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Hans N . Weiler 

Towards a political economy 
of educational planning1 

It was not too long ago that one could still talk about planning in 
education with a good deal of confidence and on the basis of a 
reasonable degree of consensus as to what educational planning was 
and should be all about. It seems that both confidence and consensus 
have disappeared and given way to considerable doubt as to the 
utility and adequacy of educational planning as w e knew it. W e have 
come a long way from the planning euphoria of the late fifties and 
early sixties to the kind of scepticism that is reflected in Levin's 
statement that 'the process of educational planning is necessarily an 
exercise in optimism'.2 

It is the contention of this paper that this progression from 
confidence to doubt and from consensus to disagreement reflects, on 
the whole, an international learning experience of considerable 
importance. Reviewing this experience will shed some light not only 
on the needs and possibilities for a somewhat different notion of 
educational planning, but also on the role of planning in the process 
of legitimating educational policy decisions. 

It will be useful to begin with a brief retrospective on h o w edu­
cational planning came about, and h o w some of its major features 
became established in the effort to arrive at more effective strategies 
for the development of educational systems. This review will lead us 
to a number of assertions about what is problematic in the present 
state of educational planning and about where planning seems or 
ought to be in the process of moving. It will be argued that this n e w 
agenda in educational planning has profound implications for the 
training of educational personnel. Most important, however, will be 
h o w a different concept of educational planning will reflect upon 
changes in the relationship between education and politics. W e will 
therefore conclude this discussion with some reflections on planning 
and legitimation in educational policy. 
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Hans N. Weiler 

Planning the future of education: 

Some observations on the history of a concept 

ADOPTING EDUCATIONAL PLANNING 

T h e history of educational planning has not yet been written, and it 
seems to be a matter of increasing urgency that somebody should 
start writing it, and writing it critically. T o begin with, there is a 
need for systematically recording the various facets of a development 
which, over the span of some twenty or twenty-five years, has been a 
significant element in educational thought and action in a large 
number of countries. M o r e important, however, there is a great deal 
to be gained from a rather thorough and critical analysis of this 
process, especially from the point of view of what factors contributed 
to the notion that education should and could be planned, and to the 
various ways in which this notion became translated into specific 
projection, anticipation, choice and action models for the guidance 
of educational policy decisions. I suggest that such an analysis, were 
it conducted adequately, would begin to tell us a great deal not only 
about the dynamics of the decision-making processes in education 
under a variety of socio-economic and political conditions. 

This paper is not the place to indulge in this kind of a historical 
exercise. However, it will be useful to recall some of the conditions 
under which educational planning emerged and became a part of the 
development effort in education that was characteristic of m a n y 
countries in the fifties and sixties. It will be difficult to generalize 
across a considerable variety of national situations, but there is 
enough commonality to show h o w some of the assumptions involved 
in those early developments affect very m u c h a realistic assessment of 
the state and promise of educational planning today. 

T h e range of considerations that led individual countries to adopt 
some form of systematic educational planning reached from the 
genuine intention to enhance the level of rationality of the educational 
policy-making process to the more or less mechanical reaction to an 
external d e m a n d that some form of planning would be a prerequisite 
for receiving foreign assistance for educational development. T h e line 
that separates these two kinds of motivations does not neatly coincide 
with the Une between rich and poor nations, but it is obvious that 
developing countries were considerably more susceptible to the kinds 
of pressure which a number of bilateral and multilateral aid organiz­
ations were able to exert in demanding the establishment of planning 
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agencies as a means to anticipate (and, presumably, monitor) the 
expenditure of foreign aid funds. 

In countries which were not so dependent upon outside assistance 
in the development of their educational systems, a somewhat different 
combination of factors led to the adoption of educational planning in 
one form or another. In the socialist countries of Eastern Europe, 
planning in all fields of social and h u m a n activity had already for some 
time been seen as the most adequate way for expressing and organ­
izing the State's responsibility for the future well-being of society. 
Given the premises of full-employment policy and the ideological 
basis of the education-work relationship, education planning had 
become a natural ingredient in the overall planning instrumentarium 
for achieving as close a match between h u m a n resources and the needs 
of the production system as possible. 

Compared with both the socialist and the developing countries the 
countries of Western Europe and North America have always had, 
some notable exceptions notwithstanding, a m u c h more ambivalent 
relationship to the notion of planning in general, and of educational 
planning in particular. With the exception of France, where a strong 
etatistic tradition has manifested itself in the powerful role of the 
Commissariat au Plan, and of the developments initiated under the 
auspices of O E C D ' s Mediterranean Regional Project in Southern 
Europe, planning effort in the field of education have typically been 
half-hearted, haphazard and notably ineffective. T h e development of 
secondary and higher education in the Federal Republic of Germany 
over the last ten years, which has led to the introduction of a numerus 
clausus in university admissions as the last resort in coping with the 
dramatic mismatch between secondary school production and uni­
versity absorption, is a case in point. 

Whatever, in the case of any given country, the specific reasons or 
driving forces behind the introduction of some form of systematic 
educational planning m a y have been, most instances reveal a certain 
number of assumptions not only about the nature of the planning 
process but also about the context within which it would operate. 
Without trying to be exhaustive, some of these assumptions m a y be 
cited and briefly discussed here. W e will later argue that m a n y of the 
problems which educational planning faces today have to do with 
increasing doubts about the validity of some of these assumptions. 
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ASSUMPTIONS ABOUT THE NATURE 
AND EFFECTIVENESS OF EDUCATIONAL PLANNING 

Most approaches to planning educational development have been 
predicated on the notion of h u m a n capital, i.e. on the role of edu­
cation to contribute to economic development through fulfilling the 
manpower needs of the labour market. T o plan education has tended 
to m e a n to maximize its contribution to the country's economic 
growth by assuring, preferably with m a x i m u m cost-effectiveness, an 
adequate supply of employable people. T h e notion as well as the 
practice of educational planning has thus been placed in the context 
of a causal relationship in which the development of education would 
ultimately contribute to greater economic prosperity, at least collec­
tively and, ideally, individually as well. In the actual development 
of educational planning, the preoccupation with the manpower-
producing functions of education has been such that it has effectively 
excluded from the parameters of planning any considerations related 
to other functions of education (which were lumped together under 
'consumption functions' and put aside where 'serious' planning was 
concerned). 

In practice, the vast majority of educational plans have been 
oriented towards a set of more or less reliable and realistic estimations 
of manpower needs, and designed in such a way as to bring the actual 
output of the educational system into as close an approximation of 
these needs as possible. T h e variations on h o w this was to be 
accomplished are considerable, but the basic rationale remains 
remarkably stable over time and across countries. 

A second assumption had to do with the knowledge base on which 
educational planning was to rely. T h e implicit assumption in most 
educational planning efforts has been that both the baseline infor­
mation on the present and the target information on the future can be 
ascertained with sufficient reliability to serve as an adequate basis for 
a realistic and valid planning operation. With regard to the present, 
planners have assumed that more or less aggregate numerical 
descriptors of age cohorts, student body, teaching staff, physical 
facilities, expenditure patterns, etc., provide sufficient baseline infor­
mation. Similarly, information on the numerical targets to be achieved 
over a given period of time is generally deemed to be a sufficiently 
accurate indication of future reality; the manpower needs of the econ­
o m y in five years, for example, are taken to be subject to sufficiently 
reliable estimation to serve as target for the educational planning effort. 
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If educational planning, as all planning and almost by definition, is 
predicated on the notion that the future is foreseeable or at least 
subject to reasonably accurate estimation, it also implies that the 
future is subject to being influenced and manipulated. Educational 
planning sees itself as an instrument not just for anticipating the 
future, but also for shaping it along lines specified in a country's 
major policy orientations. T h e assumption is that education is 
'plannable', that the educational system responds to the plan and 
develops according to it. In other words, plans are not just seen as 
describing likely developments, but moreover as stipulating desirable 
developments, thus assuming not just the characteristics of fore­
casting, but of social engineering. 

T h e assumptions that education serves as a motor of development, 
especially economic development, and that the future development of 
education is not only foreseeable but also manipulable are unevenly 
distributed across the varied landscape of educational planning that 
has unfolded in m a n y countries of the world over the last twenty 
years. However, almost all initiatives in educational planning owe 
something to these basic premises, even though they have gone about 
implementing them in a wide variety of different ways. 

Criticisms of educational planning 

For a variety of reasons, educational planning has in recent years 
become the target of considerable criticism. For some, it has simply 
not been effective enough in solving the problems associated with 
educational development and expansion. Others base their doubts on 
more fundamental misgivings about the notion of planning a society's 
future in general, while still others see some of the assumptions and 
characteristics of the 'classical' notion of educational planning 
invalidated to the point where a major n e w departure appears 
needed. Varied as the criticisms are the proposed cures, which reach 
from doing away with educational planning in any form to a variety of 
suggestions on h o w to improve upon its conceptual and operational 
quality. A review of these criticisms will be a useful step towards 
reformulating some of the agenda of educational planning. 

CONSERVATIVE BIAS 

Educational planning has a tendency to reproduce, on an expanded 
scale, the existing educational system. Even where educational planning 
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has been, in a technical sense, successful, its main contribution 
has been to m a p out a pattern of development that would assure a 
more or less linear expansion of the status quo. Instances where 
educational planning has tried or even succeeded in bringing about 
major structural changes in the system, redistribution of educational 
opportunities, or qualitative reorientations in the educational process 
have been extremely rare indeed. It is obvious that the usually close 
association between the established economic and political order and 
educational planning transfers the former's vested interest in the 
status quo to the latter, thus creating a planning process in which, 
more or less consciously, a preservation and expansion of the existing 
conditions is seen as the least threatening option. This conservative 
tendency on the part of planning and planners in education has been 
particularly critically noted in situations where there is a strong drive 
for educational and broader social reform, and has been in marked 
contrast with a good deal of rhetoric on the important role of edu­
cational planning in bringing about educational reform. 

HIERARCHICAL NATURE 

Most of the time, educational planning is a process which operates 
from the top d o w n , i.e. educational plans are formulated and their 
implementation initiated at the central level. T h e involvement of 
lower levels in the process is minimal and mostly limited to the pro­
vision of statistical input on the status quo and some aggregate 
indications of desired growth for the subunit (province, state, etc.). 
O n the whole, educational planning in its prevailing manifestations 
does not have a record of involving institutions and persons w h o are 
not part of the administrative hierarchy, such as teachers, parents, 
students, local communities, etc. T h e process of planning presents 
itself in most countries as a strictly intra-administrative matter and is 
conducted according to criteria and operational rules that are charac­
teristic of bureaucratic organizations. 

PREOCCUPATION WITH G R O W T H 

Born at a time w h e n the expansion of educational systems was an 
overriding policy concern, particularly, though not exclusively, in 
developing countries, educational planning has acquired a rather 
strong preoccupation with the problems of growth in education. 
Rates, patterns and conditions of growth used to dominate the agenda 
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of educational planning; the regional conferences on educational 
development in Africa, Asia and Latin America with the assistance of 
the United Nations economic commissions and Unesco in the early 
sixties (Addis Ababa, Karachi, Santiago, etc.) provided particularly 
instructive examples of this trend. 

Given the extremely limited degree to which formal educational 
opportunities were (and continue to be) available to the people 
in developing countries, this preoccupation seems understandable 
enough. However, in the overall development of educational planning 
as an instrument of educational policy, this strong orientation to 
growth has led to the neglect of two important other concerns in the 
development of education: (a) the distribution of educational oppor­
tunities across different regional or social subgroups of the population; 
and (b) the reorientation and reorganization of educational systems in 
both structural and substantive terms. 

It is significant that, at the recent Conference of African Ministers 
of Education in Lagos (January 1976), these issues of distribution 
and reform commanded a great deal more attention than the question 
of overall expansion, marking a shift in policy priorities to which 
educational planning, still very m u c h under the influence of a more 
aggregate, growth-oriented notion, seems as yet ill-adapted.3 

THE NEGLECT OF IMPLEMENTATION 

Ever since there has been a systematic concern with educational 
planning, there have been different meanings of the term. Most of 
these meanings, however, have focused on the design of plans, and 
have led to various strategies, methods and techniques by which 
plans for educational development could be designed. M o r e often 
than not, the task was considered complete w h e n the plan was drawn 
up, with a great deal of confidence placed on its inherent ability to 
survive the rough waters of the real world of implementation. 

T h e sad and alarming truth is that a substantial portion of edu­
cational plans never went beyond the paper on which they were 
written or printed. A further portion did m a k e it to the stage of 
implementation, but was in the process altered or watered d o w n 
beyond recognition, leading the educational system in reality far 
away from what the planners had intended. 

Clearly, the conspicuous failure of so m a n y plans to materialize in 
reality is due to a complex set of factors. However, one of the most 
important of these factors has been the tendency on the part of 
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m a n y planners and planning agencies not to devote adequate attention 
to the problems of plan implementation and to the conditions that 
would facilitate or limit the possibilities for implementing the pro­
visions of the plan. B y the same token, the evaluation of the planning 
effort has received m u c h less attention than it deserves, thereby 
depriving educational planning of the benefits to be gained from an 
ongoing, careful monitoring of the planning process and of the 
obstacles it encounters. 

LIMITED PERSPECTIVES 

T h e history of educational planning has shown h o w closely its 
origins and developments have been linked with considerations of 
economic development, especially through the notion of h u m a n 
capital. While this linkage has given educational planning a relatively 
coherent frame of reference and a relatively manageable set of 
methods and techniques, it has also limited in important ways the 
perspective which the educational planner has tended to bring to his 
task. T h e planner's habitual preoccupation with maximizing the 
contribution which education could m a k e to the formation of trained 
manpower and, thereby, to economic growth (leaving aside for the 
m o m e n t whether that was a realistic expectation) has had a tendency 
to m a k e him oblivious to possible other functions of education which 
are not necessarily or not exclusively economic in nature. Such 
considerations as the role of education in preserving and improving 
health, in keeping alive and fostering cultural and artistic traditions, 
in sensitizing people to the various threats to the environment, etc., 
have played a distinctly secondary role in determining the agenda and 
strategies of educational planning. Even where these issues are in 
turn affected by important economic considerations (as in the case of 
ecology), the rather single-minded orientation of educational planning 
to the notion of h u m a n capital has prevented the development of a 
more comprehensive and realistic view of reality in which the inter­
relations between economic interests, social structure and political 
power would lead to developing a more germane and transparent 
frame of reference for educational planning. 
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OVERSIMPLIFYING CAUSAL RELATIONS 

T h e most fundamental criticism of educational planning, however, 
has to do with its underlying, more or less explicit model of devel­
opmental causation. A s w e have pointed out, the prevailing notion of 
educational planning is predicated on a dual assumption: (a) that 
changes in education will lead to changes in the rest of the social 
system and most notably to improvement in the individual and 
collective conditions of economic well-being; and (b) that educational 
systems respond with a certain degree of reliability to the intentions, 
specifications and forecasts contained in educational plans. 

