
making, something can be done within the adult education system itself. A possible strategy should
include a political and:in educational aspect. The first, following the model proposed by Grindle
(1980:221-222), involves strengthening the significance of the low status clientele by committed
authorities, This wou’] enable them to progressively organize and aggregate their demands and to
participate in decision-making processes. Such processes should search a congruence among three needs:
regime’s needs, agency's necds and clientele's needs. The second aspect, following Cross (1981:152),
consists in the creation of "gourmet leamers”™ with a high "educational taste”. In both processes the role of
teachers is crucial.

10 Moreover, according to Freed»n (1978:249) "on few subjects was there greater unanimity of
opinion than on the decisive role of theory in determining welfare legislation and social
reconstruction”.

1 The free trade with the US in Canada and the GATT in Mexico are expressions of this ideology.

12 In reference to the New Deal, Gerber (1983:10) argues that it constitutes the foundation of the
modermn liberal state. He points out that in the long run, those who benefited the most from the
expansion of the powers of government were the wealthy and the privileged. Rather than serving as a
means of eliminating the root causes of the social problems, liberal reforms like the New Deal
helped to sustain an unjust social system.

13 In this perspective, the Welfare State is also seen as a response of "positive" liberals who had
conflicts of conscience after years of socialist criticisms (Berlin, 1979; Freeden, 1978; Koemer,
1985:310).
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CHAPTER IV
CASE STUDIES: SOCIETY AND ADULT
EDUCATION IN CANADA AND MEXICO

Introduction

The two countries selected for this research have important differences but
also interesting similarities. Differences include a variety of aspects, from GNP to
predominant religion, from the character of the state to modern history. However,
both Canada (especially Alberta) and Mexico share some common characteristics in
areas as diverse as economics, geopolitics or culture. Differences betweer: the two
countries are obvious for any observer and do not merit major description. Just to
mention some of them, the Canadian Gross National Product is much higher that of
Mexican, and this is reflected in the quantity of goods and services available to the
population. On average, the standard of living in Canada is higher than in Mexico.
In Canada, the hegemony of Protestantism is related to the work ethic, the
entrepreneurial spirit and specific patterns of capital accumulation. In Mexico, the
influential Zatholic Church preserves traditional pre-capitalist values through an
authoritarian structure. As advanced in the previous chapter, the distinctive
character of the state in Mexico is corporatism, while Canada is considered to be a
Welfare state. The explicit ideology of the Mexican State is populist nationalism
built on the inheritance of the 1910 revolution; in Canada, the ideology of the State
is based on the liberal-individualist tradition. In the present century, the history of
Mexico presents social convuisions, civil wars and a political system controlled by
only one party which had the patrimony of the government for more than sixty
years. Under the principle of political pluralism, Canada exhibits a model of bi-
partism with liberals and conservatives alternating the access to power in a context

of stable conditions.



Communalities between Mexico and Canada (especially Alberta) are not
as obvious as their differences. To begin with, although to different degrees, both
societies follow a capitalist model of development based on the exploitation of
natural resources. Secondly, both countries share a border with the United States,
a country with which Mexico and Canada have their main economic trade.
Moreover, they are somewhat politically dependent from decisions taken in the
neighboring country. Third, both societies shared the benefits .of the oil-boom
during the seventies and the posterior recession during the eighties. Both
countries are subject of criticism for not having diversified the economy during
the oil boom period, and today the most important public expenditure is directed
to the payment of interests on the debt. Fourth, both societies have a broad
variety of ethnic groups, particularly Natives, which in both cases are
economically, politically and culturally marginalized. Fifth, in both countries
large sectors of the population are excluded from the benefits of basic education.
Sixth, in both countries the economic situation is deteriorating every year,
affecting primarily disadvantaged groups.

Regarding their adult education systems, both countries have implemented
an extensive institutionalization of programs and activiiies during recent decades.
In both countries the clientele represents the marginal seciors of society,
especially the poor, Natives and women. However, #wo distinctions must be
mentioned between the two adult education systems. First, the Canadian system
presents a higher degree of professionalism. In academic upgrading, the Mexican
public system of adult education relies on volunteerism, while in Alberta the
system recruits basically professional teachers who are paid for their job. In ski’l
upgrading, although in Mexico they receive payment, they are hired by the hour
and the requirements to be hired are flexible; in Canada skill upgrading teachers

are generally full-time einployees of the institution and they need to have a
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diploma in a trade or specialty. Secondly, the Canadian system presents a higher
degree of formality and institutionalization. In fact, in Canada practically all
courses are taught in a centralized building which operates as a school. In
Mexico, indeed, although a formal system of adult education also exists 1, the
most extended form of operation consists in using the resources of the
community. In order to analyze these commonalities and differences, the present
chapter includes three sections. The first two sections deal with adult education in
Canada and Mexico, respectively, within the framewaork of the current social,
economic and political situation in both countries 2. In the case of Canada, a
special reference to the province of Alberta is made. The third section, as a

preamble for the following chapters, includes a general description of the sample

in both countrics.

With a total population of 25,963,000 inhabitants, a gross national product
per capita of $13,670 and a life expectancy at birth of 76.3 years, Canada is one of
the seven most important capitalist countries. However, although Canada is
gererally considered a developed country, in terms of trade and foreign investment
it is considered a dependent society. According to the Interpretation Center (1989)

The development of our country has always been carried out in function of the interests of
its metropolis, whether it be French or English...Four hundred years later, the situation
remained unchanged. We still export raw materials (wheat, ore, oil, wood) and import
finished products (automobiles, household appliances, television sets, industrial machinery,
etc.)

Foreign ownership and control are especially dominant in the resource and
rnanufacturing industries . Canadian ownership tends to be in the less strategic and
technologically less advanced industries. It is argued that one of the implications of the

share of foreign companies in the Canadian economy is the loss of political sovereignty
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and domestic control over decision-making (Marchak, 1975). Although Canada is an
affluent country as compared to less developed ones, it is also true that during the last
decades Canadians have suffered a deterioration in their standard of living. In 1975, for
example, a minimum wage worker could earn 81% of the poverty level income for a
family of three. By 1986, the same worker could earn only 46 percent. The real
purchasing power of Canadian families is also falling. The average Canadian's earned
$500 less in 1986 than in 1975. Rents are rising rapidly; in some cities, parents spend
between 40 to 70 percent of their income:s on housing. Today, the national debt stands
at more than $320 billion, and grows by about $30 billion a year. As a result, the
government now spends more money on debt interest payments than on any one
program, accounting for nearly 35 cents of every tax dollar. Moreover, according to the
last IMF semi-annual economic outlook, Canada's economy is lagging behind the rest
of the industrialized world during 1989 and 1990. While the 20 other major industrial
countries are growing an average of 3.5% and 2.9% for 1989 and 1990, respectively,
Canada is experiencing a growth of only 2.5% t_‘or 1989 and 2% for 1990. This
represents an economic slowdown with respect to its 5% growth in 1988. However,
the economic crisis is not affecting everybody equaily. In fact, the gap between rich
and poor has been growing at least since World War II (Porter, 1967; Johnson, 1973).
In 1986, the poorest 40 percent of Canadians received less of Canada's total income
than in 1980. Meanwhile, the wealthiest 40 percent increased their share of total
income. In this context, it is not a surprise that the demand for food banks and other
charity services has sky-rocketed, and that more poor children are falling behind in
school (Canadian Council on Social Development, 1987).

The province of Alberta does not constitute an exception to this situation of
deterioration. In Edmonton, the capital of the province in which roughly half of the
Canadian sample of tkis study were concentrated, the pescentage of babies born to

single mothers has doubled in the last decade. Ten years ago only 12% of babies were
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born ¢ single mothers, while today the proportion is 25% (one cut of four babies).
Edmezion alone has about 30,000 single parents, 85 to 90 per cent of them women.
Since nearly half of the families headed by single women live below the poverty line,
the future of those children born in such situations is very uncertain. In the upcoming
years, financial constraints in the provincial budget will affect the provision of basic
services. As Labour Minister Elaine McCoy stated, Albertans will have to decide
between heart transplants, school lunches or higher pensions. If this was not enough, in
1987 Edmonton led the country in violent crimes for cities with populations greater than
500,000 (The Edmonton Journal, September 30 and October 1-2, 1989).

According to the current social and economic trends in Canada and in Alberta, it
is possible to foresee for the upcoming years an increase in five areas: a) women's
participation rate in the labour fort#, b) service industries, ¢) part-time jobs, d)
unemployment, and e) budget and tax reforms. First, between 1966 and 1985, the
participation rate for wc;men has risen from 35.4% to 54.3%. In 1984 there were 4
million women in Canadian work force, and this amounts for 50% of women of
working age. Women work mainly in the service industries, in low-wage and low-
status occupations, and are more vulnerable than men to economic shifts (Pannu, 1988;
CAAE-ICEA, 1984; Canadian Social Trends, 1986). Second, there has been a rapid
increase of service industries, in which total employment grew by 61% between 1970
and 1985 as compared with only 13% growth in the goods-producing sector. In 1984
the proportion of the work force in service industries was 65%, and only one year later
was 70%. As of 1976, the labour force of Northern Alberta was mainly employed in
Service and Trades (45%), Agriculture (26%(), Manufacturing, Construction,
Communication and transportation (20%), and Energy and Forestry (9%). Third, and
closely associated with the growing of the service sector is the increase of part-time
employment, as high as 78% in ten years (1975-1985). Part-time workers are

predominantly female (72%), have lower wages, lower pension coverages, lower
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unionization and lower protection by collective agreements. The fourth factor affecting
the Canadian economy is the rise of unemployment (and underemployment), which
strikes especially young people and the undereducated. The unemployment rate,
associated with technological changes, is higher today than at any other time since the
Second World War. Fifth, with the establishment of budget changes and tax reforms, as
well as cutbacks of social programs in order to reduce the deficit, the total value of
family support will decline even further than today.

Considering this framework, it is possible to predict that during the next decade
poverty will affect more sectors of the population. There will be more people affected by
unemployment or seasonal employment, low wages, ifiadequate job benefits and
insufficient government income supports. Women and groups discriminated against will
continue earning lower wages. Since the vicious circle of poverty clearly states 'that
children are poor because their parents are poor, the levels of infant mortality, school
dropout and illiteracy will increase. This mezns that the problein of the existence of a
large sector of adults with low levels of schooling will not diminish in the near future in
Canadian society. On the contrary, it will remain the same or it will even increase.

Adult education policies and programs will be developed in the context of these

challenges.

Between 1971 and 1981, the median number of years of formal schooling of
Canada's adult population rose from 10.6 to 11.8. This means that millions of adult
Canadians did not complete the 12 years of what is considered basic education.
Although many of the reasons given for school leaving relate to school experience, such
as poor achievement, they also may -along with financial and economic reasons- be
attributed to social ciass differences (Porier, 1965). Through adult education systems -
which claim to be adapted to the needs of the aduit population- these adults may pursue
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accreditation or to advance their personal interests (Canada Year Book, 1987).
According to Welton (1989) adult education in Canada had given itself the impossible
task, like public schooling in mid-19th century Canada, of equalizing the classes
without abolishing class domination. In order to illustrate this point, he cites a
document written in 1922 by the University of Toronto in which this institution
presented its understanding of the nature and purpose of adult education. The document
stated that because the "whole basis of national unity rests upon the theory of the nation
being an aggregation of persons who, on the whole, think alike, and it is very difficult
for two sets of people to think alike who speak more or less different languages and
think in different categories"... a "large expansion” of adult education was called for.
Therefore, Welton comments, "incorporating the workers into this higher culture is
inti}nately bound up with the extension meﬁphor: to.extend mezsis to control” (p.95).
Thus, for Welton, the fundamental motivation for expanding/extending adult education

" in Canada is to promote social harmony between capital and labour. In the same vein of
Welton, Martin and Williams argue that adult education in Canada applies a "functional”

or ..zoach, training people to fit the needs of the job market. It considers
he heme economicus and not the education of the whole person.
_ stoach, which emphasizes the notion of functional literacy, the
sis society means to function within a given environment -fitting
of behavior- and not to have a critical understanding of it and the

_stupon it. It also implies the fragmentation of literacy, tailoring it to fit a
particular job, which further leads to a fragmentation of the leamer ( Martin and
Williams, s/d). From a similar perspective Kathleen Rockhill, in her book on the
professional building of adult education practice in the US, suggests that "adult
education" as a professional practice was developed quite consciously to exclude
socialism, perceived as "dangerous knowledge" and describes the rainbow of

ideological constructs used to fulfill this purpose (Rockhill, 1985). Since the US has a



%3

major influence on the economy and politics (Goodman, 1966; Williams, 1971; Hughe.
and Mijesky, 1984), and considering the explicit rationale of policies such as the
Colombo plan3, what Rockhill says about the US could also be true for the Canadian
adult education system.

Adult Basic Education is also seen as a "creaming" operation where
enrollees are extremely small compared with the real demand and are not really
répresentative of the "hard-to-reach”. As a matter of fact, since its organizational
stmcturé, methods and materials are relevant for only a limited segment of its
potential clientele, ABE programs in North America reach fewer than two million
of the 60 million target group (Greed, 1983; Mezirow, 1975). In Canada, the
potential clientele seems to be larger than it is usually thought. In fact, using
schoeling as a proxi, it is possible to estimate that a large proportion of the
750,000 Canadians who have less than five years of education are totally or
functionally illiterate. Similarly, a great percentage of the 290,000 with between 5
and 8 years of schooling can be considered as illiterate to various degrees (see

table below).

Table 4-1; Nu

Totalaged 15 Less than 5 yrs 5-8 yrs of Less than 9 yrs

and over of schooling schooling of schooling
1961 11,046,505 1,024,785 4,141,561 5,166,346
% 9.3% 37.5% 46.8%
1981 16,438,465 775,645 2,289,115 3,664,760

% 47% 17.6% 22.3%



Although both absolute and relative numbers have decreased in the 20 years
period examined in the table, they still remain considerable taking into account that
society's qualification requirements have actually increased (Wagner, 1985). The
recognition that illiteracy and low schooling are not a minor problem in Canada
became more widely accepted after the release of the Southam Report (1987),
which summarizes the results of a survey carried out by the a research team called
the "Creative Research Group" on the situation of illiteracy in Canada 4. According
to the Report, four and a half million Canadians are so confounded by printed and
written information that it is difficult for them to cope. The research found that 8%
of the adult population is basically illiterate, 16% is functionally illiterate and 9% is
only marginally literate. This means that in between one fourth (24%) and one third
(33%) of the Canadian adult population is not able to read and write properly
according to the standards stipulated by the jury panel selected by the Southam
Report. At this point, it is important to point out that any study dealing with literacy
has difficulties in defining the term, since no universally accepted definition of
illiteracy yet exists. Diverse reasons could be accountable for this problem; two are
especially important. Firstly, literacy and illiteracy are not absolute phenomena. In
this regard, The Southam Report points out that illiteracy does not necessarily mean
the complete absence of an ability to read, and, conversely, literacy cncompasses a
broad spectrum of capabilities. Literacy, then, is not a single skill but & set of
complex information processing skills. In fact, persons possess literacy skills in a
broad scale, from the ability to read a very familiar word (such as their own name),
to the ability to decipher detailed prose, to comprehend it or to interpret and judge
it. Secondly, the border between literacy and illiteracy is very diffuse due to the fact
that it varies, as the Southam Report recognizes, "from society to society".
Therefore, each society has to define in very practical terms the minimum level

required by its members to fully participate. Obviously, this level is different for an
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agricultural society, r an industrial society and fora post-industrial information
society 5.

Despite its conceptual and methodological problems, The Southam Report
must be recognized for the attempt to assess literacy levels avoiding the use of
'proxies' such as 'grade-level achicvement’ or 'performance at a grade level of
achievement. In fact, the Sontham Report detected that 13% of the sample were
"false literates", that is adults who have achieved grade 9 education -and therefore
are considered as literates by Statistics Canada- but failed to pass the Southam
Report test. Conversely, it was found that 9% of the sample were "false
illiterates"; this is to say, adults who have less than grade 9 education but
satisfactorily passed the Southam Report test. This mismatch between whata
diploma says and the actual ability to perform an academic task was largely
pointed out by the Canadian teachers. As one of the interviewees at AVC said

There are two figures here; the one that he says on paper and the one of what he actually can do.
Okay. Now what he says on paper generally speaking is grade 9 o grade 10 but the real grade
level they are functioning at is around 5 or 6. There is a discrepancy, because of deficiencies in
schools there is a very regrettable tendency which is encouraged by the Department of Education
1o do this automatic promotion.

This gap between papers and reality is reflected in the findings of the
Southam Report, which stated that, according to their sample, 56% of the adults
who had no secondary education are illiterates, and illiteracy reaches 24% among
high school dropouts. Astonishingly, 17% of high school graduates and 8% of
university graduates are reported to be illiterate. In relation to the impact of
illiteracy in the national labour market, the study reports that one out of six
working Canadians is illiterate. However, and surprisingly, illiterates do not
seem to be left behind much in terms of income. According to the Southam

Report, they earn as much as two-thirds of the income of literates.
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In order to raise the participation of the potential clientele in adult education
programs, one of the suggested strategies is the establishment of an educational
leave policy. In fact, following an eight-month study of the background and
reasons for educational leave, the National Advisory Panel on Skill Development
Leave recommended in 1984 the institution of an educational leave policy in
Canada. The panel stated that a paid educational leave should become a regular
feature of work life in contemporary Canada, especially regarding women,
Natives, unemployed youth, disabled adults, immigrants, minority groups, older
adults and those threatened with job loss and skill obsolescence. This conclusion
was based on the following reasons: 1) equity in allowing persons who initially
reject further training to acquire it later in life; 2) the need to update skills in
workers whose skills are becoming obsolete; 3) a reduction in unemployment by
removing some persons from the work force; 4) granting individuals a time for
growth that may result in economic development for the country; 5) the need to
develop basic skills in some persons, and 6) planning for work force
restructuring as a result of technological advancement. Among the barriers to
establish such policy, the panel included cost, lack of child care, attitudes,
schedules and regulations of educational institutions, lack of information about
adult education and overly centralized control of Canadian employment centers.
Although this strategy could be useful, it fundamentally addresses the needs of the
economically active population. Given that a great proportion of the actual and
potential clientele of AE programs is not employed, it is not clear how this
proposal could respond to the needs of the unemployed, homemakers,
youngsters, disabled adults, etc.

Although Alberta is a province with a relatively low unemployment rate
and a high standard of living, there is a fairly large population of functionally

illiterate adults. The 1971 census indicated that of the Alberta residents out of
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school and over 15 years of age, 28% reported their educational level as less than
Grade 9, and 62% of them lived in urban areas and only 6% of them are in the I5-
24 age bracket (Thomas, 1977). The 1981 census indicates that 239,140 adults
over age 15, representing 14% of the adult Alberta population, have not completed
grade 9, and 1,273,485 people, or 76.1% of the adult population of the province,
nave finished between 9 and 12 grades of school. Adult education activities in
Alberta are carried out by governmental and non-governsnental organizations.
Among the latter are the Project Second Chance and the Alberta Association for
Adult Literacy, and among the former are the Alberta Vocational Centres (AVC)
and the Community Vocational Centres (CVC). The Project Second Chance
attends te youth from 13 to 18 years old who are unablé to cope in regular school
programs, and its goal is the re-integration into the mainstream school system. In
this program, most clients are sponsored by government departments. The Alberta
Association for Adult Literacy (AAAL), among other institutions, offers voluntary
tutoring programs in communities throughout the province 6, Volunteers working
in these literacy programs in Alberta are primarily women and present the same
features as that of their counterparts in Mexico: they have no tenure, no security
and no benefits. In reference to the working situation in volunieer literacy
organizations, the president of the AAAL said that "we have created a women's
ghetto" (Chang, 1989b).

The Alberta Vocational Centre (AVC) and the Community Vocational
Centres (CVC) are provincially administered aguit education institutions. As
provincially administered institutions, their programming mandate is developed in
consultation with the Department of Advanced Education.” Unlike Mexico,
where adult students receive little or no any direct financial assistance, almost
ninety percent of the AVC students are sponsored. The miost important sponsor,

Alberta Vocational Training (AVT), emphasizes the vocational orientation of the



programs (Fahy, 1984; Lindman and Sokolik, 1988). In fact, among the explicit
purposes of the AVT fund are "to facilitate and encourage 'disadvantaged and
disabled' persons to undertake training programs which will enable them to enter
or re-enter the labour force”, "to make the under-employed more employable by
means of skill training courses” and "to meet the manpower needs of government
and industry” (AVT, 1978:1-3). This "employment oriented" philosophy of the
institution is complemented by statements which stress that the training provided
at AVC will increase the student's "opportunities for employment” (CEIC, 1977),
that these programs are designed "to overcome skill shortages, accelerate
economic growth and development, and facilitate industrial adjustment"
(Minister, Canada Employment and Immigration, 1982) or that "Alberta's future
depends on the development of a resourceful, adaptable and skilled labour force"
(AETNA, 1982:133). A former President of AVC Edmonton also said that the
"AVC's setvice role is to serve the disadvantaged through the provision of
programs and services that will assist them in obtaining and keeping
employment” (quoted in Fahy 1984:90). To conclude with a last example, a large
poster of institutional advertiserrent located in the main hall of one of the AVC's
presents a picture of people representing different trades (a chef, a mechanic, etc)
and the following slogan: "We provide peuple with the right attitudes and the
right skills". This “job oriented” perception of adult education is part of the
general "manpower orientation" or "economist" approach to adult education on
the part of the Government and the media. As a matter of fact, thg October 1,
1986 Speech from the Throne included the government's commitment to "ensure
that Canadians have access to the literacy skills that are the prerequisite for
participation in our advanced economy". In the same vein, a discussion paper on
literacy signed by the Department of the Secretary of State of Canada (no date;

p.3) explains that "competitiveness of the Canadian economy in the world market
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is threatened when a large body of workers do not meet minimal requirements of
literacy". The mass media supports this view. For example, a recent article calls
the attention of the reader by stating that "illiteracy is a $2-billion drag on the
economy of Canada" (The Edmonton Journal, 1988) while on other doubled this
figure by announcing that illiteracy cost Canadian business more than $4 billion
in 1987 (Financial Post, Oct.14, 1988). A third estimation, released by the
Canadian Business Task on Literacy (1989) increases the amount even in a larger
scale by stating that "illiteracy costs Canadian society about $10.7 billion a year in
lost earnings, industrial accidents, unemployment expenses and the like". It is
interesting to note that in Canada the overall issue of illiteracy is usually
addressed emphasizing the economic aspect of the problem 8. Although the
manpower approach seems to prevail in Alberta's philosophy towards adult
education, the presence of two other perspectives can be observed. The first is a
"human development” orientation which considers adult education as assisting
adults to live their lives more fuily; the second corresponds to a "social demand"
orientation which stresses the notion of social justice and equalization of
opportunity through the provision of a second chance.

In the province of Alberta, these three approaches converge in the notion
of continuing educaiion. In fact, the terms 'Continuing Education’ and "Adult
Education' are practically used as synonymous, which reflects the influence of
this trend 9 in the public system of adult education. The three approaches are also
present in the proclaimed philosophy and goals of public adult education in the
province. The philosophy of adult education stresses that education is "a
necessary cornerstone in preparing for a successful future life” (Andrews,
1988:5) and a "lifelong process contributing to self-reliance, co-reliance and

productivity" (ABE Discussion Paper Vi'«wking Committee, 1985:7). The public



goals of adult education, according to the cited documents, can be summarized as
follows:

. to provide educational opportunities for adults whose education has been
interrupted and who require academic upgrading in order to enroll in a post-
secondary institution and/or specific vocational training in order to obtain gainful
employment.

. To develop living, social and cultural opportunities, and increase education for
purposes of self-improvement.

. To compensate for missed opportunities.

. To provide generic communication, problem solving and interpersonal skills.

. To offer thie services of a staff who understand the problems and needs of adult
learners.

. To provide instructional approaches and support services specifically designed
to meet the educational needs of those students whose formal education has been
interrupted in some way. .

. To provide quality educational experiences in order to prepare individuals for a
complex and changing society, and to cope in a modern and technological world.
. To encourage freedom, openness, trust and co-operatio:, de-emphasizing
competition.

. To encourage processes (such as basic mathematics, communication, finding
information, using data to make good value judgements and decisions) instead of
behaviors (training to do things).

The degree in which this goals are accomplished by AVC's will be
explored in the chapter on data analysis. It can be indicated in advance, though,
that in general terms adult education programs implemented by governmental
organizations in Alberta are highly institutionalized and formalized. However,

some attempts were made in order to accommodate the conditions of time and
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space to the characteristics of the clientele. One of these attempts was the
establishment of the Adult Basic Education Outreach Project, carried out in
Calgary by the Alberta Vocational Centre. About ten years ago, the Calgary AVC
outlined the problems of attracting the potential clientele in the following way
(AVC Calgary, 1979):
Where then does an adult with a low level of literacy tum for help if he/she works full or
B e o tyrmied b an impodng Sducaional insiuton and progra
structure, or wants to simply "get his/her feet wet” in terms of returning to or, in fact,
beginning education?

As an answer to these questions, an Adult Basic Education program in an
“appropriate setting” was established. The chosen setting was a public library,
where the AVC opened a community-based Adult Learning Centre which offered
literacy programs and basic education to the grade 9 equivalency level. In this
program -which operated daily during afternoons and evenings- tuition was free,
learning materials were provided, attendance was flexible (though students must
attended at least twice a week for two hours or-more), registration was by drop-
in, and there was continuous entry/exit and individualized progress. However,
the component of the project which consisted of a major difference from the
standard AVC operating practice wias the outreach process. In other words, the
main contribution of this project was the achievement of public recognition of the
fact that adult learning processes may take place -in some cases with better
results- in environments other than in a formal classroom. Among the
recommendations of the program were the importance of an informal atmosphere
for an older adult retarning to the learning environment, the importance of a
community needs assessment to best serve the target population, the enhancing of

the drop-in aspect and the flexibility of the operation hours in order to fit the
adult's life style. Although these findings were not new at the time this project
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was implemented, adult basic education in Alberta still remains highly
institutionalized, formalized and physically concentrated in school-type buildings.
The basic characteristics of the clientele of AVC in Alberta have changed with the
passing of the years, from a predominantly young, disadvantaged and male
population to students who are older than before, mostly female, and who receive
social assistance. The economic situation of Alberta has certainly had an impact
on this shift. Teachers explained this situation in the following way:

When the economy caught fire in the mid 70's - when the price of oil went up so dramatically
and drillin~ == <o available we tended to have a:younger group and more severely disadvantaged
people - % <:<vho were not really able to work at all. Even if the job were offered to them
they wr-- - iastacouple of days. And it wasn't a matter of how much they could make,
theyj.. - . .xavethe orientation to work. They weren't reliable, they weren't punctual, they
weren’t.  Jatali. Now when the economy is in the doldrums we've had more older people -
people who nave worked all their lives. They've only had a grade 8 education but they've been
able to work with that education level quite successfully. Now they've come back here to try to
and do something about the fact that they aren't employable. That has a bearing on the way

programs work.

