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-ABSTRACT

The purpose’ of this thesis was, first, to under*

stand, and to compare and analyse two approaches to

o8
i)
e

f’ " educational planning represented in the writings of‘PaulQ;
Freife, a fhird Woy1ld educatér, énd of Walter Worth,
a First world educator; and second, to devé}np thé‘
hecesséry analyticéiiframéworg for car;yinq nut fhe above
stask. In érder'to-gain;some of'the perspectivé required
for developihg the an;lyﬁical frameﬁork a sketch of the
history o? educationallplanning was prepared with a view
to uncovering what were regérded as key ingredients of
"Seéond‘Generation Edqutiona1 Planning." ,Seven such .
ingredients were listed and furthef developed into the oJ
anélytical framework, or Paradigﬁ,fthat was applied to ﬁhe.
- writings of Freire and Worth.: The seven dimeﬁsioné of thé
" Paradigm were summarized as: Orientation, Contéxt, Timé;wm
Scope, Quantity and'Qualityr Connectionfto Oréanization,
and Pafticibatidnf Each bffthese-dimensions%was_used,»
fifst,»ﬁo.&nde;stand, and-second; t§~COmpégé and analysé
lthe‘plannihg'apprbachES of Freire ahdvWOrth-f‘ | 1
«- Fréire.aﬁéonrﬁﬂ bbth;had matefial‘relating'td
5 Lall diménsiOns of the Paradigm,;and'it waSICOncludgd that

they could be classed as Second Generation;Educatidnal

e

Planners. Omissions in Paradigm coverage were by Freire

AJ . <



and were confined to parts of two variables in the Scopie

dimension,

S,

Frélre'° approach to planning’ was seen to empha81ze
the Context and Part1c1patlon dimensions, and to de-
emphaSLZe parts of the Scope dimension. Worth's avproach

tended to emphasize the Scope and Connection-to Organiz-

A ' . . S ; $ ’ . : S
’ atlomgdlmen51ons, and to de-emphasize the Participation

dimension. These features. of the planning approaches of

»

Freire and Worth were seen to be a means of identifying-

a fundamental contrast ih- thelr approaches to plannlng

\

whlch arose out of the pOlltlcal model used by Frelre

and the system model usedAby Wortn. The study also

.identifiedv in addition to the system—model base of wOrth,

.another aspect ‘to his approach to plannlng that was seen

fo contain many of the characterlstlcs of a political

- model. However this aspect of his approachi#ended not

to be translated, as the system model\was, iﬁto specifie

proposals. ‘ ‘ .
Flnally, the study showed that the Paradigm was

a useful 1nstrument for openlng up for scrutlny/the

vplannlng approaches of Frelre and wOrth.
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< Chapter I

_ - - INTRODUCTION. - S
S ‘ STATEMENT OF THE PROBLEM
The purpose of thls study was: (1) to understand
and to compare ‘and analyse two approaches to educatlonal
{ I

.plannlng_represented in/the wr;tlngs of Paulo Frelre,:a

Third World eduoator,/and in the work.of Alberta's’

Walter Worth as it is described in A (

(2) to deVelop~the/necessary analYtical_framework to

-carry out'the examination of these approaches.

BAcKoRouND INFORMATION ON FREIRE AND WORTH

,l Frel;g. Paulo Frelre was born 1n Recife,

o Brazii, 1n 1921. ’Recifevwas and remains one of those

centres of poverty and underdeveiopment that are so pre—"

. valent 1n Bra211 and other parts of the Thlrd WOrld. “

The possessor of a doctorate from the Unlver51ty of Rec1fe

L. i .
AR e et
o -

’ ' : . - : : L’J o : g
The term "Thlrd World"'ls used *o descrlbe the

/,

underdeveloped and deveLOplng societies of Asia, Afrlca j,f

‘and Latin Amerlca which attempt to be non—allgned with
either the Western'(the First) or the Soviet (the. Second)

.’/ "Worlds."  As Michael Ha;rlngton points out, it would be
/ a'mistake to think of Third, World societies as a unified

l“'ﬁh“ group., "There are antagonUFmsauzthln the Thlrd World -

whlch are qulte murderous as the civil wars in ngerla
‘and’ - tHe Sudan or the varlous struggles. between Chlna,
: Indla and Pakistan demonstrate" (1972 217) e

,'va

g

’



N ‘ _A ) s . . ’
where' he taught for a .time, Freire's concern for many years
‘ . : o e

has been focussed on the.needAto develop a styie of edu-

cation-that enables men to cease belng "ObJeCtS" of
. 4 . /
domlnatlon-and members of the )culture of s11ence " and -
4 -

to begin belng "subJects" in &he process’ of thelr own and

)

-others 11bematlon (1970a 4/7, 4/8) Accordlng to Frelre,
the e"rstlng educatlonal system is one of the most 51g—

nificant 1nstruments ‘for turnlng people 1nto ObJeCtS and

ensurlng thelr membershlp in the culture of 511ence (1970d

f_;ﬂs9 ~152) R e"r',> | - T

> : -

Frelre s thought has emerqed dlrectly out of hlS - \
" dec s involvement in the struggle o} the pebple of the
world for~11berat10n. Indeed the thought—actlon

raxis," asfhetcafls it ZlS one of the crltlcal 1ngred1ents_;

iﬂ'of his phllOSOphy of educatlon (1970d 75 ~76) o 7
His work 1n north east Bra211 in the 1ate 1950'
and early 1960 S was regarded’asasuch a threat to the.h
"establlshed order in Bra211‘that after the- mllltary conp‘ f\~
b.ln 1964 Frelre was."lnv1ted" to leave/hls homeland.~ ;/V_

a Hls 1deas and’ methods ‘have since been nkggly o |

\

Vused 1n llteracy campalgns 1n Chl}e where he worked from;_

“1964 to 1969 and in other Thlrd WOrld countrles.; Afterw

1969 he became a Fellow of, ‘the. Center for the Stu:J of

,Development and Soc1al Change and a VlSltlng‘brofeSsor at _,'

jHarvard Un1vers1ty s Center for Studles 1n Educatlon and

: ffDevelopment. He was 1n 1973 a Consultant to the Offlce

L
- -

'-'of Educatlon in the WOrld Counc11 of Churches in Geneva
_fSw1tzer1and (Goulet‘x1973) S g';f”»li V": s

© L
T



s

',of Frelre S works were translated 1nto Engllsh when thlS

f;Freedom puts this p01nt.we11 LT .

Documentarion, '1970); (2). : i
(Cambridge, Mass.:- Harvard Educational Review and Center’,

- for the. Study of Development and Social Change, Mopo-*

ertlng prlmarlly in Portuguese and Spanlsh four.

£

study was carrled out. 2 Unllke Ivan IlllCh who seems to

L Y

alm most of hlS wrltlngs at North America Frelre is \

)

somewhat 1ess conv1nced of°the usefulness of such attempts

- e

at dlalOgue between the Thlrd World and the Flrst. Joao " -

de Velga Contlnho in the Preface to Cultural Agtlon for

3 R

K4

It [the.voice of Frelre] is not a voice of represen—
“‘tation, petition or remonstrance. His message€, whlch_
“began . to spread in Latin America some years ago,. is
” today being heard and finds an echo among those =~
sectors of the First World which, for one reaSOn or
another, feel., attuned to -the Thlrd. R
. Somethlng has happened’ since Frantz, Fanon wrote
"The Wretched of the Earth.'- When that book ‘appeared,
in the early sixties, Jean-Paul’ Sartre noted w1th some

%+ alarm: he - is not talklng to us. In FanOn said Sartre,.
qb"'the Third World had found 1tse1f‘and was speaklng to-

. itself; . it was not concerned. with the master world.
dNevertheless Sartre went on, the master world, the ..
Europeans, would do. weLl to. take,hegﬁ of what the '

man is saylng, if thef ¢ared for their. own survival.
In" the, voice ongaM 0 Frerre ‘the Thlrd'WOrld still
 disdains to address Itéélf tofthé .managers” ~of the

- Fifdt.. In his opindon, and ‘in that of many of his.

' ‘peers, there can be*no dlalogue between antagonlsts.

" But Freire invites the hitherto silent sectors of ~the .
“affluent world orpat 1east the: more awakened members

of those over-managed -over—consqmlng soc1ehnes to a’

Ik

T g - — . S Lo
L 2These were- (1) Cultural Actlon. _A Diglectic

Ang1281§,Q(Cuernavaca Mexico: Centro Interculturgl De
reedomn,

c't on v . : i was publlshed in the

.,P--ﬂr\’ "_/,,_, ‘_o

"o

* graph No. 1970), (3) "Cultural Freedom 1n Latln :

" America, Li v )

'.Amgglgas ed. L. M. Colonnese (Notre Dame. Notre Dame"” X
Press,. 19705 (4) of "the Opbre , (New York:

"»Herder and ﬁerder, 1970) ‘ Another book by Freire, EQ_~““AH’
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* rediscovery of the world

in which Lhey 1live \ . e
(1970a:v). N

2. ﬂg;&h. »Walter WOrtn "in 1973, the Daputy

Mlnlster of Advanced Educatlon in the Prov1nce .0of Alberta,

'r«

‘was born in Saskatchewan in 1925. With the exception of
ooEn A , [ '
tw0;years in the Armed ‘Forces, in"the mid 1940's and one

Lyear w1rh the Hoover Machine Company in Edmonton' all of

hlS worklng llfe has been spent 1n the field of educatlon. :
He has been teacher, school superintendent, professor,

4 ' . -~ P . . e . '.‘. R .o,
Assoclate Dean, Unlversity Vlce—Pre51dent,1and Commlissioney,

\' B .
- - R

Alberta Commission onaEducational PlanninQ.Bc ' '

As Commissioner Worth was glven the responSLblllty

by Lhe Government of Alberfa ln Juhe }969 to carry out

a major analysis of educatlon 1n’the ﬁéOV1nce- in WOrth'

own words, "to ant1c1pate new neeQSf problems or alter-
natiyes, and to suggest solutldns Or propose 1nterventlons"'

.;MERiffel and Miklos, 1971 63) _ The work of the Alberta

Comm15810n on, Educatlonal Plannlng culmlnated in the

publlcatlon.of gh01ce oﬁ Eutu;gf 1n June 1972. This -

‘document“was the key source for the examlnatlon of erth s

1

ol

,) rapproach to educatlonal.plannlng.

+

“In terms of hlg general approach to educatlonal“‘?
fplannlng, perhaps two of Worth's main emphases mlght be

‘~ment10ned at thlsfp01nt. Qne of these was his reliance
"d ¢ o

rupon general systemS~theory as a model for a. sound

%
. a
L]
d

\5 -

o 3From lnformatlon sent out by the Alberta cOmmls—’:
slondon Educatlonal Planplng .See Appendlx A, '

9 -

"
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Qducatiohal system and a sound society (i972:301).' The
other was his view that the future is not something that

is qivén o% thé product of fate, but is open to be created

by the choices and actions of men (1972:30).

. "ik c
SIGNIFICANCE OF THE PROBLEM

~.

.

"To understand and analyse the educational planning \\\

done by Walter Worth and his Rdyal Commission would seem \ N

to be a viable topiéjfor‘aidissertatiénkin tﬁé Province

of -Alberta in 1973, ‘not only becauserﬁhe Commissionfs'

‘work was the most recent and perhaés.the“most.compre—

ﬁénsive study of’educ?tion in the histafy of tHis Province,

but alsp.becqgse the Commissionér is thelDeputy Minister .
of Advanced Education, and therefore in a position to

enable the actual implementation of many of .the Commission's

findings.

To understand and analyse the work qi,the Brazizian,
Paulo Freire is less easily justified. !Neverthéless, i
pelieve a strong. case can be made for doing so. The e
following reasons'afe advanced in buildihg this case. - )

First, an outsider may help us to see ourselves more
”clearly. Paulo Freire has some rather definite views on

the process of éddcatioﬁ. Theé roots of many of thése

<

ideas ‘lie outside North. America. Examination of these

‘ideas may give a perspecti%e‘for'seeing'ghé Nor;h American
’situatibn inma-new,liéht; and for being more creative in -
suggegtiéﬁévformchange. ‘ !
SéCOnd; Paulo Freire has a growing reputation as

]

R Lkt 2
&
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- .
_ . ‘ e 6
» g
»

an educator to be reckoned with not only in. Latin Amerlca

and Africa, but also in Europe and North Amerlcaié H%s
labours in Brazil and Chile are well Xnown to people there;
His most recent‘work over the past year inlMozambique’has
made a contribution to the Black Liberation Movement'sﬁ;gﬁ
dttempts to come to terms with Portuguese coIonialism;?
When‘he ie in Geneva; he attracts students from Europe
" and elsewhere who yieh to study with him:4
There are' also signs of Freire's importance to
some North Americans.‘ His article "Cultural Action for
Freedom ".orlglnally published in two parts in the Harvard

$
Educational RJ@leg was chosen by the Harvard Educatlonal

‘Rev1ew and the Center for the Study of Development and
Social Change to be the first pubiication in their
joiﬁtly eponsored Monograph ée:ies. This,Monpgraph,
"Cultural Action for Freedom," first publieged in 1970,
ie;ias‘this dissertation wae Being”wfitten, into its
third,printing. |

Through my work until August, 1971 as Chaplain

at the Universitymof Alber%e, I was aware that his book

: : 4see Richard Shaull's "Foreword" to Pedagogy of

- the Oppressed, (pp. 9-15) and "On Critical Consciousness
in the U.S.: the Relevance of Paulo Freire" by Dennis
Goulet in Perspectives on Development and ia h e,
a monthly plblication (undated) of the Center for Develop-
ment and Social Change for this and othet information “on
Freire. The Rev. Richard Price of Edmonton, in 1973 a
researcher for the Alberta Indian Assoc1atlon studied in
1971-1972 with Frelre in Geneva and confirms thlS
information. :



\

The Pedagogy of the Oppressed was read by several members |
of the local "counter,cultur’e,"5 and many of>the book's

concepts used for develOplng Free Unlver51ty North, an

A

experlmental educatlonal 1nst;tut10n in Edmonton which

R

began in the fall of 1970 and in the w1nter of 1972 1973

. ~—— had a student body of approx1mately 1800 students. . It

»
-

_was, in faet,.a member %Yxthe counter~cuiture who first
introduced me to,Fréire‘s writings.

In March of 1973 Dean F. McMahon of coliege
Un}yersitalre St Jean who had Just returned from two
monthu of study’ it Teachers' College at Columbia Univer- ~

| sity in‘New York, reported to me that the uork of Paulo
Freire was the object of study in several Disserations
btlnq wrltten at Teachers' College while he was there.

-
,..«»:

Third, some writers who have referred to the wbrk

of Freire have 1nd1cated other reasons for ‘its s1gn1f1cance.

Richard Shaull, in his Foreword to Frelre s Ihe Pedagggx

of the Oppressed, writes of how, at first s1ght, Frelrer

, ‘method of teaching illit&rates in the Third world seéms

1

: to have little relevance for our situation if North

 America. “Certainly it would be absurd to claim that it

&

5The term "counter- culture" has been popularlzed
by wrlters l1ike Roszak (1969)-.in The Making: of a Counter-
Culture. I am using the term as he does to applyx to a -
wide variety of people.yho polltlcally and/or culturally
are disenchanted with mhny of the’ prevalllng values of
North American Society, and are seeking alternative life~ —
styles. For further dévelopment ‘of thlS theme See my
article "The Counter-Cuiture" in Ch nge_in Educatio
. Administration, Volume XII} Winter, 1973 (forthcoming).

o o . [



.‘which Ereire speaks.

l ! . . ) #
~should be copied here. But there are certalnh parallels

in the two situations which should not be overlooked"

(Freire 1970a: 14) Shaull goes On to gpeak abobt the

' advanced technolOgy of North America which may be making -

"objects" of us and programming us_into conformity and

into our own versions of "the culture of silence" of
A .

A

Reubem Alves, 2 Brazilian phijosopher and theo-

.10g1an ‘also attempts to make connectlons between the

problems of the Third World and those of the Flrst- He
does so by using the term "proletarlat" ln a somewhat

untraditional way. To Alves "proletarlat" refers not so

3

much to particular soc1a1 economlc or polltlcal relatlons

and structures 'butrather to. a consclousness Whlch under-

stands 1tself to be proletariam in the world ln\wgish};t
finds 1tse1§ (1969:6)r The proletarlan‘consc1ousness -

more an attitude of mind, a feeling of powerlessness to

QShape one's own life, Whichfcan»be found amoﬂgtthose who

) )

are affﬁﬁéht as well as among those who are poor.
Paulo Frelre 1s concerned Wlth a consc1ousness-;

ralslng form of. educations that form of gdqcatlon whlch »

enables man.to,take more reSpOnSlblllty for hls own llfe..

: Freire's views therefore may be Ofisomé use to the

more affluent "proletarlat" Q{\North Amerlca as -well.as-

to the dlSpossessed of the Thlrd world.

Thomas Green‘ CO—Dlrthor Oof the Educatlonal

it Lo 4 .
Policy Research Center at Syracuse wrltes of th§>blose :

’ i»‘s.;

S

.,

-

e



'“~,tr1buted perlods in thelr lives" (1971 9). 1In under"’

. athher way (1971:8-10). ~ From the perSpECthe‘Of edu-

this discussion. In the "underdeveloped" category he

9

connectlon between the Thlrd Worlid a®nd the Flrst in stlll °

A

' catlonal deveiopment he sees the world as divided)into

LT

four cateqorles: the underdeveloped, developing, developed,

~and overdevelOped. " Only two categories are important for

rvinciudes parts of Latin Amerrca, Afr;ca and A31a that are

" in a pre-revolutionary or Colonial staje. In the "over-

developed" category would be the U.S.K., Jaﬁahi and some
Scand1nav1an\countr1es. Green says, . o

The interesting . point is that the underdeveloped parts -

of the world are raising much the same issues as are B
raised in the overdeveloped parts of the world.. They T
have different reasons for doing soO, but in both cases ., ¥
the 51gnlflcant issues are similar. (1971:8). ‘

By

Acoordlng to Green, 1n the overdevelOped countrles
the realieation.isddavning that the:e is a llmlt_beyond
which it is not vieble to expand’the educationel svstemi
nonless the'system itself_can be changedvihto something‘

else" (1971-8) In thetoverdeveloped.countries there is -

-

1ncrea51ng concern to shift. ‘from further expan31on of. the °

ex%stlng system to serve more-pe0p1e~ "1nto a search for

'means of modlfylng the lnStltuthns of educatlon to render Y

‘them more flex1b1e in serv1ng the needs of more dlverse

publlcs at more dlsparate places and more unlformly ‘dis-
, _

o2 o

developed countrles the same lssues are. ralsed

'+ . . not because the system of educatlon has developed' N
-’ tob far, but because the adoption of educational - :

1nst1tut10ns and educational methods as they are known

te the rest of the world would be an economlc dlsaSter- -

A}
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. ‘\.
They simply cannot afford it ;(1971:9\.

Green thus states that it is‘no acciident that

v

radical critics of schooling are being heard more and

4

more clearly in both. underdeveloped and overdeveIOped
countries. Frelre - TIllich and others are not concerned

with issues of expansion of.exlstlng vays of %choollngh

v

they are far more serious. They attempt to understand

and reflect upon the very nature of education itself. To

Green'their work is therefore, quite logically), of interest
’noc only o those in the Thlrd WOrld but also to those

1n the FLrsb.

-~

A fourth way of comlng at the s1gn1f1cance of- thlS

.study has to do with the 1ncrea51ng reallzatlon on the

part of some North Amerlcans that all the answers for the

way ahead may not be found w1th1n North Amerlca. Indeed

many~current North American "answers"_may have‘to be .

»dlscarded.. o L [ o k -

vy @

' Walter WOrth in-the commission on Educational

Planning's final report,'A Choice of.Ehtures; included a:@“"
'lengthy quotation from a boOk'hy'Jay W. Forrester._ While‘

——sddh\_vghe_}ssue Forrester wrltes about is ecology, 1t seems that

what he says could apply equally to the fleld of educatlon.v»

From the 1ong view of’ a hundred years hen the presentch
. efforts of underdeveloped countries to‘lnd'strlallze '
-may be unwise. They may now be closer to anmultimate
.. equilibrium with the environment than are.the indust-
‘rialized nations. The present underdeveloped countrles
~may be in a better condition for SuerV1ng forthcomlng
.world-wide env1ronmenta1 and economic pressures than -
are the advanced countrleS»“ (Worth 1972:24). ‘

It'ls'not easy‘for’many North Americans. to lmagine,

Cw
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N A\ ’ .
thaq)underdeveloped natJOns mlqht be ahead of tnem in any

way, but if Forrester s analysis of the env1ronmental

. aissue contains‘any truth at all it means that the reso-

N

lution in North Amerlca of that 1ssue w1ll come, in part

from the outside; from ideas and concepts of countrles of . .

3

-
-

the Third wWorld. And 1f-those in the Third World know‘

1

something that North Americané;do not about the env1ron—

mental 1ssue there is also the pos51b111ty they may know
some thlngs about education that North Americans would
do qelmgtp 1earn.,h |

: Theififth reason offered for the'significance of

this Study is; simply and perhaps naively,‘it is of sig-

nificance to me. One 6f the things th t has motivated

| bellef of mlne (largely unprovable but nonetheless part:

me to become involved in the.program of study ‘in edu-
cational administration is the desire to come to'grips
w1th the ertlng of Thlrd WOrld educators lrke Paulo

Frelre. One of the reaSono for this motlvatlon 1s a

'of me) that ‘one d1%ease that ‘abounds 1n our - soc1ety 1s

‘a, klnd of 1ntellectua1 myopla spread by people whose

'.I.believe thls type of myopla to be a. termlnal dlsease.vﬁ

L VlSlon ;s,restrlcted t0‘1deas ‘and practlces current in

o tagir ownvnworld.u_ For those who WOuld’beCOme educators ve .

For all of the above reasons 1t seems to me that S

3the wttempt to understand and to compare and analyse two

of the most recent and potentlally 1nf1uent1al approaches‘.

‘to the future dlrectlons of educatlon one from the Thlrd',



5ma?erials.' TheSe materlals were from the general fleld

'there.

“

world and the other from Alberta, ‘is woth effort.
A few comments are also in‘order‘w1th.regard to
the significance'of the second part'of the prpblem, that

of the de\elopment of the necessary framework to carry

" out the examlnatlon of Frelre and Worth. Soon after

commenc1ng:thls study it became apparent that!a theoretical

' framework for enabling the‘understanding, and (the comparing

and analysing of various approaches to planning either

did not exist or was very much in hiding. Therefore it

became necessary to develop one. ' . ‘ | 7

The framework which was developed,:though very

'~ rough and ,incompletg, did prove usefufuin carrying out

the assigned‘task. Partlcularly w1th the 1nc1 sion of

one suggested rev151on the framework could be useful in
studies of a similar nature. In addltlon ‘the! framework
could serve as a contrlbutlon ‘albelt a modest one, to
on—g01ng theoretlcal developments 1n educatlonal plannlng.v,_,

J

,!
~ DELIMITATION

l. The main'resources for the ‘study were written

”Wfof educatlonal plannlng, from the prev1ously 1lsted .

wrltlngs of Frelre ‘and from Worth's A QhOlgg g Eutu;gs..

s A,

‘,,J"Although Worth dld not write all of A_Qb_g]_.ge_g_ﬁ_f_____;eﬁ

‘1t was assumed that his-views were falrly represented : i///

.
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LIMITATIONS

1. Because the study concentrated upOn the work

Of two' 1nd1v1duals the. findlngs of the study were not

13

generallzable. It was not assumed that Freire represented

Third Werd'wiews on educational planning, nor was it

sumed that Worth represented First WOrld views.

2. The research was subJect to the llmltatlons

eﬁ\\ll studies which rely heavily . upon the 1nterpretatlons

of ‘a slngle researcher._ - . ‘. " gf

Y Uz e

ORGANIZATION OF THE THESIS?;?.;‘_\;,‘;"' ]

+ :1.',

o -

The report of the study 1s organlzed“into seven:’
\’chapterselncludlnguthls 1ntroductlon. - In Chapters II

and IIL the process of bulldlng the analytlcal frame- ;_

work to be applled to the wOrk of Frelre and WOrth is

outllned. Chapter II contains an hlStOrlcal survey Qf

)

wr' . v.l_
deVelOpments in educatlonal plannlng 1ead1ng up to E
&

descrlptlon of what has been called "Second Generatton -

Educatxbhal Plannlng. Chapter III, entltled "The

Analytlcal Framework DeveIOpmentfand Use" ‘expands 4'1£'

- upon seven’ggnerally accepted (1973) 1ngred1ents of :

\Second Generatlon Educatlonal Plannlng to complete

develOpment of the analytlcal framework used 1n the ;,

:'study.

In Chapters Iv, Vv, and VI the analyt1ca1

framework is applled to the approaches&to educatlonal

hlﬂ

. = _
plannlnb of Frelre and WOrth.k In Chapter v the

1

_} S

o



7attemp£ is‘to understand the apprbach of Freire- in

A

Chapter V, the approabh Of'WOrth;' In Chapter VI the

analytlcal framework is 'used to compare and analyse the
two approaches.

Concluéions, and the Impllcatlons of the study.

.

Chapter VII contains the Summary, the

5

14
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;tChaptér.iI ‘

R LR -« o
HISTORICAL ‘SKETCH OF DEVELOPMENTS IN EDUCATIONAL PLANNING

In’order to carry out the task of understandlng

, and comparlng and analy31ng the approaches to educatlonal

plannlng of Frelre and WOrth 1towas necessary to- have an

\

.“-analytlcal framework. None was readlly avallable. There—

perspect1Ve on hlstorlcal developments 1n the fleld of
edﬁcatlonal plannlng. , do’;h-: R 8
- The task 1n thlS chapter was to outllne some of

these deve}opments.' The chapter is’ d1v1ded 1nto two

\

4{3: sectlons. vThe flrSt 1s very brlef ‘and covers developments

L
-t

rn educatlonal plannlng hefore 1945. The second con*v

’

’f talnlng the four sub—sectlons of Educatlonal Plannlng
ﬁaﬂf Manpower qEduCatlonal’ Plannlng and Soc1a1 Demand
1,
Educatlonal Plannlng and Cost Beneflt and Second

'f.Generatlon Edncatlonal Plannlng Mcovers the perlod from

(

N 1945 to,1973 The purpose of the hlstor1Ca1 sketch was

.I'-#C LI

to prov1de an uhderstandlng of what in 1973 were regarded
jas the key 1ngred1ents of edgcatlonal plannlng._}_
DEVELOPMENTS;IN‘EDUCATIONALQPLANniNG"To31945"""
: . - "_A\, . e S . - .

i

e : e

e Today s educatlonal plannlng can’ claim an unbroken ‘”{

. ancestry" runnlng back to anc1ent tlmes. xenOphon
. tells. (1n the tution) how the

v +

'irf:“jd-' 15 - .

fore part of the task of-dev1slng one -was to attaln some -

#
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Spartans some 2 500 years ago, planned their edu- -
cation to fit thelr well defined military, social and

economic objectives. Plato in his B_Eggl;g offered
an_education plan to serve the 1eadersh1p needs and N
political purposes of 'Athens. CHina during the Han e
Dynastles and Peru of the Incas planned their education

+ to fit their partlcular publlc purposes (Coombs, - . i‘
1970:17)-. » . : v ‘ o o

In addltlon to these, =and‘other somewhat more
‘recent very v151ble examples of educatlonal plannlmg o o
“which are part of the anceéstry of educatlonal p annlng,e
’_Phllllp ﬁoombs speaks of the . ex1stence fdr a very 1ong
‘time of "a muct more ubqultOUS and routlne sort of.
'plannlng Wthh those respon51ble for admlnlsterlng edu-t%d
catlonal lnstltutlons have always had to do‘;j; .f"f ST
’(1970 18). The 111ustratlon is glven of the admlnlstrative'
bhead of a typlcal 1oca1 publlc school dlStrlCt in the ,ﬂj.“

& .

"ma%e some pro;ectlons_'f
,«h\- «4 S

"e Ihow many students

'51920’3.; Each year helwould have to

about the year aheada Questlons 1
'teachers classrooms books hOW'puch money, had to

hvbe asked and answered. Eve; though the questlons became

L7

.somewhat‘more compllcatedii' th 1930's and the 1rst half _—

vof the 194Q/s/ the educat onal plannlng of thlS erlod
thS (Coombs 1970 19)

'i;;nhad several common}character
Flrst -ltS v1ewp01nt was predOmlnantly short range usually |
‘ilooklng ahead only a year.‘ Second lt was fragmentéd._‘It:‘
usually only covered a Small part of the educaflonal pro—.

! scess and was often done in- 1solatlon from plathng 1n
:other parts of the process._ Thlrd thlS early educatlonal

plannlng was usually done as though edudatlon was closed

e m"v R

’h_off from out51de 1nf1uence.: Developments and trends 1n, U-; ;fff

L. . . : P : . . L P 3 [ Sow

i ¥ LR N T s
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", society as ‘a whole questions;of pdliticalffiaéibility;”
tended ‘to be ignored. Fourth' it wasvtaken for granted

that the maln characterlstlcs of the educatlonal system

r

then 1ngexlstence would remaln relatlvely unchanged.
Therefore, as coombs Says "the maln focus of plannlng
» . was on_the mechanics apd 1oéist1cs of educatlon on the

Sl e R
needs of the system not of", ﬂe students and soc1ety"

X

' (1970=19), LT o;;; - . S

R

| DEVELOPMENTS IN EDUCATIONAL PLANNING ’
o oo 1945 TO 1973

In the quarter of a century between 1945 and
1973 there were rather ma851ve changes in v1ews about

-educatlonal plannlng. These changes can be traced by ST

Lt ; .

analy51ng maJor theoretlcal developments 1n the fleid

[

;

durlng thlS”perlOd. .

-

Immedlately‘after the Second WOrld War there was

the attempt 1n many natlons to return to some klnd of

-
¢ ® ~ BN

B

pre—war state of normalcy.c Educatlonal plannlng there—l :
.
fore was dlrected to rebulldrng the varlous educatlonal

systems Wthh had been so serlously dlsrupted by the war.ff§

In countrles 11ke Canada and the Unlted States lmmedlate

: crlses llke the back10g of people returnlng to. the edu—"j*

S

8 o
catlonal process the backlcg oﬁ postponed school con-‘ G

v,ﬁstructlon were the maJor concerns of * those 1nvolved‘“

1n the plannlng process. oo Ty {f S o R

It became apparentcvery qulckly however that .

R the pre—war style of plannlng (short-range, frag—”';f';

)

aﬁj-‘
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5

Reconstructlon and recovery were eomlng to be °eenhasl

‘¥Hﬁp0581ble w1thput the deveIOpment of a strong edonomy.

i Therefore tHere was the attempt by educatlonal planners to

}gome 1nterested in the questlon of economlc growth. 4t

R -
A

“was becomlng -mOre dlffacult for, educatlonal plannlng to

be carrled On in 1solat10n from developments ln other

v

. areas of life. S ‘ 4 ."‘
- IYM" ¥ . . "7 ' ) : » I

1. Educatlonal Plannlnq and Manpower. 5

’ 2 A7 = . -
Economic qrowth is the maLnSprlng of a natlon s’
,overall development and this should be the prime con-
sideration in allocatlng scarce resources. Economic

‘vgrowth, however, requires not only’ physical resources
and facilities but #1s0 human resources to organize-
‘and ‘use them. Thus the development of human resources
through the educatlonal system is an important pre-
requisite for economic growth and a good investment -
of scarce resources, prov1ded the pattern and quality
of educatlonal output is geared to the economy s

manpower needs (Coombs, 1970:40). -,

o

sdon aftdy the end of the Second World War™the

rapidly de eloping economies, particularly,tﬁose,of

EurOpe“and'N th America had viftgally u aup ‘the
avdllable pool of skllled human resourceSu, Eurther

growth wouLd be- stlfled unless mpna\human resources °

J

were supplled. Governments began to,see educatlon through

;
0 ,

ney eyes (1.e. as an lnvestment) and sought ways of

Connectlng the educatlonal process %o manpower needs.

@ .
4 e ;

In Canada the leader in seeklng such connectlons was, the

\; - . - )

Federal Government through such acUlons asyhhe Vocatlonal

i -

Tralnlng Agreement of 1948 and the Cana 1an Technlcal

q;andnYocatlonal Traihing A351stance Actfbf;l96l.v Most
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other countries both developed aﬁd otherwise have at One
ti@esor another since 194§.strempted to relate tpeir
eqocational systemsrtontﬁéir manpower needs.{

While phis kind: of educational planning was
probably very much needed at the time, its limitations
soon became apparent:~ Educational planning under the ,
manpower approach came to be seeh as anialmost entirely
technical process conducted by experts. These éxperts
- were separated ifrom the gctual process of policy‘formation,
and only provided the 1nformation for politicians and
other decision-makers who actually determined policy
(Green, 1971:6). Technicol ekperts who had nothing-bp
offer but information found themselves very open to being
disregarded by those in power.. T ” —~/
In{addition, the manpower approach tendedvto K\
'.disregsrd the primary 1eve1 of éducatiOn (often an
“espec1ally 1mportant variable in the educatlo al process
partlcularly in developlng countrles) ThlS ap roach -

also tended to dlsregard seml—skllled or unskll

persons and concentrate on the relatlvely hlgh 1evel

! <

type of manpower needed py an'urban soc1ety.ﬁ Partlcularly
in developlqg natlons thls latter llmltatlon was very -

serious because the dlsregarded groups formed the vast. e
'wmajorlty of the populat}on (Myrdal, 1968: liﬂz 1813)
Stlll another prartlcal dlfflculty in the manpower , ’

approach was that of'actually maklng rellable forecasts

}ofxménpower,requiréments far enough ahead for them to be

P
o
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valuable for pIanning. All of these limitations were

greatly exacerbateﬁlfég noyﬁteﬂ out by Coombs "when
LA e »A‘- A

eventually theuamployMent manket penddlumh’ began swinging

y\‘\- S

hard from manpowerﬁdéiﬁij

Its to manpower surpluses" (1970:42).

2. Educationaliplanning and social demand. "The

hY

most conspicuous change in education over the past 20 years
has been its sheer growth, and this growth has not been
confined'to a few countries. It has been world-wide"
(Green, 1971:5); The explosiVE-increase in the demand
for public education from the hid—fifties toithe&rate—
sixties seemed to arise out of a very strOng‘belfef that
A education was the way to an enhanced life. The more
:,education, the better the life. o
Coombs writes of social demand as "the aggregate
popular demand for’education,lthat’is, the sum total of
indi&idual demands for education at a given place and
. , ‘
timecnnder prevailing cultural, poiitical, and economic
circumstancee" (1970:37f.)i Looking back, it is unfair to
be'harshly critical of educacional plannerérwhose work
became,oombieteiy taken up with responding to the
"aggregate popular demand'for education.” Planners
. probably had little time to concern themselves with other
questlonsf The wrlter can recall as late as 1968 dis-
‘cussions with plannerS'1; Aiberta s Department of Educatioh
and w1th the Mlnlster of Educatlon where the predomlnant

o

concern that was" expressed w1th regard to the post-

R

secondary field Was how to find room for the vastly



21

'increaéed numbers Of students who were expeéked pb éﬁrol;
in university in thé eﬁfly 1970's. It was éssuméd]?hat£<
pOpuiér demand would continue (forever?) to outrun;the
supply, and that the economy would continue to need all
who got an education. These aséumpﬁions.were believed
valid' for a considerable period of-time. MassiVev#nqreases
in the size of educational systems in yi;tﬁally evéry

J

nation were. accepted seeningly without question aé#being
1 % ,

essential. .-

t

.The tendency to neglect éf‘ali concerns but ex- .
pansion. however was £o prove ‘a mixed blessing. In the
United States and France, for example, universities which
had tootéhickly become swollen in size found, in the late
1960's, #hat‘their.size was one factor in making them
easy targets for attack. Stﬁdent criticism and reVolt,
public alarm abbut rising costs and a50u£ the goéls of

education caught those in the educational field, including

+

planners, unprepared..

7

‘_W§pegif%qw¢£i§%gésmévof the social demand approach
were that iﬁ'tendéd to iqnofe the general probiéﬁ of
ﬁational;resource‘allocation assuming that "no matter how E
many résgurces go'to edpcation this is the best use for
nétional dévelbpmen£>és'a wholeﬁk(cbombs, 1970:40). It
was disqovered too that étudén;s did,hot always choose‘
to“éfudy in those areas that were most needed by the
_SOCiety at iérge. AIn'developing»ngtions pa?ticularly

the educationél process often tended to create & surplus

S
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of persons lLrained to work in white collar, urban situatiens,
when the real need of the country waevfér personnel in
other areas.. The educational prOCess sometimes served
to alienate people froh theit rufei'hackground‘(Myrdél,
1968:1779, 1817); (Myrdal, 1970 191)

It became clear, certalnly by the 1970' , that
sheer growth. was hot necessarily a good thing and that at
some point the;costs of such growth outyeighed the bene1
fits. The attempts to discover the implicatibns,of this ,

point for the educational planning process was the next

stage in this sketch of educational'planning&» N

3. _Educational planning and cost-benefit.’

The 'cost-benefit' principle is what a rational
individual roughly:applies- when deciding how best

to spend his money when his desires exceed his means.
He examines his alteiiﬁtlves, weighs the cost of
each and.the correspd ing satisfaction or utility -
he feels it will bring him, and then chooses those
particular optlons within hlS ‘means that promise

the highest ratio of benefits to costs (Coombs,
1970 43).

Very appealing'in‘theory, cost—benefit analysis
(and other related proeesseS' input—output‘ahalysie;
Planning Prograhmlng and Budgetlng Systems eost— :
effectiveness ana1y51s) was an attempt to proaden the
| nature of the plannlng process to 1nclude a means of

i_

ch81derlng the overall resource allocatlon problem
of aldlng in resource allocatlon within the educatlonal v ; o
vsystem and of 1mpr¢v1ng the nature of the 1nformat;on '

avallable for ddc151ons.

‘Agaln, however, 11m1tat10ns ‘in thlS type of

!



planning became apparent. It proved to be very difficult

to be precise about the calculation of\both“inputs and

. benefits in education. ' There was partlcular dlfflculty

w1th estlmatlng beneflﬁs that would only be reallzed at

rsome distant time in the future. For example, there was

a tendepcy not to take account of indirect economic

4.

¥
bénéfits (such as increased knowledge in a variety of

"fields). "The educational planner is left wondering

what extra allowance‘he should make for these'excluded{

-

benefits“ (Coombs 1970 44) Riffel (i971'78) points out

the dlfflculty of the appllcatlon of cost- beneflt analys1s

23

<’ -

to educatlonal plannlng at lower levels of the edu- '

cational system, e.g., the school or the school district. '

' Economic indices are by and 1arge unavailable at'this'

level. Thus, because there is a tendency for dec181ons

to be made where 1nformatlon 1s avallableﬁhcostfbeneflt

,analy51s could 1ead to a centrallzatlon of dec131on—

making.

Atherton (1972:1) also emphasizes the difficulty
A &

- reference to cost—effectlveness an€§y51s where even when

problems of a technlcal nature have been overcome there

- remains- "the polltlcal problem of attalnlng consensus as

to the valldlty of measures of effectlveness."' Mlklos_

',(1972:24) In-hls survey of. recent develOpments 1§j?dué‘}

cat1onal planning concludes that . detalled con81derat10n\
!

of the cost*beneflt type of analy51s "1s not warranted

‘of 1mplementat10n of such processes. He makes spec1f1c‘?’



in view

7

of the limited effect these analyses appear to

have had on the determination of educational policies."”

In attemptlng to summarize the historical sketch

so far several observatlons can be made. Flrst, 1n.the-

perloduunder cons1deratlon (1945 to 1973), there was a

trend toward increasing awareness of the need for edu-

i

"cational7planning. ‘It became increasingly“apparent'in

an age of rapld soc1al change that no plannlng, or, worse,

plannlng by default was an 1nv1tat10n to" dlsaster.‘

Second

concerns
account .

‘becOming

there was-a trend toward broadenlng the range of
that educatlonal plannlng sought to take into
To put 1t another way, educatlonal plannlng was

more compIex. For»example, eddcatlonalqplanners

‘becamevaware offthe-necessity of giving‘some\reCOgnition

to the problem of what share of overall national resources

the educatlonal system should recelve._ Educatlonal plans

. could not be made as: though the world of educatlon

ex1sted

]

in a vacuum." Lo )

Generally, the characterlstlcs of educat10nal

plannlnq that ‘had emerged by the late 1960's were as'

follows-n

: : . e
*Plannlﬁg tended to be short-range.

-*It was fragmentary, and often focused on parts

r

of the educatlonal system 1ndependent of one K

another.

*Tt Stlll tended except for the attempt to -

relate to the economlc system to dlsregard
i ) : )

3

24
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.other.segmeﬁts of society.
tlt tended to ignore mauy internal aspects of’the,
educational system, e.g., the tedcﬁing—learning
tproCeSég
‘_*It largely ;gnored educational goals and aésumedl
. them to be gfven; ,The‘existing educational_
'system was thereby taken for granted, ahd to be
1eft untouched except flor quantltatlve expan51on. ‘
*The future tended to be regarded as glven.
*Planners ‘were beglnnlng to recognlze»the,dangers
ofltheir.separation from'decision~making and
_other processes of the organlzatlon they were
-plann;ng.for. :However, educatlonal planning even
toward the-end'of thiS”perlOd still tended to
";beidonegin-centralized agencies with little
-forhél'cohneCtion with the:centreS'of power.
By 1970 the style of educatlonal planning whlch
-

,'thad the above characterlstlcs became known as "Flrst

Generatlon Educatlonal Plannlng" (0 E C. D.,‘197O 5)

. Devel-

'“Opments after 1970 ‘were. referred to as "Secoud Generatlon

7

t»Educatlonal Plannlng"'(o E c.D., 1970-1), These"

7developments moved in the dlrectlon of overcomlng the

llmltathnS 1n the earller style of plannlng. It was,v

a

s_pos31b1e to 1dent1fy seven qulte generally accepted

f-1ngred1ents of Sécond Generatlon Educatlonal Plannlng.-

Ph111p COOmbs 1ntroduc1ng Unesco-s‘serles of



ﬁpublications on educational planning; summérized five of
these ingrediénts (1970:33-37). First, edhcational
planning should have a short range (one®or tﬁo years), a
middle-range (four to five»yeérs), end arlong—range per-
spective (ten plus years). ‘Coombs is very criticalwbﬁj
educetiona& planning which‘is e%ther so concerned with the
short-run that longer-term dmplications are ignored, or
so concerned with 1ongfron considerations_that shorter-
run‘metters; having to do with ways of beginning to bring
“about the long-run changes-prOposed, are’ ignored.
| -Second; educationel planning should be‘COmpre—
hensive; It should concern itself with the whole edu-
cational complex both formal and non—iormei todensure the
development_Of alllareas of the system; To Coombs mdch‘
"preyious educationaljplanning hedgso narrowed its scOpe
.'fthat not oniy had'it almostialways failedﬁtoeinclude non-
formal'aspects of the educational complex in its per-
rspectlve but it nearly always concentrated exc1u51ve1y
- upon small parts of the formal system. Such a 11m1ted
. scope_meant that the 1mpact'of such”plannlng upon the
‘whole educationel system wes unnecessarily‘bldnted.“
_ ‘Third educatlonal plannlng should be 1ntegrated
“w1th the plans of broader soc1al and economlc development.
" As Coombs states 1f educatlon were to contr1bute most

effectlvely to 1nd1v1dua1 arid natlonal development and

to make the best use of scarce resources it could not

go lts own way 1gnor1ng the realltles of the world around
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it.‘ Looking to the issue of equality of educational
Opportunity, for example it was clear that the chances

—of movlng toward greater equallty of educatlonal oppor—
tunity would be enhanced if educational planners and other
'planners vorked in concert tOdeVlSQ means of overComlng
the educational and non-.educational‘compOnents ofhis §

<y

problem.

Fourth educatlonal plannlng should be-. an 1ntegral

{ Tin

part ‘of educatlonal management. To:be effectlve says R
Coombs, the planning process'had to be closely tled to the ™
processes of déciSion—making and operatlons. Qulte
 reasonably, it seems, Coombs was offering the reminder

r

that planning which failedfto be concerned-with its own
implementation was leavingkitself.unnecegsarily open to .
! belng eas11y dlsregarded. |

Flfth educatlonal plannlng must. be concerned w1th
the qualltatlve aspects of educatlonal development not
only w1th quantltatlve expans1on. Coombs seems to be

saylng somethlng whlch is self—ev1dent.‘ Those approaches

to educatlonal plannlng whlch took the ex1st1ng educat10na1

P 0 ~

asystem 1ts assumptlons 1ts dlrectlons,.lts values for
»granted and 1eft 1t untouched 1n every way except for 1ts
gscale were much too ‘narrow to have more than a mlnlmum ,‘
degree of usefulness‘ln a rapldly changlng soc1ety. _y ER o
Other 1ngred1ents of Second Generatlon Educatlonal :

iPIanning were flrst that plannlng should be\Egrtig;pgging‘LA

’Those who are to be affected by plannlng should be 1nvolved

o



. . "j ) .
in its formulation, Part1c1patlon by a mlnorlty group,

for example in the formulatlon of plans concernlng thelr

educatlonal development not only helps to ensure the S j

plans‘WLll take serlously the real needs of the group,

‘but also enhancesbthe‘llkellhood of the plans belng .

accepted by the group, E ,_f?_‘]_ﬁ S s ‘5’“?;;

Second educat’ nal plannlng should have an -

actlve orlentatlon to the fubure., ThlS v1ew acknowledges \

that the future need be nelther an extens1on of the present
o'nor the product of fate but can be actlvely 1nfluenced

.by the dec1s1ons and actlons of men.