Both assumptions are undue and dangerous simplifications of a 
m u c h more complex reality—a reality which is as yet only imper­
fectly understood by educational planners. With regard to the 
relationship between education and economic development, greater 
realism would call for acknowledging both the primacy of the 
economic elements in the relationship and the contingent nature of 
whatever influence education retains. T h e distribution of economic 
wealth and its power correlates in the political realm determine to a 
considerable extent the possibilities and limitations for educational 
development. Instances where educational policies run counter to the 
established pattern of economic and political interests are hard to 
conceive and even harder to find: in the relationship between edu­
cation and economics, education is by and large the dependent rather 
than the independent variable. 

This basic nature of the relationship notwithstanding, education 
retains the potential for exercising a certain amount of influence over 
development processes in the society at large. Even though, for 
example, education by itself is not capable of producing equity in 
an otherwise and especially economically inegalitarian society, it is 
none the less capable of making its o w n contribution to an overall 
development policy geared to maximizing equity in the distribution 
of economic wealth and political power. In order to m a k e such a 
contribution, however, it is important to understand the overall 
dynamics of development policies in the society at large, and to 
derive from such an understanding a sense of what kinds of edu­
cational policies are feasible and possible. 
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Towards a new agenda in educational planning 

T h e shortcomings of educational planning in its present form are 
serious, but they do not invalidate the notion of a systematic effort at 
anticipating and planning the future of educational systems altogether. 
T h e y do lead us, however, to engage in a serious reconsideration of 
some of the assumptions and perspectives associated with educational 
planning, and to attempt at least a tentative formulation of a more 
adequate profile of educational planning. W e will begin to sketch such 
a profile in this section. While the points to be m a d e here represent a 
good deal of experience and thought, they are primarily meant to be 
for discussion, as a device to accumulate and consolidate gradually 
the future agenda of educational planning. Since the criticisms just 
expressed have served as the major points of departure in this 
mapping effort, w e will take up these themes again, but not without 
once again pointing out that they are really not more than different 
aspects of one and the same dilemma which educational planning 
faces. 

PLANNING AND REFORM 

Given the forces of political and institutional gravity that have m a d e 
educational planning typically more of an agent of maintenance than 
of change, it will not be easy to reorient both the processes of planning 
and the attitudes and perspectives of planners towards a more 
favourable disposition to change and reform in education. However, 
given the strong drives in m a n y countries for reform, there is ample 
reason for trying to mobilize planning as an instrument of reform. 

Ideally, planning and planners should have a catalytic role in the 
process of educational development and reform, in the sense that 
they would be alert to emerging or existing tendencies towards 
change in the society at large and attempt to identify ways in which 
education could ctune' into such tendencies. If there is a strong m o v e 
under way towards a more equitable distribution of goods and 
amenities in the society, or even if such a m o v e is only in the process 
of emerging, the alert planner would be able to seize on the occasion 
and m o m e n t u m and both utilize and reinforce it by appropriate plans 
for enhancing the equality of access and performance in the country's 
educational system. 

This kind of alertness requires on the part of the planner a great 
deal of rather sophisticated awareness of the society's potential 
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for reform and change. This awareness in turn depends both on 
fairly solid research and on an extraordinary ability to c o m m u n i ­
cate with the various layers of reality that m a k e u p a society. Since 
it is extremely difficult to communicate with reality from within 
a strongly hierarchical-bureaucratic structure, one important pre­
requisite for a more reform-oriented form of planning will be the 
de-bureaucratization of planning structures in the direction of more 
participatory and transparent processes for the formulation of plan­
ning targets and implementation strategies. 

In other words, the m o v e towards a more reform-oriented form of 
educational planning has a knowledge element (in the sense of under­
standing better the forces that facilitate or hinder change in the 
society at large) and a structural element (in the sense of opening up 
the planning process to possibilities of communication that would 
allow for a m u c h more realistic and reliable assessment of the 
potential and feasibility of reform than would be the case in more 
bureaucratic structures). T h e two are obviously closely interlinked, 
but they also depend very largely on the determination of planning 
personnel to break out of their accustomed cognitive and structural 
boundaries. 

EDUCATIONAL PLANNING AS PROCESS 

T h e existing structural arrangements for educational planning are 
typically, as w e have discussed in the previous section, of a highly 
centralized and hierarchical kind, which makes, a m o n g other things, 
the utilization of educational planning for educational reform so 
difficult. B y the same token, educational planning also has the charac­
teristics of a specific activity with rather distinct boundaries in time 
and space: a particular administrative unit begins work on an edu­
cational plan at a certain point in time, and concludes its work some 
time later w h e n the design of the plan has been completed. 

B y contrast, it would seem to m a k e sense to see educational 
planning m u c h more as a process, as an ongoing enterprise with no 
particular boundaries in time and with a m u c h more diffuse organ­
izational structure. This kind of process would allow for more 
intensive and more continuous interaction with the reality that is 
likely to be affected by the outcomes of the planning processes, 
i.e. parents, students, teachers, communities, etc., and would lead 
the planner to a more concrete and valid awareness of the needs of 
the society which the plan purports to serve. In structural terms, this 
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would m e a n that the process of planning should be disseminated 
m u c h more widely throughout the system, that planning involves 
'articulators' at the local level ('barefoot planners', as somebody has 
called them) as well as a special effort to open up and keep open 
communication channels between the different levels of the planning 
effort. 

Needless to say, the results of a planning process conceived in these 
terms are probably m u c h less tidy and clear cut than those w e used 
to expect from more conventional, centrally organized planning 
arrangements. Indeed, a conflictual model will probably fit this 
participatory/transparent process m u c h better than the kind of 
consensual models with which w e have tended to describe bureau­
cratic decision-making processes. There m a y also be an important 
arbitration function required to channel some of the conflictual 
inputs into a manageable set of alternative propositions for policy 
action. All of this does seem, however, an acceptable price if it were 
possible in this way to arrive at a planning process which would not 
only be more transparent, but also more accessible to those w h o will 
be most affected, through commission or omission, by its outcomes. 

PLANNING AND EQUALITY IN EDUCATION 

Expanding education does not necessarily make access to it and 
success in it more equal, and w e have seen that the distribution of 
educational opportunities is rapidly moving up beside the growth of 
educational systems on the agenda of educational policy. At the 
same time, w e have to recognize that inequalities in societies are a 
function of a politically more or less sanctioned pattern in the 
distribution of economic wealth, and that educational systems tend 
to reinforce and reproduce these patterns rather faithfully. 

While there is thus a great deal to be said for overcoming, through 
a more distribution-oriented approach to educational planning and 
especially the planning of compensatory measures, some of the 
existing disparities in the supply of education, there is only a very 
limited role that education can play in contributing to an overall 
reduction of existing economic and social inequalities in society. In 
order to maximize that role, however, it becomes an important task 
for the planner to have a m u c h better understanding of both the 
nature and determinants of educational disparities. This under­
standing is part of the diagnosis which has been a m u c h neglected 
element of educational planning, and should provide some answers to 
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the questions of w h y particular groups and regions in a country are 
particularly disadvantaged w h e n it comes to education. W h a t factors 
contribute to disparities in the supply of educational services (quality 
of teachers, of facilities, etc.)—and to what extent do disparities in 
supply lead to disparities in educational outcomes? Clearly, here is 
another aspect of planning where the conventional knowledge base of 
planning is highly inadequate, and where a major research effort is 
required to identify both the obstacles to a more equitable edu­
cational system and the conditions under which education can begin 
to m a k e its modest contribution to greater justice in the provision of 
educational services and success. 

PLANNING AND IMPLEMENTATION 

In a later part of this article, w e will be talking a little more about 
one peculiar function that educational planning has served in a 
surprisingly large number of cases over the years. I a m referring to 
what I would call the alibi or surrogate legitimation function of 
educational planning, where the very act of drawing up a plan (any 
plan, it sometimes seemed) served as an end in itself. 

In that kind of a situation, implementation never became a 
concern since the plan was never designed with the purpose of being 
implemented, but simply in order to be shown as proof that planning 
had been done. Negotiations over foreign assistance in education 
have often been the scenario for such manifestations, but the use of 
educational plans as a façade behind which developments take place 
that bear no resemblance to the plan is by no means limited to the 
international assistance context. 

While these instances deserve a closer look, w e exclude them at this 
point and rather proceed on the assumption that plans are m a d e in 
order to be implemented. Here w e are concerned, as w e have indicated 
in the previous section, with the difficulties of bringing plans over 
the threshold that separates design from implementation. Usually, a 
country's capacity for designing plans far exceeds its capacity for 
implementing them, especially where, as in most Third World 
countries, implementation depends on outside resources. W h e r e this 
is the case, probably the single most important obstacle in the way 
of implementing otherwise well-designed plans are the constraints 
associated with the procurement of outside resources. T i m e and 
again, it proves extremely difficult for a country in need of such 
resources to obtain them with sufficient degrees of freedom to allow 
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for their use along the lines specified in the plan. M o r e often than not, 
resources are provided for certain kinds of activities and not for 
others, thus playing havoc with the ideally integrated nature of a 
coherent plan for the development of education. 

In other words: the linkage between the design and the implemen­
tation of plans for educational development and reform can only 
overcome its present tenuous status if a country acquires the kind of 
implementation capacity that puts it in c o m m a n d of such resources 
as the realization of the plan requires. A s long as implementation has 
to satisfy not only the agenda specified in the initial plan, but also a 
set of other agenda associated with the origin of the external resources, 
it will never lead to a coherent piece of policy. 

BROADENING PERSPECTIVES 
ON THE FUNCTIONS OF EDUCATION 

W e have shown and, to some extent, criticized the close relationship 
between educational planning and the needs of the labour market. 
While it is understandable that educational planning has developed 
primarily in response to the need for input forecasting in labour 
economics, the exclusive nature of that relationship has left edu­
cational planning with an unduly narrow perspective on the functions 
of education. 

In this connection, it is instructive to assume, obviously for the sake 
of argument only, that educational planners and labour economists 
had s o m e h o w failed ever to meet each other, and that educational 
planning had developed primarily as a means to forecast and 
maximize the contribution of education to the preservation and 
improvement of health. It is obvious that this kind of an objective 
would have led to a substantially different approach in planning 
education: 
Education would have been planned with different target parameters] 

the overriding concern would have been to reach as m a n y people as 
possible with simple, comprehensible messages on hygiene, health 
and nutrition, and to have a small professional training component 
built into the system for the training of specialists at different levels 
of competence. 

Distribution criteria for purposes of educational planning would 
have included emphasis on areas or groups with particularly poor 
nutritional habits, epidemic or contagious disease problems, etc. 

Target populations for purposes of educational planning would have 
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been m u c h more broadly defined, including adults as well as 
pre-school-age children. 

Measures of the success of educational planning would not have been 
so m u c h the satisfying of manpower needs, but measurable improve­
ments in the state of health and nutrition. 

Educational planning would have shown from the outset a m u c h 
greater concern with questions of educational content to make 
sure that the educational message reflected the health needs of 
people within their specific environment, etc. 

Obviously, this is idle and rather unrealistic speculation, although it 
serves to show h o w m u c h our thinking about educational planning is 
affected by the one basic assumption that, as far as educational plan­
ning is concerned, the main function of education is to satisfy the 
manpower needs of the labour market—an assumption which, as w e 
have seen, has become increasingly problematic on both method­
ological and substantive grounds. 

'ENLIGHTENED HUMILITY' 
IN EDUCATIONAL PLANNING 

At the end of our list of criticisms in the previous section, w e had 
taken educational planning to task for being somewhat naïve and not 
sufficiently critical with regard to some of the basic assumptions 
about the relationship between education and development and 
between planning and education. Throughout the short history of 
educational planning, it seems, w e have faced a problem of exag­
gerated expectations: too m u c h developmental salvation was expected 
from education, and too m u c h educational salvation from planning. 
Whatever impact education is capable of having upon development, 
and planning upon the development of education, is likely to be 
realized m u c h more effectively on the basis of a more realistic 
assessment of these relationships and of their limitations. 

W h a t needs to be advocated, therefore, both at the conceptual level 
and in the context of educating and training politicians and planners, 
is a sense of 'enlightened humility' with regard to what educational 
planning can accomplish. T h e enlightenment must come from a 
substantially improved understanding of the dynamics inherent in 
the political economy of development, and of the ways in which these 
dynamics circumscribe, condition and limit the role of education, 
planned or otherwise, in the development process. T h e reality of the 
distribution of economic wealth, political power and social status in 
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a society becomes one of the most important elements in the k n o w ­
ledge base of educational planning, and it will require a major and 
sustained research effort to keep this knowledge base up to date. 

T h e recognition of the political context of educational planning 
will also facilitate adopting a wider variation in the notion of edu­
cational planning. Depending on the political context, educational 
planning can assume one of a variety of roles with regard to change: 
at one end of the continuum, educational planning can be one of the 
prime instruments for maintaining the status quo, reflecting an 
overall conservative tendency of the political power structure. In a 
different political context, educational planning m a y become one of 
the means for gradual, step-by-step reform of the status quo, while 
political systems committed to radical and profound changes are 
likely to see educational planning as an important instrument in 
accomplishing this task. Obviously, each of these variants in the role 
of educational planning will develop a substantially different set not 
only of basic assumptions, but of different strategies and method­
ologies as well. 