Originally we had in mind a motivated career-oriented clientele whose goals were economic and
skill-oriented. In fact when I first came here in 1972, the majority of the students were male.
The average age was around 33 and between 1972 and 1975 we had the tumover where we
suddenly found ourselves with a much predominantly female clientele and the goals were totally
different. That male group had wanted to go to NAIT, they were upgrading for skill training.

About 1/3 of our students are on social assistance. In the old days that was not true, there was a
very small fraction who were on social assistance., So, basically what happened was that referral
agencies discovered us and they began sending people here and that greatly increased our
enrollments and changed the mix of students.

Our program is oriented towards the losers in society, school dropouts that includes natives,
women and men but it tuns out that the majority of people we get are women not because the

men are better educated. There are just as many males out there that need, but for the male
population is probably easier to get jobs. At least while they are still young.

Currently, the average age of the clientele is 28.1 years old, and women
represent roughly 60% of the total population. Moreover, females constitute the
majority in all programs with the exception of the ESL program, in which they
constitute half. Previous completed educational levels reported by students has

steadied at 40% grade 11-12, 35% grade 9-10 and 25% lées than grade 9 (Fahy,
1986). The Native population is an important clientele of adult education
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programs in the province, especially in Northern Alberta: in AVC Grouard,
Native students make up the vast majority (78.2%); in AVC Lac La Biche Native
enrollment represents 68%; in CVC's they are the 100%. It is widely recognized
that in Alberta Native groups are one of the most affected populations in terms of
access to educational services: they consistently show lower participation rates
lower successful completion rates when compared with non-natives (MTB,
1980; RMC, 1982). In order to analyze the differences in parental perception
towards school between Natives and non-Natives, Ingram and McIntosh
(1983:231) tested the following six indicators: parental communication and
participation, support for the school, quality of the school-community
relationship, satisfaction with the school, importance of local content in the
school program, and feeling of efficacy. They found that the average scores of
Native parents were lower than Non-Native parents in all areas but one: the
importance of local content in the school program. This implies that it five of the
six areas Natives were lower, but especially in parental communicatiori and
participation and in the feeling of efficacy, which is consistent with their
perception that the present curriculum is not very relevant to their children's
needs. Confirming Native parents' point of view, Goller (1977) points out that
current educational programs had been originally for the average white, urban
child, and therefore have limitations to suit the needs of children in remote
communities 10. Teachers interviewed at AVC, especially in Northern Alberta,
mentioned not only such biases in the curriculum but also the existence of
discriminatory attitudes at the classioom level. When asked about reasons for
dropping out from the school system, teachers said that
In this area it is probably past negative experiqnce with the white man in school.

To a certain extent, I know, some of the local public schools the kids especially feel that they
are discriminated against. Its there. There is no doubt about that. Many of them live in
isolated settlements and reserves and there are a whole multitude of pressures on them. Social
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pressures, economic pressures, prejudice, the fact that they keep failing and no one has ever had
time to help them.

One of the reasons why most of our clientele is native is that they come from a second language
background and the school system is just fot oriented to handle people with a second language
background, deficiencies in pronunciation gets ridicule. Its subtle but it put down for something
that you can't help. I would say that that would be one¢ of the reasons why so many native
people are dropping cut, and also the fact that parents dor:'t support them in education in
general.

We have mostly white teachers and I don't think enough time is taken sometimes to try to
understand the native students. They just think they are negative and ail that. And they label
them that way and they don't relate to them that well. And after awhile, I think anyway, that
students just get fgd yp with their teachers, because they are not showing enough interest. Well
there aren't that many native teachers in the native system, but I think it would make a
difference.

A lot of matives are low income and they feel out of place becanse they can't have all the clothes
501 Wil 00 bk It area where thy closed down al these Il county schools where
it doesn't matter everybody is just the same.

These statements illustrate the situation of alienation from the educational
system existing in Northern Alberta, which is also suggested by poor school
attendance, high dropout rates, lack of parental support for the schools, limited
involvement on the part of the community with the operation of schools, high
teacher turnover and low relevance of the curriculum to meet local needs (Metis
Association, 1973; Swift et al, 1975; Goller, 1977). As a response to these
problems, a project aimed to improve the educational service in northern
communities through increased participation of the local community, was initiated
by the Government of Alberta in 1978. The program, labeled "The Education
North Project”, contemplated three main actors: the child in the classroom, the
adult in the community and the teacher. The Project aimed to achieve a great
variety of goals, from community commitment and involvement in the school's
operation to the re-designing of curricula content and materials, from a more
positive relationship between the teacher and the community to enhancing the
ciedibility of the school system, from improvement in community's decision-

making abilities to the involvement of adults as para-professionals. Evaluators of

this project concluded that it was moderately successful in implementing its
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intended strategy and achieving its outcomes, and recommended that the
government establish a program with similar parameters and objectives (Ingram

and McIntosh, 1983). In order to investigate how these recommendations have

impacted public policies, in the interview a specific question was included in this
regard. ‘

With 82,964,000 inhabitants, Mexico is the second most populated
country of Latin America. As well as in Alberta, the Mexican socio-economic and
political situation had substantially changed after the @il boom of the seventies.
Economically, it is possible to observe a decline both in national production and
in the people's standards of living. quitica]ly, the PRI, which was the ruling
| party for more than sixty years, is facing for the first time a stroné nationwide
opposition and the real possibility of losing power in the next presidential
elections. With respect to the economic arena, the situation is less than optimistic.
The gross national product per capita (GNP) is $2,250, and the expectancy of life
at birth is 67.2 years, very low figures when compared with Canada. The
external debt currently reaches approximately 107 billion dollars, and payments
for interest in 1987 represented 20% of the GNP and 50% of the national
expenditure. The income distribution shows deep economic inequalities: 10% of
the national income is received by the bottom 40%, while 40% is received by the
top 20%. Despite the goals of the 1910 revolution (from which the present regime
claims to be the legitimate inheritor), little progress was made during the last
decades in the achievement of social equality. In this respect, the current gap

between the have and the have-not in Mexico is at least the same and probably
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wider than that of 40 or 50 years ago (Galarza, 1989:19). The capacity of the
Mexican econorny to provide jobs has diminished in recent years. Today, 15
million people (50% to 70% of the economically active population) are not fully
employed. Out of them, 5 million are unemployed and 10 million are
underemployed. As a result of this, 40 miilion people (50% of the total
population) live beiow the poverty line; out of them,13 million people are below
the destitution line. This economic situation affects all areas of social life, and
therefore is reflected in the standard of living of the population. In fact, about 23
million people are affected today by the national deficit of housing, which is as
high as 6.1 million and increases by 300.000 every year. About 5 million
children under 14 years old work without any legal protection. It is also estimated
that about 3 million children are "street kids" or "runaways" who live in the
streets. In the area of health the situation is not better. It is estimated that 10
million people have no access to medical attention, 40 million have nutritional
deficiencies, only 75% of the urban population has access to running water, less
than 53% of the national population live in adequate and healthy environmental
conditions and one quarter (25%) of the hospital beds are occupied by persons
with water related diseases, such as amibiasis, salmonellosis, thifoidea and
gastrointestinal infections.  If the economic and social conditions at the
national level are not good, the picture is still worse in the rural areas, where there
are 5 million people who do not work even 100 days per year. Although more
than one third of Mexicans live in rural areas, they perceive less than 10% of the
national income. Therefore, it is not a surprise that three quarters of the
marginalized population !! live in the least developed provinces.of the country!2,
Unfortunately, in order to counteract the poverty of rural areas, resources are not
wisely utilized; 70% of the national térritory is arid or semi-arid, while in other

parts of the country there is an abundance of water which is ot controlled or



employed. The deterioration of the econamy in rural areas during the last decades
can be illustrated with three examples: 1) bétween 1980 and 1989 the public
investment in agriculture dropped from 19% to 5% of the national budget; 2)
during the sixties, Mexico imported 689,000 tons-of basics, while in the eighties
Mexico imported 60 million tons; 3) credits towards agricultural activities in 1986
repiesented 60% of those given in 1981; public investment in rural areas
represented only 38.5% with respect to 1981, and public expenditure in the
countryside was only 52.1% of the 1981's expenditure in the same field. Given
these conditions, the level of production of peasants and "ejidatarios" (co-
operative farmers) is today lower than self-consumption. If this is the situation in
the countryside, the government is not doing much more in the large cities. For
example, the public expenditure in Mexico city, which has 19 million people and
perhaps the highest pollution of the world!3, has fallen systematically since 1982,
with the only exceptions of 1984 and 1987. In only o= year (1983), the
reduction was as much as 40% with respect to the previous year. In 1986 the
budget was 27% lower than in 1985, and in 1988 was 7.7% lower than in 1987.
In general terms, the difficult economic situation is particularly affecting
the social conditions of life of the marginalized population in both rural and urban
areas: Natives!4, peasants, unemployed and underemployed, etc. Among the
marginalized population, 77% of the economically active population receives an
income lower than the minimum wage, and 75% of the entire marginal population
does not consume meat and milk regularly; the illiteracy rate reaches 40% (almost
double of the national percentage); adult population without basic education
represents more than 90%; infant mortality among children 1-4 years old has a
rate of 17.5 per 1,000, double that of the national rate; houses without running

water, electricity and sewage fluctuate between 67 and 85%; finally, about 40%

917
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of the houses have no radio nor TV (Coplamar, 1983:113; Correa et al, 1989:22-
23; CIDA, 1987; Galarza, 1989:16, Mexico Journal, 1989):

It is important to note that in Mexico, as in Canada, the structure of the
labour market has experienced significant changes during recent decades. While
in 1930 the agricultural sector represented 70% of the total employment, today it
represents only 36%. In the same time, the industrial and the service sector grew
from 14% to 25%, and from 15% to 40% respectively. Today, the industrial and
service sectors in the job market absorb 50% and 30%, respectively, of the new
jobs that are being created. At the same time, and probably as a result of the
recent economic crisis, the formal sector of the economy has suffered a drastic
reduction, and the informal sector has been largely expanded, with consequent
implications in the increasing number of underemployed people. The economic
recession has also had an impact on education. Between 1982 and 1987, the
educational expenditure decreased by 33%. Due to budget constraints, in 1988,
only 2.5% of the GNP was assigned towards education, which means less than
half of the 5.5% assigned in 1982 (UNESCO recommends between 4.5 and 7%).
It is also estimated that five million people (almost 10% of the population older
than 15 years old) are illiterate. Other sources -probably counting functional
illiterates- estimate a 20% illiteracy rate. We will return to this topic in the next
section.

Politically, Mexico is considered a post-revolutionary and a highly
corporatist society. In discussing the notion of post-revolution, Hughes and
Mijesky (1984) point out two features of any post-revolutionary regime. The first
is violence, due to the fact that the early phases of a revolutionary movement are
generally violent; however, the degree and duration of such violence is quite
varied. The second is the relative stability of the political process. The turmoil

culminates in a political process that transforms previously accepted political and
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economic relationships by eliminating one or more previously powerful policy-
makers. In the Mexican corporatist state, political control is based on co-optation
of interest organizations, institutionalization of a powerful government
bureaucracy, concertation of labor and capital with government, and
incorporation of lower and middle classes into the ruling party (PRI). The last
feature implies a certain degree of popular participation and mobilization,
although both are carefully controlled and manipulated for non-democratic ends
(Lehmbruch and Schmitter, 1982; Torres, 1989; Kaufman, 1977; Camp, 1980).
The basic features of corporatism discussed in the previous chapters also
help to understand the authoritarian character of Mexican democracy. While
Mexico's revolution and the econcmiic and political modemnization that took place
thereafter paved the way for the development of a democratic political system,
this system still maintains the authoritarian elements (although in a more modern,
and, thus far, more durable version) of the authoritarian rule of Porfirio Diaz
(Vernon, 1963; Scott, 1964; Gonzdlez Casanova, 1970; Hansen,1971; Purcell
and Purcell, 1977). In fact, since the 1910 revolution, the Mexican state was able
to guarantee the stability of the political system by providing the masses social
benefits in four major areas: redistribution of land, educational expansion, labour
legislation and electoral reforms. Interestingly, these policies addressed the needs
of different social groups; while agrarian reform benefited peasants, labour
unions and employment security benefited workers, and the principle of non-
reelection benefited the continuity of the political system, education opened social
mobility for the small, urban middle classes (Basaiiez, 1981; Torres, 1989).
Another feature related to the authoritarian character of the Mexican state
is the centralization of power in the executive, or presidentialism. It is argued that
this feature has roots in Spanish and Latin American traditions and institutions.!>

Under the great influence of the executive, other political institutions, such as the
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courts and the legislature, are virtually powerless in policy-making. One of the
implications of presidentialism is that the president appoints a large number of top
bureaucrats who are loyal to him and who, in turn, appoint thousands of lower-
level administrators all the way down to the state levels, in a political pyramid.
However, the revolution limited the power of the president by reducing it to six
years without the possibility of reelection. The consequence of this in the
political system is that each president has the desire to put his own personal
"stamp” on the content of public policy; hence, each sexenio (six-year presidential
term) the president changes practically all the former staff and policies. In other
words, "whatever was done during the previous sexenio will not be done in the
same way or in the same order of policy priorities" (Grindle, 1977) 16, This lack
of continuity affects practically all governmental policies and programs
(Schmelkes, 1989).

Given the current events in Mexico's political system (especially after the
1988 and 1989 elections) the rooted settled conception of the PRI as the only
political party which exercises a virtual hegemony must be revised. However, if
the challenge to the ruling party persists, it is possible to observe a
reaccommodation of the corporatist model of state. In this respect, Torres (1989)
foresees two possible scenarios: re-corporativization or neo-corporativization.
The first is based on the idea of political control involving political agreements
between meaningful actors and related to nationalist economic measures, while
the second has its base in technical control and the rational administration of the
crisis, and is more likely to involve pursuit of a further ﬁberaliiation of the market
economy. Which one of these strategies prevails will depend on the resolution of
the contradictions and the balance of forces within the Mexican state, but also on

the development and alliances of the opposition groups and political and
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economic international factors (such as the US policy towards Mexico or the

evolution of the oil price).

Adult Education in Mexi
If education is in general an instrument of political legitimation, this is
particularly true in Mexico. In this country, although a technical rationale exists
for educational planning, in the decision-making process it is relegated to a
second place by political factors. As argued previously, the hidden curriculum of
education has not been to produce human capital but to produce political capital
for the State (McGinn and Street, 1984). The National Law of Adult Education
(1975) and the creation of the National Institute for Adult Education (1981) are
clear examples of the State's strategy "to incorporate politically disenfranchised
masses into a national project, winning their acquiescence, consent and support
toward the dominant mode of production and political model” (Torres, 1989:53).
Inspired in the principles of lifelong education (see Appendix 1) the
National Law of Adult Education establishes that the clientele of adult education
services is constituted of the population 15 years age and older who have not had
the benefits of formal education. In article 2, the law defines adult education as a
*form of out-of-schos* education based on self learning and social solidarity...in
order to obtain, transmit and increase culture and to fortify the conscience of unity
among all sectors of the population”. According to this legislation, there are six
main objectives of adult education 17:
1. To give every person the possibility of reaching the level of knowledge and
abilities equivalent to general basic education, which includes elementary and
secondary education. )
2. To foster lifelong education through the study of all types of specialties and re-

cycling activities, on and for-the-job training.
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3.To prbmote self-learning.

4. To develop physical and intellectual aptitudes in the student, as well as his
critical consciousness.

5. To élevate the cultural level of the marginal sectors of the population in order to
participate in the respensibilities and benefits of a shared development.

6. To encourage the creation of a consciousness of social solidarity, as well as to
promote the improvement of family, work and social life.

As a result of the 1975 law, a specific institute in charge of elaborating
textbooks for elementary and secondary education was established under the
name of CEMPAE. For the the first time in Mexico (and probably in Latin
America) a government created -ar« freely and massively distributed- basic
education books specifically designed for the adult population. These books
correspond to the four major areas of basic education (language, mathematics,
social sciences and natural sciences), and played the role of a curriculum. Since
elementary and secondary education for adults are composed of three grades
each, the basic education program consists of twenty-four books, plus a literacy
guide known as the introductory level. Following the spirit of the law, the adult
education system allows students to participate in a "study circle" or, if they
wish, to follow a self-learning strategy. According to the first article, the system
of evaluation and certification was established in such a way that the program is
equivalent to that offered by the regular system. On the one hand, this reinforces
the notion of compensatory education, allowing the student to re-enter the formal
system and so have a second opportunity. On the other hand, the emphasis in
equivalences and certification could erode the relevance of the programs, which
have difficulties responding to the existential needs of the adults (Schugurensky,
1987b; Latapi, 1988). The creation of the INEA in 1981 represented for the

government the possibility of unifying the multiple activities implemented by e
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government in the area of adult education that had existed until that time without
any organic structure. In order to avoid operational problems and guarantee
flexibility and expediency in decision-making, the INEA had autonomy with
respect to the administrative and bureaucratic structure of the SEP (Secretary of
Public Education). Since its creation, INEA had an impact in reducing the
illiteracy rate. In the period 1930-1980, the absolute number of illiterates
remained constant (6.5 million in average), although the relative number slightly
diminished as a result of the expansion of formal schooling. In only five years
(from 1981 to 1986), the INEA reduced the absolute number of illiterates to 3.7
million, which is equivalent to a rate of 7.7%.

Supposedly, literacy is conceived as a first step in a process that includes
basic education and for the job training. However, in reality most of the people
who finish the literacy program do not continue into other programs, and post-
literacy training has received little attention. The lack of follow up is not only
pointed out by private research centers (Schmelkes, 1988) but also by the
governmental agency itself (INEA, 1988). Deficiencies or absence of a follow up
usually generates difficulties for the permanence of the acquired abilities. Thus,
the INEA cannot avoid the constant appearance of a new generation of functional
illiterates. Since its creation, the INEA has accomplished important achievements
not only regarding quantitative results but also qualitative ones. Among the latter
are the attempts to adapt the programs to the characteristics of different social
groups, the diversification of content and methods, the development of altemative
projects, etc. However, the agency still faces multiple obstacles, many of them
internal to the programs. Among them are the deficiencies in the collection,
processing and analysis of basic information, gaps between central planning and
operation at the local level, turnover and low qualifications of the operational

agents, inadequate distribution of resources (especially textbooks) and
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supervision, and the already mentioned problem of follow up. The INEA itself,
in an unusual example of self-criticism, publicly acknowledged in a document,
among other problems, the disarticulation between literacy, elementary and
secondary levels; the inadequacies in the sequence and organization of the
curriculum; the tendency to encourage memorization processes; the failure in
promoting analysis, reflection and self-learning; the inappropriateness of the
language; the use of universal contents for urban and rural areas 18; and the
likeness between the textbooks for adults and those directed to the formal school.
(INEA, 1986:6).

Skill upgrading programs for the marginalized population are in Mexico a
recent phenomenon, probably due to the recognition of the alarming growth of
unemployment and underemployment (Schmelkes, 1989) but also to pressures
from the unions to have on the job training provided by the employer. As a result
of this, a new articlé (153) was incorporated to the Federal Labour Law in 1976.
According to it, on the job training was made compulsory and must be provided
by the enterprise. Despite this legislation, on-the-job training is not yet an
extensive practice in Mexico 19. "For the job training", on the other hand, was
largely promoted by the State many years earlier, during the Cdrdenas regime
(1934-1940), with the purpose of providing technical abilities to workers and
peasants for the administration of collective productive units. In Mexico today,
with some exceptions, "for the job training" programs are carried out within the
educational system (primarily in post-secondary institutions), while on the job
training is a responsibility of private or public enterprises, which limit the training
to their employees. In general terms, skill upgrading programs for low schooled
population have not been developed in the amount and variety required by current

social and economic needs.
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In Mexico, as in Canada, the potential clientele of adult education
programs is larger than the actual clientele. In 1984, the potential clientele was
estimated that 28 million people (72% of the Mexican adult population) did not
complete their basic education: 6 million illiterates, 13 million without elementary
education and 8 million without secondary education Currently, with the
expansion of the system and the literacy programs carried out by INEA, this
number could be decreased, though the figure probably still remains very high. In
any case, in between 1982-1985, the enrollment corresponded to 3% of the
potential demand. The actual clientele of adult education programs is
predominantly young (two thirds of the students are younger than 30 years old)
and female. In term of occupation, 50% of the INEA's population are
homemakers, domestic employees and unemployed (Muiioz Izquierdo, 1986;
Chaparro,1987). Curiously, the Native population has received little attention in
relation with the dimensions of their educational problems. While the national
dropout rate from elementary school is roughly 50%, among Natives it is as high
as 90% (Lavin, 1986:14). Taking into account that in Mexico there are 56 ethnic
groups, each one with a different language, and that many of them are migrants
(seeking employment in agriculture activities according to the harvest cycles), it is
obvious that this population needs special attention. In summary, adult education
in Mexico has reached important quantitative goals, although not enough in
relation to the magnitude of the task, and the programs need great improvement in
terms of the needs of the clientele. From the perspective of public action, more
efforts are devoted to literacy and basic education than to skill upgrading
programs. This could be explained by the important role that adult education
plays in the political legitimation of the regime.
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Endnotes

1 In Mexico two main modalities within the public adult education system exist: the CEBA
(Centros de Educacién Bésica para Adultos), and the INEA (Instituto Nacional para la Educacién
de los Adultos). The first one operates in the public schools after hours, classes are more formal
and are taught by professional teachers. The latter operates in locals provided by the community
and employs volunteer workers.

2 This framework is could be useful in comparative analysis. First, comparing one, two or even
three indicators is insufficient to understand differences in policies. It is possible, for example,
that two governments spend the same amount of money in education, but very different in other
areas. Moreover, even if these two countries spend the same amount in education, it doesnot
mean that they have the same educational policies. If categories are too wide, they tell ustoo
little, Secondly, some countries may have a similar process of decision-making, but they may
have different patterns of social and economic policy outputs. For example, although Mexico and
Cuba are both post-revolutionary societies, the revolutions are very different. The latier is a
socialist revolution, while the former is a capitalist modernization favoring emerging middle
classes. Thus, they share some patterns of authoritarian policy-making, but they do not share a
set of values conceming how the economic and social systems should perform and what they
should accomplish. In short, this means that the analysis of an specific area (in this case, adult
education) must be done in' the context of a broader analysis of the economic, political and social
context. This leads to a third point: analysis must be historically contextualized. If we judge any
policy by its achievements, it is necessary to see what previous governments have done, and for
how long. Moreover, policies need time to have an impact. In other words, the longer a regime
has been in existence, the more possibilities to find connections between intended policies and
real outcomes. Finally, in evaluating the achievement of given policies the availability of
resources must also be taking into account. In technical language, if government policy is the
ey independent variable and social or economic performance is the dependent variable,
availability of natural resources is a critical intervening variable. In a more common language, it
is not fair to measure both with the same yardstick. '

3 Canadian policy-makers themselves have stated that the international aid policy of this country
was started due to the perceived threat of communism to the region. See for example Lester
Pearson and John Diefenbaker’s statements, cited in Bacchus, 1984.

4 The Southam Report has some methodological problems (such as the characteristics of the
sample, the validity and trustability of the instruments, etc). A good piece of criticism can be
found in Fagan, 1988. Nevertheless, and assuming that every research has weak points, some of
the findings (particularly those more related to the present study) are worthwhile to be mentioned.

5 Surprisingly enough, the Southam Report contradicts itself in this assertion when it stresses
that Canada is a post-industrial information society as a whole, and therefore it is possible to
determine a specific literacy level for the entire country. This forgets that, even within the same
Nation-state, there are different social groups with different requirements. For example, it is not
the same level of literacy required to function acceptably in a urban-professional environment in
Toronto than in a Northern Albertan isolated Native-rural community.

6 In Alberta, the boundaries between governmental and non-governmental programs are not
clearly established, since many non-governmental programs are sponsored by the Further
Education Council.

7 One of the differences between CVC and AVC s that the former has 100% Native clients, and
the latter has also Non-Native students (MTB, 1980). At the time this research was carried out,
the AVC and the CVC were in a process of merging in only one iustitution; for this reason, from
this point on we will refer to both of them as AVC.
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8 As we will see later, this is different from Mexico, where the discourse of students, teachers and
policy-makers stresses the political and cultural aspects.

9 Continuing Education refers simultaneously to the economic re-cyclisig of manpower, to the
fulfillment of individual motivations at any age and to the reduction of socio-economic
inequalities. For more information on the trend known as Continuing, Lifelong or Permanent
Education, see Faure (1972) and Paiva (1982).

10 However, for Goller the main variable in this issue is not ethnic but geographical. Aécording
to him, the problems of students in remote communities appear to be similar, regardless the
children's ethnic background.

11 Marginalized populations are those who are "at the margin” or outside of the benefits derived
from national development and from the national wealth, but not necessarily out of the generation
of such wealth and the conditions which make them possible, The estimation of the
marginalization index takes into account 19 indicators, such as wages, underemployment,
communications, nutrition, literacy, schooling, mortality, medical attention, public services,
clothing, etc. (COPLAMAR, 1983,pp.23 and 113).

12 These provinces are Puebla, Chiapas, Veracruz, Oaxaca, Michoacan, Guerrero, Estado de
Mexico, San Luis Potosi, Hidalgo and Guanajuato.

13 According to the World Health Organization, the maximum limit of human tolerance is 100
grades IMECA. Mexico city has concentrations of air superiors to 200 grades IMECA. The
Canadian Health and Welfare pointed out that concentration of contaminants in the air of the
Mexican capital has a direct impact in respiratory and cardiovascular diseases, and also produced
nervous alterations, cancer and mutogenous effects.

14 1n, fact, 84% of Mexican Natives live in marginalized regions, specially in those classified
with a very high marginalization rate.

15 Specially the hacienda, the patrén and the caudillo (see Purcell and Purcell, 1977).

16 The sexenal turnover of high- and middle-level officials in is a common practice in Mexico. In
a recent research conducted by Grindle (1980) out of the 78 agency officials interviewed, only 12
had served in the same governmental agency during the former executive. Moreover, none of the
12 interviewed who served in the agency before occupied the same positions before and after the
administration change.

17 The extent to which actual adult education programs in Mexico are fulfilling such objectives
is doubtful. In a research conducted in 1986, adult educators did not highly assess the
achievements of those six goals by their programs (Schugurensky et al., 1987).

18 pescador (1983) suggests the diversification of the content in rural and urban areas, taking into
account four types of clientele: peasants, urban adults, Natives and women.

19 11 is estimated that only 50% of the workers of the formal sector of the economy participale in
training programs. They are mainly concentrated in Mexico city, in the larger enterprises and in

the modem sector of the economy. Medium and small-scale industries normally lack the necessary
resources to develop such programs by themselves or to hire external services (Schmelkes, 1989).
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CHAPTER V
ANALYSIS OF RESULTS: CANADIAN TEACHERS

Introduction

This chapter describes the opinions, attitudes and expectations of Albertan
teachers in relation to the program, to the adult learner, to authorities and to themselves.
It is organized in ten sections. The first one describes their main socio-economic features,
the second deals with their occupational history and the third comments on their current
working conditions. The fourth section is the longest one, and provides an in-depth
description of teachers' opinions on a variety of issues related with the program, such as
method, content, benefits and problems. Teachers' opinions on students is the main topic
of the fifth section. The last sections refer, respectively, to their opinions on training
(including recruitrnent policies and the role of paraprofessionals), their opinions on
¢=¢ision-making and authorities, their educational and occupational expectations and their
protessional culture. Finauy; the main findings are condensed in a brief summary. It is
important to note that, although this analysis focuses on teachers, in some cases their

opinions are compared with students' opinions on the same issues.