LA

,In one form or another these seven 1ngred1ents

G

”.were qute generally accepted by SCholars as marks of ,/
v ,/

sound plannlng. Coombs hlmself mentlons that the/flve
1ngred1ents he descrlbed soon enJOyed almost "unéversal

endorsement" (1970 34) The‘Q.E C»D Paper wh'ch c01ned

-the phrase "Second Generatlon Educatlonal Plviﬂlng,vf'

‘though u51ng somewhat dlfferent termlnology,_endorsed

f'fvv1rtually all of theseflngredlents.‘ To glve some examples._‘@’f

\-LPlannlng should be lntegrated w1th the plans of broader

soc1al and economlc development (1970 14 18 25);

pplannlng should be closely related to the process of *“

dec1s1on maklng and Operatlons (1970 7, 17 18); plannlng
~shou1d be concerned w1th quallty 1ssues’(l970 23 25);
'plannlng should be part1c1pat1ve (1970 34); plannlng 5~

should have an actlve stance to the future (1970 25 37)

‘“ Mlklos and Bourgetqe also referred to a 1lst of
oA o S

E T
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characterl thS similar to those descrlbed above. Eor->

> ;example. plannlng should contaln short-, medium- and 1ongf )

rt:term elements (1972 145 146); planning should be com— .
prehen81ve (L972:148 149 155): plannlng should be

| lntegrated w:th plans of broader soclalland economlc
development (1972 157), plannlng should be related to the
process of dec151on—mak1ng and Operatlons (1972 1144, 145);

plannlng should—fackle quallty 1ssues (1972: 149 165),

plannlng should be partlclpatlve (1972 163); and plannlng

should take an actlve stance to the future (1972 :149, 150) ‘1~?

~

v N
; Other parts of thlS publlcatlon also dlscussed partlcular

o

LR

“1ngred1ents-. e. g,, quallty (1972 45 64)

fl) developed what he called an .

"Optimal; the Educatlonal Plannlng Prdcess" Whlch

contalned« vlngredlents. Agaln to. refer to some -

| examples Ofl r;rity{ /short?, medlum—‘ ‘and 1ohg range ;; ;
;timéwpérspeéi ;5(1971 14); comprehen51veness 61971 13), .
j integfated W? tother forms of 5001a1 pollcy (1971 12 13),
ﬁhparticipativ: »Q971 13); and actlve stance to the future
(1971 :13). ' | | | | |
Other wrlters such as Green Anderson Zlegler

and Myrdal have hlghllghted partlcular 1ngred1 nts.p Green

N

t\g and Anderson for example were concerned w1th the relatlon—

Shlp between educat10na1 plannlng and other forms of

soc1al pOlle (Green, 1971:6-10); (Anderson 1967) ‘\harren fh

P

‘oncerned that.planners take an acthe-:e

Zlegler (1970)«‘T

?'stance to the fuf E - \Myrdal expressed the need to tackle f

e
. ;
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N qualﬁty issues (1968 1810 1814); the necessrty of relatlng

_ *a.

- educatlonal plannlng to plannlng in other areas (1968z1812);
land the need for comprehen51veness (1968.1&14).

e : o ‘ EE S e e
ST : SUMMARY \2 PRS
oo - 'Nj‘,‘ : . 'Xj//v - '
:s_;? Thls sketch of - hlstorlcal developments in the
- fleld of educatlonal plannlng to 1973 has revealed an 7\\\\\\\‘

'1ncrea51ngly w1de—rang1ng and complex v1ew of the plannlng

process. In an earller stage there was a school prlnc1pal

~

Vvlooklnq ahead to the next year of acthlty, and concerned -

with questlons like numbers of students and numbers of

‘e

'books. By 1973 there were government and other planners
- looklng ahead decades and concerned w1th questlons llke
the whole shape of the educatlonal system and the:
relatlonshlp between thelr plannlng and plannlng in other
flelds. . v”.~i n n: d in" - )
The“hlstorlcal sketch also revealed some‘commOn

agreement 1n 1973 about the 1ngred1ents of educatlonal

R

plannlng._ ThlS chapter concludes w1th a summary of seven
: ; : li* S »
blngredlents of SecondaGeneratlon Educatlonal Plannlng.:n~

*Educatlonal plannlng should‘have an- actlve
orlentatlon to the future.. |

‘*Educatlonal plannlng should be 1ntegrated w1th "'14"
\ g
the plans of broader soc1a1 and economlc .

v.3,

development. 1‘ ,'?' S 5'”5}

'*Educatlonal plannlng should have a short—range

L } Ay'v(one;or two years) a medlum—range (four to flveujfyf?

g e R . . . . .
. . . . N - N « R .
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“\\ygffs), and a-rong-ran

) —~"”/l T
N . .

e

ge pérspective (ten-plus:
- years).

*Educational planning should bé‘comprehené%ye.
*Educational planning should be concefned'vfth
‘the qualitative‘aspecté of educational develop-

n

ment, and not only with quantitatfve expansion.

*Educational planning should be an ihtegral part

of educational management.

*Educational planning should be pgrticipati&é.

31



o / Chapter ¥II

THE ANALYTICAL FRAMEWORK: DEVELOPMENT AND USE

To understand and to compare and analyse the
agproaches to educatlonal plannlng of Frelre and Worth
requ1red an analytlcal framework. In- the prev1ous.
chapter some hlstorlcal.perspectlve on ?evelopments in

P
educational’ planning up&tp 1973 was pr0V1ded, and key

,
>

«51ngred1ents of educatlonal plannlng enumerated.

i ~ These lngredlents were regarded as 1mportant

£y

'buildinq blocks in the development of the analytical
VFramework to be applled to the work Of Frelre and Worth..

Chapter TIII has two purposes: (1) to descrlbe the

b

o [

further development of the analytical framework, andh(Z) '

to describe how the framework was used. Hereafter thex
8

analytlcal framework 1is . .referred to as’'a a;adlgmyaq%
_ L ¢ ﬁ

the 1ngred}ents are - referred to as. d;mena;gns U

Y

lThe word Eggggigm is most slmply deflned as a -

("pattern" or "example." In the context of this study the
word is used for a conceptual ‘framework or pattern within
which the investigation of the problem occurred. The para-.
dlgﬂ?helped to select what issues were important for con—
31d ration in analy51ng the problem and suggésted ways of
th klng about those issues.. .

Y. 'The word dimension was used for each Gf the 1ngre"
~dients of ‘educational plannlng because this word helps to

suggest that there are 1nterrelatlonsh1ps among them and

*  that the paradlgm is not complete without all of 135
1ngred1ents. _ )
=~ . i’%’
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. ‘Paradlgm and the need to break each dlmen51on down into

K

H e

DEVELOPMENT"“OF THE PARADIGM

The necessity for further development of the
initial form of the Paradlgm became 1mmed1ately apparent
when the attempt was made to apply 1t to the writings |

of Frelre and Worth. The" dlmensfoﬁs lacked the degree of/ﬁ

spec1f1c1ty that would make them genulnely useful in

‘approaChlng the wrltten materials. What was meant for

example by the statements that educatlonal planning

"should be comprehensive," or "should be an integral part

_ . ,
of educational management'?

There was the need to State with as. much precision

as possible the central concern of: each dlmens10n of the

-

s

more specific parts, or'varlables. This task was‘carried
out over a period of approximately two months«ﬁ/Essen—
tlally the task involved fmrther reading in the literature
on educatlonal plannlng, on—g01ng dlscus51ons of proposed

developments w1th some members of the Thesis Committee

- (D. R. Bryce Dr. ‘A. MacKay, and Dr. G., McIntosh), .and a

great deal of reflectron upon the matter.

oy

When the Paradigm seemed.ready for use it was
_reexamined‘by these committee members before proceeding

w1th its appllcatlon.k What follows is a descrlptfbn of
e

" in Flgure 1. The prlmary focus of each dlmegslon of the.

Paradlgm is 1dent1f1ed in one or two words, and the T

- Varlables.of each dlmen31on listed., - -

v
2

.the developed Paradlgm. This descrlptlon is summarlzed ('



Dimensions

ORIENTATION

IT  CONTEXT

IIT

Iv

VI

SCOPE

34

- Variables

QUANTITY_and QUALITY 1.

CONNECTION TO

| ORGANIZATION

VII

&

7

~
i)
N

PARTICIPATION.

BN

i

2.
3.

1.
2.

Figure 1

- Paradigm for Second Generation

‘Educational Planning

Phllosophlcal base -

Analysis of social,
political and economic
structures and issues

Expectatlons for education

in society
Means of coﬁﬁecting/ﬁzgg‘

planning in other areas

Short-, medium-, and
long-range proposals
Consistency over time

Core and perlphery

Regional areas, and age,

economic, and ability
levels

Organization levels,
(institutional, mana-
gerial technical)

All levels of human need,

' (phy51cal security,
social, and self-
actualization) ' ..

~Expansion and change .

Nature of connection
between planning and
organization processes

Authority of planners

- Planning-mindedness

Who plans
The form of partici-
patlon ) B



" Dimension _one. Second Generation Educational
Planning should have an active orientation to the future.
‘The central focus of this dimension was described as that

Oof ORIENTATION. Four variables make up this dimension:

(1) in planning a philosophical base should be explicitly

q

%
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acknowledged; (2) a view of education should be expressed;

(3) there shouldwbé an acknowledged stance to_ the future;
or a oachln the »ut e, such as those used by
Berghofer (1972:18—2é), the future as-present, the future
as exttapoiation of the‘present,‘the single alternative
Q%ntnre, the technoloéical future, and the comprehensive
future: .

=

Dimension two. Second Generation Educational

Planning should;befintegfated with the plans of broader
| social.and eeonomic de&elopment. The focus of,this
dimension was described as CONTEXT. Three variables

. make up this dimension: (1) in educational planning

there should be\a demonstrated aﬂareness'and analysis
.of sogial, QOllthQl, and economic st;ugtuggg ggd 1S§ue§;

(2) there should be an acknowledgment of the ggpgg_g__ggg

for education held by 8001ety at large; (3) the: plannlng
vshould present concrete mgans of gognggtlgg its proposals
o_planning in other areas. )

Dimension three. Second Generation Educational

Planning should have_a}short-range) a -medium-range, and
) . ' . v \\ )

\—

1
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a 1ong—range_perspective. Qnite obviously the key concern
here was that of TIME. 'The dimension was seen to contain
two variables: (1) educational planning should have a

tlme horizon which contains ghort- (one or two years),
medium- (foug to flve years), and long-term (ten plue

yeers) p;oposgls; (2) the Short—; medium-, and long-term-

probosals should be consistent with one another.

bimensiOn ﬁdu;. Second Generation Edueational
Planning»should be.comprehensive. - The centrai,focus of
this dimension was described as\SCOPE; Three ;eriables
have been identified-within the scope dimenedon. (1)
) Educatlonal plannlng should be concerned w1th both the g ;g
.(" . + « that sequentlal 1adder of educatlonal act1v1t1es
represented in the organlzed mostly publlcly subsidized,
educational system ranglng from kindergarten through
graduate and professional‘schoois";[Moses 1971:1]) and

the perlphe;y (that 1earn1ng Wthh takes place in o e e

governmental and prlvate organlzatlons . v e corres-

vpondence educatlon educatlonal telev1s10n « . «and the
. (o

vast potpourrl of,educatlonal_actlvltles in various

public and‘private'aesoc;ationS»of the larger societY"

[Mos&%i 1971:11]) ofktheﬁeducational'procese. (2) There

| should be an acknowledgment of persons of all ;gglonal'

‘ar as, a d age onomic and ity levels. . (3)

Educatlonal plannlng should be concerned with all levgls

of the'o;ggglzgtlon.belng planned for.; In further

claﬁ}fying-thls‘varlahle the ana1y51s of Parsons proved



useful. He has identified three organization levels, the
institutional the managerlal and the technlcal (1960
60-65).. Educatlonal “planning should cover all of these

levels in its scope.v

-Dimension five. Second Generation Educational

“

PlanningvehOuld be concerned with both quantitative and
qualitative issues; This dimension'wasisimply identi-
fied as QUANTITY and QUALITY. Of all the dimensions,
this proved the most dlfflcult to break down into
varlables. The solution choeen was to think of the‘

dimension in two ways. (1) In planning there must be

‘the "attempt to meet a1l levels of human need, (phy81cal

security, social, and self- actuallzatlon) 2 The use of
this scale of needs enabled consideration of both quantlty
and quallty lssues w1thout necessarily dlchotomlzlng them

and witHout saylng that one is more Q\ﬁortant than the

other. (2) In plannlng thene should notumerely ke
~ . FY

conbern for the e;pgn51oh Of the edudational sf%gtg but

;also for its change. - . ‘1fk}

vDimeggiog six. Educatlonal plannlng should be an
-1ntegra1 part of educatlonal management. The focus of

thlS dlmen31on was 1dent1f1ed as that of the CONNECTION

between plannlng and . the ORGANIZATION belng planned for.

This dimension was seen to haye three varrables: (1) there'

2The need scale descrlbed is a sllghtly modified
Version of the scale of Maslow (1954: 35—47) "4

I

37
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A

should be concern for the nature of the relationship

between planning and organizational process such as
policy-making, decision-making, implementation, and

evaluation; "(2) the planning process should take account

of the authority of the planners; and (3) in plahning
there should be the concern to build into the organization

o

an on-going capability for planning, or what Coombs/

refets to as, planning-mindedness (1970:?0).

U;mension seven. In Second Generation Educational
' planni@é there should be concern for the Queetion of
“involvement in the planningvprocess. The key wofd for
this dimension was qulte clearly PARTICIPAT}DN. "Two .
‘varlablef}were 1dent1f1e§, and in thlS case put in. the
form ofiquestions: (1) Who ngns? On.a range’of people
from boliticians, hlgh level education profe851onals |
»organized.societal:groups, admlnlstrators teachers,

learners, through to the masses Of. unorganized lay people, .

who participate? (2) What is the‘fo;m of  their. par-

,ticipaﬁion?'

USE OF 'THE ‘PARADIGM

The appllcatlon of " the seven—dlmen31ona1 Paradigm

to the plannlng approaches of Frelre and Worth was carrled

out in the follow1ng manner. It was used first to ggggg

#3

stand the approach of . Frelre and £hen of;Worth, and.
secondly to gompa;g and,agalxgg them. = )
In both“of these phaees'the~wo:kfof'Freire and
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Worth was examined in the light of each of the dimensions
of the Pafadigm in turn. For example, in the first phase
.the approach of Frelre was examlned with reqard Lo 1ts
ORIENTATION, and for 1ts treatment of CONTEXT, and so on,
through all seven dimensions. The same method was
‘followed for the approach of Worth. _This hethod‘was
" also used for the compdfison and analysis phase. |

A ' .' S
SUMMARY “
' In Chapters Two and Thfee the purpose was, by
means of hlstorlcal survey, by means of an examination
of current literature on eduCational piannlng, ¥nd by
means of some refleotion, to develop'the neoessary analy-
tical framework tovcarry out the proposed examinaﬁion

FLE

of the approachea_to educational plannlng of Frelre and.

.

'*Worth.
| with this task accomplished'and a seven dimensional
Paradlgm representlng the 51gn1f1cant lngredlents of

Second Generatlon Educatlonal Plannlng avallable for uSe

¢

attentlon was turned to u81ng the Paradlgm to carry out

‘the other task .of the study.‘ to und rsta d, and to

gompage and agg;x_g two approaches to educatlonal

3

:plannlng.,
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,_Chapter;TV -

UNDERSTANDING THE APPROACH TO PLANNING OF PAULO FREIRE

v

B ThlS chap;er reports how the Paradigm. was used to

enable understandlng of the approach of Paulo Frelre to

»?

‘“educatlonal plannlng. The 1ntent was to come to Know, as

thoroughly -as poss1b1e 1.e.,rto "break open" the

approach of Frelre.» It should be remembered that in thlS

chapter (and in Chapter V where the purpose 1s to

' gerstang the plannlng of Walter WOrth) the concern is”

to use the Paradlgm to see what is Ln the approach of

Frelre and be falr to what he says. Comparatlve and_'

.analytlc comments are, as much ‘as, p0551ble reserved oo

for Chapters VI and VII. .

. The procedure for thlS 1mmed1ate chapter is to

apply the varlables of each dlmenéhon of ‘the Paradlgm to

__the work of Frelre. There are two aspects to the dls-» ”

pcu851on of each varlable' a’ brlef statement outllnlng howi

i . P

Frelre dealt w1th the concern of that partlcular varlable

: ‘and 1mmed1ate1y f0110w1ng, some selectlons from Frelre s
iwrltlngs whlch relate to and expand upon the comments 1n :

hf‘ the statement., The selectlons are keyed to the statement

¥

;by means of Ietters in. the text. :

40 .
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DIMENSION ONE: ORIENTATION

The first dimension of the Paradigm'to be applied
was that of orientation. In‘educational planning attention
‘should be given to the overall berspectiue out of which \
the'plannihg)coﬁee. 'Varia&les“within this dimehsion wereég
(1) explicit acknowledgement of the philosophical base of'
‘the planning} (2) the view of education held by the‘
hplanner; (3) stance to the future; andr(4)'an_

, awareness of 'means of aporoachingtheAfuture, such as.-
the future as present the future as an_extrapolation of
the'oresent single alternative future, technological

future and comprehen51ve future.

1. Philogoghigal base. Key to Freire's work is

. his belief that man is an actlve subJect who is capable,
©in co;operatlon w1th other men, of actlng upon-ahd tranSf,i

forming hlsqworld. Reallty to_Freire, thereforei is not
v soﬁething uhichfis‘static, or given, or complete.?s h, k
}j Reality is inuthe proceeslof becoming. The world to
which’man relates is not'ahstatic.ahd closed order which
man’must accept 'and‘tovwhich‘he’must ‘adjust, it' is’
rather the materlal used by man to make hlstory. The~

: world and man do not ex1st apart from each other but 1n'

Lt

constant 1nteract1qn..

';»' ’ Man s way’ of 1nteract1ng w1th the world is
r ;o

through the word.b ACCOI‘dlng to Frelre there are two

tdlmen81ons w1th}n the word, reflectlon and act/on. By‘~
B . : T B N ..& . . ‘.
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speaking this kind of word man is able to transform the

. . ’ . ol
world.

-

One of the great problems however 1is that the
privilege of speaking such a word is open,vparticularly‘

in Latin America, only to a few. Most people live, in

(o]

what Freire calls "the culture of 511ence " unable to

]

speak thelr own word domlnated by the manrlty who think

‘they have the right to name the reallty of all,%,d
ﬁx
Traglcally the pseudo-reality named b@ ‘those who domlnate

+

is destructive for both dominated and dominator.®,f,9

b ow

Although the dominators now prevail, Freire is

- »

hopeful that all men can w1n back the rlght to say thelr

-

own word .1 K W ’
Frelre“readlly acknowledges .the c0ntr1but;on others

-have made to his thought. Martin Buber Karl Mhr;.

-Reinhold Niebuhr, Erlch Fromm Che Guevara Hegelm Edmund
"IHusserl Jean'géul Sartre Albert Memml Mao-TSe -Tung, are
some of the figures who 1lie- at the roots of’ hlS work.9
’These'people seem llke rather strange bedfellows but R
hFrelre draws out some of the common themes 1n thelr thought
_ whlch have to do w1thtﬁreallty as dynamlc 'nece551ty of
' _-man s J.m[olvement in ‘the ‘istorlcal-cultural process ‘the L
‘.1mportance of deep human 1nteract10n and d1a10gue hard .
economic - and polltlcal analy81s _concern for the way
’vpeople learn ahd change. One final p01nt about the

'roots ~of Frelre s approach is that in addltlon to the

’~quotat10ns he makes from the well—known persons llsted :

S



T 43

above are a numbg kations from common people with

whom Freire has Brazil, Chile, ‘and elsewhere.
Freire seem b f 1} words just as significant as -,
i . £ .. e . - . i -

the’words offllle ' _names."

a.

- §s not a'"glven " nor somethlng that
has been put # "

nor somethlng finished, waltlng

_ "patiently," f] F perceptlon., Reallty, ‘on” the contrary,
only is becausé 1S becomlng. It would not be his-

torical and cuz Rl lf it -did not have the property of

becomlng,_, - 3P 70a: 1/2). _

'ttempt to analyze dlalogue as a human
bver something which is the essence of
yord. But the word is more than'
just an instrumerf@ighich makes dlalogue possible;
accordlngly we mu~,jseek its constltutlve elements.
W1th1n the word we find two dimensions, reflectlon and

, action, in such rad1ca1 interaction that if one is .
sacrlflced—-even inj wrt—-the other immediately suffers.
There is ng true’ wolllkthat is-not at the same time a
praxis. Thus to, g true word is to transform the.f__

world (1970d 75)

b, ,ASV
" .phenomenon, we
dialogue itself::

. Ce Dlalq;ee is the encounter between men, ‘ »
mediated by the world 1n order to name - the word. “Hence,
'dialogue cannot occur. . between :those who deny other
‘men the right to speak thelr word and those whose rlght
to speak has been denled (1970d 76) L ! _ o

o d. I the culture of silence is both effect
~and.cause of the structure of domination in which the
,-colonlzed societies constitute themselves as closed -

soc1et1es. . «.. The culture of silence, therefore
"is” one-'in which only the power elites exerc1se the rlght
- of! ChOOSlng, ‘of ‘acting, ©of commandlng, without the ” -
'partlclpatlon of the popular: majority. The right -of
_ saylng the word is exclusively theirs. *AS, sald before,
Latin American societies, constltuted as they were by
aPortuguese and Spanlsh colonlzlng actlon 'wereﬂ"born"'<
- as 511ent soc1et1es (1970a 4/7 4/8) : '

- e.'xy . . while to saykthe truejword-; . . 1is to
transform® the world saying that word dis not the privilege -
of some few men, but the right of every mdn. Consequently,_
. no one can say a true word alone--nor can he say 1t for
' another (1970d 76) ' : .

-(“< - f. The oppressor consc1ousness tends to transform ;

'f'eygrything surroundlng it . 1nto an obJect of domlnatlon.

.
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‘__ were 1azy and drunkards. All lies. %]
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The earth property, productlon the creatlons of men
men themselves tlme——everythlng is reduced to the status

" of obJects at 1ts di osal. . . . For the oppressors,

what is worthwhile is™to have more—-always more--even
at the cost of the Oppfessed having less or having

nothlng.~ For them to be is to ng g . e (1970d 44)

g. [Frelre develops the p01nt of the precedlng
selection further in a quotatlon from one of ‘his sources,

‘Erich Fromms

‘While 11fe is characterlzed'by growth in a - ,
structured, functional manner, the necrophllous person .
loves all that does not - grow, all that is mechanical.

The necrophllous person is driven by the des1re to
transform the organic into the 1norgan1c « + as if

all living perséns were things. . . . Memory, rather

than experlence haylng rather than belng, -1s what counts.
The necrophllous person can_ relate to an obJect—-a,' ,
flower or a perSOn——only 1f he possesses. ity hence a -
threat to his possession is a'threat to- ‘himself; if.he .
loses possession he loses contact with'the-world . .- . .
He nges control. and in"the act of controlllng he - klllS

t

vocation is constantly neégated; yet 1t\1s affirmed by :
that very negation. It is- thwarted by ;njustlae ex-.

freedom and justice, and by . their struggle\to rec®ver‘t
their. lost humanlty (1970d 28) ' ; SR
&a

1 Hope is- rooted in ‘men' s, 1ncomp1e ‘pn from

i“hwhlch'they move out in constant search--a sear¢h whigh
" can be carried out only ln communlon wlth othen men

(1970d B0). ] o R M’K: |

[Frelre “in notlng the change in a peasant .

group from silence to. cr1t1ca1 awareness, quotes one ‘of -

the group's members. ]

" They used tp. say we were unp %uctlve because we'

Ow that we are™
respected as men, we're going’ to show everyone that -we -
were never: drunkards or lazy. We were explolted'. (197 d:

.';50) RS o S ,x“ ,_ R \

. ')' e
- k.» I con51der the- fundamental theme of our. epoch
to be that: of. dgmlnatlog-—whlch implies its: opp051te, the

theme of 11beratlon -as the obJectlve to beDachleved (1970d:
ﬁ93) . . : I

”-9 ;

: Whlle both humanlzatlon and dehumanlzatlon are "(
- real 1ternat1ves only the first 1s man'’ s‘vocatlon., Thls

‘ \“‘\1

'p101tat10n ‘oppression, and the v101ence of the Oppressors{ e
it is afflrmed by the yearnlng :0f the. Oppressed ﬁor S
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'2. Vlew of educatlon. ,;eft ﬁ%;@ later section

A

is a settlng forth of Frelre s analyS1s of current edu- oL

‘a

*catlonal-practlce as an 1nstrument of'domlnathn. The

~-concentration here is upon his own educational Views.

To Freirelall educational practice implies-a stancel

There is no "neutral" form of educatlon.a Frelre sees

dlscover how to partlclpate 1n the transformatlon of thelr'

educatlon potentlally as one of the most. 1mportant means,

&

by Wthh peOple 1earn to deal crltlcally w1th realrty andﬁj

.QY

/ E‘

;.world., Because reallty is not somethlng statlc somethlng”

~whlch one person or group possesses and others do not

-

' all persons -no matter how deeply they are caught 1n the

N

N

j at thelr worl

D xes ol

o ,meanlng, says Frelre they not only 1earn to read aﬁ&% ff

-

"fbof thelr former 1lllteracy,as a klnd of{yultural artlfact

ow.n rea,lltyob ’ q

¢ o

culture of s1lence are capable of looklng Crlth lly
d b, c d 4;?', o ff;'f R - _1,,23
Erelre s‘way 1nto the educatlonal procese as
cultural actlon for freedom"’ls through oﬁe of'the most
pres31ng problems that ex1sts 1n the concrete hlstorlcal-r’

cultural 51tuat10n 1n the Thlrd WOrld——llliteracy.c When

4]

r1te w1th surprlslng Speed but they also become aware

e

of those who would oppress them. Thus ﬂ leased from th@

dohestlcatlng words of others they begln to bulld thelr

own wordsﬂ’and thereby, become persons who hame thelr

[rom < k2 LA M
b=s ol My o

m

Frelre belleves that thlS process of educatlon not

L4 K « R S Y B . "_—' o A B ; .
. Lo B e e Lt . ) RS
. 3 . I . e . - . B ES - . . Co.

("

‘o

1lllterates deal w1th words that af@ charged w1t}1é011t1cal

e
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otherwise (1970

¥ . ) . R 46
only frees illiterates (i.e., students) but also those who

: R 4 ' . C
teach them.® Because reality is? in process, and because

every| person has the capability of being a creator, both
learner and teacher in dialogue are freed from précon—

ceived roles, the one as one who is "ignorant," the other
# o . . '
as one’lwho "knows," and able to discover new reality
{ -, , :
' \
together.®»f
&

a. Experience teaches us not to assume that the
obvious is cleaXly understood, so it is with the truism
with which we beljin: all educatloﬁal practice' implies a
theoretloal stang¢e on the educator's part. This stance

in turn implies- sometlmeS\more sometimes less explicitly--

an interpretatidn of man and the world. It cqyld not be
:5, 6)., - .

AN .

. b. In the first hypothesis, interpreting illi-
texates as men marginal to society, the 11teracy process
reinforces the mythlflcatlon of reality by keeplng it
opaque and by dulling the_ “empty consciousness" of the
learner with the 1nnumerable alieénating words and phrases.
By contrast, in the second hypothe81s*~1nterpret1ng :
1111terates as men oppressed within the system-—the
literacy - process, as cultural action for freedom, . is an
act of knowing in which the ‘learnerassumes the role of
knowing subject in dialogue with the educator. ‘or this
very reason, it 1s a courageous endeavor/
reality, p«process through which men .
been submerged in reallty begin to merge in

. insert themselves 1nto it with crltlcal awaqégess (1970b =

11, 12).

"o

~1. - N - . . :
’f/f "c. The adult literacy process as ‘an act of knowing

implies the existence of two interrelated cdntexts. One..
. 1s the-.context of authentlc ‘dialogue between 1earners and
educators as equally knowing subjects. ' This is what
sch6ols should be--the theoretical context¥ of dialogueg,
The.second 1s the real concrete context -of facts, the'
soc1a1 reallty in whlch men ex1st (l970b 14) 4

3 d.  [When_men begln to recognlze themselves as
incomplete beings | Such an analysis makes more and more

~clear the understandlng of gultural ggtlgn (education)
as human praxis. The concrete conditions for cultural

action (educatlon) are the ex;stggge Of unflnlshed beings
and gonsglousnesg of the ggf;nlghedggsg So cultural actlon

//(educatlon) constitutes, as a necessary process, a demand

* !

- I 5
s

4
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~on the very nature of men. In addition, since men's
ontological vocation of being more implies his constarit

becbming, cultural actiop, in order to be authentic,

must also be in the process of becoming (1970a:2/1).

. e. The educaror's role 1is to propose problems
about the (learners') existential situations in order to
help the learners arrive at a more and more critical view
of their reality. The educator's responsibility as
conceived by this philosophy ig thus greater in every way
than that of his colleague whose duty is to transmit .
information which the learners memorize. Such an edu-
cator can simply repeat what he has read, and often mis-
understood, since education for him does not mean an ‘

. ,
f.[Freire. quotes Mao-Tse-Tung with approval on

tﬁ;'role of the educator.] "You know I've proclaimed for
~a lpng time: we must teach the masses clearly what we
- have received from them confusedly.” [And Freire con-
\ tinues | This affirmation contains an entire dialogical.
' theory of how to construct the program content ef
education, which cannot 'be glaborated accbrdiwégto what
the educator thinks is best for hjis students (1970d:82).

~
x

ﬁ3. Stance to Ehe future. It has alreadyupeeh

observed.in the opening section of this chapter in the
discussion of Freire's generéi philosophical perspective
" that a key elemént‘in that perspective is his view of
R men. as’ the creators of their own history.2? It ié‘¢1ear
from that discussion that Freire regards;%he fu;ure‘z;t
as, somehoﬁ;vpredétermined, or the'produ;t of fate, but
as open.to be acti&ely chosen.© | .
ST Freire is quick to point out that whilé'éil men
Aére-potentiaiiy capable of actively ﬁarticipaﬁing in
"“;£hq creation of the future, ‘many men fearudoing so, and
~cannot, without bonside;able struggle, allow either

theméelvesfor/others to.do so.Psd,e

<

act of knowing (1970b:17). . \

/
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a. Articulated word, by which men communicate
and express the world, is the indivisible unity of
"reflection and action. So, in a rigorous sense, word
is praxis. To 8ay the true word is to transform the

world (1970a:4/7).

b. . . . some people  today study all’ the pos-
sibilities which the future contains, in order to
. "domesticate™ it, ang keep it'in line with the present,
which is what they intend to maintain (1970b: 20, 21).

submersion and acquire the ability to intervene in
reality as it.i?ﬁunveiled (1970d: 100, 101).

, d. If‘there ig any 'anguish in director societies
hidden beneath the Cover of their cold technology, it
Springs from their desperate determination that their
metropolitan status be preserved in the future. . . . -that
1s why there is no genuine Yope in thole who intend to
make the future repeat their resent, nor in those who
See the. future as something.p etermined. Both have a
"domesticated" notion .of history: the former because
they want to Stop time; the latter because they are
certain about a future they already know (1970b:21).

tically. vet, although they desire authentic existence,
they fear it.. They are at one and the same time them-
selves¥and the oppressor whose consciousness they have
internalized. The conflict lies in the choice between
being wholly themselves or being divided; between e jecting
the oppressor within or not ejéctfng him; between human
solidarity or alienation; between~following prescriptions
. or having choices; between being spectators or actors; -

. between acting or having the illusion of acting ‘through -

" the action of the Oppressbrs; between Speaking. out or
"being silent; castrated in their power to create and re-
Create, in their power to transform the world_(1970d:33)a.,

A

4. Awareness of means of approaching the future.

Ways of appfoaching the future identified”in the Paradigm
'é}e: (a) the.future as a coﬁtinuation of tﬁé:pfeseht,\(b)
tﬁé future as an»extrapqlation of tﬁe bresgnt, éc) the
single-alﬁernative futﬁfe,"(dj technologicél;futﬁre, and

4
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(e) comprehensive future. Although Freire would not
categorize his own anjlysis in precisely this way,
nevertheless, the Paradigm does prove useful_ih under-

standing his ?iews.
| ‘There is little doubt that Freire re jects afl
but the last of these approaches to the future. As has®
been stated before,lhe is quite critical of those in
positioné of great power who study the future in order
to domesticate it (i.e., to have the future as.a con- |
tinuation of the present) so6 that they will bé assured
of maintaining‘their advantage.? \Hekis also critical of
what has'been called the "technological future." "Moder-
nization® (to be discussed more fullijétér in this study);
rto Freire, is a kind of mechanical economic "quaﬁing" of
a society‘ﬁhich can be brought about through édvances in
technology. Modernization, hpWever, may leave a Third
World society no better off,than it was before; because
£echnology has a way of so éﬁandégﬁiziné everything as
to m;ke Q}H;alism impossible and becauge.£echn610gynis
controiled by those nations'who_wish to use it to keep
Third World sbcié£ies in a state of dependence.b:C
| The conceptuél dynamic'underlying;Freirets com= -
prehensive apprpach té the future is what he»éalls the
théory of "dialogical cultural. action" which has,foﬁrr
constituenb;elements}’Aco—bperatioﬁd (peféons as subjects

meeting in co-operation to transform the world); unity® -

(leaders and-oppreésed wbrkiﬁg together in communion with
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one another); organizationff(the bringing together of the

AR

unorganized and weak for the purpose” of bringing about
_change ); and cultural synthegis9 (a~mode of action for

confronting and changing culture).

8

Through careful application of this theory of

dialogical cultural action (i.e., dialogical education)
. ‘ < o ! .

F:eire helieves there would'be a very radical shift in
the whole basis upon which present society is built. No
less than the word "revolution," certainly one kind of

"comprehensive future," will do to describe this change’.

"y
|

a. There 1s no genuine hope in those who intend
to make the future repeat their present, nor in those who
'see the future as somethlng predetermlned. Both have a
"domesticated" notion of history: the former because
they want to stop time; the latter because they are
certain about a future they already "know" (1970b: 21)

v

b. . . . the rationality basic to science and
technology dlsappears under the extraordlnary effects of
technology itself, and its place ig taken by myth-maklng
1rrat10nallsm. The attempt to explain man-as a superlor
type of robot orlglnates in such irrationalism.

In masg society, ways of thinking become as
standardized a& ways of dressing and tastes in food. Men
begin thlnklng and acting accord1n§ to the: prescrlptlons
they recelve daily from the communications media rather
than in response to their dialectical relatlonshlps with
‘the world. In mass soc1et1es where everythlng is pre-
fabricated and behaviour is almost automatized, men -are-
lost because they don't have to "risk themselveb" (1970
49, 50) .

i
?

K . Efficiency . in the technological soc1ety]
- ceases to be 1dent1f1ed with the power men have to think,
to 1mag1ne “to risk themselves in creation, and rather

-, comes to mean carrylng out orders from above more precisely

-and punctually (1970b 50). o S .

d. [Co Operatlon]
In the theory of antldlaloglcal actlon conquest (as 1ts
primary characterlstlc) involves a subJect who conquers.
another person and transtrms him into a "thlng." In the
d1alog1cdl theory® of action, sub;ects meet 1n co—Operatlon

o
R

SIRa
R

B .
~ L. F
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in order to transform the world (1970d:167). e

e. [Unity]

" Whereas in the anti-dialogical theory of actlon the
doimatiors are compelled by necessity to divide the
oppressed, the more easily to pressure the state of
oppression, in the dialogical theory the leaders must
dedicate ,themselves to an untiring-effort for unity 4
among the ‘oppressed--and unity of the leaders with the
oppressed-—ln order to achieve llberatlon (19704:172).

r £. [Organlzatlon]

In the theory of anti-dialogical action, manlpulatlon is
indispensable to conquest and domlnatlon, in the dialogical
theory of action the organlzatron of the people presents
the antagonistic OppOSlte of manlpulatlon. Organizatiqn
is not only linked to unity but is a natural development
of that unlty (1970d:176). ’ ,

g. [Cultural Synthe51s]
[In cultyral invasion] . . . the invadeérs penetrate the .
cultural \context of another group, in disrespect of the
latter's potentialities: they impose their own view of
the world upon thos@‘they invade and 1nh1b1t the creat1v1ty
of the invaded Ry curbing their expression. . . . .

. . . . . . . . v e . . . o o ¢ . e

’
. . . L] . L] . e . . .

In cultural synthesis thé actors who come from."another
-world" to the worlid do not do so as invaders. They do
not come to teach or to transmit or to give anything, but
rather to learn, with the people, about the people's
world. . . . In~cu1tural synthesis, the actors become

integrated with the people, who are co-authors of the
action that both perform upon the world (19704:150, 181,

182),
DIMENSION TWO: CONTEXT

The second dlmen51on to be applied to the work
of Freire was that
of Freire was that of context, Educational plannlng
should not be carried on in lsolatlon from developments
in othet areas. Plannlng should not be dOne as though
~the educatlonal system existed in a, vacuum Three ,f
.varlables were 1dent1f1ed w1th1n thlS dlmen81on of the
'Paradlgm: (l) awareness and analy51s Of . 5001ar polltlcal .

and economic issues and structures (2) awareness of the
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expectatisgs for education held by society, and (3) fﬁ
~concern for ways Of conneéting plans for education to
planning ih.other areas. 1 ' .

3

', -+ L. . Awareness and analysis of social, political,

‘and economic structures and igsues. The thought of

lo Freire is a situated thought, and any attempt to

Pa

abstkact it out of its historical—cultural.setting'
disfigures it. The situation out of which Freire's

k. comes is

%

“the emergence of the popular masses into the
national political scene in’the so-called 'under-’
developed' countries, more precisely in Latin
America. In the global context, the situation is
that of the emergence of the Third World onto the
stage of comtemporary-history (Freire, 1970b:v).

Freire,.with par;icular.refetence to Latin
Americé; points out the deliberaﬁe misun&erstanding and
misuse of the Third World by tﬁe “developedﬁ societies.
The dévelopéd societies, seeing the Third World: as
."primitivé;" as 1in need of "modernization;" as incapable
of independénce,!gs thelhinterland where CheapvresOurceS
and cheap 1abouruafe aVai;able, as needihg charity’and

correction,Ahave effectiveiy prevented the movement
. ’ a,b

of Third wérld COpntries beyond the colony stagé.
Hénd'iﬁlhand with the-stifling of‘hatiOnalv

development ig ghe stiﬁling ofcindividualidevelopment,

ThbSe'who-ére subjééted to ééonomic‘énd cultural

dqmination'élmost inevitably'internalize that domination

fve members of the culture of silence, .
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who meekly accept the domihators"values as their own.C

At the base ofAthe'deVeioped societies’ trestmeht
©of the Third World is‘what Freire calls the theory of
J"antidialogicai action.":sAntidialogical action has tour
' characteristics. first, it seeks congquest, 4 by any means
from physicai violence to paternalism. The conqueror'
~imposes his ways upon the losers. " Second, because those
who cohquer are in'the.minority, they, in order to main-
tain their advantage must'keep the oporessed from recog-
nizing their unity. Freire here refers to the cohceot
of divide and rule.e One of the manifestations of this
‘concept is the attempt by the domlnators to prevent the
Oppressed from seelng any kln&’of total view of their
_'problems. The\attempt is to Keep_problems isolated from
6neAénother in the'perEeptiou#of the:oppressedfand to
_dividevthe prOblems up so thatiitaislvirtually impossible

for the oppressed to see the connections among them. The

‘ third characteristio of antidialogical action is msni—:l
.wpulatlon.f One of the ways manlpulatlon can be carrled
"out is through the manufacturlng of myths by Wthh the“
oppressed.are,1ed‘to'be11eve-1n thlngs like, all are free

R éo work-'afl éie equaif and the pos51b111ty of 1nd1v1dual
success w1th1n the exrstlng system, The fourth charac—c'
A'terlstlc 1s cultural 1nvas1on.g In cultural 1nva31on the
'values the goals the style the needs of the developed o

soc1et1es dre pressed upon the masses. The former are

SubJects,rthe latter are_regarded as‘objects. ;- SR

4
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Erei;é tries to emphasise the:necessity Oof careful
undéréﬁanaingﬁand'analysis of thg:coﬁé?ete social and -
cultural sitdation. To fail to see things in a structurai u‘“
way, means that one is effectively.silenced and locked

into a culture defined and made by others.h’i’j
' L]

. . "

a. They [the developed societies] see the Third
World as the incarnation of evil, the primitive, the
devil, sin and sloth--in sum, as historically unviable
without the director societies. Such a manichaen [sic]
attitude is at the source of the impulse to "séve" the
"demon possessed" Third World, "educating it" and "cor-
recting its thinking" according. to the director societies®
own criteria. The expansionist interests of the director
societies are implicit in such notions. These societies .
can never relate to_.the Third World as partners, ‘Since
- partnership presupposes equals, no matter how different -
the equal partners may be, and can never be established
‘between parties antagonistic to each other (1970b:19, 20).

b. Through the movements for political inde-
pendence in the last century, the Latin American societies
achieved' some transformations, although they remained
in their former status as being for another. Political
independence did not change their "sStatus' as economically
dependent societies,’and thus did Mot transform radically
their character as closed societies. In becoming -
politically independent from bPortugal and Spain, they
became economically dependent o6n England, and later on,
the United States. . . . underdeveloped societies are
not their oWn “"truth," they are the "truth" of the »
developed societies with. which they are in a relationship
of dependence (1970a:4/ﬁ5 4/5). T '

. C. THe'preVailing,kind Ofseconbmic’dominatidn}
determined. a culture of domination which once internalized,
meant the conditioning of submissive behaviour (1970c:169). "

. d. [Conquest] S .

' The first characteristic of antidialogical action is the

necessity of conquest. The antidialogical man, in his

relations with other men, aims at conquering them--

increasingly. and by every means, from the toughest to the -

most refined. . . . The conqueror imposes his objectives .

- on the vanquished, and.makes them his possession (1970d:
133, 134). . : : S oL :

‘ . €. [Divide and rule] . Lt

. This is another fundamental dimension of the theory of = -
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oppressive action which is as old as oppression itself.

As the oppressor minority subordinates and dominates the
majorlty, it must divide it and keep it divided in order
to remain in power. The minority cannot permit itself
the luxury of tolerating the unification of the people,
which would undoubtedly signify a serious threat to their
own hegemony. Accordingly the Oppressors halt by any
method (including violence) any action which in even
incipient fashion could awaken the oppressed to the need
for unity (1970d4:137).

, £. [Manlpulatlon]
Manlpulatlon is another dimension of the theory of antl—
dialogical action, and, like the strategy of divigion, is
an instrument of conquest- the objective around whlch
alN %he dimensions of the theory revolve. By means of
manipulation, the dominant elites try to conform the
masses to their objectives (1970d:144). .,

g. [Cultural invasion]

" The theory of antldlaloglcal action has one last funda-
mental characteristic: cultural invasion. . . . In this
phenomenon, the invaders penetrate the cultural context
of another group, in disrespect of the latter's poten-
tialities; they impose their own view of the world upon
those they invade and inhibit the creatlv1ty of the
invaded by curbing their expression (1970d: 150%.

h. Cultural invasion . . . always dinvolves a paro-
chial view of reality, a statlc perceptlon of the world, and
the 1mp031t10n of one world view upon another.» It 1mp11es
the "superiority" of the invader and the "inferiority"
of those who are invaded, as well as the 1mp051t10n of
. ‘'values by the former, who possess the latter and are
afrald of 1051ng them (1970d 159).

‘ i. Another characteristic of seml intransitive
consciousness ‘and its 1nbapac1ty to percelve the concrete
facts in a structural way, is its fatalism. At this level
of consciousness, men cannot belleve in their capacity
to transform reallty (1970a: 4/12).

‘a"’" ] -
- i J. When men lack a crltlca& understandlng of

their reallty, apprehendlng it in fragments which they
do mot perceive as interacting constituent elements of
the whole, they cannot truly know that reality. . . o v
. Equally approprlate for the methodology of thematlc o
investigation and.for problem-posing -education is this
"effort to present. 51gn1f1cant dimensions of an individual' s
contextual reallty, ‘the analysis of which will make it
p0851b1e for him to‘_fcognlze the interaction- of the
various component:‘ *,Od:94;_95).» : :

»
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2. Expectations for education in society.

According tO'Freirefeducation is one'ofwthgwgrincipal means

ed by theﬂdbmineting elites to carrj out their'program
“of antldlaloglcal action. Conquest divide and rule,
manlpulatron and cultural 1nvas1on are practlsed in part
through'theveducatlonal systems of the Thlrd_World;
Schools do not exist in a vacuum, and, therefore they f
tend to do the bidding of the social and econohic

structures. Wthh support them.a c,9g

o
B

Frelre s favourite expres51on for descrlblng the .

educatidn that is widely practised in schools is "banklng‘f
. . /

<

education.”®sC 1In banking education the assumption is

L)

made that knowledge is a gift deposited by those who -

'conSider themselves knoWledgeable (teachers) into the

—

empty consc1ousness of those who are con81dered ignorant

.

