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ABSTRACT

During the development decade of the 1860's, many educators
and poiitical leaders began to regard education ;s an
important mechanism for the development of the Third World.
But by‘the early 1970*s, many realised that th; expansion in
the'educational system did not bring about any significant
changes in the material conditions-of the liQes of the

majority of the people in the these countries. The result

‘was that radical ﬂ@uﬁt!@ﬁy began a systematic attacK on the
o ‘g/\f"\ [}\
educat1ona1 system mvé%@ Y2 '

class.

_Th;s thesis explores the philosophy of one such radical
léducator, Dr. Péulo Freire, who‘not only criticises the
educat'ional system as an oppressive institution of the Third
Wor 1d, but proposes certain solutions to the problems faced
by it. - |

It examines the proposa] for chénge advocated by
Freire, who sees the existing educational system and process
‘as a mechanism for liberating the people and societies of
“the Third Wopse. [t also argues that to understand Freire’'s
theory and educational efforts in Brazil, an understanding
of the historical evolution of that society is imperative.
Lke any societal analysis this must bevgrounded within a
historical framework.

In the concluding chapter an attempt.is made to argue

that, contrary'to Freire's position, education, even the

Vi
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radical version which he proposed, cannot by itself be used
“as an engine for social change. The applicatioh and sucgess
of Fréire’s theories will first depend upon certain
necessary pdlitiga] changes. Once sudh political changes
have occurred, gducation,could effectively become an
ihtegra] part i the overall'po1iticaq-ecohomic sthategies'
in the pursuit o;\deYSl9pment. |

Freire's theory cannot be completely discarded, but it

needs modification or reorganization to fit différent

social, political and historical context.

’

<3
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1. INTRODUCTIQN
One of the major questtons in tHe Third'Wonld since World
- War Il has been "how can edueatiOn'contribute directly'to
ddevelopment?w Many attempts‘havembeen made to construct the '
edpcatjon system in such‘awway_that it oan«make substantial
contribution to the deve]opment of\sooiety} Hence, various
oapproachee, euch as changes‘tn‘curricutum content anduthe
-fntroduction of community: practicat and vocational
‘ educatton have been undertaken However such attempts at
curr1cu1um reform have rematned the maJor thrust in thts
area. Others have tr1ed d1fferent approaches outside the
forma] educat1on system*through the deve]opment of
‘_non-format educat1on prograTi)such as the-teaching of
‘11teracy 1tse1f as an a1d to the process of deve]opment

g However .ong argument wh1ch ga1ne8 ﬂn1versa1 ?ﬁ\

prom1nence 'espec1a11y since the 1960’3, was that’put

y%o ard by Theodore Shu]tz who 1n 1960 developed the human
:itat theoryn This theory argued that gualitative

’improvementelfn human cap.talawh1ch can largely be brouoht

,apout by'education haS'an even morevimportant role to playh

" in" the process of'devetophentf.lt“wouid‘ﬁncrease

Adproddctivtty and\in soﬂdoing-would generate greater wealth

for reinvestment. this wod]d~tead to the creation ofvnew

- JObS and general]y better econom1c opportun1t1es for |

everyone in 5001ety Th1s theory, theﬁefore arguesrthat
»
r1ncreased 1nvestment in educat1on is a maJor step forward

,towards 1ncreased econom1c grbwth
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It is important to point ‘out that thé human capital /C

;
4

theory has beeh used to demonstrate the validity of varjbus
approaghes. Among these are the rate of return analysee on
inveStmeht in education the inter country- compar1soﬁs |
approach ‘and the forecast1ng manpower needs approaéh 2 ’

The assumpt1on in these various methodo]og1es indicates
an overemphasis and preoccupat1on with the 11nK between |
education and the overall increases in the Gﬂess National
Product and 1nvar1ab1y they suggest that h]gher levels of
educat1on necessar1]y mean higher ]eve]sfof economic growth.

The resu1t‘was‘that during the 1980’5. there was a |
 substantial 1hfusion of capital 1nto edueat1on with emphas1s
oh secondary and Highee education but the-resu]t-was that
this massive expansion in education‘did not always lead to
deve]dpmenfﬂ As M. K. Bacchus Qé}ed:

educated manpower was pﬁQduced faster than the
economies were able to/absorb it in jobs and at
rates of pay which the graduates have .
traditionally expected
By the 1870"s the cpmb1ned unemp loyment and
s .underemploymemtawere estimated at 29% for all
" developing countries and 38% for the developing . (
countries of Afr1ca alone...* o
. /" . = .
In assessing the outcome of the system of education,

many critics began to indidete that its ekpansion led to-a
cooptatioh of certain-elements of the population into an
elite class, and the socialisation of the masses into

certain norms and values which would teach them to accept

their position in society as inevitable.
: ~



Among the first of such critics was Iva1t1111ch who
directed his criti¢cism at the inappropriateness and
irrelevance of the hind of education that was being offered.
Schools, he argued,'were not attemptihg to create an
4 egalitarianrand democrédtic society, but rather served to
maintaﬁn a hierarchical and-authoritarian structure.

Further, I1lich explains that in schools, students

learn the value of grade advancement, passive
submission, and even the standard misbehavior
that the teacher likes to interpret as a sign
of creativity. They'learned disciplined
competition for the' favor of the burealcrat who
presides over their. da11y sessions, who is

‘called their teacher as:'long as they are in
class and their boss when they go to work.

- They learn to accept’ their places in soc1ety -
precisely in the.class and career corresponding
at the level at. wh1ch they leave school and to
the field of the1r academ1c spec1a11zat1on 5

'Another cr1t1c of s1m1lar philosophical persuas1on was

Everett Re1mer who~1n-hns book School 1s Dead: Alternatlves

in Educatlon drgues that schoo]s have outlived “their
usefulness. He suggests that schoo]s basically perform four
functions. First, they‘serve as baby—s1tters or as custod1a1

institutibns. thus prolonging the:stages of childhood.

(,SeCOndty, they blace students t-‘various categories,
according to_their socta1 and economic status. Thirdly,
schoote indectrjnate the etudents to aecept the existing
socia} structure-andktheir own positions.hithin it, andJ
finally, schogls teach cognitive skills and transmit ‘
Know ledge . Cognittve,]earning, however, oCcufs when otherl

built in functions are performed. ¢



Others 1ike Samuel Bowles, Herbert Gintis and Martin

Carnoy, contend that schooling reproduces the Capitalist

. 3
relations of production. The educational system according to
Bowles and Gintis, is primarily a supplier of echated,
though aberrated, manpower and the organisation of the
educational system is structured in such a way as to fit the
needs of industry.

The structure of social relations in education

not only inures the student to the discipline

of the work place, but develops the type of

demeanor, modes of self presentation, -

self-image, and social class identifications

which are crucial ingredients of job adequacy.’

The social relations.of production are reflected in the
social relations of the school system, thué‘providing an
advanced socialisation of potential workers into the type of
compliance already in existence in the labour market.

Bowles and Gintis- argue that the educational system and
' the hierarchical social structure are further given

legitimacy by the ideology of" 1. Qism." For exahple, Arfhur
‘Jensen, in 1969, attributes educational achievement to the
jnheritabiTity of 1.Q. and claims that certain social and
racial groups are intellectually. inferior to others.:
According to this theory, those in higher economic.classes'
have higheE“I.Q.’s'and therefore will continue to be
economicdlly advantaged. This theory, critics conténd, is
unaB]e to explajn the hisforical pattern of both Eduggtiona]

and economic ihequa11t1es, They further suggest that

contrary to the arguments of individuals 1ike Jensen,



achievement and attainment do not necessar11y correspond
with 1.Q. and that occupat1ona1 atta1nment 1s a reflect1on
of soc1a1 class and not educational qua11f1cat1ons
Therefore, existing inequalities in society are no{ rooted
in individual differences, but rather in the natune,of the
production prooess and property relations.

In sum, the capitalist system distorts human nature and

P

. Ol
functions to alienate people from their true consciousness.

The educationa% system functions .to maintain the form of
consciousness required'hy the elite classes to maintain
control over the relations of production.

Similarly, Mart1n Carnoy argues that the educational
system wh1ch emerged in Th1rd Wor]d nat1ons is asdirect
outgrowth &f cap1ta11st expans1on wh1ch sought to maKe
colonial peop]es subserv1ent to their colon1a1 masters. The
human condition in the peripheral countries, he suggests, |

‘ ™ "~

was "“"the result of social, political and economic \\\\

™~

relationships prevalent in the international capitalist .

S

system."® In order to show this, he used the examples-of
Peru, Indﬁa, Bra211; West Africa and that of the blacks in
the United States. Ih fhe_case of India.ahd West Africa, he
says that "educational policy was made bybEuropean countries -
~in the interest of European capitalists, traders and
missionaries." 10 |

Carnoy 1ndlcates that there has a]ways been an unequal
relationship between the metropo\\tan and per1phera] -

coUntries, marked by intense exploitation. The exp]oitation



9
is further exacerbated by the development of a local
bourgeoisie, who have become the compraer“elites of the
'dominant'metropo]itan class. The emergence of this local
elite and their success in maintaining éﬁhigrarchical social
structure debends upon the ability of the colonisers to hire
and coopt local leaders. Since they_are primarily foreign
creations, their interests,_for the most part, are.closely
tied to that qf the metropolitan ruling class. in referring
to hannon, Carnoy stated that even "the transference of
power from the coionialists to the national bourgeoisie
maintains colonial institutions'and often increases the
power of the-ex-colonial country."'?

The education system which emerged out of‘cofoniaiism
has a direct relationship to this exoansion of capita]isni
It reinforces the capitalist mode of production and
therefore performs a domesticating .function. The school
teaches students to accept their roles in society and -
therefore "Schooling as a co]onial institution attempts to
make children fit certain mouldé. to shape them to perform
predetermined roles and tasks based on their soc1a4_~u)
c]ass "12 Hence, schools perform the function of{;iacinq
people within their productive roles and promoting a dOcile“ﬂ
citizenry. " |

These authors, discussed above, have developed
different themes to education Wh1Ch run counter to the human

capital theory propounded by Shultz. Similariy, Dr. Pau]o

Freire, a Brazilian born educator, saw that education was
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béing used as a mechanism for elite domination. However, he
argued that it can also perform an\entirely different
function - that of']ibératjcn; that educafion c@n be used to
help man transform himself from the present opp\essed
fpositién. Freire furthcr'suggeSts that by téacgiqg literacy
properly, the masses Wi11'becomé‘befter able to uﬁderstand
their plight and as a resclt'work towards ®transforming
themselves to a higher plane. B X

It must also be menfioned that Freire has been actively
invo]ved‘(W1th some success | in the 1mp1eméhtation of the
solutions heé advocated. He has also tried, with some
success to set his pcoblems and solutions in an appropriate
vsoc1o historical contex:(and has workded 'in such w1de1y |
- diverse sjtuations ds Brazil, Chile and Guinea-Bissau.

The purpose of this stddy,l?hen, is to first examineJ
both the'inteﬁnal and external problems of the Third World
as posed by Paulo Freiré and the role education has played
infmaﬁnfaining the oppressive sociql crder. Second, the
stbdy.w1]1 attempt an examination of the solut ions advocated
by Freife as a means of liberating the Third World and the
role which he saw education play1ng in th1s process.

Finally, a critical examination of Freire’s approach shall
be undertaken. |

The study w111 be divided into five chapters The first
chapter will 1ntroduce the various issues to be examlned

The second will begin with a discussion of the historical

evclution of Brazil, where Freire originally formulated his



theories,\and will focus ééimarily on the contemborary
social formation of the Northeast. The importance of this
section lies in the fact that the political events of the
Northeast, specifically after 1956, have a direct
relationship to the success of Freire’s work, which was
originally tried out in that region. Furthermore, it would
appear that the situation there had é strong impact on the
political outiook and ;he deve1dpment of his ideas.

The éhird chapter will begin with a discussion 6f the
ways in which the oppressive apparatus in"the Third World is
maintained by the elites and their metropolitan a]]ies,»and
the part which the 'banking' type of education, as Freire_
éa]]s it, plays in this process. |

In éhapter Four, the issue of edbcation.for liberation
will be discussed wifh'the focus on ;reire;s methodorb%y‘is

it was applied in.Brazil. Also, pa}ticu1ar attention would

b edy

be paid to the role of revolutionary leaders in the
transformation of these societieﬁ; for Freire, the success
of the revolution depends largely upon the commitment of
revolutionary. leaders.

The Fifth,chapter will attempt a critical examination
Qf the theories postulated by Freire, and will also focus on
some'very important ommissions in Freire’'s works. The
critical examination undertaken in this chapter is not meant
to be simply an attack on Freire, but rathér, one which may

complement his works. : AN



Fihél]y, the study will con¢clude with a summary of the

discussion outlined above.
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2. FREIRE IN PERSPECTIVE: THE SOCIO-ECONOMIC BACKGROUND

[

Let those who labor - .. the reins
Bernard Couaid

In order fo explain the basis of Paulo Freire’s
philosophy, it is necessar; to ouf]ine his backgrourd and
experiences, for it is through his life and work that his
philosophy emerged. Even his praxis evolved out of the
socio-economicand political conditions of Northeast Brazil
and an understanding of the context in which he began his.

work will shed some light, at least .in part, on the

deve lopment and success on his literacy programs.

2.1 FREIRE: EARLY YEARé

Freire was born in 1821 in the city o; Recife, located
on the Northeast coast of Brazil. His parents were of iower
middle class background - his father being a police officer -
- and his mother a devout Catholic. Freire grew at a time of
the great depression, which resulted in his family loosing
the little wealth it had. As a conseqguence he suffered both
hunger and malnutrition, causing him to fall a year behind
in school.' Freire's problems were further COmplicated by
the fact that his father died while he was still very young
and he had to be brought up by his mother alone.

Upon -graduation from high school, he studied philosdphy'
and psycho-linguistics, and at the same time taught

Portugese in a high school in order to hé]p out financially

11
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at home. After his marriabe in 1944 to Eliza, a’schoo]
teacher, he began to acquire a greater interest in
educationaf problems, but nevertheless, he went on to study
law and philosophy. Freire’'s career as a practising lawyer
was shortlived for it was not long before he realized that
his legal studies had little to offer the-poor, since most
of them lived in debt and could not pay for the service§ of
a lawyer. He later, explained that he left "because 1
recognisé I did not have the effectiveness being a lawyer, |
did not feel well".?

Therefore, after one year he abandoned the practice of
‘law and together‘with his wife began working with an
organisation Known as’ Catholic Action’. Again, after six
months with this organisation he left, explainiﬁg that the
meetings of Catholic Action "was too Spiritualist, it was
too much in the air, it lacked concreteness”é3 However, he
fcontfnued his educational work among the peasants and
workehs. - h

For the next fewvyears Freire and his wife 1ivéd and
worked among the boor, an experiencé which later provided
him with a framework for his doctora]ldjsserfwtionIWhich he
submitted to the University of Recife in 1959. Shortly after
receiving: his doctoral degfee, Freire was giveq a
professorhéﬁb at the University of Recife, in the History
and Philosophy of fducation.

Before proceeding to analyse the work aﬁd success of

Freire educational programs, it is necessary to discuss the
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socio-economic and political climate of the region because
the political eyents of No;theast‘Brazil have a direct
relationship with his work. Further, it {s only through this
type of understand1ng that we may be able to place the
educat1ona1 activities of Fre1re within a proper h1s£or1cal

!

context.

2.2 BRAZIL: AN HISTORICAL OVERVIEWY ‘
Brazil was first 'discovered’ in 1500 by tAe Portugese
sailor Pedro A1vare§ Cgbral‘and remained underxPortugese
domination until 18&2.‘Initially,.fhe Portugese merphants
were only interested in extractingAraW"materia1s from
Brazil. However, ag sugar was éaining prominehce in the
European market, the Portugése Monarchy began distFibuting
1arge land holdings to its nobles for sugar cane cultivation
and for approximately the next two centuries the product1on
of sugar was the primary economic activity in Brazil.
Strangely eéough, perhaps sugar was,the'only commodity to
have brought three conflicting institutions together: feudal
land tenure, slave ]abodf, and capitélist investmﬁntv;nd
trading practices. The production of sugar, whicH Was
concentrated in Northeast Brazil, was ﬁroduced for an
ihternationa] mahkét and aé an export-oriented cash crop,
which was in high.demand as it'providedvelités with the
income to purhaseFIUXUFy and m?nufactured goods from

V o
abroad.* However, by the early 1700's, when the prices of
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sugar were declining, gold.and diamond were discovered in
central Brazil. As labour and captial were then directed
towards m1n1ng prof1ts from sugar sank lower Immediate and
large prof1ts were made from mining, but the age of gold
went as quickly as it came.

By the mid-1700/s southern Brazil‘was gaining
prominence, beginning with the cattle industry. This
industry was given further imbetus by the development of a
dynamic internal market for both beef aﬁd hides, due fo the
1arge’inf}ux of European immigrants into thevregion. Later,
in the nineteenfh century, this was supefceded by the growth
of Targe coffee plantations and indusfria]bproduction. The
latter Was further boosted by large amounts of foreigﬁ
inQestments, particular]y'from Britain and the United

States.