Soci . il
The majority of the teachers interviewed (79.6%) are Canadian-born, with 49%
born in Alberta and 30.6% in the rest of Canada. From those born in Alberta, only one
third were born in Calgary or Edmonton, and two thirds in the rest of Alberta. Teachers
born abroad come mainly from Europe (12.2%), but also from Latin America (4.1%) and
Asia (2%). There is a slight association between marital status and program, with more
married teachers in skill upgrading programs. Skill upgrading programs have also more
male and mature teachers than academic upgrading programs (see tables 5-1 and 5-2).
Other interesting demographic feature is that half of the sample have migrated, either

from: sural to urban areas or vice-versa.
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Table_5-1: Age by Program

ABE Skill Upgrading
Young (0-40 yrs old) 60.7% 38.1%
Mature (41 and over) 39.3% 61.9%

Table 5-2: Gender by Program

ABE Skill Upgrading
Male 42.9% 61.9%
Female 57.1% 8.1%

Teachers' socio-economic status (SES) was analyzed through 8 variables: father's
education, mother's education, father's occupation, mother’s occupation, house property,
income, self-perception and schooling. Regarding the first one (father's education), only
17% of teachers' fathers have a university degree (12.8% have a bachelor degree and
4.3% have a graduate diploma,; interestingly, half of the bachelor’s degrees are in
Education). A large proporiion (40.4%) has a schooling equivalent to elementary school
or even lower. Mothers' educational level is on average a little bit higher than that of

fathers, with more people concentrated in junior and high school.

le 5-3: rs' ! i

Does not know 00.0% 2.0%
Incomp. Elementary 15.0% 8.2%
'Elementary 25.5% 22.4%
Junior High 17.0% 24.5%
High School 17.0% 28.6%
Technical Training 8.5% 6.1%

University 17.0% 8.1%

Regarding parents' occupation, almost 40% of teacheérs' fathers are labourers,
and can be classified as "blue collar" workers. This 39.6% is formed by 25% of skilled
laborers, 12.5% of unskilled labourers! and 2% of rural labourers. The 60% who are
not "blue collars" are classified as follows: 33.4% are self-employed (half of them being
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farmers, and the other half are businessmen, salesmen, cattle dealers, real estate and
commercial travellers), 14.6% are white collar employees (including managers),10.5%
are professionals (4.2% teachers and 6.3% other professions), and 2.1% are technicians.
Almost half of the teachers' mothers (47%) are housewives, 18.3% are white collar
employees (mainly working in secretarial/clerical type of jobs and 14.4% are
professionals (mainly teachers). The remaining 20.4% includes unskilled and skilled

labour and self employed.
. 0} [ ] ] 4
Eather’s Occupation Mother's Occupation
Labour 39.5% Housewife 47.0%
Self Employed 33.4% White collar 18.2%
White Collar 14.6% Professional 14.4%
Professional 10.4% Labour 12.3%
Technician 2.1% Self-Employed 8.1%

An overwhelming majority of teachers own their homes, while only 20% do not.
Regarding income, in an attempt to compare the three countries with the same indicator,
we established as "minimum" the gross national product per capita reported by CIDA,
which is $13,670 per year. Not one of the teachers interviewed said that they earned less
than this amount. Instead, 57% of them receive between twice and three times this
amount (13,670-41,010) per year, 41% perceive more than three times this amount
(41,010 and more) while only 2% earn between the minimum and twice the minimum.
This is consistent with the perception that teachers have about themselves: most of the
teachers (69.4%) see themselves as members of the middle class, and one quarter
(22.4%) of the upper middle class. Although teachers of both programs have similar
years of educational experience, on average teachers of ABE receive a higher salary.

Less than GNP per capita 0.0%
Low (1-2 GNP per capita) 2.1%
Medium ( 2-3 GNP per capita) 57.1%

High (+3 GNP Per capita) 40.8%
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Unlike Mexico, in Canada adult educators are professional teachers or certified
technicians. Therefore, while in Mexico two thirds of the sample do not have not post-
secondary education, in Canada this situation affects only 10% of the teachers; one of
them has finished high school and the other four have less than high school education.
Roughly half of the sample (53%) has a bachelor degree (34.6% in Education and 18.4%
in Arts or Sciences) and 20.4% has a graduate degree (18.4% Master and 2% Ph.D).
The remaining part (16.3%) has different types of post-secondary, non-university
training in a variety of trades and disciplines.

Table 5-6: Teachers® Schooling
Lower than High School 8.2%
High School 2.0%
Post-Second (Techn) 16.3%
Bachelor Degree 53.0%
Graduate Degree 20.4%

The level of schooling varies by area and gender: two thirds of teachers with
graduate degrees are male or live in urban areas. Surprisingly, although in academic
upgrading there are more bachelor degrees and in skill upgrading more technical
diplomas, the proportion of graduate degrees is exactly the same in both programs. In
correspondence with the average age of teachers, it seems normal that half of them
obtained their highest degree in the period 1966-1974, and only 20% have got the degree
after 1980. The amount of years after obtaining the last degree confirms the high degree
of professionalization of Albertan adult educators, and suggests a tendency towards
tradition and rigidity. As one of the interviewees said

The old-timers don't have the orientation to Adult Education. They don't know anything about
andragogy, they don't know anything about the theories of development and empowerment that go
on in education. All they know is what they do, and they don't want that to change. Co-ordinators,
the same. Our senior staff, program chairman, the senior instructors tend to be people who have
been here a long time and we promote those people internally. We very rarely bring in people from
the outside to a senior position.

The areas of specialization of the teachers interviewed are very different: in a

sample of only 49 teachers, as mamy as 19 areas of specialization were mentioned. The
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most mentioned were Social Studies (14.3%), Mathematics (12.2%), Business
(10.2%), English (10.2%), Special Education (6.1%), Life-skills (4.1%), Early
Childhood (4.1%), Mechanics (4.1%) and Surveying (4.1%). Summing up, from the
analysis of the above variables it can be concluded that Canadian teachers show an
important social mobility with respect to their parents and have a higher socio-economic

status than Mexican adult educators.

0 ional hi
Experi in educational activiti

Unlike Mexico, in Canada there is no single teacher with less than two years of
educational experience. The average experience is 13 years, and the majority of teachers
(62.2%) have 10 or more years working in the educational field. Moreover, more than
15% have 20 or more years of experience in educational related activities, including
people with 30 and even 43 years of experience. This extraordinary amount of

professional experience is consistent with the average age of the ieachers (40 years old).

=73 r i i ion iviti
Less than 1 year 0.0%
2to 5 years 20.4%
6 to 10 years 20.4%
11 to 15 years 26.5%
16 to 20 years 22.5%
21 years or more 10.2%

Although the experience in education is extremely high, the experience in the fieid
of adult education is significantly lower: in this case the mean decreases to 8.7 years.
However, it is still much higher than in Mexico. Only 36.7%; of the teachers have 10 or
more years of experience in adult education, and only 4% have 20 or more years. This
difference between experience in education and experience in adult education can be
attributed to the fact that many of the AVC and CVC teachers (especially in the area of
academic upgrading) proceeded from the regular system. In fact, 65.3% of the
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interviewees declared that their last work was educational related, while the remaining
34.7% worked in other types of occupations.

Elementary 21.9%
Junior High 3.1%
High School 43.8%
Ad. Ed,, NFE 18.8%
Post Second. (Techn) 6.3%
School Board (Adm) 6.3%

Out of those whose former work was educational, the largest proportion comes
from junior high or high schools, followed by those who worked in elementary schools.
A small proportion worked in administrative positions within the educational bureaucracy
(mainly in the Public School Board) or in junior high schools. Only 18.8% had
experience in any type of adult or non-formal education (ABE, literacy, training, youth
recreation, etc) before entering this job, a very low figure in comparison with Mexico.
This helps to explain the high degree of formalization and school-like practices in adult
education. ‘

Because our turnover is so low, most of our staff have been here a long time, and most of our staff
do not have Aduit Education training. They taught in the Public system, they taught adolescents or
whatever when they applied for a job here in the old days and we hired them; and nowadays what they
know about teaching adults, they've learned on the job.

Regarding the type of activity performed by teachers before entering the AVC or
CVC, the main job was teaching (44.7%), trades (10.6%), Supervisors or Senior
Instructors (10.6%), research (8.5%), health related (6.4%) and clerical jobs (4.3%).
The rest worked in a variety of activities, such as principal, counsellor, theater actor,
laborer, forest guardian and cook. In explaining why they left the previous job, a wide
range of answers were given by teachers. The most recurrent one was inconformity,
mainly due to tediousness. In teachers' words, they were "bored”, "tired", "working
there many years", "looking for a change within the same field", "needing a challenge”

or "wanted to change institution". Other teachers said about their former activity that
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"was a. daily job, leading to nowhere", "was not economically worthwhile", "did not
provide opportunity for personal development”, "was a stressful job", or that they had
problems, disagreements or "“ideological differences with the authorities". The second
reason (20.4%) was migration. A similar proportion of teachers resigned to the former
job because of a concrete possibility to work at the AVC or CVC. Half of them
mentioned that these institutions offered better work conditions (in terms of salary, no
week end work, etc). The other half pointed out that in the new institution they could
develop the type of job they were interested in, such as working with mentally
handicapped or teach adults. Some teachers mentioned that the job ended, either because
it was a temporary job (10.2%), or because of recession, bankruptcy or decline in the oil
economy (6.1%). The rest left the previous workplace for health or materity-related
reasons (6.1%) or for more opportunities. In fact, a teacher who worked before in
elementary school explained that she moved to the field of AE because she foresaw a
scarcity of jobs in the near future in that educational level due to the low fertility rates of

Canadian society and the consequent lack of children to teach.

Motives fi ing in adult educati
Regarding the rationale to accept the current job, one quarter of the sample indicated
that they took it begause it offered better conditions with respect to the former job, in
terms of work, salary, stress, cleanliness, security (permanent job) and time. A
significant proportion (20.4%) said that they were interested in the type of work
developed by the institution, mainly because they like teaching adults, wanted to have
adult education experience, or to make changes within the program. A similar proportion
mentioned the issues of personal development, challenge, looking for a change, doing
something different, having more freedom, etc. Some teachers directly concentrated on
economic or financial need, including one who said that it was the first job offered and

another who moved to the countryside due to the lack of available jobs in Edmonton.
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Personal reasons include moving, liking small communities, having business in the area,
difficulties working in the regular sysiem, etc. A small proportion of teachers pointed out
that they like teaching in general (8.2%) or they like people, including those who
particularly like to work with mentally handicapped.? These answers greatly contrast
with those given by Mexican teachers; in fact, in ihis case nobody mentioned the issues
of help or compulsory requirement, which confirms the difference between

professionalism and corporate volunteerism in teachers' rationality.

Table 5-9: R for Taking This Jol
Better Working Conditions 24.5%
Like to Teach Adults 20.4%
Challenge, Pers. Dev. 20.4%
Economic need 10.2%
Personal reasons 10.2%
Like teaching 8.2%
Like people 6.1%

Dichotomizing personal and professional reasons, it is possible to observe that
among ABE teachers the majority mentioned the latter, while in skill upgrading both
preferences obtairied almost the same percentage. This suggests that ABE teachers are

more oriented and committed toward the teaching profession.

c worki it

Most of the teachers interviewed (95.6%) are full time staff, and therefore work
about 40 hours per week. Out of this time, how many hours per week do they devote to
teaching? Half of the sample teaches 20 or more hours per week, and the mean is 25
hours per week. In relation to the amount of hours spent at home in non-paid time doing
work such as preparing classes, marking, etc, 20% of the sample do not do any work at
home, while almost half declared that they spend five and more hours, and about 10%
indicated ten and more hours. It is interesting to note that the teachers who tend to spend
more hours are those who are single, male and have less years of experience. This

indicates that the amount of workload at home is directly related to the amount of spare
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time available (suggesting that females and married people have more family
responsibilities) and inversely related to the amount of accumulated experience.

The average length of the programs is 28 weeks, although the duration ranges
from six weeks to more than one year. Ten percent of the sample said that, since their
programs are self-based and individualized, the duration varies from student to student.
Each teacher attends to an average of two groups, although the majority has only one
group. However, there are teachers who attend to five and even six groups. Although
the number of students per teacher ranges from four to thirty, the average teacher/student

ratio is 1:16, and the mode is 15 students.

Table 5-10: C . Working Conditi

Paid Hours per Week (mean) 37.5 hours

Teaching Hours/Week 22 hours

Non-paid Hours (mean) 5 hours

Number of groups (mean) 2.1

Teacher/Student Ratio 16 students
Opini i . 1l

This section includes teachers' opinions on goals, needs addressed by
the program, content, method, positive and negative aspects of curriculum, and its
benefits at individual and societal levels. It also includes teachers' description of the
problems and difficulties faced by the program, and their proposed solutions, with a
more specific analysis of two important problems of adult education systems: low
enrollment and high drop outs.
Opini Goal

Almost half of the sample (47%) said that main goals of the program are
economic related. This category includes all the answers which referred to the
development of skills and attitudes leading to employment, like work habits, competitive -
working abilities, effectiveness in the job market, operation of a small business,

employability and job readiness, etc. As a teacher said, the main goal of his program is
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"enabling people to develop the skills to gain employment, to maintain employment, and
remain competitive in the job market up to the level of their capacity"”. A similar
proportion (47%) related the main goals of the program with the second opportunity
function of adult education and the provision of basic academic skills. This category
includes a variety of responses, such as offering functicnal literacy, academic upgrading
or English as a second language (for Natives and foreigners), to allow people to recover
from mistakes or to take the "first step” (introduction to a field or background to meet
goals), to give a second opportunity for the disadvantaged, to make the students more
receptive for further education or simply to give them the possibility to obtain a high
school diploma. Finally, the remaining part of the sample (6%) referred to a combination
of academic and trade skills, life skills, health habits, preparation for a particular
examination, vocational orientation and problem solving skills. As expected, the
provision of basic academic skills was the most mentioned goal by teachers who belong
to the academic upgrading area. On the other hand, teachers working in skill upgrading
programs tend to stress the training for trades and the creation of "good employees".
Teachers from both areas also mentioned the development of self-confidence and
socialization skills. Interestingly enough, it was also nmentioned that the relative weight of
the goals have changed in recent years, from an emphasis on academic upgrading to the
expansion of skill upgrading programs. When asked about their opinions on the goals of
the institution and the programs, almost all teachers interviewed gave very positive
replies 3. Moreover, one teacher suggested that it could be naive to expect criticisms on
the part of them:

Well, obviously I am in agreement with these kinds of goals because if I wasn't in agreement, I don't
think I would be working here to begin with.

In any case, if the goals are not reached, for some of the teachers the fault lies
mostly on the students: ‘

The program works well. Its good. Most of my students have had difficulty learning in other
situations. In an academic program they had difficuity, but when you give them some practical
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goals like this, they usually do very well. Unless they have personal problems that thiey haven's
dealt with. In that case, they wouldn't succeed in any prograin because of the personal probicims vant
they haven't resolved. I mean alcoholism, being battered women, no suppert at kpme from e
family or the husband. Often they have to leave home at 7 and don't get home uniil 5 bacause thoy
are bused in.

In order to analyze teachers' opinion on goals, three questions were posed: a)
how achievable are the goals in terms of the capacities of the students; b) how relevant
are the goals taking into account students’ needs; and ¢) how reachabie and linked to
reality are the goals considering the economic and social context. Whereas a great
majority (83.7% and 87.7% respectively) agreed that the goals are achievable and
relevant, the percentage dropped to 64.6% in the case of the third questien. This indicates
that, in spite of a general high positive sentiment regarding the goals of the program,
teachers are not very convinced about its social relevance. In this regard, doubts about
the constraints of education imposed by external factors referred someti: 2§ to the
dynamics of the job market:

The goal of being ready for high school is because to adults in genesal, having a high school
education is seen as a desirable goal...Possibly even if they have high school eventually they still
will end up being waitresses anyway, because somebody has got to be a waitress somewhere along
the line,

Perceptions on needs addressed by the program
According to teachers, the main needs addressed by the program are economic?.

These include both increasing the employability of the disadvantaged and satisfying the
demand for skilled manpower in the region by employers. Assistencial and educational
need referred to the notion of a second chance and assistance to the disadvantaged
population. Other needs relate to social mobility, political pressures and Natives'

problems.

Economic 38.7%
Assistencial-Educational 32.7%
Social : 14.2%
Cultural 6.1%

Others 8.3%
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Among teachers who related the issue of relevance of adult education programs
with employmenit were those who pointed out that there is a real demand for graduates of
these programs. This perspective foresee an emphasis in skill upgrading programs as a
response to concrete demands from employers.

Many of the trades, so if you can get a ticket in a trade you are almost certain of employment.

Other teachers agree on the existence of a real demand for graduates in certain
segments of the job market, but they suggest that this demand is artificial, since it is a
result of governmental resources. However, governmental intervention in job-allocation
for graduates was mentioned as a positive strategy to promote self-esteem and would

enable the individual to be hired in a free competition system.

Our best employers are the reserves, The bands have money from the government to hire these
people. But sometimes once they have got them hired they don't quite know what to do with them.

The Government will provide the jobs for some of them. There is not a large job market for them,
because of technology. So, through new self-confidence they can get another kind of jobs.

There were also teachers who did not see much relevance of the programs in
relation to improvement in the economic status of the students through their insertion in
the job market. For them, the main impact of the programs lies in the area of self-
development.

Mainly self development. They go to a low level of jobs. It is not enough to expect higher positions.
More personal benefits than in job status.

Some of these people have not acquired very good language abilities yet and maybe won't ever, so
their ability to go out into the public is not good, so therefore the program can meet their needs to
some extent, because help them to know that kind of questions to ask, how to go about getting jobs.
The issue of the increasing need of certification in modem society (the so-called
"diploma disease™) was also pointed out by several teachers.
In some cases it may be just a high school dipioma to be employed with an oil company.

Universities, colleges, technical institutions are raising enygng
that their marks were not high encugh to gain entry, let's’say,

requirements. So students say: found
8ay, fQdhe university. [ want to repeat
these courses in order to raise my mark so I can gain entsy/ to some other post-secondary education.
Employers are saying: we are not only looking for some spggjfi‘skill trained, we are also looking for
paper credentials whether it is a high school diploma or even a general equivalency diploma. So many
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students are coming back and saying, I need this credential if I want to gain employment. So I think
we are fulfilling that kind of need for the individual client and post-secondary institutions.

inions on conten
In general terms, teachers' perceptions of content were positive. As the table
below indicates, almost two thirds of the sample (64.6%) have a favorable opinion in this
respect. However, this percentage is not so high when compared with students’ opinion
on the same issue, since among them 80% reported a favorable opinion. This suggests

that on this topic students are less critical than teachers.

Table 5-12: Opini i tent of t}

Adequate 41.7% Cum, Perc,

Excellent 14.6%

Tailored for st. needs 8.3% All Adequate  64.6%
Inadequate for adults 12.5%

Too difficult or too easy 20.9% All Inadequate  33.4%
Other 2.0%

When asked about the content, a considerable number of teackers talked about
materials, specifically texibooks. This confusion between content and material suggésts
that textbooks are the axis of the teaching-learning process, that courses rely mainly on
one source of information and that teachers have difficulties perceiving learning through
processes other than the written word. Many teachers reported having a considerable
amount of flexibility in terms of content. Not surprisingly, most of these teachers are
working in rural settings, in smaller institutions and in conditions of less strict
supervision and scrutiny from above levels. The situatioi: of these teachers was nicely
summarized by one of them:

I make the decision on what to teach and how to teach since in essence my decisions are the
curriculum.

Complaints on the content concentrated on its length and on its inappropriateness
for adult learners.

I have too much to teach in 10 weeks. That is a common problem around here. 1 think the content
could be cut. Sometimes I know, it is hard.
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clients.
Qpinions on method
According to classroom observation and teachers' own answers, it seems that
lecture is the most used method. However, although 41.7% acknowledeged that they
lecture during important periods of time, such method is often complemented by practice

and group participation. Almost one third of the teachers utilize individualized teaching.

Individualized 30.0%
Lecture + Practice 25.0%
Lecture + Group Participation 12.5%
Traditional (lecture only) 4.2%
Based on teachers' aids 2.1%
Eclectic, variety 18.8%

Many teachers expressed the wish of implementing in the future more innovative
methods and techniques which consider the student as an adult person. The following are

.some examples of self-criticism and the need of a shift towards a more andfagogic

approach:
I tend to use more of lecture style than I should. I think that that is a problem that most teachers
have. Maybe if they have a lot of really exciting material they could probably present it in different
ways.
I tend to use lecture methods. I think it would be good if I could find a few more things to do.

What I would like to do is turn it ali upside down and do projects with them. But I haven't dore it
yet.

I think our curriculum should give credit where credit is available for students who already know some
of the material or have mastered some of the skills. I think our methodology should be flexible and
geared to the preferences and demands on adults. Not make demands on them.

Some teachers pointed out that the widespread use of traditional methods are due
in part to the fact that they are not encouraged to innovate by authorities. However, they
foresee a change in the near future, when the current authorities retire and they assume
more responsibilities. As one teacher argued, "some of the top people are going

elsewhere and the instructors are going to be more responsible for their own programs".
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Several teachers reported that, in addition to lecture, they use a variety of methods,
including experiments, group discussion, AV materials, etc. Finally, two interesting
issues appeared in relation to methodology. The first one is that the emphasis on practice
is often seen as a response to students' academie limitations. For example, one teacher
said that his method has "a lot of experimentation and heavy into the practical side
because students are not normally theoretically minded”. The second issue was the
recurrent reference to the conflict between group and individualized teaching. What

follows is one sample of each approach.

I like the way that I am doing things. But it is only possible if you are teaching students as a group.
When I was in other centers where I couldn't teach as a group because the clientele was too varied, and
everybody was working on their own thing, they had their own workbook and so on, and it was an
individual thing. That I did not end up being all that comfortable with because after a while you sort
you lack stimulation and it gets you boring -as an instructor. And if it is boring for the instructor it
certainly is boring for the student.

We have what is called monthly intake of students whereby students can come into. If for some
reason a student leaves our program or has completed the program and it leaves an empty seat, we
then fill that seat with a new candidate. So that really affects the manner in which we deliver our
courses because what happens if you delivered by the traditional mold, it would be very difficuit for a
student to come in half way through a course, because much of the instruction particularly at the high
school level is very sequential so that is why we try to go with packaged material where a student can
come in and we can have students working at any place in the course. I personally am in favor of that
mode of delivery.

Perceptions of Positive and Negative Aspects of Curriculum
Teachers stated that the most positive aspects of curriculum are that it is
individualized (encouraging the individual leamners to work at their own pace), that it

develops confidence among studer::s and that it is practical and job oriented.

Individualized 23.1%
Develops self-esteem 17.9%
Practical and job oriented 15.4%
Good Content 7.7%
Teacher-student relation 71.7%
Prep. for further. levels 1.7%

Others 3 20.5%
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This pattern of response reinforces the idea that the ideology of individual
liberalism has permeated the world views of teachers. Interestingly enough, only 2.6%
pointed out that the positive aspect of the program is its focus on students’ needs. In
relation with the negative aspects of curriculum, the highest frequency corresponded to
those teachers who do not perceive such aspects (see table 5-15). This lack of criticism
was also found among students in a similar proportion 6. However, a significant
proportion of the sample stated that the curriculum is irrclevant for the needs of adults
and the demands of the outside world. In this respect, teachers complained that the
curriculum is outdated, too prescribed by the Dept. of Education, extremely tied to the
regular system, and not geared to the needs and interest of the adult population. As a
teacher stated, "a lot of students feel that they are not trained for our time world".

Table 5-15: Negative Aspects of the Program

Nothing 29.3%
Irrelevant 26.1%
Time Constraints 13.0%
Financial Constraints 9.2%
New Contents/Technol. 9.2%
Others 13.2%

Some teachers -mainly from trade areas- referred to time constraints, which
provokes a narrow type of training, as opposed to a more holistic educational process.
As a teacher stated, "it is very much instruction rather than teaching”. Others pointed out
their problems with budget limitations, constant changes in content and the introduction
of modern equipment (especially computers). Those teachers who reported that they
create their own curriculum identified problems in curriculum with their own problems.

The curriculum that I use is my curriculum. It is what I developed, so when I look at the
weaknesses its basically the weakness in my own background, my own knowledge and ability are
my stumbling blocks.
Perceptions about the benefits of the program
Benefits at the individual level were explored in five areas: economic, social,

cultural, psychological, and political. For many teachers it was much easier to recognize
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psychological and economic benefits than the other three type of benefits.” As the table
below illustrates, while almost all teachers recognized psychological benefits, only half
of the them perceived that their course provides any kind of political benefit

(participation, awareness, etc).

individual | fit _ 1. of tt
Psychological benefits 93.9%
Economic benefits 89.9%
Social benefits 71.4%
Cultural benefits 59.2%
Political benefits 51.0%

Regarding psychological benefits, a great majority of teachers think that it
consists of an increase in the self-esteem of the individual. In this view, gaining initial
confidence is one of the main tools for success in life. Interestingly, just a few teachers
said that the programs help students to learn how to solve problems in different ways or

that they emulate successful students.

Self esteem 95.6%
Problem solving 2.2%
Emulation 2.2%

In relation to economic benefits, 75% of those who perceive them said that the
program enables students to find a job and to get a regular salary. However, although
they argu ¢ that after the course students are more likely to become employable and get a
stable income, many of them recognize that they probably will not make more money
than the amount they are currently eaming. Again, what is important in terms of

employment is self-confidence rather than income:

Fifty percent find jobs, the others move in with somebody: they are on welfare, they ji  sort of
melt back into that. The fifty percent with jobs get some more money. Not a lot more. Som: 1 we,
But I think what they gain in their sense of accomplishment probably makes up for what they ii; *
getting so much more in money.
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Moreover, in the case of students who have been working before, some teachers
mentioned that in many occasions the program has an inverse effect in terms of
employment, because the position is occupied when they go back to work. A smaller
proportion of teachers (13.6%) said that the program helps students to be financially self-
sufficient, thus being able to get out of weélfaie.

Employability 75.0% .
Out of Welfare 13.6%
Work attitude 4.5%
Money management 4.2%
Other 2.7%

In order to obtain more precision in stressing the economic benefits of the
program, three aspects were explored with teachers: work opportunity for unemployed,
promotion for previously employ=d, and improvement in work performance8. As table 5-
19 illustrates, the majority of teachers think that with the training that they receive most of
the graduates will improve their chances in the labour market and, in the case of having
been already employed, will improve their work situation and their job performance.

Comparing programs, the forecast is much more optimistic in skill upgrading than in

academic upgrading.?