It is also part of the realism of the educational planning effort to 
be more acutely aware of the importance of external elements and 
influences in planning the development and reform of education. 
W e have already discussed the difficulties that arise for coherent 
planning from the dependence of m a n y developing countries on 
outside resources with their often divergent rationales, conditions 
and criteria. Clearly, the more important aspect of this problem has 
to do with rethinking and reshaping the ways in which nations deal 
with each other, and especially h o w rich nations deal with poor nations. 
It is important none the less for those involved in educational planning 
to be cognizant of these constraints as a first step towards minimizing 
their effectiveness and arriving at more endogenous forms of planning. 
T h e deliberate reduction in their dependence on foreign advisers and 
experts on the part of m a n y developing countries is an encouraging 
development in this respect. W h a t remains is the sometimes less 
conspicuous presence of other foreign elements in the form of text­
book publishing interests, educational technology hardware and 
software interests, foreign curriculum models, etc. T h e notion of 
self-reliance in educational planning is as yet far from reality in 
m a n y countries, but the political will to achieve it is unmistakable. 
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Some implications for training 

W e can keep this section rather short since w e have already m a d e a 
number of points which are directly relevant to the task of training 
future personnel in educational planning. In fact, each of the major 
criticisms which w e have raised against educational planning in 
its present form entails some important needs for change in 
the conception and practice of training. B y way of summary and 
emphasis, however, some points m a y bear being taken up once 
again.4 

P L A N N I N G A N D R E S E A R C H 

W e have previously attached particular importance to the changing 
and expanding knowledge needs in educational planning. These 
knowledge needs relate both to educational (in the sense of better 
understanding and documentation of existing situations and trends) 
and extra-educational areas, with the 'dependency' of educational 
planning on contextual conditions making this latter area particularly 
critical. 

Training educational planners to cope with these knowledge needs 
involves a dual task: first, they will have to be m a d e aware of the 
important degree to which the development of educational systems is 
conditioned and determined by the state of the social system as a 
whole, and of the fact that educational development and reform ave 
limited to what the existing dynamics of social structure, political 
power and economic wealth permit. Second, they have to acquire the 
skills needed to analyse these forces, their strengths and inter­
relationships, or at the least to understand and critically assess the 
analyses that others have provided at the planners' instigation. This 
would involve particularly an appreciation of the methodologies 
underlying research in the major disciplines, an understanding of 
different paradigms or ideologies of research, and an exposure to 
exemplary (in the good and the bad sense) pieces of developmental 
research. 

P L A N N I N G A N D C O M M U N I C A T I O N 

If our diagnosis of the lack of transparency and communication in 
m u c h of contemporary educational planning is correct, improving his 
willingness and ability to communicate becomes one of the major 
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challenges to the educational planner of tomorrow. Assuming a 
participatory/conflictual model of educational planning along the 
lines discussed elsewhere in this article, planners will assume critical 
linkage functions in a m u c h more diffuse and elaborate pattern of 
communication and interaction. Most important perhaps is their role 
in facilitating the upward flow of communications that originate at the 
base of the system, and in articulating the needs, interests and aspir­
ations of the people and groups w h o are going to be affected by the 
outcome of the planning process. 

H o w does one train people to communicate? Clearly, the willing­
ness and readiness to engage in a communicative interchange is an 
indispensable prerequisite, and nothing but a rather patient and 
sustained resocialization effort among habitually non-communicative 
bureaucrats will achieve that willingness. It would facilitate this 
process, however, and at the same time build up communicative and 
interactive skills, if one were to introduce into the training of edu­
cational planners a good deal more work in small group techniques, 
interaction modes and other methods dealing with the problems of 
interpersonal and intergroup behaviour. 

PLANNING AND POLITICS 

It should be n o w be sufficiently clear that the key to the notion of 
educational planning that w e advocate is the recognition of the 
essentially political nature of the planning process. In doing this, w e 
are moving a long distance away from the conception of the edu­
cational planner as a technician, even though our definition of the 
planner continues to include a substantial set of technical skills. 
Coping with the political nature of educational planning requires of 
the planner not only an understanding of the political processes on 
which educational planning depends, but also the identification of his 
o w n role in these political processes. If, as w e have argued elsewhere, 
it is possible for educational planning, depending upon the political 
context within which it operates, to be committed to the maintenance 
of the status quo or to the radical change of existing social structures, 
then it would seem incongruous for those centrally involved in edu­
cational planning to be aloof and 'neutral'. T h e educational planner 
thus faces the challenge of being a 'political m a n ' in a highly technical 
environment, and while the training programme that prepares people 
effectively for this task has yet to be invented, an important 
ingredient in any training programme should at the very least be 
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the cun-learning' of some of the technocratic habits and attitudes 
associated with conventional, apolitical notions of educational planning. 

Planning and legitimation 

W h a t does this discussion of educational planning have to do with 
the legitimation issue in education? In some respects, the issue of 
planning and the issue of legitimation are virtually the same: planning 
the implementation of educational policy and ascertaining the legit­
imation of that policy are dependent upon each other. If w e propose 
to change the notion and the scope of educational planning, h o w will 
such a change affect the processes and criteria for legitimation in 
education? 

T h e kind of educational planning to which w e have addressed a 
good part of our criticism illustrates one way in which the planning 
and legitimation have been seen as related: educational policies claim 
part or all of their legitimacy on the grounds that they are the result 
of careful and systematic planning. Educational decisions based on 
planning are in this perspective considered more legitimate than those 
which are not; at least implicitly, the planning process becomes a 
source of legitimation for educational decision-making. 

W e are inclined to consider this an inadequate treatment of the 
legitimation issue, especially since it only relocates the question: If 
planning serves as a source of legitimation for educational decisions, 
then where does planning obtain in turn its legitimation? T o be sure, 
there are theorists w h o , in the broader context of the legitimation 
debate conducted especially a m o n g G e r m a n social theorists5 over the 
last decade, advocate the notion of 'legitimation by procedure'.6 

However, there is every reason to think that such a formalistic notion 
of legitimation tends to lock the policy-making process, in education 
as elsewhere, irrevocably into the political and economic status quo. 

It would seem, then, that the search for sources of legitimation in 
education has to go beyond the procedural qualities of the planning 
process. In an overall sense, of course, w e can relegate the legitimation 
question in education to the realm of general political or govern­
mental legitimation and consider educational decisions, at least those 
m a d e by agencies and representatives of governments, legitimate by 
virtue of the power base of those w h o govern, be that base the results 
of popular elections, the charisma of an anointed sovereign or the 
instruments of military control. 
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However, this recourse to the general political legitimation process 
m a y be in need of a complementary argument which would establish 
a more specific source of legitimation for decisions and policies that 
affect particularly the field of education. W e propose that such an 
argument m a y well proceed from the postulate, developed elsewhere 
in this article, of a participatory/conflictual model of the educational 
planning process. If such a model were capable of providing a wide 
articulation of needs, aspirations and interests on the part of all those 
affected by education, and would lead planning to become a means 
of aggregating this wide articulation into alternative courses of policy 
action, then w e m a y have at least one model for a specific legitimation 
process in education that might be complementary to the broader pro­
cesses of political legitimation. It is clear that such complementarity 
between general and specific legitimation can only occur if there is a 
basic correspondence between the legitimation models: it would be 
naïve to expect a legitimation process in education to function on the 
basis of a participatory-conflictual model of educational planning if 
the political system at large derives its legitimation under the terms 
of an essentially hierarchical/consensual model. 

Samuel Bowles has subtitled a recent paper of his 'Educational 
Planners at Bay',7 echoing the scepticism of Levin's impression that 
educational planning is an exercise in optimism. Given the prevailing 
state of educational planning and the assumptions that have guided 
it over the last two decades or so, both are essentially right. At the 
same time, countries will continue, for whatever reasons, to undertake 
more or less systematic efforts to anticipate, project and plan the 
future of their educational system. T h e degree to which this is likely 
to be more than an 'exercise in optimism', however, will depend on 
the ability and willingness of planners (and of those w h o advise and 
train them) to accept a political mandate in planning education and 
to recognize the political conditions, boundaries and consequences of 
their tasks. W h a t w e will need, in short, is further probing into the 
political economy of education as a basis for moving from enlightened 
humility to a critical theory of educational planning. 
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Research into the art of teaching 
in the U.S.S.R. , and ways of applying 
its findings in practice 

This article deals with the art of teaching and not with education as a 
whole. T h e art of teaching, concerned as it is with the theory of 
education and instruction, is a most important branch of the science 
of education. Unlike methods of instruction for individual subjects, 
the art of teaching is concerned with general teaching principles 
independently of the specific content of different subjects. Research 
into the art of teaching makes wide use of, but is not identical with, 
general, educational and developmental psychology. T h e art of 
teaching concerns itself not with the mental characteristics and 
processes studied by psychology, but with the mutually inter­
connected activities of teaching and learning and with the principles 
underlying the educational process itself. 

Scientific, technological and social progress is making greater and 
greater demands on general education for the young. These demands 
m a d e by present-day living find expression in the official documents 
of the Party and the government, which define the work of all 
educational establishments, including general schools, and lay 
d o w n basic guidelines for the improvement of all their educational 
activities. 

T h e complex problems of education and instruction can be solved 
successfully only with the help of science. T h e art of teaching is 
concerned with the theoretical principles needed in order to find an 
effective answer to questions about the content, methods and organ­
ization of teaching. 

Let us look at some of the more important aspects of research 
into the art of teaching as it touches on these questions. 
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Research into the art of teaching in the U . S . S . R . , 
and w a y s of applying its findings in practice 

Content of education 

In recent years, a great deal of work has been done in the U . S . S . R . 
on improving the content of education in schools; and n e w curricula, 
syllabuses, textbooks and method manuals have been drawn up. 

It was by no means easy to define the content of education 
accurately. In the process, different tendencies came into conflict 
and various views were expressed. T h e experience of introducing the 
n e w syllabuses has n o w confirmed the correctness and soundness 
of the chief function attributed to Soviet schools, which is to achieve 
the harmonious and balanced development of the young. T h e basic 
notion of balanced and harmonious development has m a d e it possible 
to avoid one-sided education, the improvement of certain subjects 
at the expense of others and the belittling of arts subjects. 

Improvements in the subject-matter of education are however, still 
being m a d e , and work is continuing at the theoretical and practical 
levels. Efforts are being m a d e , above all, to complete one of the 
most important tasks in the improvement of education, namely to 
m a k e education reflect the modern achievements of science, tech­
nology and culture more fully and more faithfully, which means 
raising the theoretical standard of the subjects taught in schools. 
T o do this, it is particularly important to apply the theoretical 
knowledge already learnt to the study of subsequent sections of a 
course and to establish links between allied subjects. This calls for 
the definition in each subject of the principal ideas around which the 
substance of the entire course is arranged. 

These principles have had a substantial effect on the structure and 
volume of the content of almost every subject. It was borne in mind, 
in this connection, that in introducing schoolchildren to the main 
ideas of science, the deductive approach to the presentation of 
material is important since this accustoms a child from the very start 
to thinking by categories of science. 

This principle enables the material to be considerably condensed 
and provides a greater depth of knowledge through the assimilation 
of fundamental concepts. T h e principle has been put into effect in 
a number of courses. T h e problem of superfluous material has not 
yet been fully overcome, however, and it has not been possible to 
exclude everything that is out of date or of secondary importance. 
W o r k is n o w being done along these lines. 

K . D . Ushinsky, the eminent educationist, remarked that man's 
past experience, which has been presented as a scientific system and 
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which has m a d e up the basic content of education, should be reviewed 
and adapted to the current aims of education. T h e need for 'edu­
cational adaptation' is still relevant today. A n important teaching 
problem is therefore the correlation of science at its present-day level 
with the subject being studied. It is also important to define the 
methods for arranging subjects. A certain amount of serious research 
has been carried out in this field in recent years and has shown that it 
is both possible and necessary to achieve in school a significant 
raising of the theoretical level of the material learnt by the pupils; 
it has also shown that teaching can be so arranged that even the 
youngest children are able to grasp abstract concepts and acquire the 
rudiments of theoretical reasoning. 

T h e names of L . V . Zankov, D . B . Elkonin and V . V . Davydov 
should be mentioned in this connection. All three, by various paths, 
came to the conclusion that the cognitive activity of pupils should be 
stimulated and that the length of primary education should be 
reduced from four years to three. T h e country-wide transition to a 
three-year primary-school syllabus has n o w been completed in all 
schools in the U . S . S . R . V . V . Davydov, in his book Vidy Obobscenija 
v Obucenii (Forms of Generalization in Teaching), argues that the 
whole system of teaching must be redirected away from the inculcation 
of rational and empirical thinking in children towards the develop­
ment of scientific and theoretical thinking. Research on this is still 
continuing. 

In recent years, Soviet educationists have been giving considerable 
attention to devising practical ways and means of providing poly-
technical education at a level consonant with contemporary conditions 
and with the requirements of the future socio-political and economic 
development of our society. 

Polytechnical education, as a part of education in general, must 
familiarize students with the scientific bases of modern production, 
teach them general working skills that can easily be applied to n e w 
situations, and develop their capacity to use initiative in dealing with 
the technical, technological, organizational and economic problems 
associated with production. In this way, polytechnical education 
makes an appreciable contribution to the balanced and harmonious 
development of the children and provides a means of tackling 
important social problems such as overcoming the substantial dif­
ferences existing between physical and intellectual work and making 
work into a source of joy and inspiration rather than a heavy burden. 

M u c h research has been done by Soviet educationists into the 
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scientific foundation of the content of polytechnical education. T h e 
activities of workers in the most challenging occupations were 
analysed, and the results were used to construct an ideal model of 
the polytechnically educated person. This is n o w serving as a guide 
to the content of polytechnical education in general schools. There are 
five groups of comprehensive production-process principles that are 
general in modern industry and have become universal, viz. the 
principles of mechanical engineering, electrical engineering, auto­
mation technology, organization and economics. Polytechnical courses 
in school cover these principles together with the corresponding 
abilities and skills. Polytechnical education is provided through a 
study of the bases of science, through handicraft instruction, through 
various out-of-school activities and through the pupils' socially 
useful work. 

A study of the basic principles of the natural sciences gives the 
pupils a knowledge of the laws of nature and of ways of using them 
in production. T h e same is true of social laws and principles, about 
which the pupils learn through studying the fundamentals of the 
social sciences (history, the humanities and economic geography). 