2.3 SOCIO-ECONOMIC FORMATION OF NORTHEAST BkAZIL

Despite nearly five centuries of_féreign investment and
domination, Brazil has remained underdeve loped and human
misery persisfed, panticuiarly more so in thé Northeastﬁ
This region of the country covered'some six thousand square
Kilometers wifh a population of approximately thirty-?ive
million people. Todéy lffe expectancy in this region is
,Etwenty-ei ht years for men andﬁthirty-two for womeh.5
’Northeast'Brazil still remains an area of dramatic

opbosites{ éorinthian wealth and suffocating poverty with -

v



. X L | o ‘ ,
16% of the agr1cu1tural estab11shments occupy1ng some 89% ‘of .
the v1ab1e land. ¢ ‘The reg1on is character1sed by three
;d1st1not1ve geo- c11mat1c zones the/mata the agreste, and
”the Sertao w1th each of’ these posesstng an 1ndependent
pol1t1ca1 cu]ture determ1ned by the economy of the ‘region.
‘The most dest1tute of the cadre of the Nor theastern
peasantry is compr)sed of the substantial numbers who were
- formerly ens]aved th the mata sugar region. The ma;ority of
these peasants own little or nolland and were“thus compe1led
to. enter 1nto serv11e relatlonsh1ps with the sugar barons
Because independent land ownersh1p was v1rtua11y an unknown
phenomenon for these peasants their very ex1stence was
dependent upon the ma1ntenance of their tenuous relationship
with the land owner. Shou\d a peasant be dﬁsm1ssed from |
"employment; or shou]d‘the 1nternat1ona] pr1ce for sugar rise
‘substantially, enticing the lano owneh into seeding mor e
land, the peasant-tenant would be ruthlessly evicted..
‘ Existing in a system where the ooncept of social welfare was
consgdered an absurdity, eviction from the land was
tantamoupt;to a death sentence. Thevplight of the coastal
peasantry would laterfprovide the genesis andiimpetus for
the Peasant Leagues. ’ | ‘
| The;agheste is 631 only a graduatedlgeo~climatic regton
but also an'area'ot po]itica]-economic me}amorphasis.‘The
_majority of the tand (37.2%) is oWned by smalil landholders
“in p]OtS"Of'1OO hectaresuot ]ess and they had tended»to

~

deve]op a relative conservatism. While they possessed the

3

*u
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1ndependent resouhces to negotiate with the landed geﬂ%ry,
nevertheless social change was viewed by them as an
1Q5;ementa1 taek best %acil%tated through negotiation, legal
actﬂon and pol1t1ca] educat1on It was a time-consuming
approach albeit one in Keep1ng with their soc1o economic
cond1t1on aqg political perspective.

The sertao is the largest geographic zone in the ’
region.'While constituting 70% of the regional  land mass,
the sertao suppq&{i‘a minimal 15% of the populat1on Once
again, the unequal distribution of 1and d1ctaged the
sc o-economic conditions of the reg1on. Over 70% of thef
arable land is concentrqted in 8% of the ]andho]éings/éhd
here too the 1atifundiajminifundia rela?ionship represents

. . ?
the predominant one.’” In the area, however, there existed a

fuhdamenta1'd;Fference betweenbthe agrarian pattern of the
sertao ahdéthét b% the mata-a direct result of thy’different
modes of production in the two regionel While the economy of
the eoastal regions depended . singularly upon the
fluctuations of the internationa] market, fhe economy of the
backlahds {sertaol was bas&d upon the long-term stable
1ndusiries of ranching and cotton'phoduction. The hajority
of theepeasants of;the backlands have either sharecropped,
rénted EP ihdependent]y farmed their small p]ote of land.
But due to the relative stability of their situation they
.héve deve]obed into.é rural element prepared to maintain
their farms, work fer the estates, raise extra money and

<

pheserve the status-quo. Being sheltered from immediéte

?
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expropriation, as diqtated by the fluctuations of the-
interhafionaldsugar economy; the peaéants‘of the "sertao are
less inc]ined towards exffeme social agitation than those of |
the mata region.
The system imposed by fhe planter class coup]éd with
"natura] hazards of drought and famine are very important
factors 1n_undersianding the nature of social agitation in
the Bfézilian Néztﬁéést. The sporadic rebé]lioné of the
~nineteenth and early ‘twentieth centuries were indeed no
historical accidents, but signif{Cant expressions of the
exploitative re1ations‘whicﬁ characterised Brazilian
History. Lacking political direction, these outbursts,
though aimless, soUght in somesway‘to allieviate the misery
" in the Northeast. ! | R . ‘

To understand the political épntext in which Freire
educational programs took place, it is neceésary to
describe, vé;y‘brjef1y, Brazil's quérn political historyj;
Politically, Brazil has always'beeﬁxpuléd by an oligarchfi.
During the first republib. 1889-1930, 1tiWéslfu1ed by
oligarchies from the centre—southutfiangle:’SaéfPauTo, Minas
Gerais and Rio de Janeiro, often making pre-elect{bn
political deals and engaging in electoral ma]praétices.
“‘During the 1830 eleétions, however, a group of young-’
nationaljst army officers intervened in the process and.

a_p]a(:ed the losing candidate, Getulio Vargés; in power. Apart
from £hefyeans,‘1946—1950.and 1851-1954, when Vargas

returned to power and'attempted to pursue a moderate
’ ]
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po]itical route; Brazil was ruled by one authoritarian
tigure, Getulio Vargas. However, in the 1956 elections, the
constitutionalist Juscelino Kubitschek won the presidency
andbthis Was the first time that the country was placed on
theuroad to liberal demodracy. Thé sugceeding presidents,
"Janio Quadros (7 months) and Joao Goulart (1961-1964) sought
"to circumvent traditional political processes and dispense
with compromises and deals previous presidents had seen.as‘
part of.the job."®
One of the immediate effects of the democratic upsurge

fol]ow1ng the election of Juscelino Kub1tschek and Joao
Goulart as President and Vice-President of tre Repub]1c. was
thejflower1ng of the Peasant League movement . ~Some authors
have suggested that the emergence of these associations
repnésented a resurgence of the interest of the post t945
Communist Organisations of tha sameﬂname. This, nouever, is
a misleading notion, which serves to. propagate an inaccurate
interpretation -of the Peasant League phenomenon. In fact,
“the post 1956 Leagues resulted from doao Firmino”s‘humb1e
'~ request for tndividua]ised coffins. At the outset the®
3?movement had very little or no ideological coloring. In the
post Wortd War 11 economtc upswing- many commod1t1es for
which gg%re was little demand throughout the conflict began
to be sought after on the international market. Sugar was a
" prime example. As the price of sugar rose, the Northeast’s

tandho1ders‘began to reconsider their earlier decision to’

1ease much of ‘their land to the peasant farmers. The sugar

~
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barons therefore -began to use every political and coercive
‘measure‘to oust the peasants from the land in order to
provide more area for sugar cane production. This was the
situation on the Galileia plantation, located on the edge of
the mata zone where the owner, Beltrao, was attempting to
evict the peasants in order to open up more lands for
cultivation. In response, the various peasant leaders
approachéd the state deputy, Francisco Juliao, and asked him
to aid 'in ameliorating their plight.-Juliao had long been an
ardent sympatheizer of~the peasant collectives in their
unpretentious struggles for improved living conditions and
as a direct result of Juliao’'s resources, his legal |
training, friends and political contacts, he succeeded in
having the state assembly expropriate Beltrao’'s property and
turn it into a series of small peasant-leased farms. It was
a staggeﬁing'successf Joseph Page places the Beltrao
negotiations‘in proper perspective when he suggested that:
Julijao’s first attémpt'at carrying on a
specific agrarian reform project could hardly
. be considered radical...however, Juliao Knew
what he was doing. Fbr Peasant League members
the expropriation had political value. It was
for the first time that peasants had forced the
‘government to do something. It presaged greater
things to come.? _
This_jnitial success had two immediate results. First,
it succeeded in incu]catihg the peasantry with the
beginnings of revolutionary fervor. A nascent realisation

was déve]oping a%bﬂg these individuals that, berhaps the

monolith of semi-feudal expioitation was beginning to show
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.
sﬁgns of strain. The seconqicoro11ary'was the rapfd
enhancement of F;ancisco Juliao’ s reputation as the defender
of the peasantfy. The phoenix of Don Sebastion appéared to
be rising once‘more; Accordjng]yy the peasants began to
rally behind the banner, of Juliao. Despite his boufgeois
background,‘°>his ambition was to'deVelop a new_Braiilian
polity modelled upon the Cuban syétem. Thé combination of
economic dislocation, the election of a slightly more
proqréssive central government, the appearance of a leader,
possessing sufficient political resources, personaT
attraction and humanitarian empathy forvthe exploited
‘masses, gave the Peasant'League'movemenf'a strong base for
political agitation. du]iao’s’political supporjvgrew rapidly
among the peasantry of the mata zone and it was here the
impetus for agrarian reform - and eventually more broqdly
based goCial reform - originated. du]iad’s socialist,
popuiar oriented ideology was well received qmonghthe lower
_echelons of the Brazilian economic system. However, it was
decvided to cohcentrate this génre éf political organisation
among specific areas of the exploited classes and therefore
his Peasaht League mgbement did not expand into thé sa]aried
workers of thé sugar eéonomy, the ruralised peasants of the
"sertao or the cities: It was this important decision which
fundamentally undermnined the sUccess of Juliao Peaéant
League. | |
As his movement gafned‘momentum and grew in popular

strength;fdu11ao staged a number of impressive peasant
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demonstrations in many of the major cities of the Northeast.
However, as the ‘Leagues gained credibi]ify and their demands
appeared more attainable,jthe landholders and the rural
gentry began to fear the loss Jf their systematic control.
.Accordingly. fhe‘Peasant Leagues faced 'staunch, vio]eht
repressive counter attacks to their demonstrations. In
résponse, Juliao teachings became more bo]iticised and he‘
thus became the chahpion‘of radicé]lreform‘measures. On one
particular. occasion, hé said: |

If 1 have the idea to burn rural land, I

guarantee that there would not be one remaining

cane field in Pernambuco. I am able to

eliminate in twenty-four hours.'!

Many proggessive elements of Brazilian society viewed
the 1ncrementa15ésca1ation of Juliao's passionate rhetoric
with increasing alarm lest the inevitable conflict obviate
any social Change‘whatsoéverj Accordingly, the Catholic
church under the dual leadership of Fathe%s Crespo and Melo;
began to organise parallel organisations among the peaéants
of the agresfe’and sertao zones; As indicated earlier, tﬁéééf
beaéants who maintained a certain albeit tenuous domain over 
the land were thus inclined towards‘more conservative
‘boveéturés on agrar{an reform.

In stark opposition, howeQer, the Communist Party
seized the momentum generated by the.Peasant Leagues and
introduced their interpretatfon of social reform into the

cities and'among Sa]aried workers in the mata zone. The hope

of establishing a popular front was shattered as the peasant

e
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agitations were splintered among often competing factions:

A'number of groups were active in promoting
peasant organizations: the Catholic Church, the
followers of “Francisco Juliao, members of the
Chinese and' Russian oriented Communwst Parties,
a few Trotshy1tes and representatives of the
state government of Miguel Arraes and the
national goverment of Joao Goulart.
Even thou@h, this melange of peasant associations
~shared two fundamental aims: (a) to improve the
socio-economic conditions of the Northeast‘peasantS' (b) to
accomp11sh this through the deve)opment of political
consciousness, radically d1fferent methods for ache1v1ng
these ends were advanced. The Trotskyists suggested the
establishment of popular tribunals designed to try "...those
associated with capita1ism;and the Tlatifundio..." 13 du]iao;
sought to achieve these ends by onganising the
sharecroppers, tenants and small farmers of the mata zone
into ]eg1t1mate po]1t1cal associations buttressed by force
“of arms if necessary The Catholic Church on the other
hand, lobbied for change "...the establishment of
cocperatives, responsible negotiations with landowners, and
period of intensive training of peasant leaders..."!*
Whereas the Communist Party:
.attempted to p]ay a dual role: on one hand
it founded its own associations that remained
totally under its control, and, on the other,
_infiltrated eleménts into the workers of the
~ Leagues, hoping to bring them under their
guidance. !5
\ F

Accordingly, this peasant mass movement degenerated

into a system of many alliances as each competing faction



23

Jockeyed for position against the other. Knowledge and
resources were rarely pooled; dembnstrations were
uncoordinéted and in some cases held at conflicting times;
leadership rivalries regressed into intense personal
competitions; social gains became fragmented into seétarian
triumphs as the rapidly failing central government sought  to
coalese the various f&ctions By late 1963 ~the regional
umbrella, the Confederation of Agr1cu1tura] WorKers (CDNTAG)
had been formed in the hope of coordinating and
concentrating the movements’ act1v1t1es. In the concomitant
]eadérship struggle}'the Catholic Church and Francisco
Juliao lost considerab]e'support to the Comﬁunist Party. The
physical and monétary resources of CONTAG became directed
towahds ameliorating the plight of the urban labour force,
and as such, agrarian reform becamé sécondary. A§ the Church .
leadership dissolved into disputes and Juliao drifted away
from the Peasant Leagues,'6¢ Goulart’s control over the
direction of the peasant movement became more ahsolute.
Following a successful genehal‘strike {organised under the
auspices of CONTAG) on behalf of salaried workers of the
mata zone which paralyzed 85% of the 'sugar industry.in’the
Northeast, a wide rénging social‘reform protocol was signed
by the sugar’producers. It is interesting to note that
although this strike was essentia]]y organised, financed and
implemented by'ohganﬁ of an association of égricultural,
workersJ a]mostvall the behéfitsvaccrued to the more

urban-oriented salaried workers. One author commented upon
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this travesty by suggesting that:

The salaried workers of the mata had thus

received before 1964 important benefits from

participation in the Pernambucan peasant

movement. It should be stressed, however, that

sharecroppers, renters, moradores, and small:

farmers were not so fortunate. Their problems

were different from those of the salaried™,

workers and could be settled by strike. They"®

needed credit, cooperatives, and security of

land tenure - none of which werge provided. '’
Therefore, it appears painfully vaioué that the Peasant
Leagues; which were originally established in the hope of
" providing some measure of agrarian reform - and which were
carried forward upon the crest of a wave of popular opinion
anxious to see the establishment of just ends - were
completely co-opted and failed to achieve their goal.
Although the peasant movement lent immeasurable help to the
plight of the urban proleteriat, the Leagues were unable to
fulfil their popular mandate of enéouraging agrarian land
re-distribution. As such the Peasant Leagué could not be

. )
deemed successful.

Despite the problems which the peasants experienced
with their movements and the wvarious compet%ng interests
.that developed, they received formal suppori of the
establishment of .their organizations from a number of
industrialists in southern Brazil. The reasons for this were
two-fold. First, they argued that with a more equitable
distribution of wealth, the Northeast would enhance the

market possibilities for commodities coming from the

industrial belt in southérn Braz#l. Second, the agrarian
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structure in the Northeast prevented the successful
penetration of capitalism into the region. '8

As has been suggested previousl&r these movements
~received much support.from the gévernment. The national
governmentbof Joao Goulart "gave 10 million cruzeiros to any
federation that was ready to work with the Labour
Ministry."'® Consequently, bé%ween 1963 and 1964, two‘

thousand new peasant unions were established.

2.4 FREIRE CONFRONTS THE SYSTEM

[t was against this background of radicalism that
Freire began his literacy programs. Although he wag not
directly involved in any of the peasant movements, it indeed
set the pace for his work. Shortly after receiving his
doctoral degree, he became involved with the Popular Culture
ﬁbvement, which sought to make people aware of their
position in society:

Popular Culture assumes the character of a

struggle. Apart from forming an authentic

national culture, this struggle promotes the

integration of the Brazilian man in the

socio-economic and politico-cultural liberation

of our people. 20 -
Shortly after he left the Popular Culture Movement and
organised the Cultural Extension Service at the University
of Recife. Freire did not leave the Popular Cuiture Movement

because of the growing influence of the Communist Party, as

some authors claimed.?' Freire later explained that this wag,.
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totally false. The reason he left to organise the Cultural
Extension Service was because he wanted to extend the
literacy program.2? The program he initiated was: similar to
that of Popular Culiure and it so impressed Miguel Arraes,
the socialist Mayor .of Recife and later Governor of the
State of'Pérnambuco, that he sponsored an adult literacy
program for the city and appointed Freire as its
_coordinator. freire’'s approach did not involve the use of
schools. Instead he launched his famous culture circ]esvin
which literacy and cbnscientizatiom went together.
Discussions began with pictures representing man's immediate
situation, his community, p]acé of work, his employer, etc.
Slowly the people became aware of their own surreundings,
after which they'began to th%nk of the wider society. This
progression in learning eventually made peobié.aware that
they are the makers of their own culture and hisfgry‘and
hence could become actively fhvo]ved in tranafofming the
world in which they live. )
So pronounced was fFreiréls success fhaf in the
following year, in 1963, the national government of Joao
Goulart initiated a national literacy campaign with Freire

\ \

as its director. Freire’'s influence was now extended to all
of Brazil and he hoped that his program would be\able to
“match the literacy campaign in 1961 in Cuba. It Was that by
1964, two million people were directly taking pa;t in Freire

literacy programs, with "more than 20,000 culture circles

functioning throughout the country,"23 each circle
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containing thirty students for a period of two months.

However, the rigﬁt—wing sector of the Brazilian
populace, viewed Freire's program with alarm and he was
accused of attempting to 'Bolshevise the country’ . Although
the political climate was rather favourable, for his
brograms, he was unable to fully demonstrate their
effectiveness because of the fact that they lasted less than
a year. Freire’s anti-illiteracy campaign was abruptly ended
eight months after it began, when the military staged a coup
and ousted the government of Joao Goulart.