Opportunity Promotion Performance
All of them (91-100%) 37.8% 26.2% 40.9%
Most of them (61-90%) 26.7% 31.2% 21.6%
Roughly half (40-60%) 21.2% 23.5% 23.2%
Less than half (11-40%) 9.9% 5.8% 4.8%
Almost none (0-10%) 4.4% 13.3% 9.5%

Among those teachers who perceived social benefits, one third stated that the
program generates better citizens. As a result of the program, they claim, students
become better members of society because they are more educated and they are able to

talk for themselves; they also have more social skills (like maturity, adaptation, security,
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indeﬁendence) and control over situations.!® Another significant group of teachers
(28.6%) said that these programs promote social interaction. They think that after
participating in the programs individuals have contact with more people, learn to work in
groups and how to approach other people and have a general change in their lifestyle.
Furthermore, some of them also gain new friends or get married, and non-English
speakers engage in communication processes with English speakers. Thirdly, 18.1% of
the social benefits correspond to the idea of the adult becoming an example for their own
children, to transmitting to them the importance of education and improving their chances
in society. Finally, 14.3% said that the main social benefit consists in the improvement
of the clientele's social status and 5.7% referred to a successful integration in society.
For some teachers, the social impact of the program is as important as the impact on
skills or knowledge.

I think that the most important objectives we have are the ones that have to do with adjustment to the
adult role - to be reliable, to have goals, to be able to pursue things, to set an objective and achieve it and
so on. It's less important to me whether someone leams to do long division or square roots or write an
essay. Those skills may be useful in very specific instances but these other skills, the character skills are
things that will determine whether they succeed and whether they are viewed as more capable of taking on
the roles that society has,

Cultural benefits mainly referred to communication skills (verbal as well as
written), although a variety of other aspects (such as social interaction, cultural
awareness, intercultural contact, appropriate attitudes and community solidarity) were
also mentioned. However, it was recognized that the institution does not encourage

cultural development through extracurricular programs.
We promote cultural activities to the degree we can. Our students are not good at joining these kind of
things. Sports do not happen very spontaneously. We don't have a drama club. Extracurricular activities
don't occur.

Theoretically, it is assurmed that one of the main impacts of the program in the
cultural area is the opportunity that students have to re-enter into the regular system. In

this regard, teachers were also asked about the proportion of their students who will
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continue to post-secondary education. As opposed to the optimist answers given in the

economic sphere, in this case teachers were more conservative and cautious.

Table 5-20: P : { students wi il k_furtl fucati
All of them 4.1%
Most of them 16.3%
Roughly the half 14.3%
Less than half 22.4%
Almost none 42.9%

In fact, only a few teachers foresee a prominent educational career for their
students. In general, the opinion was that upgrading towards further levels has very clear

These people are not going to be very highly educated, but at least it exposes them to influences they
might have never had which might make them think a little bit more.

Many of our students are not going to get the skills - quite apart from the credential. They won't be able
to survive in a traditional advanced educational environment. They just won't. They don't have the
skills to do it.

A crosstabulation of these data indicates that teachers working in urban areas and
in academic upgrading programs have higher expectations about the educational future of
their students. However, students enrolled in skill upgrading programs think that they
will pursue further studies in a higher proportion than academic upgrading students. A
hypothesis to explore in this regard is that the clientele of both programs has changed,
but teachers are not yet aware about the extent of this shift. Finally, as indicated before,
half of the teachers do not see any political impact out of the programs. The following
statements fairly represent the opinion of these teachers:

Most of these students don't realize what is going on around them in the world. They don't normally read
the newspaper. They probably wouldn't watch the news on television, unless there was some major
disaster really interesting, So I don't think it changes their attitudes towards political involvement
particularly.
I have never seen any political changes because of the program.

Among those who do perceive a benefit, 44% think that it basically consists of
awareness of political issues, especially regarding electoral processes and basic rights;

32% think that the program has an impact in civic participation, which includes voting
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and volunteer jobs in their local community; 16% said that the program promotes
leadership and involvement in decision-making activities. The remaining part mentioned
benefits related with citizenship and contribution to political stability.

They see themselves as members of the society for the first time.

Our political ambitions are modest. We feel that as adults people have the right to be active or inactive
in politics.

Political stability because if they are satisfied workers they are not going to be disruptive in society.

The last topic regarding the benefits of the program is related to its contribution to
national development. From an economic perspective, a considerable number of teachers
pointed out that these programs help to release government and taxpayers from the
burden of transferring people from welfare to the job market. From a political
perspective, the issue of ensuring stability -as opposed to social unrest- was mentioned
as one of the impacts of the program.

They are not on welfare and the rest of the population doesn't have to support them.

They will be useful members of the society which add to the economics because they will be spenders as
well receivers of money.

When Canadian teachers were asked about the main problems within the
program, they placed the main fault on students. They argued that their educational task
is very difficult because students lack time management skills, intellectual abilities,
confidence, motivation, clear thinking and planning, maturity, communication skills,
autonomy, mathematic skills, responsibility, etc. Moreover, teachers added, many
students have too high expectations and present learning disabilities, slow progress,
absenteeism, withdrawals, indiscipline, alcohol and drug addiction, ignorance on life and
career options, as well as family, emotional and financial problems. Teachers also
complained that in some programs there are no entrance requirements, so students have -

no ability to read and this generates a limized potential. They also said that they need to
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deal with a great variety of students, very different in terms of age, schooling, cultural
background, etc. Although not all these constraints have their roots in the students, the

majority of the teachers tend to blame them when facing the problems.

Students' constraints 36.1%
Relationship with job market 14.3%
Material and financial resources 11.9%
Inadequate Curriculum 11.1%
Time-related problems 10.8%
Staff and Authorities 71.7%
Prestige of the institution 4.4%
thers 3.6%

I think the poverty, the financial, the fact that they are low income is a problem.
We can't always cover everything we want to because of the ability level of the student.
Many students aré too young. They have no sense of responsibility.

The biggest problem is the home life of those ;->-zle. It causes them to miss school, to be late, to drop
out and I am always having to back track, because a substantial part of them were not there when I was
giving the lesson.

Drugs, drinking, because they think well I have a feeling that they come sometimes to school to get
money so they can show off at all these parties. They get paid, say they get paid on a Friday and they

first thing you know all the students are in the bar. They come back maybe Tuesday afternoon. They all
have hangovers.

The second type of concem is related to the relationships between the institution
and the labour market. According to teachers, in some programs there are serious
probl_ems with employers, especially in the practicums used in the trade programs. Some
of them referred specifically to deficiencies in the follow-up of practicums at the work-
place. Another problem widely mentioned was the low employment opportunities for
those who graduate from the programs. The lack of demand for skilled workers by
industry results in a scarcity of students enrolling in some programs. They also complain
about the low cost-effectiveness of some programs, because they do not make a
significant impact in the labour force. Teachers are also concerned about the fewer job
opportunities for students with less than grade'l@, and about the image of homemakers in

reserves and agencies.
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One of the things that is good about the program is that we can show them the methods of looking for
jobs, but they still have to have the courage to go out and look.
There seems to be fewer and fewer job opportunities available for our students who have a grade 9 level
education and I find this unfortunate. Many of these have good skills. They may not be academic skills,
but they are reliable, personable, and yet there are very few jobs that will pay you enough to keep you
above that poverty line. We should have more opportunities in that area. Pay enough to be above
poverty line or pay more than what they will get on welfare in order to get some incentive. I think that
we have to admit that not all students are going to be able to get grade 12.

The third problem is related to materia) and financial resources. Regarding
material resources, they complained about a variety of aspects, such as lack of space,
inadequate classroom size or the quality of the computers. In the financial area, they
talked about financial restrictions and budget cutbacks, which imply lack of funds to meet
the demand which in turn leads to large waiting lists (in only the Edmonton branch of
AVC there are 13,000 people applying every year, and only half of them can be admitted
into the program). Increased budget cutbacks seem to have had consequences in the
working conditions of teachers. Unexpected changes in funding strategies was also a
matter of concern.

We have substantial waiting lists and in terms of being able to accommodate it means that we have to be
able to offer more classes which means more instructors which means more dollars. More dollars for
materials as well.

The problem of the funding situation is not knowing what AVT is going to do. AVT has changed its
requirements and its expectations. Canada Manpower has changed the Canadian job strategies now as
coming in and that means more private trainers are getting into training. We don't know whether the
funding patterns we've had in the past that allowed us to put one kind of program together, one kind of
institution together, will be maintained or will quickly change and we'll have to change quickly as a
result. And that uncertainty always has us looking over our shoulder. What should we do? What should
we follow?

Fourthly, according to 11% of the teachers, the curriculum is not related to
students' needs, neither is it flexible enough to consider their health, social or
psychological problems. Teachers also claimed that there is a scarcity of materials for
adult students (specifically for those living in rural settings) since textbooks are usually
urban or child centered. Some teachers related the low relevance of the curriculum with
the low motivation of students.

We have a problem in terms of curriculum. More work needs to be done in making our curriculum more
relevant to the adult client.
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Definitely another problem would be the reading levels - a variety of reading levels of the students and
the materials are difficult. There are very little materials for someone at a 4 or 5 reading level in terms of
office types of skills.

The lack of appropriate materials, because the material that is being printed is urbanized.

A similar proportion of teachers mentioned problems related with time. Some
commented that the time is too short to fulfill the requirements of the content, while
others said that the program is too long for the possibilities of students, because many of
them cannot afford to stay so many weeks. Some teachers said that, since there is no time
specified to complete the program, there is a continuous intake of students, and the
excessive turnover makes teaching really difficult. Another matter raised was the
establishment of a new timetable whith more classes and fewer breaks and spare time.
Other set of problems pointed out by teachers are related to themselves. Among those
problems are the lack of continuity of the staff, problems with other departments,
continuous change of instructors, lack of communication with upper management (and
lack of support from upper levels), lack of staff integration, lack of released time to
revise materials and methods, lack of local training and personal development, and lack
of teachers' motivation (especially those who have only few students in the classroom).
Finally, several teachers complained about the image of the institution among the public.
In this regard, it was said that the programs offered by the institution are not known
because of little publicity. This is understood as the main cause of low enrollment.
However, some teachers suggested that even when the programs are known, they have
low prestige in public opinion. These teachers argued that the low profile of programs in
society generates a low enrollment ("students have no pride of being in these programs”)
which in tumn is the cause of the low budget assigned to the institution, and here the
vicious circle starts again. Other problems mentioned included the excessive bureaucracy
within the institution ("it is very difficult to institute change processes"), the diploma
disease in other educational settings ("requirements to enter into other programs are

getting higher"), the legal restrictions to photocopy written materials, the difficulties of
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disciplining the students and making them better citizens, rivalries among community
groups, low community initiative, confusion about the institution's goals and the need to
keep enrollment levels up 11,
In order to overcome the problems described above, a great variety of solutions

were proposed by teachers. Only a small proportion of them (7.9%) did not suggest a

_ solution. They used expressions such as "not much can be done", "is a larger problem”,
"it's a societal problem", and "perhaps in the future something will be done to solve this
situation”. Many among these teachers who showed skepticism about possible solutions,
suggested that some decisions are made in a vertical way: “those are upper level

decisions", or..."those decisions are made; we are told and you just adjust your

program".
Beyond our possibilities 7.9%
Changes in Curriculum 23.7%
Assistance to students' needs 19.1%
New regulations 16.4%
Material and financial resources 15.2%
More contact w/ the outside world 13.7%
Internal communication 4.0%

Among those who proposed solutions, their proposals were collapsed into six
categories.The highest frequency (23.7%) involved curriculum reform, both in terms of
content and method. Suggestions with respect to the former included an annual
curriculum review, substantial modifications in the orientation of the program, an
updating of content, the development of new programs for women and training courses
in skill upgrading for grade 9 graduates. Regarding method, teachers asked for
innovations, alternation of delivery modes, increased motivation, field trips, de-
schooling the institution, compensation of learning disabilities, etc. While some teachers
want more individualized teaching, others are explicitly opposed to this approach and
believe instead in a type of group-classroom instruction. Secondly, 19.1% of the samplé

indicated the need to pay more attention to the needs of students, eSpecially the
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psychological ones, being more sensitive to their problems and help them more
systematically. These teachers would like to see more research on students' needs, an
increase in seminars on time management, learning assistance and counselling services,
and additional math courses. It was also suggested there is a need to look for alternatives
to increase students' income and self-confidence. Regarding students' income, it was
suggested that more free time be given to students, so they could dedicate that time to
their personal business. This could be done - one teacher said- by splitting the program
into blocks or allowing part-time students. With respect to self-confidence, teachers seid
that is important to encourage students, and help them to solve their problems.

A third type of proposal consists of the establishment of new institutional
regulations, especially regarding entrance requirements, schedules, discipline, teacher-
student ratio and austerity. In relation to the establishment of new entrance policies,
several teachers would like to see in operation a screening process (by age, ability,

" motivation, etc), and according to the results channel people to areas where they are
capable. Others asked for an entrance test for reading level, and others wished to
implement a cool out policy, lowering students' expectations by "telling them the truth
from the beginning". Moreover, some teachers would like to work only with the "cream
of the crop":

Students with psychological or social problems should be advised to solve their problems before joining
classes.

Time-related regulations were connected to changes in the timetable, the setting
up of a new schedule with specific time for the programs and less flexibility for the
students. Disciplinary regulations were suggested “to put more order among students".
Finally, teachers argued that new measures of austerity must be implemented to diminish
the effects of budget cutbacks, such as an increase in the teacher-student ratio, limitation
of supplies, incorporation of more volunteers, establishment of peer tutoring and cutting

out of some programs. For 15.2% of the teachers, certain problems can only be solved



134

with the presence of enough material and financial resources. Some of these teachers
demand the expansion of classroom facilities as well as a renovation of the space. Others
suggest that the government should allocate more money, resources, direction and
commitment. In fact, for many teachers any improvement in this respect depends upon
the will of the government.

It depends on government for funding; we are slaves of government.
A similar proportion of teachers (13.7%) wishes to see more contact with the

outside world. The main proposals were to have more communication with industry, to
create more job opportunities, to develop public relations with employers and to look
after the potential clientele. It was also said that the center must have more contact with
other institutions, referring certain students to other agencies which take care of them.
Comments about contact with the outside world also considered the community at large,
particularly regarding the necessity of more public understanding, participation and
intervention in the activities of the institution. For this purpose more diffusion and
advertisement is needed.
We need public relations work. 1don't mind doing it. I think it is good for the instructor to do it.
Finally, some solutions may be found in the building of a better intemal
environment. Teachers think that more support to the staff from upper levels, better
communication ameng departments and better interaction among teachers and students
may contribute to this purpose.

Better communication between departments or staff so that as the students move on to the next level
there is a cooperative environment or atmosphere to receive them with the kinds of needs they have.

Opini I { withdrawal
Teachers were specifically asked about two of the main problems of adult

education systems: low attraction of the potential clientele and high drop out rates. In
explaining why the potential clientele does not enrol in the institution, teachers mentioned

in first place apathy and lack of interest for studying on the part of adults.



135

52, . . "
Apathy, no interest 27.5%
Lack of information 16.8%
Economic, work and other diffic. 14.2%
Shame 12.4%
Afraid of task 11.5%
Bad past experience 7.1%
Sociocultural 4.5%
Low profile of adults 4.2%
Institutional Reasons 1.8%

This low motivation to come back to school was linked by some teachers with
conformism and resignation, with a poor attitude towards education, with the low profile
of the programs as compared to their aspirations and with the difficulties of perceiving
the benefits that these programs could provide. This seems to be particularly true for
people with employment, because, as the teachers implied in their answers, if adults have
a satisfactory job and an acceptable income, it is more difficult to perceive the advantages
of taking an adult education course. Some teachers related the image of the program with
the frustration resulting from the cooling out function perfonﬁed by the institution:

They don't like the image of what the program is offering. Because they want to end up with something
that is really major. And this program teaches people that thev are not going to end up in important
jobs.

In explaining the causes of the low interest, teachers tend to blame the adults
("they do not value education"”, “they prefer to make money", "they have no initiative”,
etc.) rather than the relevance of the programs to address their needs. The second most
mentioned reason was "lack of information". This category includes lack of knowledge
in reference to the institution and the programs offered by it. Several teachers also
pointed out the low public awareness about new professions which can be pursued
through AVC programs. Some teachers said that this problem is due to the fact that both
the institution and its specific programs are not well advertised.

I think we are still fairly new sc I think that could be part of the reason that we are not getting some of
the students. They don't know about it.

Maybe they are not sure what we can do for them.
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A third reason was related to economic, labor and other difficulties. Financial
constraints and lack of time on the part of students with work and family responsibilities,
on the one hand, and an inappropriate schedule on the part of the institution regarding
part-time students, on the other hand, were pointed out as the most important factors in
this category.

They cannot afford go to school full-time; they are not prepared to interrupt their marginal jobs.
Not enough economic incesiave. Allowance does not represent an improvement with respect to welfare.

Fourthly, teachers mentioned that many aduits feel ashamed to go to classes
again. Reasons to feeling ashamed usually have their roots in age and gender related
prejudices. Regarding age, a common perception is that adult education equates school,
and school cannot help elders very much. Teachers also pointed out the fear of ridicule
and embarrassment on the part of elders with a lot of young people around. Although
peer pressure plays a role, probably the formal setting of adult education programs and
the curriculum similar to the regular system also have something to do with this feeling.
As one teacher said, "adults are suspicious of institutional settings". Gender related
issues are also involved in non-enrollment reasons. In short, teachers said that the bias of
the potential clients is that they perceive adult education as a service directed for kids and
women.

There is a perception on the male people that going to school is for kids or women. If I look all the way
back, the males that I have gotten in the program have been the sissies in the community. They are the
ones that were looked upon as being "sissified” or being almost like they were females or whatever.
They were not the dominant males in the community. They were the inferior ones.
Males can't see themselves as quitting work to come to school and have less money. Sort of the macho
thing. They may have to be supported by their wives while they come and so on. Its that feeling that
they are iot getting up to what they suppose to be.
Men do not want to compete with women.

An interesting feature related to shame is that low schooling is perceived by the
one who suffers it as an individual problem:

They think they are the only one who has this problem; they feel alone.
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Fifthtly, according to teachers many adults do not enroll because they are afraid
of failure. This fear may have its roots in the amount of work involved in the programs,
in a lack of self-confidence to complete academic tasks or in a negative past experience
with the educational system. In rural areas this bad experience is sometimes connected
with discrimination.

In ¢his area it is probably past negative experience with the white man in school. Some of the older
people went to boarding schools and were very badly treated. My students told me about how they were
always put in separate rooms because they had behavior problems and they were told they were stupid and
terribie. I couldn't believe ithow much that must have happened. And they came to me and said the
teachers always told me that I was a terrible behavior problem and stupid and I don't know if I can learn.
And in my class I thought they were doing fine.

Finally, a small percentage of teachers mentioned sociocultural problems
(poverty, alcoholism, lack of support from significant people, etc), admission problems
(difficulties accomplishing the minimum requirements in terms of technical or intellectual
capabilities) and institutional problems (such as lack of space or the competiticn of other
institutions for the same market).

In relation to the second problem -drop out rates- teachers reponéd that terminal
efficiency at AVC and CVC is not very high. In fact, almost half of the teachers
consulted reported that in their programs less than 50% of the students who originally
enroll in the courses complete them successfully. Moreover, only 6.3% of the teachers
reports a terminal efficiency higher than 80%. Skill upgrading teachers are much more
optimistic than their counterparts from academic upgrading regarding both completion
and graduation (phi=50.56 and 0.50 respectively). According to the teachers, the
reasons adults drop 7t of aduiz education programs are similar to those which pressured
them to leave the regular sy sier: before. The comparative table below shows that,
although in some cases the proportions vary, the pattern of response is very much alike.
Interestingly, in both cases the educational system is viewed as having little or nothing to
do ;vith the drop-out problem, and the approach can be characterized as "blaming the

victim".
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From AE Program From Formal School
Family Problems 27.6% 28.5%
Economic, Need to Work 15.0% 13.8%
Personal Reasons 13.5% 8.1%
Health Problems 12.8% 10.2%
Academic Difficulties 12.8% 17.1%
Lack of motivation 8.3% 7.3%
Social problems 6.7% 3.5%
Others 3.3% 11.5%

The right column indicates that teachers think that the two main factors that led
their students to drop out from the regular system were family and academic problems.12
The left column shows that the main reason for students' drop out from adult education
programs corresponds -according to teachers' opinion- to family problems, which
includes a variety of aspects affecting mostly women, such as divorce, family
breakdown, pregnancy, physical abuse, machismo, lack of child care, marriage, family
responsibilities and isolation from the rest of the family.

It is very difficult for a woman to succeed if the husband is placing obstacles in her way.
The girls are coming to school and the boyfriends are jealous because they are taking time away from

them. So they make it terribly hard for them to study and after awhile they say : I can't do my
homework because of my boyfriend.

This is too demanding for women with children; they cannot cope with school and personal life.

Babysitting for women. Some of them bring their children to the day care here but its really small so
that not everybody can, Some of them have more than one kid.

Many miss their family. Quite often you are bringing people frem a community and they have tc come and
live in another community and there are no facilities for their families to come. The family can't take it.

In second place are economic and work-related problems. Teachers pointed out
that students who do not get a loan, or whose allowance is not enough to satisfy their
requirements need to work. In rural areas, interference of the educational calendar with
economic activities of the population also affects the situation.

Once they find a job that they want or it pays more than they get here, then they leave,

They didn't get their student loan, they have to have a job and therefore they don't have time to go to
school.
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If you get the wrong time of the year you could get hit by almost anything. Irémemberyeaxsagowhen
we were doing the basic education program in fall we suddenly started to lose students becaver it was
hunting season. You got to get meat in for the winter. They take off, come back three or ‘e weeks
later. Got the catch for the winter, all in the freezer and now they can come back to school.

Thirdly, personal reasons include emotional problems, alcohol, drugs, behavior
disturbances, immaturity, moving, difficulty working in groups, self-discipline and in
some cases imprisonment. Interestingly, the institution seems to have a non-public
screening of candidates with potential disruptive behavior.

Our counselors are supposed to screen the students when they come for their initial interview, so that we
try to get students who are not alcoholics or that are using drugs.

Health-related problems also constitute an important factor for drop out. In
northern Alberta, some teachers stated that cold weather also has an influence. Again, the
idea of screening is present; in fact, some teachers think that certain people should not
participate in the program.

Their own health protlems quite often cause them to drop out. I would say generally in the group I have
there are lots of health problems., like obesity, high blood pressure, diabetes, colds, I mean they have
everything that can go wrong.

This year we had a large number who left for reasons of health. They started out at 20 and ended up with
12. We lost eight and seven of them were health.

People with bad health cannot come here. It's a too long day for bad health.

As frequently mentioned as health were academic difficulties, such as learning
disabilities, failure to meet program requirements and frustration. As one teacher said,
"it's too hard for some of them. They were not able to be here". Other factors mentioned
by teachers were social problems and lack of motivation on the part of some students.
According to teachers, low interest and apathy usuaily result in poor attendance, low
marks and bad attitudes, which in tum lead to dropping out. Interestingly, very few
teachers attributed the low motivation to a low relevance of the program. Regarding
social problems, teachers reported that old disputes between communities or problems of
social interaction could also lead to withdrawal from the program.

Maybe they think that they have better things to do outside. In spring time they want (o go out.

A number of years ago we had problems because we had people come up from the Southern part of the
province and we lost most of them. The reason we lost most of them is because they were Blood Indians
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and the Blood and the Cree don't get on. Some battle that took place in 1800 or something, they were
stilf re-fighting it in the streets here all the time. You know little things like that; somebody can move
here and all of a sudden they quit and you find that ultimately that it was because they were put to share a
room with somebody they dislike. The family has got a feud on, they can't live with them. They don't
want to be around, so they go.

When asked about what they are doing or what they propose to do to avoid drop
out, more than one quarter of the teachers said that nothing can be done, mainly because
it is the result of external factors beyond the influence of the institution. Among those
who do believe that something can be done, there was a general agreement that
counselling and similar sirategies are the most effective way to avoid drop out..In fact,
half of the teachers said that they refer students with problems to learning assistance
services or to support agencies, and talked about the necessity of having more assistance,

counselling free of charge, communication, and help with time management.

- $ LS 1
None, nothing-can be done 28.6%
Counselling 51.0%
Improve seif-esteem 8.1%
Screening of applicants 6.1%
Research, follow up 4.1%
New methods, day care 2.0%

In the same vein, 8.1% of the sample proposed to improve students' self-esteem
through a variety of means, like organizing group meetings, refering them to the Human
Relations Programi at the AVC, encouraging them or applying formative testing "to make
them feel that they succeed”. This emphasis on counselling and self-esteem reinforces
the idea of the “pathological” approach, by which the institution provides individual
attention (mainly psychological) to the dysfurctional client.

We have a nimber of counselors. If they don't like to go to R., maybe they can go to D. who is native.
Cenainly incorporated into our program is the relations and life skills program to help them build on
their self confidence and self-esteém. We iry 10 start them off at'a level where'they can experience
success as opposed.to non-success. We have counseling services available. If they run into problems in
terms of substance abuse, we make refetrals and access appropriate agencies such.as AADAC,

Thirdly, some teachers proposed the screening of applicants to ensure that only

capable students are accepted, the signing of a written contract compelling the student to
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behave well, as well as telling the "bad" students "to go and come back when they are
ready”. A smaller proportion of teachers suggested researching of the situation of the
students to prevent surprises. For example, they said that student evaluations can be used
to discover personal problems before they get bigger, and follow ups by phone of those
who leave the program would help to find out their needs.
Qpinions on the Adult Learner

General Profile of Students

According to teachers, the clientele of institutionalized Adult Education programs
in Canada is mostly femaie and relatively young. Indded, the proportion of female
students in the cverall AVC population may be as high as 80%. In several programs all
students are female, although there are & few programs in which 100% of the students are
male. Teachers report that the average age of their students is 28 years o}d, and that some
. students are as young as 16 and as old as 65. A general description of the students was
nicely summarized by one interviewee.
They are often single parents, or if they are in a relationship, the relationship is not all that stable so
they have a lot of responsibilities that they are carrying alone. Many of them have reduced income
levels. So as learmers, when I ook at the statistics, I get 4 picture of people who have a lot of other

things to do beside go to school. They've got the family to look after, they've got money problems,
many of them have health problems.

The average level of previous schooling varies from course to course, but
surprisingly enough for an institution directed to fulfill basic education needs, teachers
report that more than 50% of the students already studied grade 12 in the formal system.
However, almost all teachers pointed out the existence of a wide gap between the level of
schooling and the actual level of knowledge and abilities 13. In explaining the
discrepancy between the grade level they have reached and the real level they can function
at, teachers referred to problems of the regular schooi system (particularly the automatic
pass) and to the time passed by since the student quit school.

When I was teaching grade 12 in the public system, I had a kid who-had a real problem with math, so we
went back and checked the records and the last time he had passed a math exam was in grade 3. Every
year up until then they failed him and every year he had just been promoted to the next grade.
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In assessing the socio-economic status of students, the majority of teachers
(87.8%) agree that their students belong to the low-income sectors of the population;
8.2% of the teachers estimate that their students are part of the middle-low groups and
only 4.1% of the teachers consider their students as members of the middle class.
Teachers referred to their students using expressions such as as "low income peopic”,
"survival level situations”, "down at the bottom", "below poverty line" and "Welfare".
Regarding the ethnic composition of the clientele, they reported that participation of
different ethnic minorities in adult education is relatively high in Alberta. Group
composition varies from program to program. In some programs the majority is "white-
Canadian" while others mostly serve immigrants or Natives. Teachers also stated that
their ;tudents have very limited political culture, low levels of civic participation and
trangportation difficulties. Furthermore, among them unemployment rates are higher than
in other sectors of society.