In their basic scientific study, the pupils also learn to measure, 
calculate and draw, which are skills needed by the vast majority of 
production workers. T h e y further learn to cope with the various 
tasks and problems associated with the application of scientific laws 
to production. 

This however, does not exhaust the content of polytechnical edu­
cation. M a n y of the laws of technology itself and the more c o m m o n 
rules of production organization and economics cannot be taught 
a m o n g the basics of science without disrupting their internal logic 
and specific characteristics. Their place is in the theory sections of 
the manual-training courses. 

Productive work introduces the pupils directly into the system of 
organizational and economic relations so that they acquire knowledge 
of the organization and economics of production as well as experience 
of production relationships. Helping to solve organizational and 
economic problems and participation, as far as possible, in work-
efficiency, design and development activities and in socialist c o m p e ­
tition help to build up a team spirit and develop a constructive 
attitude to work. 
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Teaching and teaching methods 

In recent years, Soviet educationists have devoted a great deal of 
attention to research on active, stimulating teaching methods and to 
their introduction in school. 

T o m a k e teaching more scientific, it is extremely important to 
acquaint pupils with the scientific methods available to them. This is 
important in order to deepen their understanding of a given area of 
knowledge and to lay the foundations for scientific thinking, to give 
them a scientific approach to the understanding of reality and to form 
a truly scientific outlook. Such is the aim of the problem method of 
instruction, whose nature, significance and place in education have 
been the subject of a number of studies ( M . N . Skatkin, I. Y . Lerner, 
M . I. M a k h m u t o v , A . M . Matyushkin and others). 

T h e interest taken in the problem method is not fortuitous. T h e 
scientific and technological revolution is changing the nature of work 
in industry. Automation is taking over the monotonous processes 
with no variety which people find the most exhausting, and h u m a n 
effort is being employed for the more complicated and responsible 
functions of adjusting, managing, checking, regulating, promoting 
efficiency and so on. These functions call not only for broad general, 
polytechnical and specialized knowledge but also for well-developed 
abilities, especially the ability for independent, creative thinking. 
A s science comes into industry, a greater and greater number of 
rank-and-file workers are being involved in basic research activity 
and the application of science to the world of work. 

T h e only way to bring out a pupil's creative potential is to plunge 
h im right into the midst of creative activity. N o amount of description 
or even demonstration of what other people do can impart creative 
ability. T h e communication of predigested knowledge by the expla­
nation and illustration method, however well presented, will not 
develop the pupils' creative thinking nor their ability to learn by 
themselves. 

T o involve pupils in creative activity, what is needed is a system of 
cognitive tasks requiring investigation. T h e research referred to 
earlier has led to progress in laying the educational foundations for 
the development of independent cognition. This research has for­
mulated principles for the establishment of a system of cognitive 
problems and has shown ways of teaching pupils h o w to solve them. 
These principles have been expressed in practical terms for a number 
of school subjects, e.g. history, literature, Russian language and 
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economic geography, which represents a definite step forward along 
the road to the preparation of a set of cognitive problems for each 
individual subject. 

Problem instruction can be carried out by one of three methods, 
viz. by presenting facts in problem form, by organizing exploratory 
discussions and by using the research method. These three methods 
have a c o m m o n feature in that they all teach through the m e d i u m of 
problem solving, but they differ in the degree of independence 
required in the pupils' investigative activities. It is greatest in the 
research method, where the pupil's cognitive activity is almost on a 
level with scientific research work. 

In the exploratory discussion method, less initiative is required of 
the pupil, w h o carries out only certain parts of the research process 
with considerable help from the teacher. 

W h e n presenting facts in a problem form, the teacher conducts the 
investigation, providing the pupils with an example of reasoning 
based on scientific proof. T h e pupils merely follow the steps in the 
teacher's reasoning and his train of thought as applied to the problem. 

Despite the great educational value of problem instruction for pro­
viding pupils with consciously assimilated knowledge and developing 
their cognitive independence, Soviet educationists do not apply it 
to all situations, nor do they set it in opposition to traditional methods 
of education such as the explanation and illustration method or the 
reproductive method. Every method is necessary for its o w n specific 
educational tasks and cannot be replaced by other methods. T h e ideal 
should be to use them in harmonious combination. 

W o r k on h o w to stimulate creative thinking is closely associated 
with a thorough study of the instructional aspects of shaping a 
communist world outlook in pupils, a matter of utmost importance 
for our teaching and our schools. Forming a view of the world is, 
of course, a highly complex and many-sided process that concerns 
all areas of education, including research into the art of teaching. 

T h e essential unity of teaching and upbringing finds its clearest 
expression in the process of forming a view of the world. In that 
process, the pupils, under the teacher's guidance, continually add to 
their experience increasingly correlated ideas which are of signifi­
cance to the world outlook, while viewing that experience in the 
light of those n e w ideas which lead to fresh correlations. This process 
of forming a world outlook depends not only on the teacher's actions 
but also on the pupils' activity. N o world view or range of ideas can 
be regarded as having been finally formed until it is the pupils' aim 
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to apply those ideas, on their o w n initiative, to the parts of reality 
within the grasp of their consciousness. 

T h e process of cultivating a communist view of the world in pupils 
is a creative one because it is inseparable from character formation. 
In developing ways of including pupils in creative activity, the art of 
teaching really does, by the very logic of the movement of scientific 
thought, become associated with the moulding of a communist 
world outlook. T h e need arises for clearer answers to such questions 
as the range of knowledge concerning the world outlook that should 
be covered during secondary education, the criteria and methods 
needed to assess the level reached in the development of the pupils' 
world outlook, the various stages of its formation within the edu­
cational process, the best means of forming, within that process, each 
of the essential elements of the total world outlook, and so forth. 

In recent times, significant changes have taken place in an important 
area of educational activity—the use of teaching aids. Whereas for 
centuries knowledge was imparted almost exclusively through the 
teacher's spoken word, textbooks and a fairly limited range of 
graphic aids, it has become possible today to concentrate the transfer 
of information by the use of technical devices such as the cinema, 
radio and television. 

It is not merely a matter of showing more pictures of things. A 
raising of the theoretical level of education leads to an equivalent 
increase in the importance of symbolic representation. This includes 
various formulae and graphs that can catch the pupil's eye not only 
by being written up on the blackboard but also by appearing on film 
and television screens. All this makes it possible to give pupils large 
amounts of scientific information, in concentrated form, within a 
shorter time. 

This leads to a number of questions from the teacher's point of 
view, such as h o w to check the educational effectiveness of these aids, 
or concerning sets of teaching equipment for the study of individual 
subjects, sections and courses in the syllabus, etc. 

T h e complexity of using technical aids deserves a special word. 
Even the most extensive use of these aids m a y not give the necessary 
results if they are applied unsystematically on an ad hoc basis. T h e 
aids themselves, in their totality, should constitute a system and also 
be an integral part of the general system of education. A set of aids 
is a combination of interrelated educational resources that in accord­
ance with the requirements of scientifically based teaching makes it 
possible to carry out the work of education with the greatest measure 
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of success. T h e aids cannot, of course, replace the teacher; their 
function is to assist him. T h e individual components of a set of aids 
are linked to the course of teaching as a whole by a unified content 
and by the method of application. 

Let us take just one example of the extent to which the advis­
ability of using given technical resources is bound up with teaching 
conditions and educational tasks. 

In investigating the use of television in the teaching of history, 
a research worker started from the assumption that the direct use of 
dramatized television broadcasts (television plays) during lessons 
would in any case encourage a broadening of the repertoire of 
historical productions, would stimulate the pupils and would give 
them a deeper understanding of the material and help them to 
assimilate it. In practice, however, it was found that the use of 
television broadcasts and television plays of this kind, re-enacting 
specific historical events, did not always produce satisfactory results. 
T h e objective was not achieved where there was a need for profound 
interpretation of an event and the establishment of its logical links 
with other historical phenomena. 

T h e researcher was therefore faced with the problem of h o w to 
devise a system of television broadcasts of various kinds and combine 
their use with traditional methods of history teaching. 

T h e problem of devising sets of visual teaching aids and that of the 
integrated use of technical teaching resources is being tackled by a team 
working at the research institute for school equipment and technical 
teaching aids of the U . S . S . R . Academy of Pedagogical Sciences. 

T o m a k e pupils more active in assimilating the knowledge pre­
sented to them, use is m a d e in teaching of all kinds of independent 
activities as well as elements of programmed learning. 

Soviet educationists, while recognizing the educational value of 
programmed learning, do not support the attempt to substitute it for 
all other methods of teaching. W h a t w e are talking of here is the 
combination of programmed learning with traditional methods of 
history teaching, not the opposition of programmes learning to such 
methods. 

Organizational forms of teaching 

Forecasting the future development of schools, m a n y foreign edu­
cationists propound the total individualization of teaching as an ideal 
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to be striven for. T o this end, great hopes are pinned on programmed 
learning and on the use of computers. It is held that each schoolchild, 
working individually, will advance at his o w n pace, quite indepen­
dently of his schoolmates, and that this development of individualiz­
ation will render collective work unnecessary so that the class-lesson 
system will disappear. Ideally, it is suggested, efforts must therefore 
be directed at replacing class lessons by the individual learning system. 

N o one will argue with the need in teaching for an individual 
approach to each student. Disagreement arises w h e n the question is 
whether individual learning should completely replace the classroom 
lesson system, or whether the aim should be to achieve a harmonious 
combination of individual, group and class study. O u r answer to that 
question is that the class-lesson system has stood the test of time, 
not only on economic but also on educational grounds. As research 
carried out by Soviet educationists has shown, it offers a number of 
advantages, e.g. it ensures organizational clarity and order in the 
teaching process; it allows the personality of the teacher to exert an 
ideological and emotional influence on the class; it promotes its o w n 
kind of intellectual competition in the collective acquisition of k n o w ­
ledge; and it gives scope for the development of a team spirit in the 
course of the pupils' joint work and interpersonal contact. All this 
testifies to the need to preserve the class-lesson system. 

At the same time, however, w e should not close our eyes to the 
system's shortcomings. O n e of these is the practice of gearing prog­
ress to the level of some 'average' student. There are two categories of 
pupil w h o suffer most from this: the weak, w h o cannot keep up with 
the general progress of the class and become backward pupils w h o 
have to spend a second year in the same grade; and the strong, w h o 
are forced to mark time and do not m a k e full use of their potential. 
Educationists are n o w working in close co-operation with teachers to 
overcome these disadvantages. Studies are being m a d e of various 
combinations of class, group and individual forms of lesson for 
different stages of school education. Particular attention is also being 
given to different forms of collective study by pupils, such as mutual 
help and the mutual checking of work. 

Another thing that will help to m a k e education more effective is the 
establishment of a closer relationship between classroom and out-
of-school activities. In this respect, the relationship between class­
room information and the information that pupils are n o w obtaining 
more and more from other sources, such as books, newspapers, the 
cinema and television, is a matter of great relevance. 
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Tremendous opportunities for an individual approach to pupils 
are provided by the optional subjects that have been available in 
schools in our country for some years. T h e curriculum for Soviet 
general schools n o w includes periods for the close theoretical and 
practical study of various subjects of the pupils' choice, and this is 
directly connected with the transition to secondary education for all, 
to be completed shortly. O f course, a unified and compulsory 
c o m m o n core is necessary for the all-round education of young 
people. At the same time, however, secondary education must also 
lay the foundations of the future specialist's training. Optional 
subjects establish a definite bridge between general education and a 
young person's future specialization. 

Optional subjects are also particularly important for the develop­
ment of the innate abilities, interests and aptitudes of children and 
young people. Studying subjects they have chosen for themselves 
develops in schoolchildren a liking for them and an urge, together 
with the ability, to supplement and widen their knowledge on their 
o w n initiative. This aspect of optional subjects means that they 
provide an important way of training pupils to educate themselves 
after they leave school and to use their free time intelligently to 
achieve the balanced development of their intellectual and physical 
potential and of their scientific, technical and artistic creativity. 
Experience has already shown that the most successful optional 
subjects are those conducted like seminars. Within the general 
system of optional studies, an important place is occupied by inde­
pendent classroom work and homework using books. In optional 
courses, increasing importance is being attached to practical work in 
the laboratory, which helps pupils to learn on their o w n by way of 
experiments. T h e way that optional studies are conducted needs 
further scientific analysis and improvement. 

Particularly intensive efforts have been m a d e in recent years to 
devise n e w ways of organizing studies rationally, both in theory and 
in practice, in connection with the need to develop the pupils' 
creative thinking and cognitive independence. T h e fact that education 
is being confronted by n e w problems naturally means that n e w ways 
of organizing teaching work are called for which solve those problems. 
T h e aim of each lesson should correspond to the general demands 
m a d e on education. T h e organizational aspect of a lesson must, in 
turn, be in keeping with its purpose, the nature of its content and the 
teaching methods. 

In the past, a certain type of teaching process became established in 
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which the teacher's role was to communicate set information and 
subsequently to check that it had been learnt, while the pupil's role 
consisted of memorizing and reproducing the information c o m m u n i ­
cated by the teacher and set out in the textbooks. This also left its 
mark on the way teaching was organized. T h e majority of lessons 
followed an identical pattern, most being divided into four parts: the 
oral testing of knowledge, the presentation of n e w material, consoli­
dation and homework. This arrangement has come into conflict with 
the n e w demands m a d e on education by present-day living. In the 
practice followed by the best teachers, a start has been m a d e on 
replacing the routine lesson structure by more flexible forms of 
organization. In a situation where the aim of teaching is to impart 
knowledge as an instrument of cognition and reform, to give instruc­
tion in scientific methods and ways of solving problems, and to 
inculcate skills and abilities for investigative work, the universal 
application of any kind of external structure becomes unacceptable. 

At the same time, however, the lesson structure cannot be 
amorphous and haphazard. Each lesson must have a clear-cut struc­
ture which follows the logic of that lesson, with a sharp transition 
from one part to the next in keeping with the lesson's purpose and 
with the principles of the teaching process. These parts of the lesson, 
however, are not the traditional questioning, study of n e w material, 
consolidation, etc., in a fixed order, but steps towards achievement of 
the aim of the lesson, i.e. the mastering of its subject matter. T h e 
composition, size and order of the steps themselves can be modified 
depending on what is being taught, the aim in view, the principles of 
the learning process, the composition of the class and the teacher's 
methods. 