While the reasons for the coup are many, it would
appear, however, that the most 1mportant'one'was the attempt
to democratise the country. Under the Brazilian constitution
those who were unable to read and write could not exerc;se
their franchise and the fear among the upper class was that
if more people from the lower class were brought into the
electoral process, they would create a swing in the balance
of power in Brazilian politics. Hencé, the exploiting
classes had reééons to fear. For example, in the state of
Sergipe, 90,000 voters were added to the.existing voters
list of 80,000 and .they were by no means;”b1ind and |
!ignorant, bht were able to understand the power structure in
their area. The(y).c1aimed?$heir due rights -from the
political leaders and started organizing themselves." éﬁThe
military establishment which had always suppdrted the |
oppressor classes also saw this phenomenon as constituting a

major’politica] threat to the established order in Brazil.
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Therefore,Aimmediately after the coup Freire qu
impfisoned on a charge of internatioqa] subversion and once
again the culture of silence kas impoéed upon the people of
Brazil. With regards to his work and imprisbnment, he later

wrote:

Because of this (his work) 1 was jailed. Of

course if I had developed only a formal way of

teaching I would still be in my country. But to

the extent [ challenged people to unveil the

elites of power, they could not accept me and

they were absolutely right from their point of

view. They would have been naive not to have

put me in jail. I had to be punished by them. I

understand this very well, as 1 will punish 4

them when I can.?25
After seventy-five days in prison, Freire was released and
went into exile in Bolivia. Unfortunately, after fifteen =
days the Bolivian army,funder Rene Barrientos, staged a coup
and again Freire had to leave. From there he fled to Chile
where he lived "and worked for the next five years.

I

As in Brazil, adult illiteracy in Chile was considered
a very serious problem by the Christian Democratic Party of
Eduardo Frei. Consequently, in mid-1965 the government of
Chile created a Department of Special, Planning for the
Education for Adults and Freire was given the mandate to

implement the pfogram that was considered subvehsive in

Brazil under the military regime. While in Chile, he wrote

two very important wocks, Pedagogy of the Qpbnessed and

. :
of .education and agrarian reform.

Education for Criticak Consciousness, dealing with problems

A
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Pedagogy of the Oppressed, probably the more important

of the two works, was first published in 1970 and originally
written in Portudgese. it w;e the result of His experiment
v'wf}h new methods of teachiﬁg adults‘how to read and write.
Alkhough the book was aBout_adu]fvliteracy it went beyond
tﬁé,boundéries of decoding and encoding the written word. It
- focussed on making the ppor become critica]]y aware’of their
QTsposseseed situation so that they couid aet'upon it and
11berate themselves ..
' From the outset the thesis of the book was clear, the
‘ poor‘weﬁe dehumanised because‘they are the product of an
?Unjust soctal order. The political, econo%{s,‘social and
cultural dom%nation of the:poor was so ef?eCtive that they
have come .to internalise that dominmation. In fact, all
ﬂ asgects of their 11ves»were”superimposed upon them by the
’ el?tes and‘they perceived their own reality through the
- created reality of the ebpreseor: "to be’ was "to be 11Ken
and "to be 1ike" was "to be 1ike the oppressor".

. 5 . @ , :
The ugggiétanding of and liberation from this situation

is based upon'the‘concept “conscientisation.“ The word means
‘an awakening of coﬁsciousness,'thetvis, the development of

-criticaT awareness of a person’s own identity and situation.
To be critieally aware is to be eble fo analyse fhe cagses
and consequences of one’'s own position in seciety and act

. ! e ¢
reflectively. to transform that situation.

< His book, Education for Critical Consciousness, is

au

/6:;ided in two parts, :Educationvas,thevPractice for

<
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Freedom" and "Extension or Communication”. In "Education as
the Practice for Freedom", Freire presents his'view that
man,_through critical reflection cah transform history, and:
for Him, education must be social and political in nature
and there must be a constant attempt to changé one’s
attitude and help him/her to attain a democratic outlooK.

In this article, Freire oQt]ines the methodology which
he developed in Brazi]@ This involves the use of‘geﬁgrative

words and pictures indicating real W#fe situations. For

examp]e,.the use of the word "faveTfﬁ (slum) together with a
picture of a.slum,'would bring the attention of the Jearnersf
to other problems such as housing, health, diet, clothing,
etc. g . | |

In the other section of the book, "Extension or
Comﬁunication"J Freire sought to.provide some educational
alternatives, specifically with regards to ihe peasant
'pobuidtion. He argues that extension educational programs
continue to objectify the masses. Peasants, according to
'Ereire, are éonditioned‘by history and see themselves as
objects. And as long as people are treated as objecté,
extension programs are doomed to fail. Therefore the
ac omist educator. if he is to be effeCfive, mus t approach
the peasantry in a humble, caring and loving manner . His
Fo]é, in this case, it to stress that it is the people
lfhemselves who are the agents for social change. He
thereforé\ﬁeed to engage ?; real dialogue Qith the peaséntﬁy
aﬁd must‘Se togéther "with them’ and not ‘being for' or

Pl
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'being over'’ théh. Extension therefore.must be
communication. ‘

In 1969, Freire adcepted‘a position at Harvard ‘_ ’
Univeﬁsity and tetUPned\b;iefly to Chile after the Marxist
'Sa1vadorlA11ende was elected to power. It is important to
note here that after the coup of 1975Z the military.
Hictatorship of Aqusto hinochet, dec]ared‘Frejre a persona
non grata. It was while he was teaching at Harvard |
University that Freire wrote two very important art1c1es

“Adult L1teracy Process as Cultural Act1on for Freedom"  and

"Cultural Action and Conscientization". Or1g1na11y these two

articles were published in the Harvard Educational Review.

and later appeared as a monograph as Cultural Action for '

Freedom .

Ln this work Freire reflects on his views on
a]ienatioh, domination and 6ppressioh whigch typify the
masses of\the Third World and saw that these conditions
1mphsed upon the masses a ’cu]ture of silence’. Important to
this work is Fre1re s categor1ca1 denial of the empirical
pos1t1v1st not1on of education, i.e. that educat1on 1s
‘neutral, unltary and un1versa1]y true. On the contrary, he
sees educat]oh as emanating from a certain parad1gmat1c
confeptual frémework. To him, education and the resultant
form of‘Knpwledge as is practised is only one conception of
education. The educational practise which results from this

form has become so entrenched that is is seen as if it is

%hormal and natural know]edgé.‘Anyone not having it is
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considered marginalnand pa?ﬁblogica1. The proper treatment
is to introduce the learner to the Kind of knowledge that
would bring him to the fold.
While at.Harvard, Freire also‘Came in contact with

" other critics of traditional education such as dJonathan
Kozol and qun IlTlich. Dur?ng 1970, he partﬁcipatedvin
‘several seminars with Ivan I1lich at the Centre for '
1ntercu1tural’roumentation at Cuernavaca, Mexico.
Initially, Freire enjoyed close re]ationship‘with Ivan
I11ich, but it became 1uKe?2£m as fheir perspective
| dgxérged. T |

nﬂ In 1870, Freire left Harvérd‘to-taKe up a position as
‘consultant to the Office of Education to the World Council
of Chﬁrches in Geneva. Since then he has advanced his-
educational ideas in many ways. He worked direc£1y with
governments of A:@a, Mozanibique, GQinea-Bissau, bPer‘u and

more recently th pribbean Island of Grenada, before it was

invééegﬁﬁy the United States. He has_also participate; in
many symposiums in different parts.of the wor ld.

In 1871, Freire created the Institute of CultﬁraT
Action in Geneva. With constant research and
experiméhtation, the role of the Institute was "to establish
a political pedagogy thrgﬁgh conscientizgtion." 26 Through
this Inst%tute, a series of documents were produced focusing
primarily on the liberation of womeh. )

In 1975, Freire led é Wor 1d Council of Churches team to
the independent country of Guinéa-Bissau, where he became

<
o
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dQFeﬁf]y.invo]ved in the establishment of adult educational
programs.'A'report of his activities and a detailed account
of how the letters came to be written was published in his

latest book, Pedagogy in Process: Letters from

.GQuinea-Bissau. What is important about Freire’'s work in

Guinea-Bissau is that he djd not attempt the Brazilian
pﬁogram in tHat country, bdt}rather reformulated it to fit
into the historical and soci;fcu1tura1 Eontext of a post
co]on{al state in Africa. )

In i980; Freire returned to B;azil, after he was
gﬁanled amﬁesty by the‘military govérnment and:shortly
thereafter he was given a post at the University of Sao
Paulo. Fyeire explains that amnesty was not grgnted to him
because the mflftary government wished”him to return, but on
thé contrary, they had to 1isten to the cries of the

people. 2’ Although with a gréaf deal of constraints, Freire

continues his work among the masses in Brazil.
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3. EDUCATION AND DEHUMANISATION
For Freire, tHe process of education is a poiitical act and
it can be used as a mechanism for domination or liberation.
Ereire’'s concerns extended beyond education becauée he felt
v/)//;hat the present phenbmenon.of the Third World cannot be
understood in isolation from its re]atidnship with the
metropo]itén powers. A ' *‘

This chapter, then, will attémpt to first show the
nature of the relationship between the Third Worid and the
methopoﬁitan powers. Second, an analysis will be attempted
of how education is used by the dominant class fo-oppress

the masses of pepple.

3.1 EXPLOITATION AND DEHUMANISATION OF THE THIRD WORLD

The educational writings of Paulo Freire reflect the
situation of the oppressed'and the dialectical relétionship
which exists between the oppressed and their oppressors.
Founded in a . literacy program for agu1ts, Freire_outlines a .
methodology, a pedagogy or an edpca&idnal processwwhereby
those who are immersed in a position of dominance can become

aware of their onditions and can act to free themselves. In

learning to rdad and write through critical reflection,
adults can rea Ahrough the world in which they live and
hence create their~own history. For Freire, this mﬁst be the
goal of development, i.e. for the liberated individual can

transform his own world.

37
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The riéht to be liberateq; according to Freire,_is
suppressed and this suppression is so complete that it
_results in a 'culture of silence’ among thé massés. This
culture results from the structural relationship between the
dominated and the dominator. In short, it is a culture with.

Nno voice: \
|

In the culture of silence the masses are

"mute’ , that is, they are prohibited from

creatively taking part in the transformations

of their society and are therefore prohibited

from being. Even if they can occasionally read

and write because they were 'taught’ in

humanitarian - but not humanist - literacy

campaigns, they are nevertheless alienated from

the power responsible for their silence.'

Lower class people of the Third World find themselves
adapted to live in a world defined by their oppressors. Thus
the poor remain powerless, dependent and fatalistic and they
become the perfect object for manipulation by others. The
individual who is the object of an oppressed SOciety is seen
as internalising .the image of himself as eXpreséed by the
oppressor class. The contradiction of this situation lies in
the fact that even though the oppressed are at the bottom of
. the socio-economic spectrum, they have become so conditioned
and domesticated by their oppressed situation that the whole.
culture and value system is oriented entirely towards that
of the oppressor. In other words, it seems that to be fully

human is to become oppressors:
Their (lower class) ideal is to be men; but for
them, to be men is to be oppressors. This is

their model of humanity...This phenomenon
derives from the fact that the



oppressed. . .adopt an attitude of "adhesion" to
the oppressor...This does not mean that the
oppressed are unaware that they are
downtrodden. But their perception of themselves
as oppressed is impaired by their submersion is
the reality of oppression. At this level, their
perception of themselves as opposites does not
yet signify engagement in a struggle to
overcome the contradiction; the one pole :
aspires not to liberation but to identifjcation
with its opposite pole.?

Like most critical thinkers, Freire attempts to
formulate an analysis of underdeveloped societies in
relation to the western metropolitan powérs. Therefore, for
him Third World ;ocieties ;cannot be understood apart from
the relationship of dependency."?3 He further pointed to the
déliberate misunderstanding and'miéuse of the.Tbird Wor 1d by

the metropolitan powers:

-~

The Third World as a whole, and more in some
parts than others, suffers from the same
misunderstandings from certain sectors of the
-so-called metropolitan societies. They see the
third world as the incarnation of evil, the
primitive, the devil, sin and sloth - in sum,
as historically unviable without the director
societies.?
Hence, Third World societies are seen as primitive and are
in dire need for charity and modernisation. Yet, it is the
hinterland for the exploitation of raw maté@ials and cheap
labour . Politically, most of these societies remain at the
colonial or neo-colonial stage of development and even
though while most of them have been granted ﬁplj{ica]
independence, they still continue to exist at fhe whims of

the metropolitan countries. )
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The expansionisﬁfdrive of the imperialist powers
stifles national development, as there.is a.continuous drive
to increase profits, and,human:development becomes
secondary. These societies are so subjugated that any
attempt at aséerting their true aspirations of independence
is met with serious reactions, both from within and without.
This theh assumes an unequal relationship which is indeed,
antagonistic in nature:

These societies (metropolitan powers) can never

relate to the third world as equal partners,

since partnership presupposes equals, no matter

how different the equal parties may be, and can

never be established between antagonistic to

each other.?® :

Those who are subjected to economic, political and
‘socio-cultUra1 domination inevitably internalise that
domination and become submissive members of the culture of
sifence, who meékly accépt the values of the elites as their
own. This is so strong that they are fearful of freedom.
This is what Freire refers to as the process of
dehumanisation. The elites by their own definition, are
superior in Knowledge and power and both the peopTe and
society become subjects to ﬁhe elite class. The continuous
intervention of thé metrop#]itan powers in the interna]

. affairs of the Third Worldsare examples of the efforts to
maintain their re]ationshiﬁ with the elites of these
countries. Wi%%in these societies themselves, the national

elites, usually the landed aristocracy or the urban

bourgeoisie, with the help of the security»forcés, serve the
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metropolitan powers by exercising internal domination and
exp]oitatjon of the peopie. In other words. the elites of
the’Third Wor lri are mere brokers for the metropolitan powers
and as a result the masses suffer a dual exploitation - from

the metropolitan powers and the local elites.

3.2 CHARACTERISTICS OF ANTI-DIALOGICAL ACTION

The process of dehuﬁanisation is carried out by what
Freire refers to as anti-dialogical action which he sees as
héying four characteristics‘- Conquest, Divide and Rule,

Manipulation and Cultural Invasioh.

3.2.1 CONQUEST

The very word 'conquest’ implies a conqueror and a
conquered. Very often a conquest is carried out by means of
violence and oncé a people is conguered (in this case the’
people of the Third Wor]d),.the conqueror imposes his
objectives on them and makes them his possession. In this
case the people {n the Third World are reduced to things and
only survive at the whims of the conquerors. This oppression
not only takes the form of economic exploitation, th also
cultural domination in which the colonised people are denied
their own cultural expressions, such as 1angbage, religion,
art, folklore, efc. Since, however, the-conquerors are
unable to comq}§te1y destroy the conquered society "they
must mythisize the world". Indeed these myths are not only

¥

created to preserve the status quo but also to promote a
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qépecific ideological orientation. These created myths are,
> sometimes, more effective than violence, in controlling a

society. Among them are:
»

the myth that the oppressive society is a "free
society", the myth that men are free to work
where they wish, that if they don't like their
bosses they can leave to look for another job,
the myth that this order respecte human rights
and is therefore worthy of esteem; the myth
that. anyone who is industrious can become an
entrepreneur as the owner of a large factory;
the myth of the universal right of education,
wbhen all the Brazilian children who enter
primary school only a tiny fraction enter
university...the myth that rebellion is a sin
&?gainst God; the myth of the private property
‘as fundamental to human development.

i

Another myth which is frequently perpetuated is that the

Further, the conquered people ére made to feel that
their conquerors are superior in nature and that th* are
not as 'developed’ as their conquerors because they aflp
’jnherent]y lazy. They therefore need to overcome'their
']aziness. This certainly adds another dimension to racism on

the part of the colonisers. To this point Albert Memi

suggests that:

By his accusation the coloniser establishes the .
colonised as being lazy. He decides that

laziness is constitutional in the very nature

of the colonised. It becomes obvious that the
colonised, whatever he may undertake, whatever

zeal he may apply, could ever be anything but

lazy. This always brings us back to racism,

which is the substansive expression, to the

accuser’s benefit, a real or imaginary trait of
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In the process ef social control the maes media is an
eseentfalfqﬁktrumeni Although Freire himself does not deal
with the effects of the media aé any great 1ength it is
*1mportant to note thaf51t is one of the most cruc1a1

mechanisms for cultura] and ideological trgnsm1ssqon. As one

‘author so aptly etates:

The .press is the social institution for the

gather1ng proce551ng tncluding
o~ interpretation, misir: erpretat1on , recording
and dissemination of ic=as, opinions. and
infgrmation. -The press 1s an integrai part of
the  Knowledge industry, ‘and to the extent that
knowledge is power the institutidn for the
cammunication of -such Knowledge is ar important
tool of social control. It is.axiomatic, then,
that it is imperative for the powerful social -
classes -in society to control the press so as
to use it to communicate thwir class ideology.
The press must be a class press performing the
vital function of class dominance and rule.
There are no exceptions to the rule,
pretentions of certain naive press workers -
the, journalists - notw1thstand1ng In fact the
idea of freedom of the press is an extreme
expression of. false consciousness that only
goes to demonstrate the success of ruling class
ideology in penetrat1ng the m1nds of the &
classes they rule over . "

9

It must be,borne in mind, howevers, that the nature of

conguest w111 be d1fferent in various historical periogds.
LY [} '

What is 1mportanb to«understand howgver 15 that in each

h1stor1ca1 era there is an un]1ﬁﬁted faec1nat1on of the

‘oppressor class to subJugate others

{
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3.2.2 DIVIDE AND RULE & . \ o

. This concept of "divide and rule” is as old as the
practise of répreSsion itself. Because the conqug;ors who
are in the minority need tg maintain their hegemony, it is
necessary to Keép the oppféssed from developiné uhity among
themselves. Consequently, a:z/iiﬁyﬁEE, on the‘bart of the
oppressed at recognising so form of represéion is met With‘.
fierce resistance from the oppressors. To alienate and
divide tH; people furth problems are created amongst them

and-those that ex1sted prev1ously are'deepened. One case in

point here would be that of Guyana, where the British

/ . A
government used the racial differences in the country to

divide the Guyanese populace. Another examp]elincludes India
While these dixisions are actively created and
deepened, local, leaders are trained as-a "buffer clgss”

between the oppressed and the metropolitan oppressors. In

some cases they are taken out’of the local milieu and
“‘trained in the metropole and after graddation are sent home

to maintain and reinforce the status quo.