(students) d

'

T0~Freire,'teechers tendfto‘talk about reality
as if it Were motionlessnand'COmpartmentalized.e There
is, usualiy;;little attempt;to,relste todthe_specific
historicel?cultural situation in which the students'find

‘themseives. The banklng c0ncept "of educatlon tends to
regard men as belngs who are de51gnated to adapt to the

.'reallty deflned forvthem by others.f;

‘e A

o a. . . . a rigid and oppre551ve soc1al structure a
‘necessarily influences the institutions of child rearlng -
~and education w1th1n that structure.. These 1nst1tut10ns4
pattern their action’ after the style of the structure,

and transmit.the myths of the latter.- Homes and schools
~ (from nurseries to unlver31t1es) exist not in the abstract.
but in tlme ‘and space. Wlthin the structures of domlnatlon



they functlon 1argely as agenc1es Wthh prepare the
1nvaders of the future (1970d: 152) :

O R b.. A careful. analysis of the teacher-student
relatlonshlp at. any level, inside or outside the school,
reveals its fundamentally narrative character. This '
relatlonshlp involves a narrative subject (the teacher)
fand. Ppatient listening objects (the students). The
coﬁtents " whether values or empirical dimensions or

lity, tend ,- in the process of being narrated to
ibecome 11fe1ess and petrlfled (1970d4:57).

[

»

: Ch . banking education malntalns ‘and even
st;mulates the contradiction [of the separation between
.teathers and students ] through the following attitudes -,
and practices, which mirror oppressive society as a whole.
e 'J (a) - the teacher teaches and the students are

g taught; :
;'é', (b) . the teacher knows everythlng and the students
' : know nothing; -
e (c) the teacher thinks and- the students are
I . thought about;

“+ -« . (d) the teacher talks and the students listen--

e meekly; ‘ -

% (e)y the teacher. dlsc1p11nes and the stydents are

R disciplined;

; . {f) the teacher chooses and enforces hlS ch01ce .
and thé students comply; . '

(g) - the teacher acts and the students have the
illusion of acting through the actlon of the -

.- teachery - )

(h) the teacher chovses the program content, and

SR ' the students (who were not consulted) adapt

LA . to itgs. -

k4 0 (1) the teacher confuses the authority of know—

N DU ledge ‘with his own professional authority

Lo : whi h he setsg in OppOSlthn to the freedom

.., of e students;

(J).'the teacher is the subject of the Iearnlng

~ process, while puplls are mere obJects ‘
(19704: 59) - R v

k1

d.’ Educatlon thus becomes an act of dep051t1ng,r
i1 which the students are the" dep081t0r1es and the teacher
iis A dep051tor._ Instead: of communlcatlng, ‘the®teacher
/ilssues communlques and makes deposits which the students
M-:pat;ently recelve vmemOrlze and repeat= “This *is ‘the

‘,"banklng" concesii ication, in which the scope of .

| r fudents extends only so far as ==/

érlng depOSltS (1970d 58). S

?fly ironic to try to. transform
pific thought of creative men -
_Ftrlfled ‘in order t7,p0ur it

e

;/? " the phll Of
[{ﬁ 1nto so =

cy
)

Y . . . . . -
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into the heads of students. If we want to engage our- .
selves in a real process of education, or cultural action
for freedom, we have, first of all, to get beyond the
mlsconceptlon of consc1ousness as an "empty pot" (1970a: 3/6).

f. It follows loglcally from the‘banklng “notion
of conscxousness that thé educator's rote is to regulate
the way the world "enters 1nt0" the students (1970d 62)

- ge Usually, /e/antl—dlaloglcal attltude lS;
;Justlfled in the_npamé of preserving the cultural herltage.>
It is regardedcas 1ndlspensable that students receive,
without lost time, the cultural herltage (1970a 3/5)

s
1”‘

3. WaYs of connectlnq olans for educatlon to other
- 4 . I

social plannlng{ Frelre seeks to connect hlS plans for

educatlonal development to other forms of soc1al plannlng

both 1n nls adaly51s of’ what 1s currently wrong w1th :”ix
educatlon and in- hlS ana1y51s of what should be done.. In

0

dthe precedlng sectlon of- thls chapter there was comment

.on how her descrlbes ways ‘in - hich the educatlonal process '
ln_Latlnvgmerlca serves;the‘antldlaloglcal alms of the

prowerful minority presently in control, Frelre s dls—
cussion of what is wrong Lnueducatlbn is customarlly

embedded 1n a 1arger dlscu351on of what 1s wrong 1n

<

.

soc1ety as a whole.

What should be done to change educatlon therefBrev

4

can onY& be con81dered in the 11ght of changes in other

“areas a, b c, Thjs Frelre advocates the develOpment of

,an adult 11teracy process whlch 1s based -upon learnlng
. R

ES to read and wrlte w1th words that are charged w1th S 1?,»

(4

“

polltlcal meanlng. He advocates the use of 1nterd1s— -
) \ ‘ .
~_,c:Lpllnary teams of profess1ona1s at varlous stages of

' th1s 11teracy process to brlng thelr perspectlves from

x4



'f-}n;yattemptlng to unvell reallty (l970a 4/19)
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. areas other than éducation directly to the learners. He3

seeks to’encouragé. he development of crltlcal consc1ous—~ '

] _—

)

ness in legrners. Is encourages the connectlpn befween -

v

educatlonal reform and spec1flc reforms in other areas _
d‘x N . e . ’ - '- . . . e

such’ as agrlculture. \ : C T - *
Indeed,vFreire soiclosély'connects;thé;changes,' B
'he‘proposes'in education‘with changes in'soclety'as'a,
: whoie~that he.fn:%act_is talklng.not jyst‘about,educationalstf
reform_bot about societalﬁrevolutionie’f"'m o | ‘
‘ - a. vIlllterates know they are concrete men.Q lhey N
know they do thlngs. What - they do not know in the culture — .

of 511ence . . » is that men's actions as ‘such are trans-
forming’,” creative, and re-creative. Overcome by the ‘
myths of -this. culture including the myth of their own. o
_"natural 1nferlor1ty,? they do not Know that their action’
upon the wérld is also transforming. Prevented from.
hav1ng a "structural perception" of the facts. 1nvolv1ng
them, .thedeo not know - they cannot "have a voice,* i.e.,-
that they cahnot exercise. the right to part1c1pate con-
sciously in: the soc1o—hlstor1cal transformation of thelr
- soctety, because their work does hot belong to: them»f“
- (1970b 13) |

: : b. Crltlcal consc1ousness prec1sely because it
. 1s ‘critical, knowsthat if the vocatlon of men is to grow:
jvand humanlze themselves then in order to achieve such
- an. objective men must exercise a true 11berat1ng praxis.
.on the world. So critical consciousness is always - r'

“

a0 [On develo ing themes for one part of the °
- oadult llteracy processﬁ These themes .-should be: classified
~"accordlng to the various social sc1ences._ Classification’
does not mean that when the. prOgram is- elaborated the '
themes will be seen as belonglng to isolated categories,
" but only that a theme is viewed in . a “gpecific manner by eachﬂ
- of the social sciences to Wthh it1s related. gThe theme
of development for example, is espec1a11y approprlate to M
~the field:- ~0f economics, ght not exclusively so.. This
- theme would also be focallzed by sociology, anthropology,
“and soclal psychology (the' field- concerned: withe cultural - ,
' change . and 'with-the modification of attitudes and values—- e
. questigns.which are equally relevant to a. phllOSOphy of g
J:ﬁdevelopment) e In this way, the themes Wthh e
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(hllaFtPLl/O a/toiallty will never bo approached rlgldly
(1 Q?Ud 112). \ . :

\

d. In some areas in Chile un@ergOLng -agrarian
reform, the pe!%ants participating in literacy programs
wrote words with their tools on dirt roads where they
weére working. . . . We asked one of these . . . why he
‘hadn't learned to read and write before the agrarian. -
reform. "Before the agrarian reform, my friend," he
said, "I didn't even think. Neither did my friends."
"Why?" we asked. '"Because' it wasn't possible. We lived
under orders. We only had to carry, out orders. We had
nothlng to say" (1970b:18). ‘

e. "Cultural fewolutlon" ‘takes the total soc1ety
to be constructed, 1nc1ud1ng all human activities, as the
object of its remoldlng action (19470d: 35?)

[
) f. The obJect,ln presentlnq these cons1deratlons
is to defend the eminently pedagoq1oal character of the
revolution. The revolutionary leaders of every epoch who
have affirmed that the oppressed must accept the struggle
for their liberatiofi--an obvious p01nt——have also thereby
implicitly recognized the pedagogical anect of this
struggle (1970d:54, 55).

DIMENSTON THREE: TIME .

Two variables were identified.within the time
- dimension: (1) educational planning shouldcontain short-

. r L | ) ,
medium-, and long-range proposals, (2) these proposals

s

o -

should be .consistent with one another.

1. shorts, medium-, and long-range proposals.
Freire’ s analy81s seems to divide the short—, medium* and

'-lon —Vnn 1ntQ two phases. The flrst is the cultural actlon
phaseA whlchvlncludes the sbort—,énd medium-run., The second

lS the cultural vevolutlon phase.

A

In the cultuxal actlon phage Freire's proposals

8o

outllne a’ llteracy campalgn Stage and. a post llteracy stagep

In the flrst of these there is the search by means of a

° .
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 problem-posing process using teams of educators working

with selected groups of illiterates, for what he calls
"enerative words.“b . These are words which havejtwo

qualities; a kind of syllabic richness that makes them

o

]

-useful 1in building other words, and a deep personal

meanlng for the. learners. Freire has presented and

practlsed a step by—step process for uSLng these gen'r
$ Lt

'rativé'words for the rapid development of the ability

to read and write. 1In the second stage (still part of g

’

the cultural actlon phasel). maklng use of the newly found

-

literacy SklllS there is the search for what Freire calls
"generatlve themes "b These are co- operatlvely prepared
codlflcatlons of ‘the Speclflc s1tuat10ns in which the
learners. find themselves, whrch are Jb\constructed that

they help"the learners to‘mawe_connections,between their z

own situations and the larger soc1a1 structure around

/b

them. Agaln Frelre outllne7 a step—by—step process for

‘i BN

the development and uge of fhe generatlve themes in en*

s &

abling persons (learners amd teachers) to take Full
. . , . N / - .
responglbility ﬁortthelr oWn lives. In other words, 1n

the first stage the spec1¥1c soc1a1\€nd cultural context

L4

is used to enllghten the process of hélplng people to

i

read and write. In the second stage the process of

-

reading and writing is used toaenllghteﬁ the sotial and

cultural context. ' _ | | - ' .

-~

The cultural revolutlon phase . (the long-run

[

' phase) is the name Frelre glves to the ong01ng revolutlon-

,
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ary procesé'after the new society he envisagés h?q\been

inauguﬁatedkc The process must not stop because reality

itself is in process, is dynamic, is never complete.d

a. Let us say, for example, that' a group has the
responsibility ,of co-ordinating a plan for adult education
in a peasant area with a high percentage of ilditeracy. -
The plan includes @ literacy campaign and a post-literacy
phase. During the former stage, problem-posing education
sdeks out and investigates the "generativgiword";[in the
post-literacy stage, it seeks out and investigates- the
"generative theme" (1970d:101).

b. [Freire describes haw a "generative word” is
used. I quote at considerable length here to show the
detail into which Freire goes on this short-run proposal.
I could also quote jin considerable detail from his pro-
posals idescribing the second stage of his process, the

’ gépéraﬂive theme stage. Instead of doing that, I refer \
those interested to pages 101 to 118 of The Pedagody Of
the Oppressed. ] R T N
. . ‘ N4

Genemative word: a tri-syllabic word chosen from the
"linguistic universe during research preliminary to the
literacy course." Example: FAVELA ("slum").

Codification: the imaging of a significant aspect of a
man's existential situation in a slum. The generative
word is inserted in this codification. ‘The codification
functions as the knowable object mediating between the
knowing subjects--the educator and lelrners--in'the act
of knowing they achieve in dialogue.

" Real or concrete context: the slum reality as a framework
For.the objective facts which directly concern slum

dwellers..

Theoretical context: the discussion group (circulo de
cultura), in which the educators and learners~--by means
of the codification of the objective slum reality--
engage in dialogue about the reason of the slum reality.
The deeper this act [of knowing goes, the more reality
the learners unveil /for what it is, discarding the
myths which envelop/it. This cognitive operation enables
the learners to transform their interpretation of reality
from mere opinion tio a more critical knowledge.

Thus, as tHe theoretical context, the discussion
group is the speciglized environment where we submit
the fact found in the concrete context, the slum, to

' critical analysis.| The codification, representing

those. fact$, -is the knowable object. Decodification,
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breaking down the codified totality and putting it to-
gether again (retotalizing it),'is the pgocess by which
the knowing subjects seek to know. The dialogical
relationship .is indispensable to this adt.

Stages_of De-Codification:’

a) The Knowing subjects begin -the operation of
breaking down the codified whole. This €nables them.to
penetrate the whole in terms of the relationships among
its parts, which until then the viewers did not perceive.

b) After a thorough analysis of the existential *
situation of the slum, the semantic relation between the
generative word and what it ‘signifies is established.

c) After the word has been seen in the situation,
. another slide is projected in which only the word appears,
without the image of the situation: FAVELA.

d) The generative word is immediately separated
into its syllables: FA VE LA ‘ "

e) The "family" of the first syllable is ‘shown:

FA, FE, FI, FO, FU '
confronted with this syllabic family, the students identify
only the syllable FA, which they know from the generative’
word. What is the qnext step for an educator who believes
that learning to read and write is ‘an act of knowing (who
also knows that this is not, as for Plato, an act of
remembering what has been forgotten)? He realizes that
he must supply the students with new. information, but
he also knows that he must present the materia® to them
as a problem. Thus, he poses two gquestions: '

1. Do these "pieces" (the Brazilian students
called the syllables "pieces," and there was nO reason
why they should be made ‘to call them syllables) have some-
thing that makes them alike and something that makes
them different? ’ o ‘ o ' '

After a few moments in which the group looks at
the slide in silence, one will say, "They all begin the
same way, but they end differently.' ’

, 2. At this moment, the educator asks another
‘question: . If they all begin the same way but end -
differently, can we call them all f£a?.-

‘Again a brief silence; then,"Noti"”

Only at this point, having prepared the learners
critically for the information, does thHe educator supply’
ft. Since it was preceded by a problem the information
~is not a mere gift. . , - . _

f) Then comes the "family'" of the word's

-

_ second syllable: N . | -
VA, VE, VI, VO, VU * o . ,

_"The educator repeats the process. Some 1eag&ers immediately:
—say VA, VE, VI, VO, VU. ' ’
: "~ g) The "family" of the third syllable:

LA LE LI LO LU ' . _ o

This slide is galled the,"slide’ of discovery," a phrase o
coined by Prof, Aurenice Gardoso, our assistant when we TN

~

e g
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directed the National Plan for Adult Literacy in Brazil.

The educator proposes a horizontal and a vertical
reading of the slide. This strengthens the learners'

‘grasp of the vowel sounds g e, i,o,u.

Next, the educator asks the ‘learners: Do you
think we can (never, do you think You can) create some-
thing with these pleces?

This is the decisive moment for learning. It is
the moment when those learning to read and write dis-
cover the syllabic composition of words in their language.

After a silence, sometimes disconcerting to the
linexperienced educator, the learners begin, one by one,

discover the words of théi language by putting to-
gether the syllables in a varidty of combinations:
FAVELA, says one, FAVO, another; FIVELA; LUVA; LI; VALE;
VALA, VIVA; FALO; FALE; FE; FAVAg VILA;'LAVA; VELE; VELA:
VIVE; VIVOj; FALAVA; etc.

With the second generative word, the learners
combine its syllables not only among themselves but
with those of the first word. Hence, knowing flve or
six generative words, the learners can begin to write
brief notes. At the same time, however, they continue”
to discuss and critically analyze the real context as
represented in the &odifications.

This is what the primers cannot do. The authors
of primers, as we have pointed out, choose generative
words according to their own liking; they.themselves
decompose them; they themselves recombine their sylilables
to form new words, and with these words, they themselves
evolvextﬁe phrases which generally echo the ones we have o
already gquoted: Eva viu a uva ("Eva saw the grape"); A _asa-
& _da_ave ("the bird's w1ng") (1970b:53-55). B .

o C. Revolutlon is always cultural whether it be
1h the ‘phase of denouncing an oppre351ve soc1ety, . e e
or',in the phase of the new soc1ety inaugurated by the
revolutlon. In the new soc1ety, the revolutionary process
becomes cultural revolution. . . . We have been speaklng
of cultural action and cultural revolution as distinct
moments in the revolutlonary process. ¢« + o Cultural
action for freedom is carried out in opposition to the
: domlnatlng power elite, while cuwltural revolution takes
place in harmony with the revolutlonary regime (1970b 51)

: d. After the revolutlonary reality 1is 1naugurated,g
conScientization continues to be indispensible.. . It is
the lnstrument for ejecting the cultural myths which
remain in the people despite the new reality. Further
it A% a force c0unter1ng the bureaucracy, ‘which threatéMF
to deaden the revolutionary vision and dominate the
people in the very name of their freedom (1970b:45).

2. Consistgggy;':Here the'concern is that there

4

*
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will be consistency among the proposals made for the short-
medium— amﬂléng—run. Freire 'seems to récbgnize this
concern in séeveral ways.

His analysis never strays far from his under-
'standing of the natu}e of man and of reality, i;e., he
ris'consistent philosophicaily. The 1iteracy and post-
"litegécy stages just.discussed<3pfing from common roots

such as, the importance of the historical-cultural

[N

Ay

situation, the importance of the existential AﬁVolvement
- Of all persons taking ﬁart~in the process, th% importance
Qofvassuming‘that reality is not static but open ﬁg,creation
bg’éll.

Freire‘also stresses that the means adopted for

enabling change must not be at odds with the ends hoped

1
for.? A project's methods cannot be dichotomized from

its objectives. That-would be to assume that methods
were somehow "neutral" and value-free, and that the same

methods could be used whether freedomw or domination is

the aim.b’(‘-:’d - . : , _ ;

ﬁ}éire also believes that constant emphasis throuéh

the phdases of the "revolutionary process" (and continuing
‘even after long-term goals. are achievedj upon fhe diglpgical
’Stylé.bf pédagogy, and upon the developmentﬂof "conscien-
tizécao" (cfiticalhéonscicﬁsness) can bring the consistency
.Sf ongoing critique £o that‘process.e»fyg

~ a. Many . . ;>[revblutiohary] ieaders . . have
ended up using the "educational" methods employed by the

 OpPressOr..... They -use propaganda to convince€. . . . »
[But]_the oppressed have been destroyed precisely because

T
N
-,
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their situation has reduced them +o things. In order to
regain their humanity they must cease to be things and
fight as men. . . . They cannot -enter the struggle as ..
objects in order later to become men (1970d:55) .

b. Critical and ]iberating dialogue, which pre-
supposes action, must be carried on with the oppressed
at whatever the stage of their struggle for liberation.
.. But to substitute monologue, slogans, and commu-
niques for dimlogue is to attempt tO liberate the
oppressed with the instruments' of domestication. Attemp-
ting to liberate the oppressed without their reflective
participation in the act of liberation is to treat them
as objects (1970d:52). . :
- c. Problem-posing education does not and cannot
serve the interests of the oppressor. No oppressive
order could permit the oppressed to begin to question
why? While only a revolutionary society can carry out
this education in systematic terms, the revolutionary
jeaders need not take full power before they can employ
the method. In the revolutionary process, the leaders
cannot. use the banking method as an interim measure,
justified on grounds of expediency, with the intention
of later behaving in a genuinely revolutionary fashion.

They must be revolutionary--that is to say,ldialogicél—-
from the outset (1970d4:74). , i

, d. . . . revolutionary jeadership falls, into
internal contradictions which compromise its Rurpose,
when, victim of a fatalist concept’ of hi8€ory?l%t tries
to domesticate the people mechanically -to a fudure which
the leadership knows a priori, but which it thinks the
people are incapable of knowing (1970b:43).

o. Some well-intentioned but misguided persons
suppose that since the dialogical process is prolonged
. . . they ought to carry out .the revolution without
communication, by means Of "communigues,'”" and that once
the revolution is won, they will then develop a .
thoroughgoing educational effort (1970d:130, 131).

- £. The educational, dialogical quality.of
revolution, which makes it-a weultural revolution'" as..
well, must be present in all its stages. This edu-
cational quality is one of the most effective. instruments
for keeping the revolution from becoming institutionalized
and stratified in a counter-revolutionary bureaucracys; for
counter-revolution is carried out by revolutionaries who

- become reactionary (1970d:132). °

g. After the revolutionary reality is‘inaugurated,
conscientization continues to be indispensable. It is ‘
the instrument for ejecting the cultural myths which
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remain’ in the people desplte the new reallty. Further,
it is a force countering the bureaucracy which threatens
to deaden the revolutlonary vision and dominate the )
people in the very name of their freedom. Flnally,
conscientization is a defence against another threat,
that of “the potential mythlflcatlon of the technolOgy

which the new society requires to. transform its backward
infrastructures (1970b 48, 49).

e ' DIMENSION FOUR: SCOPE ' .~

‘'The fourth.dimension of the.Paradigm is concernéa
with the_sc0pe-of the planning’process. This dimeneion
has three Variahles.: Edpcatlonal plannlng shouldzl (l)
deal w1th both the core and perlphery of the educatlonal
process, A(2) be concerned w1th all reglonal areas and
81l age, economlc and ablllty 1evels and (3): cover’
.ali levels (1nst1tutlonal managerlal and technical)

of the organlzatlon belng plahned for.

1. gorelagd Qe;iphe:z In some ways it was
’dlfflcult to determlne whether Paulo Prelre 'S approach

to educatlonal plannlng has to do w1th core perlphery,

or both. This dlfflculty 1saexemp1;f1ed-rp'Freire's

own personal background.
When he”was in'Brazil'be%ore being forced to
1eave upon the mllltary coup in 1964 Frelre taught at

a unlver31ty Wthh was. part of the core ut‘didhhis

adult educatlon work in the perlphery._' n Chile he'f

AN

\reworked with the government as an educatlonal adV1ser

and was,_therefore, very much part of the:educatlonal
. N ‘ ',"“ : - R . A - '_ .

'lcore.f At the present time hevispinvolvedtin at least



e ;ledges ‘their 1mportance in plannlng, partlcularly the
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‘three areas of work: as an educational director for the -
;

World Council of Churches, as Vice-President of the
Center for the Study .of Development and Social Change,

which has conneetions with Harvard University (how "core"

4

could one get?), and as a vorking advisor to the black

liberation movement in Mozambique.

There is little doubt that. Freire's long-term
goals have to@&o with shaping whole educational,systems;
both core’ and$QEr1pheryv H(One who deécribee education

-

as cultural, actlon COuld hardly subscrlbe to the v1ew

that education could only take place in ‘the "sequenthl
1adder” that begrns with klnderqarten and ends with
graduate school.) - In the short-run, however Where
there is oificial opposition to his approach, he seems
" to feel that'existing school SYetems shouId‘just Sé
disregarded and that those_interestedhin carrying out
authentic educational projecte ehould begin to de so

in the Periphery.2 ‘ ' o
a. But if the 1mplementat10n of.a liberating
education requires polltlcal power and the oppressed
havé none, how then is it p0551b1e to carry out the
_pedagogy of the Oppressed prior to the revolution? . . .
One aspect of ‘the reply is to be found in the distinction
between s¥stematic education, Wthh can only'be changéd
by political power, and educational projects, which
" should be carrled out with the oppressed in the process
of organlzlng them (1970d:40). : :

\

.
3

2. Regional areas, ager,eeonomic. and ability

o

,1evels~ With regard to req1ona1 areas, Freire acknow-




——

69

|
spécial problems caused by the attempt to bring edﬁcatidnal
services to rémote primitive rural areas and to the ,slums
of 1afge citiesg One of the faéfors‘coﬁéributing to this
probiem is that people in aiSadvantagedwageas'éfe of ten ‘
.‘fegarded as‘inferiop beings and hardly w;Jorth‘ebcfibt,lcka}i‘t:img.él
‘h, They are also often the most locked into the system. of

oppression.?. ) o *

Age levels. Freire's approach is aimed at the

]
education of-adults. Other age levels ‘are not discussed,rl

Economic levels.” 'This is an important aspect of

Freire's analysis. For example, he writes a great deal

<

about class conflict. The long-run changes he proposes-

comémabout'primarily'through the involvement and action

\ f

of-the lower peasant classes. His is the Pedaqoqy of the

'Oggreésed. Although persons from Highe# classes are, in

{

L N . , ‘
a dialectical sense, essential to the process, and some

i

m%y even choose to act on the side of the lower classes,

‘¥ Freire's ana%ysis assumes that without the lower classes,

the process will not have any hope of succeeding.c’d

Abilitf‘levels. Freire does not'discuss,the need
for differentAtYpes of educational se:vices_for persons

Of different levels of ability.

‘ a.> There are many peopig who consider.slum
dwellers marginal, intginsically wicked and inferior.
-TO such people we recommend the profitable experience
‘of ‘discussing the slum situation with the slum dWgllefs
~ themselves. . . . [thereafter] They ma¥ avoid. say¥ng
~that illiteracy, alchgholism, and the crime of the slumsp
“that its siekness, irfant mortality, learning deficilencies, .
. and jor hygiene reveal the "inferior nature" of its in-
~habitants (1970b:19). ' : '



b. The methods used to achieve the unity of the
oppressed will depend upon the latter’s historical and
existential experience within the social structure.

Peasants lives in the "closed" reality with a
single, compact center of oppressive decision; the urban
oppressed live in' an expanding context in which the -
oppressive commaénd center is plural and complex. Peasants
are under the control of a dominant figure who incarnates
the oppressive sYstem; in urban areas, the oppressed are
subjected to an.'oppressive impersonality.” In both
cases the oppressive power is to a certain extent
"invisible": in the rural’ zore, betause of its proximity
to the oppressed; in the cities, because of its dispersion
(19704:176). o .

- c. Tt is only the oppressed who, by freeing
themselves, can free their oppressors. The latter as
an oppressive class can free neither others nor them-
selves. It is therefoge @sgsential that the oppressed
wage the struggle to resolve the contradiction in which
they are caught; and the ‘contradiction will be resolved
by the appearance of the new man: neither oppressor
‘rior oppressed, but man in the process of liberation

(1970d:42). o

d. TIf true commitment to the people, involving
the transformation of the reality by which they are
oppressed, requires a theory of transforming action,
this theory cannot fail to assign to the people a funda-,
mental role in the transformation process (1970d:120). !

\ .
O

3. Organization levels. A planning process

should cover all levels, institutional, managerial, and -
technidal,\of the ofganization being planned for. Though
Freire does'not use. the Winstitutional, mahageriai,
 techﬁica1f1t¢rminplogy,fhis.plannihg‘does seem to covef
orgéhizétioﬁalAactivitiés represented by these terms.
jLégitimétion prbée$§es, broad goal definition,.thekgenera}
rélationship-betﬁééﬁ #he en&ironment and the sYStém, the B
'éo—caiied,fnsﬁitutionai‘level éétivities are witﬁin'thé‘
'-séopé of/his»piénning;i_fd: ekémple; with regard-to ﬁhe'
matter offlegiﬁiméﬁion;4as'ﬁas-ﬁ6£éa'in thevprevicus_'

;..
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sectlon Frelre empha81zes the nece851ty of 1eglt1matlon
W

of educational processes by the peasant cf%%ses. He

believes that the legltlmaﬂlon glven by Yhese persons

. { .
is absoluteily egssential to the eventua,

edueational»development en&isaged.
) Such manaéerial 1evel‘activities as the co;or-
dination and control of organizational activities, The
1nterna1 dlstrlbutlon of resources and the place of
supportlve processes are also dlSCuSSed by Frelre. For

example, with regard to supportlve processes _Frelre

N

.examines the necessity for and the dangers in the use of

.

technological advances to support the long-term develop-
ments. he proposes.?® He also becomes quite explicit in
his views on how the co-ordination and control of organ-

17at10na1 activities are to be carried out. Here he

makes usexof words llke co- 1nVest1gatlon, co—lntentlonal

1 1

~
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leadershlp, co—operatlon communlon, and solldarlty »§~§$

descrlbe what he means.b

At the technlcal 1evel where the teachlng—

learnlng process is of prlmellmportance Frelre goes

1nto ﬁéry great dgrzll. The prev1ous dlscuss1ons oﬁ the

formatlon of generatlve words and "banklng educatlon

‘ b
contaln some of Frelre & v1ews on the teachlpg 1earn1ng

& ¢ -

'vprocess., In addltlon 1s hlS careful descrlptlon of

problem—p051ng (as opposed to problem—solv1ng) educatlon.

‘To. Frelre one can’ "know" only to the extent that one

"problematlzes" the concrete 31tuatlon 1n Wthh one

i
)

g

Cv_b
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finds oneself. To_“problgmatizé" ié‘fér peachers and
stuéents to build together a process_for;aiscpvering
what the real problems of their particular si;datibﬁﬂare;
.and for réflecting upon them in a way-that leads ﬁd‘ r
creative action, and,'in aétiop, to the discovery of
new problems, aﬁ@ the proceés star£§~égain} o o '
With regard ﬁO‘the technical level, Freire
is very detailed ih his consideration of the téacher-‘
‘studenf relationship. Because tO him reality is in_the
{gfocessld% beéom£ng, because all persons are_capablé
,okanpwing, because learning is a dialogical pfg;ess,
because all persons must be subjects in thefteaching;
1eafhiﬁg process, the teacher-studehiirelaéio shibfmUSt
bevone of equaiify.a | )
“While the 'institutional;ﬁmanagerial, and technical

’

jevels of organjzational activitiesiare covered bvareire'f

““anaMysis, it seems -that the analysis blurs the distinction

among the levels, and makes these activities-tasks to be
. . » , i ,

sharedfby.ail'withih'thegorganiiatiqn;bwd’efi

v‘»E.

ol

oL » , .
‘ " a. In mass, 'society, ways of thinking become’ as-
st#dirdized as ways of dressing and tastes in food. 7> Men
be'gin-ahinking and acting .according to the prescriptions’ ’
theyLie

thah3 :
“the‘world. In mass societies, where everything is: pre-

n' ‘Pesponse to their dialectical relationships with

fabricated and behaviour is. almost’ automatized, men are

lost because they don't have to "risk . .themselves." K They

do not have to think about even the smallést things; there .

is-always some manual. which says what to do in situation
"a" or "b." Rarely do men pause at a street corner to.
tHink which direction to-follow. Tbere“sialwaysfan,'
arrow which de-problematizes the situatiton. Though

‘street signs are not evil in themselves, and are necessary

in cosmopolitan cities, they are among the-thousands:of

o

ive daily from the communications media rather s

£
PR

A,

.
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~task of retreatlng that knowledge (1970d:56).

It Fndeed, problem-posing education

i
dlrectlonal signals in a technolog1cal soc1efy whlch
1ntr03ected by men, ‘hinder thelr capacity for crltlcal

'thlnk;ng. ¢

Technology thus ceases to be perceived by men as
one of the greatest express10ns of their cr ative power
and becomes instead a species of new divin¥ty to which
they create a cult of worshlp. Eff1c1ency ceases to be’
identified with the power men have to think, to imagine,

to risk themselves in creation, and rather comes to mean .

‘carrying out orders from above precisely andvppnctually
(1970b: 49 50). . . . _ “

b. A revolutlonary leadership must accordlngly

practice co—lntentlonal education. Teachers and students

(leadership and people) co-intent on reallty, are both

subjects, not only if-the task ‘of unveiling that reality,

and thereby coming to know it critically, but inghe

[oX Those truly commltted to liberation must
reject the banklng concept in its entlrety, adopting:
instead a concept of fen as, consgious beings, and con-
.scigQusness- as consc1ousness intent upOn,the world.. They
must abandon the educatlonal goal of 081t—mak1ng and
replace it.with the posing of the problems of men, in
thelr relatlons with the. world. "Problem- p051ng

. ‘tducation, responding to the essence Of eonsc1ousness--
1ntent10na11ty—-re3ects communlques and embodies communi-

catlon (1970d 66)

. do. Accord1ng1y; the. practlce %f problém*p081ng
educatlon entails at’ the outset that the teacher- :
student contradlctlon 'be dissolved. . . .
| wﬁ%ich breaks
with the vertlcal patterns characterlstlc fﬁbanking
&ducation; can fulfill iis fun&tion as the practice of
freedom only if 1an overcone the abové - contradq.ctlon.
Through dlalogue the teacher-of- the-stuéents and the

'students -of = the—teacher cease to exist and a rew. term

-emergess teacher-student with students- teachers._ The
teacher is no’ longer merely the one- -who-teaches, but .

N

one who is ‘himself taught in dialogue with the’ studqnts: L

‘ who in turn whlle belng taught also. teaqh;(1970d 67)

.; e’ If true COmmltment to the people 1nvolv1ng

"[the tnensformatlon Of ‘the reallty by which they are

Oppressed requires a. ‘theory of trahsformlng action,
the theory cannot’fall to ass1gn ‘the people a funda—,
mental role in the. transformatlon process. ~The’ 1eaders

-':cannot treat the. oppressed as"mere activists to. be
. denied. the Opportunlty of reflectlon and allowed mere&y

'2~‘the ‘'illusion: of acting; whereas in fact they would con- -
tﬁftlnue ‘'to be manlpulated——and Nn this case by’ the pre- e
x;sumed foes of manlpulatlon (1970d 102)

'7 : . L—
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. S f. Legaders who do not. act dialogically, but
insist® on imposing theiy decisions, do not organize the
poﬂhlp—~thpv manipulate them (1Q7Wd 179). ¢

K

DIMENSION FTVE: QUANTTTY AND QUALITY

. A . ’ A
“ . . . e .
Second Generation Educational Planning -should ,

. .

concern itself with gquantitative and qualitativexissues.
As was noted. in Chapter ITI where the Paradigm was

dovolopod (it proved difficult to preak this digension

.

into var1ablns. The solution chosen was to nake yse of
.- . ) N
LWO yariabdles.. The {ir ht‘PI these relates planning to,

N\

a1l levels (both gugnt itative and qualitative) of human .

heed: A modified version of Maslow's. scale was ‘chosen

o . ‘ . - .
s .

4
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to reprosant the levels of human need. Moving from lower .

feved ti)}iiqhor,'
» . : N ‘
s0cial needs; angt self actualizétion. ' )

a0

' ~

a
/

The second variable acknowledges that educational

~

planning mp}7"ﬁot only have to do with quantitative

T expangioh bu? albo \Itﬂ qual}t“uive change bf'theﬁsystem

being planned‘”Or - ‘ j ) ! o
. ‘ ‘. ‘ y
: ' s
- de A1 levels Of hwsan nded.  In spite Of the

;.facg‘xh;tvhe Qf%ﬁag'from the D‘i)pottlw Of'the inder -
dé;olcqu" Third1WOrI@: from whiCh bhe‘miqht expect a
ceftaiﬁ-éﬁbOCCUbdiiOn'witﬁ the lower order of human

. S - 0 { H
needs (physical’ Wndanw(utlt 73, Paulo Freire attempt5

b

T o .
s

o s
'

not only to reiate to"the higher Qrder eeds ‘(social and
. ) a ..A . .,‘~ ., ° ) - .

> .

self agfua}l atlw 1) but fo dex elop ped aqulPdl DLG“WSS@S

_which tie all ‘onr“va”l tpget}et. i, ¢ g

i

’

thare are phys 1@‘ needs, security needs,

x

(

e
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The adult literacy process with its use of “

generat lve wordg le, seemg to bridge all four
levels of human need. Inability to read and write is

certainly one obstacle that blocks fulfillment of physical
and security needs, for llliterates arc especlially
locked into the "culture of silence" and therefore are

precariously open to the manipulation, control, and .

vinlence of others. JBut to Freire the literacy process

4

also connects with higher order needs. Because the
process 1is tied so closely to the existential situations

of the learners and based upon authentic dialogue among *

.

teachers and learners, it leads not only to learners

o -

-

acqul ring thq;ability to read and write, but, more im-
portantly; to their awareness of their own ability andjﬂ
ridht as human béings to create their own history. An A
introduction to one of his wotks puts the poin%'this way

Becoming literate, then, means far more than&iearning

to decode the written representation of a sound systems

It is truly am act of knowing, through which a person

is able to 1pok critically at the culture which has

shaped him, and to move toward reflection and positive -
action. upon his world {1970b:5).

% ‘,In addition'to bridging-the various hiiman needs,
. s . ' i RS
. S e

Fréire's anélly:SiS alSUlrel‘a:teS O 9artlculdr nF‘EdS.x He- ,
}
: £

takes accouh% of lower l@yol needs bv ahknowledglnq how

Y

closely,the Ulzlllment of,ihese npeds 15 bonnected with

Pl

. the social and,cultural éondltlogs in which people exist.
3 .. 14 o R

&

i

JOnly if the»éxﬁernalusitbation is strdcturally chan&éd,

-he'says, can people really be free from wOorry abouL

1 -

. ,

. .
physical surv1val and per nal security. Attentlon has
e : . 3

Gt
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already been drawn to. his attempts, where possible, toO
4 .
relate his educational process to developments in other

Q

Areas, e.a., aariculture. .
‘A

T

Freire tends to think about man as a corporate

being first, and asgan individual second. He thinks of
) D

changes in society, coming about thro hfcﬁ?ggzéte

aé%?on.d Indeed Freire rarely mentions the fulfillment

i B
Of individual needs. He.tends LO Lhink in mofe structural

and communal ways. The Iiteracy and'post~1iter?Sy pro- /:
B = ! 1 /
cesses can only be carried out in group situations. Thfre,

individuals receive the support, the criticism, and the
- 1 . ~
enlightenment of others (#.e.., they receive fulfillment
N . & N ° .
of many social needs) which enables them to emerge from

-

silence.

¢ o ! ’ g
The congern.of Freire about self-actualization,®»f

(though he .does not use this exact: term) is apparent 1in

his discussion of concepts like "conscientization"” (the

' “
‘ -

Coy e ' { . ' .
development of critical consciousness), 'generative

themes"” (codifications of the, concrete reality of persons'

in the post-literacy phase of adult education which

_enable "them to make.connections between their own

situatién'a?? the total extefﬁal_situéi%gh that surrounds

‘ )

~them), and "praxis" (the essential unity of reflection s
and urtion). . In all of these, there 1s the underlylng

o, . . L oo -
assumption of men ‘as creatures who must continually be

seeking fulfillment and completion, continutally be
N : L. : B

» oo
l

[] \

‘seeking'to "stretch."9,h , .
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a. As an event calling for the critical reflection
Oof both learners and educators, the literacy process must
relate speaking the word to transforming reality, and to
man's role in this transformation. Perceiving the‘sig-
nificance of that relationship is indispensable for those
learning to read and write if we really are committed to
liberation. Such a perception will lead the learners
to recognize a much greater right than being literate. They
will ultimately recognize that, as men, they have the
right ‘to have a voice (1970b:13). :

b. Existence, is more than just living. Tt is
living creatively, cuiturally, historically, spiritually

\\"‘(y’/Oa: 1/4).

C. The starting point for organizing the program
content of education or political action must be the
present, existential, concrete situation, reflecting the
aspirations of the people. Utilizing certain basic ‘con-
tradictions, we must pose the existential, concrete,
present situation to the people as a problem which
challenges them and requires a response--not just at the
intellectual level, but at the level Of action (19704:85).

.
d. Always acting as a team, the investigators .
will select some of these contradications to develop the P
codifications to be used in the thematic investigation
[emphasis mine] (1970d:105). S
e. The banking approach to adult education . . .
will never propose to students that they critiecally con-
sider reality. It will deal instead with such vital
. ‘questions as whether Roger gave green grass to the goat,
-and insist upon the importance of learning that (as
tpposed to) RAyer gave green grass to the rabbit. The
"humanigm" of the banking approach masks the effert to
turn men _into automatogs--the very negation of their .
vacation to-be more fully human (1970d4:61).

. Af. ... . . this effort at conscientizacao cannot
rest content with the technical or scientific ‘training
of intended speciallists. The new society becomes quali-

_-tatively distinct from the old in more than a partial

- way. Revolutionary society cannot attribute to technology
the same ends attributed by the previous society;

- accordingly, the training of men in the two sQcieties
»Must also differ. «Technichl and scientific thadining
need. not be inimicql+to hufanistic education {ds long .as
science and technology in the: revolufionary sgciety are
at the service of %ermanent liberation, of- humanization

- (1970d:157). B o : )

s

g.  Thematic investigation, which occurs in the
-realm of- the human, cannot be reduced to a- mechanical act.

S



.
4

As a process of search of ‘knowledge, and thus of creation,

it requires the 1nVeSthaLor to discover the interpre-
tation of problem in the linking of meaningful themes

The investigation w111 be most educational when it is

most critical, and mbst critical when it avoids the
narrow n‘nf"|1nac o n:xr+1:'l nr "fnrj'z_]17pd" view of

reality . . . (1970d 99).

LN . . :

- h. We must realize that the asplratlons the
motives, and the ObjéCthEu implicit in the meaningful
thematics are human-aspirations, motives, and obJectlves.
They do notw exist "out there" somewhere, as static entitie
they are occuring. They are as historical as men them-
selves; consequently, they cannot be apprehended apart
from men. . . . Thematic investigation thus becomes a
common striving towards awareness Of reality and towards
self -awareness (1970%198) »

: ».

., 2.__Expansion and change. In educational planning’

there should be concern with both gquantitative expansion
of education and its gualitative change. Freire's
views on "expansion' are complex. Om the ore hand he

acknowledges the need for rapid expansi8n of educational’
’ ’ . o

services to those Vast‘numbers\of peopie in the Third

World ‘who are outside’ oF any éducatlonal system an& are

-

illiterate. These people have obv1ouqu not chocen thelr

‘B own "marginality™ but have Bbeen deliberately kept ﬁme

~

educathon y what Freire calls acts of violence.?2

. On the other hand, Freire recognizes many dangers
% : '
in "ekpansion." “This pJde of Frelre s views can be in-
%

ferred from a carerul d;stlnctlon thati-he makas between
[

P

[

”modernlzatlon" and "development wb,C The former is.

. R

akpn to mean somethlng llke economlc—'ﬂechnologlcal

”upg?tlng. . To Frelre this klnd of quantltatlxe growth
P .C'\ . J .

~can¢%e dlsadvantageous to a country if, as S0 often seems

1ave been,the case 1irr the Third World, that cou try $

78
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Vs . -
dependence upon other nations is not lessened but 1n fact
) L

increaséd. Similarly there can be dangers in bginking
only of the modernization or quantitative updating of

educational services. Such services may leave students

AN

(and teachers) as enmeshed in the culture of silence and

as dependent as before.d

N »

The latter word, "development,"” Freire takes to

mean that kind of gualitative change in a sociaty (and

and H ol

in an educational system) which decreases dependence

upon the domesticating actions of q&bérs. This leads-
) . ) _

. P {, ) ‘
nicely to the second phase of .this discussion where" the
: . ~ n
forus is not "expansion'" but “change.'. . o o o

.

There is 1ittle doubt that Freire is not talking

3
about the .quantitative expansion of existing educational

» L}

systems. For example, his description of education as .

"cultural action for freedom" oOr ag a- "prgblem-posing" -

process outlines a style of education which is dis-

tinctively different fropm, the old.! He talks too about.

.

a new society that is qualitatively distinct from the

01d.® ."Revolution" and "liberation" are words which he

a

commonly uses when referring }o the extent of the change "

X

¢

; i L .
he deems necessary. LN ' .

o

'Freire givés'indipation oftthé'shaggﬂof‘these
qualitativi. changes he hopes for in the previpusly gis- O .

‘cussed thedry of dialogical culﬁural action. y The four

characteristics of this)principlq, co—operation,xkgityl
DA e : _ o _ O

organization, and cyl£ﬁréi synthed&is, when contrasted . .

5 . : R 4 K R . - .
. c e . ' %
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with what Freire believes to be the characteristics of
the present situation, conquest, divlde andvrule, mani-
pu#ation, and cultural invasign give further indication

that Freire is not just advocating "more of the same.”

*

-

a. Admitting the existence of men 'outside of,"
or "marginal to" structural reality, it seems legitimate
to ask: Who is the author of this movement from the-
center of the structure to its margin? Do the so-called
mardinal men, .among them the illiterate, make the’decision;

to move out to the perlphery of ‘society? If so, marglnallty

is an Uptluu with all that it involves: hunger, sickness,

rickets,  pain, mental deficiencies, living’ death crime,
promlscult}, despair, the 1m00551b111ty of belng. In fact,
however, it is difficult to accept that 40% of Brazll's
populatibn, -almost 90% of Haiti's, 60% of Bolivia's, about
40% of Peru's, more than 30% of Mexico's and Venezuela's,
and about 70% of Guatemala's would have made the tragic
choice of their own marginality as illiterates. If, then, |
marginality is not .by choice, marginal man has been ex-
pelled from and Kept outside of the social system and

ls therefore the ob ject of violence (1970b:10).