Most of our students are very poorly informed politically and they are not active even on issues that
directly affect them. They don't spontaneously participate in the political avenues open to them.

When they came here, most of the students were unemployed. At the time that they register, about 80%
are unemployed or they say they are unemployed on the registration form,

Many of them have transportation problems... so we are just now beginning to look at what that does to
adult learners, to have to take two bus rides for 45 minutes and maybe carry a 3 year old along with you
10 get to school, on top of all the other problems. I guess characteristics that affect learning directly.

Psychological characteristics of students received a more in-depth analysis by
teachers. For them, the main psychological feature of their students is low self-esteem!4,
followed by personal problems, low social skills (especially regarding communication

skills) and fear of institutionalized education.

Low self-Esteem 46.0%
Personal, emotional problems 15.3%
No social skills 9.4%
Fear of educational institutions 9.4%
High self-esteem 8.4%
Hard working, independent 7.1%

Others 3.4%
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In assessing the socio-economic status of students, the majority of teachers
(87.8%) agree that their students belong to the low-income sectors of the population;
8.2% of the teachers estimate that their students are part of the middle-low groups and
only 4.1% of the teachers consider their students as members of the middle class.
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How smdents find l he instimti

Unlike the recruitmex:t model characteristic of Mexico, where the teacher makes
home visits to convince adults to participate, in Alberta the majority of students go to the
institution by themselves. According to teachers, newcomers obtain references mainly
from ex-students, friends, and relatives.

I would say that the majority find out about the program through word of mouth. From students who
have been here in the past, who have talked to other perspective clients and who have basically
recommended AVC.

From other students that we have had, like they refer to their family and friends.

Word of Mouth 37.8%
Written Advertisement 32.9%
Gov't. Institutions 15.9%
Educational Inst. 4.9%
Social Agencies 2.4%
Radio-TV 12%
Others 4.9%

According to teachers, one third of the students find out about the programs
through written advertisements, which include brochures, newspapers, information
booths at Malls and posters.15
Through advertisements. Most I would say in newspapers.

Government and educational institutions also play an important role in sending
people to AVC programs. This suggests the existence of a professional referral system
and an efficient bureaucracy.

We get a lot of students say from Calgary that find out about it from manpower offices and Canada
employment centres. They stay in the dorm. We send our brochures and things down to these offices and
that helps them become aware of it.

Through various agencies whether it is through social services or Canada employment centers.

Student counselors tell students coming out of high schools about the various opportunities. Like we
will get students from high school that will say well I found out about it from my counselor at school.
Like we have had some that first year university that have came here.

Although teachers coincide in the fact that students approach the system and not
viceversa, some comments indicate the presence of certain features of the recruiting

model, such as the search for potential candidates or the establisment of coercions.
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The recruiting people go out to schools and give presentations. That would bring in the ones fmm high
school.

Sometimes the Indian bands will tell you well we will continue to support you but only if you get
yourself an education. And so there is a a certain amount of compulsion but it is nonetheless you know
they are still at that freedom to say I don't want to come. Like we don't go basically running after him.
There is no way that we can force them to stay with us, but there is some economic pressure involved.

Finally, one comment generates doubts about one of the main fev:zires of adult
learners pointed out in the literature (autonomy), and suggests the existence of a new type

of client, younger and less independent: "parents send them".

According to the teachers, a significant number of students come to AVC with
diffuse interests and unclear goals. Regarding their learning interests, 45.5% of teachers
report that students are very diffuse, 21.1% said that they are more o: : ss diffuse and
33.3% think that they are specific or very specific when they join the program. In terms
of job interests, the proportions were similar (40.2%, 29.9% and 29.8% respectively).
Some teachers said that many students do not have any goals when they enrol into the
program besides being paid or obtaining a degree. Regarding the allowance, teachers
suggested that when youngsters realize that in adult education they cai: * © paid they drop
out from the regular system. In relation to the interest concentrated in the diploma, one

teacher said:

They think in papers not learning. Many of them without any real career goal in mind.

Other teachers argue that many students are in the program because they have no
other alternative. As one of them said, "there is nowhere else to go". The existence of
overexpectations among students was also mentioned. For teachers, in many cases
#udents' expectations are unrealistic regarding the goals that they set for themselves, the
time needed to complete the program and the impact of the program on their lives. Some
teachers argued that when students realize that they cannot be doctors, that they must stay

a longer time to finish their program or that just a few courses will not help very much in



146

terms of employment they get frustrated. These teachers claim that overexpectations
constitute an important factor in students’ dropout. Conversely, teachers state that those
who have more clear goals have more possibilities to complete the program.

I find zhat the ones who dsa't know drop out.

When they come here, they are anxious to leamn, but they are often not clear on what they want to learn,
They expect a traditional experience. They expect to sit in a classroom and be lectured to. Although that
motivation may not last very long once they et into the grir+ and especially if the winter weather is
difficult or whatever.

They don't know what tey need. And they assume if they ge: a bittle more Englis*, a little more M
that will help and we have to try to convince them that no, just f:oing fron: & grad.. % | <+is 10 & grade 10
level will not impress an employer.

When asked about differences by age, SES or grader, teachers strongly agreed
that young and low income students seem to be more diffuse. Lack of clarity on the part
of young students seems to be related to their limited work experience. Teachers said that
these students often enrol into the program because somebody in a pcsition of authority
advised them to do it !6. In terms of gender, the majority did not notice any difference,
although some teachers said that males are more specific in terms of interests.

The ones who don't know what they want are younger. And that is a logical thing. Some of the
younger ones are the ones that are more diffuse. The older ones generally have a better idea about where
they are going. Age tends to make people more realistic.

If they are living 2 very difficult lifestyle, they really hope this will save them and pull them out of
poverty and it is not going to do that.

Those who come from the higher socio-economic background are more clear. More definite about what
they want to do.

I would just have a sneaking susyicion that perhaps the male population tends to be a little clear in terms
of the direction that they want to go into. In the female population they tend to be a little more vague. I
think that that has to do with knowing what is available.

Qpinions on recruitment, training and paraprofessionals
Teachers were asked about the institutions' recruitment policies and training
strategies, as well as about the role and status of paraprofessionals. Regarding
recruitment policies, the great variety of answers given by teachers reveals a situation of

confusion and suggests that such policies do not exist or, if they do, are not sufficiently
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known. In fact, the recruitment criteria in terms of degrees and years of experience in the
area of expertise or in adult education programs are not very clear for teachers. While
36.1% of the teachers stated that in order to be hired by the institution it is necessary to
have a Bachelor in Education, 20.1% specified that the Alberta teaching certificate is als
needed.

Bachelor in education 36.1%
Alberta teachers' certificate 20.1%
Any university degree 16.3%
Trade or technical certificate 16.2%
Graduate studies 8.1%
Others (Ad. Ed. Diploma, competition) 3.2%

Moreover, 16.3% of teachers stated that any university degree is enough, while a
similar proportion (mainly from skill upgrading programs) think that the requirement
consists of a trade diploma. Interestingly, 8.1% of the teachers stressed that currently the
institution is only hiring people with graduate studies. The remaining teachers referred to
certificates in adult education and competition examinations. Years of experience in the
subject area and in adult education were also areas of ¢isagreement; roughly haif of the
sample (53.1%) reported that there is nothing specified and 12.2% don't know. Among
those who said that a certain number of years of experience is required, there was no
agreement on the number of years: 10.2% said that one year of experience is enough,
while 14.2% mentioned from 2 :0 5 years and 10.1% from 6 to 10 years. Beyond the
confusion among teachers with respect to the hiring policies of the institution, what is
important is that adult education does not as yet scem to constitute a recognized
profession.

Zero, nobody is looking for aduit educators. I think you have to be a good communicator.

We are people trained to be teachers in the public school system. It would be nice if the instructors were
trained in adult education.

The vast majority are high school teachers. Almost none have adult education credentials, and any
expertise that they have dealing with mature or adult has been picked up by experience of supplementary
courses, seminars and in-service.
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Regarding training policies, in Canada the in-service training seems to be more
important than pre-service training (see table 5-29). In-service training takes place both in
the institution and outside of it. Its average duration is two days, one or two times per
year, which are considered "professional development” days. They usually consist of
inviting a speaker or participating in a conference.

Pre-Service Traini In-Service Traini
Yes 12.2% 81.6%
No 87.8% 18.4%

Teachers' opinion on this training shows a concentration in the categories
‘regular’ and 'good’, and only a few teachers are highly impressed by the quality of the

courses.

Inadequate 17.60%
Regular 32.32%
Good 32.32%
Very Good 11.83%
Excellent 5.91%

Teachers' views on in-service training are agreed that neither conventions nor
speakers provide specific training for the particular course they teach. In fact, teachers
explained that guest speakers are usually fairly general to meet the purposes all over the
building. Some teachers reported that often the tra‘ning is not even related to adult
edycation issues.

The in-seA#f training is inadequate. Many times they relate more to a specific content but not to a
particular vieWon adults necessarily. I feel that comparatively speaking that Alberta is not as advanced as
say B.C. or sorfstates in the U.S. in terms of preparing and trzining educators to work in the field of
adult education.

In some cases the professional development activities are not perceived by
teachers as serious academic tasks.

I wasa't impresselfdy the program.  Weird things like motor mechanics for women and strange things.
I can't temember Wwhat was offered last year.



149

I like it alright, but in terms of helping with the job sometimes it is not related. Some of them are
good workshops but not many. You have different choices, like mini-goif.

Some teachers like the conferences, especially for providing the opportunity to
find innovations:

It's alright. You meet other people and are maybe introduced to new things. New ideas and new
machinery. I think the first time I saw an electronic typewriter, it was at a conference.

Finally, there were teachers who do not believe in training.

I suggest that no amount of education on how to deal with their probiems would educate you. If you
don't sce them as adults and treat them as adults, then it doesn't matter. That is the only really important
thing. I don't think you can teach that.

Regarding teachers’ opinions on para-professional teachers (volunteers and those
~*hout a B.Ed.) as compared to professional teachers, 18.2% think that they are worse,
22.7% that they are better and 22.7% that there is not any major difference. A large
proportion of the interviewees (36.4%) did not have a clear opinion in this respect. As
expected, the perception that non-professional teachers are better prevails among skill
upgrading teachers, although some academic upgrading staff also share the idea that
paraprofessionals can be good teachers and expressed their concemns.

It threatens my job security.

They cause paranoia. The teachers worry they are going to lose their jobs to these people who have
lesser salaries.

Those who stated that para-professionals are better than their professional
counterparts emphasized the aspect of experience instead of formal education. Others
commented that they have better linkages with industry and more knowledge of a specific
field. It was also reported that they ave nore able to establish a better reladionship with the
students, especially with Natives.

They are more sympathetic, they put more effort 1o be understood, they are more tolerant. They adapt
better to other cultures. The professional teacher needs to impsess students with difficult terminology.

On the other hand, teachers from academic upgrading tend to value more
professioiil training in education. At the time this research was conducted, the Alberta

Association for Adult Literacy stated that "there is a "crying need for professionals. We
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can't expect volunteers to teach the adults just as we wouldn't expect volunteers to teach
our children" (Chang, 1989b:6). In the same vein as Chang, some teachers argue that
non-professionals lack not only methodology, but also knowledge in course content and
educational theories. According to some teachers, their role must be limited to assist the
teacher in specific tasks. What follows are some examples of this view.

They are a support person. They do not have the leadership as the professional person.

Their teaching skills are limited. They could be more effective if they are trained to teach.

Finally, those who did not perceive much difference between both types of
teachers stated that in many cases non-professionals can fulfill the same tasks that
professional teachers do; moreover, some of them argued that the difference should be a
matter of responsibilities and not of diplomas.

I don’t see too much of a difference. I find it very difficult at times to rationalize what the difference is.

inions on decision-makin

In order to explere teachers' perceptions on the role of upper levels in the
decision-making process, two aspects were analyzed: the quality of information that
authorities have according to teachers, and the relationship between these two groups. In
relation to the first issue, only 25.5% of the sample think that their authorities are well or
very well informed about what happens at the classroom level; 31.9% think that they are
adequately informed, and 42.6% perceive that they are very little infonaed.
I would say they know almgsi tishing about what is going on.

I'd say very little. I'll give sou 2 good example. It didn't have anything to do with me, but a few years
back.... this guy was quitting and he said oh by the way where were you teaching? I just about fell over
when I heard that. That was his second year. At least he should know where everyone is. He was pretty
mad. He was quitting anyway.

It is interesting to note that teachers have a contradictory perception about their
superiors being under informed about their activities. On the negative side, they claim,
the authorities are too detached from the nature of the job that needs to be done and they

do not understand the nature of the client. On the positive side, they recognize, this
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situation leaves teachers at the grass roots with freedom to make their own decisions. As
one teacher stated, "if they were watching everything that I did, they might disagree".
Another teacher suggested that the contact should serve to inform authorities, but not to
receive instructions from them.
You would like them to know what you are doing, but you don't want them telling you how to do it.
Given the low level of information attributed by teachers to authorities, it is not
surprising that the frequency of authorities' visits to the classroom is very low. In fact,
62.5% of teachers reported that they never had the visit of an authority in their
classroom, and 25% said that they had received one visit per year or less. This means
that for 87.5% of teachers visits of authorities occur occasionally (probably more for
public relations than for technical purposes) or do not occur at all.

Never. If they are looking for someone they come to the door but that would be it.

The direct supervisor never visits, Some guided tours for VIPs.

Not often. Less than once a year. But not never. They have been there. It is not really to watch me
teach. Talk to students. Just visit. They may be evaluating as they visit, but it is very informal.
Since I have been here it only happened once in eight years.

Although teachers acknowledge that authorities do not visit the classroom, some
of them do not see that as necessary. These teachers perceive that their contact with the
direct supervisor is more than sufficient.

The President never makes it to the classroom. Neither does anybody else. Actually my coordinator does
visit my classroom, but she is the only one that does. We do our own thing. We do our own program
planning right here,

If the authorities do not visit teachers' workplace with certain regularity, and
therefore their source of information is not the classroom, how do they know what is
going on there? Firstly, some teachers admitted that they don't know what channels
authorities use to be informed, or directly indicated that there is no channel at all.

I have no idea. There is no regular communication.
I really don't know if they know. I don't know if you met W., he's the one that tells what is going on in

our area. Sometimes I wonder if he knows what is going on. They do it to their own advantage. They
want to say everything is going well. There was one problem that we used to laugh at - they'd have
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meetings with all staff - and everything was going great in our area - never anything was wrong which I
find pretty funny in a place like this.

There is no channel, I don't know 14.6%
Chain of command 55.3%
Annual evaluvations 14.9%
«nformal 8.5%
Personal visits 4.3%
Vague rumors 2.1%

According to teachers, the pyramidal system seems to be the main channel of
information used by program planners, institutional authorities and policy makers to
know what happens at the classroom level. The information is carried from teachers to
senior instructors, from these to directors, and so forth.

Step by step, as a ladder effect.

The only channel I know of is through my department head who only meets with them occasionally and
above him is the Dean who meets with the President.

Through the directors I guess, if they ask. I'm not sure whether they see it as their job. I guess the
delegation of the responsibility.

A smaller proportion of teachers (14.6%) said that policy-makers are informed
annually through program evaluations, meetings, administrative and teachers' reports,
etc.

It must be that the Presidents of the institutions are giving them an accurate report on what is happening.
The senior management [levels] are informed. We have what is called a management team where the
President, Vice-President and all the directors meet every second week and then also every second week
program directors with the Vice-President meet to discuss program issues and concemns.

Finally, some teachers report that mechanisms are very informal, while others
talked about occasional visits to the classroom or just rumors.

We talk to some of these people. Talk informally. Probably that is their only input. This being a
small institution we can walk into the President's office and say - You know what one of my students
did and I don't like it. All my students are dropping out - this program isn't working. Like we can say
those things.

I think our President feels very comfortable in terms of going to an individual staff membe: and asking
how are things going. But that is on a very informal basis. :

"Being in tune" with teachers and students; informal communication.

Vague second hand information; informal networks.
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Regarding the type of support or advise that teachers receive from upper levels,
one quarter of the sample pointed out that it is almost nil.
I am the senior instructor. Very little.
They know that you are on the job. That is aboutit. As long as you ase here.
There is nobody overlooking the whole thing. Sure we are all working here and we care about our

students, but higher above they don't know what problems we are having, and they couldn't care less. So

1 think we are not getting enough support from higher up supervision. Everybody just wants to do their
own thing.

Limited, almost nothing 24.6%
Yrofessional Guidance 28.1%
Administrative, financial 22.8%
Open Door Policy 10.5%
Permission to do something 5.3%
Psychological support 3.5%
General Information 3.5%
Other 1.8%

The majority of teackiers reported receiving only financial or administrative help
18, The rest declared that they receive different types of professional support, which
mainly comes from their direct supervisors and senior instructors, and seldom from
authorities, directors, higher officials or policymakers.

Support would be to supply budgets; to allow us to continue working here. They give economic
support, but I don't think academic support. They just assume that we know what we are doing.

I can consult with her [my direct supervisor] on student problems. She gives out the probations.
Nothing from upper level. My supervisor gave me some good hints as to what to do in the class.

In summary, the information flow seems to go from bottom to top, through the
established chain of command, with little or no involvement of upper levels in day-to-day
classroom activities. Authorities have limited personal contact with teachers, which is
seen by some teachers as a recognition of their professional expertise. However, if they
need assistance, the immediate supervisor plays an important role. In general terms, the
model resembles a pyramid. Supporting this image, a letter recently submitted to a local
newspaper b,_y'a former teacher claims that

...the decision-making process in our school system is based on authoritarianism, with power
concentrated at the apex of the pyramided structure. The chain of command or authority flows down,
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However, such alleged authoritarianism can be questioned by the fact that a
significant proportion of teachers participated in the curriculum design of their programs
(especially in urban areas and in skill upgrading programs) and are regularly involved in
its evaluation. This constitutes an example of the high degree of professionalization of
these teachers.

In Curriculum Design In Program Evaluation
Yes 44.7% 76%
No 55.3% 24%
E ions and aspiration

Alberta teachers have high educational expectations, presumably due to growing
competition in the sector and the raising of degree requirements. In fact, only 10% of the
sample (mosﬂy the oldest and the youngest) have no clear intentions regarding their
educational future. Among them, reasons for low expectations vary by age. The older
people do not have much interest in being engaged in educational activities at this point of
their lives (especially when they are looking forward to retiring) while the youngest are a
little uncertain about what to study: "I just finished one level of education and I am sort of

undecided. I want to spend a little while thinking on what my future goals are."

None, don't know 10.2%
Master or Ph.D. 44.9%
Personal interest courses 28.6%
B. Ed. 12.2%
Courses in education 4.0%

The diploma disease seems to be present among teachers; 57.2% of the sample
want to study further levels of education pursuing a degree, and among them the great

majority expect to do graduate studies (especially in education, but also in other
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disciplines) 19. A little more than a quarter of the sample declared their intentions to take
short-term, non-degree oriented courses, mainly for personal benefit. This includes a
wide range of areas, from cooking to military. Finally, some teachers would like to take
short-term educational courses, mainly for professional development.

The U of A doesn't do a sensible one in a non-thesis route that makes sense. Those stupid projects you
have to do. To me it makes no sense at all to require a thesis at the master’s level, because you are not
adding to the knowledge by very much. Making some variation the same old thing. I wouid probably go
somewhere down in the States and transfer all my courses over.

One of the reasons I would go aheac 2r«i get a master’s degree is [if] a position came available in another
school system, I could use that as one of my qualifications. Also many school systems are requiring
advance degrees for centain types of positions.

Courses for personal benefit. More computer training. Working with different programs. I have been
doing it all along and I will continue to do it.

In relation to occupational aspirations, teachers show the same achievement
oriented mentality observed in relation to their educational expectations. They refuse to
remain too long in the same position, expressing high aspirations within their careers. In
fact, only 15% of Alberta teachers would like to maintain their current positions.

Supervisor/coordinator 36.2%
Other occupation 23.4%
Teaching another course/level 17.0%
Teaching the same course 14.9%
Decision-making 4.3%
Other 20 4.2%

A large percentage of the sample have great expectations of upward mobility in
the future, hoping to be the supervisor or coordinator of their programs or policymaker in
a large educational system, including the possibility of international jobs in adult
education. As one teacher said, "I expect to be in a position where I am able to take
decisions. I wish to influence and teach teachers”. Some teachers are thinking of a more
horizontal mobility, teaching another course or level within the same institution. One

quarter of the teachers are willing to inove to other occupation, especially in relation to
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industry. As would be expected, they are primarily teachers working in skill upgrading
programs.
Professional culture

In order to estimate teachers' information on widespread educational issues being
discussed in the provizce at the time of the research, they were asked about the Southam
Report and educational policies for Natives. Regarding the Southam Report, teachers
were firstly asked if they were familiar with it 21, If this was the case, their opinion of the
report was solicited. The result was that less than 2/5 of the sample (38.9%) were able to
comment on the issue. It is pertinent to point out that any type of comment was
considered in this category, even the extremely short and superficial ones and those who
just had a vague idea that it was a report ¢ iiteracy. The remaining proportion directly
acknowledged that they didn't know whag the feport was about (40.8%) or indicated that
they had certain knowledge about the issue but could not elaborate on it (20.3%) 2.
Those teachers who made comments on the report concentrated in directing their
criticisms towards two main targets: the educational system and the quality of teachers'
training. Here are some examples of these type of opinions.
How some people got into university and they stayed there for about 3 years and they tested themn and
they said could no longer go to university and how many years they put in there you know. I found that
very odd. HGw come they couldn't find that out when they first got in.
I think that probably it is a statement on the education system. Because these people have gone through
school and have graduated some of them and they can't read. And the teachers, its probably a failing on
education that this was allowed to happen to so many peopl2. ‘Maybe if there is that many people who
are going through the system and not succeeding for whatever reason the educational people should look
at themselves. We should all look at ourselves a little moce closely.
Actually the finding, the level of illiteracy didn't shock me. Maybe that is the most remarkable thing.
At least based on my experience. Not only within tis institution, but in others of my experiences. In
high school, like I know there are a number of dropouts-at the functional level, but I have a good sense
of these institutions. There are a number of people out there who do not have basic literacy. So maybe
the most surprising thing is that I wasn't surprised.

A second indicator to estimate the professional culture through information and
opinion on cusrent issues was a question regarding adult education policies for Native

Canadians. As in the previous case, the highest frequency again involved those who did
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not express any idea or comment on the question. Among the rest, opinions range from
political concerns ("they patronize Native education”) to personal considerations ("I take

into account Natives' characteristics in my class").

No answer, I don't know 30.6%
More integration is needed 14.3%
More autonomy is needed 14.3%
Semi-integration 12.3%
Comment on specific program 8.2%
Second class 6.1%
AVC involvement 6.0%
Assistance 4.1%
Others 4.1%

The conflict between autonomy and integration was the most discussed issue. In
fact, almost 60% of those who offered an opinion engaged in this debate. One group was
in favour of a major assimilation of Natives into mainstream society, arguing that we
must not isolate them, that integration avoids racism in both ways ("they must accept
white students there") and that giving them specific educational institutions is a form of
segregation. A group of a similar size argued the opposite perspective, saying that more
autonomy and self-determination is needed, that they must depend on themselves,
formulate their own policies and take over their education. According to these teachers,
besides political rights, this would also increase their self-esteem and help to preserve
their cultural heritage. A third group was in between the former two positions,
recognizing that this is a debatable issue but it is necessary to pay attention to their culture
and needs within the framework of mainstream society. Several teachers mentioned
programs involving Natives such as Native Indian Friendship, St. Paul High School
Upgrading and different programs in Northern Alberta. Other teachers complained of
Govermnment policies towards Natives, talking about "unfaimess" and saying that it
allows Natives to have their schools, but without providing the necessary funds ("lousy

sponsorship"), which generates a second class service. Six percent of the teachers made
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comments on the relation between AVC and Natives, mostly general considerations such
as "AVC is looking into programs for Natives.” A smaller proportion of teachers said
that the official policy is to assist Natives, either paying them for attending education or
providing them access to the job market. Other considerations included placing the blame
on Natives ("they do not value education, so programs always fail") and on whites ("we

need to pay more attention").

Summary
Canadian teachers have a relatively high socio-economic status, a high level of

schooling and a high degree of professionalization. Urban and male teachers have more
schooling and higher educational expectations. However, teachers with lower schooling
are planning to pursue university courses, while teachers who already have a degree are
mostly thinking about courses for personal benefits. Although they have, in general, a
consistent experience within the educational system, such experience is a) mostly
concentrated in academic upgrading teachers and b) it derives from previous participation
in the regular system and not from participation in adult education programs. Academic
upgrading programs tend to incugsrate more female and young teachers than skill
upgrading programs. Almost half of the sample took the present job for education-related
reasons, which implies a high degree of motivation. Teachers tend to agree with the main
philosophy and goals of the institution, although they express some criticisms in relation
to the benefits, content and methods of the program. The liberal individualist ideology
and the pathological approach towards adult education are reflected in the tendency to
blame the student and in the importance that teachers attribute to individualization of the
curriculum, to psychological benefits, especially the development of self-esteem, and to
the integration of the students in society. In skill upgrading programs this approach is
combined with a high presence of the manpower approach. In skill upgrading programs
almost all teachers think that the program will enhance the work opportunities of their
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students, while academic upgrading teachers are much less optimistic about it.
Nevertheless, teachers from academic upgrading programs are more optimistic than skill
upgrading teachers about the possibilities of their students to pursue further education.
In general terms, teachers have no close contact with upper level decisionmakers, which
is interpreted positively by some of them as a sign of autonomy or as a trust in their
professional capabilities. The flow of information goes from bottom to top, in a step-by-
step process. In-service training (rather than pre-service training) is emphasized.
Opinions on in-service training are not very high. Teachers' perceptions of students are

in several cases characterized by patemnalism.

Endnotes

1 The category "skilled laborers" includes trades such as carpenter, forest ranger, plumber, stationary
engineer, blacksmith, bar tender, electrician, cook, dye, tool maker, CN conductor, truck repair, etc. The
category "unskilled laborers” includes people working as maid, janitor, sailor, warchouseman, cleaner,
caretaker, etc.

2 As will be seen in the next chapter, these answers greatly contrast with those given by Mexican
teachers, who mentioned the issues of help or compulsory requirement; this illustrate a difference between
professionalism and corporate volunteerism in teachers’ rationality.

3 As we will see later, although only few teachers expressed doubts or criticisms about the purposes, the
philosophy or the rationale of their programs, they pointed out problems in relation to the operational
aspects of the program, such as contents, methods, schedules, locations, etc.

4 This presents a different situation with respect to Mexico, where 57.1% mentioned educational needs as
the most imporiant ones.

5 Among other aspects of the program perceived as positive by teachers are its specificity (in case of
preparation for a concrete purpose as an exam), its short time and the balance of theory and practice.