The cénturies of efforts by the QOJonia] powers to
%rajn and teach the colonised to become "good subjects" have
b]oésomed and are bearing fruits. As ed}]y as i817, Raja Ram !
Mohan Rdyf‘one of India’s 1eading-scho1ars'ofahis time,

trained in Br1ta1n, argued that Western educat1on was the

only way to shake India of 1ts intellectual stagna?ﬁon H1s

plan (wh1ch was later accepted% was that European scholars.

K

s
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should be employed as instructors in philosophy, social and
othernsciances, which the nations of Europe have mastered to
the dégﬁee oflperfection'and;placed them in other parts of
the world to teach the native inhabitants. He further argued
that the Sanskrit language would 1éave thé Indian population
in darknéss.g

.AlColonia1 training was so effective that éolonial
subjects not only defended the coloniser in political énd
economic administration but also in the most atrocious acts
against mankind. Dwarka Nath, in the opening paragraph of

hTS:bOOK, History of East Indians in Guyana, stated:

Britain’s benevoience in ?ranting freedom to
the slaves in her colonial possessions will
forever stand as one of the greatest acts of
humanity ever done by any nation in the worlid. - ,
She did not through any pressure from outside, . o
nor her .inability to subdue the slaves; she did "
it of her own free will. 0 L d -

It is obvious that Nath, being blinded by his‘cd]onfa]@;
tréining, did not understand the economics df'slavery ;w
that, élavery as an institution had ceased to be
economically profita@ie, ahd the continuous rgbe]]ﬁon {n the
p]antations>made both 1ife and production unce}tain for:fhe
R pTantocrgcy.-These are but a few examples of effectivéness V
of thelcolonkal trained " "buffer classh.
N Aﬁofhér‘conCept whiChlis rejected by the oppressor is
”?hé ;%istence of class conflict. Although this is an
nimposSib]e task, the elites "preach the need for

understanding and harmony between those who buy and those

who are obliged to sellitheir labor."1! The only class

Co®
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harmony which exists, Freire argues, lies in the oppressor

class itself:

"The elites call for harmony between classes as
if classes were fortuitous agglomerations of
individuals cur1ous]y lJooking at a shop window
‘on a Sunday morning. The only harmony which is
viable and demonstrable is that found among the
oppressor themselves. “42~‘"'—*‘f ‘

Converée1y, unity can only exist in the oppressed class when
they are engaging in struggle against their oppression.
L Another manifestation of "divide and rule" is the
vPpreservation of the oppressor ‘state. The state.perfonms a
dual function. First, it represents the hegemony of
imperialism. Second, its political functions are essentially
repressive in nature, outlawing trade unions and workers
protest. In order to reduce the effe@twveness of worker
unity, Fre1re argues that the sysd@ﬁ%favours
4 certain "representatives" of the dominated
classes (who actually represent the
oppressor...); its promotion of individuals- who-
reveal 1eadersh1p capac1ty and could signify a
threat if they were "softened up" in this way;
its distribution of benefits and pem@]t1es to
others; all these are ways of«dividing in order
the system favors the elite." 13
To further divide and alienate the people, the ‘
oppressors pose ‘as builders of society. Those who attempt td
dppose the répressive system are referred to as bandits,
terrorists and conspirators. The people are made to feel
that they are being defended against‘fhe cheries of God.
Freire suggests that this is a false generosity and it is

it

only an attempt to preserve the unjust social order. All it



is~is an attempt to:

L
"“"buy" peace for himself (oppressor). It happens
that peace cannot be bought; peace is '
experienced in solidarity and loving acts,
which cannot be/+nsarnated in oppression. !4

A

"Divide and rule", which aims at préserving the status
quo is a fundamental objective of anit-dialogical action. It
is a mechanism used by the dominant group to save themselves
- their weéalth, power and capacity to subjugate others.-That
is however, seen as a fundamental mistake on their part:

mén caﬁhot save themselves (no maIter'how one

understands "salvation"), either as individuals

or as an oppressor class. Saglvation can be

achieved with others. To the extent, however,

the elites oppress, they cannot be with the

oppressed; for being against them is the
essence of oppression.'s :

3?2.3 MANIPULATION

Like the concepts "Conguest" and "Divide and Rule”,
Manipulation is used as another tool for sub jugating the
masses. The 1g§%er the political sdphistication, the greater
the chance of people being manﬁéuléted, by those who wished
to maAntain the status quo. People are manipulated by the
creation of myths, but in a éomewhat different way than that
which was discussed eaﬁliér. In order for these myths to
work effectivé]y the peop]e must first accept, in"its
fullest form, the‘bo%rgeois ideology.

This fbrm of maﬁipu]ation is accomplished by certain
unwritten agreements between the masses and the bourgeoisie.

The agreement'attempts to portray a diaTogue between the
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upper‘classes”and the masses. In reality, however, this is
not so since the objectives of seemingly dialogue  is
primarily determined by the upper elites. Historically, the
attempt at dialogue only comes abdut when the bourgeoisie
finds itself threatened by the emergence of worKing class
politics:

The presence of the people in the historical

process, no longer as mere spectators, but with

the first signs of aggressivity, it’s

sufficiently disquieting to frighten the

dominant elites into doubling the tactics of

manipulation. '§ ' :

In this historica]lstage of emerging potitical
consciousness émong the masses, manipﬁlation becomes the
most important instrument in tHe preservation of the elites.
Rrior to this emergence, there was no manipulation, the
masses were totally suppressed. Manipu]ation, then,.becomes
" the only concrete response to the historical process.

Aécording]y; Freire argues, that this form of
manipu]atjon'is much more pﬁeva]ént in fhe "
urban-industr{a1ised centres and because of the lack of
revolutionary consciousness, take the form\of deceits and
false promises.

The antidote of manipulation,ié the formation o% an
authentic revolutionary organisation, which will pose a
threat‘to the manipulative work of the elites. But, wvery

often, as Freire argues,

. W

the left is always tempted by a "quick return
to power”, forgets the necessity of joining
with the oppressed to forge an organisation and

o
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strays into an impossible "dialogue" with the
dominant elites. It ends up being manipulated
by the elites, and not 1nfrequently itself
falls into the elitist game.'?
The pnimary objective of manipulation of the masses is
O ‘
‘to inculcate them with the bourgeois way of 1ife personal
success, wealth accumulation, entrepreneurship, etc.
Manipulation is eitheﬁlcarried on directly or indirectly
through populist leaders. Populist leaders, Freire argues,
are ambiguous beings, they are like amphibians, Who Tive in
two worlds, courting the masses and the dominant elites,
Because of their rather ambiguous position, populist
leaders do not serve the revolutionary process in any way.
[t is only through the abandoning a&f their precarious
. “w
pogition of dual action and»moviné closer to the masses that
they can Eid the revolutionary process. Any such attempts at
moving closer to the masses will, indeed, be faced with a
great deal of opposition from the dominant groups. As a case
in point, Freire cited the problems of Getulio Vargas, when
he.returned to power in 1950 as an elected President. At the
May Day rally in 1950, Vargas appealed for support from the
working class:
I have come to say at this moment the
administration does not yet have the laws or
Phe concrete instruments for immediate action
to defend the people’s economy. It is thus
necessary for the people to organise - not only
-0 .defend their interests, but also to give the
govgrnment the base of support it requires to
rry out its objectives... I need your unity.
nead for you, in solidarity, to organise
St o-2lves in unions. I need for you to form a

L -»g and cohesive block to stand beside the
gov- ment so that it will have all the force
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it needs to solve your prob]éms. 1 need your
unity.so you can fight against saboteurs, so
you do not fall prey to the interests of
speculators and rapacious scoundrels in
detriment of the interests of the people... The
hour has come to appeal to the workers; unite
in your unions as free ahd organised
forces...at the present time no administration
can survive or dispose of sufficient forces to
achieve its social ends if it does not have the
-support of the laboring organisations. '8
From that moment on Vargas met with tremendous
obstacles until he committed suicide in August 1954, when he
was about to be overthrown. Had he not moved that close to
the people, he cerfain]y would have been allowed to continue
[ ]
as Head of State. This fact is succintly articulated by
Freire, When hé suggested that; "any populist leader who
moves (even discreetly! towards the people in any way other
than as the intermediary of oligarchies will be curbed by
the latter.?t® '
Another mechanism of manipulation is the use of social
J4:;welfafe. Freire argues that this is a deliberate destructive
mechanism in terms of grappling with the objective problems
of society. Since everyone cannot receive social welfare,
. those who do not receive any become envious of those who are
ﬁeceiving welfare. In consequence, this tends to increase

the restlessness of the oppressed.

3.2.4 CULTURAL INVASTION
The last fundamental characteristic of anti-dialogical

action is cu]turig}jnvasion. Here,

the invaders penetrate the cultural context of
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~another group, in disrespect of the latter’'s
potentialities; they impose. their own view of

the world upon those they invade and inhibit

their. creativity of the invaded by curbing

their expression. 29
Cultural invasion can eitHer be accomplished by a
metropolitan power, creating what Martin Carnoy referred to
as cultural dependence?' or could be done in the context of
one class over another. In the case of the Third World, the
former approach would be most prevalent and is also likely
to set the stage for the latter.

For cultural invasion to succeed, the invaded people
must first accept that they are intrinsically "inferior" and
secondly, acceptvthe natural superiority of the invaders.
Thus, the norms and values of the oppressor become those
emylated by the oppressed who are consequently alienated |

from their own spirit and culture. Accordingly, Albert Memmji

wrote:

+

v .

" In the name of what he hopes to become, he. sets
'his mind on.impoverishing himself, tearing away
from his true self. The crushing of the
colonised is included in the coloniser’s
values. As soon as the colonised adopts those
values, he similarly adopts his own
condemnation. In order to free himself, at
least so he believes, he agrees to destroy
himself... Negro women try desperately to
uncur 1l their hair, which Keeps curling back,
and torture their skin to make it a little
whiter. 2?22

These types of cultural enforcement are also fosyered
by the creation of certain institutions. The homes an
schools exist as part of the.larger social structure, with

« their primary function of training future oppressors, once



\\\\\\

52

the oppressors from metropolitan power leave. Indeed, the

parent-child relationship reflects the socio-cultural

conditions of the society at large. 1f social conditions are

repressive and rigid, then it will be reflected at home. As
the authoritarian relations in the home increase, children
at very yolng ages have fhe tendency of internalising that
relationship. Consequently, those raised in this type of
atmosphere will finally drift towards_tot?l indifference and
alienation and "may engage in forms of destructive
action."?23

Having internalised the authoritarianism af home, which
is also enforced by the rigid structures of the school |
system, the youth who becomes a professional tends to
enforce the same type of treatment to that which he had
experienced. This phenomenon, Freire argues, perhaps

explains the fact why so many professionais engage in

- anti-dialogical action. They arme now the new oppressors even

though they see themse]Ves as the "promoters of the people".
Their actions are guided by their own convictions and
bbjéctives. Since the metropolitan rulers feel that the
masses are illiterate and ‘lazy, it is considered absurd to

consult with them on local programs geared to the education-

~of the masses.

Cultural invasion only serves the end of preserving
oppression and further involves a very static view of

reality where one’'s world view is imposed upon another.

" Decisions regarding society’s deVe]opment are always made by
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the oppressor class. For this reason, in the Third World
societies, it would be very difficult to speak of
development. Freire argues that since Third World societies
are:

dependent on metropolitan societies (they)

cannot develop because they are alienated;

their political, economic and cultural

decision-making power are located outside

themselves, in the invader society. In the last

analysis, the latter determines the destiny of

the former .24
He sees that these decisions, which are made from the
odtside, only benefit the metropolitan bgurgeocisie. As a
consequence, therefore, it is in their interest to have the
Third Wor 1d underdeveloped.

Further he argues that in the context of the
institutionalised oppression, modernisation should not be
confused with development. Alfhough modernisation may
benefit a small group .in the satellite State, the majority
of the benefits are accrued to the metropole. Any state
where modernisation is takiﬁg place will continue to remain
dependent on an outside country. Therefore, in order to
understand whether a society is developing or not:

One must go beyond the criteria based on

indices of "per capita" income (which,

expressed in statistical form, are misleading)

as well as those which concentrate on the study

of gross income. The basic elementary criterion

is whether or not society is "being for ”

itself". If it is not, the other criteria

indicate modernisation rather than
deve lopment . 25

The principal contradiction between the underdeveloped and



the metropolitan societies is the exiéting dependent
réﬁatidnéhip.

Having failed to first generate any meaningful
development which would benefit the masses and second, to
resolve the internal and external contrad‘%tions. certain
reforms are undertaken to appease the population. These
so-called reforms are usually rgferréd to as 'band aid’
solutions. Invariéb)y, they become a new method for
maintaining the hegemong of the elites and for them it is a
matter of "lLet us éarry out reforms before the people carry
out the revolution."28 Thus, in order to acquire this goal,
| conquest, divide and rule, manipulation and cultural
invasion of the dependent societies are approaches which are
abso]utély necessa = The upper classes of the dependent

nations are merel, +oxy for the metropolitan powers and the

2]

former are viable insofar as they ar
# o

3.3 BANKING EDUCATION

~ According to freire, education is the principal
mechanism used by the dominating elites to maintain and
enhance the process of dehumaniéation. Conquest, divide and
rule, manipulation and cultural invasion are all an integral
part of the school system. Schools do not exist in a vacuum.
They are an intrinsic part of thg total ecénomic, social and:
poliiica] structure which supports them. For this reason,
Freire rejects the positivist view that education is

neutral. Accordingly, he wrote:

PE
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A1l educational practice implies a theoretical
stance on the educators part. This stance in
turn implies - sometimes more, sometimes less
explicitly of man and the world. It could not
be otherwise. 27

" Indeed, this implies that education can eithér be used as a

mechanism for domesti%gtion or liberation and in this case
it is a force for domestication. ' »

Freire refers to this type o% education as bankKing
educatlon Such an education is fundamentally narrative in
nature Students only memorise and repeat phrases which are
told to them by the teacher. For example, sfudents may be
asked "what is the capital of Guyana?", without i
understanding the significance of the capital city of
Guyana. | |

For Freire,ifhen, banking education,is "an act of
depositing, in which the students are the depositories and
the teacher the depos1tor .the teacher...makes the deposif
and the students pat1ent1y receive, memorize and repeat "2
In adult literacy programs *h1sd%heory man1f%st§ itself by

m iy R

the fact that read1ng maIetka1s? aye ver QJ1tt1e ﬁﬁ@evance

;;,V‘

to daily 11fe Peop‘e are not mad

education is the ma;er ccmtr1but1ng;'

andvdoc111ty of th?idggressed c1ass In th\s type of
B

education the 1ear“) ecohes: anwobJect and worKs to achieve

goals which are extérng)

Lo it
et
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In banking education, knowledge is considered a.gift
bestowed, by the teacher, upon .the learner 'And thus, the
teacher is the beholder of all knowledge. The stuent-teacher

o o
contradiction is maintained thhough.the following process:

the teacher teaches and the students are taught;

the teacher Knows everything and the students know
nothing;

the teacher thinks and the students are thought about;
the teacher talks and the students listen - meekly;

the teacher disciplines and the students are
disciplined;

the teacher chooses and enforces his choice, and the
students comply; \ ’
the teacher acts and students have illusions of acting)
through the action of the teacher;

the teacher chooses the program content and the
students {who were not consulted) adapt to it:

the teacher confuses the authority of knowledge with
his own professional authority, which he sets in’
opposition to the freedom of the student;

10. the teacher is the subject of the learning process,
while the pupils are mere objects. 23

[s¢] ~3 (02} Tabw N —

(o]

Subjected to this type of relationship, students are

less likely to develop any form of critical

thinking and
se]f-awarénessx This would naturally prgven hem from
bfnggng part of the transformfhgiprocess of their society.
Thair-view of the world, therefore, only exists in a
fragmented state. |

The model of education presented {o the oppressed is
that shaped by the objectives of the oppressor.iAnd as such,
this form of education only serves to maintain the status
quo and deliberately stifles any type of creativity. As he
put it, "the banking approach masks the effort to turn_ men

into automatons - the very negation of their ontologicala

vocation to be more fully human." The very exp]iéit #

1
13



1deo]og1ca1 content of banK1ng educat1on was best summar1zed

by Karl Marx when he wrote:

f

The ideas .of the ruling class are in every

epoch the rulipg class ideas: i.e. the class,

which is the ruling materidl force, is at the
" same time its

" This ‘makes people act in direct‘contradiction to their own.

uling intellectual force.3°

needs and ]1berat1on process
The concept of banking education also assumes that man

is not a creator or re-creator in the wor 1d, but rather‘a

f

"mere spectator He has an-: empty mind and open]y accepts what

is told to h1m from the outs1de The role of the teacher,
Jtherefore, is to regutate the ways tn'which students see the
\wohld. The information students receive from teachers are

considered.true Kno@]edoe.,Those who are able to ful]y‘

reiterate 'this knowledge are truly educated and can be more

L e

adaptable in society:

’

This conceépt (adaptable) is well -suited to the
purposes of the oppressors, whose tranqu111ty
rests on how well men fit the world the-
oppressors have created, and how 11tt1e they .
quest1on 1t ' ‘ \

-t

The more people adapt to the purpose prescr1bed by the
ru]tng class, the easier rt wiTl be for the dominant group
to prescribe. | . ’ | s » | i

‘Banktng education, indeed, serves the interests of the

'oppressor class, and because it is based on the false notion~

of men as objectsy it is incapable of promoting any form of
development. It is further based on the static and

mechanistic view of reality which as a conseqguence

\ 1 oy : o 57 .
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transformsrstudents into passive receiving objects. Both

thought'and action are strictly controlled and as”a result.