. b. It is essential not to confuse modernization
with development. The former, although it may affect
certain groups in the ”satelllte society" 1is almost' .7
always induced; and it is the metrOpolltan 8001ety which
. derives the true benefits therefrom. A.society which , .
is merely modernized without developing will continue-- °
even if it takes over some minimal delegdted powers of
decision--%0 depend on the ‘outside country. e « o In
order to determine whether a soc1ety is .developing, one
must go beyond certdin criteria based on indices of

"per capita" income.. . . a& well as those which con-
centrate on the study of gross income. The basic ele- -
mentary criterion is whether br pot the society is a\ -

"being for itself." . If it 1s~not the other . criteria
-1ndlca{e modern17atlon ratheh than development (1970d:160,
161) D , ‘

. o Development lw achieved oply when the locus
of decision for the transformations siffered by a being
is found'w1th1n and not out51de of him (197bd 172). Q

. d. The option for modern17atlon as agalnst
‘development implies’ the restriction, of cultural freedoM

as well as-the use of methods and ox techniques through

- which the access to culture would apparently be contrpolled.
It implies an. education for the maintenance of the status

quo, preserv1ng the non- part1c1patlon of the people in
H
IR . '

otk
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whatever the process in any Fleld- an education which,
instead of unfgldlng reality, mythifies -it, and con-
sequently, domestlcates_and_adapts.man,(l97@c;l73).

°

. ©. The new society becomes qualltatlvely dis-
tlnct from the old . . . (l970d 157).

DIMENSION SIX: CONNECTION 'TO ORGANIZATION

This dimension of the Paradigm focused upon the
. . - ; . v ) i
connection between planning and the l1ife of the system
be 1ng planned for. To be effeetive plannlng snould be!

llnked to the Ongoing processes of the organléatlon.: If

isolated, planning ¢an lose its impact and be only an .

academic exercise.

Three variables were iéentifiedi -(l) the nature

of the connectlon between !tannlng and orqanlzatlonal

processes (pOllcy maklng, dec151on maklng, 1mp1ementatlon
and evaluatlon);,(z) the authorlty of'the“planners; (3)
. \ . N :

whether or not the planning‘pfoeess‘iS'seeking to build

1nto the system being planned for what has been referred
| - S

to fas plannlng mlndedness.

i Cohnectlon between denang and. orqanlzatlonal

L

i

et

Qrooes§5§. A key concept for understandlng h0w Frelre

«

sees the oonnectlon between the plannlng prOceSS and

the- organlzatlon belng planned for 1s that of "prax1s na, b

ThlS conhept arlSEb out Of Frelre S anaIySLs of the
! . * & et o E
mean'ngeof "word.." "Word" has two connected elements'

L

& Ry . (

voes

re fl ction nd:actlon. If one of these elements lS

he,other suffers,‘lThere'ls,'acpordlngetpf7¢

R ' )
. .




reglonal scale where tpe polltlcaﬂ 81tuatlon alloﬁé

I . , 82
} . e
Freire; ‘no-true’ word (the word by which one transforms

the world)‘that 1S not praxis. Thus to Freire, people

in organizations. (or in society at large) cannot be

© .
]

I

divided up in such 'a way that there are some who do

“thinking" or "planning" and others who do)thek"acting"

or'?implementfng.ﬂcyd To plan in-Freiré's view, is to

think and to act. -In addltlon Freire would be‘critical
of the tendency to separate thlnklng and actlng by tlme

ile., to plan some people must erst of all thlnk about

and reflect upon what should be’ done andasecondlyz‘at a

1ace% tlme soﬁe‘other people should act.eu'Reflection

and action constantly 1nterm1ngle.

Pad

Tbere should be a»relatlonshlp of . praxls between

%
. . -

‘the plannlng pr0cess and the varlpus organlzatlonal

a0,

act1v1t1es of policy-~ maklng, aec181on maklng, lmplemen—
m ]
tation.and evaluation. For example Freire assumés that

his- approach undercuts some of Lhe usual dlfflcubtles

encountered in the 1mplementat£on of planntng. In Frelre s

%

-
approach there-l 11ttle chancg that those responsrble

LA

for 1mplementatlon w111‘n0t deeply de51re the 1mplementatlon
=Y s

b

’to;take place becauSe, in a_verylreal way, the plan 1s "

allea.dy thell{_‘.s ,g BN \" . ~. «. YI _",

Specgal organlzatlonal arrangements for carrylng

»out the plannlng functlon (for exagmle '1n the creatlon

Ve

off something llkesa‘"Plannlng Department") do not sasy

to be eseent%al , They may be useful on a, natlonal or

‘. v f\
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(freirefhimself worked with a national government planning
agency in Chile) and where the planners keep themeelves
in di*falogical relationship with the "oppreesed.” .However
Freire seems to assume ehat‘his building 8 praxis into

every aspect of organizational- ]1fe is a more fundamental
r

way of connectlng plannlng w1th orqanlzatlon ocesses.

1

a. The word is more ihan just an 1nstrument
Wthh makes dialogue possible; accordingly we must seek
its constitutiye elements. Within the word we find two
dimensions, reflection. and action, in such radical. inter-
actlon that if ‘one is saegr flced——even in part——the other
immediately ‘suffers. There is no true word at 1s not
at the same time a praXLS (1970d:75) w

e

s

b. Sacrifice of actien = verbalism
' Sacrlflce of reflection = a&ivism (1970d:75) .

: c. Lenin's famous st%tement. "Without a revo-
lutionary theory there can be no revolutionary movement” , ¢
means that a pevolution is achieved - -with neither verballsm\
nor activism, but rathe. with praxis, that is, .with /
reflection anJ ggtlon dirgcted at the SLructures to be ‘
transLormed. The -fevolutionary effort to transform these - =»
structures radically cannot de51gnate its leade}s asﬂltg .;
thinkers and the oppressed as mere doers (1970d: 11@'?170)

d. The leaders do bear the responSLblllty for ©L k”
cosordination--and, at times, dlrectlon-—but leaders who o
deny praxis to the oppressed thereby 1nvallddte their own:
praxis. By imposing theéir word .op others, they falsify
that word and establish a contradlctlﬁafbetween their .
mEtbOds -and” their obJectlves ngﬁhe} sdge truly committed
to’ llbera*lon thelr acthﬂ“and ré%}ect n canpot proceed f
wnthout the actlon and. refl étlQn of bthPrs (19704d: 120) f

PR R A v / -

el ,Let me empha51ze thatﬂmy defense Gf ‘tHe praXLS
implies no 01chotomy by which this prax1s could be NI
lelded 1nto a prlor stage of reflectlon and a subsequent

stage of action. (4970d 123) ‘ : L K .

o T

- £, - For the antl dlaloglcal banklng eduCa%or @he:

questlon of content 51mp1y concerns the program about_
which he will dlscourse to 'his students, and he answers |
his-own questlons, by organlzlng ‘his bwn prbgram. For the
dlaloglcal problem* pos1ng ‘teacher-student, the’ program
content of education is neither a gift nor an imposition
‘—bltS of 1nfbrmatlon to be dep051ted 1n the students~-

. ? - -
n T .
. PR &
- s . o . . - .
* " L L -
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but rather the organized, systematizdd, and developed
"re-presentation" to 1nd1v1duals of the things about
which they want to know more (1970d:82). -

[In the development of the generative theme ]
ThlS dlalectlcal movement of thought’is exemplified per-
rectly in the analysis of "a concrete, existential, "coded"
situation. [The coding. of an ex1stentlal 51tuatlon is

the representation of that situation, showing some of its

constituent elements in interaction. Decodlng is the
critical analysis.of the coded situation.] Its "de- :
coding" requlres mov1ng from the abstract to the concrete;

" this requlres moving from the part to the whole and then

returning to the parts; this in turn requires that the
sub ject reCOgnlzes Himself in the ob;ect (the coded con-’
crete existential situation) and recognizes the ob ject

as a situation in which he finds himself, together with. .
other Subjects @1970d 95 96). )

s , . .
2. Authority of planners. Offe of the marks OFf

K

uecond Genératlon Educational Plannlng is that those who

v.plan Jhould not be 1solated from-the organlzatlon for’

® ~

whlch they are plannlhg. Kn the precedlng sectlon of
Q‘ .
thls chapter it was seen that ln Flelre S approach to -

]

planning a very "strong connection between "plknner" and.’
the ‘organization. is assumed. B s

' >

0

' The focus now is the question of the authority of
the‘planners. Whlle the purpose here is not to become

deeply enmeshed in a dlSCUSSlon of the concept of

-

authorlty, it is p0551ble rather 51mply, to dlstlngulsh

A

several ways in which one, person becomes auLhorltatlve

"

to'another. ThlS can be- done by 1dentrfy1ng where the -

locus of authorlty 1les.f

-

Authorlty can ‘be located in an organlzatlonal
. ) ‘

' AN
9051tlog It can be located in gharlsma. It can bse

e located Ln profe851onal e}perb;se.‘ It can be located in - -

e — LA . . .
N

2
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all members of an organization in such a way that it is

shgred{ % : ' ' , .

' ‘_Freire is very distrustful:of all but the last of °
the's"e'categories.a'b For example, he discusses at oon—
.siderable 1engtn the dangers of Qesting autnority in
pOpullSt leaders with charrsmat;c gifts.” Such leaders,

even 1f they pave the 1nterzsts of others at heart still

«_plan;for and not with other$§, and therefore still leave

tl‘i-othersc in a situation of dependence C d | W
’ Freire prefers Lo thinpk of‘authority as being
shared, as arising out of'processeS'that happen between

people. The person who lS authorltatJve LS the one who

i "1n dlaiogue E& th," “in communion wi ith,"” "reflecting
.
e,f,g,h '

and act1ng_w1th," "exper1enc1ng Wi th" others.

' ) a.. Organlzlng the peOple is the process in
"which the revolutlonary leaders, who are prevented from
-~ saying their own word, initiate the experience of learnlng
how to name the world. This is.true learning experience,-,
. » and therefore dialogical. ' So it is that the leaders
=+  cannot Say their word alone; they must say-it with the
people. Leaders who do not, act d1a10g1carly, but insist
;, upon imposing their dec131ons "do not organize the people
. ~-they manipulate theim. They do not liberate; ~nor” are’
. they llberated they oppress (l970d 179). .
. "b. -Both" cultural actlon and cultural revolutlon o
‘ .imply ‘communioh between the leaders and the. people CHPNRE
I subJects who are transformlng reallty (l970b 52) -"a
c., Attemptlng to liberaté the, oppressed W: thout
their reﬁlectlve participation in |the act of liberation |,
" is to treat them ‘as objechs’ which must be 'saved fron a
__ _burning Building; it is- to’ lead them 'into. the populist
. #%pitfall.and transform them into masses w}uch carybe '
e wmnlpulgted (19704: 52) ‘ 'v’”
‘_‘;;:>;7 d. ‘The pOpullSt leader Ve is an amblguous belng,..'
amphlblan" who 1lives in two elements. Sh&ttllng‘back
~and forth between the people and the domlnant ol;garchles he"

e g
. . ) . b . . /;

4
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» f o ., . < —_—
~ bears the marks of both groups. Since the populist ]
-+ leader simply manipulates, instead of  fighting for authen-
. tic pOpular organization, this type of leader serves the
evolutlon little if at all (1970d 1479,

s

a. How can T d1a1nﬂnm if T always proiect Ny
ignorance into others and never perceive my own? . . & B
How can I dialogue if I consider myself a member ‘of _
the in-group of "pure" men, the ownersg’of truth and know- i
ledge, for whom all non—members .are "those people" or _
"the great unwashed.” 6 How can I -dialogue if I start from,
the premise that naming the worid is the task of an

elite .. . . ? How can I dialogue if I am closed to--

‘and even offended by-~the contribution of others? . . .

Men who lack humility (or have lost 1t) cannot come to,

the peaple, cannot be their partners 1n namlng bhe worild

(19704: 78 79). o ) o _‘;/;_;J///f :
f. In dld;oglcal accron at no stdge can revolu- ‘

‘tlonary action ﬁorego gommunlon wrth the‘people (1920d 171).

Jl\ #
g In c1t1ng Guevara and hlS w;tness as a guerllla

. - we do not mean to Say that revolutlonarles elsewhere are
" .- Obligeéd to repeat ;the same wgtness. What . is elssential
© 1s that they strive to achikw¥e ¢ommunion with the people
as he did, patlently and unceaSlngly§« Communion with thé
© pedple . . . is one of the fundamental characterlstlcs R
‘.“of cultural action for freedom (1970b 46). - B ' ~
. b ; .
S - h. Authentlc authorlty is hot afflrmed as such '
::by a mere transfer of power, but through delegation or
in sympathetlc adherenée. ' If, authorlty is merely trans-
ferred from-'one group to- another, or 1is ;imposed.upon - .-
‘the; majorlty, it degenerates 1nio aubhorntarlanlsm (L370d

.

.
;
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Second Generdtlon Edu-

catlonal Plannlna cannot be completely‘predetermlned but .

must become part of the lrfe—style w1th1n the organlzatloqaa

Frelre E approach seems te acknoﬁledge the 1mportance of

Ao . * -

. this concern through concepts 11ke "praX1s ¥ "permanent ;;ﬂ

S,

dialogue, ""consc1entlzatlon,' "reallty in process,? by '

!wﬁlch he- bell vés that 1nv01vement in on—g01ng plannlng ‘T N

\ :
. by ll persons‘w1th1n the organlzatron w1Il naturally

‘ \
and SpOntaneously occur .2 : € ALl;or Lhe e concepts assume

,’ ‘.‘ l

4;‘ B : ’
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%‘ 1nvas\10n" . (1970d 156, 159)

S
. e

““constan
d N ! ' .

»

s ' 'and, thereby comlng to. know it- ¢ritically, bubt in the-

,

[ . A

that all persons can be actlve sub]egts capable w1th
others of assurlng tha\>any organlzation to which they[c

belong w1ll constantly reassess 1tsﬂd1rectlon in the
¥ b c, d e Con § . \
llgHt of new reallty : S e

PR N ! 3 * ) . . . ’ ’ o o n . .
v ‘ N [T ’ . w
‘ a. Cultural revolutlon develops the practlce of o
permanent dialogue between Ieaders and, people, and

.consolldates the participation of the people in power. °

,En. thls way, ‘as ‘both leaders and people continue their -

crltlcal act1v1ty, the revolutlon will more easily be _ ',
able to, dafengd itself against hnr@art cratic tendencies. ”

—— S T -

(whlch ledd to new forms of oppress1on) and agalnst

5 N In cultural synthe81s there are ho 1nvaders,
‘nence there dre. no 1mposedumodels.= In-their steaﬂ
there are actors who cr1t1cal1y ahalyze reallty (never
separatlng this analysis from actlon) and intervene as i -
subjects in the historical process. Instead 'of followiwng ¥
.predetermined plans, Teaders and people, . . . togéther S
create the guldellnes«of their action=(l970d:183). R

o T b
SR C. The unflnlshed eharacter of -men atd the ' S
transformatlonal character of reality necessi atgﬁxhate '
educatl be an onge;ng activity.=» Edutation Ps us o

flf emade 1n the prakls (l970d 72) : B »
e : [ ‘ .

d. A revolutlonary leadershlp must accordlngly' / ‘
practlce coJLntentlonal educatlon.' Teachers and studen s/
(leadershlp and people) co- lntent on reallty, are both \ -
subgects, not only in the task ,of unvellihg that reality

‘tagk of re- creatlng that knowledge. - As they attain. thid
knowledge of reallty through common refiection and
.action,. they discover themselves as, 1ts permanent re= [
creators (1970d 56).. ., , el

: 1 v 2
5 .

. f,e. After thé revolutlonary reallty is 1n‘ i
conscientization continues to be 1ndlspensable.‘fltf_Ly
‘the 1nstrument for reJectlng the culture myths whicl
remaln in the people desplte the hew reallty. Furt er

to deaden the revolutlonary v181on (1970b 48).f y

C—_— t
] s 5

-I'_[D;‘ME:NSI_ON-SEVEN: | PARTICIPATION L
. ' | ¥ : .' . L E N : E —{'.‘
'_Thi’ dLmen81on was . broken down lnto two Varlables.
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) un0rqanlzed 1ay peOple more partlcularly the pros*

o

R . . - LY , )
B Ce -
. .

-

-~ . N

o

(1) the questlon of yh part1c1pates~'government high—

'I

88

B

SRR,

Ievel educatibn profe581onals organlzed societal groups

=)

administratdrs; teachers 1earners the mass of lay people;

(2) the questlon of what ﬁg;_ of part1c1patlon——does 1t

P

tend to be dlrect and actlve ordlndlrect and reactlve?

=

o . 28 =

Al i:—e'fit‘

‘;g Who plang. In terms of the rahge of perle 1, ,:

ks
¢

, EFrom whom partlc;patlon mlght be °Ought there lS little

. doubt that Paulo Frelre 's prlme concern 1s w1th those in

/"“

Te

the latter end of the range. eAs béfore noted W1th0ut gés\

"the part1c1pat10n of ~ the unorganxzed masses the develop-'*

ment's he advocates cannot even begln. When theﬁ\bntext

e {

allows Frelre advocates movxng as far as poss;ble "uR"

AR e 2 ™ :
the range of people but certalnly the persons from whom

\
=

anvolvement must be sought and galned are the masses the-

¥ i

-

ﬁectlve Lgarners.. '~f N ;M=\ A RS | N

: ° ’ e ¥ ‘
m

noo T Just as an underdeveloped soc1ety cannot develop

Qias OppOssed to "belng modernlzed") unless it is- the

W o4

source of 1ts own declSlOnS about change‘ S0 under-

N 4

developed 1earners cannot develop unléss they are the”

N

source of thelr own dec1s1ons about the educatlonal {

process.b ‘A recurrlng theme ln Frelre s work 1sfthat
L\
swch peOple can never - be planned for..To plan 1s to plan

~yith. To plan ﬁg; is to commlt an act of v1olence <, d e £

There is uto Freire another group who must be

N

inv01Veda Thls 1s the leadershlp group.* This group may

Q}’ - ¥

—

N R , . DR . -
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some of these persens‘are from the "upper" end of the

S l range (and Freire acknbwledges that\}n every revolutlonary

.md ment he has studled there have been such people’) they

mugt SOlldly;ldentlfY with those at the "1ower"nend»

“ and accept them as equals.9Y . ’ o '

. a. ~Many political and educational plans have -
failed because their authors designed them according to

' their own personal ews of reality, never once taking
into account (excegzlEs\me;e objects of their action) =
the men-in-g-situation toO hom thelr program was osten81b1y
directed (1970d:83) *

BN

\

, b, If nmen, as hlstorlcal beings necessarlly
engaged with other men in a movement of enqulry, did not
control that movement, it would be (and is) a violation
of men’s humanity. Any 51tuatlon in which some men pre--
vent others from engaging in the process of enquiry is
one of violence. The means used are not 1mport§gt; to
alienate men from their .own decision-maki 1s to change—

ng ////////ng ;

them into objects (1970d:73).. *\ o

. Ca Revolutlonary leagers canﬁqt think x;thout
“the. _people, nor for the people but only‘n;_h the :
people (1970d=126) . ‘ _ .

- d. ‘Scientific revolutlonary humanlsm cannot, in
the name of revodution, treat the oppressed ak obJects
£o be analysed' and {based on that analysis) presented
with prescrlptlons for behaviour. To do this would be
to.fall into one of the myths of the Oppressor . ;deOIOgy~*
the abgolutizing of jignorance. The myth implies™thd~ = '
ex1stence of - someone who decrees the 1gnorance of ‘some- .
one else (1970d:128 129) v I S

) \' v v 4 the program for such action [to restore
" cultural. freedom] cannot be chosen: exclusrvely by those
‘who initiate it but must also be chosen by the popular
\groups- who, as much as:-the others, must be subjects in
he act of know1ng ‘reality (1970c :175). -

: . [Frelre quotes from MaoaTéedTung]

All work done, for the masses, must start from their needs

. ‘and not from the desire of anxg1nd1v1dua1 however well-

- intentioned. It often happens that obJectlvely the
ma ses’need a certain change, but subJectlvely they, are o
not yet conscious of the need not yet willing or deter-
mined to make the change., In such- cases, we ghouldawalt-v
patiently. we should not make the change unt11 mopt of

: s o . - B
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'th masses haye become conscious of the nted and are
wx 1ng and determined to carry it .out. 0therw1se we
shall isolate ourselves from the masses . .. . . There-.
.are two pr1nc1ples here-‘ one is the actual needs of the
masses rather than what we fancy they need,, and, the
—otheris the wishes of the masses, who must make up
their own minds -instead of our maklng up ‘their minds for

them (1970d 93). e . ;

A

g. Usually this dershlp group is made up of
"men who in one W another have belonged to the social
strata of the-dominators. - At a certain p01nt in their

i ntial experlence under certain histori®al con-
dlthnS ~these men renounce the class tp which they belong
and- join the oppressed in an act of solldarlty. o v s
Whether or:not ‘this '‘adherence results from a sglentlflc
analysis of reality, it represents (when authentic) an
act of love-and true commitment. J01n1ng ‘the Oppressed
requires 901ng to them and communlcatlng with them.  The
people must find themselves in the emerging leadgrs, and.
‘the latter must frnd themselves in the people (1970d 162)

¥

. : A
0

2. ,Thé foym, ofspart1CLpatlon. The kind of par-

4

t1c1patlon Frelre advocates from the people Just des-—~

rlbed above 1s/d1rect\and actlve.a b 1o put it in his

/ - < ¢
1anguage the form of part1c1pat10n 1s to be- glgglcal

No lHle&dUal or group of 1nd1v1duals has the rlght

elther to 1mpose thelr views upon others or to achleSCe

in the v1ews of otherszv i.ed, no person can plan for or ..

"be pLanned for. Learners cannot impose upon,teachers,-nor

- - .. -

S eachers 1earners.? ProfeSSional“perSOnS~with expertise
rea of knowledge cannot lmpose thelr vlews on'

o others and }n fact requlre the completlon of thelr frag-

T~

mented v181on by the addltlon of. the ex1stent1a1 know—

\
ledge of the real world\brought 1nto the 51tuatlon by

1 1

the(learners. Wlthout thls dlaloglcal actlon everyone s
. 3

.vview‘is'much 1ess-comp1ete_than;1t needs-torbewd

. In_the‘ohort-rdnp’thefplanning‘process reguires
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the direct and active participation of those on the "lowar™

“end of the range of persons described above. Without

e YT‘ v' B B R . - :'
their participation the process cannot even begin.®s»* %

With the exception of the leadership group who may com:
from any part of the range, participation of others higher

on - the range Frelre sees as de51rable but not necgssacy. -
,-1;3‘ .

In the long-run, of course,'l.e., in rhe cultural’ Tevo-
lution stage, active direct involvewe . must ¢ome’ £rom
all.

‘ a. Dlalogue with the people is radically necessary
to every authentic ‘revolution. . . . Its very legitimacy
lies in that dialogue (1970d:122).

b. At all srages of thiér liberation, the
,oporessed must see themselves as men engaged 1n the onto-

logical and historical vocation of beccming more,ﬁully
human (1970d 52%: ‘ : R

c. A revolutlonary leadershlp must accordlnqu
practice go-intentional education. Teachers and”students
(leadershlp and people) ce-intent on reallty" are both
Sub jects, not only in the task of unveiling that reality,
and thereby comlng to knOW it critically, but in the
task of re-creating that knowledge. As they attain this
’ knowledge of ;reality through common reflectionsand action,
they discovei themselves as its permanent re-creators.

In this way, the presence of the oppressed in the struggle
~for their liberation will be what it should be:  not
pse?do—part1c1pat10n, but committed 1nvolvement (1970d:56) .
: d. . . . the so- called "specialists" become
generally 1ncapab1e of thinking. Because they have lost
the vision 'of the whole of which the1r‘"spec1a1ty" is
only one diméension, they cannot even think correctly in
the area of their speclallzatlon (1970b: 49)

, - e. It is absolutely essentlal that the oppressed
partlclpate in the revolutlonary process with an in-
crea51ngly'cr1t1cal awareness of their role as .subjects |
of the transformatlon (1970d:121). S :

o f. It is only the oppre§sed who by freeing.
themselves, can free their oppressors. ;The latter, as’
an oppressive class, can frég ngither others nor themselves.
S - N R / SR T
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<o+ . T P hel aonl of the opnrosmsed Do b0 Dooaro more ¥

- / i ' ' Lo . :

Dully humaenyg they will nor ocbicve “helr aoal by morels
f the cont racict Lon,

roversinag the terms o by simply
changina pples (1970d:42). o
/ o A
\ :

THe 1 b consblitaie

1

L]
. 1 .;’/ IF Iearning to road and wr
anooact k):’/knozﬂ,na, the learners must assume from the
beginning the role of creative subiects. . . .
R - e
Learning Yo read and write ounht to be an owpor-
to ¥now what gpeaking the word roally
“~flection and action. As

. - . . . . . - . .

tunity for men
means’t ;a4 human act implyving
. such iY is a‘primordial human right and not the privilege

]
Of a few (1970b:12) .

: ~ CONCLUDING NOTE

\ / While savinag tho bulk of evalnative remarks until
‘ﬁ)‘f ‘ .
~1';_1tr_/r”:, there Ls perhaps one  brief comment which might pe’

H .
that Paulo Fraire's approach

<

madd 3¢ this time. This is

-to planning does seem to have within it material that

relqtes to all of the dimensions of the Paradigm. There

are No dimensions or variables that are disregarded.

"



C@Kpter \%
- UNDERSTANDING THE APPﬁOACH TO PLANNING .OF WALTER WORTH

7

DIMENSTON ONE: ORIENTATION

The first dimension of the Paradlgm to be applied
B .

Is that of orlonoatlon. In planning, expllclt attent;on

'should be given to the overall perspective out of which

*he planning arises. The four variables within this

dimension were; (1) ucknowl@dogment of the phllOSOphlcal
buso‘(rho general )hl]osoohlra] perspective of the |
plonner, including his roots); (2) the vigw of education
held by the planner; (3) & stance to the“futune, and

(1) awareness of various means of approaching the future.

1. ~Philosophical base. In terms of géneral

philosophical perspective Worth, in A Choice of Futures,

would seem to be quite. solidly within the 'influential

North American liberal tradition which emphasizes progress..

through technological advance, pragmatism, individualism,

reward based uvor individual achievement, optimism, and

reform (as. opposed to leav1ng Soc1ety the Wby 1t is or.

to revolut1on) R

The discussion here only toucﬁesfupon wOrth's
views in tﬁo,of,these arééé progress through technologlcal
) L

advance, and optimism. He speaks p0s1t1vely about tech—

93



.

- T

e

t

=thought; For example 'two peOple whosevv1ews he is

94

nology 4s a major agent of social change, and aidh:Bng a
i

means of extending man's control over himself a 1S

environment. While he does say that tethnd}oéé.can be

) ' )
used for negatlve purposes he ddes not . dwell on these,

but empHlasizes the p051t1ve beneflts that w111 be derrved

‘from further technological advances.=~ Technology in itself,

he says, is value-free.2 P’

I

Optlmlsm to Worth, is perhaps‘the,most'signiff—

cant dr1v1ng—F0rce behlnd a soc1ety ] endeavours to move

»
-

ahead. hose who are pessimistic, and in this group WOrth
1n§1udes those who seek a reorganlzatlon of the North
American economlc and social system do not merlt serious

(oon51derat10n.c ,d Worth hlmself is very Optlmlstlc

move creatlvely into the future/e £,9

In terms of the questlon of roots wOrth’acknow—

ledges the contrlbutlon that others have made to hlS .

qulte 1nf1uenced by are WllllS Harmon an expert 1n the

fleld of electronlcs and communlcatlone and Ludw1g von
Bertalanffy, a blOlOngt and developer of generaf systems

theory. From the former wOrth draws con51derab1e materlal

for the 1mportant dlstlnctlon in'A gh01ce og Futurgs,:

E between "second—phase 1ndustr1al soc1ety" and "the person—

centred soc1ety," and . from the latter- WOrth draws the
W R

N S NUUURIPE S
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overall model for his view of a sound'educaéional system
and a sound,society.h -

One other:comméht'is made¥With regard to“the
question of rootsa the Just over ‘four hundred refer—J

‘ences in the Blbllography of A. Ch01ce _of Futures (1972) S

the vast ma jority were written in thevlastjthree’or four

years. None was wrYitten before 1962. Approximately two

v(}u'

: hundred and seventy of these references are Canadlan.

Of the rema1nder,’appr0x1mately one hundred and “ten aré

£rom the United States, around twenty.from the Unlted\_',

Kingdom, and just under ten from EurOpe.‘ | |
The roots that Walter WOrth exp11c1tly acknow— .-

1edges therefore have the follow1ng characterlstlcs.

they are predomlnantlv North Amerlcan; they are contem—

porary;,they are,based 1n ‘the sc1ences natural blo—y

'1ogi¢51,}gnd sooialg theyfare; more'oftentthananot,..s

professionglweduoators.

’ 'a. . . . no ohe need Fear»the fut're.~ Because
‘for the first time in- history our -society_has the

awareness and the technologlcal means nged d to control
-change and to choose our destl a - -

RN . b.v Technology 1s in’ ltsel . Vi lue free. LIt is
" capable of dehumanlzatlon and value- tstortion only if
“;1ts human programmers w1sh or’ allow it to (1972 216)
LT Che e optlmlsm supplles the bas1c energy R
.of s001ety. Pess1mlsm 1s 81mp1y ‘a waste of tlme (1972 233)
3 : - [Interv1ew] o Sheas -
-Wo;th Generally, these peOple [the radical crltlcs]
‘Wweren' trjust being critical of ‘educationj they were
“usually belng crltlcal of the ‘'whole soc1ety in saylng,
. "You know .you guys are Just wast;ng your time talking
: about. educatlon,.’uua;. We've got to be. more: funda—***
' ‘mental and reorganize the wholi;economlc and-. soc1a1_:

At L e



system." ; :
- Question: You ould cla551fy the people who feel that v
- the whole social system must: be reorganlzed as part of
. the ™pessimist" group? ‘
- Worth: '"Yes" (Challenge 1972.18).
‘ : e, The adaptatlon ‘revision and transformatlon -
"'of education w111 ‘require an outlook of optimism and - -
w1111ngness to act upon devotlon to mankind. Accordlngly,
this report’ urges the development of a vision for:edu-
catlon that is reallstlcally 1deallst1c (1972: 41) o
- £ ThlS report conveys a strong plea for optlmlsm E
_ and actlon in planning for edutatlonal change. " Optimism R
and actlon Supply the basic energy of c1v1llzat10n.,. o
- Any other stance 1s merely a waste of crltlcal tlme (1972
297) : _ B

-

g. Rec0gn1tlon that eduoatlon must become llfe-';;i~”‘

long, lifé~wide, and future~a§med is 1neV1table (1972.
153) S S e o e

R o I Ludw1g von Bertalanffy a dlstlngulshed Un14
ver51ty of Alberta professor through the 60's and a - .
<b1010g1sc of world rank, was the chief developer of ‘what -
is now known as. general systems theory. His: theory, )
which -has’ its roots in natural law, has. come to be.
reCOgnlzed as..applicable to both nature and society. . -
« «, - The Commission supports this'view as a model for ‘.
a healthy educatlonal system and a healthy soc1ety (1972-

v ‘ .

' Z;n Vi 1 of eduggtlog. WOfth acknowledges the

| =hlstor1cal Slgnlflcance -Of that v1ew»wh1ch sees the v_;g‘[.{f

"

. ‘;educatlonal process as.’a means\of enabllng persons to-

take mOre advantage of the beneflts offered by soc1ety.,(r~‘n
' But WOrth sees that thlS tradltlonal v1ew Whlch tends-to

regard educatlon as a pass1ve servant“of soclety must

3

,0 "»

:v;be expanded to 1nclude a more actlve role es a- creator

'*f'of soc1ety a,b

The development of the latter v1ew of educatlon

"d7can be - encouraged says WOrth through the acceptance of ’°;{ﬁh:7“

’5the follow1ng general goals for educatlon' perSOnal

"n?”_.< k e

e
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]f s ,*autonomyc(to nurture growth toward self-hood and 1nd1v1dua1-
x' freedom); soc1al competence (to nurture the capac1ty for* T
. satlsfylng relatlons w1th others),‘ethlcal dlscretlone (to Co

nurture the development of personal values and A soc1a1 v

CWt PO R v

- consc1ence)r.creat1ve capacltyf (to nurture growth of

- S

broad 1elsure and recreatlonal 1nterests and SklllS), =

Career prOflClQnCYg (to nurture the development and malnj’ I
’ tenance of. occupatlonal competence) and; 1nte11ectual ;

powerh (to nurture the use and exten81on of 1ntellectua1 o

B}

4

and aesthetlc abllltles)

: Preparlng persons to fltglnto our soc1ety and’
stlmulatlng their interest in movement up the :socio-. " :
o economic ladder have ‘become central goals of. ouq_edu—i B
-+ " cational system.» Hence, schoollng has been not a cause -
‘of "society but a consequence of society. . .. . In ;the-
future these tendenc1es ‘are likely to:be mOdlfled or
- changed.n . e The sc0pe of .the total: educatlonal enter— .
& prlse embrac1ng a varlety of institutions , agencies and’ ’
xesources will grow until it permeates the entire, SOClalf‘
fabric. The intent will be socially.responsible indi-. L
‘-f V1B§a11zatlon ‘that helps:set Joose the- creatlvlty,_ : :
inventiveness and - unlqueness of all 1nd1v1duals through-'
out thelr lives (1972 :45). e R
R -'*b In Alberta soc1al\ob3ect1ves must rank with,
1f not hlgher than the economic? obJectlves of educatlonal
plannlng. e Plannlng to attaln social change must e
first.be based upon- a-clear ‘statement of ObJeCthES.
General goals such” as’ those given earlier in this: report
;can be: used as a gulde to dec151on-mak1ng (1972=220)
o . s
Zﬁ’ff _¢V - [the goal bf personal autonomy]
A future 1n -which.- ‘values; regulatory systems and 11v1ng
hablts w111 be constantly analyzed and rev1sed ‘Wwill- place

LY

.severe stralns on. lndlvaduals.‘ In: partlcular thls will. :F@f_

affect “the™ capac1ty for: de01510n-mak1ng._, % To offset
thlS ‘condition, ‘ihcreased attentlon.ﬁhould be dlrected to

. ; -development angd’ personal,1ntegrat10n-ﬂt01understandlng
.and 11v1ng Wlth oneself (1972:47).rri;;~, : X NGRS

L [Soc1a1 competence] e s -
To help 1nd1v1duals cope with dlfferent norms governlng
1nterpersonal relatlons dlver31ty 1n 1ife-sty1e el




S

. overcrowdlng and shlftlng soclal values requlres emphasxs

"[To curb the.continuing. deterloratlon of the phy31cal
~and . social enV1ronment,,to counteract the threatened-"

qupon ithe. skills .and attitudes essentlal to co—Operatlon,’
,1nteract10n and companlonshlp.e Learnlng to Ytive with.

others 1is fundamental in forging the common honds that
hold socmety together (1972347) “ s

/ .

‘98

el [Ethlcal dlscretlon] T e _“51v5“" .

-1nstab111ty of " the: soc1al structure and to prevent the

- loss of" prlvacy, greater 1nd1v1dual awareness -of and
commjtment to, values dppropriate to human. surv1val in-
a technocratlc age . should be cultivated. ... « A life
“of ethical and moral action is also the key. to experlenCLng

R

,personal fulflllment (1972 47). ‘;g-vf AR

AR [Creatlve capacrty],f' U e S v:;;:lf’
,In the future most of us’ will play more ‘and work less.,, £

e te e Lelsure for pleasure must be valued as an. opportun1ty
for phy81cal 'mental »cultural and emotional: fulflllment.
‘The task of. educatlon is to enlarge the range of optlons

for: such achlevements throughout ‘the individual's life '

" (1972:47)./"

span SO :as tb make lelsure an asset rather than a. burden’

o/

, [Career prof1c1ency]

.'Part1CIpatlon inwthe world. of work Wlll remaln an eco—-

[’and form of this part1c1patlon will. undergo contlnuous, ‘
1 not drastic modificdtion for large numbers Of people.

Hence, 'the educational system should encourage differing .
: perspectlves about  work, both for evaluatlve and practlcalmd‘

Aw_purposes (1972:47. 48). &

R h. ;[Intellectual power] )
- //Cur1081ty and concern, supported by the SklllS of enqulry :

nomic-: néce551ty for most,  as’ well ‘as ‘'a means of satis-
factlon for many. But, at the same time, the nature

0

W :
L/ R ? Lo . FE
N L L =

and communication, are: central to’ thlnklng, feellng and:
know1ng.. Accordlngly, there 'is a confirmed peed to .

]

PN

reaffirm the ‘intellectual “and strengthen\the aesthetic ;-;hhfff?

components of educatlon (1972:48)3>v”_,, SRS



j ;ba31c 1deals of ‘the Comm1ss1on on. Educat10na1 Plannlng.
| WOrth attacks repeatedly the rear-v1ew mlrror

'”obse351on of current educatlonal practlce in whlch what A

R

f:;is, and what has been become the strongest determlners/

fof what shall be e f Such an obse551on he belleves
. 6-. Se,

w1ll be 1ncrea31ngly dangerous noﬁ only fOr the fle&d

of educatlon but for soc1ety as a whole because 1n a

o

:‘rapldly changlng technologlcal soc1ety more and more of ;_'.;j{7

~

the characten of our future 11fe can be shaped by default g

Just befdre A Q gg Eggu;gs (the tltle 1tself

suggests an actlve stance to the future) was released to }15"

_'the Publlc‘ WOrth was asked 1n an 1nterv1ew whether any : dh

v ,'\

of hlS v1ews had changed durlng hlS work as Comm1s31oner

* ¢

.'ﬂ'He responded’that there had been Several changes, and
\ e

ffn'that one of the. most 1mportant of these was the development// ‘q
_j;of a futures perSPQCtlve-h;.igwfgﬂ TR SR

)~ . 'l'

o L We have been colonlzed by the past., Surely

‘~.our 1esson is” ‘that ‘we must not constraln the- future._ Our \
l]task ‘is to. Open AE-=-to: 1ncrease each individualls’
“qf,vadaptablllty by - helplng him ‘discern the: pattern of future

© . events so-that ‘he may reach out .and humanlze distant. .;;«/;y;,
:.guxrtomorrows (1972:37) o .,;__,v_ P .;v,,“_,g,‘_ id"vY:“tf'%

{~-~ RS :b.J,A ch01ce of futures.lnvolves the dellberate }\r,‘j,;
;;;iselectlon of ‘a set of. dominant’ values and beliefs’ thatA Lo
- 'direct the act1v1t1es of socxety and the llves of 1ts;

‘“'members (1972;30) R L LR 1 S

: *The Comm1831qn belleves'that the'future ofh?&
ion is both vital and negotiable.: . ‘ e

_olds’d3§ends on-.all of<us
: 5 “{’and on. what we' do*(1972:Introduct16n)

L I IV LR




o el The Varlous phasss and 1nst1tut10ns w1th1n B

"-our educat10nal system can' guite readlly be a881gned SRR
~ functions that are “in harmony ‘'with their relatlvely

: »11m1téd purposes. -  But they must also function: to serve‘;

'vf ‘a larger purpose;, one, that by its very nature must en- .

compass them all-—theﬂshaplng of our future 61972 63) »

SR f. Marshall McLuhan 1s dead rlght when he
1dent1f1es schoollng s redr-view mirrot, obsession--in = - _
’fact, this. may be’ ther most 1mportant of all his observatlons..‘
Somehow ‘the content of our programs must. be’ redlrected R
. towards helplng individuals gain a perspective.on thé
o next soc1ety and the now—-not the nether (1972 193)
w*fv' g.» A soc1ety w1thout c0ntr01 over change is as
; soc1ety with its future. put of ‘control; and, therefore o
“‘\\1ts educational system will be out- of control toq St
R (Challenge 1972: 40) "j,~ qb,,‘. Sl S ;5314 ER
. h. [On changes in our v1ewsj < IR
1 can clte some thlngs that I think have been 1nfluent1a1..
For. example I 'think that the futures*perspectlve which
‘Toffler's’ work 1ntroduced into my thlnking and .the, SR
thlnklng of the Comm1551on ‘Board wasn't there when. we.,“"j‘
started.- Yet .you w111 see when you- get the report that S
" this is-a very 1mportant aspect ‘of ‘the . way we percerve gﬁ;’f o
e plannlng going forward in the future ‘and the way in = - =" A
Niﬁ- which we see currlculum belng developed 1n ‘the future L
(Challenge 1972 24) T g e e

voe

.

‘ were outllned Ln the Paradlgm (the future as a contlnuatlon

-
.,;;,.t_. o

.uh;:of the present the future as an, extrapolatlon q; the
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upon whléh WOrth bUlldS mth of hlS appr@ech to plannlng.

Among other contrlbutlons thlS approach he belleves

prov1des a way of generatlng and evaluatlng dlfferent

alternatlves—-an 1mportant d1mens1on of plannrng for. the
\ © PR R A . ke . J S .
“future.® . o c 5. e y

o e - .> A

* . A 51gn of the s&gnlflcance WOrth glVéSrtO the

- matter of the future 1s that A Qh ‘gg i E gggs beglnS

w1th a sectlon on futures forecasts 1n Whlch there 1s

.

, an sttempt to understand many of the features of . the'
0 ‘« [ RN ©

k%nd of soc1ety we may be confronted wlthean the future.
By hlghllghtlng what "the future could poss1b1y be 1(ke

these.forecasts glve an advance Opportunlty for approv1ng

" .
. ! @ (a

or‘dlsapprov1ng of the dlrectlons 1n which we are ngng
1 . -

i and for ch0081ng another path.b R d " ;;fa
T Another 1ngredr2nt of WOrth's apprOach 1s hlS

acknowledgement of the portance of - SpelelC technlques e

’ 11ke cross 1mpact apa1931s delphl techn&que andﬁ;-

' scenarlo wrltlng, whlch planners use\fof a somewhat s }3
e S

e

systematac exploratlon of 1ong—term futures.f »_ ?)
»féf;,;br St111 another way 1n whr/h/Worth attempts to
bulld a. futures pe#spectlue 1nto hlS scheme 1s thrqggh ;.

"slx general concepts governrng the content of eduCatlon.dl

@’ RSN

. The’ flrst is problem-solvxnge (Wthh 1nc1udes problem—

h

formulatlon 1nformat10n ﬁtoce531ng, 1dea generatlon and p

. a:,ldea EValuatlon) The second is communlcatlonf (the .

", Be%elopment of effectlveness 1n relatlng 1deas and .

feellngs to others)* The - thzrd 1s Valulngg (a process-

RS . . ]
M v . - - ’,. . ' :

)
.-
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‘ haVingséo,do with choosing, prizing and'acting).t The

ifourth is life4experienceh (a means of forc1ng genulne

& 1nteract18n between the educatlonal pr0cess and the real

world) .The flfth 1s 1elsure and creat1v1ty (teachlng

N

: man ‘to enhance‘hls lelsure) -The s1xth 1s what he calls-;

SpEClal concernsJ (the. necesszty for the educatlonal\
process to deal crltlcally w1th emerglng llfe 1ssues) \\\

To WOrth these'concepts 1f followed w111 put the com— .55\3

|
”Jprehen51ve future v1ew rlght 1nto the Centre of the

. c. ‘U .
k' ‘.iu . Lt ;

I3

teachlng 1earn1ng process.

kThe cbnceptual basxs—for plannlng is: best.
prOV1ded by what mlght be identified as the systems
‘view, or general’Systems. theory. .’. . In essénce,
uhls appToach 1mplles:the ‘intent to analyze partlcular
problems or activities in the context of some totality,

A
>

- to 1dent1fy obJectlves of a unit or action, and to

\

consider the interrelated. act1v1t1es that are requlred
- to-achieve the obJectlves..... .

' The activity of planning itself 1s even more .
closely related to systems analysis. The general '
stages in .the ana1y51s ‘are conceptualization of the system
¢« ¢ 4 1In: terms of its main structures and processes,:

i vspe01fylng goals and obJectlves, generatl and eval-

uatlng'plternatlves and programmlng 1mplementat10n
(1972r225) Lo , :

b. fon ‘the Futures-Forecast]
While not blueprints of tomorrow, the forecasts do .-
offer a glimpse of forseeable condltlons for educatlon.-‘
- They ~provide vantage points for ‘assessing where we. .
should be headed. They suggest some Feverage points A'.
" for 1nfluenc1ng the. direction and thé’pace of - change o een

>

"¢~c ' e e i o/ 8 o » 2 o\‘o. . [N e s . 'o’ o e . e o s

By hlghllghtlng what our future mlght be like, theyv.

provide .an advance opportunity to agree or dlsagreE»'

w1th tomorrow. ol e ‘Moreover we must work-to- alter.fo"
‘trends wherée future consequences appear to be un-
de51rable (1972z1) ' Cete ‘a R

C. Technlques are also emerglng for the syste— '

Y matlc exploratlon of social futures in long-term per-

‘¥

_ spestive. . The.-best known is the Delphl technique. _
Essantlally a reflnement of bralnstormlng, the Delphl\ .