T h e structure of the problem lesson, for example, as shown by the 
research carried out by M . I. M a k h m u t o v , is composed of the 
following elements: (a) revision of knowledge, abilities, and skills 
already learnt; (b) creation of problem situations and the setting of 
problems; (c) intelligent exploration and solution of a problem 
(suggestion and verification of hypotheses); (d) verification of the 
solution to the problem and, if necessary, recapitulation of the way 
the solution was arrived at. 

T h e improvement of teaching as a whole and of its organization is 
bound up with finding solutions to the problems of optimizing the 
teaching process. 

A n important contribution to education science has been m a d e by 
the research on the optimization of the teaching process that has been 
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carried out over a number of years by Y . K . Babansky in the labora­
tory of the Schools Scientific Research Institute at Rostov. This 
research defines optimization of the teaching process as a system of 
measures that produces m a x i m u m results with the m i n i m u m expen­
diture of time and effort on the part of both teacher and pupil. T h e 
central idea underlying this system was the attempt so to arrange the 
teaching process that the educational effects would coincide as m u c h 
as possible with the pupils' learning abilities and would contribute to 
their further development. 

A n educational effect is not produced instantaneously but passes 
through a number of steps and stages. Starting with the mechanism 
whereby an educational effect is produced, Babansky defines teaching 
influences as the plannable, organizable, adjustable, verifiable and 
reckonable influences exerted on pupils by teachers with the aim of 
achieving specific results in their education. T h e teaching influence 
cycle accordingly comprises the following: planning, tailored to suit 
the characteristics of the whole class in question and of the individual 
pupils; organization, adjustment and correction; checking and assess­
ment of results. If even one of these is not given its due weight, the 
teaching influence does not lead to the opt imum results. In practice 
this means, for example, that teaching influences must be very 
carefully planned at all levels, from that of the school as a whole 
d o w n to the preparation of individual lessons and out-of-school 
activities. Having a properly organized system of measures for the 
optimization of education means that the process whereby learning 
activity is directed by the teacher becomes transformed into a student-
controlled process comprising the following: independent planning of 
activities, self-organization, self-regulation and self-verification of 
results. 

In addition to unity of influences on the pupil's activity, awareness 
and socialization, unity of content and objectives must be established 
in the educational process. This is achieved by unity in solving the 
problems of education, upbringing and development by means of an 
opt imum combination of educational principles, forms and methods. 
In this connection it is extremely important to see the dialectical 
unity and contradictoriness of individual educational principles and 
methods. If, for example, the principle of scientific character cannot 
be accommodated with the principle of accessibility, opt imum edu­
cational results will not be obtained. 

A narrow application of the systematic and sequential approach 
principle could well bring about a return to the educational standards 
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that (together with other factors) once led to the rigid structure of 
lesson elements that w e have already mentioned. In an actual learning 
situation, the best w a y of applying each of the principles and methods 
is determined by: (a) the specific educational objectives and tasks; 
(b) the characteristics of the actual material for the subject in question; 
(c) the characteristics of the actual class and their learning potential; 
(d) the conditions in which these tasks are to be carried out. 

This concept was evolved and tested in a large-scale, progressive 
experiment carried out by teachers of the Rostov province, and will 
undoubtedly m a k e its m a r k on the theory and practice of the rational, 
o p t i m u m structuring of lessons. 

This survey of teaching problems must include one important area 
of scientific knowledge that has a considerable influence on the effec­
tiveness of educational research and hence on the successful solution 
of the problems mentioned above. W e refer to teaching methods 
and the methods of educational research. W o r k in this field in 
recent years makes it possible to raise the level and effectiveness of 
research into the art of teaching, which is a vital prerequisite for the 
accomplishment of the tasks n o w confronting teaching science and 
practice. 

Applying the findings of research in practice 

T h e essential raison d'être of any science, including education 
science, is 'knowledge in order to foresee, and foresight in order 
to act'. 

T h e conclusions reached by education science are being put into 
practice, and the w a y they are depends upon the nature of research. 

Methodological research has no immediate practical application. 
It develops the logical and methodological means to be applied in 
fundamental theoretical and applied educational research so as to 
m a k e it m o r e effective. 

T h e findings of fundamental theoretical research are also not 
directly applicable in practice. T h e y serve as a basis for applied 
research and for the preparation of standard curricula, syllabuses and 
textbooks. T h e basic research mentioned earlier, for example, carried 
out by L . V . Zankov, V . V . Davydov and D . B . Ëlkonin provided the 
basis for the change in elementary education and was used in working 
out the n e w content of the syllabuses and textbooks for classes one 
to three. 
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Applied research produces practical conclusions and recommen­
dations that can be used in the day-to-day work of education. T h e 
most specific material for practical application, however, is the studies 
which plan the teaching and instructional process in detail, providing 
direct assistance to teachers in their day-to-day work with the 
pupils. 

Teorija i Praktika SamostojateVnoj Raboty (The Theory and Prac­
tice of Independent W o r k ) , a recently published book by O . Nilson, 
director of the Institute of Education of the Estonian S S R Ministry of 
Education, clearly sets out the complex path that leads from initial 
idea to its practical realization. Using the findings of fundamental 
educational and psychological research, the Institute undertook a 
composite study of the problems of independent work by pupils. This 
led to the preparation and experimental testing of sets of work books 
for forty-five subjects. T h e books were then printed in the necessary 
quantities and supplied to all teachers. It then became possible to put 
into practice in all the Republic's schools the system of independent 
work by pupils. 

This report has given only a brief survey of a number of problems 
on whose solution the successful development of Soviet general edu­
cation largely depends. Even this brief survey, however, provides an 
idea of the complexity and variety of the tasks with which education is 
confronted. M u c h has been accomplished, but there remains a great 
deal of hard work to be done. 
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Economic crisis, universities 
and students in Western Europe 
T h o m a s Forstenzer 

Within the space of a decade the situation and characteristics of uni­
versity students in Western Europe and North America have under­
gone a dramatic and, to some, a troubling change. If Herbert Marcuse, 
Henri Lefèvre and others could describe the university of the 1960s 
as the centre of the 'great refusal' of the consumer society or as that 
'free space' within which the contradictions of advanced corporate 
capitalism could be exposed and attacked, it is n o w possible to 
describe this same institution in the 1970s as the centre of the great 
confusion, if not the great disillusion, and as space which seems to 
have been readily reclaimed and mastered by the élites it once 
threatened. While there are recent signs of a resurgence of student 
activism in certain Western European settings, the issues chosen and 
the forms of mobilization utilized often reflect a confusion and 
despair unknown ten years ago. Commitment to profound social 
change, to support for Third World liberation movements, to an 
alliance between students and the working class has, in certain 
dramatic instances, given way to a narrow defence of the social 
privileges and expectations of students alone. Throughout Western 
Europe and North America, a seemingly apolitical concern for 
environmental issues has eclipsed the broader and more profound 
issues which characterized the student movements of the 1960s and 
early 1970s: society, economics and politics. 

T h e university itself, which underwent remarkable reforms and 
expansion only a few years ago, n o w finds itself a choice target for 
budget cuts which reduce course offerings and the access of qualified 
students to higher education. T h e major educational gains of the 
1960s, usually the direct result of protest and confrontation, 
including the democratization of access to the university, increased 
student participation in university governance, more 'relevant' and 
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socially concerned curricula, have been eroded, if not simply 
withdrawn without setting off significant student mobilizations. 

Interestingly, this perhaps overly dismal portrait of the university 
and its constituents in the 1970s must be seen against the background 
of the enormous strides m a d e by traditional working-class parties 
and progressive movements within certain European nations. In 
these countries, the militancy and charisma of the N e w Left have 
given way to an often dramatically reformed and renovated 'Old' 
Left. Criticisms of certain models of socialist development, pro­
grammes and slogans such as 'autogestion' and worker democracy and, 
most importantly, the immediacy of demands for fundamental social 
and political change, all of which characterized the gauchisme and the 
extra-parliamentary leftism or N e w Left of the past decade, n o w find 
themselves reflected in the historical and traditional political forces 
of the Left: Communist and Socialist parties which actually represent 
the working-class base of their societies, a claim which never could 
have been m a d e by the student movements of the 1960s. If 'sixty-
eight' evokes the image of dramatic, if short-lived, contestation, 
'seventy-eight' m a y well signal a quieter, more practical and deeply 
profound revolution in European society and culture. While future 
historians will have the final say in this matter, I think it is evident 
that the youth movements of the 1960s, however Utopian or short­
lived, played a role in the renewed vitality of the traditional for­
mations of the Left in m a n y Western European countries. Sixty-eight 
and seventy-eight are moments of the same general historic dynamic 
within the evolving structure of Western European society. M u c h of 
the student activism which seems curiously 'missing' from the 
university of the 1970s can n o w be found within the youth and 
student organizations of Socialist and Communist parties in m a n y 
countries. M u c h of the intellectual ferment which characterized the 
campus ten years ago has moved from the university and university-
oriented movements to the inner councils of these same political 
parties in the same countries. 

T h e fact remains, however, that the university itself and m a n y 
students reflect no seeming continuity with the 1960s at all. For 
significant groups of students, even within those Western European 
societies where the Left has grown enormously in recent years, 
the 1970s have been years of quietude and quiescence. In other 
countries where no such significant political changes have intervened 
between the 1960s and the 1970s, the apoliticalness and silence of the 
present student generation are even more striking. A n d issues similar 
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to those which mobilized massive student solidarity and protest ten 
years ago are hardly lacking in the world today. S o m e h o w South 
Africa seems far more distant from Western European and North 
American campuses at present than South-East Asia seemed only a 
few years ago. T h e domestic and foreign policies of certain governing 
élites and of m a n y multinationals are no less obvious and contro­
versial today than they were in the recent past. Yet the university, its 
teachers and its students seem to have withdrawn from the struggle. 
Even with the university itself a target for corporate domination and 
political control by conservative forces in some countries, student and 
faculty protest and resistance have been remarkable for their weakness 
or absence. 

W h a t has mobilized the political parties of the traditional Left in 
m a n y countries but has also demobilized and depoliticized the uni­
versity almost everywhere in Western Europe and North America 
is the same obvious and objective factor: the chronic economic crisis 
of the 1970s. Characterized by parallel and simultaneous increases in 
unemployment and the cost of living, the crisis has resulted in aus­
terity in public budgets, deep cuts in allocations to higher education, 
and severely reduced prospects of professional careers for university-
trained youth. White-collar occupations, particularly in the public 
sector, were often the first and hardest hit job categories. T h e uni­
versity, often considered a social luxury and, since the 1960s, fre­
quently seen as a source of political dissidence, was singled out for 
particularly harsh treatment. 

It was, and is, argued by certain political and economic managers 
that: 
T h e university prepares people for careers which are presently closed 

to n e w employment: teaching, research, and administrative pos­
itions in large public or private structures. 

Increased access to higher education, w o n in the 1960s, has debased 
the quality of degrees and flooded the job market with applicants 
w h o are both unqualified for employment and too numerous to be 
employed even if they met the standards of prospective employers. 

T h e university merely serves to raise the expectations and lower the 
potential social productivity of the working-class and lower-
middle-class students w h o gained entrance after the reforms of 
the 1960s. 

Fundamentally, the argument of m a n y of those in a position to m a k e 
educational policy is seductively simple. Higher education is seen as 
preparation for specific careers, and reduced job possibilities in 
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those careers means reduced allocations to higher education. In other 
words, the university is seen exclusively as a form of job training, and 
its functioning is linked directly to the fluctuations of the economy 
and the 'white-collar' job market. Furthermore, the economic crisis 
is usually presented by business and government as a natural p h e n o m ­
enon, closely akin to earthquakes or tidal waves, which must run its 
'natural' course with austerity in public services, including higher 
education. 

T h e logic of certain policy-makers, particularly in the field of 
higher education, is, in fact, contradictory. It can be demonstrated, 
I believe, that the m u c h decried economic crisis has been used as a 
pretext for educational policies which aim to prevent or reduce the 
threat of a resurgent student activism in the 1970s, which seek to 
reinforce or reconstruct the social consensus that existed before the 
explosion of the 1960s (at least a m o n g those relatively privileged social 
groups with access to the university), and which are designed to 
provide the existing economic system with m a n p o w e r and w o m a n -
power trained for needed technical and managerial tasks without 
any 'unnecessary' education in such potentially troublesome disci­
plines as sociology, history, political economy, philosophy and litera­
ture. Briefly, task-oriented training is to replace education, which, in 
its best sense, should provide critical social tools for the citizen. 

While bemoaning the 'over-supply' of university-trained white-
collar and professional workers in their economies, educational 
policy-makers (many governments, numerous corporate managers 
and, of course, certain influential private foundations), have under­
taken the most ambitious post-secondary-school development policy 
seen in this century. T h e remarkable b o o m in the 'community 
college', the 'technical college', the instituts universitaires de technologie 
and their local equivalents throughout the capitalist world indicates 
that the economy has continuing needs for trained people. Certain 
political and economic élites would prefer, however, to train their 
potential manpower and w o m a n p o w e r themselves and avoid the 
tainted atmosphere and dangerous content of university education. 
While pillorying the university for its overpopulation and 'over-
popularization', a process of lowered investments and standards over 
which they themselves presided, m a n y such policy-makers further 
eviscerate the content and aims of higher education by constructing a 
parallel system of institutions which offer little more than vocational 
training for technical and middle-management positions. 

T h e aim of such a strategy is evident: to restore the university to 
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its role as educator and, therefore, replicator of the existing élites 
while offering not very high 'higher education' to the lower middle 
and working classes. Just as the living standards of workers and 
white-collar workers have been eroded by inflation, while profits 
have increased in key economic sectors, expectations (and the level 
of political consciousness) are to be lowered for those of modest social 
origins by offering them a modest form of post-secondary education 
leading to modest jobs (with little hope of advancement to genuine 
administrative responsibilities) at, of course, modest rates of pay. 