1nh1b1t any creat1v1ty

From tp&glineator s point of view, these are twov
dﬁstinguishﬁk ?ustages of teach1ng First, the lesson is
prepared for'study and second, the students are told what .
they need to know about that particular lesson. The_duty of
the students is to memorise that which was told to them by
the teacher, witnout guestion. They then become obedient,
_polite, respectful of authority, and becoMe somewhat'
motjvated by the imaginary pr0soects and goals that lie
ahead. | |

Banking education d@mesticates students for it only
emphas1ses the transfer of Knowledge in which. process
. students receive, file and store the depos1ts This fobm of
Knowtedge acts to submerge anykform of cr1t1cal thinking and
produCes-an alienated COnsciousness.,ln this context, ’
Freire’s concebtvof a]ienatio{n is- similar to that of Kar]
Marx's. Suffice it to say thqt for Marx alienation meant
that'workiné peop]e‘are mere/objeCtS'only to be used in the
production orocess: o 5/ |

The alienation of the worker in his product,

means not only that his labor becomes an :

object, assumes an external existence, but it

exists 1ndependently, outside himsélf, and

alien to him, and that 1t stands opposed to h1m
as an autonomous power . '

~

Students are in no way involved in the act of Know1ng.

- They are be1ng given a ready made view of rea11ty It

4
A, o
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myth1s1zes gpe real world and certain. facts which explain

wt

‘the way ]TQWh1Ch man s’ ex1stence is concealed. Therefore
"bank1ng theor;)and pract1ce has 1mmob111z1ng and fixating
forces fail to acknowledge men as h1stor1ca1 beings. "33
From the forgoing d1scuss1on it is evide;t that Q
oppression is both ‘an internal and external phenomenon. The
only beneficiaries are the local elites and metropol1tae
wbourgeoiste. Fur thef, oppreesﬁon caﬁ either take the form of
phxsieal violence or paternatism,Awith the.main object?vese
of political, economic and cutturat doﬁination.‘ S
The most effegtive way in which oppreSsion‘is
maintained and prelonged'ie throqgh‘the}edueation system.
That is why the British.insisted.on "compulsory” education;
- secondary and post-secondary 1nst1tut1ons, such as the
University of the West Indies, were created - to maKe "B]ack
Eng11shmen out of West Indians in mass production. Thws
educated class was to become the 1nterpreters and 1ater the .
'proxy for the metropolitan powers. |

“

. ¥
Accordi%r _toNFreire, theSe are the ways in which the

process of dehuman1sat10n is ma1nta1ned The fo]]owing
chapter w1]1 attempt to discuss Freire's ph1losophy on
education for liberatiol. In other words, the role which

education can play in/liberating the masses from the'present

[ . -
. »

state of oppression. | - - g
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4. EDUCATION FOR LIBERATION

"to reconstruct it (education) so that man will
- not be destroyed, and so that all the gold in
his nature will apppear in the sunilight."!

In place of banking education, which only acts to \

|
i

oppress mankind, Freire proposes a dialogie and - \
. N . \
prob]em-posing form of education, which wil] liberate man |

from n$s present state of oppression. . ' _ \

4.1 NECESSITY FOR DIALOGUE
| However, before such a form of education can be
undertaken, Freire argued that certain characteristics must
exist-within men. True diaﬂogue, ne suggests, cannot;exist
without profound love for humanity and the worid. This‘
- concept of love was directly borrowed from Che Guevara, the
Cuban revolutionary, who earlier wrote:
At the risk of seem1ng.r1d1culous a true.
revo]ut1onary is guided by strong feelings.of
love. It is impossible to think of a true s
revolutignary without this quajity.“2:
Love, in other words, is a courageous acjﬂ‘it is a
coﬁmifnent fo other men. Such a form of love cannot be

sentimental, or . e]se it is subJect to man1pu1at1on Without

Tove, therefore, men cannot engage in d1ahogue : o

7Fre1re further notes Ahat to engage in d1alogue one

;%% mus t possess humi]ity Men .V
.,

i1n a d1alogue With the peop1e and

-

y the process.of transform1ng}neal1 ] d1a1ogue if
5\ L o o . K W, i ]

o . 1, .
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o lack humility- cannot engage “7'“

cannot engage 1nff_:



64

I regard myself a case apart from other men‘l mere "its" in

-wl" I cannot recognise other "1"7"3
Meaningful dialogue also requires complete faith in
man’s ability in making himseff fu11y human. Faith in man is
an essential requirement for engaging in dialogue:
woys . T
The "dialogical man" is critical and knows that
although it is within the power of men to
create and transform, in a concrete situation
of alienation men may be impaired in the use of
that power.* ) : .
Again, withih strong comﬁitment in man's faith "dialogue is
a force and degenerates fpto paternalistic manipulation."®
Real dialogue cannbt\taKe place without hope that man
. s \\ ) “
“will be free. The present %tate of oppression cannot be the

cause of despair, but hopef\which can lead us to incessant

pursuit of justicé and freedom. Freire suggested that: .

=

As long as I fight, I am moved by hope, then I
can wait. As the encounter with men seeking to
be more fully human, dialogue cannot e carried
in a climate of hopelessness. If the dialogues
expect nothing to come of| their efforts, their
encounter will be empty amnd sterile,
bureaucratic and tedious. \®

Fina]J)Q true dialogue cannot exist without people

'engaging‘in critical thinking. ialogue, which requires

critical thinking, is also capable of generéting critical
thinking."7 Also, wi thout dialogué there can be no
communication and hence no true ed catidn.

The concepts discussed above, IQve, humility, faith,
 ‘hope, critical thinking are the key \elements 1ngfhe
relationship among all those involve in dialogue. This

-
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creates a mutual trust which leads everyone into a closer
relationship in thought and action. Conversely, the trust
and horizontal relationships are absent from the,
'anti-dialogic banking method of education.

Having established this set of criteria, Freire

proposed a theory of dialogical action, having four

components - cooperation, unity for liberation, organisation '

and cultural synthesis.

Frejre's education is ceniered on a prob]em—posinb ‘
model of communciation. Within this model, 'the teacher
becomes a teacher-student, who in a dia]ogicé] relatﬁonship
with thé student-teachers explores agdgunveﬁls the world of
- their experience. The edgcator is seen as a cognitive
participant with the students. He (the educator) is the
teacher-student in that he will present a_display or pose
the problematic, but é]ways in }elation to the congnitive
experr;née of the student-teacher world. This world becomes
Ihe'object of reflection for both parties and is constantly
being revealed through reflection and re-consideration of.
this reflection. "The teacher presents{the material to the
students for their consTderationgﬂéTg ée-considers his
ear lier considerations as. the studeﬁts express their own."8
In this manner the students begin to see and understand
bniih a historicai context. They will

‘?{\ H
,1.e. they can reflect on and

their concrete situati

come to create histo

transform the wor]df

In prob]em-f%sing educdﬁion, men develop their
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power to percieve critically the way they exist

in the world within which they find themselves;

they come to see that world not as a static

reality, but as a reality in process, in

transformation.?®
This real dialogue between students and teachers produces

'conscientiZation, the magic word in Freire’s philosophy.

In order to achieve conscientization, which involves
critical examination of or reflection upon reality, there
cannot be an individual approach but a collective one.
Freire argues that the term conscientization is
co-intentional. where, through the process of dialogue, both
studénts and teachers critically unveil reality and in the
process&récreate a new one.

Within the tradition of radical political economy,
Freire attempts to give an understandfng of the relationship
between consciousness and the social structure:

As men act upon the wor 1d effective]f,

transforming it by their work, their

consciousness is in turn historically and

culturally conditioned... According to the

quality of this conditioning, men’s

consciousness attains various levels in the

context of cultural-historical reality. 10
Freire further argues that just as, historically, there are

_different levels of societal development, there are

different levels of consciousness. And each level of

consciousness corresponds to a particular historical epoch.
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4.2 S}AGES OF CONSCIENTISATION

In the Third World, and more specifically, in Latin
America, fFreire distinguishes three levels of historical,
socio-cultural framework - closed, splitting and open
societies. Each of these corresponds to a different type of
cdnsciousness - semi-intransitive, naive-transitive and
critical consciousness.

4.2.1 SEMI-INTRANSITIVE CONSCIQUSNESS - CLOSED SOCIETIES

‘Closed societies are first marked by their total
,dependence on foreign powers and their rigid hierarchical
class structure. This fact is borne out clearly duringéthe,
colonial period in Latin America. These societies suffer a
dual dependence - dependence dependence on the metfopolitan
powers and the comprador elites of their own societies.

With political independence some attemﬁted’;b]utions to
underdevelopment were introduced. but these societies
continue to be dependent(on the métropo]is. There is "a total
lack of participation in prlic affairs. by the~masses which
lack of participation gives rise to the culture of silence.
This, as Freire noted, is a necessary condition for
domination. With special’ reference to Latin America, he
wrote: “ |

Latin Amerfcan societies are closed societies

characterized by a rigid hierarchical social

structure; by the lack of internal markets,

since their economy is controlled from the

outside; by the exportation of raw materials

and the importation of manufactured goods,
without a voice in either process; by a

1
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precarious and selective educational system
whose schools are an instrument of maintaining
‘the status-quo; by high percentages of
illiteracy and disease, including the naively
named "tropical diseases" which are really
diseases of underdevelopment and dependence; by
alarming rates of infant mortality, by
malnutrition, often with-irreparable effects of
mental faculties, by a low life expectancy; and
by a high rate of crime.'’

. ‘
The mode of consciousness which corresponds to these
societies in semi-intransitive consciousness, which
according to Freire:
lacks structural perception...which is

historically conditioned by their social
structures. ..

The principal characteristic, as dependent as

the society to whose structures it conforms, is

its 'quasi-adherence’ to objective reality or

‘quasi-immersion’ in reality... the dominated

consciousness does not have sufficient distance

from reality to objectify it in order to Know

it in a critical way.'?
Hence, this level of consciousness 1is restricted'tp the
biological spheres of 1ife where people are merely concerned
with their day to day survival. Thus, the reltionships which
helped to shape their socio-cultural -and economic milieu are
incomprehensible to them. And exp]anafions of their problems
lie in a supernatural power, which suggests "God made it
that way".

Having totél]y internal{sed their oppression, the
oppressed are afraid to embrace freedom. Because of this

fear of freedom, the oppressed often desire the role of the

oppressor:

...thq&oppreSSed,,who have adapted to the
structure of domination in which they are
»
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immersed, and have ecom res1gﬁed.fo 1£L are

inhibited from waging the strufigle for  freeddn
so long as they feel 1mcapab1e’of hunn1ng,the
risks it requ1res
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4.2.2 NAIVE-TRANSITIVE CONSCIOUSNESS %éTTING SOCIETIES

“:&;}

At certa1n points in the h1sfory of 6losed societies
certain splits begin to occur and a iransitioha] phase
begins to appear. In the case of Bra%i], Fredire suggésted
that this transitional phase began in the last quarter of
Lhe NineteenthCentyry with the abolition of slavery:

The abolition of slavery in Brazil brought

about the inversion of capital in incipient

industries, and stimulated the first waves of

German, Italian and Japanese immigration to the

southern central and southern Brazilian

states.'*

The ihﬁact of the infrastructural changes begah
producing significant cracks in the society. The’pulturé<of
silence, however, is not automatically broken, since these
societies continue to remain silent with respect to the
metropo]itaﬁ powers. Interna]ly, however ., the masses beg;n
to gradually come out of the culture of silence. During ing
transitional stagé "the predominantly static character of “
closed societies gradually yields to a dynamism in all
dimensions of social lifef"‘s

Oligarchical politics begins to yield to the po]itics
of populism, particularly in the urban centres. But while
populism can pose a threat and indeed a danéé?ﬂtb N

'oligarchical politics, it is also very manipulative of the

masses. In other words, populism plays a dual role:
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On one hangl it is undeniably a kind of
political OPpiate which maintains not only the
naivete of the emerging consciousness, but also
the people’s habit of being directed. Onﬂgﬁe
qﬁher hand, to the extent it uses mass p est

© and demands, political manipulation
paradoxically accelerates the process by which
people unveil reality. This paradox sums up the
ambiguous character of populism; it is -
manipulative, yet at the same time a factor for
mobilization. '8 . ' .

Fad

Indged, this procees is often met with hostile
reaction, both from internal and external forces. In the

case of Brazil:,
4

Internal reactionary forces centred around the
latifundiary interests were joined and given
support by external forces that wished to
prevent Brazil's transformation from an ob ject
to a subject society. These external forces
attempted their own pressures and their own
assistencial solutions.'? '

This stage then is mainly characterised by & broadeﬁing
of awareness of the masses‘apd their capacity to respond to
suggestions and prob]ems'of,théir wor 1d within‘and around
them. People are now becoming more aware“of their conditions
of depéndency. It is also marked by the r%dicalis;tion of
the intellectuals and students. Poli}]&g]ly, societies at
this stage of consciousness can either*mdve to the 1eff or
to the right. In most cases, however, together with the
- internal reactionary eléménts and external help, these
societies have moved to the right. ,

Although Freire argues tha,tjl'f_»i-\s‘ the structural
transformations which givé‘riSefto naive-trﬂggitive
consciousneés, he warns that "there are no rigidly defined

: \
frontiers between the historical moments wh@éh produce



qualitattve“changes in men’s awareness" . '8 A]though'it is
the structura] transfor%at1ons which set the stage for this

type of consc1ousness, he adds that w1th respect to the

Latin Ameﬁ1can peasantry
<
) > i i - -4 ‘Ly\ . . ¢
the semi—intranstive consciousness remains
present . in the naive-transitive
“consciousness... almost the entire peasant
“popu]t1on is st111 in the stage of
quasi-immersion, a stage with a much 1onger
history than the present one of emergence. 'S

\_The tradttional elites arebnow anxiouslyyfighting to

' preserveJ}he”stétus quo. -
‘ _ o

4:2.3 OPEN SOCIETIES -‘CRITICAL CONSCIOUSNESS - ‘::,3- @

*

An open socwety accord1ng to Fre1re,‘1s one wh1ch

!corresponds to the asp1rat1ons of a truly part1c1patory

democracy Open soc1et1es are further character1sed by

. B
pub]1c so11dar1ty, that. 1' by the 1nvo]vement of more

‘ groups of peop]e 1n the problems common to- al] " Social
d1stance and’unequal property relat1£ns 1n open socwet1es

are not gﬁven structural support .Nor - 1s author1ty

[ e e
. surrounded a group of se]f seek1ng 1nd1v1duaﬂs On-the i
8 e . L
contrary, however a’ cr1t1ca1 att1tude towards authorwty ise
] * a°

¥
fostered& %hrough pub11c part1c1patﬂon 1n se}f government 2y
h hald ’ “ L A
VF1na11§: anothef fundamenta] charadter1st1c wh1ch ts“ f»’
- C
1ntr1ns1c to opentsoc1et1es4 is ﬂhe1r tendency to constant

o -
[ s - N

change ' ) Yoo v : . o TR

o ‘ The consc1ousness wh1ch occurs’ in thése soc1et1es is

| character1sed by a: - a SR

[ TP
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depth in the interpretation of problems; by
casual pr1nc1p1es for mag1ca1 explanations; by
testing. one’s "findings" and by openness to

revision; by the attempt to avoid distortion
when perceiving problems and to avoid ’ 4
preconceived notions when analyzing them; by -
refusing:to transfer respons1b111ty by
rejecting passive positions; by soundness of
argumentation; by the practice of dialogue :
rather .than polemics; by receptivity to the new

~ for reasons beyond mere novelty and by the good .
. sense not to reject the old - by accepting what

is valid from both old and new. 20

. Critical c0nsc1ousness. accord1ng to Fre1re 1mp]1es

the problemattsatxon of “the rﬁﬁations%1p between man and the

g+

structured world in which ‘heaﬁﬁﬂs?s There must be a
he1ghtened sens1t1v1ty towards’ slogan1s1ng mytho]ogrg1ng
and 1deolog1s1ng, that is, to any form of man1pu1at1on

The aim of cr1t1oa1 consc1ousness is to he]p make
‘people aware_of their s1tuat1on vis-a-vis the society." But
?tHis awareness_needs‘to be acted upon, which brings up theﬂ
1ssue of prax1s Through both thought and act1on, man is not

’mmigvaware of the,soc1aT rea11t¥ but *can transform it and

_a

%create a ‘new one Furthermore, becoming consc1ent1zed 1s not.

“an academ1c matter:‘]t 1nvo]ves commi tment to qhange._lnv
e M . , A
short. crititcal consciousness involves-the following:
- . . ) R | : - ) . P oL
: . : .

., It is ‘a process involvihg cr1t1caF reflect1on and
L '"act1on (praxis) on the'social.world. .
2. [ Itiis a means by which men/womeq,beoome become Know1ng L
g subJects not passive objects. 7 s
3. - It is the achievement of an ever- deepening dwareness$ of
the socio- culturat and htstor1qa1 rea]1ty which shapes'
,the1r lives.' '

4. <1t s an awareness of the1r capac1ty to Kﬂbw and
S transform that realtiy; .
5. 1t is.a comm1tment to that Ina@sﬁormat1oq 21

ot £

3 lﬁ? 1% ®
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The transjition from naive-transitive to critical

consciousness and its carresponding social structure

I
[

réquires profound.culture change which is only achievable by
creating an understanding that culture is a human creation.