6 As a matter of fact, 31.2% of students reported that there is nothing in the program that they dislike. It
is interesting to comment that originally, when in the pilot test students were asked about the negative
aspects of the program, the majority of them refused to answer the question. Due to the apparent dramatic
connotation of the word "negative™ among students, the question was re-phrased in terms of the most
liked and disliked aspects.

7 Interestingly enough, for students the main benefits are work-income related, and the psychological
outcomes of the program do not constitute an issue for them.

8 It is important to point out that for several teachers the improvement in job performance is more
related to social attitudes (such as work habits, punctuality, auendance, responsibility, etc) than to job
skills,
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9 Contrasting the opinions of teachers and students on the three aspects, it is evident that students expect
much more economic benefits from the program. In fact, while roughly two thirds of teachers think that
the majority of students will have benefits as a result of the program, approximately 95% of students
share this opinion. Such discrepancy in expectations regarding students' future can be a factor of
misunderstanding among the two actors.

10 Included in this category are the teachers who said that as a result of the program some foreigness
become Canadian citizens, although another teacher stated that only Canadian citizens are allowed to
register at the AVC,

1 In relation to these last two problems, one teacher mentioned the existence of a certain type of
schizophrenia among staff regarding the aims of the institution, and other suggested that in order to avoid
numbers down in terms of drop out rates, the authorities accept the reinstallation of previously expelled
students.

12 Interestingly enough, when asked the same question, students mentioned work-economic problems in
first place, and lack of interest in school activities in second place. This constitutes another example of
discrepancy between what teachers think about their students' life and what the students themselves state
on a given issue.

13 According to teachers, most of the students who report that they have a grade 12 usually fit in levels 6
to 10.

14 The emphasis in self-esteem in the diagnosis of students' features is consistent with the
"pathological" approach towards adult education described in chapter IV.

15 Comparing answers provided by teachers and by students, it is interesting to observe the
overestimation of the effect of written information on part of teachers. In fact, only 2.8% of the students
mentioned ‘written advertisement' as a source of information, and no one mentioned radio or TV,
Confronting both answers, it is possible to suppose that important resources may be being wasted in
terms of the use of written information and mass media as main vehicles of publicity.

16 fn this respect, Lindman and Sokolik (1988:132) reported that a larger percentage of academic
students were told by someone in authority to complete their education as compared to career respondents.

17 In this case, authorities refer to people with certain power within the institution (like program
coordinator, President, Vice-President, etc) as well as upper level decisionmakers outside the institution.

18 This percentage is very low if compared to the 77.4% of Mexican teachers who declared that the only
help that they receive from their direct supervisors is merely financial or administrative.

19 This expectation does not seem to be unrealistic. Many of these teachers were already enroled in
graduate studies at the moment of the interview.

20 Other considerations ircluded expectations of retirement, teach on part-time basis, teach on contract
basis, etc. .

21 The Southam Report on Literacy was sponsored by a newspaper chain (The Southam News) and
carried out by a research team. When teachers were interviewed, the main findings of the Literacy study
were being published during several weeks in the daily of major circulation in the province.

22 Teachers included in this category were all those who could only say things like "I heard about it".

B Interestingly, available data on students' expectations show the opposite trend.
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CHAPTER VI
ANALYSIS OF RESULTS: MEXICAN TEACHERS

Introduction

As it was advanced in chapter IV, Mexican teachers working in literacy and
academic upgrading programs are ascribed to INEA and have a volunteer status,
while teachers «f skill upgrading programs are professionals. However, skill
upgrading teachers are generally hired for each term and paid by the hour, and
therefore they lack job stability. A description of data on a variety of aspects related
to teachers' situation, perceptions, expectations and awareness of social issues is
presented in this chapter. The tendencies manifested in this description confirm the
findings of a previous study carried out in the province of Michoacan
(Schugurensky, 1987). The chapter is organized in ten sections. The first three
sections refer, respectively, to the main socio-economic features of Mexican
teachers, their occupational history and the current working conditions under which
they develop their activities. The following four sections analyze teachers’ opinions
about the program, the students, their training and the decision-making process.
Finally, the last two sections describe teachers' personal and professional
expectations, and their political culture expressed through indicators such as
participation in organizations, perception of the main national problems and their
preferred political party. At the end of the chapter, the main findings are included in

a summary.

Main Socio-Economic Features of Teachers

Mexican teachers come, in general, from large households; the average
number of persons living at home is 5.86; moreover, 30% of the sample live in

households with more than seven persons. This situation is more characteristic of
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rural areas, especially in marginal contexts. Nevertheless, although they live in
large househelds, teachers are rarely the heads of the family; only 20% of the
teachers are the ones who support their families. In the rest of the cases, the family
is supported by someone else, generally by the father or by the mother. This
suggests that -with some exceptions- teaching in the adult education system in
Mexico does not allow one to economically support a family, and explains the
predominance of youth, singles and females in the sample. This is especially true
for academic upgrading programs, in which teac.:: s are volunteers who only
receive a small allowance. In fact, a simple statistical analysis shows a clear
difference between literacy teachers and skill upgradin;z teachers. The former tend
to be volunteers, young, single, female, non-migrants! and without economic
dependants, while among the latter exactly the opposite trend is manifested: they
tend to be professionals, older, male, married, migrants and with economic
dependants.

Th¢ socio-economic status of teachers was studied taking into account their
own incor:: and schooling, and the occupation and schooling of their parents. An
analysis ol +ieir parents' occupation indicates that they proceed from lower and
lower-middiz families. In fact, 50% of the fathers work in rural occupations, 38%
are factory workers or employees, and 18% are self-employed. Only one father is a
teacher, and no one occupies executive or high posts. The mothers are mainly
dedicated to their homes (84%) and those who work outside the home do so in
urban areas, in the informal sector of the economy. As might be expected, this low
economic status of teachers' parents is reflected in their schooling: the great
majority of parents did not complete elementary school, and only a small proportion
of them had pursued studies after finishing this level. The mean in both cases is
very similar: 3.3 years of schooling, a little lower than the national average. The

parent's schooling is related with the region (urban parents are more educated),



with the type of neighbourhood in which teachers live (teachers from more educated

parents live in less marginal areas) and with the teachers' own schooling.

FATHER MOTHER
No Data, does not know 5.35% 1.78%
Rural Labourer 8.92% -
Small farmer 28.57% -
Employee 21.42% -
Factory worker 16.07% 1.78%
Self employed 10.71% 3.57%
Small business owner 7.14% 3.57%
Teacher 1.78% 3.57%
Domestic employee - 1.78%
Homemaker - 83.92%

le 6-2;: Father's an her's E ion

FATHER MOTHER
Does not know 8.92% 3.73%
No schooling 25.00% 24.02%
Less than primary 32.14% 40.74%
Complete primary 26.75% 22.22%
More than primary 7.14% 9.25%

The low SES of teachers is also reflected in their own educational history.
Since adult education in Mexico is a second class activity, adult educators are
mainly para-professionals. Therefore, with few exceptions, for teaching adults, a
professional degree is not required. Due to this fact, it is not a surprise that the
mean years of schooling is only 10.5 and the mode is 8. Grouping by levels, it is
possible to observe that almost one third of the teachers (29%) did not complete 9

years of basic education and only 9% finished an university degree. Against all
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expectations, schooling is not correlated with program, gender or age. Given that
skill upgrading programs usually require a trade diploma of their teachers as a
hiring policy, the low correlation between schooling and program indicates the
presence of a significant number of peoplt; with a high school or college education
working as volunteers in INEA. Consistently with their low socio-economic status,

only 5% of teachers studied their last educational level in a private institution.

Cum. Perc.
Less than complete elementary 4%
Complete elementary 7%
Less than complete secondary 18% 29%
Complete secondary 16%
Less than complete high school 14%
Complete high school 14%
Less than complete college 18%
Complete college 9%

The low level of professionalism of the Mexican sample can be determined
by the fact that only one third of the total sample receives an income higher than the
minimum salary. Moreover, almost half of the teachers earn less than one half
minimum salary. Nevertheless, it is pertinent to point out that the income level of
Mexican teachers varies enormously according to the program, and reflects the
different working conditions prevailing in the institutions in which teachers are
involved. In fact, those who earn less than half of a salary are mostly volunteers of
literacy or adult basic education programs ascribed to INEA; what they receive is in
reality a symbolic amount for transportation purposes. However, teachers tend to
consider what they receive from INEA an income or a wage rather than an

allowance. The professional teachers of skill upgrading programs, on the other

164



165

hand, usually make more thzn one minimum salary. This information reinforces the
idea that public adult education in Mexico -especially academic upgrading- is second
class education. Appart from program, income is also strongly associated with age
(older teachers earn more), experience, gender (males make more money, but they

are mainly in skill upgrading programs) and the level of the father's schooling.

-4 o i

No data 13%
Less than one half 48%
One half to one 9%
More than one to two 9%
More than two to three 18%
More than three to four 4%

In summary, the tables above indicate that adult educators in Mexico not
only have -on average- # low+- % than their Canadian counterparts, but also have
a lower SES than Mexican teache«. wudking in the regular system. Although
teachers' socio-economis: - 4+ is likely to be highly influenced by their parents’
socio-economic status, a certain degree of mobility can be observed, specially
regarding educational achievement. In comparing the teachers’ own schooling with
their parents' schooling, it is possible to observe a considerable upward mobility
process. The schooling gap between the two generations is 6.6 grades and 7.1 with
respect to the father and mother, respectively. This high educational mobility seems
to be higher in the case of female teachers. The description above also shows the
existence of two different working conditions within adult education (volunteers
and professionals), depending on the institution and therefore on the type of
program (academic upgrading programs carried out by INEA and skill upgrading
brograms carried out by other institutions). The students' profile also varies by

program. Skill upgrading programs generally attract y vung and single students,
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while academic upgrading programs target basically housewives and older people.
Since institutions which provide skill upgrading are mainly located in the cities,
these programs usually have more urban students than academic upgrading
programs. Furthermore, fathers of skill upgrading students have more schooling
than fathers of academic upgrading students have. Summing up, the profiles of
teachers and students in both programs suggest that skill upgrading programs have
a higher status than academic upgrading programs.

0 ional Hi
Experi in educational activiti

The average time of experience of Mexican adult educators in teaching
related activities is 30.09 months (two and a half years). However, such experience
seems to be concentrated in very few hands. Almost half of the sample has less than
one year of experience. Moreover, the mode corresponds to the 25% of teachers
with only one month or even less time of experience (see table 6-5). As could be
expected from their higher degree of professionalization and job stability, skill
upgrading teachers have more experience in teaching than literacy workers.
Interestingly, this variable is independent of gender, migration, birthplace and
current living place.

Taking into account their previous occupation, it may be observed that for a
large proportion of teachers (41%) this is their first job Zxperience. Among those
who have worked before, 36% have worked in public institutions and 51% in
private institutions; the remaining part (13%) had not worked in institutional
settings. Only 12.5% of the sample had any teaching experience in the past, and
this is not associated with the program. Out of this number, 68% had worke< in
adult education, 23% in elementary education and the remaining 9% had their

teaching experience in high school or university.



167

ABSOLUTE %
1 orless 14 25
2105 7 13
61010 - 9
111020 10 18
211030 3 5
31t040 6 11
41 to 100 4 7
More than 100 7 13

These figures indicate three interesting features which differentiate the
Mexican sample from the Canadian one. First, it is clear that before entering into the
program, the majority of Mexican teachers have had job experience, but, unlike
Canadian teachers, in very few cases is such experience related to educational
~ activities. Secondly, among those adult educators who have had a previous
experience in educational activities, almost two thirds have been involved before in
adult education programs (see tabie 6-6). This also constitutes a difference with
respect to Canadian teachers, whose main educational experience is grounded in the
formal system. Third, the educational experience of Mexican teachers is, on
average, extremely short: only one quarter of them has more than 2 years working

in educational activities (see table 6-7).

Table 6-6: T ¢ Previ Educational E .
Elementary 29.4%
Junior High 2.9%
High Scheol 2.9%
Ad. Ed., NFE 61.8%
Post Second. (Techn) 2.9%

School Board (Adm) 0.0%



Table 6-7: Work E . in Educational Activiti
Less than 1 year 60.7%
1-2 years 12.5%
More than 2 years 26.8%
Education Exp. (Average) 9 months
Ad. Education Exp. (Ave) 9 months
: Table 6-8 shows the previous and current second occupation of Mexican

teachers. Considering their current second occupation (see second column, at the
right), it is clear that for the great majority of the sample (77%) teaching is their
only job. This is surprising censidering Mexican patterns of double or even triple
employment. It could be explained by the fact that many volunteers involved in
INEA are students and homemakers. If the 7% whose other job is also teaching is
added to the previous 77%, the result is that 84% of the sample are only teachers.
Comparing their previous and their second occupation it can be observed that low
status jobs (such as rural laborer and factory worker) are not present in the latter.

This could be interpreted as another indicator of upward mobility.

Table 6-8; Previous and Current Second Occupation

Previous Second Qccup, Current Second Occup,

ABS. PERC. ABS. PERC.
No Data 1 1.78% 1 1.78%
None 23 41.07% 43 76.78%
Rural laborer 2 3.57% - --
Small farmer 2 3.57% 1 1.78%
Employee 9 16.07% 3 5.75%
Factory worker 6 10.71% - -
Self-employed 3 5.75% 4  7.14%
Teacher 7 12.50% 4 7.14%
Supervisor 3 5.75% - -
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Motives f ine in adult educati
An important element to be considered regarding teachers' occupational
history is the rationale for taking the present job (table 6-9). Interestingly, half of

the sample pointed out reasons relateid to the notion of help.

Table 6-9: Reasons for taking this job
To help 50.0%
Requirement (Social Service) 10.7%
Economic Improvement 10.7%
Permanent Job 7.1%
Interestin AE or NFE 7.1%
Others 14.4%

This suggests that many teachers accept the values of social solidarity
expressed by the government in the area of adult education. As the following
answer illustrates, participation in the program not only provides an opportunity for

feeling helpful, but also for social interaction:

r

"I like to socialize and to serve the sl

One tenth of the teachers tcak this job to fulfill a compulsory requirement of
an educational institution2, and a similar proportion (mainly made up by skill
upgrading teachers) did so for economic improvement. Economic improvement as
a motivation is almost non-existent among academic upgrading teachers, who are
mostly volunteers. In this respect, the table above indicates the two main rationales
of a volunteser worker in the Mexican adult educatior: system. The first one is social
solidarity, and the other is a compulsory requirement. It is also intercsting to note
that, as in Canada, economic reasons are not very important for Mexican teachers.
This cotld be explained by the relatively low salaries paid by adult education

agencies in comparison wish the general occupational structure, or the lack of



Table 6-7: Work E . in Educational Activiti
Less than 1 year 60.7%
1-2 years 12.5%
More than 2 years 26.8%
Education Exp. (Average) 9 months
Ad. Education Exp. (Ave) 9 months
: Table 6-8 shows the previous and current second occupation of Mexican

teachers. Considering their current second occupation (see second column, at the
right), it is clear that for the great majority of the sample (77%) teaching is their
only job. This is surprising censidering Mexican patterns of double or even triple
employment. It could be explained by the fact that many volunteers involved in
INEA are students and homemakers. If the 7% whose other job is also teaching is
added to the previous 77%, the result is that 84% of the sample are only teachers.
Comparing their previous and their second occupation it can be observed that low
status jobs (such as rural laborer and factory worker) are not present in the latter.

This could be interpreted as another indicator of upward mobility.

Table 6-8; Previous and Current Second Occupation

Previous Second Qccup, Current Second Occup,

ABS. PERC. ABS. PERC.
No Data 1 1.78% 1 1.78%
None 23 41.07% 43 76.78%
Rural laborer 2 3.57% - --
Small farmer 2 3.57% 1 1.78%
Employee 9 16.07% 3 5.75%
Factory worker 6 10.71% - -
Self-employed 3 5.75% 4  7.14%
Teacher 7 12.50% 4 7.14%
Supervisor 3 5.75% - -
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Table 6-11; C t Workine Conditi

Worked Hours per Week (mean) 10 hours
Teaching Hours/Week 10 hours
Non-paid Hours (mean) 2.14 hours
Number of groups (mean) 1.86
Teacher/Student Ratio 15 students

As it could be expected from the previous variable, more than half of the
teachers (52%) attend only one group, 29% have two groups and the remaining
16% have more than two (up to seven in two cases). The average length of a
literacy program is 7 months. Only three teachers report programs with a longer
duration. Surprisingly, 10% of the teachers are not aware about the length of their
vrogram. In Mexico, both teachers and students should have free access to
textbooks produced by the governmental institution in charge of textook
production. For each book directed to students there are specific books directed to
the teachers. As a mztter of fact, these bect.s vn~rute as guides, and correspond to
all subjects and levels specified in those tex:buoks directed to the adults. Since
there is no curriculum and the core of the final examination is based on the contents
of the books, both the guide for teachers and the textbooks for students, are very
important for the accomplishment of the program goals. :lowever, the distribution
process is not completely efficient. According to the teachers' opinion, one quarter
of them do not have access to the guide-books. This proportion is still higher in the
case of students, since one third of them did not receive their textbooks. It is
interesting to note that students of literacy programs and teachers of rural areas tend
to have more access and make more use of the books. This suggests that, in some
cases, books act as a substitution of teachers' quality and ameliorate teachers'

isolation.



172

The habit of planning classes and marking students' work at home is
present in 55% cf the teachers, and it generally is completed within two hours. In
Mexico only 8.9% % of the teachers dedicate more than three hours to these
activities. This amount of time is very low when compared with Canada, where
more than half of the sample reported that they devote 4 hours or more per week.
Whether or not Mexican teachers dedicate extra-time to their teaching activities
(especially planning) is associated with region: rural teachers report that they plan
more than urban teachers. Moreover, this variable is negatively correlated with age,
experience and number of groups. In fact, teachers who are younger and less
experienced, and artend less groups declare that they devote more time to planning.
This trend, which is consistent to what was found among Canadian teachers,
suggests that teachers are more likely to plan when they have less experience and

more spare time.

ions on th m

In order to analyze teachers' opinions and perceptions on their programs, a
variety of aspects were explored. Among them, the seven most representative
indicators of Mexican teachers' views on the program were selected for this section.
They are the following: a) knowledge of the goals of the program; b) necds
addressed by the program; c) benefits of the program; d) importance of the
program; e) opinions on content; f) opinion on method; and g) main problems faced
by the program, and the main solution implemented or proposed by teachers in

order to counteract them.

Goals

Knowledge: of program objectives is probably a good predictor of teacher's

efficacy. The table below shows that in Mexico, only a minority of teachers have a
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complete knowledge of the goals of the program. It is possible that this indicator
measures more the ability of expressing the objectives than the actual knowledge the
teacher has of them. Neveriheless, even if this is the case, the proportion of

teachers who are not very clear about the goals of their programs is still very high.

Does rot know objectives 3.57%
Partially knows objectives 58.92%
Minutely knows objectives 37.50%

Knowledge of the objectives of the program is strongly associated with
variables such as the type of program (academic or skill upgrading), experience,
previous teaching experience, schooling, income and father's schooling. It means
that teachers with higher SES, cultural capital and professional experience are the
ones who are more informed about the objectives of the programs in which they are

working.

N he program

Most of the teachers (59%) perceive the needs addressed &y the program
mainly as cultural ones, although a significant proportion (27%) pointed out the
economic aspect. For some teachers, the cultural goal basically consists in the

reduction of illiteracy rates.

Literacy, to incorporate functional illiterates.
To end illiteracy.
To diminish the illiteracy rate.

Reduction of illiterate population.

For others, the cultural goals have a more ambiguous and general character:



To learn more about things they don't know.

To increase the culture and education of the adults.

This reference to general cultural goals by teachers and could be a reflection
of the ambiguous perception of the nature of the programs3. However, the high
perception of general cultural needs could also be understood as an indicator of the
teachers' skepticism about the program’s contribution to the improvement of the

socio-econormic conditions of students.

No data 5.35%
Cultural 58.93%
Economic 26.79%
Social 8.92%
Political 0.60%

References to the economic aspect are prevalent among teachers with more
experience and higher incomes, who are those working in skill upgrading
programs. Conversely, academic upgrading teachers tended to point out the
programs' response to cultural needs. Region also plays a role in this regard,
because teachers working in urban areas tend to stress more than their rural

colleagues that the needs addressed are economic.

Benefi th m

Corroborating the above trend, a great number of teachers perceive that the
benefits of the program are mainly cultural. The economic benefits are again in
second place. Cultural benefits include a variety of aspects, such as the return to the

regular school system or application of basic literacy skills in the street or at home.

They can start the elementary school.
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To read namies of streets, home accounting.
They can help their children with their homework.

They leam so they do not need to ask when they are in the street.

Economic benefits are mainly related to labour opportunities. Social benefits

were expressed in general and ambiguous terms.

They can find a job.
They get a certificate. Especially many women who never worked and need to work.
To have a better standard of life.

Psychological benefits mostly refer to a reinforcement of self-esteem within
the family or in society as well. Political benefits were pointed out but not
explained. Finally, some teachers mentioned simultaneously a variety of benefits,

according to the characteristics and needs of different clients.

They feel better with themselves, and they improve their image with their children.
To not be subject of criticism because they don't know how to read.

Mothers help their children; youngsters can continue their studies; adults improve their \. ork; the
rest for personal challenge.

Table 6-14: Benefits of the program

Cultural 43.91%
Economic 20.73%
Social 17.07%
Psychological 8.53%
Political 7.31%
Other 2.43%

Comparing this table with the previous one (needs addressed by the
program), it is intesesting to now that in the second one there are two benefits which

apparently do not respond to the specific needs that were mentioned: psychological



benefits and political benefits. When subjected to statistical analysis, 'benefits’
showed the same pattern of responses as ‘needs'. Cultural benefits are more
associated with academic upgrading programs and rural areas, while economic
benefits tend to be stressed more by teachers working in skill upgrading programs
and living in urban areas. This could be related both to the nature of the programs

and the structure of the labour market. 4

Importance of the program
Wiien asked about the importance of the program, a variety of answers

appeared, from those who referred to living conditions to those who could not
specify where the importance of the program lies. Considering that the main
objectives of academic vupgrading and skill upgrading programs are teaching the
basics and preparing for a job, respectively, it should be noted that the answers
related to these objectives constitute less than half of the sample. This suggests that
teachers perceive their programs in a broader sense, identifying goals which go

further than teaching the basics or preparing for a job.

le 6-15; Im n he program
No data, no answer 14.28%
Leamning basics 30.31%
Improving living conditions 21.42%
Work opportunity 8.92%
Important in general 8.92%
Personal development 7.14%
Organization for self-defence 7.14%

Not important 1.78%
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Content

The teachers were asked whether they would consider the content of the
program adequate for the interests and previous knowledge of the students (see
table 6-16). Although the majority finds the program adequate, a significant
proportion states that the program is not very relevant to the interests of the students
(27%) or that it is not adequate in relation to the student's previous knowledge
(21%). It was not easy to discover who are the more critical teachers, equivalent to
one quarter of the sample. Correlations were made with a number of variables
(program, region, method, SES, etc) and the only significant ones were gender and

innovation (introduction of changes into the program, but only in the case of

adequacy to knowledge).
Table 6-16: Relevance and Adequacy of the Program
RELEVANCE TO ADEQUACY IN RELATION
INTERESTS TO KNOWLEDGE
No Data 5.45% 9.09%
Yes 67.27% 69.09%
No 27.21% 21.81%

On the one hand, male teachers seem to be on the average slightly more
critical (or at least they express their criticism more openly). On the other hand, it
could be suggested that teachers who introduce changes into the program do so
because they find the prescribed curriculum inadequate to the cognitive
characteristics of the adults. This indicates a relationship between critical thinking
and the building of constructive solutions. However, it should be noted that
changes in curriculum are mainly related to the comprehension of students
(lowering or raising the level of content, modifying the terms of delivery, etc.) but

not changing the contents according to the needs and interests of the clientele. In



fact, when asked about the actions they take in order to better respond to students'
needs and interests, one third of the teachers said that they do nothing or that this is
a problem pertaining to upper authoritics. Among those who say they do
something, the majority proposed changes in methodology, adaptation of
schedules, simplification and explanations, etc. and only 17% said that is necessary
to adapt the content. The low tendency of Mexican adult educators to propose
changes in curriculum could be due to three complementary factors: a technical
reason (their low professionalization), a socio-economic reason (their low SES and

cultural capiial) and a political reason (their lack of autonomy from a nationally

prescribed curriculum). 5

Method

Teaching-learning methodology is another key issue in teacher
effectiveness. In Mexico, half of the teachers (51.77%) follow the instructions
prescribed by guidelines and authorities or apply traditional classrocom methods,
which indicates low fevels of creativity and autonomy for innovation. However, a
good proportion of teachers emphasize practice, alone or combined with theory.

Some teachers employ individual attention, probably due to the heterogeneity of

their students.

No data 1.78%
Follows instructions 30.35%
Traditional method 21.42%
Individual attention 17.85%
Combines theory and practice 14.28%
Practice in class 12.50%
Practice in the ficld 1.78%
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The tendency to follow instructions (this constituted the highest frequency)
can be associated with the low SES of Mexican teachers. Indeed, thuse who apply
less traditional patterns in teaching or are not willing to follow the prescribed
curriculum have higher cultural capital and socio-economic status. These teachers
prefer to apply their own method: |
e

lems within th i lution

In relation to the type of difficulties the teacher must face in their daily
activities (see table 6-18), it is interesting to note that the majority mentioned
problems related to students, a smaller proportion pointed ou: problems with the
program and almost nobody referres to difficulties as having originated within

themselves.

+one 25.80%
srtaining to adults 54.83%
1aining to the program 16.12%
aining to the teacher 3.22%

None 17.39%
Pertaining to the program 39.13%
Pertaining to the adults 13.04%
Pertaining to the teachers 30.43%

Nevertheless, comparing difficulties with possible solutions, it is possible

to note that although the program and teachers are rarely perceived to be the cause



of difficulties, these are the areas in which more effort can be made jn order to make

changes.

Enrollment and drop-out rates

As in Canada, two of the main problems of adult education programs were
particularly analyzed: the low rates of attraction with respect to potential clientele,
and the high drop-out rates of adult education programs. Regarding the first
problem, the majority of teachers were consistent with the table above when
perceiving that the low demand and participation rates mainly originated in
problems of the adults themselves rather than in failures of the program to address

their interests and needs.

Dages not Know ) 10.20%
No Interest, apathy 20.40%
Work Problems 16.32%
Family Problems 12.24%
Age (old pétsons) 12.24%
Shame 10.20%
Do not perceive benefits 8.16%
Socio-cultural reasons 6.12%
Problems with prégram 4.08%

In fact, the first reassn mesntionied by teachers is the lack of interest on the
part of the adults to participaie in educational activities.
Mainly apathy.
Lack of willingness of the people. They pirefer.to watch soap operas instead of studying.

According to teachers, apathy seems to be an inherent characteristic of poor

adults in relation to their own self-develcgraent rather than a deficiency of the
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program to address the adults' needs. If the category "does not perceive benefits" is
included under lack of interest, almost one third of the sample think that their lack
of interest, apathy, conformism, low achievement and lack of perception of benefits
make adults reluctant to enrol in adult education. It is also interesting to note that
sometimes apathy is perceived as an obstacle for recruitment:

It is very difficult to convince the people.