B ar L ‘ \ .
L . . B L D



. ° 4 . : : . 1\“‘1_
technlque progre551ve1y sharpens forecasts by seeklng
agreement within a group Of experts on a step-by-ktep
basis. . . . Scenario writing can bé& used to outline the

‘ steps through which some selected condition-can be

«fundamental shift in. v1eWp01nt-—from conce1v1ng of

‘reached, and identifying some of the Crltlcal choice
L p01nts 1n the evolutlonary processm Cross- 1mpact

analysis 1s a promlslng technique for considéering the-

~interactions -‘among predlcted events (1972:227)

\

d. What this all adds up to is the need for - a

schoollng as shaping the individual's behaviour to -

fit predetermlned roles to the v1ew that recurrent
education seeks to help the learner acqulre the knowledge, ‘-

'constantly influence his environment to achiteve hlS

skills, attr;gges and interests that will help him to

purpose. - Too often, we talk of helping each learner
find his niche w1thout realizing that niches dJ not

go anywhere. . . . An elaboration follows of some general .
concepts approprlate to this shift 1n v1ewp01nt (1972 170)

t

[P%oblem solvxng]

So is living~-if you think about it. Learners should

~think hard about it and the problems in living which'

they 1dent1fy should be,used as learning exercises. These
problems should be real rather than counterfeit, whole

“.rather than fragmented and they should stem from ma jor

wxareas of human concern. Problems of this fashion presént

‘”t ‘about. life (1972:172).

double. leldends——learnlng about process while learnlng v

[Communlcatlon]
The lntegrlty of the learner in tomorrow's school w111

1never be fulfilled if he learns only how-to solve
problems as an 1nd1v1dua1. He must be pitepared to

approach learning in co-operation with others. Ability

- to communlcate will become fundamental to this process, :
“as it is to the larger goal of personal utonomy - (1972 172)

il

“ j [valuing]
Man S future relatlonshlp to his social and phy81ca1

- . environment can be improved only when his behaviour is
- guided by values, that are clear, consistent and de-

fen31ble in terms of the llie goals of each 1nd1v1duaiv' |

and ideas that 1nd1V1duals

‘as a member of societ: « « Value- orlentatlon is the -
i
ngs.

examination-'of. the fee

-and soc1ety hold in regard to what.is rlght good and -’ A
1mportant.u; . . The ‘content of the various phases of =

to understand tHe valyes of others (1972:174)

"FIP [Llfe bxperlence] ,:‘ *;_ ﬁ L,

[ he ; . . T . "y

. t e’process Of solving problems is hlghly compllcated."

.
3

"frecurrent educatlon should therefore include experiences _-'
which 4116w learners to’ clarlfy thelr personal values and '
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.« W the ciassroom of the future . should he én entrance
1nto the world and not an escape from it if we are to
‘achieve the goal. of social competence.,r .. . it requlres. S
~the 1dent1f1cat10n and . prov151on of the opportunlty for '

'~ certain act1v1t1es or experiences that are systematlcally
linked with the world of work lelsure and pleasure el e

(1972:177) _
: . [Lelsure and creat1v1ty] :
’Together w1th their concerns. for life. experlences related,*;
‘to the world of work and social compétence, many of the - -
submissions befole the Commission dealt w1th prov181ons, -
for, the expanding world of leisure. o « +» the overrldlng
- emphasis was. on aesthetic and recreatlonal experlences_ R
designed to enhance creative capa01ty and personal
autonomy (1972:183) . _ _
/.
v . [Spec1al concerns] AR
: There'were‘. . « many submissions to the Comm1551on about
~drug education, 1anguages Canadian studies and environ-
mental educatlon. o e these t0p1cs are of obvious special -
concern to the Alberta publie, and . . . each,hasibroad
‘1mp11cat10ns for the future (1972 86). R

. _ k. If the ideas put forth about c0ntext are

-.not new enough and not specific enough, teethe on thls.,\,
we can no 1onger afford the kind of schoollng that takes
the. learner into the future with his gaze fixed Stead-~.
fastly on'the past--not if he is to avoid a: collision
of monstrous.consequences. . . . Somelow the content of
our programs must be redirected towards’helping 1nd1v1duals
gain a perspective on the next soc1ety and the now—-not

- -

the nether (1972:193), o . | .:\W&¢tJh

. | fﬁIMENSIgN TWO;“CONTEXT |

»The dlmen31on of the Paradlgm next ied to

L)

‘Worth's approach was that of "~ gogtext.” A requlrement of

| educatlonal plannlng is that\lt be carrled out 1n _*“ _QV
w.;nter relat;onsh;p~w1th developments.ln_other areas of*“
>»50cialvpolicy; Three*variableS»ﬁererisolated: (1)~aware§

. AN
‘;ness and analysls of soc1a1 polrtlcal and economrc

1ssues and structures, (2) awareness of the 6xpectatlons b (
5 for educatlon hEId by 50043tY: and (3) presentatlon "of '



-
’ &

_ways of tonndcting plans for education to other social
_way nnécting _

¢

1

planning. . o .
1\‘,’

1. Awareness and analysis of soc1a1 political

d economlc 1ssues and structures. There are several

ways in which Worth in his ag oach to educatlonal

planning'acknoﬁ%edges ral, polltlcal, and economic

 context. One _Of Worth believes, is through
. v 4 . :

its general,syst 1 base. The model chosern by
Worth is clearly an open system one and interaction wiéh
| the’env1ronment is ther OKeth11t 1nto'thekvery nature'
of hlS approach. ” |

Another of the ways %3 throuqh wOrth S very care- .
ful ana1y51s of what is called Lhe ﬁsecond phase 1ndus-
trlal soc1ety," and the "person -centred" s 3001ety. Here ,

qu

onrth attempts to hlghllght the choices which 11e\before

\
! \

"Albe!tans in terms of the. Kkind of soc1ety ‘they would llke\\\\.
to. have for the future.bh In the former, concerns such as N
'»economlcs.and-techn010g1cal/advance, educationrfor york,
competltlon are highly regarded. ~ In the 1atter, concerns
‘like 1nd1v1dua1 fulflllment ‘education for'iiving, co-
‘."Operatlon; tend tofprevall.d ‘Wor%h %hooses the personfd

'v:centred societye'as the more'Viable and‘is optimistic-

h enough to=belleve that most ‘Albertans will do the same..
;'fé The maklng of thls ahq»other sound ch01ces dependsk (
;not upon the maklng of structural changes 1n the present
soc1a1 ‘economlc and\polltlcal context but upon the A

'efforts of 1nd1v1dua1 people the efforts of leadérs, and

<

e
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, . : .
the efforts of professional people.’

It has already beenmoted how Worth regards those

who advocate wide~ranging changes in society, ;eferrinq

to them as pessimists. He largely regards the present .
context as positive, and if not positive, re-

formable. He is certainly aware that_ﬁhere are problems,
but believes these can be solved within the overa11>fraMe*
work of the existing"social, political and economic

» : s ,
system. There are, er example, many many dlsadvantaged

peﬁsons in Alberta, but they'eXist primarily because of

poor training, poor work habits, poor health, etc., net ‘

because oflanythingrthat might be essentially wrong with

the social structure.9 o i J
'Finaliy, the scope of Worth's social context is

primarily provincial. His analysis of context is not set

within a national or international framework.

a. . [general systems] theory asserts that
all healthy systems share the following characteristics:
they are open systems in dynamlc interaction (1972:301).

b. We are rapidly approaching a pOLnt of critical
~choice in our movement towards tHe person- .centred soc1ety
or: the second-phase industrial society (1972: 29).

)
: S C.. « . . it can Ye argued that the realization
of a second-phase industrial soc1ety is undesirable, if
not self destructlve since 1t is directed by values that
do not appear to be workable. Any criticism of it must
include the argument that such a soc1ety does not serve 3
human needs and wants. Individuals in this type of ' ‘
society spend their lives furtherlng the goals Of con- /;///’m_
- tinued expansion of goods and services, increased levels ..
"~ of consumption and technological advance. Human needs-~
"and wants rate lower than the needs. of the 1ndustrial
system. Therefore they must conform to the requlrements

- of that system (1972 32) ' . /;//////
- ¢ -

//’
-
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d. The persoa—centreﬂ soclety does' not require a
re jection of economic growth, a high standard of 1living
or advances in technoiogy. It does require that tech--
nology and industrial development be turned {0 the service
of human needs and wants. . In order for this\to occur
' the dominant values of society must change (1972:34).

. \

e. [The Commission]‘advoCates the person-centred
society (1972:301). s

£. Where do we go from here? | The ans%ervto this
question depends . . . : ) K

It depends on. people. In the final analysis all
educational changes are initiated by people. , Thus, each
individual's personal commitment to an idea and to change
is a critical factor. The future in education depends '
upon the personal integrity of people everywhere, and
upon their authentic response. 7 ‘ '

‘ It depends on leadership. A wide base of:en-
lightened, unswerving leadership is required at all
public levels--to plan and.organize action, to arouse
interest., to evoke co-operation. . . . o

It depends on prefessional educators. They
have been entrusted with most of the keys. and all of
the locks.- Whether they.are given more keys or fewer
l1ocks will depend on the degree of enlightened guidance
that comes from their ranks. . « « , .

The answer to the question-of where do we gQ
from here depends on a lot of people and things--but

mostly people (1972:296), a | | .?_ ﬂ;ﬂfﬂf

. g. The sickening truth about poverty is-that
‘the poor are poor because of remedial disadvantages.
They, are caught in a web of misfortune over which they::
have little or no control. Today's poor exist largely - °
because of inferior education, few marketable skills,
lack of information about job opportunities, .inability = .
to move to known job opportunities, inadequate work. "
habits and deteriorating physical or mental health . o
stemming from economic deprivation (1972:81). = -

2. Expectations for education held by society. -
. S s

Worth believes that there are currently(many different

expectations held out for the educational-lfbcess in- -

our society.

One of the most prevalent is*that education is

L}go be a servant of society, to be one of the means . whereby.
i o : , ) -t Sans TR

&
oo,
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N »

lJ .people. fi:’ld C;ut how toyf’it ‘in to e;cisting"patterns., to ‘
be ohe of the means“through'whichvpersons can improye
their‘positiOn on the sociofeconomic’ladder,a’b 'As’was-’

. noted before, Worth seems to be quite criticalygfithiS'

| view;‘sayinghthat'ratherAthanrbeing a“mere.consequence
of'society; education ~ought to'hesa~creator of sOCiety.C

He does p01nt out- howeyer that’f%e former v1ew is Stlll
very strong | | ‘ |

%__ | Indeed it seems that there 1s a- way 1n whlch

"Wbrth hlmself Stlll accepts the former v1ew. When it

-

gets down to the level of some of the very deeply—held

tbases of the‘North Amerlcanvpol'tleal»and econom1C':

system WOrth concludes that the ucationai process‘must

' be a consequence of these bases.d Fo1 example accordlng.

’fto WOrth one ' of the bases of Noth Amerlcan 1deology is
‘that the rewards 15 our system are a result of 1nd1v1dual

'ieffort and achlevement.d ‘The educatlonal process there—

‘ffore must produce autonomous 1nd1v1duals who are self--»
Jdlrected who are able to. achleve ‘who w111 do. well 1n

ea soc1ety whlch rewards those actlons._-l tv f‘x” o o

The expectatlons held by soc1ety for educationv

can be- class1f1ed 1nto two types OpthlSth 0r pessxm s?’"'

A
tJ.c.e Supportlng the optlmlstlg type are those people SR

b

who make pos1t1ve suggestlons for deve10pments in
'*educdtlon,” These are peOple who generally belleve 1n
‘thehgoodness of manrj In the pess1mlst1c group are_those¢’

S 3
-v_who tend to regard educatxon as a scapegoat for allo 1ng
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their own perSOnal'vendetta against soo@ety to come out.

Worth places together 1n the pessimlstlc group, those
from the bu51ness communlty who thlnk only ln terms of -
a hard—nosed economlc accountablllty,_and thoseﬂof a_“
. 1eftlst rad1ca1 perspectlve who thlnk only in terms‘of"
destructlon of the North Amerlcan way of'life. ’lhe”views
- of thls peSSlmlSth group w111 not prevall however. =
Generally, the optlmlstlc type of expectatlon
.:w1ll preva11 and emerglng educatlonal developments of N
~the klnd Worth suggests will be prov1ded w1th the support-
(both flnanc1a1 and 1deologlcal) ‘they need for success.f 9!&@
Even very- strong OppOSltlon to change w1th1n the exlstlng
‘educatlonal system (e.g., the entrenchment of selflsh

'grofe551onallsm) Wlll not prevent the sought—after trans—

;formatlon from taklngvplace.

IR a.,f;j,ﬂ. schoollng has been not a cause but a’
'consequence of soc1ety (1972 45) : - RREES

“b. Schoollng has been seen as a brldge between 7

‘efman and work since its lnceptlon..*But is the brldgE'

‘there for the sake of the individual’or for the sake of
ndustry? There is a big: dlfference. -One view haelds. REIOT

~ that schooling- provides skills as a means. of developing

 The other holds that schooling produces skills to feed.
~the needs 'of the economy.L ‘Thig report stresses that .

‘the individuals' own sense of- personal: worth and competence-'

Lo

skill development is an ;ntegral part of each person;
,,human potential- that the ‘economy : really: needs: 1s skllled
nd1v1duals, not” 1nd1v1dua1 skills (1972:182) _

o e [Schoollng] has been‘a soc1al process by
,-means of - Whlch the human community- has sought to. transmlt
to succeeding generatlons those traditional aspects .of =

.. culture’ con31dered fundamental and v1tal for - 1ts own -

istablllty and survival. In the future, these’ tendencies’
are likely to be- modlfled or changed.:.v._. The scope Of
S the total educatlonal enterprlse embrac1ng a varlety
fw-of lnstltutlons agenCLes and resources, w111 grow unt11 .

e



oLt permeates the entlre soc1a1 fabric. The 1nxent w111 :
. be socially respon81ble 1nd1v1duallzatlon that helps set
loose the, creativity, inventiveness:" and. uniqueness of -
all 1nd1v1duals throughout their lives.. Eventually,
}1nd1v1duallzat10n should return to soc1ety the 1ncrements
due from 1ts support (1972:45)y o v

: d.,~.ﬂ;‘; our: system . e has tradltlonally
vrewarded 1nd1v1dual effort’ and: achlevement. Basic. to
“this tradition is the development of : self*dlrectlon

*. and self- determlnatlon.- Persons who are self—dlrectlng p

and¥self-determining are the normal result of an education -
- ”that is' ‘moral as well as. 1ntellectual and aesthetlc AR
: .“(L972 40» : : L _ R

Ty
y?d'

':L we - tend to get two klnds of reactloﬂs

o 7[from the publlc] which I. would ClaSSlfy as: the Optlmlst1c="v
< and the: pe351mlst1c.,.._ : s em_ .
e - -On the optlmlstlc 51de we would get pé%ble
;”Jf,a.maklng suggestlons for 1mprovement in.the . organlzatlon
- of education or the process of educatlon who generally
. believe that man is capable~ of, increasing’ pérfectlblllty |
.through educatlon and experlence. (Hie e /501'1$‘ ____ : v,1~“'
, - Now the pe881mlst1c side, ‘as ‘I, wouid See. mt DA
) tended to give: voice to proposals from people who were. o
!rjlooklng for a scapegoat-—and educatlon is a:’ pretty con~
~venient’ one.., « +» They were uneasy, dlsturbed allenated.' ‘
~ They thought one ‘of. the best . ways to improve, to brlng ‘
" ‘about change in education, was to get on the accountablllty ’
- 'kick, to, start cutting. back funds. They would see the . -
need for greater effic;ency o ‘ . o
o B Challeﬁge InterV1ewer: Now' 1s there a: P,
'Ran exten81on of ‘the pessimist group, . which. belihwes that
o educatlon really doesn t matter, despalrlng ofughe ﬂholé

-

“Worths. A*few, “But ot very many in terms - of”*g;,_

. ess1ons through submissions or- publid h.earlngsqa .g;

G Generally these ‘people . weren't just. belng crltlcar bof

- :educatlon they ‘were: usually'belng crltlcal of the. whole

' 'soc1ety in saylng "you Know, you guys -are just " wbsekng
B ‘timé talking: about education and how it might be q"';;;ff

e "vlmprove the quallty of ‘life. We've got. to be~ 5f‘ﬁ'

j §;at’more fundamental and reorganize the whole. eoonomlc and
B .jsoc1a1 system” (Challenge, 1972:17 18).,3a_=. _

LT 7 f. The answer to where we go from here dependsﬁ BICPR
: fon a; 1ot of " people and: thlngs—-but mostly peogle. aga~;f;;;'&7
B “The immensity of the undertaking is no cause to.
. shudder. -Our . colintry wag not built by people lwho were’ BT
.,.;[,fearful of dlsruptlng spec1a1 pr1v11ege or -of. rlghtlng RIS
:hjjlnequlbles. ' The. citizens of our prov;hce have . ghown on -
-aseveral occa51ons that they are prepared to ‘embark, upon - | . -
rapld even fundamental change, glven bold lmaglnatlve]

«-' e . . PR S
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s vhf plannlng and 1eadersh1p (1972 296)

e g Recognltlon that educatlon must become 11fe— R

L long, life-wide and future-aimed is ‘inevitable. Our.

D ‘present. vague understandlng of “this> need ‘has. already
‘{,\_resulted in demands for 51gn1f1cant changes in the pro—

' grams:.of our: 1nst1tutlons for’ schoollng Tomorrow's FRTET
schoollng ‘must be in harmony with the broad soc1a1 ghange
that has already begun (l972:153) P O &

' f;» h.=. ‘a}q,lt is the p081t10n ‘of the people of
Alberta that really counts. Their degree of enthus1asm N
- for what this report has attempteéd to do'will be a ',
good measure of how far and how fast’ we ‘can go.f En-.
thus1asm is genulnely a virtues: apathy never is.

D If .we believe that. trend is not destlny, there
is.. Stlll tlme for us to have a cholce of futures and AR,
‘a future of ch01ces (1972:301) T _-,_*;.,i_g
_ N AENC
: 1. Most of our 1nst1tutlons for schoollng lack '
the capac1ty for self-renewal. ‘The overpowerlng 1nert1a o
i of their structures, fortified by self profess;onallzaglon,_#~
St slows- adaptation’ to ‘changing conditions, making them  ° o
g progre951ve1y,more obsolete and wasteful’ .Thus, while'ﬂx,T:g_
the expansion and. improvement of our’ educatlonal system " Y
. will take more money in-the future; it will also demand \\
e;].. a. redeployment of ‘our resources (1972:236) T

v-,{:-' SR

o .
A

One of Worth's own bases for

educatlonal planning 1s that-lt must be correlated w1th ’ff;f
plannlng in other areas.ﬁ There is 11tt1e doubt that .

he attempts to aeknowledge this presppp081tlon 1n hlS

‘;work...‘ Several of the yayﬁ(‘”he does so are: 'the Squested

gdevelopment of an on-901ng central plannlng body under

o whose broad dlrectlon and c0eord1natlon varlous govern-;g

mental departments 1nc1ud1ng Educatlon and'Advanced




. a . R : Ly T
be ava11ab1 ;to people in: varlous areas of the Prov1nae;d R

and the fuﬁfher deve10pment of the "communlty school"

‘

t Thf' whlch ?%ocal communltles could become the focal p01nt
'fi for w1de—rang1ng communlty serv1¢e programs one of whlch )
would be’éducatlon.,JLfﬂﬁ“;-i"l 5n .}ff”f,f.'~ ‘f_ikf'ékj'_”
o [N ,5-; I .:;3._ s ;..j,’*\w IR SR T
e ”'~v1' -

B I . Educatlonal plannlng should be correlated S
w1th generai social and economic-planning. Such corre- 'r“
1at10nils essent1a1 at: all?leVels of governance—-natlonal

“to logal.. The: 1nterdependence of social services, the . .
o 1imits on resources . and the need for: prlorltles necess;- B
b . tates.various forms of correlation. Provisions for:. j T
X".f" correlatlon can range from consolldatlon of- serv1ces S
' under the Jurlsdlctlonggf ‘d single agency to’ 1nter—-'g:

S governmental commlttees.” The need for such correlated.

;"L- efforts is - partlcularly great- ;niylew of . the sqc1a1 and - e
" . economic’ changés forecast for Alberta ln the years,‘;j_,“r: -
‘;i. ahead (1972:223) o . LS S

S R For the orchestratlon of this [overall SO
plannlng] process ~the Leglslaturerand Cabinet requlre
Ythe gervices of’ a central. plannlng ‘body ‘or: capablllty.
i CAE, thé sdme tlme, they will need ﬁg rely heav11y on the - .
*1}? varlqus departments of . government or plannlng 1n1tlat1ves
o "rln thefr reSpeetlve areas of - concern. “The . central o
plannrng body s major’ reSpon51bi11ty ‘should be" co-ordlnatlon,
: communpcatlon and ‘congideration of provincial prlorltles.‘
IR -5 must \take, into’ account varicus other: ‘planning endeavors .
;n“~and brlng‘them tOgether to- YLeId an’ 1ntegrated Prov1nc1al
rDevelopment Plan .;;- (1972:&%?)';3_‘_,vv_w S

R é : The formatxon of an’ 1ntegrated Prov1n01al

; Development ?1an will. transgressﬁthe llnes of~respon51b111ty
", usually aséocrated w1th4any sxngle prov1hc1a1 gpvernment :
L'departmen or: academlc dlSClpllne % €. wull«also extend
;_beyond the terms: of reference oOf v151ting groups or.
';organlzations estabiished by the. provincra; government
‘such ‘dsi- ‘the Cabinel Committee on_gural Development, the{
rovineial Municipal AQymsory Committee, the Task,Forj s
on Urbanization and thé Future; ‘and the Alberta:- '
Industrial Incentives Board;(1972:72; 7

a. numberTOf government‘departments
k éphr‘ments in: educatiqn{;
- P f b b
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b:prOVIHClal government could come to’ the people through
a serles of reg10na1 serv1ce centres (1972:144)

RS e. Schools are loglcal focal p01nts for total L

s'icommunlty serv1ce programs.'z ey are. convenlently o .'
' located. Their gspace and equipment are:- adaptable to-
;,many uses. and can often be’ made avallable when needed.

. ies e s .The communlty'school can:serve society in’at- leq‘p
“four ways: - as._ a place for schoollng where children _afiiiv:
~and adults have Optlmum opportunltles for 1earn1ng, .

f"and access to counselllng and’ information services; as:

an nelghbourhood centre where c1t1zens of all ages may

take part:in a mult1p11c1ty of ‘activities, 1nclud1ng Ly
sports phy51ca1 ‘fitness" programs ‘recreatlon arts. and R
~crafts, drama, civic meetings, and many other: 'efresh-“*',ji’

. ment: and lelsure-tlme act1v1t1es; as a. vehaale for. the ?-H
‘5de11very of health and ‘social development serv cés, 1egal

__?fald employment 1nfbrmatlon and other asSLStance td
~f1nd1v1duals -and. famllles; and as a focus, for communlty

- Aife, assisting citizens: in ‘the dentlflcatlon exami= -
’5‘natlon and solutlon of nelghbourhood'problems (1972:146)

- . S
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The two varlables 1dent1f1ed for thlS dlmen81on};i_{.“
Tes . - .‘“.A ’ .

}e;;mffﬁgrex (l) educatlonalfplannlng should have short-fm

ff*;jﬁ?zmedium;;andrlong‘range propogals, (2) these prOposals

should be con31stent w1th one another._ff_Tf,-fffe;Tf “fV«rw;i
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N :;pyf*eaonger range prcposals have to do ?lth thlngs‘RJ .
B " ' : | :

ilrke‘the automatlc rlght gf each c1tlzen to recurrent

A t "o

'”*'gfeducatlon’of a klnd whlch su1ts~h1m and qpables hlm to

R
P R R T “‘" . s

‘*fdeveloﬁ*%he klnd of llfeahe wants ﬁor hlmSGlf and w1th

AR v ~e

;b;afthe transformatlon of educatlon from a backward 1ook1ng~°fa,y;

. . -
e 5 E 5 . . “ o_ s -
a A .ﬁ ', e > s L

,'”“;ifc1ety*created 1nst1tut10n tc a future*orlented,«soc1ety“

-~ ',.,. .
coll e o v -

hjf' creatang prOGeas.:f~jsghah;;;_'<v;: L ;;j“'__f_ h Ahﬁ,VJ
S T ,
: ‘;lf ,‘t, °Worth also suggests medlum-rangeabrOpoeals for

: malntalnlng the momentum for change 1n between the short-ﬂf’“'

4

. e
T
‘. /l -"-;-_‘

¥7f§f3 and 1ong—run." Examples of these proposals'wculd be the

f?;_ afqrementloned Plannlng Unlt to serve bbth the Department B
of Educatlon and the Department of Advanced Educatlon d:, fﬂ"

..J. g

and a Research and%DevelOpment Board also serv1ng both

\."x,»

‘ff3-7"pepartment8-e In both of these cases an 1mp0Ttant

e .
; a,)i ) 2
aspect of the functlon to be carrled out.la one of enablxng

more 1nformed and\better\executed planﬁ ng dec

. “.; \ ) .\’-
- to prOpose 'daptatlonéﬁ”' nges in poll&&éfor :jﬁ

Jall 1evels ‘and. fqrm57of;educatv future heeds;
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, teachers in eamy and basic education;

' of recurrent education . . *
. >
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4 .
! . . N

- abolltlon of Grade XII departmentai examlnatbons,h
v ,1naugurat10n of the Alberta Academy, Early Ed

“and the shpporting ACCESS network

.- extension of Opportunltles in further educatlon,
» - - modification of/certification requlrements for.. |

- rqorganlzatlon of the Department -of Educatlon .

‘and the Department of Advanced Educationg

e revrslon aof  funding arrangements for all 1eve1s

AL

- reduction in’length of all general and ‘most

S

. peressional first-degree programs 'in universities;,

E preparatlon of an Integrated Prov1n01a1 Develop—
merit Plan (1972 300) .

B |

= T Cheg Thls report Lpoks forwardrtQ a new kind of -

'_hc1t1zensh1p rlght—wrecurrent educatlon. It grants a
claim on schoollng ‘to each individual, aecordlng“to his

own 11fe~sty1e and: Hig" preferendes for patterns of work
and leisure. - It 1s 1ntendqd to provide each person wIth

' tHe means to part1c1pate in the Shaplng and the continuous
T reshaplng of his: env1r9pmenb and of soclety (1972:300), °

=

d. Fer the! two Denartments to perform an expanded

p1ann1ng4role they need the Plannlng Unit . .+ . =« Generally

this unlﬁ should have the capac1ty to elicit information

“about needs and problems from various sources; synthesize
“;the 1nformatlon so as to 1dent1fy probable. goals and .~ .

prlorltles- ‘translate apprOprlatesgoals and prlorltles
into alternate courses of!action, based en technical study.
and evalu tloni test the consequences of alternatlve

*~p011c1es; feed. back data about goals, prlorrtles and

alternatives to those affected and assimilate reactions;

and finallly to propose desirable and achievable pollcy
change (192 232) , » ' 1 :
s ) A - 4
e. [Research and Developmen{ ‘Board ]

Its respon51b1 ity would be to parpei out, provlnc1a1

support for rejearch.and: development in educatlon as well
as that money which it mhy.be able to secure from federal®
and other gources. . ... A’ major and ‘initial task of the . -
board would be the developmént of policies and procedures -

. for the dlstrlbutlon ‘of; funds in consultatlon w1th those :
:affected and 1nvolved (1972:232) S

2;__an§igt§ggy. WOrth exp11c1t1y expresses con-

~vwi‘
¥

'cern about the necess1ty that short— to ‘long=-run pro—

ﬁﬁp"daes s0, for example

short—term prOposals

ST o :
m. - - K , R . » T ' >
- ; L. . ) .
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'Y educational spheres is not linear.  That is, it does

sy
- S | o116 ¢
outlined just above. He. states that these proposals must

be such that the momentum they 1n1t1ate will be in the

dlrectlon of long-term goals.

E

One can also see some ofhWorth's concern for
consistency over the'wholertime horizon in part of his
y discussion‘about the four idealsxwhich the Commission came
‘to regard as fundamental to the success of future edu;.r
catlon ip the prov1nce.b These four ideals,'which will

be more fully dLscussed later are: a futures perspective,

11felong 1earn1ng, partrclpatory planning, and autonomous

¢';‘

individuals. Worth states that if these “ideals are
[ ¥ . e ' : .
* constantly maintained in all stages of the devielopment

3

process there will be considerable stimulation of

con51stency in the various proposals for change that
emerge. . .. : ' ‘ '{ o S
.
) ~a. . . . What we have called ‘the ;need for mo-
mentum relates to the significahce of an, 1n1t1at1ng
structure in plannlng. Practical experlence in developlng

- countries like India and many African states, and de-
L x - veloped ccuntrles like France and‘the Scand1nav1an

countries, shows that growth in the soc1al economic or,.

”"4,_
_l

hY

§[not happen in a logical and successive way. . . - People,
thlngs and systems’, once set in traln have a dynamic
-of their own.
; . This practical. experlence in planning is now
supported by -the latest concepts in systems theory,
cybernetlcs,and ecology. ‘Man and-his environment par-
= %1c1pate in, moldlng each other. A sort of synergy takes
overs synergy belng the force that integrates separate
elements into rganlc dynamic wholes, more powerful
than the sum of their individual- parts.

It is, therefore, essential that’the steps that
are taken now, and the condltlons that are set now, be
in the  right. direction. When we create mechanisms we
credte momentum; momentum is more eas1ly fdllowed than
opposed; If-we can start in the rlght@dlrectlon the
‘power of change can be more ea51ly harﬁesse&, reviewed

)
oy
o Yy

.
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and developed (1972 29%h¢300)o ' ':._ - .

"-ﬁdﬁgthhefdlllgenbﬁpursult'of these Efour]

e fing < \

hé: bﬁmdss-on elieves that education could be
transfotfjd<o ftgb”lev& S sxmultaneousiy a level of -
short- rdh‘adab&aéﬂon a¥id revision,+and a longer-range
concern that: endé 1n thé transformatlon of the system '
(1972: 41) S . . ) .

~ DIMENSION FOUR: SCOPE

i
: N 0. “

/‘5 The fourth dimension of the Paradlgm to be applied
‘tb Worth's approach to- plannlng ‘was that of scope. Threel

w?

arlables weré isolated. In educatlonal plannlng there

shouldfbe:. ziﬁ,a concern for core and periphery; (2) a

}concern'for all regional areas and all age, economic and,’

jabi;ity 1eve1s,vand (3) a concerh for all levels of the

organization being planned for--institutional, managerial

~and technica;.

- gogesand Qerighe;z. In terms of personal

stance and of approach'to planding,there_is little doubt

_that Worth begins from solidly within the 8ducatiohal

"core" which we have defined as that "sequential ladder" .
of schooiing_that begins,with kindergarten and’.ends ﬁith
graduate school.. SR V o o -

' His own background as an.educator,has been !'core"

all the way. Witness hlS early experlence as a teacher

and superlntendent in the regular school system hlS

- \ B

. 1ate; experlence as V1ce—Pres1dent at the Unlver51ty of

Alberta and then as head of a Provincial Royal Commission,

.and his current experience as Deputy Minister of Advanced
. ° : N R \ ‘ .
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Edacation_in the, Province of Alberta. o L —
But“WOrth is certainly aware'that hot'allilearnihg

"takes piace in the' educational core,? and in'his planning

he'seeks some ways of acknowledging that;fact. He:is,

for examole,“very strong in his advocacy of 1ife;experience

education® in which students will divide their time be-

/ir"'

tween activities in the classroom-and -activities in the-

world at large. And he is strong. in his advocacy of
ﬁlifelong 1eatn'ingc'd in which persons would make use o
‘the services of’all'kinds of ordanizations from gornal ‘
schools to the Legion to pursue their edncational.. . \
development,é | | -
. \Therefore although his approach arises from
,w1th1n the ‘core and 1s malnly concerned w1th the corejy.
Worth does-acknowledge the contrlbutlon of 1ndustry, of

prlvate 1nst1tut10ns cldbs the media, 'travel ~and learning

networks to the on—g01ng development "of a 11fe of

-

;
o LR
y - o

learning. R - . S A

- He'is haowever, concerned that ‘there he co-
ordlnatlon and quallty control of such activities to
prevent them from becomlng sO fragmented and of such
~ poor quallty that they would get in the way of real
1earn1ng.f4 One means Worth’ spec1f1es for brlnglng
:about co- ordlnatlon and - contror is the Athabasca Unlver—
sity wh;ch_would make many periphery serv1ces aval;able
»through an institution whichﬂoperates in the core.e

: One way of putting it is that Worth starts from
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ﬁhe éore,‘seés much educational value in many periphery
sepﬁices, and tries to pull.as'‘much periphery into the
core as possible. He believes\that under his proposals
there will be such diversiﬁy within the core that other
alternatives will not be that necesséry. If some peopie
want still'othér alternatives they should provide them
at their own expense.f

a. 1In thlSvSECtlon [on "Process"] the term
currlculum will be used to define everythlng that happens

to learners during the lifelong learning process. The
learner's curriculum extends far beyond the bounds of

" institutions out into the home, the community, the street

and the highway. Its effects determine an individual's
life-style. Only part of this curriculum can be planned;
the rest must be viewed as a cultural probability (1972:153).

b. [On life-experience prOgrams]
Individual school boards and the Department  of Advanced
Education ought to co-ordinate the work opportunities

_-available at the municipal and provincial levels of
government. Stimulation of co-operation within the

commercial sector of our economy could be performed by

‘two organizations ideally suited to the task, the

" Alberta Chamber of Commerce . . . . [and] the Alberta
Federation of Labour . . . (1972: 182)
c. . « . educational planning must take 1ifélong

learning as a basic assumption. Through the process of
recurrent education, learning must become a chosen way
of life and not mefely occupy a spec1f1c perlod of a life-

»tlme (1972 38)

d. There is considerablée agreement.that the

classroom of the future should be an entrance into the

world "and not an escape from it. . . . The translation

of this idea 1ntb program requlres the dally on-going

attention of every teacher in Alberta's institutions

for 'schooling. In addition, it requires the identifi-

cation and pr0v181on of the opportunlty for certain
activities or experiences that are systematically linked

jw1th the world of work, leisure and pleasure. . . . It

is necessary to rémember that this report envisions
life as a process of recurrent. education, both formal

"and informal. Each person is more or less learning

from thé time he is born until he dies. . . . Certain
times of his life are given over to intensive .formal
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learning, certain other times to extensive informal
learning, certain times Lo work and certain times to
relaxation (1972:1/7). ‘

©. Recently the Royal Canadian Legion has been
speculating on its role 1n the future. . . . It is
suggested, in all earnestness, that the Alberta outposts
of the Royal Canadian Leglion cOnSJder turning their
facilities over to higher education to be managed by the
academy, or by other. institutions such as Athabasca
University. . . . Further, there is no reason why the
social nature of these legion outposts should change.
It can be convincingly argued that darts, shuffleboard,
beer and billiards together with the warm atmosphere of
comradship, have long made significant contributions to
higher education--indeed, to all forms of education
(1972:103).

f. . . . since the provision for education at
public expense envisioned in this report can effectively
accomodate these differences in approach, those opting
for private schools should do so at substantial personal
expense. . . . any wlidespread encouragement of private
schools might lead to an unsustainable degree of educational
and social fragmentation. For this reason also, the
provincial government must continue to make sultable
arrangements to ensure that an appropriate.quality of
education is offered in such institutions (1972:61).

4

¢ 2. Regional areas_and.age, economic and ability
leVEig. Worth's approach to educational planning is

concerned with each of these iséues. Regional

differences cause ingualities in the availability of
many types of educational services and Worth recognizes
the %eed for things 1iké reg?bnal planning and regionally
based availability of resources for learning which wri} ‘
help to undercut those inequalities.?» b,c [

He strongly advocates the availability of

educational services for persons of all aég)levels. He R
p01nts out many of the spec1a1 features necessary for

sound educatlon at all of these levels.9 He acknowledges
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as special priorities the necessity fgr increased
governmental support of education at the two currently
most neglected . levels, early education and furﬁhe;
education. |

Worth also acknowledges the necessity of making
educational services -available to paople of all ecohomig
“levels. Just expanding on WOfth's'views on this point for
a momént, I would point out again tﬁat WOéth balieyes
the existing political-economic system requires no funda-
metnal. change, and that one of the prime purposes of
education for the economically disadvantagad (and whaﬁ
the disadvahtaged themselves want fromveducatioa) is the.
development of more marketable skills which will allcw
them to share the system's Eénefigs.e:fvg EducationAfor”

, § . _

the disadvantaged, therefore, should be specially geéared
invthis’diraction. o ‘é

Worth also acknowledges the need to make pro-

vision for persons of divergent ability levels in the

educational process. He has, for example, a classification

for "exceptional children" which includes children with:
primary learning disorders, behavioural and social ‘dis-
orders, special intellectual and creative abilities,

-

sensory, speech and physical disorders, and multiple-

disorders. - .

%

. _a. Parity between city and non-city educational
opportunities is central t® upgrading the quality of
rural life. . . ., The importance and dignity of rural

living must not cortinue to be downgraded. . Our aim should
be to reverse the process--to make it an-attractive, B
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indeed a much sought*afﬁer, alternative life-style. And
a constant companion of this life-style ought to be
equality of educational opportunity (1972:72). '
. b. Another means of achieVing greater equity
in schooling for rural Albertans is through the estab-
lishment of regional learning centres -to serve those

- areas that would not be serviced by a central city.

Unless this is done, persons living in sparsely settled
or remote parts of the province will become progressively
more disadvantaged with respect to education .- . . (1972:76).

. c. Regional planning is also deserving of greater
attention. ‘It should occur in at least three different
contexts: in rural regions embracing a number of aonr
tiguous counties -and divisions; in small city~hubbed
rural regions like Medicine Hat and Red Deer; and in
the metropolitan areas of Calgary and Edmonton (1972:233).

/ d. 1If we are to achieve the six general goals
set out previously, [personal autonomy, social competence,
ethical discretion, etc. | each level or phase of our
educational system must perform a different yet inter-
related function. These differences in function arise
from the interaction of a number of factors, including
variations in the needs, aspirations and maturity of the
students, and diverse societal expectations and resource
bases. This differentiation or specialization is comple-
mentary to_ the concept of comprehensiveness. For in our

educatiodnal system comprehensiveness is required to

attain a high degree of equity, and in the same sense,

differentiation is necessary for ‘improved quality (1972:50).

e. “roday's poor exist largely because of in=-
ferior education, few marketable skills, lack -of infor-
mation about ‘job opportunities, inability to move to
known job opportunities, inadequate work habits and
deteriorating physical.or mental health stemming from
economic deprivation (1972:81). : : -

,'f;"The'native-learner‘knéws’that economic

success and the things it brings are valued in our

society. He knows because he wants these things for

%1imself. But let us be honest with him. ~We can show

him that Other‘minoritieS‘haVe'achiéved_these'things-’
only after working harder. while this may be unfair,

it is nevertheless true and he must face that fact. He

is the..only one who can break that unfair pattern; if
he does, then those who follow will find it easier. If

“he does not, .then our society will be the poorer for
his loss (1972:160). - .~ - e T
- . v Cl U ‘

. lg;"if‘wevsdcceed,ih this, the‘energy'npw given
to distrust and hostility may be. rechannelled into the -

L7
s
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) .
challenge of integration. If it is not, the native
learner is 1likely to fall into . . . behavioural and
social disorder (1972:160). -

.

h. The normal person singled out by statistics
does not exist. In this sense, we are all exceptional.
But some of us are more exceptlonal than others. For,
.purposes of convenience 1earn1ng psychology recognizes
a wide range of normalcy which takes in about 85 percent
- of the population. About 10 percent of the population
are considered to have-serious 1earning disorders and 5
percent to have con81stently superior learnlng ability.
Learners in each of these two extreme categorles are ,
cla581f1ed as exceptional. . . . Certainly those excep-
tional learners who demonstrate consistent superiority
need special opportunities Just as do those with learnlng
diserders (1972 :1162). e

e

S

3. Ogggnization'levggs. The subject of this
variable mas whether afplanningfprocess.covers all leyels—:
1nst1tut10nal managerlal and_technicalt—ofﬁthe organiz-
atlon belng planned for¢ Although Worth does‘not speci-
flcally use the terms——lnStltutlonal managerlal
technlcalfyln hls dlscusslon, the scope of his plannihg
'covers the'actfvitiesnrepresented by these,terms.h

’Looklng flrst tothe so- called 1nst1tut}onal

level, his plannlng 1s concerned with the:relatlonship
hetween system and'envernment,‘broad goal definitiOn,
legltlmatlon processes resource'acquisitions 'and'SO'on{
lndeed a. great deal of his dlscu3310n in the "Chapters"“:
‘of the. Report on ﬁ_ggc gs (64 151) lannlng (218 235)
'vand Besougggg (236 295) has to do w1th 1nst1tut10nal
ihllevel 1ssues.v For example in the dlscu381on of §tgugtu;e
vhe goes 1nto conSLderable deta11 on the 1ssue of a re-

organlzatlonvof the Department of Educatlon and Advanced

: Educatlon.a Thls dlscu551on includes means by whlch
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early, basic, higher and further education will relate
to government‘ will recieve legitimation, will have their -

overall goals, determlned. o _. -

t

' Worth is also concerned that his planning relate
to'managerlal level acthltles like the internal use Of

resources (such as'pe‘rsonne'l, facilities, l‘rning

resources, nd financei;for the effective support of
the system. He offers sugd?stions; for example, on how
there could be improvements in financial resource
‘allocationb through'the use of a'pianning-programming—
budgeting system, on how therewmight b;“some improvements
.'made_in’ways;of training and accreditingrgersonnel for-
- the educatiOnalvsirstem,C and on how managers might improve
o , - ‘ . , .
their ability to eValuate-aiternatives.d Hetalso has
some spec1f1c recommendatlons about matters such as
reorganlzatlon’of the school year and- the styles of
uadmlnlstratlon sultable for managlng new approaches to
educatlon.e £ | | o
Atvthe technlcal level 1t is varlous aspects of
'the teachlng 1earn1ng process that are 1mportant. ThOugh
\not neglectlng thls 1eve1g (for example he refers tq the
teachlng 1earn1ng process as- part of hlS dlSCUSSlOn o:

e

the three bas1c modes of program operatlon and as pa t

’of hlS dlscuss1on of Resources where he descrlbes some\
~ A o\

‘ of the partlcular Skllls requlred of teachers in early,\<

hba81c hlgher and further educatlon) WOrth to put 1t

qute 51mp1y, seems more concerned w1th the complex1t1es
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of activities of ‘resource acqu151t10n reorganization

of government departments varrous.admlnlstrative struc-

tures, control and co-ordination, i.e., with institutional -

and managerial level activities, than he is with the

cbmplex}tiesrof the'teachingflearning process.

R the Commidsion on educational plannlng
belleves that the performance . .of co- ordlnatlng and - plan-
nlng functions must be undertaken by a government depart—
‘ment.

are somewhat dlfferent then a case exists for the develop-
ment of sub-systems and administrative structures that
‘provide for thése different needs. ' The fouf levels of
early,,ba51§, hlgher and further education require just
such differential oon81derat10n. “ Thus,  these four sub-
systems ought to be distinguished from one another in any
provincial co-ordlnatlng structure.  Therefore, the. pro- .
posed organization:.. . . provides for two operating ‘
d1v151ons w1th1n each of Alberta's education departments..
It is- proposed that the*two departments share.
certaln common service unlts ~and that their efforts be -
synchronlzed by means of a Co—ordlnatlng Counc11.- ‘The.

»organlzatlop, ‘roles and related . structures of both ‘depart-

ments are outlined-. . . . The form and. functlons of . a.
- permanent’ monitoring mechanism for Alberta' educat10na1
-system will also be suggested. “An ‘overview of thlS pro-
posed reorganlzatlon 1s glven .;¢51 (1972 132)
: b. Strategles for the ratlonal allocatlon of
resources in ‘education, partlcularly with .respect to . g
budgetirng, have beenfslow to develop. Only recently> has>
“the emphagls on relatlng resource allocations to program-
~-objectives: been 1mported 1nto schooling from government
~and business. This concept is embedded within the many
‘variants of program budgetlng._ Although there are many f.
limitations to the plannlng*programmlng—budgetlng strategy,
there are, convinc1ng arguments even if there 1s little
evidence i1n favor of relatlng expendlbures more dlrectly

" to the obJectlves that programs purport to achleve

(1972 £229).. e ‘ I e
B o Improved teachlng and 1earn1ng 1n h;gher and ER
- further educatlon demands ﬁhat the cycle -Of cham:e be -
broken.ﬂ./ . Competence as a teacher ‘should become an
avowed obJectlve of: any program that purports to. prepare
gersdns to assume this role in NAIT, the Banff- Centre,
nlver51ty of" Calgary, Fort McMurray, AVTC, Medieine Hat -

College or the 1nst1tut10ns serv1ng adult 1earners. When_b

- When the goals functlons and processes of schoollngj

Y
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'translatlng thlS obJectlve into practlce we can take ‘}1
some cues from the way in which ‘research competence- 1s '
developed in graduate programs..ﬁFrequently courses in
. research methodology are required, and a thesis to test
.‘performance is usually mandatory. ‘Teachj ng competence
_could easily be accorded similar’ treatﬁéit w1thout ex—
tending :the 1ength of ‘the training program; courses L
.about 1earn1ng and teachlng for those who need them, and -
a practicum organized so that a11 may‘demonstrate :
"competence (1972 241) o o

d. Substantlal progress ‘has been made in recent -

";years in conceptual and technical approaches to the

) evaluatlon of educational programs.  Of partlcular 1nterest-‘
~are those that 3re/we11-su1ted to, management decisions.
These. approache empha81ze the evaluatlon at all stages

~of the decision process: assessment and evaluation ‘of the -
81tuatlon of inputs, of the process of*lmplementatlon

“and of . flnal outcomes. ‘The ‘evaluation process requires
~that standards and criteria Xfor - determlnlng orth be

- ‘established at all’ ‘stages off the activity. These. broadened""

yd»should be the plannlng functlon (1972 244).