For Freire education is either used as a tool of

e ]

domest1cat1on or that of 11berat1on but education should be
tsed for the 1atter .Education as a method of cultural
~action for‘freedom implies a set of both theoretical and

practical categories.

4.3 FREIRE'S METHODOLOGY ~ . - /
- To achieve‘the goal of conscientisation or critical:

consciousness, Freire proposed a specia1'1nstructiona1 .

methodo]ogy)beg1nn1ng from the obviocus point that peop]es of

the Third Wortd are suffer1ng an incessant explo1tat1ve
Q.

re]at1onsh1p ‘and are therefore .in need Qf a revo1ut1onary

-pedagogy,
£

~a pedagogy wh1oh must: be forged w1th hot for

v in -the incessant struggle to rgain the1r : »
humanity. This pedagogy makes oppression and T
"its causes objects of reflection by the . A
oppressed and from that refléection will come
their necessary’ engagement in the struggle for
lTiberation. ‘And in this struggle this pedagogy
w111 be made and remade. : o s

Th1s method accord1ng to Fre1re ‘must be .an active one. .
This 1ndeed 1mp11es, both man s ref]ect1on ‘upon the world

-and h1s constant 1nteract1on with it. However -mere

o

;1nteract1on and ref]ect1on upon the: wor]d are not enough
a,J ‘ :

The pedagogy of the oppgessed -as’ a humanist
SF ‘
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-

and libentarian pedagogy, has two distinct
stages. In the first, the oppressed unveil the
wor 1d of oppre531on and through the praxis -
commit thems&lves to its transformation. In the
second stage, in which the reality of
oppression has alredy been transformed, this
pedagogy of all men in the process of permanent
liberation. In both stages it is always through
action in depth that the culture of domination
" is culturally confronted. 23

"It is clear from the above, very important to Freire’'s is
cultural action for freedom. Also very important is his:

concept of praxis. Without the use-of praxis, according to

e

v . LW -
Freire, there cannot be any liberation. Praxisg must, k.

‘“therefore be def1ned to mean’a un1ty between theory and

acg1on. The view expressed here, then, is that man is both a -

kﬁ reflector. @and actor upon his worldsand needs to transform it
og o : ;- -
from its present state of oppression. The socio-cultural

basis of his world‘has'estranged and constrained him from
realisjng.his "humanness."éThrough‘praxis, he affords
himself the opportunity‘to be liberated from these forces.
But the soluttons adVocated'gannot, however, be imposed?'
They can only come about through dialogue between students
and teachers or revo]ut1onary leaders and the masses “In
_\h1s theory of act1on one cannot 'speak of an actor nor
simply of actors, but rather of actors in
intercommunication."2¢ He asserts that: o

The correct method lies in-dialogue. The

conviction of the oppressed that they must:

fight for their liberation is not a gift

bestowed by the revolutionary leaderships, but

the result of thedr own consc1entzacao o
“(consc1ent1zat1on) ¥

a
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Achievement of the consciousness that Freire refers to,
Cannot be done through mantpu]ation, which is 1nhereht in
populist po]itics; For this reason Freire has gtven much
credence to revotutionary leaders, who in no uncertain terms
are devoted to the people andhrévo]utionary changes.
“Revolutionaries must proVe their respect for the people,
their beltef and their confidence in them, not‘as a mere

strategy, but as an tmplicitfrequirement to being a
revotutionary.“26 \
: \

-Withiiﬁﬁevo]utioﬁary movements there cannot exist any

fdichotomy.between revotutionary leaders #and the peop]e. At
the same time .Freire s1hgles out certain revolut1onary
1eaders who person1fy true r%xplutionary 1eadersh1p He

T often mentions Mao Tse- tung, Fidel Castro, Cam1llo Torres,

Amw]car Cabﬁh] and Che Guevara' Although Frenre has the .
h1ghest*regard for tHb@e men, he paxe the h1ghest tr1bute to
Che Guevara: ‘ d o ;m ﬁm &ﬁ

Che Guevara is an example of the unceas1ng

witness revolutionary leadership gives to

dialogue with the peop]e The more we dy his

work, the more we percieve his convictgon that

anydne ‘who wants to. beoome a true revolutionary

must be in ‘comunion’ with the people. Guevara E
did not ‘hesitate to recognize the capacity to o N
love as an 1ndespensab1econd1t1on for autheht1c Ty
revo]ut1onar1es : _ . , SN

For Freire then, violence is not ihitiatedﬂwtth hate;
but *rather with ]ove._Ih class etruotured SOoieties‘diétogue
Qetweeh the oporessof and oppre%sed 15 impOssib1e |
»Thehefore in order to end their subJugat1on of the masses

the v1o1ent overthrow of the elites becomes an 1ntegra1 part o



‘of the revolutionary process.‘EVen after the overthrow of
the repressivge system, Freire argues that the new~power has
the moral obligation to reptess a}é attempt to restore the
old political system. At he same time, he does not see the
- use of v1olence to retain revo]ut1omary power as be1ng
contrad1ctory, because, for Freire, d1alogue cannot exist
ﬁ between the oppressor and oppressed either before or after
the revolution. D1alogue at a]] ttmes requ1res love, faith
,",,-I R

breed of peVoL_,’l

he process of change 1lies in a new
.

« ‘and hope in manK

Torres

'%és' According to Freire, bo]itieal participation is the

ié”jy’way of Kho&fng and 1eerning to behave’demperatically.
The*partictpptépn of the peopie tn building a new sociely is

- most crucial for the building of democracy‘ The dedication
to\ méss;ﬁ?mpahon has to be. so. strong that 15‘5 a]most

T en e

utop]c mﬁf‘ature‘ The utoptam charactl of Freire’'s
dtd#ogtcal prob]em-p051ng educat1on and: the
~non-manipulative revo]uttonary process has a parttculsr
or1entat1on for: the future For th]S reason Fr1ere suggests
~ that the reasons why revolut1onary groups and the ‘ |

reactionary forces differ are because.

& e

o the utoptc nature of revoluttonary groups and

) - the impossibility of the right to.be utopic.

N . reak utopic. implies the denunciation‘of an- ... B
unjust - realtty and. the .proclamation of a . 1 ﬂ,? '
pre-project... revolutionary leadership cannot: . - an



Denounce rea11ty w1thout Knowing reallty,,

2. Proclaim a new'reality without hav1ng to draft a ‘
- project which, although it emerges in the: S o

denounciation, becomes a v1ab1eaprogect only. in prax1s, B

—_

3. Know reality w1th®ut relying-on the, people as well. .as
on objective facts for the source.of its Know1edge, ‘

4. Denounce and proclaim by itselfs. ‘

5. Make new myths out ‘of" ‘denounciation and announc1at1on -

denounciat ion and announc1at1on must be -
anti-ideological in so far-as they resu]t from a
scientifil knowledge of rea] y;

6. Renounce communion with tHe people, not only dur1ng the
time between the dialectic .of denownciation and ., &
announciation and the concret1zat1on of a viable

9 project, but also in.the vEry act of g%y1ng that ‘
project concrete reality.?8 ' ‘ ‘%kﬁﬂwy,%‘,

- The dﬁalogica]finteraction_befWeen TeadersEgOnﬁthe one
“hand, and the pebp]e,‘on the other, produces$ 3; ; ' gwéét

conscientizphjon. For Freire then: .

Consd?&ht1zattonls a joint project in that it’
takes plage in a man among other men, united by
their action and by their reflect1on upon that
saction and upon the world. .. Consc1ent1zat1on {
is nre than a prtse de consc1ence Wh11e it
implies overcomin false consciousness’ ,
-overcommg, that % a sem1‘—1ntrans1t1ve or
naive-transitive sMWte of consciousness, it
1mp11es further the critical insertion of the »
conscientized person 1nto a demytho]og1zed
soc1ety 23

s

The above discussion, then, represents a general

overview of the pr1nc1p1e@on which Fe1r€ks met%o&ym‘ '

based. However the app11cat1on of th1s method w11] be,‘

K]

d1ffepent in the var1ous reg1ons of the Th1rd Wor]d ﬁﬁ .
depend1ng on the soc1ety s h1story, socio- cu]tura] and

econ0m1c maKe up . The follow1ng discussion w111 ngﬁateta1l
: I~
Asome spec1f1cs with regards to Fre1rg s methodo]ogy

v P

As has been suggested earlier, Fre1re s methodology was

evo]ved in Brazil, Q@fore the coup in 1964, among the

~
-
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peasants and urban slum -dwellers. Hié work began in what he

a ’ A
referred to as c1rc1es of culture’. In these circles of

culture, a coordinator engaged the students in cdnstant
dta]ogue Among the more prevalent top1cs for dtscuss1on o
were': nat1ona115mﬁ expatr1at1on of prof1ts devetopment; the
politico-historical evo]utjon of Bnaz1], democracy,' |
A:1111teracy, etc | 5] | (
Freire’s approach to the prob]em of t1teracy waf that

it attempted to dea] w1th 1111teracy,‘not in a mechanical"

sense, but in a pol1t1ca1‘and,socto-cultUra] manner :

' ‘the solut1on %o their problem is not to become -\ﬁ_
e beipg. inside of!s But ‘men,.freeing . themeehve@_f A
forin #ea11ty, they, are not' mangtnal to the \

~ structure, but oppres'sed men within: ittt
‘d ~ Alienated men they cannot oyercome thelr : ,
. dependency by ’incorporattonfinto'the,very _ o
structure responsible for their dependency. \
There is no other road to. humanisation.- :

procecs of namtng.theuwerldl The role of the educator,

theretore, is to enter into dialogue with the.illiterates

abou Concretegprob]ems"and offer\them\the neceseary tools

‘with which they can be able to teach thémse]Ves tb read and
tre’s method of ]itefacy campaign is divided into

_two phas s the 11teracy campaign and post literacy \

\ \

their’s as well as everyone else s. ~] ) \7‘
l'he task of teach1ng men and women to read and write is not\

a matter of memqp1s1ng words~and phrases, but involves the w\

PRI
IR
o o¥



4.3.1 PHASE ONE

Stage 1: An interdisciplinary team of coordinators

select an area where the literacy campaign will take place. =

They are to study the context ip which the people live and
to determine the common vocabulary. The maximum input is
sought from the people in the anea. In this dahtext, Freire
strongly contends that words should come from the people
themsetves, as he was very much against the use of primers.
Stage 1I: From the words gathered by the team for
. study, words hav1ng the mos t r!ﬂevant meaning to- thé@peob]e
should be slected. Freire refers to these words as6
generat1ve words, because of their power to ger%éia ate other
words. Such words must be chosen accord1ng to certa1n'
Ycriteria"(a) The phonetic richnees of tne*wdrdgg These
- words must be based on a certain amount of syl]ab1c
variation and combination (b) The second cr1ter1on for
choosing the generative words is that when thése are
brganised they hust allow students to move from the simple
words and sounds to more difficult ones (c! Perhaps-the-most
inbortant cniterion'for'choosing the generative words is its
_capac%}y to engage students ir a disedssidn df the
socio-cultural and'polftica1 reality of their society.'
Stage I11: This'stage of‘phase one involves the actua]
proeess of 1iteracy training[ First andkforehost; as in tne
case of Bnazj], the‘initial 1jteracy progpamlwas“preceeded
by three‘seseione of'mottvation in7which students began

analysing the'goncept of culture.. In these sessidnsfpﬁCtures

J
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are shown to the students for the purpose of crovoking
discussions about man,.na{ure, culture, human behavior, etc.

The materials developed for study must be relevant to
each si£uation of which there are usually two types. First,
there is a set ofbcards or slides which show the breaking
down of words into different parts.CWhe seccndkset of
materials is a‘set of cards depicting situatfone relating to
the waords. The pictures on these cards are designed to
stimulate thewthinking about the situations which the words
might imply. The development of 1mage§ of rea11ty, which
must represent familiar local s1tUat1ons, fs what Frelre
refers to as codification:

Codification refers alternatively to the * " 

imaging, or the image itself of some "

significant aspect of the learner’ s concrete

reality (of a slum dwelling, for example).

such, it becomes both the object of the teacher

1earner dialogue and the context for the #
introduct fon of, the generaf1ve word. 3te

Through these p1ctur%s, then, the real 11fe s1tuat1ons of
people are codified in pictorial form. And 1t (codification!

tHerefore:'

represents a given.dimension of reality as
individuals live-it, and this dimension is :
' proposed for their ana]ys1s in a context other o
“than- in which they live it. Codification thus
transforms, what was a way of life in the.real

context into 'objectum’ in the theoretical

context. The learners rather than receive-,
information about this or that fact, analyse.

the aspects of their own ex1stent1a1

situations.. .32

: . ; - . Y .
As previously suggested, each session is organised

. around words angﬁ§ictures._Fbr example, the word favela
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(slum) might be printed with a picture of a sium on the
background. The elass then begins to discuse the relation
between slum and the reaMty it signifies. Then the word is
broken up/into syllables. From these syllables etudents are
then allowed to create other words. When the second
generative word is introduced, students are, then; led to
create words using syllables from both words. From-knowing
tive to six words, students can then begin to write brief
notes. However, they continue tosritically analyse that
which is presented to them Freire referred to this process
of decod1f1cat1onf' The main aim of decodification is to *
arrive’at;the EPitical 1evet of Bnqwing, beginning with the

- . . ) )
learner’'s experience of the si&uation in the real

' (
- e
! '
)

4:3:3%PHASE TWO "

context."33

= "y
@,

While Freire was still in Brazil.in. theicapacity of
director of the National L1teracy Progrém he was p]ann1ng

5 A 2, 4

the post literacy campaign. However, th1s part of the
program was never tnetituted in Bha£11 because of the >
mtlitary coub. Nonetheless, he was able to utilise this pert'
of his method in Chile. _: - R

§tggg l: In this stage; the 1nterdﬁ%c1q11nar%‘team
investigates themes that are common to or ﬁé%t(preva]ent
the day to day 11ves of the peop]e. Together w1th the
"people) themes are selected for discussion. Freire suggest

that with regards to the Third World, many themes could b



investigated, such as the concebtetot{development,

underdeve lopment, domination, dependency, education, etc.

Stage 1l: Once the themes for d:scussion are
concretised, both sketches and pictuﬁes are employed in

order to foster d1a]ogue However, the materials presented

must be fam111ar to the people so that ?%e s1tuat1ons canh be
eas1ly recogn1sab]e. Equally 1mportant "for the preparat]pn
of the codification is that their thematic¢hucleus be
neither eyer]y eXplicit nor-oberly enigmatic.”3* However,
Freire warns that both ef these run the risk of degenerating
into mere propoganda appearing to be a guessing game.

Bearing this in mind, he suggests that:

Since they represent existential situations,
the codifications should be simple in theim . . i
complexity and offer various decoding
possibilities .in order to avoid the
brain-washing tendencies of . propoganda. i
Codifications are not slogans, they are ; o
cognizabile objects, chgllenges towards which ~
the :critical ref]ectjoa of the decoders shouid

Be directed.35 N

Once the various themes have been developed. the

" interdisciplinary téam.returns to the péop]e to ihitiate

) o
N ”

dié]ogue on these themes . The coord1nators both 11sten and
N . o » * s

cha]]engegthe beop]e by posing’ certa1n problems ‘ér1s then
1nvo1ves a true d1aﬂogue between the cooré?netoruand theﬂ |
D?QP]G~ ® ' . ,
Stage III: Now that the themes _haye been chosen and-the “; *

necessary kind




articles. But the primary emphasis mdst be on.dialogue,
where the people must feel they are being ltstened to and
their ideas are important. The 1mportant thing here is that

they are masters of thewr own thoughi

~
~

this view of education starts
conviction-that it cannot pged
program but must search for
dialogically with the peopl serves to
introduce the pedagogy of awoppressed in the
“elaboration of which the oﬁ ressed mud t
participate. 36 3

the © - o e
€ its own o ‘
program

/7 M '___—/

4 4 ROLE OF THE REVOLUTIONARY) LEADERSHIP '
In Freire's methodology, a theory of dialogical a%gion
is very explicit/ Such a theory is oriented towards the role

of the revolutionary \eadershiﬁ in the process of social

change.'For the reVolutionary Ieadership to be effective it

muSt'poseess four constituent elements: Cboperation, Unity =

for Liberation, Organization and Cultural SQnthesis.

SN
v

4.4.1 COOPERATION .
- . . L4
Cooperation. according to Frejre can only be achieved

L owe

through dialogue. Th1s dialogue can only be eftect1ve if it

occurs among subJects wh1ch focus on the soc1a1 rea11ty and .

L

Fow‘that realr{y can be transformed -The oppressiVe rea1ity‘,'

can. cn]y be transformed through constant dialogue, for no

] -

one can unveil the wor]d for another

-

ye
Revo]uﬁ1onary 1eaderstjat the spme t1me must be])éVe

1n the potent1als of the people in that they are capable of
part1c1pat1ng in the pursuit of freedom and. liberation.

»
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_However, they should“not show blind trust of the oppressed
i‘maaﬁps. To‘make this”pO%nt’more succintly, Freire cited the

" Guban revolotionafx,fChe'Guevara:
S .