Such a strategy, with its considerable initial expenses of 
constructing a wholly n e w system of schools, reveals important 
social pressures which policy-makers cannot avoid but which m a n y 
hope to direct along lines which seem safe for the status quo. First, 
the demand for higher education continues to grow throughout 
Western Europe and North America in spite of the economic crisis 
and loudly proclaimed lack of employment opportunities for gradu­
ates. Education—and the more the better—is a deeply embedded 
cultural value in our societies and not only as a form of social advance­
ment. Knowledge is considered a positive good in itself. It increases 
the quality of our individual and collective Uves. It helps us under­
stand, perhaps master, the world around us. It permits us to par­
ticipate consciously and fully in the life of our society and allows us 
to view myths and lies for what they really are. Second, the very logic 
of the developed, industrial economy requires highly trained people 
at all levels of production and administration. T h e economy cannot 
dispense with more and more highly educated working classes—both 
'blue' and 'white' collar—without unacceptable losses of productivity 
and efficiency. Because a highly educated work force will produce 
more, but m a y expect more and could d e m a n d more for itself, m a n y 
governmental and corporate élites would prefer to find that higher 
level of education which provides maximized productivity and 
minimized expectations and militancy. O n e of the political uses of 
the economic crisis, from the point of view of certain governments 
and business élites, has been to construct such a post-secondary 
system and fill it by dangling the bait of employment after graduation. 

Other political uses involve more direct attacks on the university 
itself. B y increasing the fees and living expenses of students, by 
reintroducing the numerus clausus and by other techniques designed 
to reduce open access to the university, certain governments and 
private authorities have created the conditions for a 'quiet purge' of 
the academy. This not only involves the obvious elimination of social 

287 



Thomas Forstenzer 

and ethnic groups which only recently have begun to enrol in reformed 
universities and n o w find that the means for continuing these reforms 
no longer exist. B y abruptly cutting back demand for teachers at all 
educational levels and for professionals in almost all aspects of 
government and social services, certain policy planners have suc­
ceeded in shifting student enrolments from the broader, more 
humanistic and less 'practical' faculties which prepare students for 
teaching and other forms of public service to more technically 
oriented studies which feed more or less directly into the private 
economic sector. This phenomenon, of course, closely parallels the 
emphasis on n e w technical colleges, totally outside the university. 

Within the university, this creates fierce competition for grades, 
distinction and even academic survival a m o n g students in all disci­
plines. T h e demand for admission to medical, law, and business 
faculties (which offer some degree of remunerative employment after 
graduation) far outstrips the number of places available. Once in 
such a faculty, students are subjected to a continuous weeding-out 
process which places them in a constant fear for their professional 
future and pits them against each other for often arbitrarily and 
falsely limited jobs after graduation. N o one can argue, for instance, 
that Western Europe or North America has a sufficient n u m b e r of 
medical doctors or of 'health delivery systems', yet medical students 
are often in constant competition with each other for the 'best' 
residences and jobs. 

It would be equally false, I believe, to argue that Western Europe 
and North America can be satisfied with the present number or 
quality of primary-school, high-school and university teachers. Yet 
here policy-makers have almost convinced us of the existence of an 
unabsorbable glut of teachers. They point to decreasing birth rates 
and other 'natural' factors (like the economic crisis) without ever 
pointing to chronically large and inefficient class sizes in primary and 
secondary schools or to educational systems which provide maximal 
numbers of teachers and expensive facilities for the children of the 
privileged and minimal per pupil expenditure for the modest and 
the poor. T h e y never point to declining reading or mathematical 
aptitudes a m o n g virtually all secondary-school students in some 
countries as an argument for more teachers. N o , indeed! S o m e suggest 
that television has reduced collective I . Q . or, and I note this with 
alarm, others present statistical arguments to 'prove' that ethnic 
minorities are biologically doomed to lower I . Q . scores. 

Despair and confusion are most evident in those faculties and 
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disciplines which traditionally provide the education of teachers, 
scholars and broadly prepared civil servants. Given the limitation of 
jobs after graduation, one must be incredibly adventurous, confident, 
or stubborn, to embark on a career in the humanities or even m a n y 
pure sciences. Only the very best will find work in their chosen 
fields and, even then, the work m a y be part-time or poorly paid. 
A n d in these fields the 'quiet purge' is most evident. B y freezing or 
reducing the number of teaching and/or research jobs, some govern­
ments and private governing boards have succeeded in eliminating 
known dissidents, usually the young, from teaching posts by firing 
for 'economic reasons' those w h o were already employed. This is 
particularly interesting at present since m a n y young teachers were 
undergraduates or graduate students active in the movements of 
the 1960s. At least one government in Western Europe has explicity 
defined such a politically active past as reason enough for barring a 
candidate from teaching or government service. 

T h e m o o d among university students is largely one of passivity 
and fear. W h e n anger has broken out in the form of student uprisings, 
the high level of violence has often been matched by a confusion of 
political aims. T h e naive counter-culture 'politics of happenings' is 
invoked from the 1960s, but the despair of the 1970s is the dominant 
motif. Nostalgia, an escape from the present, has become the domi­
nant cultural m o d e on the North American and Western European 
campuses with which I a m familiar. Fifties music and sixties slang 
and drugs are m u c h in evidence, with few indications that the majority 
of students are involved in inventing cultural forms appropriate to 
the present crisis. Interestingly, the 1930s, a similar era of economic 
crisis and social struggle, remain forgotten except by those w h o 
remain active in the politics of the Left. 

T h e crisis has, in fact, exposed the ambivalent position of students 
as a social group and the ambiguity of the university as a social 
institution. A major political force in the 1960s (a period of seeming 
prosperity and expanding prospects), students could act on behalf of 
distant peoples and even more distant ideals. At present, they seem 
incapable of defending their most basic educational and economic 
interests. M a n y hesitate to participate actively in the pursuit of goals 
espoused by Communist and Socialist parties committed to funda­
mental social changes. M a n y are content to withdraw from political 
engagements and live fundamentally private and isolated lives, at 
least until graduation, unemployment, or underemployment become 
unavoidable facts. 
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T h e reasons for this curious comportment, especially against the 
background of the 1960s, are both very simple and remarkably 
complex. T h e simplicity lies in the lower-middle-class and bourgeois 
origins and aspirations of most students. These factors create evident 
obstacles for direct political commitment to the organizations and 
parties of the working class; so m u c h for absolutely orthodox Marxism. 
T h e social origins of today's students help us understand the hesi­
tations, the confusions and the passivity of students in an economic 
crisis which draws class lines with stark clarity. 

T h e complexities lie in the historical problem that students, or 
significant minorities of students, have crossed such class lines in the 
past and in similar conditions of economic and political crisis; during 
the great depression, in the anti-fascist resistance movement , in the 
immediate post-war period, and again, but this time as critics of 
traditional formations on the Left as well, in the 1960s. W h y not 
now? A n d w h y not with equally dramatic numbers and equally 
dramatic results? T h e answers, I believe, can be found in the specific 
circumstances of the present and in the ideological defences which 
have been erected since the experiences of the 1960s. 

Far from being idealistic and sympathetic onlookers to economic 
crisis, students are n o w directly affected by unemployment. Unlike 
the responses of the 1930s, m a n y governments, for a variety of 
reasons, are making no effort to cope with the crisis by offering 
alternative employment to the unemployed and particularly the 
young, or by expanding higher education to absorb the potentially 
unemployed. With white-collar bourgeois roots and aspirations, 
students are suddenly being treated as mere white-collar proletarians, 
or worse, as well-educated members of the reserve army of the 
unemployed. T h e y resent their elders w h o are employed and they 
are particularly suspicious of those trade unions which defend the job 
security of their members , with the apparent result of closing off 
the job market to the young. They are young people, often highly 
trained and highly proficient, whose first experience of responsible 
adulthood is to discover that they are economically useless. They have 
also discovered that the institution in which they worked so hard for 
grades and honours is also economically useless to them. T h e uni­
versity, and the educational system as a whole, can no longer employ 
even its most brilliant graduates because of budget cuts and hiring 
freezes. 

As a collectivity, students have been broken up by the competitive 
pressures of 'doing better than the next guy', in order to have a 
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chance on the job market. As one of several social groups victimized 
by unemployment and chronic underemployment, students have been 
marginalized, perhaps self-marginalized, by the fact that their youth 
places them at an apparent economic disadvantage to their elders of all 
social classes. 

Capable in the 1960s of wielding theories and ideals with m u c h 
panache and some precision, students are having more difficulty 
with the hard realities of the 1970s. N o one is blameless for their pass­
ivity in most circumstances and their confusion w h e n they mobilize 
as a distinct social category. T h e educational system and particularly 
the university bear a considerable responsibility. University-bound 
students are early withdrawn from the practicalities of life—including 
any experience of manual labour—and taught that school life is 
s o m e h o w apart from real life. T h e y are taught that they will inhabit 
a different social universe than most people in their societies, and 
that it is their right and privilege to do so, upon successful completion 
of their studies. Even worse, the university, reflecting dominant 
ideology, has long argued that its principal value was its economic 
function of providing qualified personnel for the needs of business 
and government. It could only protest feebly w h e n job shortages led 
to budget cutbacks. 

T h e university is, of course, an institution subject to the dominant 
political, economic and ideological forces in its society. Not only 
does it faithfully reflect the split between intellectual and physical 
labour characteristic of our economic system, it also represents the 
parcellization of function peculiar to our societies. Its function is, 
almost exclusively, that of educating the young, rather than being 
open to the permanent education of all ages and social categories. 
Education itself is seen as a form of pre-professional training, 
providing general and specific 'skills' which are 'marketable'. Even 
the freedom of inquiry and communication which is supposed to 
reign within the university's inner city is rarely tolerated w h e n it 
leads to social and political action. Cut off—by social function, 
status, tradition and ideology—from the practical, productive life of 
society, the university has become that agency of State or private 
capital which is specialized in the selection and training of élites. 
As such an agency, the university has co-operated in the social 
policies of economic crisis: restricted access to higher education, 
failure to institute or carry forward the reforms w o n in the 1960s, 
the lowering of social expectations a m o n g working-class and lower-
middle-class students, and the 'quiet purge' of the educational system. 
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T h e most prestigious knowledge factory for the job market, the 
university responds to economic crisis in m u c h the same way as any 
firm or productive unit and often with the far greater precision of a 
governmental agency pursuing a set policy. Students are taught that 
their formal education and their intelligence are necessarily superior 
to what is learned in the work place and experienced in real life. 
Under the stress of cutbacks and unemployment, they learn that they 
are individual economic units in Darwinian competition with each 
other for good grades, distinction, and the few jobs which remain 
available. T h e result is an attitude of drift and resentment. Drift is 
experienced because university-educated youth expects, but cannot 
find, employment commensurate with its interests and academic 
achievements. Resentment is experienced because neither the uni­
versity nor society as a whole appears prepared to confront and solve 
the practical problems of unemployed graduates and because others, 
w h o entered the work force before their graduation, seem to close 
off any possibility of useful and interesting work. Unemployment 
prolongs a juvenile status of dependency on family and of economic 
uselessness, despite the hard work and commitment required by 
successful studies. 

T h e problems of the educated unemployed and of higher education 
cannot be solved separately or piecemeal. They must be solved soon, 
however, if goals of democratic progress and social change are to be 
achieved in our societies. Only a democratized and dynamic uni­
versity can educate large numbers of people to a sophisticated and 
practical appreciation of such broad social objectives. Only a reformed 
university can begin the process of breaking d o w n the barriers between 
intellectual and physical labour and start the project of providing 
lifelong higher education to society as a whole. But because the 
university remains a reflection of its society and because students 
remain socially formed, only social change can lead to educational 
change. 

T h e risk of maintaining the current state of affairs, with the 
resulting despair and resentment among educated youth, is a noxious 
political dynamic set off by a sense of uselessness, lost status, and 
confused identity among socially uprooted youth: the politics of fear 
and anger. 
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Elements for a dossier 

Development and education 
in Latin America 



Vicente Lema and Angel D . Márquez 

What kind of development 
and which education? 

Stages in the process 
of international co-operation 
in the region 

Activities in the field of technical co-operation, 
as developed in Latin America and Caribbean 
countries, have been carried out within the context 
of the educational doctrines formulated during 
various meetings in the region. The Regional Edu­
cation Seminar held in Caracas in 1948 marked 
the beginning of the gradual development of a 
policy on many different aspects of education, 
consonant with the reality and the needs of the 
Latin American continent. 

It would take too long to enumerate the many 
events that helped to determine broad policy guide­
lines for solving what were considered to be the 
priority problems of education. Mention should, 
however, be made of the following: the four meet­
ings held in Lima during April and May 1956, 
particularly the Second Inter-American Meeting 
of Ministers of Education; the Conference on 
Education and Economic and Social Development 
(Santiago de Chile, March 1962); the Conference 
of Ministers of Education and Ministers respon­
sible for Economic Planning in countries of Latin 

Vicente L e m a (Bolivia) and Angel D . Márquez 
(Argentina). Latin America and Caribbean Section, 
Operational Programmes Division, Education Sec­
tor, Unesco. 

America and the Caribbean (Buenos Aires, 
June 1966); the Conference of Ministers of Edu­
cation and Those Responsible for the Promotion of 
Science and Technology in Relation to Develop­
ment ( Venezuela, December 1971); and the Meet­
ing of Experts on the Implementation of the 
Recommendations of the Venezuela Conference 
(Panama, February 1976). 

The basic studies prepared for the above meet­
ings by Unesco and the other international organ­
izations taking part sought to highlight the more 
acute educational problems facing the region, along 
with the principal trends in education over a given 
period of time. The final reports of the meetings 
suggested theoretical guidelines and alternative 
policies for dealing with the problems studied. 

At the same time, certain other works published 
by Unesco provided an extensive panorama of edu­
cation as it was at the particular moment of publi­
cation. These studies, which were normally pre­
pared by the Unesco Regional Office for Education, 
included: L a Situación Educativa en América 
Latina (The Educational Situation in Latin 
America) (i960); and Evolución y Situación 
Actual de la Educación en América Latina 
(Evolution and Present State of Education in 
Latin America) (1976). The former dealt specifi­
cally with education at the primary level, the 
latter with the system as a whole; critical analysés 
were made of the progress achieved and the main 
shortcomings of the various systems were singled 
out. 
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Although nearly all the meetings approached 
educational problems from the point of view of 
development, some were specifically devoted to the 
study of the relationship between education and 
economic and social development. 