"conceptlons of ‘evaluation should become an 1ntegra1 part »"'”
~of. the analys1s requlred infeducational plannlng and of. ' .
- the dife-giiise in our 1nst1tutlons for schoollng (1972 227). '

ome specific suggestlons abodt\the roles and
inistrators .are delineated: and: im lied in
;nistructure process ‘and plannlng. Agalnst
jind it seems appropriate to: prepare -and -
’basically different types of admlnlstrators-—_
fist and the specialist. The generalist who
¥s policy development and decision-mgking . I
 broad background in the social sciefttes as an»ff\\,
;‘ssang constraints and potentlals in the pOllthS o
fon. He or she must also be- highly. skllled in
fnal relations, group leadership. and communi- = - B
I order to be able to-deal with separate. functlons -
jstlcated -data in an. atmosphere of. trust and under- -
. The specmallst administrator who»fac111tates '
W of technical information and actlon requlres
expertlse ina: partlcular act1V1ty or area-like flnance,
planning, facilities, program development, ‘learning’
.~ resources, research and development.- For both, however, -
.. the chief organlzlng element in any .preparatior program R

_ f. In con51der1ng future reorganlzatlon of the
'school year in'each phase of recurrent education at '
least three factors must be borne in mind: . the" quallty
.of program.to be malntalned; the amount of . freedom to

~ be ‘accord individual learners; ‘and “the degree of .
“autonomy _exercised by 1oca1 and 1nst1tutlona1

N

'5iauthorit .« » » Flaxible programs necessary-for’ the LE
- Success. [?[patter of organlzatlon based upon the ;);;,J




'f dlfferent and 1onger tlme 11nes.for schooling are
"wrthln Q) asp (1972 116).-' . .éQ o e
B g. It is in the classrodm-—however deflned--that

: the process of education comes to life.  The teacher to_ S
Justlfy his ex1stence must be more skllled than the IS

. learner in translatlng a des1red program ‘into a specific

' learning experience. Although planning groups. at other °
levels may have’ decided major goals t obJe tives,

identified content and recommended te approaches

they have not and cannot apply. all this: to the contlnuous i

'dally 1nteractlon between ‘learners and their teachers.

’Consequently, many spec1f1c declslons ‘about when how,

- and what tg teach must always be left to.the: 1nd1v1dua1,
'Vfteacher.» For this reason, the quallty of a teacher's

- dally ac1t1v1t1es w1th learners 1s the crux of process
’_(1972 193) L S :

R < t
RS )

",i'DIME_NS_ION' FIVE: "QUAN’I‘ITY- AND ,QUALIT_Y e
I \ : » « . |

.. ol - ?(‘) - .
Thls dlmen51on was broken down 1nto two varlables.
jThe flrst stresses the nece851ty fpr plannlng to relate'.
to all levels (phy51ca1 security, soé1al and self— o

actuallzatlon) of hUman need. The secOnd stresses the

o e C .

' 'necess1ty for plannlng to deal not only w1th the quantlﬂ‘ﬁfg..iﬂ-

-tatlve gxpang_gn but also w1th the qualltatlve ghgggg of

o g,_ . “‘
< ~ T

' the system belng planned for. ’ ”hj e

WOrth's approach

: oy ; L ) 'y
to plannlng\takes accpunt of the varlous 1evels of human'

. need descrlbed as phy31ca1 seéurlty, socral and serfe_
*actuallzatlon.' ' :t : ..,,Eh - o

U51ng these exact terms WOrth deflnes the

hfcharacterlstlcs of each. He notes that ba31c needs must:"

4

be met before hlgher order needs‘can be satlsfied and

rﬁ;that as 1nd1v1dua1s grow to greater maturlty they becomeiyf

M

'5'fcg1ess concerned w1th seeklng fulflllment Of the 10wer »plf ST SR

oo,

-~:'
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.forder needs ﬁhd predomlnantly concerned w1th soc1al

: needs and self actuallzatlon a,b, C a Worth uses thlS

e

el ana1y51s to. bu11d part Of hlS case for the nece351ty of
\ ‘ e

: expandlng the goals of the educatlonal process from its

v RS

“present preoccupatlon w1th preparlng peOple to flnd work o

b

; to preparlng people also to flnd themselves, _'

Two of the spelelc ways 1n whlch thq'educatlonal

/ .
9

,process mlght relate to the varlous 1evels of need are.-\;gj-”’

0

'(1) the tea@hlng of llfe experlence skllls 11ke problem—-yj

C e a

solvxng, Valulng, communlcatlon and dec1s1on—mak1ng; and
; R

,(2) the use of school fac111t1es fdr total communlty

<

ﬂfﬂserylce programs”bf SChOOllng, counselllng, centres for
'v"health and soc1a1 develgpment.f ,D '
. . N . S =)

\\

v A .

S cay [Phy31ca1 needs] -
-Contlnulng prosperlty, together1w1th government effortS'w
- to. prov1de for lower iIncome groups, holds ‘the promlse
" of improved" prov151on of most physical requlrements for
‘all. Health care, pure air and water® will be the maJor
}vfocus of controversy (1972 20) L

e : [Securlty needs] :
- Securlty needs relate to protectlon agalnst personal

- stress, danger, '1nt1m1datlon and deprlvatlon.a.u.,. con-, o
' *tlnulngwgrowth of: the prov1nc1al3econ0my, accompanled by ‘§S“tr
.. higher levels of- employment hold the promise of con- -

.o “tinued. prosperity, higher levels of .income and higher - | ”~\< c
'ﬁv'levels of ' conisumption: of .goads-and services. Although ' PR

'soc1ety will become richer, the: current unequal. dis~
¢ ‘tribution of .income is forecast ‘to continue ‘into. the-‘h
- future- and ‘a greater prOportlon of people will 11ve ‘in -
poverty.; Poverty and deprivation however are relatlve
to the ¥evél of income and. consumption enjoyed by- the’ ]
Ltgeneral populablon; and ‘so. as society gets’richerdthe '
Q 1n;t1?n and upper llm1tS of poverty w11b changevd o

(1972321 e

PR

o, ‘. .

SR i [Soelal needs] L e ﬂf_;i
SQClal needs refer to’ acceptance from others concern

‘-M#for others, belonging," support. and association. .These -#..

needs are dependent.mpon group 1dent1f1catlon and are 2;::*'f

S R
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met however 1mperfect1y, within the context of par- :
t1c1patlon in groups and social 1nst1tutlons.‘; . » The
~1nd1V1dua1 will be mere aware of the existence of
alternatives and have dec151ons to make. ‘He will be less
ablel ko atcept - unthlnklngly any one 1nst1hut10nal
“arrangement and to adopt unconsciously a specific role,
set Of valvues, life- style.- or type of attachment to
1nst1tutlons (1972 22).

2
. [Self- actualization] .
‘ Self-actuallzatlon refers to the . rnd1v1dual s need to
realize his full potential, to .develop his abilities
%o the- f?llest and to reqund openly to every experlence
1972 23

: Cer . [a] strategy forrealizing greater‘

human potentlal w1th1n education §& the direct’ teaching

of 11fe~exper1ence skills, some 0f which have already been
- identified as problem-solv1ng, valuing, communication and
‘de0151on—mak1ng. To these, add: problem.posing, situ-

;-ational management 1og1ca1 thinking, lateral thinking,

propaganda—screenlng and others e o o (1972:217).

f. Schools are the logical-focal *points for
total community service programs. . . .« The community
school can serve society in at least four ways: as a
place for schooling where children and adults have .

s Optlmum opportunitles for learnlng, and access to coun—
selling and information servicess as a nelghbourhood ;
centre where crtlzens of all ages may téke part in a °
mult1p11c1ty of activities, including sports, phy51cal
fltness programs -recneatlon arts and crafts, drama,
c1v1c meetlngs and many other refreshment and lelsure"va
time activities; as a vehicle for the delivery of health
and social development services, legal aid, mﬁioyment

- information, and other ass1stance to 1nd1v1éua1é}and ‘
famllles;gand as a focus for communlty life, assisting
citizens.in the 1dent1f1cat10n examination and solutlon

' of nelghbourhood prdblems (1972:146) , ..

7

2 “Ezpangion‘énd change.- WOrth’seems well aWare

=that.mere addlt;Ons\to the present educat10na1 system

ﬂ will not do qualltatlve change is also %requlred. One

o
N

of the s1gnrflcant ways in Wthh WOrth seeks to brlng
thlS characterlstlc to his plannlng has alrealy been

. dlscussed./ It is through his deslre to see;the "rear-

-~

fafv1ew_m1rror"'perspect1Ve of.schoollng\shlft t‘.? futures'

- LI P

~
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perspective. R .
g Another way of bringing about qualitative change

in the educational process is by allowing that process

Lo A

to deal not only with man's head, but also with his

heart and will.P The addltlon of the "aesthetlc" and
%

the "moral" to the "1ntellectua1" ‘in educatlon is, sﬁys
Worth, not "a new idea. But what 1s»new is to make this

b

kind of educatipn;available”to all. Worth seems to be

saying here that expansdon can contribute to qgalitative

change.,fLifelong education, Worth believes, will have

"revolntionarj” impact upon both education itself and
_esoc1ety as a whole.c’é | o . ';

Yoo Stllb another way in whlch Worth belleves that

‘ﬁualltatlve change can .be brought about 1n educatlon is

.,“I& .
/ _uthrOugh more creatlve "program operation." He outlines

. A .
three modes of»programﬁbperation‘for the educational
.;‘ N ." ,.é ' - R .
process--institutional, membership, and autonomous--

distinguished on the baSis of where authority is«locatedf

- In the first the 1ocus of authorlty is external and the'
program 1s preserlbed by someone athep than the 1earner.
In the second mode membershlp, authorlty is shared.f In :
the thlrd mode autonomous it is 1nternal g WOrth

' advocates greatly increased use of the membershlp and ' o
. autonomous modes.*mﬁodalgdiversity'is theﬂhey.h )

. . . . L
- . v

! Today, lifelong learnlng is primarily a
matter of 1nd1v1dua1 choice or occupational Deoe381ty.
- Tomorrow it must be an experience available to all. f"
Llfelong 1earn1ng is more crucial than mere addltlons R
to exlstlng programs (1972 38) : o

"
) i

[ 2 ’ . . .
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; b.. Persons who are self- dlrectlng and self-
determlnlng are Ehe'ngrmal result ‘of an education that
is moral as well as intellectual .and aesthetic. . . ., An
education that is moral as well as intellectual and * \
aesthetic will not downgrade the importance of dlSClpllned
intellectual effort. . . . What it does mean 1s a new.
emphasis on increased self-direction in learnlng and an
-open spirit of inquiry at all ages and levels, so as -
not to compromise opportunity for self- determ1nat;on in
matters of value and Judgement.i This is not a revolu-
tionary idea. . . . What is revolutionary is to propose
that we deliberately seek'to develop an entire citizenry
educated to feel and act as well as thlnk . « « (1972:40).

c. The transformation of the present ‘system of

schoollng into one of recurrent education is a vast and
.ambitious undertaklng. It goes well beyond anything
ever attempted in Alberta, Canada, and most other countries.
It requires a total rethlnklng of the educational system
and the learning transaction in all its aspects:. goals,
structure, process, plannlng, resources. « . . The ‘
launchlng pad for thlS venture could be the report of
the Comm1551on of Educatlonal Planning (1972: 301)

d. Llfelong learnlng is here to stay . . . .
Our educational system has just begun to understand and
reckon with the implicatiéns of Alberta's. future, and to
‘witness the consequences of mass education. Now it must
prepare for the revolutionary force of further education
(1972:109). -l ‘

5 ' [Instltutlonal mode]

Those reSpon31ble for operatlng the institution should
stlpulate the program. This 1nc1udes governlng boards
or councils and the professional staff. While the
‘heeds and interests of students should influence program
decisions, students will not assume a significant personal
role in determlnlng what will be taught. .+ « « « « . o .

l..!i "l o.o_oon . e e . L] s e ¢ e . ¢ o & o e

The 1nst1tutlona1 mode is a logical extension, of tradi-
tional practice. . It is qulte compatible with the :
teach- the—rlght—a r or ask-the-right-question approach
to instruction fo?fgged.by most teachers from nursery

to graduate school. . ... The values underlying this

mode of program operation seem closely attuned to those
of the second~pnase industrial soc1ety (1972:154,155).

: £, [Membershlp mode |
The program should be formulated by a group of persons
who have. chOSen to learn together. The. obJectrve they
choose may”concern any kind of subject matter, buf it
.1s the collective ob jectives that are of prlmary
‘importance, not individual enhancement. ' While there
.should be . agreement about the 1mportance“of the obJectlves

A ]
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there also should be satlsfactlon in the assoc1at10n

itself. The work :0of the group, in addition to achieving .
its_objectiyes, should be to maintain the group as a
working, learning unit. . . . The learner usually joins

the group freely and voluntarily. Each learner partici-
pates in the choice of ends and means and in determining
the Wworth of the group's joint efforts. The learners,

_then are not dependent upon some institutional authOrlty, a
but together shape any rules that may guide their
membership behaviour . (1972:155).

. T g. [AutOnomous mode |

In this approach the learners should be the authorlty

on the obJectlves ‘tontent, methods and effectiveness of
his learning. He should take over the direction of his
1earn1ng, assumlng control over the whole sequence of
decisions that will be made in the course 'of attaining his
goal. :
_ObV1ously, autonomous learhing is largely an independent ‘
~proposition, although human help must be close at hand. . . .
Self-actualization is the goal of living, and, as the

-~ existentialist would say; man is held reSpon51b1e for what
-he.does, as the sole, author of both his terror and his .
contentment (1972 155 156). .

. h. The 1mportant distinctions described in the
foregoing modes reflect the variety of strong forces.
currently at work to. 1nf1uence the substance and the form
of learning and teaching. These differences also indicate
-that there is no one best mode of instruction that
satisfies everyone's point of view or every set of learning
conditions. Most learners will operate better in one
mode than another; so will most teachers. Certain subject
' matter falls more naturally into one mode than another.

. . . But: there is no universal mode. . . . These three
modes must, remain open.  The only option is when and how

- we experience all three, not whether we experlence all
three. . . . All three modes and their variations are
needed  in the daily operation of the early, basic, higher
" and further‘phases of recurrent education. Greater ‘
empha51s should be placed upon Mode II and Mode III, but
this does not mean that Mode I should. be elimlnated--lt

has certain attributes that will always be needed. . .+ .

the elements of all three modes must be part of everyone s
Vschoollng (1972 157) .

DIMENs-i:pN SIX: CONNECTION TO ORGANIZATION

Plannlng Wthh is carried out in 1solat10n from

[3

- the . system'belng planned for is less llkely to have 1mpact.'

3
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Three varfables were identified: (1) the nature of the
connection between the planning prOCessxand organization

processes such as policy-making, and decision-making;

o 2) ﬁpe’authorityrof the planners; (3) the building of

what ‘has been called "planning-mindedness" into the

organization.

1. Connection between planning and%grqanizational

Q;Qgggggg; One of Worth's own guidelines for sound planning
is that it should be strdngly connected with the decision-
making process.2 He believes that when this guideline 1is
ignored the impact of the planning is oreatly lessened.
It'would seem that in his own pjyoposals he pays

attention;to his own guideline. He recommends, as noted
‘before, in the proposed reorganization of the Depertments
of Education énd Advanced Education, a Planning Unit
which WOuld'work very closely with the four Divisiohs of
Early, Basic, Higher and Further education, and also work
in consultation with.the Prorince's cehtra; planning .
body,b Even though a great deal of the work of the
Pianning‘Unit is’ of en'advisory nature Worth also B
belleves it should have some powers of its own, and should
‘be staffed 1h part through -joint app01ntments w1th other .
parts of the Departments thereby to enahnce 1ts 1mpact.

. Worth also recommends that planning efforts carried
out at lower levels,d for example in local schools, be
closely tieo to the liferf the organizatioh at those.

I

I ‘ - . _ = o
4 levels. To Worth, school councils and the aforementioned

R



134

alternative learning modes are ways this might be done.
There is an outline of how all the various groups lnvolved
in the planning process might interact. Various planning.

activities are listed, and the contribution of each group

. \
(on a major, medium, minor, and variable scale) is noted.®
. -~

-
/

a. . . . planning [should] be closely related to
the fOllOWlng phases of the decision process: 1dent1—
fying, deflnlng and refining objectives, devising
alternative programs for achleVLng the selected ob jec-
tives; evaluating alternatives; monitoring the .operation
of programs that have been 1mplemented and developlng
new directives or programs in the light of previous
experience and emerglng conditions (1972:218).

»
[

b. For the_two: departments to perform ‘an
///éipanded planning role they meed the Planning Unit :

« « « .« Generally this unit. should have the capacity
to elicit information about needs and problems from
various sources; synthesize the information so as to
jdentify probable goals and priorities; translate
appropriate goals and priorities into alternate courses
of action, based on technical study and evaluatlon; test
_the consequences of alternative policies; féed back
@bout goals, priorities-and alternatives to those
@f fected and assimilate reactions; and finally to pro-
pose desirable and achlevable\p\lley changes (1972:232).

« €. These activities would be performed by the
Planning Unit within terms of referenge approved by the
departments' Co-ordinating Council, and in close col-
laboration with the four divisions responsible for
policy development in early, basic, higher and further
education. Linkage to the lelSlOnS could be achieved
by having some staff holding joint app01ntments. Al-
though the role of the Planning Unit is fundamentally a
service- advisory one, it must be glven sufficient scope
-to set a portion of 1ts own mandate & therw1se it is
apt to lapse into impotency and suffer a serious los#
of credlblllty within government and throughout the
prov1nce (1972:232).

-

d. Educational planning has its major pay-off
at the local level. It is in our classrooms and insti-
tutions, at meetings of school boards and boards of
governors by demonstrations and sit-ins that students,
minorities and private interest groups are clamoring
.for more destiny control. . . .

The place to begin taking a posfgive stance in



135

local planning is with individual learners and groups of:
learners. How this might be done has been elaborated

in the preceding section on process [e.g., variety of
learning modes !. Similarly, Section III proposed
variable sponsorship in early and further education,
school councils and community-schools in basic. educatlon
and rejuvenated boards of governors and advisory com-
mittees in hicher education to facilitate more public
participation in institutional planning (1972:233).

e. The Process of Educational Planning
at the Provincial Leével

o

Participants Selected Actiyities
Need | “ Taking
identifica- Goal Identfy- . decisions
tion and . and ing ‘Testing and
- _ problem prlorlty alterna- alterna- establish-
' posing setting tives -« tives  ing policy
Citizenry 1 t T , - f‘
Represéntatives, \ o |
of the people: - .
-Legislature - *kk - * % * *k % &
Cabilnet ) * kK * % * * * % * k%

Departments., pf

Education and ok * % * % * %k *
Advanced Edu- : ’
cation

Planning, re- ‘
search and Ckw C ax * % ok
~development ' S ‘

agencies

Organized ' o .
1nterest groups * %k * & o Kk : **

| Special . o ; g : _ ‘
Congultants f . 1 1 - b o

***ma jor cOntributiOn.;q**medlum contribution
*minor contribution }'varlable contribution, dependlng
on issues and opportunities .

(1972:231).
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2. _Authority of planners.. The simplified method-

ology for discussing,the.problem of‘authority has been

‘tO‘say’ghat authority may be 1ocated in several places..

It may be located in an organizational position. It may
be located in charisma. It may be located'in professional

expertise.” Itomay“be 1ocated in a;l'members.of;a group

in such a way that: it is Eh?;ed. - :
‘With regard to thé high-level Planning Unit

discussed in the previous section WOrth-seems to suggest
that the authority of the planners will be located in

position? and in expertise. In terms of some of the

-+

plannlng at other 1evels for example at the 1oca1 level

(in school councils, or in the membershlp mode) he would
seem to Be saying that the authorlty of the planners w111’

be located in the group, i.e., that 1t will be shared.2sP .

[

a. ‘The complex1ty of planhlng and 1ts close
relationship to the. decision: process dicates that the -

'_act1v1ty cannot be restricted to. spec1a11zed plannlng

“units. Although certain aspects of planning require.

certain types of expertise which mlght best be centrallzed

f ~the total function can be dispersed in much the same way
as is dec131on~mak1ng (1972 224) ‘ o R

b. . Formed at the request of a group of electors
‘-and/or students, each. [school] council would be composed _
of representatlves of those involved or affectea.. AlthOUgh,‘

it is not envisioned that students would sit on counc1ls
‘during, the earlier. stages of. schoollng, provision for .«

"contl uing consultatlon w1th student” representatives ‘in-
“intermediate schools is a nec9351ty.' The. council should

~be a mature partnershlp among people which reflects

respon81veness and 1nf1uence but essentlally

-huilds om respect, trust, the right of initiative, .and

’ a fl x1b1e formula for part1c1patlon in pollcy dec151ons.

\

. e ,. ‘o, e [ . .

o <'/’;I’W'I‘lfxe responsibilities aqsumed'by!counc1ls might include:

determlnlng school. budget prlorltles; plannlng and organ-—
121ng further educatlon activities;- developlng most school

L3

et |
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regulations, . . - formulatlng program p011c1es within f
» the broad framework established at the provincial and
school system levelsy . . . (1972:126, 127).

3. Planning-mindedness. 'ft has already been

" mentioned that Worth advocates an on—going capability at
’provincial regional, and local levels, and that he has
spec1f1ed the nature Of. the contribution that each of
these 1eVels should make to the overall process. In
addition he advocates that planning become part of the
overall llfestyle of the educational system.a P e

states that ordinary people, 1nc1ud1ng students,‘must,'ﬂc-
be'more than mere clientsrofvthe educational system, they‘*

‘must share in planning what it might be.C

P

a. Planning should take place throughout the
. educatlonal system .and should go. on continuously using
approprlate strateg1es.~ The complexity . of plannlng and
its close relationship to the decision process ddctates
that ‘the act1v1ty cannot be restricted to speClallzed
plannlng unlts (1972.234) - R

- b. The-* magnltude of the \asks of relating S

- “--'plannlng to . pollcy—maklng, of . 1ncreas1ng the rationality .
..~ . of decisions, and of malntalnlng an ant1c1patory outlook
-, .are not to. be underestlmated. In order to aCCOmpllSh

. these tasks, provisions for improving:the process should.

' be accompanied by efforts to make. plannlng an acceptable,

gllfe~sty1e for SChOOllng in Alberta (1972 235) '

- ‘c. Pe0p1e must be.more than mere cllents of the

_ -educatlonal system.] They must share in determlnlng it
- If education is- truly to beneflt soc1ety 1t must draw L

~on,all of soc1ety s strengths (1972 39) R o

DIMENSION.;SEVEN;' _' PARTICIPATioN o

Those -who are affected.by a plan should be: .

,1nv01ved 1n its determlnatlon.‘ Thls dlmens;0n was brohen
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o dlrect and actlve or 1nd1rect and reactlve?

down 1into two varlaoles:- (1) the question of who par-

ticipates in the planhihg—*gbvernment high*level

" educational profe551onals, organized- soc1etal groups

orm

~administrators, teachers learners, the mass of lay

people; (2)‘the_questionﬂof the form'of‘bartici?ation_

that is sought from these persons——does it tend to%pe

\

’

e » 1. _Who plans? Worth strongly advocates that

.as many people as possible participate in the planning

process. 2 It ‘might even be said that, because he refers
o "participatory-planningﬁ as'one of the four basic
ideals of the CommisSion on Educational Planning,b and

5t

because he Speaks of "1nvolvement" as one of his own .

:guldellnes for plannlng,c that he regards thls dlmens1on

as one of the ,most Slgnlflcant dimensions of all 1n

:plannlng._ By referrlng to the 1nsuff1c1ent seeklng of

partlclpatlon from some. 1nd1v1duals and groups in the

‘preparatlon of A Qh01ge of Eutures Worth would also seemb

/-
to underllne the 1mportance of - thls dlmen51on.d

| In terms of the spectrum of peOple from whom .

| partlc1pat10n should be sought (government hlgh—level

o educatlon profe531onals to the mass of unorganlzed lay

| peOple) WOrth says there should be 1nvolvement from

d,e

'all; T There has already been comment in prev1ous

. .-\,'

sectlons on some of the ways (e. ‘g, Plannlng Unlt

reglonal plannlng capabllltles school. counc1ls) ln

Wthh he belleves thls mlght be accompllshed.- Another
} S



oo ?

. o : : 0 : s S '
. . . . 't -
R P . L

as yet unmentloned means of publlc 1nvplvement 1n what o

would be in part a, plannlng functlon 1s through the

"Educatrbn Counc11 of Alberta."f ThlS group would be
made up of a varlety of persons frOm varlou§/areas in’ the o

' Prov1nce who would be app01nted on a term ba51s by the

Lleutenant—Governor in Councrl. Becapse of 1ts role as
-2 klnd of audltor-general of educatlon the Educatlon =

Counc11 would not be connected ﬁprmally w1th elther |

.o

),—egucatlon department but wouldvreport dlrectly to the

\

'"Vofwpartlcular;grganlzatlonsaorvgroups;u; o

»would Serve as 1nd1v1dua1s and not as’ representatlves

Lleutenant—Governor 1n Counc1l.t Persons on the Councll

-
g

” Lo . ! ‘- : ' . L : . . .
'a. The@reshaplng of Alberta S educatlonal system

: 'fmust seek to involve all’ of our. citizens. The magnitude

of the task ahead makes it ‘clear’ that there w111 be more
than" enough for,everyone to do.” Thus it .is- 1mperat1ve
that wé find new structanes, ‘@fd new methods as well as’
help, encouragement and freedom for all- to do the best

1ithey can (1972 39) RO \1,‘, DR AT

. _ [0ne of four bas1c 1deals]
- Falth rp rticipato ¥ to harness the resources

and ‘will of Albertans so that the dlfflcultles ‘inherent:

~in thlS educatlonal tran51t10n may be surmounted (1972 87) '

g [One of the guldelines for plannlng]

”.»There'Should he. wldespread client part1c1pation in

\h ment of ob;ectlves to condltlons (1972 224)

educational plannlng.';jy + Greater client 1nvolvement '

'sets the stagepfor new: relatlonshlp between polltlcal
t 4

forces and, the citiz nry; for a ‘finer .and qulcker adJustai

d. Challenge Interv1ewer- WouLd you have

‘done anythlng differently in. constltutlng the- Comm15$1on

Board ‘or -in the methods of publlc lnvolvement if you _"
had to do it again? S . PR
© Worths - Yes, 1ndeed. Comlng flrst to. the publlc

1nvolvement actlv1ty, I ‘think that if I. were to'do it-all g,ﬂ

over again-I would spend much more ‘time in readlness——

: _‘going: around the province holdlng meetlngs and using. the
"=‘news medla to try thldentlfy some of the problems and



- schooling on
- would recommdim
"~ council, wo st help to realize the objectives of the

5

'».\

concerns -

oriented 1
Alberta's?

- in Alberta (1972 138)

e 4 e o'.c L L N R T e e R ) [

e Commlss1on Board goes, I. think I
,full—tlme commitment from peOple on \
Ple to get. Secondly, I probably would
F'composition just-a little to bring in

Ple from what you-might call the public -
{1arly a few students'(Challenge- 1972-20);

ll.nlov'c"oil

he need to dlver51fy our . soc1al v181on

*ntlng it, requires the involvement of a.
11ety. Key roles await students and - parents
;c1als and community workers, business .

stees and taxpayers, teachers and adminlstrators
pations personnel. All must be alerted to

B and opportunltles of an educatlonal system :
ard Alberta's future. . . . The reshaping of
hcational. system must seek to 1nvolve all '
ns (1972 39) :

elected
people,

of our ciy

S 5' e Educatlon Counc11' - role, as a kind of
audltor—general would be to evaluate our: system of
systematlc and comprehen51ve basis., . It
pOllCleS which, in the ‘opinion of the

the shqrt-term and long-term needs of
It is- envisaged that thé Council woyld

£ persons from a varlety of: occupatlons '
economic’ backgrounds and geographlc areas v

system, an
Albertans.;
be composedii
cultural an

N

>, _The o m\o t1c1 tl n. WOrth :on the

-oo 140

done.hand advocates that peOple on all parts of the range‘, o

/

are to part1c1pate ln an actlve way in the development

of.the educatlonal process.- Ordlnary persons,are not to"

7

~be mere cllents but\shapersupf that process.a; On the

"other hand Wbrth advocates a more actlve style of par—

t1c1patlon from those on the upper end of the range but ,

e

\ ' T
Ca, more pass1ve style from the 1ower end.ﬁ Ordlnary personsg o

he says elsewhere, g: “to be cllents.bvql They need bold
leadershlp, and they need to be . planned z : before they

u%ll respond d "He does not seem to spec1fy vays forv;,

o ] . . n\v( : o ‘Iff' ..
. ' - R

¢
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' them'to participate,in higherrlevel.planningvaCtivities

enhance dlsenchantment w1th ‘the educat10na1 system.?. The

/

for example @%wthe Plannlng Unlt. Thelr means of’ par—

t1c1pat1on 1s aiso somewhat proscrlbed in that they

E

should not part1c1pate in, negatlve ways or in ways that

v . L e

o

form of thelr partlclpatlon 1s descrlbed by WOrth 1n the
very flrst paragraph of the "Introductlon" to A Qh01cg oﬁ

Futures as’ belng s1m11ar to that of a v1ewer ch0031ng
. . o .

‘among_several-telev181on programs.

/" i

Y

‘a. People must be more than mere: CllentS of
the educatlonal system. % They must ' share in determlnlng
it. If education. truly is to benefit soc1ety, it must
draw on all.of society's strengt s.  Expertise, then,
can be* ‘mobilized without grantlng educators and bureau—.

- crats domlnatlng roles because of their spec1al cre-

dentlals or strateglc pos1t10ns (1972: 39) S ;ﬂxwf
b.  The first. guldellne\[for structure in the hew U

’educatlonal system] is that the pronnéLal educational

'"_Structure must foster development of relatively inde-~ -

' in éducational planning. This refle
- “part1c1patory plannlng, and restatement of -tke. prlnc1ple
- of participation views both the publlcxand 1earners as.

' cllents (1972 224) B P T Y

fplannlng and leadershlp (197%g}96)

- pendent ‘local- units of government .and lnstltutlons hlghly

respons1ve to the. needs of their cllents 11972: 64)

)

c. There should be w1despré cllent part1c1patlon.f
uon of the ideal .of

¥

d. The c1tlzens of. our prov1nce have shovn on
several occasions that they are prepared to embark on-
rapid, even fundamental change, glven bold '1maglnatrve

3

‘el The Comm1831on 8 call for part1c1patory

'planning will strike a partlcularly sour note if. greater

'~opportun1ty for -involvement only increases: the negatlve :

- offset this pOSSlblllty, we must accentuate the p031t1ve

aspects of protest and intensifies dlsenchantment., To .

in 1oca1 plannlng (1972: 233) f.' Ll _.ﬂ‘.g‘ . '

T T

v‘i f.,, Th1s report represents a’ ch01ce of futures

-zf'ln the same way that a television schedule represents a
y ych01ce of featuresg that is, the flnal ch01ce belongs to

\".

e N
B AT Q :



S142

" the rééaér. The programs offere reflect the 0p1n10ns
‘the scholarship and the: 1maglnatL %of thousands of
‘Albertans and a host of 1nternatlona1 craftsmen, all

>~}work1ng behlnd the scenes. But. these .programs wllra

. ‘achieve: thelr purpose only if tens of thousands of
'LAlbertans bune them 1n (1972:Introductlon) ' :

PR

ok

’co.Nc'L'UD'I,NG NOTE o I S

+ L . .
' B S o .
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Agaln saV1ng the bulk of evaluatlve remarks
.\funt-:J.l later '1t can be noted that Walter Worth' |

;approach to educatlonal plaqnlng has w1th1n 1t materlal

"“'that relates to all dlmen810ns of the Paradlgm.’_ o “vﬁg‘“ |
| | o o 0 EOAEE



71/// . " .~ Chapter VI -
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*«  COMPARISON AND ANALYSTS QF TWO APPROACHES

. SRy

TO EDUCATIONAL PLANNING

ot
) . . . N
. - ) 2

. . ?

¢ There are two parts to this chapter. In the first,

and Ionger part each dlmen51on of .the Paradlg is again-
3
applled to the approaches of Freire and Worth with the
e _
purpose this tlme belng to compare and an13yse them. 3iIn

the second part the Paradlgm is used in a mere general

way to compare and analyse a few of thé’overall aspects

o

of these approaches. In both parts the contents of the .
] e T 2]
previous two chapters, where the purpbse was to unge;stgn

Freire and Worth, are relledfupon as the source of data.
. /-/' ~ Ve B . -

42 _COMPARISON.ANP ANALYSIS OF DIMENSIONS

Qimension'Ongé 'Orientation
. 'y\’l * ~ . N ‘ | . . ' . ‘A:
1.” pPhilosophical base. Both Freire and Worth are !

e*pi}cit‘about their philosophical bBase. - There are some ‘-

similarities rnvtheir positions. %oth;éescribe'man as}an“
essentialfy‘activejand creative subject ‘Who has the

: Wcapability of acting upon his world to changehit 'jBoth
.express the bellef that genulnely pos1t1ve results w1ll

G v

occur if 1ncrea51ng numbers Of. people are enabled to

”

take greater respon51b111ty for thelr,own»11Ves. Both

/
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.

see reality not as static or’predetermined, hut as process,
as~developing, as pecoming, Neither’assumes that existing
ways of thinking'or/doing can not be'inproved upon.

There are differences in their:pOSitions as well. '
Many of these -differénces stem fromithe theoret{Eal
framework they use to read the reallty around them.’

The framework Freire uses 1s a comblnatlon of <
MarxiSt political and economic theory, the Social Gospel \
tradition from ChrJ.stlanlty,:’L and existentialist philOSOppy{
The Marxist pOlltlcal theory and the Social Gospel tra-
dition appear 1n Frelre S commentary upon. the power oﬁ‘
polltlcal and social sStructures to stifle’ or to helpafree s

man, economic class distinctions, corporate man rather
o v - N

than ifidividual man, the necessity of radical change in

‘society, the near impossibility of change without struggle,

and an attitude of.humility and respect for all sorts and

conditiOns of\men. The existehtialist philOSOth'tendS

’ ,to keep Fre;re s ana&y51s always very close todﬁpe con-

[ S
crete . cultural and historical . 81tuatlon in whlch men

flnd themselveﬁg

. ) 7 7 - ':_ - v
The framework Worth -Uses arises out of North .

lrhe Social GOSpel tradltlon arose in North
Amerlca in the late 1920's and early 1930°'s. One of the
key figures in 1ts~development was Reinhold Niebuhr. The .
Social Gospel perspectlve was an attempt to offer a more ‘

‘social corrective to wﬁ“t‘“as-percelved to -be an un-.
- balanced and unwarranted emphasis upon individualism and(‘
-laissez-faire economic, policy then supported by many

Christian denomlnatlons and. by the governments of the day.

- Freire refers to Nelbuhr s VleWS (1970a:4/13; 19704:65,

112, 126)

®
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American liberalism, the characteristics of which have been
described before, (e.g., progress through sciedtific and '
technological advance, reward‘based upon lndividual K::
_achievement)) and outrof general systems theory. Worth{'
therefore, tends.to write about: change as a natural and
evolutionary process, }individUal man‘rather than cor-
porate man b1010g1ca1 and psychological categorles rather
than polltlcal and economic categorles.

.The effects of these differences spring up at

many stages of the compariso agd analysis of Freire and

worth. One of the ways in which these dlfferences mani-
fest themselves is that Frelre s analy31s seems harsher
than that of Worth, Freire wrltes about the‘"domination"w
of the oppressed by those in power. He writes aboﬁt the
subtle forms of violence which. keep masses of people 1n

Q-thev"culture of silence" vhere they are unable to take .

7

responsibility for thelr own lives. He writes about the
: |

: » . ) Lo, . .

oppressed hav1ng to "struggle" tq win back their right

«

to say thelr own word from those who domlnate them. .

//

o Worth on the other hand, wrltes ‘about a-more ,”

s f

A

v_natural process of change occurrlng through evolv1ng
scientific development and through the sensible choiees

that_people will make among the various alternatives s

available to them. Indeed in that part of hlS analys1s

where Worth is dlscu381ng the second—phase 1ndustr1al //’/7

/

e

soc1ety and the person—centred soclety,vhe seems to be -

saying that people do not even have to choose. betwéen
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two possibilities, they may in fact choose both. To Worth"~
it is quite possible that Albertans can have the person-

centred society without forfeiting any of the benefits

4

available through industrial society.

" The person—centred society does not require a re-

- jection of ‘economic growth, a high standard of living
or advances in technology. It does require that
technology andflndustrlal development be turned

. to the service of human needs and wants (1972: 34).

©

. Another area of dlfference between Frelre and
 Worth is in regard to thelr roots in the thought of other
people. Freire makes regerence to people from. the Third
World, Europe, and North America (e.g., Mao Sartre and
Fromm); to\peOplevfrom'this century and prev1ous cen-
turies (Nlebuhr and Marx); and’ to people w1th famgas

; names -and to those withouty all of whom seem tled to-
gether by strands\of‘radlcal polltlcal critique, commrt—
ment to the masses, and existentialism. The written
resouroes then that Worth eokn0wledges are, predominantly
North American, all fromgthé;last ten years, mainly  ,

rooted’ in the sciences (natural, biological, and social)

. and, more often than not, written by professional edu-
1 : . . :

i
® “

oators.
It is not my intention_to debate the.merlts of

the views of the persons that Freire and Worth have

chosen to regard as 81gn1f1cant but rather to p01nt

out in the case of Worth at 1east one questlon suggested

by thevParadlgm, It has been noted that all . the roots

' that Worth acknowxedges expllc;tly are‘contemporary.

v . .
¥ . P
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Clearly the roots of his thought go back more than a decade.

The question raised here is, should worth not have ex-

plicitly acknowledged these oldef roots - (e.g., his belief

in progreﬁsvthrough seientific advance, which goes back

at léast ﬂnto the Renaissance) in addition to his more
recent ones? It would then be possible to see readily

what some of the most deeply rooted features and pre-

suppositions of his orientation are.

2, View Of education. Both Freire aﬁa Worth

see education as one of the mos£ fmportant means available
,t0 a society for helping its people learn to understand
and deal critically wit£ the reality that surrounds then.
Both are critical of that view which sees education

. . ES i‘
only as a passive servant of existing standards and

structures.

; -
o

Freire's approach arises out of what to him is
theﬁconcréte social?politigai reality of the Thi;d |
world.. The~priﬁe features of that reality are expresééd
for him in wost such as, domination;rilliteracy, culture
6f silencé. freire, in‘describingiedgcation as "cultural
action for ffeédom," advocaﬁes’a literacy and posé—
literacy process that has its source in. the very midst
of that social and political reality. 'Peoﬁle are to
learn to neéd and write usiﬂg words‘chérged with poli;
tical meaning, and thereby become much more able to
refleét_and aét'upbﬁ;thersitgétion-in which pheyhlive;‘

Freire's focus,,aéain; is political. It is deeply
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. ! . )] .
enmeshed 1n what he sees as the concrete hls%orlcal events
of today. It focuses upon corporate man, on the masses.

Worth's approach also arises out of what to him
is the concret? social reality in which thegpeOple he 1is
cbncé}héd with find themselves. Worth advocates goals
for the educational systems such as. personal autonomy,
social competence, ethical discreti;n, creative\capacity
and intellectual péwer. Sucﬁ goals would enable indi-

N
“viduals who are learners in such a system to be better

1

able to reflect and act upon the situation ih which they
live.
o
Differgnces begin to appear whénvit is seen that
whereas Freire's approach is historical and political,
T3 .
Worth's ié more psychological and a-political. Whereas
Freire“s approach tends to focus upon the educational
development of the masses, of "men-as-a group," Worth's
ténds td-fbcdé-upon individual man. Thus while both seem
to view educatibn not as a passive reactor to society
but as a possible creator of society, their ways o%

following through on this assumption are quite different.

. s ) <y
3. Stance to the future. Both Freire and Worth

assume that man can be a creator of the futures— The- -

future is not predetermined, is not the product ofi fate.

”— [

Intervention by man is'possible. Both seek to builld this

perspective into their approach to educational planning.
‘ ; X, , . v

pav G

Freire uses words such as "cultural action" and "cultural

o

“revolution," Worth uses words such as "a choice of futures,"

0y
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but both are thinking of a future educatioﬁal system and |
a future soclety which will be better than that.which

_ exists now.
One difference iézin how they sée the change

ol

coming about. For Freire the path to the future is more
difficult than for Worth. Freire states, for ex;mple,

that it is in the interests Qf those now in power, i.e.,
thos;‘who contral the preéent; also to want to control
.("domeétiCate") the future. Theyrwill not be easily
persuéded to give up their position of édvantage. Ih faet,
they may ﬁot be-persuaded at pllu Freire stresSes that
the struggle many people will have to go through in |
choosing an active style of life for themselves will lead

to conflict. Wbrth stresses not so much the difficulty

but the naturalness of choosing the future.

4. Ayareness of means of approaching the future.

Both Freire and Worth opt for what has been called the
"comprehensive" means of approaching the future.. This is

" - the category which assumes the necessity for changes from

present patterns on many fronts.

Freire and Worth pursue the comprehensive future
in somewhat diéferent ways."Freiré doeé so through what
he calls the'theory of dialogical cultural actioh.:IWhen‘~
the four characteristics of this theory arelﬁiéétiséd |
(CO'Opefati?n, unity, organization, and cultgéal synthesis), .,
educatiOﬁaéiprocesges and other aspects 6gﬂggéiety és |

well will,have'built into them a-dynamic which deVelops.



W

P

L X
pressure'for multi—dimensional change.
T wOrth does so through his systems, theory base,
through the irse” of futures forecasts and related tech—
niques, and through advocacy of several concepts re-.
garding the content of educationj(e.g., problem;soiving,.
communication; valuing, life-experience).

‘,Differences between the more poiiticaiﬁand cor;
porate means of Freiré and the more psychological and
ind&vidualistic means of ﬁorth can againﬁbe noted. Freire
is con81derab1y more‘concerned than WOrth about the
dangers of one of the other mean‘“f"teChn010glcal future")
Of ~approaching the 'future. He warns Of the strong
pressures to standardization ahd'doﬁéstication that are
pos31ble when societies seek this one-dlmen31ona1 ap-
proach to the'future. In such technologlcal soc1et1es
where virtually everythlng ;s prefabricated, human |

“behaviour can become almost automated becausevmen do not
haVe to risk themselves in‘any nay. Evérything has‘v

already been decided by someone else.
imension Two: _Context

'l. Awareness and analY81s oﬁ soclal polltlcal

-

and econom;g strugtu;es an issues. ﬂrelre and Worth -

both take into account the soc1al politiCal and
,J
D
economlc context 1n Whlch they seek]to do thelr plannlng.
Nélther assumes that plannlng for educatlon goes On 1n

a.vacuum.

150 -
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Each has his own way of taklng account ‘of the
context. Freire does s© by{connectlng his analy81s and
"his educational program dlrectly to’what he pelieves is
;gm of the most significant global events of the present
time:  the emergence of the oppressed masses - ‘of the Third -
:wOrld ont o the stage of world history. He ertgg of the .
deliberate and v1olent domination of such people by the
rulrng elltes‘based 1n_North Amerlca' and Europe. He
'traces how eéonomic_and cuitural domination”haverbecome
internaliaed in the lives of individua;.perSOns of the
‘Third-World; "He analyses the specifics.of this‘domination
in hlS theory of antl—dlaloglcal actlon the four charac— :
terlstlcs of whlch are,‘conquest d1v1de and rule mani-
Apulatlon .and cultural ana81on. Frelre writes of the
necess1ty of. seelng the context in a‘structural way.v To
‘fall to do so is to be open to the danger of belng locked

-

‘into a cultureathat is created‘py someone else.

- Worth takes accoUnt-of the conte%t in other nays.»
He states‘thatithe base of'h{s work.is‘an gpgn’system'nodeif 2#;:
He also analyses the dlgferences between the seCOnd phase B
'rlndustrlal soc1ety) nd the person—centred soc1ety.k
’Through h1s futures forecasts he attempts to understand
many of the p0351b1e future characterlstlcs of Alberta'
soc1ety. It 1s not too dlfflcult to notlce some rather
profound dlfferences in the way Freire and Worth under—
.‘d'stand the context. . f@f | |

¢

Frelre sees thlngs in a strucggral way, and

IR
S

~ 7
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' advocates‘the need for rather total cﬁShge‘in the insti-
tutions of society so that individual persth‘csn be

free to develop their lives. WOrth‘says the deficiencies
are not so much with the societal structures as with
certain individuals who are part of the society,who-must
be‘better‘trained to reap the behefits society offers.

Freire{_as it were, writes about the .internalization of
externai values. wOrth wrltes about the externalization
of 1nd1v1dua1 values. ' Freire's analysls of context pre-
‘sumes a world-view. Worth's analysis of context predumes

. . ,.‘ . "
a Provincial, or, perhaps more accurately, a North

American view.