Mistrust: at the beginning do not trust your

own shadow, never trust friendly peasants,

informers, guides or contact men. Do not, trust

anything or anybody until the zone is

completely liberated,3?’ © ;
.y

Here Freire argues that Guevara did not in any way qisregard
the theory of dialogical action. but was rather merely being
a realist. Freire further went on % explain thatfon one
hand, Guevara sought‘to’punisn deserters in order to
maintain discip}ine and oohesﬁon of the group. and on the

other, he sought to maintain oo!!eration with the masses.
; - . » :

Based on his experience in Sierra Maestra, Guevara wrote:
) ’

As a result of daily contact with ?ﬁese people
and their problems we became firmly convinced
for a complete change in the life of our
people. The idea of an agrarian reform became -
crystal-clear. Comunion with the people ceased
to be a mere theory, to become an 1nte§ra] part’
of ourselves. .
Guerillas and peasants began totperge 1nto
a solid mass. No.one can exactly say. when,  in
this long process, the ideas became reality and
we became a part of the peasantry. As far as 1 =+ /°
am concerned, the coritacts with, By pat1ents41n
the Sierra turned af%pontaneous “and somewhat N
lyrical decision into a more serene force, one
of an enfirely different val e.. The poor,
- ™ - -suffering, loyal inhabitants of the Sierra
cannot even imagine what a great contributio
_they made to the forging of\our revolut1onary \e ,
~1deo]ogy 3. , ) SR R
. o o ‘- B :
Hence, th1s fusion among the pegp]e and revolut1onary '

R~ S

leaders "can on]y exist if revo]ut1onary action As real1y

xhuman, empathet1c, loving. Communicative and humble, in °

i
»

Loy

W

¢
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t T [
. a -
order to be liberating. ??

4.4.2 UNITY FOR LIBERATION |
Unlike the theory of anti-dialogical action, which
compels itse1f_to divide the oppressed masses, thé théory of

‘dia1ogicaf action, on the other'hand, requires that the
leaders must dedicate themselves tonorging a unity among

the dispossessed:
_ a ) :
Whereas in the ewntidMalogical theory of action
the dominators are compelled by necessity to
devidethe oppressed, the.more easilty to
preserve the state of oppressjon, 'in the ™
~dialogical theory the Teaders must dedicate
themselves to an untining effort for unity
~among the oppressed - and unity of the leaders
wi'th- the oppressed - in order to achieve
liberation. 4?0 ‘ . : ﬁ
g b
This unity can only exist in the unity among the ‘exploited
masses. YO achieve unity among the people would require some.
form of cultural actibh‘through which the pecdple will come
to realise the whys_ahd hows of their bresent reality:
To achieve this indispensable uhity the
revolutionary process must be, from the - »
beginning, cultural action. The methods used to
achieve' the unity of the oppressed will depend
‘on the latter’s historical and existential
experience within the social structure.*’

Indeed, such a unity will unquesiionab]yﬁrequire>c]ass‘

consciousness.

4.4.3 ORGANISATION

Organisation, Freire suggests, is a natural development

in the pursuit of’unity: -



) the leaders’ pursuit of un1ty is necessarily.
also an attempt to organize the people,
requiring witness to the fact that the struggle
for liberation is a common task 42 ’

For\Fre1re. then revoluttonary leaders must organise

|

themse]ves w1th the people. 0rgan1s1ng\must therefore, be

',

d1a]og1ca1 and the 1eader ,who does not act in a d1alog1cal
manner becomes the oppressor, to which he reJects any form

‘of author1tar1an1sm Finally, Freire argues that.

Organization... is a highly educat1ona1 process

in whichy the leaders and people toge
~experiente true authority and freedo hich

“they seek to estab11sh\a society by
,transform1ng the reality wh1ch mediates them. 43
N .
4.4.4 CULTURAL SYNTHESIS

86

The result of dta]ogica] action between-the oppressed ‘

:amasses and the revolutionary leaders produces cu]tura]

.

synthesis’ wh1ch is then used to confront. 'the. cultire wh1ch

the oppressed class had. 1nterna11sed Th1¥ is a d1alog1ca1 .

: ultural act1on wh1ch becomes a systematwc and de11berate
‘act1on operat1ng upon the- soc1a1 structpre w1th the
ob3ect1ve of transform1ng it., "In thistsense;‘every
~authentic revolutioin is.a'cultural revolution." 44

Freire furthehfargues that through cU]tura%ééynthesis
it is%possigle to resolve contradictions between the world
- views of the revo]ut1onary leaders apd those of the masses,
to .the enrichment of both. Indeed, heruggests that cultur

syhthesisyis based on these'differences and whatever

contradictions may occur among the people, due to historic

al

al



» o - 87
. ' ‘.] *‘l ' ! .
'conditions must not be overcome by an 1mposed relat1onsh1p

“He further suggests that the revolut1onary 1eaders cannot be |,

]

@pompletely bound by the vision of the people because veryo-

‘often these.visions are limited, and for examp]e, m1ght not
Eo)

go beyond the demand for salary" increases:

- ﬁ) “
The solution*lies ‘in synthesis: the leaders
must on one hand identify with the people’s
demand for higher salaries, while on the other
they must pose the meaning of that very demand
‘as a prob]em By doing this,. the leaders pose
as a problem a real, concrete historical
situation of which the :salary demand is one “

- dimension. 45

s -

In short, the theory:of’1ibepation'can“onty;be'built in

the interaction with the people and revolutionary leaders -

N

communion and praxis. This'must/be.an ongoing -task, if not,
the seemingly revolutionary leaders run the risk of being as
oppressive and:manipulative as the real oppressors. |

e
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5. CRITIQUE AND CONCLUSION
As an outgrowth of the pub]icafion of Freire’'s writings,'and
his subsequent work in Chil& as well as Consultant on )
- Education to the World Council of Churches, many progressive
‘governments;of th%JThird World have invited him to help
establish adult literacy programs. His pedagogy sought to
help make the masses aware of their situation and'at the
same time to transform that situation.

Despite this positive responée over the last few yeérsr
Frejre’s theories and analyses have produced some étrong
reactions andlthis chapter will address Some of these
chiticisms. In addition, an attempt wial be méde to deal
with some ofﬁthe very import;nt ommissions in Freire's
theories and analysis which include such as the role-of the
State.‘edUcafion ahdtdevelopment, ethnicity,

conscientisation-and social change in a historical context

and a critique of Freire’s methodology.

5.1 THE ROLE OF THE STATE ‘ /
In mahy wéys, it can be argued that Freire lives in a
wor 1d of dilemnas.’In;his_variousvtheoretica] discussions,

‘he has argued that for education to have ény significant

>n\meaning, it must be used as a mechanism for liberation.

g

© While this may be true, his experience as an educator has
not yielded the rewards of liberation. Instances where
Freire attempted to.put his theories in practice ended in

disaster as in the case of Brazil and Chile. One might .

91



suggest that for Freire’'s theories to be successful, a
certain Kind of polifical ciimate is required.

. It would appear that success in the applicat\on of his
. . \
theory is only possible where there exists popularly

supported governments and ones which are really interested
|
in improving the economic and cultural welfare of the

\

masses. Some cases in point are countries like Angola, Cuba,
Guinea-Bissau and Nicaragua. Such societies are likely to be

more amenable to accept1ng in pract1ce the educat1ona1

theories of Fre*wﬁ $
qu\- 1 o

In a sense, QFeTﬁ% s method

> T, ;

pO]it‘Ca]]y myop1c, since it does not”

swiewed as being

f01q“ take into
accouhE the forces of reaction, which exist in these
societies. From the position of power occupied by the elites
they often take every possible step to repress ahy movemen t
of liberation coming from below. Further, since the elites
dominate the state contrb] mechanisms for these societies,
Freire seems to have also neglected here the jissue of
institutionalised violence, .particularly the.ro1e of the
state in repressive activities in these societies.

It wou]d,therefore be useful to have a brief discussion
of the natgre-of the state.i: Third World societies because
it is only throughvan understahding of the State that we can
truly understand\the importance and pervasivéness of its
oppressive mechanism. According to Freder ick Engels,‘the

state is both a product of the ruling class and its

ideological defender. Accordingly, he wrote:

¥
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The state presents itself to us as the first
ideotogical jpower over man. Soc1ety creates for
itself an organ for the safeguarding of its
common interests against internal and external

attacks.

This organ is the state power. Hardly

come .into be1ng, this organ makes itself

1ndependent vis-a-vis society and indeed, and

more so, the more it becomes an organ of a

particular class, the more it directly enforces

the supremacy of that class. The fight of the
oppressed class against the ruling class

becomes necessarily political fight, a fight - ;
first aga1nst the political dom1nance of this

class.

In addition to the political functions of the state,

which acts as an instrument of the. ruling class. to protect

and continue its dominance - it also performs, according to

?aul Sweezy,

observed:

First,

two very important economic functions. As he

. v o

the state power is invoked to solve

probliems which are posed by the economic
development of the particular form of Ssociety
under consideration, in this case capitalism.

Second,

we should naturally expect that the \

state power under capitalism would be used
first and foremost in the interests of the

capital

ist class since the state is dedicated

to the preservation of the structure of
capitalism and must therefore be staffed by
those who fully accept the postulates and
objectives of this form of society.?

4

However, it must be mentioned here that for the sake of

Keeping péace and tranquilityl and to aQoid"any dangers of

violent revolution, t@e bourgeoisie is always prepared to

make concessions througﬁ_the medium of the state.3

Indeed,

monolithic.

the state itself cannot be considered

Even though the state might be very oppressive,
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there are many groups, such as the churches, opposition
political organisationéu trade unions‘and other
organisations which often attempt to ameliorate the extent
or degree of this oppression. In times of severe repression,
where in most cases, the state rules through its military. '
apparatus, some of those fhat were once loyal to the state
often become disenchanted and form part of a general
opposition. Nicaragua, under SomoZa,,provides a case in
point. Because of the brutality of the Somoza dictatorship, .
many who had a strong loyality to the state joined sthe
opposition forces which finally led to the overhthrdw of his
governméﬁt in 1979. Therefore, while the staté does exist to
protect certain class interests, the contradictions Qithin
it sometimes negate class unity.

. The features, discussed above, are inherent in the
nature of all repressive states including many in the Third
Wor 1d where sucﬁ repression is often exercised in a somewhat
more crude form, partly as a result of imperial

~manipulation. It must be mentioned here that Ehe rulership
of most Third World countries is often determined or ’
strbngly influenced by the manoeu%res of the metropolitan
powers to exclude the masses from any significant
participation in the political process.

Again, in most parts of -the Third World, governments

come to pOwen without popular support. The lack of £ -
substantial support among the internal'social base and their.

quest for remaining in power, "leads to the progressive

. ¢ .



fasciétisatdon of thé state."* Clive Thomas outlines the

sequence of this development as follows:

1. In the face of declining output, sales and
surpluses in the state sector, domestic
inflation, foreign exchange, and balance
of payments crises, the state seeks to
enforce a reduction in the real wage.
Being itself the major employer of labour,
the state intervenes to alter the -
historically developed system of
industrial relations. This means among
other things: reducing the power of the

i trade unions; eliminating all wage
payments which have as their aim the
restoration of the purchasing power of the
worker if the general price level
incneases; linking all wage increases
exclusively to increases in productivity
as defined by the state; taking advantage
of the state’s position as common employer
to insist on wage agreements across the
board for all unions. This latter also
means negotiating with the central trade
union organization and rejecting the
historical role of individual unions in
the ‘'wage determination process. All this
is often couched in ideological terms;

e.g. "the need to replace the colonial

system of wage determination by a

socialist one"; "strikes in the state

sector at a time of economic crisis is .

treasonable and political” etc. Here the

propagandist aim is to legjtimize the use

of the severest force in implementing a

policy designed . to increase the rate of

surpluses in the state sector. Sometimes,
as in the caseyof Guyana, this policy is
pursued in allfance with the IMF to which
these governments have turned for balance
of payments support. This means that in
addition, subsidies are removed, taxes
increased, state expenditure in such areas
as social services are cut, and.the state
sector is required to charge commerc1a1
prices.

2. In the second stage of this process
increased repression of the work force
inexorably spreads into the repression of
¢eg§11ty and human rights for all
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citizens. This progression follows because
it is impossible to separate the .rights of
trade unions and trade unionists from the
larger exercise of rights of citizens
within a framework of justice. This attack
on human rights is in the first . instance
focused on the courts where efforts are
made to "bend" the judiciary to support
the executive arm of the state.

3. The attacks on due process, legality and
human rights generally become increasingly
politicized and this leads to a third
stage in the process of fascistization.
Opposition political formations organize
in defense of democracy. As all.claims to
a popular base disappears in the face of
growing repression, the ruling graoup is
forced to extend its repression tgu '
opposition political groups also. To
sanction this under some form of legality,
‘the state is "legally"” restructured as the
existing constitution is found to be
"unworkable" for the newer forms of
dictatorship. At this stage political
assassination, direct repression of all
popular manifestations, and a rapid growth
of the security apparatuses of the state
take place. A1l this is propagandized in
the familar claims of "law and order” "the
necessities of development of a poor
country", and "we cannot afford the
luxuries of democracy". At this point the
fascistization of the state is now very
much on the way. From here on, the .
government through force. propaganda, - and

! state manipulation makes it unmistakably
clear that it cannot be changed by legal
or constitutional means.>®

, Here Thomas is suggesting that the state not only acts to
protect‘priva%e property, but more importantly is itself an
instrument for class domination.

It is precisely this sequence of events that Freire's
theory neglects, although cleatly, tH¢y were part of his own_
experiences in Brazil. The absénce of any address to the
role of the state means that ofreire doeg not see'that state

L3
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' coercion in response to education for liberation is a
probable outcome of such activities. Indeed, education for
libertion will probably be effected only where political
transformation (see above) has already occurbed.

This seems to be a major shortcoming in fFreire's
theory. The state apparatus in its use of coefrcion is
érucial in the e*plangtion of the process of change and

transformation in the Third World.

.5.2”ETHNIC}TY
' Thg rulers of‘the state, in their quest to maintain
their po@er, often use various coercive and divisive methods
to do so. One#such divisive approach is the policy towards
national ethnic communities. This is often relected in a
policylof.pitting one group against another in a well
organised attempt f;‘discourage anyskind of united )
oppositioh, through‘the carefu] cultivation of xenopﬁobia
and irrationality.

A case in point where such divisive means hgve been
used is tﬁét of Guyana. Since Forbes Burnham split with Dr.
Cheddi Jagan and the People’s Progressive Party in 1955, he
has ever since used ethnic politicé to Keep the people

. divided. His assqutibn of power in 1965 only helped to
solidify racial tensions. While bothwpthnicvgroups - Indo
and'Afro Guyanése - fought against each other, Burnham was

able to justify his efforts to strenghten his power over the

state control. At the same time, the Guyanese are Kebt from
-3 ' -



understand1ng who ‘are their exclo1ters and. oppresso%ﬁ
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While this prob]em affects many. countr1es of the Th1rd

World most radical: thmnkers hnclud1ng Freire, failed to

address th1s problem adequately It is generally accepted

that ethn1c differences have been used, by colonial powers,

as ‘a mechanism for,d1v1de and rule.

. hawever,

Since Third* Wor 1d ccuhtries were grantedlﬁﬁdegendence;

ro

the problems posed by‘the'ethnﬁc divisions in these

societies have remained ever present or even increased. In

many cases, it‘couﬁd be’argued that many present day

: polwt1ca1 1eaders of’ ‘the Third World cont:\be-to use this

prob]em in order fo maintain themse1ves in power, as

in the

case of Guyana What is not clear, however~ is-in what. ways

o educat1on would be used &Q begin to address this prob1em9and’

f1na11y erad1cate it,

Yo
Nt

-~

0‘

“Ethnic §3v1s1ons in Th1rd Wor]d soc1et1es afe‘a

even in a revolut1onary society.

deep

u,i.rooted prob]em It has ex1sted for decades andm1n some

cases, centur1es. In societies where such problem exists,

e}

~an5attemcf“{o pose the‘problem. There is a deliberate

13

the underlying social tension and regcurrent
explosion and crisis... And as soc#a
explosions occur,. substant1a1 rgsources are

there®is a continuous social instaz?}1ty from
1

used up just to replace fixed assets destroyed

in -the process... the underlying social tension
is certainiy a factor that contr1butes to the
persistence. of underdevelopment .5

The discussion of ethnic divisions, thus far, is only

(

o -

c .-

- attempt nftfto provide any suggested solution to this

problem 55 the approach will have to vaﬁy in different

@ ' . w

b



~r~’ | -
: 99;’

societies g1ven their h1stor1ca1 and socio-cultural m111eu/'
Nevertheless, such a prob]em in the Th1rd Wor]d today neéds
almost immediate attention.

Most radical thinkers, like Freire, have invariably
subsumed this problem within the ]arger-analytica]rérameWOrK
of a class analysis of Third_Wor]d societies. Thjé notion,
however, is rather simb]istic, since ethnicity/dften cuts
across and overtaps class distinctions. Undenétandably,
're]uctancebto grapple seriously with this gfebtem might be
due to the complexity of the issue.

Howeven any attempt to neglect 1t is only. 11Ke1y to
increase the problems ‘of development wh1ch could. prove
1nsurmountab1e. In the proce$s of dea11ng with this problem,
perhaps thrdugh'conéCidusness-raistng, an underetanding muet

be grounded in thekpeople’s cultural and socio-historical
maKke-up. Because it is only th?oudn such’.an understanding

y { . ' : L4
that ethnicity and ethnic-reﬂations‘that the problems which

emanate from ethnic diffenénces could be tackKled.

o~ /
5.3 CONSCIENTISATION/AND SOCIAL CHANGE IN A HISTORICAL
CONTEXT
The most. important cd%gept in Fre1re s ph1]osophy is
the ‘concept of conscientization. However , Fre1re‘g|ves
little or no account of material or social basis of such

Ll

consciousness. According to one author,

He (Freire) gives only the sketchiest of

>
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“ew accounts of the social roots of such
~consciousness, and then often forgets. apout
them when discussing conscientisation, % the
development of critical consciousness, ‘Th a
-predominant iy abstract manner. Now chang1ng
consciousness is...necessary. But it is not
sufficient, and 1n any case is incapable of
proceeding in” an emancipatory direction, '
changing class consciousness 1ndependent1y of
changes in the productive relations of society,
or to use Marx’'s metaphor, independently of
developments in the material base.? .