The international organizations which financed 
the many educational projects in the region, and 
Unesco, in its capacity as Executing Agency, 
sought to work within the framework devised by 
the seminars, conferences and meetings referred to 
above. Likewise, activities financed from Unesco's 
own funds were developed according to the same 
broad principles, which, as is logical, were reflected 
in the wider context of the resolutions adopted by 
various international conferences and the General 
Conferences of Unesco. Therefore it can be affirmed 
that the technical co-operation offered by Unesco 
was based on well-documented prior knowledge of 
the state of education as a whole as well as of 
specific situations and the particular problems 
which had to be solved. 

Reflection over the last thirty years concerning 
the general problems of education in the area, and 
the action stemming from it, form a process with 
several distinct stages. These stages may seem 
arbitrary, like all attempts to delimit historical 
periods. None the less, they are useful for the 
purposes of this article, in that they lend coherence 
to the material discussed. 

In an initial stage, certain basic conceptual 
elements were developed and the necessary infor­
mation for tackling the most urgent problems was 
compiled: the extension and improvement of pri­
mary education, literacy training, teacher train­
ing, etc. It was a stage in which the need to cope 
with immediate practical difficulties of vast pro­
portions overrode theory. Therefore most edu­
cational operations developed at this time were 
conceived from a 'pedogogical' standpoint, which 
is to say that they largely revolved around the 
question of educational practice, representing only 
one aspect of the actual situation. 

The second stage dates from the Inter-American 
Seminar on Overall Planning for Education ar­
ranged by the Organization of American States 

(OAS), and Unesco (June 1958, Washing­
ton D . C . ) . At this point narrow and fragmented 
educational conceptions began to fall away; efforts 
were made to integrate education in planning. 
Planning was seen as a means of associating prob­
lems in education with the wider solution of social, 
cultural, political and economic issues. 

But it was the Conference on Education and 
Economic and Social Development (Santiago, 
1962), that pioneered systematic, in-depth exam­
ination of relations between socio-economic factors 
and education. Analysis was made of demographic 
and socio-economic aspects of the situation in Latin 
America that had a marked influence or made 
heavy demands upon education. The role of edu­
cational systems in social and economic develop­
ment was defined. Guidelines were formulated to 
aid the countries involved in devising and ex­
ecuting educational projects deliberately linked 
with plans for economic and social development. 

A significant milestone in this second stage was 
reached at the Conference of Ministers of Edu­
cation and Ministers Responsible for Economic 
Planning in Countries of Latin America and the 
Caribbean (Buenos Aires, 1966). This Confer­
ence recognized 'the still inadequate degree of 
integration of educational planning in general 
economic and social development policy and plan­
ning', and made various recommendations aimed 
at widening the scope of methodological studies 
'particularly in relation to the criteria governing 
the incorporation of the manpower aspects in 
general planning'. 

Despite the intentions expressed at the various 
meetings concerning the linking of education with 
socio-economic development, it has to be recognized 
that the quantitative (and, in some cases, quali­
tative) progress achieved by educational systems 
in the region had relatively little to do with the 
pattern of economic and social development. 

In some cases, educational policies applied on a 
sectoral basis not only failed to contribute anything 
to the solution of the overall problems of develop­
ment but even created new difficulties along with 
structural imbalance. 
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At the fifteenth session of the Economic C o m ­
mission for Latin America (ECLA,Quito, 1973 J,1 

it became clear that certain concepts needed to be 
reconsidered in the light of development and that 
renewed emphasis should be laid on its social objec­
tives. The document known as the Evaluación de 
Quito stresses the social objectives of development, 
as well as its qualitative aspects and the integral 
character of the strategies needed to achieve these 
ends. 

Likewise, Unesco recognized, in the 1976 publi­
cation referred to above, that at the beginning of 
the 1970s there was a need in Latin America for 
a retrospective evaluation of development measures 
so far accomplished. According to this study, the 
fact that despite these efforts fundamental social 
and economic problems still remained—indeed in 
some cases they had grown even more acute—called 
for an in-depth review of the whole concept of 
development which had so far prevailed, as well as 
of the policies and strategies that had been applied. 

This clear awareness of the need to revise the 
entire concept of development, to stress its social 
objectives, to draw attention to the integral nature 
of the strategies for its achievement and to adopt a 
unified approach meant that the role of education 
had to be redefined in terms of the development 
process. 

These were the background elements that led to 
what may be termed the third stage in the process 
of reflection in Latin America concerning education 
and co-operative international action to promote it. 
The Conference of Venezuela (1976) and the 
launching of the project on Development and Edu­
cation in Latin America and the Caribbean (at the 
end of 1975), constitute the two basic elements of 
this third stage, which began so recently and which 
is still under way at the time of writing. It is a 
stage which can draw on wide experience, but 
which bears an enormous responsibility. The stages 
characterized by statements of theory have now 
been superseded; their results were far from encour­
aging: what has to be done during the present stage 
is to leave past errors behind and to devise overall 
strategies which will generate the kind of education 

and development that the peoples of the region 
want and need, and to which they have a legit­
imate right. 

Educational policy 
and 'human resources' 

In the second stage referred to above, in which the 
link between education and development became 
more systematically established, the factor of 
'human resources' took notable precedence. The 
approach adopted was that of the economist, and 
education was viewed simply as a means of training 
human resources for development, as a factor of 
production. Clearly, this approach did not orig­
inate in Latin America nor was it exclusively 
applied in the region. Since i960, when the 
Americans Schultz, Becker, Mincer, Denninson 
and others established the bases of a new economic 
science—the so-called economics of human re­
sources—and other investigators were formulating 
a new discipline, which may be defined as the 
economics of education, educators, teachers and 
professionals in the science of education have been 
witnessing, with little hope of reversing the trend, 
what might be called the 'economicization' of edu­
cation, i.e. a loss of, or insufficient regard for, the 
human dimension in education and a form of 
technocratization: in a word, the dehumanization 
of education. 

This technocratic view of the relationship be­
tween development and education, and other ap­
proaches that tended to concentrate on the contri­
bution of education to economic growth (e.g. the 
relationship between education and gross national 
product), have been gradually losing ground. It 
was realized that the connections between education 
and economics are not simple and linear, as had 
been somewhat naively postulated. There was 
growing awareness of the complexity of the ques­
tion of the relationship between education and 
economic and social development. It was recog­
nized that there was a clear need to extend study 
of theories concerning the influence of education on 
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the workforce, on social mobility and stratification, 
income distribution, consumer participation and 
social well-being, etc. What is more, it was seen 
that even if levels of production in the region rose, 
and even if other economic indicators showed 
massive progress, the gap between the hegemonic or 
central nations and the fringe or developing 
countries continued to widen. Within the latter 
countries less privileged groups continued to live at 
an enormous disadvantage in comparison with the 
minorities which concentrated economic power in 
their own hands and had the highest income level. 
Certain basic and essential doubts are bound to 
arise when these facts are faced. The Director of 
U N D P for Latin America and the Caribbean, 
G . Valdes, summarized these doubts not long ago 
in two questions: Development for whom? Develop­
ment for what? 

To paraphrase Valdes, 'the reality of today 
shows that most of the benefit is absorbed by a 
minority sector which, because of education and 
training, and financial, technological and commer­
cial factors, has established itself in the bustling 
metropolitan centres of the world, and its activities 
have no driving effect in improving the conditions 
of the majority'. But this reality is unacceptable, 
and consequently we must insist on finding ways to 
transform it. 

The answer to the second question is complicated, 
because it concerns the type of society and civiliz­
ation one wishes to create. What kind of develop­
ment is humanity in general, and the Latin 
American region in particular, trying to attain? 
What kind of society, what kind of man, and 
therefore what kind of education and culture? 
These are the leading questions that are taxing 
intellectuals, politicians and educators indeed all 
men of sensibility in Latin America. 

The international organizations that are com­
mitted to co-operation for development find them­
selves impelled to go deeper into this issue and 
seek answers which can give a new purpose to their 
operations, making them more effective, more equi­
table and more compatible with the high principles 
of humanity which presided over their creation. 

Objectives of the Development 
and Education project 

The ultimate conviction of the international organ­
izations was that the whole issue of development 
and its relationship with education should be 
reconsidered. The strictly economic focus must be 
abandoned and the problem must be approached 
with a full appreciation of its many facets and 
dimensions, if technical and financial co-operation 
was to be consonant with the expectations of the 
people and achieve the desired impact. 

The efforts to clarify the problems of education 
and development made by educational planning 
services in several countries of the region, by the 
Unesco Regional Office for Education, ECLA and 
other regional and national organizations, were 
seen to be insufficient. The systematic study of so 
vast and complex an issue could not be approached 
as just one more task among many others; it 
required the formation of an ad hoc group which 
would be closely linked to national research 
groups or to organizations which would undertake 
searching analysis of specific situations in each 
respective country. Hence the idea of a project 
exclusively dedicated to the study of development 
and education. 

The aim of the project would be to promote 
systematic reflection on relations between education 
and society, and explore various possible alterna­
tives in development policy that would cover edu­
cation and other social aspects. Moreover, it would 
have to constitute a basis for dialogue among those 
responsible for development policies, at both the 
political and the technical levels, which would 
make it possible to situate the role of education in 
the development process. Consideration would be 
given not only to the intrinsic functions of edu­
cation but also to the particular place it occupies 
as the most dynamic social sector in Latin America 
today, a source of cultural changes and a means 
of fostering rational behaviour; this applies just 
as much to the preparation of the individual for 
his task as a producer as to his role as a citizen. 

The aim was that the project should promote 
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reflection on the relationship between education 
and society, by comparing the prevailing tendency 
towards educational expansion without any match­
ing social development, with unified conceptual 
planning of the whole development process, having 
regard to specific conditions in each country, and 
covering diverse types of educational and social 
development. 

The Regional Project for Development and 
Education in Latin America and the Caribbean 
was established in order to give practical expression 
to these aspirations and ideas. 

The following immediate objectives assigned to 
the above project should be mentioned here, by 
reason of their importance: 
To study development alternatives in education, 

specifying the forms that economic, social and 
cultural development might take in each country 
and in the region as a whole, during the last 
quarter of this century. 

To set out criteria as a basis for possible changes in 
international co-operation in the sphere of social 
and educational development, indicating pri­
orities and forms of action. 

To establish bases for social planning which will 
dovetail action concerning education with par­
allel initiatives in other social sectors. 

The mere listing of these objectives reflects the 
magnitude and responsibility of the task. 

There is no need here to describe the strategies 
brought into play by the project in order to 
achieve its objectives. We would, however, briefly 
indicate that the project, in its initial phase, 
moved away from overall analyses—which, like 
overall recommendations, had shown only rela­
tive effectiveness—to give preferential treatment 
to case studies and the review of problems which, 
according to the national development strategies 
of the countries involved in the project, required 
priority consideration. The project called for the 
participation of teams of governmental technical 
experts and of groups from academic centres in 
undertaking case studies. As a result of these two 
operative dimensions, some dozens of social re­
searchers and technical experts have been engaged 

in study of the problems of development and edu­
cation in the region, a marked achievement in terms 
of horizontal co-operation between the countries 
involved and between their respective academic 
centres. 

The project set out various analytical ap­
proaches. Among these were studies concerning 
the problems and requirements of education and 
rural society, studies concerning situations and 
types of development and education, studies relat­
ing to the employment market, educational plan­
ning and financial considerations bearing on edu­
cational development and planning strategies, and 
studies of a historical kind and analysis of the 
socio-economic structures within which education 
develops. 

In the light of considerations and conclusions 
contained in the case studies, global studies will be 
undertaken under the project in the near future to 
provide the necessary data on which possible changes 
in international co-operation in the sphere of social 
and educational development may be based. 

Anticipated results and impact 
of the project 

An expectation is the availability at an early date 
of global studies, which will set out norms and 
options to enable international and regional co­
operation organizations to give the planning of 
their activities greater precision and to facilitate 
the dovetailing of action in education with action 
in other sectors of social development. 

In short, they will enable development problems 
to be tackled more rationally and systematically 
than before and will define more clearly the role of 
education within the whole series of measures 
which must be undertaken on an integrated basis 
by all social sectors. 

Such studies would be of considerable value not 
only to international and regional organizations 
but to governments in the region as well. The latter 
would be able to make use of the data and options 
offered (according to their own political, economic 
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and social policies) for the more effective attain­
ment of the development objectives which each one 
of them has established. 

Up to the present time the action of the inter­
national organizations, as has been pointed out 
earlier, has been neither improvised nor based on 
circumstantial and arbitrary decisions. However, 
the contributions that the project should be able to 
provide will carry rationality and scientific method 
as applied to international action one stage further; 
the far-reaching importance of this is obvious. 

In the short period that has elapsed since its 
inception, the project has achieved the following 
positive results: the opening of the way for the co­
ordination of the activities of different organiz­
ations, such as U N D P , E C L A , and Unesco, and 
of many countries in the region, on the basis of a 
work programme catering for interests which, it is 
recognized, are shared and which involve the 
achievement of common objectives; the estab­
lishment of a regional network of teams of govern­
ment technical experts and of groups from aca­
demic centres engaged in study of the problems of 
education and development, so as to intensify 
research into specific subjects of particular concern 
to a given country or group of countries; and the 
preparation of a series of case studies which shed 
new light on problems or situations that had not 
previously been the subject of detailed analysis or 
been given any particular consideration from the 
standpoint of development and education. 

The dissemination of the case studies referred to 
above opens up the possibility of a widespread 
exchange of criticalviews; it fosters the comparative 
examination of a set of problems which in many 
respects is not confined to the region and which can 
be of interest to researchers in other areas who will 
perceive parallels and differences in given cases 
or aspects of education shared by all. 

It is interesting to note that the Development 
and Education Project has relatively modest 
financial resources and that all the personnel 
taking part in its activities, at the central co­
ordinating level and in the regional network, 
belong to the countries in the region. The project 
could serve as a model or example of considerable 
interest for other parts of the world. This objective 
is not explicitly formulated in the project, but is 
none the less valid for all that. 