2. Expectations for education. Both Freire and

Worth seek to onderstand}the nature of societal expec- .
tations for educaticn: Freire claims that one of the
most -prominent expectations for'eduoation in present
society is that it serves as an instrument of anti-
vdialogical action. Conquest, divide aﬁo rule, manipu—
vlatioh anhd - cultural 1nvaslon are presently very
"successfully" carrled out by many educatlonal systems.
.“Frelre refers to this asu"banklng“ educatlon. Very
powerful groups. 1nls0c1ety wish nothlng more from the
t‘educatlonal prOCess than that 1t dep051t thelr form of
truth (or'more "nobly,f thelr Vlew of the cultural

ses of uncritical students. In this

&

heritage)nin‘m

way those whog 'power.keep-it;Vahd those who dd not
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Worth also states ‘that one of the predomlnant
expectatlons for’ educatlon is that 1t should mold peOple
to-ex1st1ng pattgrns. He acknowledges other klnds of

expectatlons ln soc1ety, however whlch support the more

active role for eduqatlon Wthh he hlmself supports. He

is qu1te conv1nced that the, expectatlons for the more e

¢

o

,
actlve style of educatlon w1ll prevall. As was noted in -

the prev1ous chapter however there 1s a way in whlch

'wOrth also seems’ to acCept ‘the former set of expectatlons'

;and see educatlon 1n a more pass1ve role. Some of the

more deeply entrenched views of North Amerlcan culture

' are, apparently,_to be accepted and served by the edu-‘

catlonal system w1thout questlon.‘ The example used was

.

*Worth's assumptlon that one of the bases of Canadlan
”.soc1ety is that ‘Yewards come as a result of 1nd1v1dua1

effort and achlevement._ Because of thlS the educatlonal

system must therefore produce autonomous self—dlrected

‘1nd1v1duals who w1ll be- able to. achleve who'will be

able to get ahead 1n_that kind of soc1ety. Worth seems

to accept..at face Value the assumptlon that rewards 1n“'

our soc1ety come as a’ result of 1nd1v1dual effort and

achlevement. He never questlons the p0331b111ty that

\ e

’thls assumptlon may not be correct. WOrth does not

:,acknowledge those analyses of Canadlan soc;ety, e. g.,

&

'(Porter 1965)f,wh1ch conclude that a 1ot of rewards are

; glven for other reasons (like where and to whom

uCanadlans are born).

o .,
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"3, Wavs of connecting educational planning to

other sogial'planning, Freire and Worth are both con-

cerned. to see that educational planning is specifically
connected with. plannlng 1n other areas. Freire'sianalysis
Cof educatlon is embedded in an analy51s of soclety as

.a whole; He has developed a literacy process thatrdepends

-

. B . . E . ° J B N
upon the use of' words fromrthe political arena. In his

\

llteracy and post llteracy campalgns he regularly makes-
use of profes31ona1 resource people ‘with. backgrounds in

fields. other than education to bring the most recent

. develOpments from these fieldS‘to.bear'upon'his work.f‘

L Where pos31ble he seeks to t1e hlS educatlonal reforms

to. reforms being undertaken in other areas such as "
2

et
i . .o -
. y

ag&iculture. . . : .

Worth also relates hlS analy51s of educatlon to

an anary51s of . soc1ety as a whole. He suggests spec1f1c

ways in whlch educatlonal plannlng mlght be co-ordlnated

f'w1th that done in other areas. Examples are- a prov1nc1al

_central plahnl body Wthh would ‘co- ordlnate plannlng
b

)

i.from all areas 1nc1ud1ng educatlon Reglonal Serv1ce.

Centres whlch would make avallable the programs and v'k :_.

serv1ces of many government departments through one

‘ ¥
'outlet and the communlty schools whlcﬂvwould become

,loca1 focal“yg‘nts'for w1de—ranglng communlty serv1ce.

j he stggests the co-ordinktion might



'¢pprov1de part of the dynamlc for keeplng the process of

these approaches to plannlng seek to connect: educat10na1 j’l
' and other forms of plannlng both in terms of thelr ana1y51S'

of . what is wrong and in terms of thelr suggestlons of

what w;ll,make things right. R o .ﬂ ‘ -

‘Dimension Three: Time 1 C . T A

1. §hoitv, medium-,”and l‘ng-rgpge p;oposgls.‘ Thé%A
=Hproposals of Frelre and Worth cover a very wide tlme s'f

horlzon - from the 1mmed1ate to the long run. Frelre hasr

-~

"very spec1f1c proposals for the short—run in thlngs such as f’j

- the details he glves on. how generatlve wdrds are developed f"

. \5

o for the 11teracy proCess. In the somewhat 1onger~run he

glves detalls on how generat1Ve themes are developed as

part of the post 11teracy process. And for the very long~ wﬁ'fh“

i N

run he has proposals regardlng the cultural revolutlon ﬁs57

A .
©

'.phase of . the on—901ng revolutlonary process.,;v
WOrth also has a w1de mlme frame. Hls mandate
'from government asked for recommendatlons on short—&
:through long run matters and he.seems tO'have.reSpondedt
“to that mandate.A HlS "tOp ten"'prOposals glve several ‘

: suggestlons for 1mmed1ate actlon (e g.' developmént of,;;

'learly chlldhood educatlon abolltLon of Grade XII

examlnatlons) In the medlum-run he suggests a Plannlng p’i\f

= «Unlt and a’ Research and Development Board that wlll

\

.Change gOlng't In the 10ng-run he 1ooks forward to
. are t |
the persbn-centred SQClety in whlch 11felong or recurrentff

Y . . S : LN
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ﬁ}reformlst changes suggested by»Worth.

v [ '
. ,
“ :9

L

“;educatlon w111 be a c1tlzen s rlght.

Y

) Both pianners then cover theutime horizon
w-»rather completely. The dlfferences agaln are. between

- N
the more radlcal changes proposed by Frelre and the moire

—.

N
‘ . g . N -

. D R o
. P . .. /'
LT N PR Bl o
Ce T C .

_v”1-

‘i}wand WOrth that there must be con51stency 1n the short-'

o. L ®

Avfmedlum—*‘and 1ong-run phases of any plannlng approach

lFrelre seeks con51stency in’ sev ral ways. The 11teracy

’4'

fand post llteracy phases haje/common roots 1n that they

\';]both requlre connectlon wrth the hlstorlcal cultural

sltuatlon and the ex1stent1a1 1nvolvement of" the learner. A

In both phases there is the/assumptlon that reallty ls

open to further creatlo'; Frelre 1s espec1a11y conéerned
bb'.' -

that the means used at all stages of the process be

dlaloglcal 1n nature., Those w1sh1ng to llberate cannot

F,quse; even for a short tlme the means (e g B manlpulatlon)

6 N

used by the Oppressors.v Frelre also sees the fundamental

’“€; concept of COHSClentlzatlcn (crltlcal qonsc1ousness) as’

[ . M . ‘ r

"a necessary 1nqred1ent 1n every stage of the process
U TR 8 ) :
even the cultural xevolutlon phase. R vV',//f“

WOrth also expllcitly st ates the need for pro—'“

T

posals of varlous phases to mesh w1th one another.‘ He

,.'

sees for example that 1f short run suggestlops do not

\

move 1n the dlifctlon of 1ong run hOpes' then the mo-

:-‘b e

mentum those suggestlons bulld could block the accom—y_

lishment of the long~run hopes. Certalnly his short—run

BN N | i . A A‘,
i ; ,|‘". .'n«"’ D j
e R A T IR

There 1s agreement between Frelre

L

‘Q",‘



‘ptoposalg for example, for increasing the,avallaballty
of early chlldhood educatlon, seem to move in the
direction‘hfilong-run goals such as recurrent education.
WOrth also states that he relies for consistency upon a
commitment to the;four basic ideals of the Commission,
futures perSpective, lifelong leatning, participatory

planning, and autonomous individuals.

v

,_DimenSion.FOuri Scope . § S ' ///

l. ' Core and Qeriphery.w Both Frelire and Worth

4

acknowledge that in the 1ong~run educatlonal planning
- should concern itself with ,both the core. and the perlphery

of the educatlonal proceas. Freire seems relatively

~

unconCerned about where he beglns. Whether he starts
from the%core or t-e, perlphery seems to depend upon the

situation 1n which he is worklng. In Chlle where the

REEN

polltlcal cllmate was sympathetlc he worked 1n1t1ally

r
through the core. In Mozamblque, wlth the Black

Liberation“Movement, he works thpoqgh the periphery. His

<

view of education as "cultural action for-freedom" would

'agem to presume that whatever the situation a 1arge

IS

segment of\the educational proCess would have to be

carrled out in the perlphery., Knowledge of the social-
pOllthal context for example, can not be completely . -

,1earned in a school ‘any more than. it is possikle to
= 4 3

learn to swim in a library. .

v If it is immaterial to Freire'whether he begins

. . R . p
. ' .
“1 . i N
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in core or perlphery, there 1s virtually no doubt that

. Worth chooses to beq1n 1n and concentrate upon; the core.

While he does: make some acknowledgment o& the importance

v
of the perlphery (e.g., through deflnlng currlculum as

;

"eVerythlng that happens to learners durlng the 11felong.

1earn1ng process" (1972:152), and through raferences to

qducatlonal services provided by various kln.Q\Jf com-

munlty and prlvate groupg); he lS concerned about the

\quallty control of the educational act1v1t1es that go on&

there and he seems to want to have some of these

v

act1v1t1es made'avallabie through such core thtltuthnS

as Athabasca UanEfSLLY It 1s almost as though he wants

the core to take in some of the perlphery 2

2.__Regional areas, Jand .age, economic, and ability

2

. R . . . , . - . ] .
levels. Both Freire and Worth, acknowledge®the importance of

i

: . B ' A
~ recognizing differences in regional areas in educational

3 N

}

2An addltlonal conmment that may also be 111um1nat1ng

“of Worth's view of the peylphery is that he does ‘not mention

anywhere in choice of Futures one of the:'largest
periphery educational organizations‘'in the Province of"
AlberEa. Free ‘University North (FUN), with a student
enrollment of 1500 to 1800 in the winter of 1972-1973, is
an experiment.in educati nopfgmarlly developed by and’
serving megbers of the counter-culture in and around
EdmontOn. ‘SN makes use of many of the educational ideas
that WOrth advocates for the future, e.g., learning net-
works, lnterdlec1pllnary studles, and autonomous and

Hmembershlp learning modes. If Worth were conterned with:

‘the educational periphery one mlghtoexpect that Free
UnlYer51ty North would have received at least as much

Wattehtion from Worth as what might be called its counter-

part in the educatlonal ‘core, Athabasca. University. Even
though there has yet to be’ one student come in contact with
Athabasca University Worth frequently refers'to its impor-
tance in the Prov1nce s future deveélopments in hlgher edu-
catlon. :
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planning. .Both, for example, write, of\ dpecial provisions
for educational services for those in very remote rural
areas and in city slums.

With regard to age levels, Freire only discusses

the education of adults. While,somgnselectioq of ériorities

is nobdodbt nécessary when facing the problems of edu-

, cating people in the Third WerdéFreire discusses neither

his rationale for choosing to work with adultélnor ways -

in which his methods migﬁt be app%}ed to the education

df children. 1In terms of éhe Paradigm this is a serious

omission in Freire's planning. S - Ly s
worth, of course, distinguishes four ievels of

education, eagly, bésic, higher, and further; and speaks

of the different yet interrelated functions that each

"level must perform. The specifal néeds of persons at

each level are analysed, and the attempt is made to have

the educational system play its part in meeting those.

oy

needs.

Both‘ﬁréire and Worth apknbwledge the need fOrk
educational’serviceg-tb be provided to persons of all
éﬁonomig‘leve;sQ Both recognize that it is rarely the -
wealthy who suffet from a-lack Of those services, but

usuallyAthe disadvantaged. The ecpnomically disadvan; =

efers to them, the oppressed classes;

L]

taged, or as he

are central to Freire's 'scheme. His educational.program
cannot proceed without their active involvement.  There-

fore, a great deil of Freire's ahal?sis has to do with
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how that involvement can be sécuredy-.and with»how struc-

tures, both educational and social, which contribute to

oppression, can be altered. Worth also recegnizes the
special plight of the economically disadvantaged. But ¢
he"stresses that the alteration must be made in these
persons and not in the system. What the educational i
system must provide for such people, and:what they them-
.séléés want from the system,,is ﬁgéideVelopment of more
marketéble ski;ls which will enable them to receive a
larger share of théSpresent society's benefits. He even
writes that this.is what naéive learners want.

'

The native 1earner knows that economic success and
the things it brlngs are valued in our society. He ¢
knows be€cause he wants these things for himself. But
let us be honest with him. We can show him that

. other minorities have achieved these things only by -

working harder (1972 :160). -G ;

Worth elsewhere mentions how he hopes the energy .

which native persons now give "to distrust .and hostility

may be rechanneled into the challenge of integration”.

(1972:160). If this does not\happen the native learner
[ . _ : '
is apt to fall into a category of what Worth calls

—

“Behavioral or. Social Disorders" (1972:160, 161).
_ A :

Thé'question is begged here whether native persons
. do want what Worth says::they want. It would seem that
there are some who .do not.

It sometimes seems to Indians that Canada shows more

interest in preserving its rare whooping cranes than

its Indians. And Canada, the Indian notes, does not

ask its cranes to become Canada geese. It just wants
to preserve them as whooping cranes. Indians hold

no grudge against the big, beautiful, nearly extlnct

birds, but we would like to know: how ‘they managed
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their deal. Whooping cranes can remain whooping
cranes, but 1lndlans are to become brown white men.
The contrast in the situation is an insult to our

"t people. indlano have aSplratlons hopes and dreams,
but becoming white men ks not one of them (Cardlnal,
1969:2, 3).

Some do not want a "piece of the action" in white

society. Some want the right to build their own structures:

\

‘and their own educational system in their own way. Some-

‘may even want the right to define their own "behavioral

and social disorders."

With regard to economic levels then, both Freire '
and Worth acknowledge the need for special*concern,
particuleriy for the lower economic groups. -But their
planning manifests that concern in quite different ways.

Regardlng various ability 1evels Freire hes
nothlng to say. Though 1t may be true that such a con-
N

5L
olderatlon can not be the first prlorlty in respondlng

P D

to the educatlonal needs‘ln the Third World at the present
t;me."Nevertheless the 11m1tatlon is there, and there
should be some consideration of. the matter in longer-term
proposale. ' : ' .
worth does have things to say about aQiLity levels.

He uses figures from what he calls "learning psychology“

to show that while there is a wide range of normalcy, i.e.,

Of around 85 percent of the population, there are.about ten

percent with serious learning disorders and aboye~five

s

percent with superior learning ability. Both of‘ﬁnese

groups he classifies as “exceptional children." And he

. outlines ways in which the educatiopal system might

3
Y

3
s
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provide special service. Only one comment 1s made here, -
and that is that Worth's discussion of special learners
. focuses oxclusively upon children. 1In line with his

emphasls upon 1earhinq possibilities for all age levels,
might he not have focused upon "exceptional adults" as
well and upon ways in which the Further Education level é

could serve them?
!

3. All ordanization levels. Though neither

Freire nor Worth uses the exact terminology of the
paradigm variable--~institutional; managerial, and tech-
\niéal*—the scope of their planning doeé attempt to,cover
t he actjvitiés represented by these terms. |

“Freire is concerned with broad goal -definition,
legitimation processes, and with other inétitutional
. level activities. For example,sa copsiderable pbrtion of his
analysis has to do with things such as system—environment

A

concerns, that is, with the overall place and contribution

of externai forces to the educétional process. . Various
managerial level activities are also covered by'Freire.
Bﬁt it 1s probably true that the technical level receives
more of‘his attention.tgén the other two. Literacy and
ﬁost—literacy~processes, "banking” education, problemat-

ization, praxis--all of these elements of his thought -

arise in considerable measure from how he understands

the teaching-learning process.
Wworth, on the other hand, seems to give more \of

his attention to institutional and managerial level e

-«



activities than to technical level activities. There seeﬁsaéuu
to be more concern in his Report Qith overail system
issues, such as the reorganizatiop of'governmént depart-
ments; the means by which early, basic, higher,.aﬁd
further education divisions will relate to.the government;
with issues such as thé reorganization- of the school year,
financial management, .development and use §f physical
facilities, the roles and §ki£ls of administrators; than
there is with the Eeaching—learning process.

| There are Othég differences bétweeq Freire and
Worth as well. Freire's,analySiS, while covering the
full scope of activities from inst;tutiongl to technical,
tends to blur the distinctions amqng'tﬁe levels and .
regard the various activities as paSks-to be mutgally
shared‘by all. Worth maintains those distinctiens. With
regard to the matter -of leéitimation of the é&&cation‘
system,'Freire 100ks primarily to the peasant or lower
classes. If they do not give their 1egitimation, educa-=
tional developments can nb£ succeed. Legitimation from
government and other classes is welcéﬁe; but not reqpiredib
" Worth tends to see thingé the other way around. Legiti-
mation from government ahd1§trohgly\orgaﬁized socie?al:
groups 1s regarded as being essential, whereas that from_

the unorganized masses of Albertans is welcome, but not

redquired. . .- -

One other comment in this section has to do with
N : .

another serious omission in. the planning of. Paulo Freire.

R
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Of great importance to the life of any organization is the

-~ .

matter of finance. Financial resource acquisition and

allocation ought to be a. significant part of any approach
; o " . % . .
to planning. Freire says nothing about financial matters.

Walter Worth's approach, of course, includes financial

\(/analysis (1972:241-295): ) ‘ \ “

Dimension Five: Quantity and Quality

5

1. All _levels of human need. Both Freire and
Worth try in their approaches to olanning'to take into
account the various levels of human need déscribedkbyim

\‘\,

the Paradigm as physical, security, social;iand.selft

actualization. Freire attempts to tie the four levels o
\ ' ’

together. inahility to read and write is to him, one
‘obstacle that blocks the fulflllment of phy51cal and
securlty needs because 1111terates are espec1ally locked
_lnto the culture of silence, and therefore very prone

to be targets of the nanipulatlon and v1olence of -others.
'But Frelre sees the 11teracy process as also connectlng
w1th the hlgher order.needs. Learnlng td read and wrlte
?w1th words full of polltlcal and personal meanlng very
_qulckly leads to persons hav1ng awareness of thelr own
81tuatlon ‘awareness of. thelr rlghts awareness of them—
selves.: Other aapects cf Frelre 'S thought e.ga,{conf‘
sc1entlsat10n oeneratlve themes connectlonsibetWeen

2

‘educatlonal and agrlcultural development -aiso.give;~.'

"1nd1catlon of hlS de51re to have the educatlonal process

¥
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relate to various levels of human need.
. . B ! ) ) 0
Worth uses the exact terms, physical, security,

social needs, and self-actualization. Andthe*suggeSts
several ways, like the teaching of life-experience skills

for example, through which the educational process can

"
i

meet those needs. .
Two recurring differences between Freire and Worth

@ . . L .
also appear 1n relation to this variable. When Freire

-

i

discussegﬁ%qlfillment of man'S'Qeédé he almost always
refers to man in the corpo}ate,senSe,;and nat»aS'an-indi—
vidual. I£ is as part.of}the community or group that
individﬁals find themse?Qes. Worth, on the other hénd,
in discussing human ;éeds refers to indivfﬁual_needs.
Freira's anaiysis is agaln embedded ve:y”deeplx in tﬁe
concrete social and political context. lWérth}é diSCQ§sion,_
on' the other hand; seems somewhat divofced from that
Eontext and to arise»odt'of»; more a-political frame of

s N

reference. |

2. Expansion_ and chgﬁaé:mwin_both.approabhes-tQ

planning there are proposals having to do with the ‘ex-
pansion and the change of thé educational system. Freire's.
views heYe are complex. He obviously sees the need‘fOr-thé)'

, . - / C °i
“expansion of educational services to'the vast number of

t +

‘bépsohs in.ghg.Third World who are completely outsidé_pf
“any edﬁcgtipnalvsystem. But "he is'véry quick-to pofnt
 out;that mere’ézggnsion of~edﬁcationa1.sgrvices, just
-”like‘médérniZaﬁion of a’natioﬁ;jmay make the sitﬁatibn

)

[Z2
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worse than it was before, in that the sense:that'dependence
" upon ruling elites is not«lesseued but increased. Freire
emphasizes the ‘dangers involved in-this kind of economic-
: technologlcal updating.

Thus, the klnd of educatlonal process he suggests
1s one that he believes to be qualltatlvely different
from its predecessor. The new process 1s to be bullt
ubon the theory of dialogical cultural action, the
characteristics of which é}e; co—operation, unity,
,OrganizatiOn; and cuitural.synthesis. This theory: to
hlm, is the Opposite of thevone that is at the base of
the:present order. Therefore to choose the new theory

is to choose qualitatiwe change. |

]

worth's vidws on this variable are also complex.

¢

He acknowledges the need for c0nt1nued exgan51og ‘of

Alberta's educatlonal system:” 7o Worth one of the chief

i

means of expansion will be through increasing the age:'
range for which educational services are available. The
range should be expanded downward to early chlldhood

and upward to "adulthood, middle, and old age. One of

the complex1t1es 1n Worth's view here is that he feels

. that thlS kind of ‘xpanglon also results in gualltgtlve
~change. He refers ine fac to the "revolutlonary -
1mpact of furthe¢ educatlon not only upOn the educatlonal’
system :m Alberta but upon soc1ety 1t§é£% %1972 109)
//‘ WOrth also suggests other ways in wthh qualitatlve <

ggcﬁmnge mlght be encouraged. The addltlon of the futures

. , S
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perspective to the educatiorial process is one of these

ways. Greater emphasis-upon the aesthetic and moral di-
. Q- :

mensions is another way. Still another way is through .

¢

increased modal diversity.(institutional, membership, .and

autonomous learning modes) in the program operation of the

educational process.
Agein there ere differences in the two approaches,
to planning. Freire, nhile seeing the need for expansion
alSOASees the possibility that expansion can lead to
greaterldependenbe. Worth tends to see expansion more
positively © Freire advocates an educational process—-"
that is radically different from the 0ld one. He wants

revolytion. Worth also wants change, but not radical

- change.

Dimension Six: _Connection to Organization -~

.
1. Connection between planning and organization

-\ processes. Paulo"Freire sees the connection between
planning and organization to be that of "praxis. Praxis

is the concept- that arises out of Freire s view of the

L3

term "word.!" Ink"wotd" there are two elements ln‘tenSlon:
R , v . L
refléction and action. To say a true word is»to,fefiect
“and to act. It;WOuld seem, 'therefore ‘that to Freire,
planning is a process of reflection and action. Therej‘v‘

.lS not one time for thinking and another for acting.

There should not be some people who do thinking, and

,‘t,., - PR :
some others{who act,MS§€?Iectieﬁ-and_action must con-

j

)
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.
S

stantly intermingle. To Freire there should be a relation-

.
ship.of-praxis between planning and the various organiz-
atlonal act1v1t1es like dp0131on making, evaluatlon and

1mplementdtlon. No spec1al pl% '1ng departments or .

secretariats are essentlal. Such bodies may be useful *

where the political situation allows for thelr creatlon,
. . ) . 2 ) S
but the foundation.of the connection between planning and

- the organization must be praxis. When there is praxis
A

many‘traditional planning problems are solved. ‘For
¢ - . R

»

example, the‘difficulty of lmplementing‘plans is" undercut,

because with praxis those doing.-the implementing are

> .

4

‘implementing ‘plans that"are their own. | e ’ g
- Walter Worth, like freire,,see5<the need for

connecting the’planning process‘with the organization

being planned for. The maln ‘thrust of the’ way Worth

sees té@s belng done is. through structural aﬁkhowledgment

of the plannlng function in the organlzatlongggH%$

_recommends, as was, noted, a Plannlng Unit that would

“serve both Departments in Educatlon as well as their °

four D1v1510ns of Early, Bailc ngher 'and Further
Educatlonjg&rhls Unit wodld have more than an adv1sory |
"functlon though worth is not clear On the\addltlonal B
respon31b111t1es he sees for it. Ho;ever' the creatlon

of thlS Unit would put the plannlng functlon 1n a strateglc
’“place in the new Departmental structure from whlch 1t rf‘b ﬁ“
vcould relate effectlvely to the varlous other organlz—a |

atlonal act1v1t1es such as pollcy maklng and dec1s%on-

i
}



%W“WhO plan need ‘some klnd of authorlty.
*rﬂ 3
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) that 1s s»a;g . As was noted thlS type of authorlty

169
making. Worth also proposes the establishment of .planning
capabilitieshat other levels, and spells out at“least’SOme'

- -

of the possible contribution of variousflévelsvand groups

in the OVerall process. ;
Differences are again quite visible in the
approaohes of the two planners. Freire tries to build .

>

- the connection into the very fabric of the educational

process by means- of erasing the traditional distinction

S

between the planner and the actor. To him the one who

plans Is also -the one who acts. Structufed planning units

fmay be useful but theyiare notAnecessary. (And where .

they do ex13t those who are 1nvolved in plannlng must
express solldarlty with the oppressed ) Worth, on the

other hand, places his primary emphasis¢on strucured

i

planning’%apabilities,‘and-ﬁaintains the view that there

should be somé people who plan and others who~are_planned

for. -

2. Authorltx Qlange;s. There 1s a cons1derable

dlfference of Oplnlon between Frelre and Worth on the

matter of . authorlty. Both -of course agree that those

— 4

Frelre tends to: thlnk of - authorlty as somethlng }v,

S

' arlses out of processes that happen between people. That

~‘(

",person 1s authorltatlve is the . one who 1s 1n dlalogue

‘vw1th 1n communlqh #lt “in a- oommunlty of reflectlon"

: and ac*lon y' " others. Frelre is. very dlstrustful of

-~
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‘the other bases for authority, i.é}ﬁ-position,icharisma,

_that good plannlng cannot be completel< predetermlned

: develOpment -of conceptS'llke praxrs consc1entlzatlon

¢
e
. Ol
‘
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or expertise. ,
_ ert \ c

—— T

ﬁorthﬁseems'to erpress anothézr;iew.irln terms of
the hlgh 1eve1 Plannlng Unlt he'stresses.position and
pg;tlse as the 1ocus of the planners authorlty ;ln\
lower level plannlng, for example at!the communlty level
1n local advigory committees or 1n th membershlp mode rlzl fl%

he tends ‘in the dlrectlon of the more shared v1ew.,~ s

3,1“Planninq4mindedness.,’Fre're and"Worth agree

T

@ &

_butYmust become part of the on—g01ng llfe of the organ- ' <

" ization. " Frelre attempts to haveéthls happen through

v .-

’

: generative words and themes.‘ Through these he belleves .

- the one who stresses the 1mportance of structures in

'structures are not necessary and that on—g01ng plannlng v-i;l

-

that involvemeht in on-going p&aqglng by a1l persons e e
oo , : oL .-
'wfthin the organization will take’ place naturally amd /f)
spontaneously. e R %ﬁa o
i - ~ - . ’/ BRI a4 P

o A que tlon mlght be ralsed here of whether Frelre s

expectatlons are reallstlc on thlS p01nt._ He 1s usually

prov1d1ng approprlate (or lnapprOprlate) 81tuatlons.xg
y .

in: whlch men can functlon. Here he seems to 1nfer that

T

w1ll naturally happen.‘r i

o

Worth hOpes to encourage plannlng—mlndedness: e

A through the development of the aforementloned plannlng

"j"capabllltles at prOVlnClal reglonal and local levels.

: RS B
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He also. stafeq that the plannlnq activity should not be
)

stricted to. Lhese specialized planning uhits but should
also be part of the life-style for Schooling in Alberta.

He goes on to say that _ | .

3

- This life-sigyle w111 require continuous adJustmeni -
.careful deliberation, awareness Of cpmglex1ty and’

e Sen51t1\uty to human needs. But most ‘of all a

v planning life-style involves 1earn1ng-—learn1ng‘pow
to plan as we engage in planning (1972: 235).

-

- l
Worth sccms to put thc case f£or what the Paradigm has

r
-
et
U

. o

e

Palled "plannlng—ml%Segness rather well here. 'But a

question emerges. It is whether Worth follows through
: . Y
with provisions for this4kind of plénning 1ife-style for

all . lev01°'of ‘the educatlonal 5ystem (prOVan1a1 regional,

ﬁlocai)'or whether moet of .the follow- throuqh is concerned

¢

with the provincial 1evel. The dlSCUqSlOn in A,ChOlQe of

-
r———

o L
Futures on local and regional planning (19721233, 235) is

5 /

i .. v : . N
far from specific about actual structiral provisions 1rQr

asSuridg Lhat'local and reqlonal concerns will be recog-

o

nized and 1cted upOn.aL he prov nc1a1 levei And_the\

“hart on’"The Process oﬁ Educaflonal Pldnnlng At The

Prov1nc1al LLvel“ (1972 23}) whlch outl nas the COntrl— .
Ty :
bdtlon oﬁ varlous qroups and .agencies to the plannznq
I3
process 1n the Prov1ncé does not SpElelcally 1dent1fy

reglonal and local Lontrlbutlons.‘ Elsewhere in- A Choice

ol Fltureg there is ja very clﬁar 1nd1catlon oﬂ strjggtural

prov1510n ‘or a°°ur1ng prov1nc1al level 1nvolvement in

‘
o I - o

tne on- 901ng plahnlng Functlon <1 e.' thrpugh\the creatlon

N Y

os’ tne Plannlnq Unlt. th role and 1ts connectlons W]th
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the system are very clearly spelled out. There seems

to be no comparable structural follow-through at' the

local and regional levels. : - - .

Dimenslion Seven: Participation SN
\

1. Who plans? BoOth Freire and Worth seem very-

concerned with the question of participation. Worth, for
example  has the rubric of par tlcipation both as one of
the overall basic ideals of the Commissien, and as one

0f his guidelines for planning.

Looking to some of the specifics of Freire's

- view on who is to be involved in planning, it will be

rememberedfthet on the range of people from government .

vEficials throuqh to the unorganlzed masses, Fréire 1is

~N
/mainly concerned with the participation of those in the
lower erd of the range. Again and again Freire says that
: X ( 3 )
without their participation the educational process he

N . . ! 1
advocates cannot succeed. Just as an underdeveloped

society cannot really grow unless it is th® source of

its own decrslons about change so mnderdeveloped learners
“‘,b,
annot grow if they are noq the source of their own

AR’ . g ey 1

dec1srons about the educatlonél process '#Freire states

that’ the partlcrpatlon oféﬁne othex group is essential.

'This lc.flp leaderrh:t group, Whlch may - be made.up of

persmns érom any@%ere on the rarge., But their stance‘
towardg the masses{mu;t Qé one oF plannlng with. ,Tbe |

partlnloatlen of Stlll others on the range e.g.; from
{ . ! . ‘v“f ‘ l

e ~
s ! &
e . . o " NS - . .

\
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government,m#; be useful, but is not essential.
| : .
WOrtﬁ states that there must be involvement on
‘ ' | . :
the part of the whole range of pgople. Through the

development of the Planning Unit, regional and local

planning capabilities, and the Education Council of

“

Alberta, he hopes this involvement can be secured. A
question might be raised concerning the securing of
ticipation from those on the lower par® of the range.

Because neither the precise makeup of the\various _

i A,’ ‘E‘ //
planning groups nor the method of selection of members /
.1s specifiedk@ne is led to ask whether the involvement

>

"of those at the lowef ends of the range will in fact

[y

occur. Is Worth asbuming that the participation of
disadvantaged persons, for examﬁle, will automatically
occur without special arréngements;(e.g., quotas) to

ensure their involvement?

<

*

In addition, it should be noted that in ﬁie\"top
ten" proposals for immédiqté action (1972:30Q), there

is nothing explicit regarding the matter of increased
importance

+

participatiohg if pgrticipation was of such
to|be both a.basic ideal gf-the COmmisSion and one of
Worth's guidelines for“planning,'épen it migh? bef;-
expeéted'that at least one~6fqthe "top ten" pfoﬁosa;é
’(which, by wWorth's own admis;ioﬁ build mémentum for

Qonger¥rahge developmenté)7yould reflect that concern.

To be specific, in.his discussion of school councils

* ' (1972:126) Worth recommends extending existing legislation

A N
» ‘ c . . - Fd
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S0 that boards of trustees can establish school ‘councils.
There is no reference to this recommendation in the "top
ten" proposals. Indeed, there is virtually a total
absence of concrete fecommendotions on the matter of =
participation anywhere in thé whole '"Next Steps" éection
(1972: 296-301 F. ,

One other point can be mentioned here. ﬁorth

states with regard to_the:;Education Council of Alberté”
that members will set&e as individoals, and not as
representativeé\of groups (1972:138).  Worth offers no
rationale for his viow.' Again a question can be .raised
about whether a Council which is supposed to‘og repre-
sentative of various occupationo, cultural and economic
backgrounds, andmgeOgraphiC*areas ("The number of”members
should- be sufficient to be fepresentative . .’. " of these
various segments of Alberta society), can in fact be
Vlably representatlve if structural Connectlons are to
be, somehow, forgotten. But’thls issue, that of individual
versus representatlve membershlp, is realf} a questlon

/bf £6rm of involvenment,. which leads to.the next, and final,

variable of the Paradigm.

i ]

2. _The form of part1c1patlon._ The form of par-

tlclpatlon advocat by Freire ys dlrect and active. In

g

his language the part1c1patLon is to be "dlaloglcal.
Persons do not have’ the rlght to 1mpose upon or to

acqulesce:umthe v1ews ‘of others. In ‘the short run the

.

dlrect anq actlve part1c1patlon of the masses (and of the
v .

4 .- : . 2 \ ’

. . S : ’ : -
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leadership gfoup) is required. In the long-run, the
cultural revolution phase, direct and active parﬁicipation
is reéuiréd of ail..

Worth adecgtes £hat persons from all parts Of
the range participagé;in\ﬁéQeloping the educational process
in a direct and -active way . Learners,>for exampie, are
not to be "mere clients" of the educational system.

| But when‘worth's épp:oach is examined more closely,»*’/
what he really seems to advocate” is direct gnd active
Ibayticipation from those at the ;bpgr end of the range,

and more indirect and passive involvement from those 1in

the middle and lower parts of the range. While he does

'say in one place ‘in A Choice of Futures that people are

to.be "more than mere clients,” he says in other places

%

_that Ehey are to be clients, that most people are
followers. 1In‘addition, people at the lower end of the
range are not to have any connection with the high-

level Planning Unit, nor are certain kinds of negative

4%.or disruptive criticism on their part accép%%ble.

‘ Fpéire presses for a dialégiéal‘fdrm of pa?— ._)

| piéipatioﬁ from all, and Worth ?;eésesnfor écti&éﬁéiredtl |
partitipation from a.few énd'passive Lndifecﬁ partici-

pation from most. The image with which Worth begins - S
BN L} . N “ . .

Lo . - . . . .
¥ A Choice of Futures, the. image of -a person choosing ,
ié among’ several television programs, expresses his view of,. !
g% participatdion very clearly, though fhe actual point
made is‘probably'not the one that Worth fn&ends;’ If onhe N
. v — o . '. ‘;’ % I

*



. . |
CkiTid of participation demanded from most, Albertans 1s |

“somewhat passive and indirect: i.0.. they are allowex
. ’ }

% ;:},"«. “?“\ A 1 7()
& ‘i;“ V?A

100ks at that image closely: one finds 1t presumes thai the
e ’ N

[

. & i

t o .choose from amond several telévision programs--prggrams .

created, produced and directed by others.

can involve himself in the plans of those he 1s wokking

with. In Worth the concern is how those who are h{eing

planned for can involve themselves in the plarme/’s

<
¢

prOCéSS; ) . . 4, /L

et M

GENERAL COMPARISON AND ANALYSIS |

/

- . ‘ . /

/

The comparison and analysis of Froire/and wWorth
. co . . ' ) « o8 . o .
carried out 'so far has focussed upon part;cu‘ar dimen-

sions and variables. It 1s now appropriate [tO move from
. . Ty )

the more particular te the more general, -and torcompare

. . |
and analyse a few of the overall aspects of these

[

approaches to planning.

o

In the second part of this chaptér ther? are four

~overage oOf .the:

areas of discussion: (1) .the extent of

Paradigm by the #wo meanners, (2) the phssible use of the

: ‘ ? . ' . 1N A 4) 4
Paftadigm %.0 identify overall.features Hf the two approag
to%planning, (3) the base models of 7éph;planner; and

P .

- (4) a problem in the‘approach_ofIWOth, o
. . ‘," / -
! /
Paradigm Coverage . - ./ * - EAR N
+ Both planners, in,t%eir-d&n way, concern themselves
) 1 . L ' . e
, . . L

e

4 i : -
Lo X .
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. the overall style of their approacheb mlght be qgn51derably

177

with all of the variables in each dinension of the Paradigm. .
» ara -

o ]
The only omissions are on the part of Frelre who falls' to

o',»- ’ m

cover fully the variables having to do with age and

ability levels (Regional areas, and age, economip'and

 1b]l1fy 1ovéls) and flnaﬁglal considerations (All organiz-

ation levels) in thp Scope dlmpnqlon. Even with Freire, - i
however, there are no varilables that are totally .ignored.: ..

Therefore, if a condition.of Second Gene-
ration Educational Planning is that it includes dimensions
1ike Orientation, Context, Time, Scope, Quantity and
Quality, Connection to Organ%/dtlon and Participation,
then the approaohos of Freire and Worth fulfill thag
condition well.

s ! ' :

. ] . N a

Use of the Paradigm to Identify

Features of Planning

v .

A pOSSlble use for the’ ParadLgm is as a means of’

-

7

b
v

jthr\s of "a partlcular approach to

A3
Ny

~

1dontJFanq overall fe

planhning. An examlnaflon of whpther.a planner empha817es

.

gall‘diménsiohs,of the Paradigm somewhat .equally or “tends

Lo hithiqht'some dimensinns and de~emphasiai~others might .

-

give an 1nd1catlon of such features. w“For example, even

v

though two planners might hwwe at least some coverage: of

>

thﬁ Orlentatlon znuiConnection'to.OrganizatiOn dimensions

+ V‘X\)v

EY

dltrerent if onepﬂunner hlghllghted the Orlehtq&lon dl'r

R ’

men51on and\de emphas1zpd the Connectlon to Drganlzatlon
: &
v .

dimension, and the other did the OppOSlte. Although it R

-

e
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v

'_dimenSien- and to pay somewhat less attention to.the

.active_participation,if'various persons in .the on-going

‘e

“:ParL1C1patlon dlmen51on that 1s so lmportant to Frelre.

'WOrth has a great deal to- say about 1ssues llke the aa- T

. th? dlmens1on) He is also very detalIed in his
- pr entatlon of proposals for the 1ntegrat10n of the S

. - : 178
is very diffiéult, given the state of development of the

« -

Paradigm, to carry out this kind of examination of the

" approaches of Freire and Worth, soﬁe_speculation about

the results of such an examinhation can nevertheless be

attemptedf
Both Freire and Worth do have something to say

about all Dimensions‘of the'Péradigmf but, there would

—~.

certalnly seem to be some dlfferences of empha81s.f,In
Fredire' s analysls, the Context and Part1c1pat10n dlmen51ons‘

are stongly emphasized. Recurring themes in his writings

are’ the histgpical—cultural situation in which the edu- - .

cational progess must take root, and the necessity of

a

creation of ‘that educational process and of -a .new society..

As-has been noted, he- seems somewhat 'less coficerned with

at least some aspects Of the Seoie dimension.

werth,-on the other hand seemsftO“give priority

to the wery dimension thag Frelre is less concerned w1th

(Scppé)iés well as to the Connectlon to Organization’

)

—~

N .
/

-y LN - i

anlstratlve restructurlng of the Departments in Educatlon

Coanag. qbout the multltude of 1nst1tutlonal and managerlal

;level_actlvltles Lnlthe educatlonal.system (aSpects of ' .

% N
[ 3 f -

v

a . P - .
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planning function into the upper levels of the structure

3

~of the educat ional process, ineluding the means of inter-
action among, and the share of the cantribution to be, .
made by, the various groups to be invoived ih the on- ‘{
going pianning (aspects of the Connection.to Ofganization
dimension). Worth's lack @f follow-through on some |

aspects of the Participation dimension has already- been
5 . . . .
commented upon.

The tendency. in Frelre and Worth to, give priority

to these particular dimensions of the Paradigm and to

&

[ underplay'others May be a way of coming at a very fundar .

Q¢

mental contrast in thelr overall approach to plannang.

N »
-

.~ The contrast arlses out of the base upon which each bullds.
Frelre bUlldS upon what§m1&ht be termed a "pOlltlcal"

model, Worth' upon a Systgm model. It is ‘not’ surprlalng
e - 'I,, .
that the drmen810ns of Goagext and Participation would

L

emerge as es peclally Slgnlflcant -to a- planner uslng a

- political model, and that theA&jmen51ons of,Scop% and
’ R S . Y .
Connection to Organizatfon would prove especially!sig- .,

N
.

. nificant to one who uses a system model.. In the next

-
; v

: . . : S y .
section of this chapter, where the subject 1s' a dis-
&  cussion of these two basxc models some.of the réasons
‘for these 1nc11natlons of Frelre and wOrth towards more

o

empha81s upon partlcular'dlmen51ons of the Paradigm
& - : 3 b .. \ @ e

/ . l“%. : . R R - ’ . ' ( & ) - B ~ X
- should become more clear. o PR T
. . » ’ B ' . . /\“ . -’ = . ..'
The Base Models of Frelre and Worth ' ,(4w ‘
\> \\ : FreLre bullda\hls approach to educatlonal plannlng

‘ . . ) [N v
B . ' PN
‘ v Y
. . - . . ' A . . .
N N G . .
T . - Cof . . *
. K . W ol ' . .- i



‘'of these mod

~of social groups with conflicting interests and life-

pOlltlcal Cons1derat;oqg ﬁgrvqﬁ; ‘most of life, that

‘env1ronment and transformlng the energy avallahle to -

N

180

upon a political moael, and Worth upon a system model.

A briefvdllcussion of some of the basic.features of each

s %s in order.” - - :‘

_ According to Balqridge (1971:23#6), a politica}

model contaihs'featurés such as the f 1lowihg:°fe view
Zt'a_configuration

that any social structtre has within

-

-styles, that groups with these conrllctlng interests and

life-dtyles should work towards effectlve artlculatlon

of thelr Daryloular perspectlve, that the dynamics by

L

which articulated 1nterests are trénslated into a sug--

» 2 , B
gested course of action are sigRificant; that.a course
] ) » . 0'
of action can, oltimately, be found; and that-the.

. . - -~

carrying out of the course of action gemerates response -
. i f{y"

© v

in the gfrm of ney conflicts; and so on.
A few assumptions that would seem tqib% 1ngnalned
v s

in a political model are, that conflict 1s ‘a falrly @,%f‘

¥ o

normal phehomenon that people by. worklng together have )

the ablllty to be creatoré Of thelr own hlstory, that e

)

'analy51s of o0c1af”giructu§es 1§ineces£ary and altération

* : .
L2 ,‘

.Some of the features«of a system model have to'
: N A ¥
do wrth systems rece1v1ng some klnd dfﬁenergy from their

3
& :~\~

xthem lntO a product whlch they export 1nto the en—

vxronment. A system seeks tQ surv1ve -andnto move

[ S—

PRI sunveihe
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.and Worth emphasize (and aé-emphaSQZe) the dimensions of

181

toward an equlllbrlum in which'various forces whlch may

-act upon a system are kept in balance so that -the character

of the system 1is preserved (Katz and Kahn 1967:19-26%

Miklos, 1971:3-7).°~

" A few of the assumptions ingrained in this model

%

are,

‘that change occurs rather naturally and evenly, that
conflict is an abnormal phenomenon and likely dysfunctional,
that understénding the ﬁature of the relationships between '

various 1nterdependent parts of an organlzatlon 15'key to

understanéang that organization. N

Hav1ngH100ked at some of the features Of each of

R . P « Tn , .
these models, it may be easier to understand why Freire

. - . - N ¢ R ot ) ‘ .
the, Paradigm that were mentioned in the previous section.
The Context dimension, with its focus’ upon the social

Situqtion in which planning ‘takes place, and tﬁetPar—

v

ticipation dimension, with its focus upon the astive |

I3

involvement of persons ih creating change, are quite

naturally of spec1a1 s1gn1f1cance to one who ‘uses a

polltlcal model, The Scope dlmenSLOn w1th 1ts focus

o~

I

_ upon various. organlzatlonal 1evels and cllent types

and the Connectlon to Organlzat;on dlmen51on w1th 1ts

.
B

focus upon the questlon of how on—g01ng plannlng is to

‘ be st ruoturally cbnnected to the On-901ng life of the

‘organlzatlon would vagaln qulte naturélly be, dlmen51ons :

N Toe
bf speclul 1nterest to a planner us1ng a system model

. The features of tgase-base models’ aiso help to-

v\"
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explain many of the differences that were identified when

cgmparing other particular dimensions of the Paradigm.

T For example, it has been noted with regard to the.Orien:,
I . '

vota

ticn dimension that Frelre acknowiedges Lhe fneed for
_quite fundamental structural changes in society as a

- s

whole, while WOrth empha81zes the capablllty of present

_soc1etal structures to adapt naturally to allow needed

° ? -
changes. Both of th se v1ewp01nts are con81stent w1th

R
‘4 the ‘base models from which the planners build.
One of the problems, however, with both planners

is.that-neither”goes into any depth.into the strengths’

and limitations of their particular model. Except for .