Work problems -mostly related with tiredness and lack of time- and family
problems were mentioned in second and third place, respectively. Lack of time due
to work obligations could explain -in the teachers’ view- the high presence of
homemakers in the programs, although sometimes women are inhibited by their
husbands from participating in the program.

They do not come because they are ashamed or they have not time.
Problems with family or work.

Husbands do not allow wives to come,

In relation to the last coinment, related research carried out by the INEA
itself reported that "many women, without their husband's or partner's permission,
attended the literacy circles in secret” (INEA, 1988:88). The same study asked
students why they had not attended the literacy course before, and half of them
answered that they were not aware of the existence of the service.6 This figure is
very high when compared to the 10% of teachers who pointed out this factor. Such
a discrepancy suggests that Mexican teachers tend to overestimate the awareness of
the agency and its programs by the overall population.

Table 6-20 also shows that only a small proportion of teachers (8.16%)
plade e cagse of low enrollment in the relevancy of the program 7. This does not
wikan thiat the neasons pointed out by teachers are made up by them. Moreover,
probably all the reasons mentioned in the above table are real reasons given by
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adults for not participating when they are approached by the promotor or the
teacher. However, focusing the problems on the adults themselves leads one to the
conclusion that no modifications must be done in the program, and the solutions
must come from outside the system.

The second problem explored with Mexican teachers is related to drop-out
rates. When asked about drop-out rates in their group, the mean of the answers
given by teachers is 21%. This means that one out of five students drop-out.
However, it must be considered that at the time of the interview the program was
just beginning to operate; thus, it could be estimated that the real drop-out rate at the
end of the program would be still higher. Interestingly enough, since drop-out rates
are not related with the region, the type of program or the characteristics of the
teacher, it is very difficult to determine why some groups have higher drop-outs
than others. Reasons attributed by teachers to student drop-out predominantly
referred to psychological, physical or economic difficulties of the aduits, but they

also pointed out problems which originated in the teachers’ behavior.

Change of address, lack of interest due to tiredness.
Economic problems, sight problems. They have headaches when they study.
Lack of motivation.

Facilitators do not show up, and this throws everybody off.

Besides the low rates of enrollment and the high student drop-out, other
problems mentioned by teachers include attendance, recognition and teachers'
security.

Lack of attendance.

If facilitators are not paid, the INEA will sink. INEA does not motivate anybody, not even a word
of congratulation or a personal recognition, neither social security. Our work is not recognized.

The female facilitators are subjected to violence, including rape. There is not security at all (in
Mexico city).
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In proposing solutions to avoid dropout, although a significant proportion
of teachers (21.42%) do not see any, the majority (58.92%) think that changes in
the progran regarding more adequate content or methods and motivation are
needed. The remaining 19.63% of the sample propose administrative changes in
order to accommodate the program to the economic and labour needs of the
clientele. Therefore, teachers think that more things could be done by the program
and by the teachers themselves in relation to this problem, than in relation to the

previous one.
Table 6-21: Stratesi i i { id d I
None 21.42%
Adequate content/method 35.71%
Motivation 23.21%
Change schedules 17.85%
Economic support - -1.78%

Teachers mostly referred to the necessity of more adequate content in order
to respond to the students' needs.

To help them with their problems; for example, talks on accident prevention.

Motivation includes a variety of answers, but mainly those based on
punishment or material rewards. For Mexican teachers, the notion of "motivation"

includes all sorts of recruitment strategies.

Make it compulsory. If you don't have a way of proving that you are in the literacy program, your
children will not be accepted in pre-schooling.

I propose that, in residences where domestic employees work, they should be asked for a "cartilia”
(document or certificate) proving that they are studying or have completed studies in literacy.

We must obligate the student to attend daily, establishing a fixed deadline to finish the program.
We need to motivate them. One facilitator used to give out lolly-pops to those who attended, and

tl!at worked. Also LICONSA (State agency subsidizing milk distribution for poor people) used to
give out milk for those who participated in the programs, but not anymore.



I suggest to not admit their children in schools if they don't enrol [into the program]. That will
really affect them.

Opinion he Adult L
G 1. profile. of stud:

According to teachers' estimates, the average percentage of males in groups
is 40%. The mode falls to no males (27% of the groups), reinforcing the hypothesis
that adult education in Mexico is serving predominantly the female adult population.
Students' gender is associated with prograr and teachers’ gender. Female students
hawe the tendency to enrol in literacy programs and to have female teachers.
Conversely, skill upgrading programs tend to incorporate more males, and show
their tendency for male teachers. Regarding the main characteristics of their
students, teachers mentioned a variety of features, including economic, social and
psychological considerations. In the following statements, which constitute a
sample of teachers' answers, it is possible to observe that some opinions are similar

0 those expressed by Canadian teachers.

Promiscuity. All around them inhibit them for raising up.
Poor péople, who do not know to read and write.

Low petformance because of economic problems; the crisis is tougher and it results in lower
attendance.

£ome have mental deficiencies from birth; some are slow léamers but they can succeed with time.
$wveral students have personality p:bblems (such as religious fanaticism).

Sorhe are conflictive, but I put them in their place.

However, it 1s important to add that in general terms teachers have high
opinions of their students. In fact, the academic capabilities of the leamers were
considered to be optimal by almost two thirds (63%) of the teachers. The rest said
that these optimal conditions are present in some of the students, but not in all of

them. Only two teachers considered that on average students’ capabilities are not
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optimal. It is interesting to mention that, although teachers have a high opinion of
students, roughly half of them (52%) state that it takes them more time than is
stipulated to complete the program.

When asked about the age group predominating in the program, teachers
mentioned young people. Teachers were also asked about the target group of the
program, vis-a-vis the real clientele who actually attend the program (see table 6-
22). Although the categories are not exclusive, the frequencies show that the
majority of teach;ers think that the theoretical target groups of the programs are
mainly peasants and illiterates. It is also possible to observe a high correspondence
between the hypothetical clientele and the real one. However, looking at the second
column, two riew categories appear: young peopie and housewives. Although the
programs are directed towards adults in general, in practice there is a trend towards
youth and women (Torres, 1982; Chaparro, 1987; Schugurensky, 1987). Adult

males seem to be harder to reach.

le 6-22: ] heti lientel
Type of Adult Type of Adult
(Theory) (Actual)

No data 10.71% 12.50%
Peasants 30.35% 35.71%
Illiterates 25.00% 12.50%
All types 19.64% 17.85%
Youth - 7.14%
Informal urban sector 8.92% 7.14%
Formal urban sector 5.35% 1.78%

Housewives S 5.35%
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Teachers were also asked about the homogeneity of their groups regarding
interests and previous knowledge; in both respects, the majority of teachers find
their groups heterogeneous, but especially those who work in skill upgrading
programs. The heterogeneity attributed to students seems to be slightly higher in

relation to interests than in relation to knowledge, and suggests the need of

curriculum diversification.
Interests Knowledge
No data 8.92% 5.35%
Homogeneous 33.92% 46.42%
Heterogeneous 57.14% 48.21%

Regarding students' motivation for enrolling into the program (see table 6-
24), the answers of the teachers could be roughly divided into two main categories
which correspond to the nature of the two programs studied. Almost half of the
teachers (mainly those who work in the literacy program) think that students exrol
to learn the basics, while one quarter of the sample (primarily from skill upgrading)
mentioned that job training was their main rationale for registration. Other answers
included that students wish to improve their socio-economic conditions (10.71%),
to help their children in their studies (8.92%), to get a diploma (5.35%) or simply
that they enrol because they like the program (5.35%). 8

Learning the basics 43.85%
For the job training 25.82%
Improvement 10.71%
Help children 8.92%
Diploma 5.35%

Like the program 5.35%



As expected, academic upgrading teachers were those who stressed the
rationale of "basic knowledge" on part of their students:

Desire for self-improvement. To leam more.

On the other hand, teachers of skill upgrading programs tend to think that
their students have more economic purposes. Similarly to Alberta, some teachers
think that the adults are more interested in the diploma than in the learning process
itself:

Because they need papers for their work.

Given the fact that many studzits are housewives, it is not a surprise that
teachers think that they want to help their children with their homework. ;I'lﬂs
rationale for taking adult education courses was already reported in previous
research conducted in Mexico (Schugurensky, 1987; Chaparro, 1987).

Family reasons, mainly the instructi.on of their children,

To help their children.

However, some teachers mentioned the relationship with the children in the

perspective of self-esteem:
They feel humiliated because their children are ashamed of them.

How do students find out about the program
The study also wanted to know how students approached the program. The

hypothesis that groups were formed as an initiative by adults themselves, as part of
informal organizations within the community, was explored. However, according
to teachers, this occurred in only 3.57% of the cases. In general terms, the student
does not approach the system. Instead, it is the system -through the teacher or other

program personnel- which attempts to recruit the client using a variety of strategies,
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generally at the local level (see table 6-25). The following answer clearly illustrates

the characteristics of this recruitment model. 9

A promotor visits the people at their homes, delivers pamphlets and invites them to participate.

Teachers have different interpretations in order to explain why adults do not
spontaneously approach the system. The mgst frequent ones were that they have
low communication skills, that they are afraid of failure or that they do not value
education. The first two explanations assume the existence of certain oi)stacles (i.e.
shame, self-esteem, expression difficulties) which inhibit ther from expressing
their educational needs as articulated demands and prevent them from expecting
academic success in their life. The third explanation assumes that low-income
groups do not have interest in or appreciation of the value of education. However,
according to Loﬁdon, workers value education highly, but often express a negative
attitude toward institutionalized education. This negative attitude -he argues-
emerges out of the failure of schools ta deal effectively v)ith the style of thinking,
background, and values of workers and their children. Therefore, he concludes,
"early disaffection with the school system is likely to lead to the myth that workers
do not value education" (London et al.,1963:149)

An alternative explanation is that adult education does not constitute a felt
need for a significant proportion of the potential clientele, because they have more
urgent priorities in their day to day survival. In support of this explanation, London
et al. (1963:133) reported that the most frequently cited reason by adults to explain
why they did not enrol in adult education was "too busy" (61%); the second
response was "too tired at night to go to classes" (40%), followed by "I am not the
bookish type" (31%); too old (26%), lack of monéy (26%), "I could learn what I
need to know without attending classes” (19%), "I feel kind of childish going out to
classes at night" (9%).



House to house invitation 57.14%

Local advertisement 17.85%

Community meetings 9.23%

‘Was already formed 8.92%

#atitioned by community 3.57%

viass media 1.78%
Opini Traini

The number of teachers who have not received any training provided by the
institution is surprisingly high. Unlike Canada, in Mexico the emphasis is put on
pre-service training rather than on in-service training (see table 6-26). This pre-
service training usually consists of a basic introduction to the work and to the
administrative rules of the institution.

This suggests that, on the one hand, the Mexican system deals with less
professionalized personnel. On the other hand, it implies the presence of a more
corporative element in relation to the importance attributed to the knowledge of the
institution on part of teachers. Like in Canada, those who have had training receive
between two-day and one-week courses, and very few teachers have had more than

one week of training (see table 6-27).

Table 6-26: P I { teact L ived traini
Pre-Service Traini In-ServiceMgsini
Yes 63.6% 15.7%

No 36.4% 84.3%
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Table 6-27: H { Traini
No data 2.17%
No training 42.85%
1-10 hours 9.23%
11-20 hours 17.58%
21-30 hours 1.78%
31-40 hours 16.07%

More than 40 hours 7.14%

In an attempt to discover what type of teachers received training and what
type did not, it was found that training has nothing to do with program or region.
Moreover, it is interesting to note that training is not related to the teachiz method
of adult educators nor to a higher efficiency of the program. Instead, txaining is
related to the length of the program and to teacher’s experience; teachers who have
worked more time in a given program or belong to a longer program have received
more training. Since these two variables are related to each other, they suggest that
receiving training is jusi a matter of being in the program long erough to access a
training course.

Confirming what was advanced before, the majority of those who received
training (52%) consider that it provided them with just general information about
the institution and the program. Approximately one quarter (23%) said that the
course helped them to managé the program, and a similar proportion (22%j stated
that it helped them to manage the group. The remaining 3% pointed out that the
course was not useful at all. Like in Canada, in general terms the opinion about the
training was not high, and it seems that the impact of such training on teachers'

performancs it very low.



Ovinions on decision-makine and authorisi

Contact of teachers with program authorities is present in all but one cases.
Half of the teachers interviewed said that the contact is mainly for support, while
the other 50% stated that their contact with authorities does not imply any type of
support, and includes casual encounters; for example, one third of the sample says
that they have contact with authorities only during special events. Among those
who receivé SUPPOR, it is clear that the type of support varies. Less than one third
of the sample (30%) declared that they received technical support from authorities.
The majority (70%) said that the support is mainly administrative (55%) or just
economic support (15%). The latter probably means that these teachers only see
their immediate authorities at the time of payment. The frequency of contact
between teachers and authorities is very high, since the majority of teachers

(70.05%) have regular or frequent contact with them.

Table 6-28: F f contact with authorit

No data 5.35%
Never 5.35%
Occasionally 19.24%
Regularly 27.38%
Frequently 42.67%

Contrary to what one might expect, contact with authorities has no
relationship with type of program or region. The only characteristic of teachers that
is correlated with contact with authorities is whether or not the teacher evaluates.
Teachers who do evaluate their students have more contact with authorities.
However, it is not clear if evaluation, either for technical or administrative reasons,
is a consequence of the contact with authority or, on the contrary, if authorities are

niore involved when the program is measured. In general terms, thus, it can be
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said that adult education programs in Mexico have communication flow systems
between teachers and authorities, and they work regularly in both programs, in
rural and urban areas. These systems seem to emphasize an administrative
supervision for operational purpcses, although technical support is also present,
This seems to depend more on personal characteristics of the authority (or of the
teacher) than in the structure of the program.

E ions and asoirati

As it is possible to observe on the table below, more than half of the
teachers plan to move to different employment. The ones who are more willing to
continue teaching adults are those who are older, married, work more hours and
have greater income. Since these characteristics prevail in teachers from skill
upgrading programs, this imiplies that professionalism is one of the main predictors
of work stability. The problem of leaving teaching occurs mainly in academic
upgrading programs, and confirms that unstable conditions of work are related to
high turnover (Cuellar, 1986).

le_6-29; !

No data : 3.57%
A different empioyment 51.78%
The same as now 32.14%
AE in another institution 7.14%
Improving within the institution 5.35%

Interestingly, neither skill nor academic upgrading programs seem to
encourage upward mobility within their structures. As a matter of fact, only a small

proportion of the total sample has plans of promotions towardé upper levels.



Political Cul

Two thirds of the teachers interviewed do not participate in any type of
organization. The majority of those who do participate form part of religious
organizations, and in many of these cases the participation does not seem to be very
active nor related to decision-making processes. Teachers' perceptions of the
country's main problems show a predominance of economic concerns. In fact, 40%
of the sample referred to economic problems such as the exterrial debt or
unemployment. The rest pointed out political, educational, social and environmental
problems. Consequently with the perception of the problems, their most recurrent
solutions were also economic related: lowering inflation (17.85%), paying the debt
(12.5%) and creating jobs (7.14%). Other solutions relate to the amelioration of
poverty‘(i.e: “helping the poorest”, 8.92%) and to the solving of the housing deficit
(8.92%). Not a single teacher refesred to organization or participation as possible
ways to solve problems. ‘

Regarding the political party of preference, many did not have any choice at
the time of the research. Forty-four per cent of teachers answered with a skeptic
"it's all the same" or with a plain "I don't know". This figure is particularly relevant
considering that teachers were interviewed at the time of the most agitated
presidential carnpaign of recent decades, and reflects their distrust of political
leaders.

All politicians are seeking for power and positions.

The rest of the answers were split between the teachers'who support the
ruling party (28%), the moderate left party of Cérdenas (19%), the right wing PAN
(7%), or the radical left of Ibarra de Piedra (2%). Since these answers reflect
somewhat the political spectrum of Mexican social life and the results of the last

elections, it could be said that Mexican teachers' political attitudes are not
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siéniﬁcamly different from the mainstream political cilture. Political apathy, high
abstention rates and practically a nonexistent political life seem to be the norm

among Mexican teachers.

Summary

A first analysis of Mexican teachers' background reflects a relatively low
socio-economic status (SES) and a low cultural capital. These teatures were
suggested by looking at the occupation and education of their parents, as well as the
teachers' own schooling and current income. Although their SES is low in
comparison with Canadian teachers or even the Mexican middle class, it is relatively
high in relation with theirprogenitors. In fact, in terms of social and economic
status, Mexican teachers show a significant upward mobility with respect to the
former generation. Mexican teachers have limited experience in adult education
practices, which indicates a high rate of turnover, especially among the volunteers
of INEA. They also have a low degree of autonomy to make changes in the
curriculum and a low degree of professionalization. The latter pattern is clearly
reflected in teachers' answers regarding methods and expectations; with respect to
the former, the highest frequencies corresponded to those who just follow
instructions or apply traditional strategies; with respect to the latter, more than half
of teachers expect to find different employment in the near future; moreover, only
5% expect a promotion within the institution. The low degree of professionalization
often means high rates of teachers' absenteeism, drop-out and improvisation, and
low initiative to make input into the prograns: These problems have obvious
implications for the quality of the service. Thesituation of volunteers working for
INEA was depicted nicely by one teacher, who said: "the State pretends that it pays

us, and we pretend that we work".
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The main differences among Mexican teachers can be found by program and
region. Literacy and academic upgrading teachers who work in INEA are generally
volunteers, young, single, female and non-migrants, while among skili v ygrading
teachers the opposite trend is manifested. Teachers working in rural areas and in
academric upgrading programs tend to stress the cultural needs of the clientele and
the cultural benefits of the program, while economic needs and benefits tend to be
reported more frequently by skill upgrading and urban teachers. This trend may be
related both to the nature and goals of the two programs, on the one hand, and to a
labour market structure which allows more employment opporturities in the cities,
on the other.10 The textbooks are used more by teachers with less experience or
working in rural areas, which in generally correspond to academic upgrading
programs. Conversely, skill upgrading teachers tend to be less traditional, more
autonomous and more creative in designing their curriculum and the utilization of
didactic methods. 11

In Mexico, the redistributive ideology of the revolution and the corporatist
model of the State result in an adult education system based on the rhetoric of social
solidarity and the reality of recruitment policies. In fact, the political philosophy of
the corporate state and the principles of the 1917 Constitution are constantly present
in the Mexican adult education system. Some examples taken from the data
described throughout this chapter may serve to illustrate this statement. Firstly,
textbooks are elaborated by the State, and they are distributed massively and free of
cost; the use of such books -which present a very progressive approach towards
adult education- is almost compulsory, because there is no curriculum in operation;
furthermore, the final examination is based on the content of the texts. The
possibility of using foreign books (as is the case in Canada) is practically
unthinkable. Secondly, half of the teachers in the sample declared that they are there

“to help" and some of them reported that they were "recruited"” against their will in
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order to fulfill an external requirement; only a few teachers were interested in the
intrinsic characteristics of the job. Thirdly, since the main reason for non-
enrollment of the potential clientele is, according to teachers’ diagnosis, their lack of
interest in education ("it is difficult to convince them"), one of the main solutions
proposed by them is to promote motivation. According to teachers, such
motivation should be based on coercion, punishments or material rewards.
Fourthly, consistent with previous comments, both teachers and students confirm
that the main strategy of enrolling people into the program consists of personal
visits by the teachers themselves or cther personnel. Fifthly, the contact with
authorities is usually confined to administrative issues in order to ensure high
enrollment rates. Such control sometimés has the effect of "inflating” the statistics
rather than improving the quality of the program. Finally, another indicator of the
presence of the corporatist state is that teachers' political participation is very low;
moreover, in their perception, the main solutions for the national problems can only

be achieved by direct Government intervention.

Endnot

1 1t refers to rural-urban migration. In general, migration in both directions affected 61% of the
teachers; half of them moved from nearby rural areas and the other half have experienced a
significant migration. When correlated by type of program, the resuit was that skill upgrading
teachers have migrated more than academic upgrading teachers (r=.352; a=.01).

2 In Mexico, in order to obtain a higher education degree the student has the duty of doing a
volunteer job during several months. This requirement, a result of the values of social solidarity
inherited from the revolution, is called "Social Service” and has a compulsory character.

3 Such ambiguous perception is much more pronounced in the case of students.

4 It is interesting to observe that teachers' perception of the benefits is very similar to that
expressed by the students themselves, whose most important benefit is to acquire "more
kiiowledge". This vague purpose, predominant among the adult education clientele in Mexico, was
also reported by previous research (Chaparro, 1987; Schugurensky, 1987; INEA, 1988), and relates
to the image of 'culture’ as ‘being more in society'. Analyzing the students’ data by program, the
result is similar to that find among teachers: skill upgrading students are more instrumentalist, and
think that the learning experience in adult education will be very useful and applicable for work.
Conversely, academic upgrading students are not clear about the usefulness of the leaming.
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5 Neither are students critical in respect to the curriculum. When asked about what aspects of the
program they dislike, 83% answered "nothing". Among those who mentioned a negative aspects,
the majority of them are enrolled in skill upgrading programs.

6 Moreover, the study reports that 46% of the adult students did not know the name of the
institution in which they were studying (INEA) and the programs other than literacy offered by this
institution.

7 Such proportion confirms the findings of a previous study, in which only 9% of the teachers
interviewed pointed out that adults do not enroll into the programs because the contents do not
respond to their needs. In that study, lack of information about the usefulness of education for their
lives, work-related problems and apathy were the most mentioned reasons. Husbands' disaproval of
women's participation was also an issue, particularly in rural areas and in reference to older
couples. (Schugurensky et al., 1987).

8 Interestingly, when students themselves were asked the about their reasons for participating in
the program, the pattemn of answers were similar: 41.3% said that "they want to learn” or "to know
more”, and 23.9% reported that they "want to leamn a trade” or "to find a job".

9 The recruitment model is also confirmed by students’ answers regarding how they found out
about the program: 62.2% of them report that they were invited by the teacher or referred by
another agency. This is consistent. w  data from recent research conducted at the national level, in
which it is indicated that adults find ¢ Wut the program mainly through INEA personnel (57%)
or friends and relatives (34%). According to the same research, only 5% knew about the program
through advertisements, or mass and i6¢al media (INEA 1988). Confronting the discrepancies
between teachers' and students' answers regarding the impact of advertisement, it can be suggested
that Mexican teachers (as well as their Canadian colleagues) tend to overestimate the effect of the
written word among low schooled aduits. If only those adults who respond to advertisements or
friends and relatives are considered to reflect the real social demand for adult education, this implies
that at least in Mexico (but probably in other countries too) adults do not explicitly demand adult
ads mahm

10 The possibility of the existence of a two-track system favouring skill upgrading programis is
also reinforced by the fact that students in the former have a higher socio-economic stzitus, higher
expectations and higher political culture than student in the latter.

11 A comparative analysis of the answers provided by teachers and students on similar issues
show that in general terms they are not very different. It suggests that the relationship between
both actors is closer in Mexico than in Canada. This could be due to the teachers' ability to
understand the clients and/or to the smaller social distance which separates teachers from students.



CHAPTER VII
SUMMARY AND CONCLUSIONS

Adult education policies and the attitudes of teachers towards adult
education seem to have a mutual, reinforcing influence. In tum, both policies
and perceptions are closely related to the philosophy of the state and the
prevailing ideology within the civil society. Teachers' perceptions, however,
are also shaped by factors such as cultural capital, gender, age, the region in
which they live or the program in which they participate. The focus of this
study was a cross-national analysis of public adult education systems. The
perceptions of teachers involved in academic upgrading programs, compared
to teachers involved in skill upgrading programs, were also explored. The
analysis of the data was based on a comparison of the response patterns by
country, taking the aforementioned programs also into account. Significant
differences between the two countries were found. Nevertheless, such
differences diminish when fiz skill and academic upgrading programs are
analyzed on a comparative basis. Both in the comparisons by country and by
program, phi coefficients higher than .5 (and significant chi square for p less
than .01) were found in most of the correlations tested. What follows is a
synthesis of the main commonalities and differences between countries and

between programs.

C ive Apalvsis by C
In both countries public adult education contributes in a similar

manner to the two contradictory functions performed by capitalist states -

accumulation and legitimation. Such contradiction is not only expressed in the

discrepancies between proclaimed goals and actual reality, but also in
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teachezs' 6pinions about the program. Nevertheless, in each country a
different emphasis is placed. The analysis indicates that in Canada teachers
stressed the function of accumulation, while Mexican teachers were more
concerned about the issue of legitimation. Teachers' opinions also reflected
the discrepancies between proclaimed goals and actual reality. In both
countries, the philosophy of the adult education system is simultaneously
permeated by three approaches: 1) the "manpower” or "instrumental”
approach, based on the premises of the human capital theory; b) the
"compensatory" or "equality of opportunity” approach, based on the
principles of social justice; and c) the "personal development" approach,
based on the humanistic tenets of permanent education. Although the three
approaches are constantly present in the values and perceptions of the
interviewees in both countries, it seems that the "personal develspment”
approach prevails in Canada, whereas in Mexico the emphasis is on the
"social development" approach. In both countries the creation of the adult
education system was related to ideological and political rationales. In the
ideological arena, the principle of social justice made a similar impact in both
societies, but it has different origins in each one of them. In Mexico, for
instance, the ideals of social justice have their roots in the 1910 revolution and
were maintained in the rhetoric -and sometimes in the policies- of almost all
post-revolutionary regimes. In Canada, the concept of social equaiity is
central to the ethic of liberalism, and on occasions it has clashed with the
principle of individual freedom. The development of adult education system
was also a result of political considerations. In the case of Mexico, there was
a time in which a large portion of low income groups remained outside the
corporatist public policy model. Thus, the adult education system was largely
expanded in order to incorporate that disenfranchised population into the



dominant policy framework. In Canada, the implementation of adult education
services was one of the results of the Welfare State policies developed by the
governments to ensure the process of capital accumulation in modern
capitalism. The absence of a service directed towards early leavers of the
regular system of basic education when they are younger than a stipulated age
was evident in the two cases analyzed. It seems that in both countries the
current legislation is reluctant to accept failure in the provision of basic
education for all children. In both countries, teachers tend to think tha.t adults
do not enrol into the program mainly because of apathy and lack of interest in
education. However, while many Canadian teachers also stressed that
potential clients do not enrol because they do not have information about the
institution, Mexican teachers did not even mention such a possibility. This
suggests that in Mexico teachers rely more thaa their Canadian counterparts
on the ability of the state to publicize its services.