Therefore consciousness cannot be understood without an

Understénding of the social,relations of production:

In the social production their 1ife, men enter
into definite relationships that are . :
indispensable and .independent of their will,
relations of production which correspond to a
definite stage of: deve]opment of their material
productive forces. The ‘'sum total of these -
relations of. productxon constitutes the
economic structure of soc1ety, the real
foundation, on which rises .a legal and o
political superstructure and to which
correspond def1n1te -forms of social

~consciousness. The mode of, production of
material 1ife cond1t1ons the social, political
and intellectual life process in general It is

"not the consc1ousness of 'men that determines
their being, but, on the contrary, their social
being that determ1nes the1r consiousness.

-

It is Freire's 1aQK of understanding of the
relationship between-the notion of consciousness and the
relatione ot production that mgﬁés his theory of revolution
somewhat obscure. .

| Because of his inability to recognise this
relationship, Fneire’s theory of revolution has a very heevy
emphasis on‘the cultural dimension. "Reve]utton is alwayb
cultural...In the new society, the'revoﬂuttondry‘procees

becomes cultural revolution."® This point of Freire's again
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CEAY)

obscures the fundamgntal issues ofbpolitiéal and economic‘
power . Any“meaningfu] theory of revolution mdst be conceived
in political and»econo’mic terms, since it%s the
transformation of pgﬁifica] eFonomy that provides the,

B

foundations of a socialist society:

Revolutionary change, tb be self-sustaining,

must not only affect relationships between

people, but also between people and their

material environment. It is the achievement of

both which permits the transition to a h1gher

mode of production.'°

Freire’'s- attempt to fgrge a universaJvthedry'of
cultural revolution oversimp]i%ies the notion that
revolutions differ in various.aréas depénding on their
ﬁistorical, socfa1  political and economic formations. His
failure to 1ink his theory bf cuitura] pchlgtion with a
particu1ér historical context obscures the fact that *
vconsciehtisatioh féKes place -in a particular historical,
socio—éu]tura] context. Consequent;y, his‘pedagogy remains
very abstract and can be of very 1itt1é uée ekcept as
general guidelines in particular situations.

Therefore, any meaningful theory of change must include
discussion on the following issues: (1) The dfstribution ofi
power in the‘society and the impdbtance df undersfanding .
social change{ The control of the state apparatus and its
use of coersion is crucial in the explanation of the proééés
_of ¢change and. transformation in the Third WOP]E?L(Q) Any
'adequate political theory of changé must focus on.the nexus

between particular or mutually opposed c]ass forces within
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the domestic political process of dependent countries. 3
Fnrthermore. it is

the economic and material bases of saciety

(that) determine its social and political

arrangements. That is to say any adequate

analysis of society must be grounded in an .

understanding of the forces and relations of

production. '! |
Hence, the bases of a revolution must be seen withinvthel
'\ context of historical and economic -materialism. -
| It has been previously argued that to understana é}e1re
‘himself as»an educator and political commentator, an
understandfng of the historical evoJutidn of the Braziiian
Nor theast is imperative. It was a1;olpointed out earlier
(Chapter 3) that before Fre1re began his worK on an
extensive scale, there a]ready ex1sted a part1cu’ar
political s1tuat1on wh1ch was conduc1ve to the 1ntroduct1on
of a radical- approach to education. This s1tqat1on had its
roots in the 1950's. The point here is that in\érdgz to
understapdathe nature of a social formation, fhe‘anafysii\
must be grounded within a particular histor?ca]iframeworki\\\\\ 
“Hence, the,situation of the oppressed in the Third World |
"cannot be divorced from its intimate,hiatoric referents
'whiéh form the. comp]ex that sustains the.unjust order.“‘.2

; It must be borne in mind that every society,

historically, has developed d1fferent]y, and the process and
‘pace of‘change will depend upon the historical evolution of

each. For example, in the case of Angola and Mozambique,

political changes occurred after a long and protracted war,
: i
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)
as opposed . to the case of Cuba, wherefpolttica1 changes
ogcurred in a re]at1ve]y short time. a&@ the .case of -
. “»@ ’
" Tanzania, changes came about through thevelectoral process.
what is important to remember, howevegmwthat despite the
pace and method.of'change, is that in'eaoh case there is a
significant change in the social relations within the state.
| Because Freire did not attempt any concrete societal
analysis, from a historical framework, his theory remains a't
an. abstract level. As one author points out,
Very rarely does Freire try to analyse the
tensions in society in terms of material
conflicts between social classes. He often
gives us very interesting social-psychological
analysis of oppressor-oppressed situations, but

these tend to remain in abstract unre]atedness
to actual h1stor1cal s1tuat1ons .

Qur 1nvest1gat1ons thus far have led us to Conc1:de ﬂ
that education cannot be consideréo as a primary vehicle tor‘
change. In cases where Freire had tried to use his
- educational theor1es for that purpose his efforts have ended
in disaster. Brazil and Chw]e provide two cases in point. In
the case of Brazil, after the Coup of April 1964, he was
Jjailed and was f1na1]y sent in exile for the next s1xteen (%'
years. After the Coup in Chile in 1973, Fre1re$was deglareda@,
‘@ persona non grata. v i

The point here is that, for education to be'e?feotiVe,

f

in a Freirian sense, certain po}itiCal chapges are first
required.. Therefore education cannot be se n as an eng1ne

for social change, but a necessary and 1mportant 1ngred1ent

in the process for change.
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5.4 EDUCATION AND DEVELOPMENT

Any discussion and analysis on educatl‘n in the Third
Wor 1d must include the notion of education for deve]opment.
Fheire seems to have dodged this Qery important cohcept.
While the education-éystem may be used to dev lop the
individual' there is, no specific Pndication’ af the ways in
Wthh educat1on can be used to help grapple W1th the basis

¢ ;
physical needs of the population. ¢

|

Most rad1ca1 critics would have very little difficulty
in agree1ng w1th Freire's critique of traditional education.
But, liKe most, “he also fails to show in what way’education
would be used in the development strategy of a 11berated
nat1on w1th the aim of “improvi the general standard of

i 11v1ng of‘the people. The following disuossiohs are

toonsidered the requisites of a development strategy which

F;etremignobed.
To reiterate a pointlatready implicitly made, amy
strategy for social and economic development must be based
«on a po]itica] philosophy. Implicit in this philosophy is an

j"aldherence to -the notion of egalitarianism and jdstice.
Although this term’wodtd mean dtfferent things'tOfdifferent
societiee ‘they wouldvall‘share the fo]lowing categories:
(1) The first consideration of a development strategy in the
Third World must beg1n w1th a reorientation in production.
This means that productlontts oriented towards satsfying

the basic needs of the masses at large."'? This further

"imp]ies a systematic, conscious, deliberate and planned
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attack on poverty,"'s which is one of the most pressing
problems of the Third World todav (2) To achieve.the above,
wou id necessarily mean the maximum utilisation of labor.
\Perhaps this wouid entail the enhancement and creation of
labor inten51ve industries. Prov1Sions will also have to be
made " for effective'worker involvement and control." 16 (3)
Patterns of economic development must largely rest on
attempts to develop self-reliance. This_concept is based on'/
the need to reduce dependency in which development would
take place, based on the objective conditions of the society
and the capacity of~its people. (4) As an important
requirement, development necessarily means that soc1ety must’
be democratised which means that people must be able to
exercise their fundamental demOcratic rights, for example,
freedom of expression and organisation. Democratisation of

society, according to Clive Thomas, also means thet Foy

Towy

. w3 s o
democratisation of the decision- making structures 17 In this 3

regard " two requirements for its achievement are an
equitable distribution of wealth:and income and of equally
vital importance eqUitable access to the_ use and management
of society’s resources.”'® (5) The contribution of the
people in the process of development should not be based
entirely on academic or technical skills. This would mean
that people would devefgp an awareness of their.
responsibilities and obligations to the people‘and society.
(6)The new state must coordinate social, economic and

)

political activities.'9 State planning will play an
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important role in mobilising the means of production and the
maximisation of society's resoufces. (7) There must be a
strong mass-based political organisatign, buttressed by a
dynamic po]jticaT 1eadership. These "leaders are requfred to
be not only political, but also competent ih economic
management, in educational innovation, cultural development,
scientific inventions, and.so on." 20

The developmenf stategy éuggested above has important
implications for education. It is only when political and
ecbnomjc priorities are outlined that Freire’s theory can
Begin to take shape. Complementing what Freire has‘said
~ (Chapter 4), Nyrere pointed out that the education system
must be based on the followingvobjectives:

to shake people out of their resignation
and to encourage people to learn more

about how they can affect improvements in
their lives.

—t

2. to prov;ge people with the skills required
- to impeove their lives. .

L4

3. to enable everyone to learn the meaning of
self-reliance and socialism. 2’

As has been argued previously, the educationa]
system has'performed a number of functions. On one hand
it produces docile exploited workers whose work
bernefits the ruling class and the interests of
international capital, and acts to reinforce the
hierarchicaT class structure. On the other hand, it can

also act as an agent for social mobility and a tool for
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liberation and development;

Our primary concern here is to deal with education
as a toél for 1iberation and development. In
conjunction with the overall developmental policies,
the education system must be able to produce the
necessary skil]ﬁignlﬁhjgh!people can be usefully
employed in théicﬁown7céhmunities, parficularly in the
rura]kareas. Th§,€¢licies‘of Kéeping income
differentials 1gﬁy7nd in making agricu]turél wqu
Financia]]yu.nd :i? .ly rewarding are crucial {n |

ing# eo“};—’,],;}such problems as the drift of.

% o

e

school Pgaéhers_tdﬁ@ﬁgscities.

Crucial to the success-of the new system, is the
‘possibleycontribution which education can make in
helping to unite the various ethnic groups into one.
Perhaps the most important method of attempting to do
so would be fo bring about raéiaJ integration in the
schools, beginning at the primary level.

Most important, however, is the task of instiliing
a’ sense of vdlues thréugh the subjects of po]itical
education and related actiVvities such as work-study
projects. A form of this %ype of educatidh was
introduced in Cuba after the revolution. The systeﬁ was

created so as to achieve the'goa1 of linking studies

with productive activities. According to Van Rensburg:

it

the insertion of production in the activities
of schools promotes the student’s
identification with the producing classes, with
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their aspirations and interests and the
realities of their lives, it lays the basis of
a better understanding of production relations,
production processe’s and of society as a whole.
It links students to the struggles of the

producers and it creates respect for work... it
counters the division betwear mental and manual
labor . 22 '

This program was not limited to secondary schools only,
but also existed at the university level. Samuel Bowles

noted that in Cuba,

Students studying economics already spend a
considerable amount of time attached to various
ministries with economic responsibilities,
doing applied research and attempting to
improve programs. Sociology students carry out
community studies concerning the process of
adjustment to life in the new towns. Those in
the school of engineering work on irrigation
projects or on terracing.??

Another radical program initiated by the Cuban
government was the ’'School of the Countryside’ (escuela al
campo). This school was to fullfil the pedagogical, social.
and political aims of the new society and at the same time
contribute to production. This idea was further based on the
principle of‘combining work with study, where urban
secondary school students would spend up to forty-five days
of the year in the rural areas. Here students study and
engage in direct agricultural productiohu Accordingly,

This type of school combines two factors.

First, the ideal education type of a socialist

education... an education with the necessities

of our own economic development. At the same

time, this kind of school is not a drain on the

economy but contributes to the economy and to

the development of the country. Thus, we can

continue to construct this type of school until
we have all our students in secondary schools
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of this type. Because of this we considegr that

for the conditions of our country this the

ideal type of school. 24

Thé discussion on education and devélopment. thus far,
has tried fo show that educationshas a very important role
to play in the overall developmeﬁ$ strategy of Third World
societies. Furthermore, because a sociefyfs political -
ideology appeals to all its mémbérs, it creates the unity
necessary to fight against imperialism and at the same time
to promote a strong sense of socio-cultural unity.

The above discussion in no way tries to suggest that
this task will be an easy one. On the contrary, it is an
enormous one.“&ny attempt at seeking an independent path of
development will have many constraints, both internal and
- external, of which the society’'s political leaders must be
aware of.

The intention here is not to provide a blueprint for
- education and deve]opmént. What is attempted is to provide
certain dPeas of action which shduld be considered(py
planners in the process of developmenf. Also, the importance
of the brograms used will be different, depending on the

- society’s historical and socio-cultural make up.

5.5 A CRITIOUE OF FREIRE’'S METHODOLOGY -

As éwconsequence of his neglect of the socio-historical
context, the value of Freire’'s ﬁethodology ip literacy
training is very limited. For example, his method cannot be

easily used in languages other than Spénish and Portugese.

L

a3
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The words of Spanish and Portugese are

generative in a sense that is impossible for

English words. English words cannot be

decomposed into syllables 1ike the words from

more phonetically constructed language. 25
Hence, in non-Portugese and non-Spanish regions, the
deve lopment of cons01ousness through language, might have to
undergo a severe reorganisation depart1ng from Freire's
original method While it is self evident that |
consc1ousness ra1swng through language and generat1ve themes

will have to be done in the peoples” own language, th1s

cannot always be easily accomplished.v ‘ '

In the case of Guinea-Bissau, for examp]e lwhere Freire
had worked in the mid-1970’s, the 1111teracy rateuwas in the
order of 90%. In this case, where there were some eighty
languages and many more dialects, Freire’'s methodolggy could
hardly be ,of much use. When the educators attempted to go
into the villages to set up their educational programs,.the&
found that it was almost impossible since the people did not
speak the same language. Consequent ly, during this period,
Freire's me;hog failed. Therefore, one might suggeet‘fhat
other methods o}:teaching literacy tréining will have tg be
devised. .

Perhaps language may nof be.the only mefhod/of‘
consciousnese—raising. Art forms, such as mus{z and cultural
expressions, may‘be as important as language - at least in
some societies. In damaica for example, indiyiduaTs such as
the late Bob Mar1ey, and d1mmy Cliff, through their music

!
have done much to create a certa1n level of political
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awareness among the masses. Unfortunately, nowhere hés
Freire considered such alternatives.

A very important deficiency in freire’s educational
theory and methodoloby is his failure to consider the
contributions of formal education. Perhaps the reason why he
neglected formal educafion is that, as durrently practised,
it is very represgive in nature and its role is only to
socialise individuais in sqciety in such a way that they
accept the status quo and, hence, oppres;ion. In doing this,
héwever} trgditiona] education systems manage to provide
peoptle with necessary tools to aﬁa]yse and'question the
system. Consequently, even in repressive societies schools
can play é quasi-democratic role. ’ |

‘Related to this idea and bearing directly on the
question of education for children, Freire avoids the
dilemna of trying to create‘a system of‘education in which
.children, because they are new membgrs of'éociéty, are
taught:.beoth the'norms and v3alues of society and at thé same
time are taught to think critically and”analytica11y. Such a
system of education is essential even }n a revolutionary
society. Because he neglects the issue of education for:-
children, the process associated with formal schoolingAaﬁd
Vthe.dilemnés inherent in this, 1ite}acy and conscientigation
here has left imporfant éreas of education and educational
‘issues bntouchedi |

Any complete theory of education, even in the Third

Wor 1d, cannot ignore the necessary arrangements for the )

o



SR s i C . ' . 112

education of chitdren 26.Indeed it is they who are gotngato,
be the future leaders of soc1ety and it 1s tmperative that
;bgfhey are grounded in the necessary pedagog1ca1 literary and
:.cr1t1ca1 skills that will enable them to cont1nue the quest

s
£

for change. o~

5.6 CONCLUSION

This chapter has not attempted to criticise Freire’s
educational theories as such. What it has tried to do is to
out11ne some very 1mportant omm1ss1ons in Freire's wr1t1ngs
It 1ntermeshes broad pol1t1ca1 and econom1c concernsl rather
than focusing on h1s-educat1ona1 theory and methods .

' For Freire, educationiis revolutionary and is part of -
the process‘3$‘1iberat}on. This»genera] prtncip]e can be
:supported ‘But, this chapter has attempted to analyse
Freire's po]1t1ca1 theory and has perhaps suggested that
Freire’ s'praX1s alone cannot have the ]1berat1ng potential

‘to which itAaspires. \

| Despite the fact that'an attempt has been made to
address some Cr1t1c1sms and ommissions of the ‘'works of. Paulo
Fretre, his theories cannot be d1scarded As a political
th1nKer he has recogn1sed the nature of oppres;1on and
,underdevelopment Important-to h1s ph1losophy is that he was
able to grasp that the present situation 1n the Th1rd Wor 1d

cannot be understood in 1so]at1on from its re]at1onsh1p with

@*the metropolitan powers. o

[
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Indeed, Freire’'s educational theor1es sought tog;ake

people aware ‘of their present state of destitution and the

ways in which they can transform that situation, This is ‘not

ofly a desirable phenomenon, but also a necessary one. Fof

Fﬁéﬁfe this is a political act, blended with'an ideological

f lavour.
L 5B ' : o _
‘ Fr1eﬁ% s cho1ce in educatwon is clear. His position is

that oppress1on is the result of an- unJust social order. And
it s 1ncumbent on educators-who are concerned with social

change to meke that choice:

if we do nhot make a cho1ce, Freire's
contr1but1on to the philosophy of humanism runs
the unfortunate risk of seeming to be no more
than an erudite summary of the pedagogical
methodologies of certain humanist thinkers, y
with a passionate Brazilian flavour added. » )
Further, not until we make a choice can
Freire's contribution be considered anything
, more than an elegant trans-historic shell in
w~ that its message is applicable to the
historical resolution of the #/
oppressor -oppressed contradiction through7all
ages, through all the concretely different
. historic per1ods within the genera]]y
h1stor1ca]
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