AL - ‘ . - - -
oW . :

) a faw cqmments by Worth on the value of the system: .
- model (1972:225, 301), neither is explicit at all about-
o ‘ , | A o '
Wat their model is good at doing and what it is poor

at doiﬁg;‘

B A polltlcal model for example may be very uséful
- LY 4 \.A

in. analvslng confllcts that exist, among varlous groups

/

S and in seeing that such confllcts may yleld positive -

LV
~ 1

results. ,HOwever .thls model may also'have the capability"
' Of readlng COnfllCt 1nt0’a 31tuatlon where 1t does not~

exist, and prov1dlng therehy a false analys1s of that’

'"ti‘xsrtuatreﬁ~ and also a false course of acthn to be ,,‘Af;a'
. IR \i

followeda- A pOlltlcal model also ay be sultable for

!

_ analy31ng the need for certaln changes and for suggestlng

,&?YS to brlng those changes about bﬁt there may be llmltS

L

+ .
\\\/‘to 1ts usefulness after those changes have been made. -Erelre'

N N S - : T C . e - . Coe
- . . ) [ . . . i N - '
. . . R » i B . . . ey L, . ‘, . . ¢ R
L o T : S . R Loy !
e . - d . : . X . .- : .
, . . .
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"

T '
does not discuss these possibilities.

" how can a Sys tem model deal adequately Wlth purpOSive

' final, section Of ° thlS chapter. L - ."“ S

183

~tr.., Similar comments*can made about Worth. Even

tﬁough he has a few remarks on\the strengths of a sys&sm

i

‘model there is no mention of its pOSSlble limitations.

_‘r':'

Some question? whlch might be raised about a system model

are the follow1ng. Is a’ system model slanted toward

“answering the questions of . those who control systems?

Does a system model deal adequately w1th the issue of
*e «

confllct,_or is there built 1nto a system modelfa tenj/ﬂ_//;///

oS
B
#

dency to regard all conf lict as’ dysfunctional? It .
5@ 9 O X
change takes place rather naturally and spontane@usly,

- -

K

G '
<

‘humanvaction by persoﬁs with differingJVLewS?3 WOrth does Ty

i'not exdmine such questions. If he had he might haveav'i

B =N 'Y

been able to account For the posslble problem 1n hlS
- (,

{ B

overall approach which. is: the»supject of the next and

~
e

e . . ; .
w‘ 3 { v . " '
. ; . ¢

- [} . . .

AAProblem in the Approach of‘Worth . Lg, . L,

~

WOrth states that he builds hlS approach to

/

planning upon a system model (1972 225 301).y Some

'aSSUmptions Mnderlying thlS model are that change 1s/§§L
%

thought to occur rather naturally and uniformly and that

/ . 4
confllct 1s regarded as a’ SOmewhat abnOrmal and dys— <.

u

functional phenomenon. Equllibrlum system preservatlon - L

A\ e : . ) . \
AT A EEEN | - . : . ¢

"\ i, ) . X .o / A . . i LN ° ) , N - v
3 . . - R : C. I .
" 9] s . " . .

\ ! N v an - v : : \

e

3These.ahd other questions are raised by theorlsts

;i;like '1iverqan £l970 06 43) and Dror (l971 l4 15)
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. '.' . [ N . .. o
‘“many different kindsrakd with divergeqbwviews) can act

+

T mea
and system-surviVal'are important;wordsQ

| But Worth alse>states that an lmportant aspect
of hls approach t¢ planning is what he refers to‘a° "a(
chaice of f»‘dtur(—:-S" .‘v’l{:‘w;,'l‘-e.,& t.ucn_; pcr‘swus \_persons U?

. , e &
to choose and.create the klnd of educatlonal system and’
the kind, of soc1ety that each of them wants (1972: 30, 36,

< . L

37, 157, 296, 300, 301) Some assumptlons underlylng .

-+

“this aspect of WOrth's approach to plannlng would seem.

5 .
\ ?"‘;v

o system and the“polltlcal models in theUry, but toxcome IR
”~actual proposals.

"1ncorporat1ng a more polltlcal ‘model. wlthln them.. In thisg.

to be that change is believed to take place lntentlonally
and perhaps unevenly, that COnfllct is a falrly normal‘a
ana perhaps creatlve phenomenon 'and that a plurallsm §;A

of llfe styles and 1nst1tutlons 1° to he the result. ‘

This aspect of Worth 8 approach has(an almosT polltical—

: *‘9 . - N
mode'l flavour. ‘;1' ?//' 4 :,v;,-;)/(;vﬁ?f
‘ l\/ ',A ".\-ﬁ ‘.‘ . T : ) ’ ’
- The questlonfls whether worth does have two. _
) o ! , . . ) R
models in his approach to plannlng Though he does not /
e . 3 L | s .
answer thls questlon hlmself in an exp11c1t way, he seezs R
’ ‘ B
to answer it 1mp11c1t1y., HlS answer lS to have both th

4

€« : : . i
A o . . . 1o

‘4The "problem" in the approach of Worthtm'ght have
“t@en d&scussed in another way. ‘There could‘have/beén the
assumption’ that, system models" do have the capabllity for

o case! the ‘analysis would have distinguished’ between "malnten—

" ance® “and. "adaptlve" processes, ‘and stated that while” Worgh - ‘
‘has both of- these in his system~model in theory, An terms of o

(poncrete proposars "he emphas1zes syst@m malntenance and

-

de—empha81zes system[adaptablllty S R U S _fg;f

R N IR T
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L %’qlven that thelr premlses shoul& not even be radlcally

2
»

e

o L o ss
This analysis'may be a&jay of'explainrng some .
-’previons observationsrabout the approach of Worth. 'For;
exampf' it was shawn that he belleves strongly -in the
necessity’ ofvpartlc1patlon (part1c1pat10n belng both one
rof the four ba81c ideals of the Comm1551onfon Educatlonal

3 * e,.:“

,Plannlng, and one of ‘his own gqldellnes for plannlng) aﬁd e

v

.

Cyet fonows through w1th few spec1f1c re&ommendatlons -

partlcularly in the short run, on ways in Wthh people

might b actively involved intshap;ng educatignal_ processes. -
“ ‘ N \ { . K ' . ! o : , .‘

He speaks of "a choice of futures,"” and yet accepts,K cerfaln
@& ! - . . ' -

. = 4 . ~ . é . .
féatures of the present soc1a1 system as sO0 much of a
9 §

Qj - qvesgloned.' He advocates a varlety of. educatlonal ptvies

- . n P
o

: and yet also wrltes of the necess1ty for qdallty control-
< N ;‘v P Q
-1~ of perlphery fotms oOf educatlon. He’ advocates a plural—

- o~
s

N 1st1c society: and yet also assumes “that what the econo-

,(\ 9.
L4

\;5‘ mlcally dlsadvantaged and natlve.peOple wagtmls,to bex

¥

« part of the ex1st1ng lndustrlal soc1ety.

. It is almost as 1f there were a "struggle",

g01ng on 1ns1de Worth's approach to plannlng-—a struggle
o

between a system model and a model that is more polltlcal 5@

< N . N b

_ in nature.. ‘The former 1s~or1ented to answerlng the

f\\\sggestiOns and serving the ‘needs of those in high level
: & ’ S ’ '

" po itions,. to centralized control, to system uniformity

and survival, and tofthefassumptionlthat change will take

place naturally and without conflict. The latter is
\ : . . "

- . . . ,
oriented to serving the self-defined néeds of those

.

& T

~
~
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~ R — . 3
' gwbo are to be served by the educational process, to decen-
tralization to plurallsm and to alternatlve forms of

educ tion, and to the assumptlon that change is created A\,

by the initlatlve of people, many Of whom,probably;dlsagree

N . . .
w1th one another. "In the struggle ‘between the system:

<G

model and the political model in Worth's approach to:

) planning;:hlterms of\goncrete proposals, the system model

a%most‘alWays prevails. !

g
SUMMARY

In this chapter the Paradigm was used to compare

and analyse ‘the approaches to educationai planning of‘

Fr ire and Worth. 1In the first part of ‘the chapter eadh

- N dlmen81on of the Paradigm was applied np the work of both

: planners. In the second part dthe Paraolgm was used to
Iexaﬁlne several overall issues. (Paradlgm Coverage Use of#;
Paradigm to Identlfy Features The Base Models of Frelre -
'and_Worth, 4. problem. in the Approach of ‘Worth) in these

two approaches ta planning. ’ N
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e W

SUMMARY, CONCLUSIONS, AND IMPLICATIONS

< N L] N v
. ' ' SUMMARY ' o .
. i )
’

The present stuay sought to.understand, and to .
“<r

compare’ and analyse two approaches to educatlonal planning.

~

The flrst was that. of Paulo Frelre a Thlrd World educator
and the second was that- of Walter Worth, a Flrst World
educator. The study used as prlme resources documents

written by Frelre and Worth. 1In the’taSéﬂofdfzezge the -

‘resources were: . Cultural Action: A Dialectic Analysig,

Qultural'Action for .Freedom, "Cuitural Freedom in Latin

, \

¢ America," and The Pedag0qy of - the Onpressed. In the case

~ -

of Worth the- ma{n resource*was the flnal report of the

rx-.

Commission on Educational Planning, A Choice of Futures.

Y

In order to carry out the study it was necessary
-

to-have an analytieai'frameworktwhich coula be used'tb

\; select and 1nterpret the data from the wrltten sources.

N

such~ framework was readlly avallable therefore One
&

’had to\be develOped ~In order to obtaln some of . the
- perspectlve necessary to enabie development of . thlS

"analytlcal framewo;k\a sketch of . the hlstory of educatlonal t;

1

plannlng was presenked._ The sketch leLded the hlstory of

educatlonal plannlng 1nto two phases the pe;lodwup to -

‘1945 and 1945 to 1973.  The 1ntent was to arrive -at what, in

/ . : . : "
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"l973, were regardedfaS-the-ke&hingredients otkeducational -

planning.- BN o : . .
In the period up to l§45 educatlonal plannlng was'
. predomlnantly short - rangef “as fragmented in the sense,.h?

that it usually only dealt with a:s&all part of the edh- =

cational process and in the sense that it was dong in
| ~ SRR S

separation from planning in other parts of the process;

o o .
and was isolated from issues outside the field of edu-
cation. In addition, educational planning of thatvperiod

i
- a

saccepted as:igiven the existing goals of the educational

»

system, R : N

In the period between 1945 and 1973 there were

various attempts to overcome percelved llmltatlons tn~

prev1ous-ways o 3 plannlng. Developments before 1970 e
1nc1ud1ng varlous approaches such as ‘Manpower, ch1al
Demand, and Cost-Beneflt became referred to as Flrst

. Generation Educational Planning; developments»after‘1970

as Second Generatlon Educational Plannlng. 4

Seven generally accepted (1973) 1ngred1ents of
pSecond Generat1on EducatJonal Plannlng were descrlbed
fand further developed. These 1ngred1ents plus the
further development formed the analytlcal framework orlfj

Pgradlgm used &n,the study. The Paradlgm is summarlzed

below. s . T
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v Paradignt—for-Second Generation Educatlonal Plannlng o A
. . - (‘ : * Lt g
! k ‘ ‘ ‘ ‘
" Dimensions ‘Variables v h

I ORIENTATIOFM

/'\

II CONTEXT

° -

III TIME

e

»* IV SCOPE

.V " QUANTITY AND QUALITY

TV - CONNECTIONFTO .
/" . .ORGANIZATION -
__'v‘f

VI{}. PARTICTRATTON -

l .

2.

3.
4'

2.

3.

1.
2.

' Consistency over -time

Philosophi&al base
View of educatlon
Stance to the ‘future
Techniques for
approaching future

Analy81s Of soc1al _ .
political and economlc
‘structires and issues .

Expectations’ foﬁ\edu—

cation 1n soclé@y

' Means of connecti with

“planning'in othek areas -

Short-, med@um— and .
long-range’ proposals

Core and periphery
Regional areas, and age,
‘econonmic and ablllty

levels:

'Organlzatlon 1evels

(institutional,. mana-
‘gerial, and technical)

[

All levels of hyman ‘need,

\(phy81cal security, -
‘social, and self~
actuallzatlon) .
Expansxon and change
Nature of connection
‘between planning and
organization processes

IAuthority of planners

Plannlng-mlndedness

‘fWho plans’ S 73; o

“Phe form of part1c1—'
' patlon i
* - . g N ;



This Paradigm}was applied to the aﬁproaches of

Freire and'Worth,Hfirst of all to understand, and

secohdl? to,gomﬁare/and analzse them." In both of thes

e

phases the work of Freire and WOrth was examlned in the

QF llght of each of" the dimensi Of the Paradlgm in tur

* Paulo Freire was concerned'withrall dimensions

Y

of the Paradlgm though hesdld fall to con51der fully

3

n.

two varlables (Reglonal areas,,and age, economlc,_andnv

ablllty levels, and Organlzatlon levels) in the Scope *

dimensiodn. The failure to con81der age levels and

" finances were regardedwas serlous.om1551on85 Freire

~ built his approach to planning upon a political model.

The importance of the historical-éultural'situation,

the necessity of struggle and conflict'to accomplish '

desired ends, the»need for radical change'inkthe,edu—,

catlonal system and 1n soc1ety as a . whole ' were some of

v 4

the‘features of~th1s model.@ v‘z ‘a , _ f_ -

Freire believed. reality not to be static or

&predeternined but'tofbe in, process. .He viewed man as

J .

man more as a- corporate than as an’ 1nd1v1dual belng.

a

stressed the 1mportance of people worklng together,
N - .

partlcularly those of the 1ower economlc classes tor

He

understand and create the klnd of - ﬁuture they des1re.ﬂf

Several,of hls key.concepts were.» generatlve o

words (words that have a syllablc rlchness that makes‘

,themsusefulﬁfor bulldrng other;wordsvand are charged'

v & B Cy . o ’

a thentlal creator of that re%llty. He'tended to viewsh‘
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w1th polltlcal meaning for 1earners):\generat1ve themes

'»(co operatlvely prepared codlflcatlons of the spec1f1c

» situatlons ln whlch learners flnd themselves so con- .
' .
istructed that they help the 1earners make connectlops 2
between thelr‘own situation and the larder social. structure
around them); prax1s (the e;sentlal unlty of reflection

and actlon), and the theory of dlaloglcal cultural actlon

(the characterlstlcs of Whlch are co- operatlon unlty,

s

”brganlzatlon and cultural synthe51s)

P ..
' Walter Worth was also concerned w1th all dimensions
{ g -
of the Paradlgm in hlS approach to plannlng WOrth built

ﬁ

upon a system model but he was also seen to have some

t

-elements of a pOlltlcal model in the\"ch01ce of futures"

aspect of hlS work. - The 1atter'aspect tended however,

to remaln 1n the theoretlcal stage and not receive ‘trans-

‘Jlatlon 1nto concrete proposals. -/

-

AWorth'saw‘reallty'toLbe in‘pfocess, and. man as

a potentlal creator of that reallty. .He?tended to see °

. -/
man prlmarlly as ‘an 1nd1v1dua1 and not corporately.

Ky

Change ln soc1eta1 and educatlonal structures was

'belleved to occur naturally and thhout the nece831ty

of confllct. 'f\' . R '_‘j df

- . - . Do LT ‘.

Some of WOrth's key concepté were.‘ futures

».perspectlve (the. need to Shlft the tlme perspectlvev -

from past to fhture and to chpose actlvely the klnd of

?:future deslred), the person—centred soc1ety (a SOClety

dramatlcally dlfferent from that in 1973 1n whlch the

aw

L . : .
R . - co FI - \
P . L« :
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needs and rlghts of the 1nd1v1dua1 w1ll take precedence) ;
a plurallsm of learning modes (1nst1tut10nal membershlp,

and autonomous);;and recurrent education (a lifelong

claim upon schoollng as a c1tlzenshlp right for everyone).
There were seen to be s1m11ar1t1es and differences

in the approaches of Freire and Worth. Similarities .

included:

'~ .*A view of man és a potential ‘creator of reality

*An active stance to the future

*An assumption that change in the_educational\S
process is necessary R ' | -
*A view thet there mqu be”specialvprévisions

for educatlon of | the economlcally disadvantaged

" %A common 1dent1ty as Second Generatlon | ‘

Educatlonal Planners. -

Differences included:

. .model bf Worth

. more Provincial

.

*The.world—view of“Freireyand‘t

' v1ew of Worth

*Frelre s tendency to see eed for change 1n
'soc1etal structures to meet 1nd1v1duals':needs
and Worth's tendency to see the need for _

_ 1nd1v1duals to respond to meet the demands of R

,‘>“ Py

,;\ S soc1a1 structures‘
*The w1111ngness oﬂ Frelre to be 1nvolved in the .

o educatlonal perlphery ‘and the empha31s 1n wOrth

6\ ‘. g : S '¢\ : . -

L - ; .
- ’ . T LN
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’upon the core ‘
.
*Frelre IS predlsp051tlon to refer to man as a
corporate belng and Worth's tendency to thlnk
"Oof man as an 1nd1vidual, .
*Freire's concern w1th the teachlng learnlngh. ' 'm;
process and Worth's concern w1th the 1nst1tut10nal
“ ;, | and managerlal levels of organlzatlon 11fe ‘
*Freire's fallure to dlscu s'financial cOn—:
51deratlons and WOrth's thoroughness in that area
.*Fre1re'° strong empha31s upon the matter of |
| part1c1patlon ani wOrth's apparent ambivalence
on the matter. |
. A summary of the flndlngs of the study is pre-_
sented in Flgure 2. S o .'.f R
: ‘ \ C

CONCLUSTONS - - T e

+ ) ,. . .
. 1. é;relre and WOrth in- thelr approaches to

L 4

veducatlonal plannlng were concerned with all dlmen31ons

1

‘of the Paradlgm.\ Slnce the%Paradlgm nepresents generally

accepted 1ngred1ents (1973) of Second Generatlon EducF—-"

tlonal Plannlng, ‘both Frelre and wOrth can be classed -

¢ . ) | : Tl ‘; -
2. Any omlss1ons in coverage of the Paradlgm B -

'gwere On the part of Frelre and were conflned to parts
of varlables. He falled to con51der age and ablllty
1evels and f1nanc1al 1ssues 1n varlah}es 1n ‘the Scope:

dlmen81on. _ '?_ N -d“, o L T R j”'
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s N .
) . \
R pimensions and Variables freire: .. Worth
CN - » 1 .
I ORIENTATION , .
o . C .
i { i in ) ivi j i i i ~es88 ... Wan an aetive subject:- .. .3ysts
1. Philosophical base reality in process ... man an active subject ... po;&t;cal reality in process .. T i ject:
' P : . - model ... rootg in Marxism, CHristianity and existentialism roots in North American liberalism ... individyal man
i ‘ . . ..+ cOrporate man ... change takes place through struggle
. - ‘a . . . A e
2. 'view of education education a means of enabling persons to-understand and deal edpcation a means OF enabling .persofis to. unde{:st:mJ':.
- . critically with reality that surrounds them ... ariges out af reality that'surxmmds them ... edgca;an 2180 a means
¢ ’ ‘concrete social situation ... education as "cultural action place in society ... focus on the mdnudl.m}
‘ for freedom".,. focus on masses - . . R
3. Stance to future . assumes ran can créate £ ut ure ... sducation as “cultural ¥ assumes man can create future ... a :'choicc‘ of futur:
h i ; action® ... path to future difficult , naturally occur
4.. Techniguas for apprdaching the comprehensive, future ... brought about by theory of dia- " comprehensive future ... brought. abm:\:;by 5)‘5'1*;!»'-‘1':1'-"
e future j logical cultural action (cooperation, unity, organization, concepts rggﬂrdmg the content of education (probler-si,
. . and cultural synthesis) ... dangers of technological future . 4 [life experience)
P PR, S e e et = aa - [P e e

ITI CONTEXT \ - ] :

. 1. .Anarysis of social, political, global perspective .1i. erpphasis on oppressed masses of third [ ° North Amrican_andtPrv(avmc%gi pfrsﬁe?:;i»ﬁ' sccg:'ﬂ;‘
and economic structures and » world ... domination by elites ... structural khanges person—genl;xr;d socliety pqssx’ e to hav th} ... def
issvas necessary ... gsees conti#xt in a structural way - but.in individuals 1n society

2. Expectations for education jn - education presently seyves as an instrument of anti- education pzesen.t‘l’y servey to mdld p:inp}e %o. ex;jm
. society dialogical action (i.e.,\for conquest, divide and rule, support a more active role ... but ecu;atxon should a
manipulation, and cultura) invasion) ! rewards come as result of individunal effort)} .
- X ’ . C , B . ‘. .
. 3. 'He:ms of connecting with ‘analysis'of education empedded in analysis of fociety as a advocages coordination of plahnih‘gdc"fmrtsi el?"c
" planning in dther areas whole {literary procese usg¢s political words) ..l uses “Regional Service Centres ... comfunify schools as o
résource people from varietly of backgrourds ... elucational ‘programs g 4
. reforms often tied’to refor in other areas, e.g ! '
Y . . .
I — . g e .
- 11T TIME ;
. - i .
; . . . o . ! . .
1. Shgrt, ;r]v.rd}\:m, and long-~ ,CPvers total range ... generative: wdrds and themek in | covers total range ... in short-run tha “top-ton” or
grm horizon » literacy and post: literacy: progesses (cultural actidn phase) 1 Unit and Research and Dev®lopment Board ... in léng-r:
«r+-On-going revolutionary proyess (cultural revolutfon phasge ) ! : i .
X 5 s .\ L i A . B .
<. Consistency over time .9:!\0:@:08 consistency in a phases ... seeks it. through . advocates Lyqnsxstency because short-run proposals b
. tying literacy, post-1it dcyland.culyural revolug'r_-mr,] phasas “propffsals (e.g+, early childhood education) do move in
to similar bases (e.gs7 conscientization, those wishing to ¢ | (recixrent education) ... but soms long-range ‘goals (.
) liberate cannot. use”methods Of Oppressors even in shord—fin). ! short-~range ;counterparts Co e
. 7 : ' P e .
IV SCOPE o \{
1. Core and Periphery ,:eaucz'ation',should_cqver’ both_ ... where '(_:o begin depends,on |- adubhtion should covor both
\ . sztuatxop . educavtxon as “cultural action for freedom” | but 'is concerned about qualicy .
asswmes .1mportance of -Periphery * . - Core )
N . . . . . B . . . s il .
. 2. Regxonal.areaS, apd‘age,/ 'acknwledgmentlof significance of regi{ma’l areas ... only ! ‘acknowledr‘;me'nc of significance of re‘gioaal areas ...
. economic and abllilty levels discusses education of adulgs s ecunumu;ally disadvantaged { certfed with economically di dvantaged, alter tion noce
. central to process, alteration necessary in structures ,., no ‘coveds, various ability levels, though no discussion of
. discussion of various ability, xévels . . o Coe R
. E . . . . 1 0 :
3. Organization-levels, {institu- discusses. all levels. ... prime interest in technical level discusadg all ‘levels ... glves moré attention to ine:

tional, managegial, technical) ing process ..« blurs distractioné

.be shared .,., omits any discussion

i.e., in the teachipg=learn
. gmong ‘levels; actitvities to
of financial matters

"V QUANTITY AND QUALITY

1. takes ‘a‘ccount. of 'Qllllevels e

('f.g-, inability to read and write
‘needs) .., fofus on.corporate needs

All levels of human need,
(phyeigal security, social, -and
self-actualization) : o

tiigs to tie levels together
inders fulfillment of all

2~ Expansion and change both ‘necessary, thopgh mere expansion may .only increase
. depenqence upon existing elites ... new system of education to
be built upon theory pf dialogical cultiral action (co- .
operation,” unity, organization and cultural synthesis) ...
advocates radical changg--i.e., revolutiol o

3

PR Spp——

a1

than to teMinical, ... maintains distinctions amony lew
(matters : : ' -
! k)

¥
N LS

- take's’account of 111 levels (uscs éxact terms) ... o

skilla ... focn individual needs . N

_both necessary ..., some forms.-of :expanaion result in «
recurrent  education) ... quality also enhanced by addit
aesthetic and moral dimensions, and-through increased :
membership,. and ‘autonomous) ... no radicad change .

»

Y

VI ;

. -

ONNECTIONf T0" ORGANIZATION
. praxis, i.e., reflection a_nd"a‘ct‘ién must cbrmtbntly inter-
mingle ...-gpecial planning Wepartments or. units may be usefui
but ‘are not, essential ... problems of implementption’ undercut
-because ®hose doing®idplementing are? implementing own plans .

1. Naéure ‘of connection between
plantiing and. organjzation
processes ;

X ¥

. Y
.
B B

has sharkd view of*authority ..

.. 20, Aufnority of planners’
. . for authority (position, charisma

.. distrustful of other basea -
) ‘ . , ‘expertise)- L

3.0 Plannipgrmindedness, gbiné life of the orﬁan—

. means. such as praxis,

planning fust be. part-of ‘the on=»
ization .\, accomptished through |

o conscientizatior;
B »

P

»
;o . S R N s

organizational connection advocatedy.e.g., Planning iy
capabilities at regional ‘and local levels ... ‘x_iaintainz
plan and khose who are planned for . %.' .

N q

~in high level.planning, believes authotity should be
at lower lev‘exs tends to'a more shared view "
planning must’ be part,of the on-going life of the-or-.
through organizational structures ... a -question of wir-
proposals for regional and local levels Gompared with

[

v

¥II PARTICIPATION .

i

] 1. Who , participation vety important £¢ process . must come from . ¢ advocates participation from all:kinds of pedple. : ..
\ . g Lower classes and leadarship group ... participation fron “ithrough on this (e.g., there are few specifios about rer
B E others weldome but not neecessary s E o jvarious planning bodies), there is little apou;‘*particip
2. -The form of participation direct and active (dialogical) participation, in long-run, ] ‘direct and active,participation from all advocated ..
s from all .., in short-run, there must be direct and active ~°  {€lients” ... elsevhere' 8peaks. of ledrpers as "cliegts“ )
participation from®lover classes L ) ; . e /that certain kinds of negative or disruptive partici
s . . AN o . . s T . R co N ‘ .
2 \ : A )
. . oo 3 : o . ;
, . ; . . . . .
. 5. ! B . * |- Bigura 2—/, L e ' »
4 - ) Summary of Findings . o . L 3 s
- -2 , ;, - o . , . ‘
. 5 - - \ :
. ° ol N g . - . T
. N R r .

N .

i &




Fwire . © . Worth

) L r\/ , . Y . A .
’
in process ... man an active subject ... political: reahty in process .4, man an active subject ... systém modal and a poditical model s
rodts in Marxfhm, Christianity and existentialism zcots m North American liberalism ,.. individual man ... change takes placﬁ mtnrallv
rate man ... CAange takes place through struggle . . R s .

1]
.eduzation a means of enabling porsons to ‘understand and deal critically with the

- N . . B ~
a means offenabli rsons to understand and deal C t .
. Jiiiod enab¥ing persons to find their

with reality thdt surrounds ‘them ... arises out of real:ty that surrounds them ... education aldo a mearp af
social situation ... education as “"cultural action @lace %in society ... focus on the xnduxdual B P
o%"... focus on masses ’ ’ *

-an can.create future ... education as “"cultural asswws man can crelite futwre ... a “choice of futires” ... appropriate future will

.. path to future difficult . naturally occur . ’ .

nsive future ... brought about by theory of dia< . - comprphensive future . brothr about, by sy_,tor‘s t)‘no"y base futures forecasts, °
Lltural action (cooperation, unity, erganization, ‘.. |concepts regarding the confent of edutation (problem- solving, PU’F'"UMCKlOH \'llu‘ng

ral S_)'ntl’lesis) ... dangers of technolegical future life experience) ; .

- en FRNPENG —

Iy

North Amerzcan and Provinclal perspective ... second-phase industrial society vs.
person-rentred SOCLety (po-‘sibie to have both) ... deficiencies not 1n oOClC‘tal qnurcures

rirspective ... gmphasis. on oppressed masses of trird
iomination by elites ... structural changes
-+. sees context in a structutal way . but in individuals ),n society

education presently serves to mold penple to vx;stlnr; patterns, Lhouqh many in socisty
support -a more active role .,. but education should accept basic views OF culture {u.g.,
rewards cone as xesuu of xndividuu effore)

¢ presently serves as an instrume.nt of ‘anti-
1 action (i.a., for conquest, divide pgnd rulg,
:on, and cultural 'uwasion) §

]

. advocates co')rplnut.\on of ‘planning efforts, e. q., a provincial plaiining body. .

education: embedded in analysisg of socxety as a
communiity schools as centres for Covm\mit/ service

tQary process uses p ligical words) ‘... uses ' ‘Peazon.\l Service Centres ...

dple from.varieby ofs backgrounds ... educational ' programs L . N B . e N

F’ en tied to reforms n other areas, e.g., agriculture - 7 b . .
/ \ B /

! h . : . . -,

:';ﬂl tgnge ... generativerwords-and themes in | i covprB lotal range ... in short-run' the op-ten” proposals .., medium z.m Planm.nfj
nd pos lheracy processes (cultural action phase) i unit and Reseazch and Developmént Bcard . in long-run the persop-centred rocm*)
[ ng revolu‘Aorary process (cultural revolution phase) | . s .

P ) _ A : . .

LSS consz,‘tency in all rhases e sgers it through agvocates congistency because shr)rt run propoqals bulld momentum. .». some short=run '

.b"gr*y, post-literacy and culLural revolution phases ., prdpcsals {evg., early ‘cmldhood educatxon) do move in d)rwuon of 19ng-run goals
r bases (e.g., conscientization, those wishing to (recurrent education} ... but some long range goals {e.g., icipation) do not have
~annot use methods of oppressors éven in ahort-run) . j short range counterparts . . .
<
. // B . -
- //” *

~n should fover both Ve vhere to beg.m depends oh B education should cpver both +.s gtarts and r3mains in Corg ... m‘m‘omn »5 Peviphery

. equcatlon as “cultural action for freedom" but 15’ concerned about quality of actwuma there ... seeks to bring Periphery into
r;artance .of Periphery c

ore’ . N - B . -

~dament of . sxgniflcance of regional areas we.. ONl * acknoyledgment of sxgmncance of. regxonal ureas e CQVErs all age dlevelg .. cori-

“ducatyon’of aBults. .., economxcally disadvantagsd - jcerned pith dconomically disadvantaged, slteration necessary in trese indivi duald ...
¢ process, ‘alteration necessary in structures ... ro . ' covers Agpieds ability levels, though no discussion: of “excepricnsl adyli.
. 0f various abuxty levels ! *

X R <
.‘f’ ﬁll 19\’&15 voe prime intenlst in technical 1evel 4 . discusses all-levels ... gives more acttention to institutional and managerial levels
‘o0 steaching=léarning process ... blurs distractions - than to cec‘nw‘al . maintains distinctions arong levels ... analysis included financial
18, act_xvxtles to be shared .., omits any dx,scuss;mn ‘matters . .

1al matters

N - i . o
@ : : - . .

I
! . . . .
':, unt of all levels,...v tries to tie levels lmether | takes accsunt of all levels (uses exact terms) ... advocates teaching of life-cxperience
atility to read and write hinders fullulmnc of all - sxills ‘wsafOcus 6n individual' heeds . e :
+ focus on corporate -uaede 7 LN . T .
7 . ‘ —_— . - -
:<*=Sarv though mere expansa.on may on1y mcrease | * both necessary ... some formswf expansxon result 1n qualitative change (ﬂ-CJ-. move to
» upon existing elites. ... new system of education to recurrent education) ... qualigy also enhanced by addition of futures-perspective,
onitheory of dijlogical cultural Actisn Hcom - * |aesthetic. and’ moral dimensions »and through increased modal dLvErsif.y (ian_xtuLlonal
unity, “organization. and cultural /synthesxs) s membership,. and autonomous) ise RO radlcal change .
adical changa--i,e., revolution/ : : °

. A R REREEN - . e . .

zte'. zeflection -and actxon must constantly inter- organizatjonal eonnection advocated, e.g.,*Planning Unit ... should also be planning-

pecial planning departmntb or units may be useful capabilitie§ at regional and locair Jeveis ... maintains dxstmctxon between thogse who
o essential ..,fproblems- of/implementation undercut plan and, thoge who_are’ planned for | . 0. :
m"’ﬂ doing melemenung are mp}.ementlng own plans | | i '»~‘, '

Py : . g .

‘ed view of é’uthority P 1strustfu1 of other béseu N 1n hxgh level planning, bel:.eves authont»"'ﬂ{mld be based on poaiuon and expertxse
iy (pomtxcn chariama e'xpert:xse) . ) - -, 'at’ lower 1evg1g tendd to a -more shared view . :
1 must be part of the on-gcung life of the organ- . p)aang must be part of the on- qqmg .ufe of the cnqanxzat;on acconplished

< accbmplished through means such as prax18 o through prgamzatxonal ‘structures ... a question of whether Worth is specln.c about
ration S proposut’ fo: tegional and local levels compared with provincial level

. i s ¥

i N , N . . L ) - - . L o .

b mamsee i . S T N S Y e R - - 5 DS LSS - . N .
ation’ very important to process e mﬁ_; come from. advocates pa:tlmpation from ali kinds of people ....a quesuon of whether he follows
5¢8 and ‘leadership group See partlcipation from . 2 through on thig (e.q., there are few specifics about represantatlon of lower classes on
raome But not ne&essary e . ,vanous planning boddes, there is thtle about paxtic1patxon in “top-tan® propcsuls)
rd actxve (d;alogical) partic).pation, in 1ong- run,, direct and active parclcxpation from-a)l advocated lparners to be "moze t;han mere :
.o0in short<run, there must’ be direct and activé : clients® ... elsewhbre speaks of learncrs as “clients™ ... that most people are followers'
ion from 1099: classes S o westhat, certam kinds of negatlve or disruptlve participation are not acceptable :

: : NI ‘v B . . . . 5
. . Y . ‘

o ~’ E o Figure 2 X ‘» Sa : . 1 3 .
: Summary of Flndu\gs U .ﬁh . k .
o F. ! ke

® B - 5 o 3 © '
N o
, * ; . o
toe , A .

. . g
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« 3. Freire's approach to plannlng empha31zed the.

“Context and"Partlcrpatlon dlmen51ons of the Paradlgm and
. : .
placed somewhat IeSs stress upon the Scope dlmen81on. )
- / .
Worth's approach emphaSLZed the Scope and COnnectlon to ;r*

Organlzatlon dlmen81ons and de—emphasrzed some aSpeCtS

M o

of the Partrc1pat10n dlmen81on. The tendency in Frelre :
~and Wbrth'to empha51ze and d 'empha51ze these’partlcular”

' dlmen81ons was a way of 1dent1fy1ng a fundamental contrast

vfln their approaches to plannrng arlslng Sut of the

B

.

‘._aspect/of hlS approach to plannlng .was What he referred

. contaln many of the characterlstlcs of a politlcal model.

o This model tended-to rema;n 1n the theoretlcal stage 1n

T -

i-of Frelre and Worth.

-ﬁ‘ of the study.,.c :

,polltlcal-model base of- Frelre and the system—model base

2

'of Wdrth. T TR : e L

4Q In}addition'to the-system—mpdel'base'of Worth’

N

T

. .

the study 1dent1f1ed some features of another model 1n

‘)

~hlS apprQach to plannlngw WOrth stated that. an 1mportant ;24;'

i

".to,aSNQa ch01ce of futures. Thls aspect was seen to

. b

e

Worth's approach to plannlngrand not to be developed (as

the system model was) lnto concrete proposals. L \'°f'(f%lg’

.t,‘ The analytlcal frameyork or Paradlgm proved

L

a useful 1nstrument for Openlng up the plannlng approaches

“' 3 . 6o S,

e

The folloﬁln are implipationS”thch;arise]outuﬁf"
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3 o
1, For the Paradigm .‘ Every model has adequacies .

and 1nadeqpa01es. Those who are to stud¥ and/or be

e
o affortod by a partacular plannlng approach should be

. -\

1nformed of both., A model S assumptlons should, be
expllc1t1y stated. Nelther.Erelre hor-Worth referred'
adequately to,the strengths and llmltatlons OF their -
models. rﬂé
. I offer;,therefore; one suggestion-fOr,change'
in'thevParadigm. A fifth varlable (Strengths and’ llml—-
i
tatlons of the model(s) used") should tbe added to the ' ‘
Orlentatlon dimension of the Paradlgm. The modlfled‘
' ver51on of - the flrst dlmenSLOn of the Paradlgm follows.
. ".Dimension . o f"~hVar1ab1es
- I ~ORIENTATION - - = 1,¢”Ph11050ph1ca1 base
' S ' 2.7 View of education
3. .Stance to future
. K 4. Techniques for -
o g‘ . .approaching future'z
T S.Q<Strengths and limi-": -
R ‘; ... " tations of the

L TR ;~tmode1(s) used .

'e_;fi.FOr the use of the Paradlqm. In addltlon to d'

4

>gthe klnd of use it had 1n the study the Paradlgm mlght

.,also be uSed 1n a 1ess compllcated way as a means of

Qattalnlng rather qulckly some persgectlve on a partlcular i;a5f~

-4 .
E 5‘* R ”“

plannlng approach It could be used as-a’ mental frame—

tiswork for deveioplng qpestlons and Cr1t1c1sms Ofvplannlng N

3

f‘approaches. It would, for example” enable one who was' ;nr;ﬁhl”

h

-
.1' . : ‘ 'ﬁ’) -

:,examlnlng a partlcular plannlng°proposa1 to see p0581b1e C 'gl

\ - 1.;.4-;

L om1551ons or 1ncon51stenc%es 1n varlous dlmen51ons of
) N - -'/ . o . . . L} .

Lat L



s

\trators teachers, and members of the publlc in becomlng

¢ v " - R
Yo ) (';\'_3 . R |

that proposal. The Paradlgm could be &seful to admlnls—_ )

[

i

more aware of the nature of varlous proposals presented
to them. a o e - N

[N R

3. For the'development of a world—v1ew..IReaspns
for ‘the. s1gn1flcance of the study were presented in

Chapter I.pcone of these reasons was the potentlal use-

J

4 . fulness of seeking to come to grips with the thought of

v

3

'-Thlrd wOrld. Onevwould et get such a- ulew _of North

.Amerlcans by readlng ‘Worth's

-‘perhaps in very subtle ways, be damaglng to oneself?

‘How can ‘one plan for an educatlonaf systemuwhlch has

’
»

someone\ﬁrom another "world " with a‘vieW~to getting“a_
&y

"better understandlng of one' s own "world. As tn;s o,

¢

study was carrled out I belleve the soundness of this

Y . o ; ,
reason was confirmed. T ’ : Coe
‘ ’ - - .- - .
At times, when reading Freire and Worth, it .

actually seemed that theirfwritings were describing

tw0/different planet .' For example to Freire, North'
)

Amerlcans are oppressqrs of the masses of peOple 1n the
; . €

.

L “To be confronted with the-views‘of\a Freire (even N

'ifcbne ends up eJectlng them) is to be aske tdﬁlook at,

P fecred

ioneself from another side and- to search for hldden'”

assumptlons and hldden 1mpacts of, one's way of llfe. Itx

1

1s to be faced°w1th the questhn of 1f onel\s- way of life"

s S0 damaglng.tO‘others elsewhere must 1t ot'also

&

a

“for example ‘self—actuallzatlon as one of 1ts goals

. .. °

-8 Y )

v s .
. - - o, v
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swithout taking account of possible violence one is doing

to others elsewhere. Can one be self—actualized,wﬁfle

\» doing“vfélence to others? Must educational planners have
7 : .

an explicit world-view .as part of their interpretation of
* AL ai [ ;: '
LY . ‘(:

the context, of planning?
These are, I'belieVe, good questions for planners

to bexcohfronted with. Av01Qance of them could un-

neceosarlly 11m1t and fa151fy the. base upon which they

AN

(‘:3
H
k4

bulld their approach’ to plannlng. :Av01dance\of them

'could mean that a‘partlcular*approach to plannlng, instead

"

of being .a partlal solution to the overall dlfflcultles

L

/Ehatlbeset maﬁ could itself be part of the problem.

L o
S T |
‘ *An examination 6f the underlying bdses of system

Iﬁy' ‘\: - models with a view to diSCOVérimg whether these

. modelthave a eoﬁserVative bias whicﬁ could limit
their usefulness for some typesﬁef educational
planning. Such an examinatron wouid‘have to

\ake into account the question.of how a model
. . ‘ :Lu . - S
which, ‘in part, places a premium upon system

P (f

survival and ‘upon a system returning to a
L]

‘state of normalcy after extra- system préssuge
could be used to plan for alternatlve futurés\a@
*An examlﬁation of the appllcabltrty of some of Y
the concepts of Freire (ezg.,laeneratiye themes,

prax1s) and 6fvsbme of the concepts of Worth

(e eg.} futures perSpectlve varlety of program

\
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modes) to the training of educatlonal‘admlnls-

X

trators. o
L

*An examination of how the analytical framework
used in this study might relate to the decision-

making process in organiZations, A
- CONCLUDING REMARKS

The approaehes to educational planniné of Paulo
Freire and Waltert Worth have heehvexamined and criticized.
There has been every attempt‘tq be fair to what these two
men have wgitten. Because they have not had the oppor-
tunlty to respond to- comments made ahout them perhaps
1t would be flttlng to let the concluding remarks ("the
last word") be thelr_words and not mine. I have

attempted to choose words that indicate 'some of’théirﬂ

R

important concerns, words that represent Freire and
Worth at their best. ., L

- If learnlng to read and write is to constitute an
act of knowing, the learners mist assume from the
beg}nnlng the role of creative subjects. « » .

Learning to read and write -ought to be an .
opportunity for men to know what §pgak1ng the word
really means: a human act implying reflection and
~action. As such it is a prlmordlal human-right and
not the pr1v11ege of a fews ‘Speaking the word is

‘not a trype act if it*is not at the same time asso- -
‘ciated with the rlght of self-express1on and world-

- expression, ‘of creating and re—creatlng, of deciding’
and ch0051ng and ultimately part1c1pat1ng in

“SOClety S hlstorlcal process (Frelre 1970b:12).

The transformatlon of the present system of schoollng

v into one ‘of recurrent education is a vast' and '

. ambitious undertaking. It goes well beyond~® anything
ever attempted in Alberta, Canada, and most other
countries. It requires a total rethlnklng of the
éducational system and the learning transaction
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in all- Lt°\aspects: gobals, structure, proceséﬁ
plannlng, resources.

Such a-transformation in education  and 1n soc1ety .
wlll not. come overnlght. -It will reguire long anhd
careful cultivation as a conmon denominator for
decisions ‘and réwards in the decades ahead. The
1aunch1ng ‘pad for this venture could be the report

5 the C?mmlss1on on Educational Plannlng (Worth,
1972:301 : B
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’

EOR YOUR INFORMATION-’ COMMISSIONER, DR. WALTER H. WORTH

' Personal

- .~ Place of blrth - Reglna Saskatchewan , R .
¥ - Date of birth - November 12, 1925 L e L

- Married with two daughters ages 16 and 20
Llfelong interest- in ‘athletics - Jr. footba 1, hockey,
middle- range/gélfer; Past Pres1deno De rick Golﬁh
and Wlnter Club ST w

ucatio -

c School’~ Regina,. Saskatchewan

:. Secondary School - Edmonton, Alberta. :
" Bachelor of Education (Engllsh Hlstory) - Unlver51ty o

. of: Alberta 1949. : T T

‘Master of’ Educatlon (Educatlonal Psychology) - Unl—, o

: versity of Alberta, 1952

Doctor ‘of Education (Elementary Educatlon)'- bnl er— o

' ,51ty of IllanIS 1959 . 5\ B

PR

ien ‘
.o Anmed Servlces - 1@44 46 v o
. . Bu iness - 1 year Hoover Machine Company, Edmonton o
.7 Teacher - Edmonton, Elemqntary and Jr. High School |
' T 'Superlntendent of Schools Alberta Department of
‘Education - 1951-55, served in''Clover Bar,
o R Neutral Hills -and Acadla School Divisions ¢
‘f_,;j~vA551stant ‘Professor of Educatlon - 1955 =57, UnlverSLty
o . Oof" Alberta = . K o S
" Instructor in Educatlon £, 1957~58 Un1vers1t -Of' V,",-"
7 Illinois TN
Head Supe v1sor df Elementary Student Teachl g - 1958 89,
T ersity of Illinois .= - n.._ ,
. Assoc1ate Professor of Educatlon - 1959 60 Unlver51ty I
" .+ of Alberts , ’ : R
:Professor and ad Department of Elementary Educatlon i
. 1960-66, Unlver31ty of Alberta : Lo
R Assoc1ate ﬂhan sFaculty of Educatlon * 1966 67 Unl—WG‘
S ver51ty of “Alberta : ’
"' Vice-President for Planning. and Deve;opment - Un1ver—"
.sity of Alberta, 1967 to 1969, .then . condeGXto -
Comm1351on on Educatlonal Plannlng X

'-‘if"ﬁ:
» s

sr;uAlmost 100 artlcles 1n publlcatlons llke ¢
: ' strator . n



Elemgnta;z Eﬁéilsh
Supervision, and a variety of teac ers'_'
trustees' associations' journals. ' ’

Most recent publlcatlon prior to Commission Report -

Before Six - A.Report on the Albewsta Early Chlld—
hood Education.Study = sponsored and published. by
‘The Alberta Schoel Trustees' Assocxatlon

v

Selected. Agthltles

Director, Alberta Leadershlp Course for School Prlnc1-f

J

:”’ consultant CEA Short Course for Canadlan School Super—“

Speaker at educatlonal conferernce and profe351ona1_ f{*

pals - 2 years
1ntendents - 6 years

meetings throughout Canada and" the‘Northern-
Western Unlted -States . - .

,
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