Overall, two models of operation of aduit eduéaﬁon systems can be
defined on the basis of the findings of this study in Mexico and Canada; for
lack of better labels, they can be called "social solidarity" and "individual-
deficit” models, respectively. In Mexico, the redistributive ideology of the
1917 Constitution and the corporatist model of the State resuited in an adult
education system based on the rhetoric of social solidarity and the supposed
incorporation of the marginal (through recruitment policies) into the "Mexican
nation". In Canada, the liberal-individualist ideology and the Welfare State
developed an adult education system based in the notions of meritocracy,
individual pathologies and re-incorporation of the marginal into the labor
market, Table 7-1 summarizes the main characteristics of each model. It is
important to note that this table shows general trends and must not be taken to

mean absolute features.
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Table 7-1: Main_diff bef blic_adult

; icination

MEXICO

social solidarity
recruitment
corporatism
constitutional mandate
low schooled
teacher’s initiative
as part of a group
left behind (social)
knowledge

massive

quantity

volunteer
informality

high turnover
centralized
prescribed by Gov't
social justice
community development
political system
internal

circle of study
solidarity, coercion

CANADA

individual-deficit
pathology

individual liberalism
re-cycling of labour force
high schooled

adult's initiative

as an individual

lack of self-esteem (psychol)
confidence

selective

quality

professional

rigidity

low turnover
decentralized

selected by teacher
economic functionality
personal development
labor market

external

classroom

autonomy, vocation

The Mexican model is based on a nationalist and corporatist ideology derived

from the post-revolutionary regimes, especially after the creation of the PNR. In this

model, education is understood as a service offered by the State, with the main

function being guaranteeing access of all the population to the basic culture of the

Nation. Such function is prescribed as a constitutional mandate. One of the

characteristics of this model is that the pattern of incorporation & adults into the
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program relies on government agencies rather than on the free initiative of the
individual. In this model, the clientele is considered as a segment of the population
which has been left behind as a result of socio-economic inequalities. Since the core of
the discourse is to promote social equality, the notion of second chance and the
construction of a massive system are central traits. Indeed, the main rationale is to
offer a second opportunity to those who have failed in their first attempt. In order to
engage the large numbers of adult educators that Mexico needs, the system relies on
voluntarism and on recruitment strategies based on the fulfillment of external
requirements (i.e. military service, social service of university students, etc.). In fact,
only 7% of Mexican teachers joined the program because they were interested in the
intrinsic characteristics of the job. The operation of a massive system and the emphasis
in political legitimation imply that more emphasis is placed on the achievement of
quantitative outcomes than the development of qualitative learning processes. As a
result of cbrporétism, the Mexican system is highly centralized, resembling a
pyramidal structure. The contents are established by the_ State and have a compulsory
character for the entire Nation. The rhetoric of social solidarity and the ideology of the
revolution permeate most of the official documents and were constantly present among
Mexican teachers' arguments. For example, half of the teachers declared that they
opted to join the program so as "to help"; the notion of community development was
widely mentioned as well. One of the purposes of the system seems to be the
integration of a marginal population into the accepted norms of political concertation
established by a corporatist regime. Teachers have low levels of schooling, and ity a
limited on-the-job training is provided by the institution. In this model, sini:; ¢o::ents
are nationally defined, it is not possible to address the needs and interests of szcific
groups (i.e: by province, region, ethnic group, activity, etc). This system relies more
on teachers' motivation than on their qualifications; this may eventually result in a low-

quality teaching. Moreover, even teachers' enthusiasm does not last for a long time,
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and this situation is reflected in teachers' absenteeism, lack of punctuality and job
turnover.

The Canadian model has its roots in a liberal individualist ideology which
considers the individual more important than society. Indeed, for this ideology, society
does not have the right to limit individual's freedom to pursue happiness-as he or she
chooses to define it. Liberalism believes in meritocracy, which implies that occupational
status is linked to educational credentials or, in other words, that success or failure in
society results from an adequate or inadequate performance in the educational system.
Since the educational system provides equal opportunities for everyone, performance
constitutes a legitimate outcome of the individual's attitudes and capacities. In this
view, those children and youngsters who do not have the perseverance, the motivation
or the abilities to succeed in the educational system become later a burden for society or
enter into a self-destructive way of life. This perception is clear in teachers' statements
regarding the taxpayers supporting unproductive people who have problems of self
esteem, alcohol consumption and drug addiction. Therefore, the system needs to
implement a rescue mission to recuperate these individuals for the sake of both society
and themselves. In this context, the adult deserves a second opportunity provided by an
educational institution. Although this compensatory approach has certain parallels with
the Mexican approach, the pattern of incorporation is different in each case. While in
Mexico it follows a more political and social rationale, in Canada the emphasis is
ecoromic and psychological. In fact, the Canadian model perceives the adult learner as
a patient who comes for a specific treatment, either spontaneously or by referral from
other social agencies. The patient is understood as an individual with specific deficits in
relation to certain knowledge, attitudes and skills considered essential to perfo:m basic
societal tasks. Society is regarded as 'functional’, and the adult who does not fit into
the system is considered ‘dysfunctional'. The role of the adult educational systém is to

treat this adult as a patient with a pariicular pathology. According to teachers, such
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pathology is usually the lack of self-esteem or marketable skills. The strategy of this
model follows basically three steps: diagnosis of the problem, specific treatment, and
re-allocation into the job market. However, although the main aim of the pathological
model is to re-cycle the individual as an economic agent (that is, as labour), it also
seeks for a proper re-incorporation into the mainstream social, political and cultural life
as well. In sum, for this model the client is somebody who: a) has failed in the
educational system due to personal or family reasons; b) does not fit into the scheme of
mainstream society; ¢) lacks certain skills and attitudes, especially self esteem; d) must
be helped (especially through counselling or training) to overcome his or her deficits.
Under this "clinical” model, the service provided by the institution is based on a logic
of professionalism. Enroliment policies are very selective, admitting only the number of
students who can be provided a professional attention, thus guaranteeing high
standards of quality. The system is also highly decentralized, giving each center enough
autonomy to develop its own programs. Autonomy is also enjoyed by teachers, who
have the freedom to choose both content and method of instruction. Teachers'
autonomy is so large that they can even use textbooks published in the U.S.. This is
something simply unthinkable under the Mexican nationalist-corporatist regime, not
only because of linguistic differences but, above all, because of the protection of
nationalist interest dnd the risk of external interference. One of the possible risks of the
Canadian model is the development of school-oriented and paternalistic structures, the
growing bureaucratization of its personnel and the implementation of an extremely
individualized pedagogy which do not consider the adult learners in their social
environment.

Given the historical consolidation and the mainstream character of each model,
it is not surprising that adult educators presented different characteristics and expressed
dififesent opinions in the two countries examined; In Mexico teachers come from a

lower-SES, have a poorer cultural capital, a lesser degree of professionalization and a
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lower degree of autonomy than Canadian teachers. They are also younger'than their
Canadian counterparts and have spent less time in the educational system. This could
explain their greater naivete and overexpectations regarding the possibilities of the
educational system to counteract social problems. Canadiar teachers seem to have a
more professional approach, which is embodied in the ideology of liberal
individualism. All these differences in the social profile and professional profile of
teachers have implications for the day-to-day teaching activities. In Canada, for
example, a wide social distance separates teachers from their students, while in Mexico
teachers have a lower "cultural capital" and therefore they are more likely to understand
the re::ls of the clientele. However, Mexican teachers lack motivation and basic
professional skills, and this results in a poorer educational service. Another example
was observed in the different strategies followed by rural teachers when they lacked
closed supervision. In Mexico, in order to counteract their isolation, inexperienced rural
teachers strictly followed what was prescribed in the program, relying on the authority
of the textbooks. In Canada, rural teachers tended to take advantage of the situation
enjoying a higher degree of autonomy to make their own decisions in relation to the
curriculum.

Both Mexican and Canadian teachers rated students' constraints as the major
causes of problems in their programs. Canadian teachers were, however, much more
precise in indicating solutions than Mexican teachers. While the former proposed
specific changes in curriculum, regulations and attention of students' needs, the latter
primarily proposed becoming mnre enthusiastic, and raising financial and material
resources, as well as support from upper levels. When solutions were difficult to
implezeeat, Canadian teachers seemed to be less naive than their Mexican counterparts
in recognizing the limits of education to counteract the impact of structural socio-
economic factors. This could be due to the difference in schooling and age. In Canada,

it seems that governmental agencies direct "patients” among themselves for the most
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appropriate therapeutical treatment. Regarding training, the trend in Canada is exactly
the opposite to the Mexican one. While in Mexico the for-the-job training is provided
by the institution (when the teacher joins the program), in Canada it takes place outside
the institution (mostly provided by higher education centres, before the teacher joins
the program). The intentionality of the in-service training seems to be, in the case of
Mexico, a quick incorporation into the institution, and an opportunity for professional
development in the case of Canada. In both cases teachers complained about the quality
of the training, and in both cases training in adult education is missing. The higher
degree of professionalism of Canadian teachers is reflected not only in their degrees and
training, but also in their participation in curriculum design and curriculum evaluation.

~ Needless to say, their Mexican counterparts rarely participate in these activities.
Canadian teachers have greater expectations for upward mobility within the educational
system and less interest in changing their occupation than their Mexican counterparts.

- In both countries many teachers suggested that current adult education systems
are still far from providing a relevant curriculum for the clients' needs and interests.
Some of them pointed out that it is probably an important reason for the the low
enrollment rates of adult education institutions relative to the potential clientele and for
the high drop out rates. However, in order to explain the institution's problems, the
majority of teachers refered to students’ constraints. As long as teachers and authorities

continue blaming the victims, the possibilities to modify the system will be limited.
c ive Analvsis by P

Significant differences between programs were found in both countries.
As table 7-2 shows, teachers working in skill upgrading programs tended to stress a
manpower approach, while academic upgrading teachers tended to emphasize a
remedial approach.
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Table 7-2: Main diff bef temi i

Orienta
of the program_

Main Rational

Young, female, generalist.

Psychological

Lower SES, cultural capital,
political culture, self-esteem
and educational expectations;
Less employability. More
dependent upon authority.

Natives, housewives,
foreigners, elders, rural
origin, no work experience.

Social status. To become
a become a "more educated
person” (although below

the limits of higher education).

Very diffuse aims.

Low work opportunity and
work improvement.

1 skill 5 _
ACADEMIC UPGRADING SKILL UPGRADING
Cultural-Grade Oriented: Market Oriented: Education
Education for "self-improvement” ~ for trades
Remedial Approach: Manpower Approach:
Equality of opportunity; Creation of skilled and
compensation of a deficit domesticable manpower
in the provision of universal for industries and services,
education by the State. especially in the private
Sector.
Creation of better educated Contribution to national
citizens. economic development.
Promoting Legitimation. Promoting Accumulation.
Incorporation into Expanded reproduction.
mainstream culture.
Second chance Employability
Educational background. Non-educational background.

Older,male, instrumentalist.

Occupational

Higher SES, cultural capital,
political culture, self-esteem
and educational expectations;
Higher employability. More
autonomous.

Non-Natives, males, local-
born, younger, urban
background, work experience.

Economic status. To become
a "more employable person"”
(but below the limits of
managerial positions).

Very concrete aims.

High work opportunity and
work improvement.

High
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It can be observed in the table that cultural needs of the clientele and
cultural benefits of the program were perceived mostly by teachers who work in
academic upgrading programs and in rural areas, while economic benefits tended
to be reported more frequently by skill upgrading and urban teachers. This could
be related both to the nature and goals of the two programs, on the one hand, and
to a labour market structure which allows more employment opportunities in the
cities, on the other. Taking into account the teachers' answers and collected
information about the main features of the two programs, it seems that in both
countries a "two-track system" operates within public adult education. In general
terms, teachers foresee more possibilities of graduation and more future
educational and occupational opportunities for students enrolled in skill upgrading
programs than for those studying in academic programs. This is probably due to
the fact that students in skill upgrading programs have higher SES, cultural
capital, educational and occupational expectations and political culture than
students of academic upgrading. This difference in perception could be also due
to certain teachers' personal features, such as gender, age and specialization.
Indeed, in both countries teachers from skill upgrading programs tend to be male,
to have a non-educational background and to be older than academic upgrading
teachers. In the case of Mexico, even the social and academic profile of skill
upgrading teachers is much higher than that of academic upgrading teachers.

Contrary to what is supposed, and contrary to what happens in post-
secondary institutions (see Pincus, 1974), in adult education the screening favors
skill upgrading sﬁ&nm. It seems to be the prevailing view that, according to
current economic planning (based on efficiency rather than on equality) skill
upgrading students have a more important role to play in capital accumulation than
academic upgrading students. Teachers' opinions cannot be isolated from current
trends in educational ideologies and policies. Indeed, a shift in the rationale of
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adult education programs, from the notion of "forgotten people" prevailing in the
late 1960's and early 1970's to the tendency to "train the best and forget the rest"
dominant in the 1980's can be observed (Rubenson,1989; Calamai, 1989). This
process seems to be part of the presently fashionable philosophy of "new
economics", which no longer focuses the debate about adult education and the
state on the issue of equality, but on efficiency. This process includes an
increasing skepticism on the ability of government to do public good, which in
turn leads to ;llc promotion of the free play of market forces and to the reduction
of public spending. It looks that the relative loss of trust in Keynesian strategies
to respond to the new needs of capital accumulation is having an impact in adult
education systems. In the "two-track” system of adult education, "the rest" are the
adults enrolled in the lower grades of academic upgrading. In both countries, they
are mainly Natives, women, illiterate and semi-literate, elders and those living in
rural areas. If the "significance” of the adult education clientele is in general low;

‘_ in these groups it is particularly low. The relative lower significance of these
groups is aggravated by the fact that they have very little interest in participating in
the decision-making process. Under these conditions, the only role of academic
upgrading programs seems to be political legitimation guided by the principle of
equal opportunity. In these programs, the notion of second chance leads to the
development of a compensatory education with linkages with the regular system.
Equivalence with the regular system means that the emphasis is put on the
acquisition of knowledge, which in most of the cases is mere information. Such
information is considered "basic" not for its usefulness for an adult's life but for
its correspondence with the children's basic curriculum.

In synthesis, several differences and commonalities in adult educators’
perceptiorns were established. Individual and social attributes (gender, age, SES,

schooling, etc.) were very relevant in several cases to explain differences and
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commonalites in p2rceptions. Nevertheless, the key differences in teachers'
perceptions resulted from distributions by country and by program. They, in turn,
are linked with State ideology, public policy and institutional setting, in the case
of the former, and with area of specialization, labour market and students’

features, in the case of the latter.
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APPENDIX A
Interview Guide : Canadian Teachers

Case Number:

1. Personal Information (Confidéntial)
1 Name and phone number:
2 Sex: (a) Male (b) Female
3 Age:
4 Birthplace:
S Civil Status: (a) Married/Common Law (b) Single () Divorced (d) Widow (e) Other
6. Institution: (a) AVC (b) CVC

7. Area: (a) Urban (b) Rural

8. Program:  (a) Academic Upgrading (Grade)
(b) Skill Upgrading (Trade)

I1. Educational Background
9. What is your highest level of studies?
10. Where did you obtain your highest degree? (place and name of the institution)

11. When did you obtain it? -(year)
12. What was your area of specialization?

II1. Family Background
13, Father's education: A
14. Father's occupation (if deceased or retired, last occupation):
15. Mother's education:
16. Mother’s occupation (if deceased or retired, last occupation):

IV. Socio-economic status
17. Do you own the house where you live?  (a) yes (b) no
18. Individual Income (before taxes):

1. below 13,670 ()
2. 13,670-27,340 ()
3. 27,341-41,010 ()

4. 41,011 and more ()

19. In terms of income and prestige, how do you perceive your social position?
(1) lower-class (2) lower-middle class, (3) middle<class, (4) upper-middle class; (5) upper class
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V. Work Experience

20. How long have you been working in education?
21. How long have you been working in adult education?
22. Where did you last work before participating in this institution?

23. What kind of work did you do there?

24. Why did you leave that job?

25. Why did you decide to take this job?
26. Which program do you teach? (SPECIFY GRADE OR LEVEL)

27. How many hours per week do you devote to the program?
a) Total paid hours: !

b) Hours of instruction:
¢) Non-paid hours (e.g., class prepardtion, marking at home, etc)

VI. Chbharacteristics of the program and opinions on it

28. How long is your program?
29. How many groups do you teach to?
30. How many students do you have in each group?
31. What are the main goals and purposes of the program you work with?

32. What do you think about these goals?
32.1. In terms of the capacity of the students (possibility of achievement)

32.2. In terms of the needs of the students (relevance)

32.3. In terms of the economic and social context (how reachable are them, links to reality, etc)

33. What are the reasons why the program was originally designed? Elaborate (in search for rationality)
Oulllu\:’alhat are ;he needs that are being addressed through this program? (i.e. social, political, economic,
cultural needs

34. Do you have any specific syllabus for the course? OR Do you have a program that clearly
indicates what you have to do? (a) yes (b) no

35. How was the curriculum originally designed?
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36. Who designed (created) the program? ( what was the role of the central offices? Was thers any
input from teachers, adults, communities, etc?

37. Did you directly participate in the original design of the program? (a) yes (b)no
(If yes) How?

38. Is the program regularly evaluated? (a) yes (b) no

39. By whom is it evaluated?
(a) External evaluator  (b) Program Coordinator (c) Teachers (d) Students  (e) Adm/siaff

39. How frequent does the evaluation process take place?

40. Did you directly paruclpate in evaluating the program with the aul.honnes"
(a) yes How?
() no

41. Are the results of the evaluation used to improve the nrogram?
(a) Yes  What kind of improvement? (content, method, etc)
(b) No Why?

42, Did you participate in proposing changes as a resuit of the evaluation?

43. What changes have been introduced in the curriculum, and through which process?

44, Do you use textbooks for your course? (a) yes (b) no
44.1. Who produr=4 them? :
44.2. Who selec; < em? (a) the institution  (b) you () other (SPECIFY)
44.3, Do the students pay for them?

45. What do you think about the curriculum and instruction of your program?
45.1. Content (grade of difficulty, motivating, etc)
45.2. Teaching method (emphasis in lecture, group participation, combination of theory and
practice, etc.)

46. Any other information about the curriculum (content + methods)
a) Positive aspects
b) Negative aspects

47. Row does this program contribute to national development"
a) social:

b) political:
) economic:
d) cultural:

VII. Views on the Adult-Learner

48) How would you describe the characteristics of the clientele that atend your program?
a) Gender: % males: % females:

b) Age: average age: oldest: ______ youngest:
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¢) Average level of previous schooling:

d) Nationality (in %) Native Canadians:
Non-native Canadians:
Non- Canadians

¢) Social characteristics (SES, income, etc)

NAR

f) Psychological characteristics:

49. Is the program adequately suited and relevant for the clientele you have described above?
Yes () No () Why?

50. Is there a particular group or subgroup of the population 10 which this program is oriented (e.g.
rural/urban; gender, age groups, eic)?

51. What are the requirements that students must meet to be accepted into the program?

52. How do the adults find out about the program?

53. What are the factors that have prevented your students from completing the regular sequence of
compulsory education? List them in order of importance.

1)
2)
3)

54. When the students come to the program, do they have any specific interest?

54.1 Learning a) Very diffuse b) More or less clear ¢) Very specific

54.2. Job Opportunity a) Very diffuse b) More or less clear ¢) Very specific

]52131311; there any difference between groups? (by sex, age, income, etc) (a) Yes (b) No
plain: :

55. '{‘ll;ose people that do not enroll in the program, but you believe they should, why don't they
enroll?

a)
b)
c) . -

56. How is the student evaluated?
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57. How often is he/she evaluated?

58. Are the students satisfied with the program? (@) Yes (b) No
Why?

59. Do they enjoy the classes: do they feel boared? Is there any difference by group?

60. What is-the proportion of your students that have the cognitive ability and /or skills to meet the
demands ot #iie program?

61. Do you see any relevant difference iin the teaching-leamning process among different population groups?
a) byage .

b) by sex
¢) by program
b) by ethnic groups
€) Other

62. How important is the participation of students in decision-making bodies, evaluation of the
program, suggestions and implementation of changes in curriculum, etc?

63. What are the channels through which the students can participate in these processes?

64. How do they utilize these channels?

VE. Views regarding the efficiency of the Program
65. What is the proportion of enrollment/graduation?
a)Enrollment: 100% b) Completed ¢) Graduated:

66. Why do people drop. or opt out of, the program? Rank the reasons.
a)
b)
c)

67. What strategies have you carried out to prevent or minimize students’ drop out?

68. At the individual and family level, what are the benefits of this education for the students
(please, be as specific as you can} in terms of:

a) economic benefits
b) social benefits:
¢) cultural benefits (communications’ skills, etc):
d) psychological benefits (self-esteem, etc):
e) political outcomes (participation, voting etc)

69. What is the educational and occupational future that they will face after leaving the program?

69.1. Further Education (a) No (b) Technical courses (c) Secondary educ. (d) Post-Secondary Educ.
69.2. Occupation  (a) Unemployment  (b) Part-time job  (c) Full time job

69.3. Differences between poputation groups (by sex, age, income groups, etc):
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70) With the training that they receive, what proportion of the unemployed will improve their
work opportunities and their chances in the labour market?
(a) all of them (90-100%) (b) most of them (60-90%) (c) roughly half of them (40-60%)

(d) less than half of them (10-40%)  (e) almost none of them (-10%)

71. What proportion of the already employed people will improve their income and their
work situation? (¢.g. improve their salaries, upward mobility within the same activity, change
to a better paid job, etc).
(a) all of them (90-100%) (b) most of them (60-90%) (c) roughly half of them (40-60%)

(d) less than half of them (10-40%)  (e) almost none of them (-10%)

72. What proportion of the students will improve their work performance? (increase
productivity and quality of the work, eic).
(a) all of them (90-100%)  (b) most of them (63-90%) (c) roughly half of them (40-60%)
(d) less than half of them (10-40%)  (e) almost none of them (-10%)

73. How many students do you think will continue with further education (post-secondary)
a) all of them (90-100%)

b) most of them (60-90%)

¢) roughly half of them (40-60%)

d) less than half of them (10-40%)

¢) almost none of them (-10%)

74. What do you think are the main problems addressed by the program? Rank them.
a)
b)
<)

75. What are the principal solutions implemented in solving those problems?
a)
b)
c)

IX Teachers' training

76. How are the teachers of this program recruited?
a) Level ofeducation: ___

b) Years of experience in the area of specialization:
¢) Years of experience in adult education;

d) Other requisites

77. Have you been trained in adult education in this institution?
77.1. Pre-service a)No b) Yes
How long?
Assesment:

712. Inservice a)No b) Yes
Howoften? _
Assesment:

78. How do you see the role of the para-professional (no certificate) adult education teacher
gmlmpamd to the professional teacher? (a) Worse  (b) No difference (c) High
plain:
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X. Communication Flow

79) How informed are the program planners (policy making level) about what is going on
in the classroom?  (a) Very little informed  (b) Enoughinformed  (c) Very well informed
Explain:

80. How often do they visit your classroom?
a) Never

b) Once a year

¢) More than once a year (specify)

81. What channels of information do they have to know what happens at the classroom level? ____

82. What kind of support and advice do you receive from senior instructors, higher officials,
supervisors, policy makers, etc?

XI. Educational and Occupational Expectations

83. What are your personal educational expectations for your future?
(a) Notatall

(b) Courses for personal benefit

(c) Further levels of education

(d) Others (specify) ' -

84. What are your personal occupational expectations and goals for your (long-term) future?
(a) Teaching the same course

(b) Teaching another course (specify)
(c) Supervisor/Coordinator within the program
(d) Move to another occupation (specify)
(e) Other

XII. Professional culture
85. Are you familiar with the Southam Report on literacy in Canada? What is your opinion about
it? What finding impressed you most?

86. Do you know of any specific adult education policies and/or programs for native Canadians?
What do you think about them?
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APPENDIX B

Interview Guide, Mexican Teac]

I. Background information
1. Name

Sex
Marital status
How many persons do you economically support?
Place of birih
Date of birth
. Address
Name of program in which he or she participates.

9. How long have you worked as a teacher?
10. What is your highest level of studies?
11. Did you recieve your certificate?
12. In what type of institution did you study last (private, public, other)
13. In what type of institution did you study elementary education?
14. What is (or was) your father's highest level of studies?
15. What is (or was) your mother's highest level of studies?

16. What is (or was) your father's main activity?

17. What is (or was) your mother's main activity?

18. (if applicable) What is your husband's (wife's) highest level of studies?
19. (if applicable) What is your husband's (wife's) main activity?
20. Do you own the house you live in?
21. How do you get to work (by car, bus, etc.)
22. Approximatly, what is your monthly income?

® NS WA W

II. Work Experience
23. Where did you last work before participating in this program?
24. What kind of work did you do there?
25. Where else have you worked?
26. Have you worked before as a teacher?
27. How long have you worked as a teacher?
28. What grades or levels have you taught?
29. Do you have another job besides this one?
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III. Characteristics of the Program

30. What are the principal aims and purposes of the program you work in?

31. What do you think are the needs that are being addressed through this

program?

32. What do you consider to be the role of the program in national

development?

33. Who designed the program?

34. How is the program organized?

35. How do you work with your group of adult students?

36. How long does the program last?

37. How many hours a week do you work in the program?

38. How many groups do you have?

39. How many students do you have in each group?

40. Do you have an assistant to work with you in your groups?

41. How were the groups with which you work formed (public

announcement, the adults requested the service, etc.)

42. To what type of didactic materials do you have access?

43, Do you need extra time to prepare your class? How much?

44. Do you have a program that clearly indicates what you have to do?

45. How is the program evaluated?

46. How many adults on the average drop out of the program before

finishing?

47. Coverage by sex in your groups.

48. Coverage by age categories in your groups.

49, What is the target group of the program?

50. What are the specific characteristics of the adult to whom the program
is oriented?

51. What are the requirements that the adult leamers must meet to

participate in the program?

52. How would you describe the characteristics of the adults that actually
participate in the program?

53. Is the program adequate for the type of adult learners that you have

described above?
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IV. The Program in Operation
54. What kind of actions have you carried out in order to adapt the
program to the characteristics of the adult learners in your groups?
55. Why do adults drop out of the program?
56. Do you consider that the abilities and capabilities of the adult learners
are sufficient to achieve the desired learning results?
57. Do you think the adults will have the opportunity of applying what
they learn in their daily lives?
58. Are your groups homogeneous? Do the adults have similar interests
and abilities?
59. What type of relationship do you establish with the adults in your
groups (formal, informal, both)?

V. Communication Flow
60. What type of relationships do you establish with the authorities
(coordinators, supervisors)? When and how do you contact them?
61. When and how do they contact you?
62. What kind of help or assistance do you receive from the authorities
(coordinators, supervisors)?
63. Do you personally or any of the other teachers participate when there
is a change in the program?
64. When was the last time you had contact with the authorities
(coordinators, supervisors)?
65. Have you participated in evaluating the program with the authorities
(coordinators, supervisors)?
66. How is the adult learner evaluated?
67. How often is he or she evaluated?
68. Which do you consider the main benefits of this program for the adult
learners?

VI. Perception of the Program
69. Why do you consider the participation of adults in this program
important?
70. What actions have you carried out to avoid the dropping out of adults
from the program?
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VIL Perception of Other Actors
71. What do you think are the principal goals and expectations of the adult
learner when they enter the program?
72. What are the reasons for the lack of motivation in the program of
some of the adult learners?

VIII. Perception of Self
73. Why did you accept this position as a teacher?
74. Do you consider the way you work with your group effective?
75. Did you receive previous training (before you started working with your
groups)?
76. How long did this training last (in hours)?
77. Was it useful? How?
78. How do you feel towards your work as a teacher? Do you like it? Do you
consider it useful? ‘
79. What are your main educational expectations for the near future?
80. What are your main occupational expectations for the near future?
81. What is your opinion on the future of this program?