The conclusions which may be drawn and the 
alternatives offered will obviously be valid only 
for the region in question. They cannot be applied 
automatically to other contexts and other his­
torical, educational, economic, cultural and social 
situations and must be the subject of separate 
research in each particular instance. But what 
has been set up is a model for co-operation be­
tween international and regional organizations 
and countries in a region, in their common quest 
for solutions to the 'education and development' 
issue, as well as a strategy for action and a 
methodology for work which can be adapted to the 
needs of other latitudes. What is more, a spirit of 
international collaboration has been established, 
underlying the determination to solve development 
problems in such a way as to bring about justice 
and equity among peoples and individuals. All this 
is consonant with the principles of a new world 
economic order—a source of hope for real progress, 
the affirmation of the cultural identity of peoples 
and the humanization of their development. 

Notes 

I. The Economic Commission for Latin America is re­
ferred to both by its English abbreviation, E C L A , and 
by its Spanish one, C E F A L . 
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The Project for Development 
and Education in Latin America 
and the Caribbean 

T h e academic and political thinking behind the 
Project for Development and Education in 
Latin America and the Caribbean reflects the 
new nature of the relationship between devel­
opment and education in Latin America. 

At the Conference of Ministers of Education 
and Those Responsible for the Promotion of 
Science and Technology in Relation to Devel­
opment in Latin America and the Caribbean 
organized by Unesco (Venezuela, 1971) and the 
sessions of the Economic Commission for Latin 
America ( E C L A ) held in Quito (1973) and Port 
of Spain (1975), the governments of the region 
expressed their concern regarding the relation­
ship between education and development. They 
stated that 'the very concept of development 
must be improved and the fragmentary ap­
proach to economic growth and h u m a n devel­
opment discarded . . . it is necessary to take an 
integrated view of all the social, economic and 
political determinants'.1 

T h e United Nations Development Pro­
g r a m m e ( U N D P ) , evaluating its technical as­
sistance projects in collaboration with the 

Germán W. Rama (Uruguay). Academic, currently 
with the Economic Commission for Latin America 
(ECLA). Co-ordinator of the Project for Development 
and Education in Latin America and the Caribbean. 
Author of Grupos Sociales y Enseñanza Secundaria; 
El Sistema Universitario en Colombia.; Educación y 
Estructura Social en América Latina. 

governments concerned, tackled the problem of 
establishing criteria for dealing with the in­
numerable demands from a constantly expand­
ing sector and ensuring that these criteria are 
applicable to the kind of development for the 
region that is possible and desirable. 

In the light of these questions, Unesco, 
E C L A and the U N D P , with the backing of 
thirteen Latin American governments, set up a 
regional project, which began in April 1976. 

T h e point of departure for this project 
was an awareness of the significant structural 
changes which have occurred in the region over 
the past twenty-five years. It has experienced-
very high rates of population growth and 
considerable urbanization, and there have been 
changes in the contribution made by the various 
sectors to national production. But industrial 
growth has not been sufficient to stimulate 
the overall economy, and in particular it has 
failed to provide adequate employment for the 
working-age population. Moreover, the changes 
have not brought about any significant alter­
ation in the highly concentrative pattern of 
income distribution. 

During this period, large numbers of the 
people have become literate, and education, 
which was formerly a preserve of the élites, has 
become available to a high percentage of school-
age children and adolescents. 

These large-scale changes have given rise to 
a number of new situations, but have not 
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always ensured equality of opportunity, nor 
have all the educational improvements necess­
arily led to a higher level of development. 

In this transitional period in Latin America, 
characterized as it is by economic and social 
disunity, m a n y forces contribute to bring about 
the polarization of society—both concentration 
and marginalization being present—while the 
avowed aim of education is social integration. 
Does it seek to achieve this aim? Does it 
succeed in achieving it? W h a t are the diffi-
culties? H o w could education accomplish its 
aims? It is around these and similar questions 
that the objectives of the project are centred. 

T h e priority long-term objective is 'to foster 
thinking on the relationship between education 
and society by considering current trends in 
educational expansion in relation to the concep­
tual planning of a unified development process 
according to specific conditions in the vari­
ous countries, which include various forms of 
educational and social development', and by 
contributing 'to the formulation of basic guide­
lines for educational policies in the countries of 
the region. . . .' 

With a view to attaining these objectives, 
provision has been m a d e for a series of studies 
on various relatively unexplored themes, which 
call for considerable specialized research, to be 
undertaken in connection with the project. At 
the end of the first stage of the project, a general 
assessment of the relationship between devel­
opment and education in Latin America will be 
m a d e . It will be based on an analysis involving 
case studies and studies on specific problems, 
which have been grouped under a number of 
themes. 

This procedure has been adopted in order to 
focus attention on subregional diversities and 
the complexity of the problems under dis­
cussion, since failure to realize that complex 
phenomena must not be dealt with from only 
one angle m a y be the reason w h y , in m a n y 
cases, policies have not achieved the results 
anticipated. 

T h e need to relate achievements to infor­
mation, thinking and policy changes gave rise 
to a strategy intended to promote informational 
activities parallel with programmes for the 
support of government technical groups, so 
that the latter would have an accurate picture 
of the situation in each national society, and 
could carry out studies on the most important 
national problems. 

In this context, the project entered into 
co-operation agreements with the governments 
of Colombia, Costa Rica, Guyana, Ecuador, 
Guatemala, Honduras, Panama and Peru, and 
an agreement is n o w being negotiated with the 
Bolivian government. In each of these countries, 
contacts will be m a d e with ministries of edu­
cation, ministries of planning, agricultural-
development institutes and universities. T h e 
intention is to set up technical groups which will 
carry out research and analysis, assisted by 
project personnel. This implies requiring a high 
standard of local personnel and also viewing 
technical assistance as a form of horizontal co­
operation associated with an international centre 
for integration and advice. 

This aspect of the project was accompanied 
by academic work on a similar scale, for which 
the intellectual resources of the different regions 
were mobilized and information on education 
and development available at research centres in 
each country was used. 

Under these twofold operational arrange­
ments, a number of groups of technical and 
research workers are n o w engaged on field and 
study projects on the question. They met at the 
first seminar of the project, held in Quito, 
where they presented, compared and analysed 
the results of their research. 

In the first two years of the project studies 
involving four different lines of analysis were 
undertaken. T h e first line of analysis, which 
was the most general and abstract, was that of 
the styles of development prevalent in the re­
gion. A n attempt was m a d e , in the first instance, 
to work out a conceptual scheme which would 
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embrace the variety of coexisting styles. Second, 
a historical analysis of the main educational 
patterns to be seen in these styles of develop­
ment was m a d e . This aspect of the project was 
complemented by more empirical investigations. 

O n the basis of the i960 and 1970 censuses, an 
appraisal was m a d e of the changes in the edu­
cational profile and its correlation with oc­
cupational and stratification variables through­
out the region.2 Furthermore, a number of case 
studies have yielded detailed information on 
various features of certain styles of development, 
such as those of Costa Rica, Paraguay, the 
English-speaking countries of the Caribbean, 
and Ecuador and Peru. In these last two 
countries the significant aspects have been the 
speed of educational change and the role of 
two key factors—one economic, the other pol­
itical—in stimulating the achievement of social 
and educational mobility.3 

Naturally, the countries selected are not rep­
resentative of all the styles of development to 
be found in the region. Cases in which education 
is conditioned by the modernization crisis or in 
which manpower is the dominant factor are not 
dealt with. However, if time and the oper­
ational limitations on the project allow, the 
research programme will be rounded off with 
a general analysis of these styles, based on 
available research and n e w statistics. 

T h e second line of analysis concentrated on 
problems related to education in rural areas. 
In view of the magnitude of these problems in 
the Latin American context, three significant 
types of problematic situations were selected 
within the framework of the project, on the 
basis of which an assessment which would be 
valid for the continent as a whole could be 
m a d e . T h e first type is found in bilingual 
societies of indigenous origin, where ethnic 
discrimination and cultural heterogeneity are 
more marked. In this connection, three different 
studies were conducted: the first concentrated 
on strategies and procedures adopted for bi­
lingual education in Guatemala; the second was 

concerned with ethnic discrimination and the 
role of the educational policies proposed for its 
eradication in the southernmost part of Latin 
America; and the third, which is at the planning 
stage, will analyse the role of education as part 
of an integrated rural development process 
(Bolivia). 

Another line of approach to rural problems 
has been the study of the various agrarian-
reform processes and examples of productive 
structures in which the medium-sized family 
farm plays a central role. These are points of 
interest because they afford an opportunity of 
observing educational progress in situations 
where the socio-economic structures cease to be 
an obstacle to development or where education 
functions within the framework of a process of 
social mobilization in the rural sector. O n e 
example is the study on Peru, which contains an 
analysis of a specific case of social mobility 
within the context of a socio-linguistically m a r ­
ginalized population. Another example is the 
study on Honduras carried out in conjunction 
with the Unesco project for a network of edu­
cational innovations for development which 
highlights the importance of trade-union and 
co-operative organizations in planning n e w 
forms of education which meet the demands 
arising from the process of agrarian reform. 
Lastly, there is the study on rural education in 
the coffee-growing region of Colombia, which 
shows h o w a certain type of agricultural pro­
duction can be conducive to a higher level of edu­
cational development than is usual in rural areas. 

Still another approach centres on change in 
institutionalized education. Most studies are 
conducted from the point of view of integrated 
planning; here, however, the problem is ap­
proached on the basis of the relationship be­
tween the educator and the rural community in 
which he works. A n analysis of such work in 
backward rural communities is presented in this 
'dossier'.4 Another study, which is in prep­
aration, will analyse the problem as it is met 
with in rural areas today. 
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T h e third research theme in the project is 
the relationship between education and the 
labour market. In this area of study also it was 
essential to select a sector whose empirical and 
theoretical significance was such that a genuine 
advance in knowledge could be m a d e . O f the 
three major sectors of the labour market—the 
State, industry and other types of employ­
ment—the second was chosen because of the 
important role played by industrialization in the 
economic transformation of Latin America. 
T w o very different situations were studied 
which are, to a certain degree, typical of indus­
trialization in present-day Latin America. In 
one situation there is considerable heterogeneity 
of production and wide educational coverage, in 
the other, recent industrialization and low edu­
cational coverage (El Salvador). O n the basis of 
these results, it was decided to undertake a study 
of various educational policies in relation to the 
demand for industrial employment, curricular 
reform and information on the relationship be­
tween education, employment and income. 
Three different study projects on this topic are 
in progress: one concerns the role of technical 
education, and is based on the situation in 
Panama; the second, centred around the re­
lationship between employment, education and 
income, is being conducted on the basis of data 
gathered from family surveys in Argentina; the 
object of the third is to examine the relationship 
between education and employment by review­
ing the classic theses of the theory of h u m a n 
capital and, on this basis, to propose an alterna­
tive theoretical framework for the interpretation 
of this relationship. 

Lastly, the fourth line of research is to analyse 
the processes of formulating and implementing 
educational policies and plans. At this level, a 
study of the role of educational planning in 
Latin America has been m a d e . 6 Furthermore, 
it is planned to consider the nature of innovative 
processes in education, their sources, the dy­
namics of their development and the obstacles 
to their dissemination. A study of educational 

financing in relation to economic fluctuations 
has also been m a d e . 

At the present stage of the project, the 
emphasis has shifted—without detriment to the 
finalization and systematization of the work 
begun in the first stage—from the external 
conditions of education to the internal aspects 
of the dynamics of educational systems. This 
emphasis on the internal aspects of education 
applies both to the forms of reproduction of 
external conditioning in education and to fac­
tors such as values, institutional dynamics, etc., 
which characterize educational activity in itself. 
Accordingly, research in this stage is centred 
on the organization of education and those 
mainly concerned with it. O n the one hand, an 
attempt will be m a d e to draw up a balance-sheet 
showing the role and the problems of the vari­
ous levels of formal education (university, sec­
ondary education and elementary education) 
and the various levels of informal education 
(both from the point of view of informal edu­
cation in itself and within the sphere of culture 
for the people as a whole). T h e roles of the 
principal persons engaged in the educational 
process, particularly the teachers, w h o in one 
way or another influence the others, will also 
be studied. 

T h e studies carried out will be integrated 
into a general diagnosis of developmental and 
educational problems in Latin America, the 
main features of which will be derived from 
field studies. Each of the stages—formulation 
of hypotheses, studies on the main aspects of 
social development, studies on the dimensions 
of the educational system and a general diag­
nosis—seeks to reflect the variety of situations 
in the region and the specific features of each 
situation. 

T h e adoption of this method will enable us 
to tackle the question of the bases of edu­
cational development policies more efficiently, 
not only because of our knowledge of national 
or subregional situations, but also because of 
the involvement of academic groups and govern-
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mental technical experts in the study of these 
situations. T h e governmental technical experts 
will have a knowledge of the development 
prospects of their respective societies and of the 
societal projects put forward by the various 
academic groups, and so will be able to propose 
educational alternatives. 

Notes 

i. See the article by G . Weinberg in this issue of Prospects. 
2. Concerning these questions, see the articles which 

follow by G . W . R a m a , G . Weinberg, and C . Filgueira. 
3. The large amount of material available and our limited 

space have obliged us to postpone the publication of 
these case studies to another number.—Ed. 

4. See the article by A . Prada. 
5. See the subsequent article by N . F . Lamarra and 

I. Aguerrondo. 
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Education, social structure 
and styles of development 

O n e characteristic is c o m m o n to all the countries 
of Latin America: it is easier to gain access to 
education at all levels than to attain power or 
wealth. Although it is the policy of certain 
countries to involve the public more actively in 
politics, the general situation reflects the pro­
found crisis at present affecting the democratic 
concept of government, in which varying politi­
cal trends are characterized by determined 
authoritarianism and repression of civil rights. 
T h u s it m a y be said that, despite the increase of 
education in the region, participation in political 
affairs has been rendered more and more diffi­
cult by restrictions of all kinds. 

Political processes are not an isolated p h e n o m ­
enon, but reflect the fluctuations of the capitalist 
economic system as a whole. T h e substantive 
import phase having c o m e to an end, the 
internationalization of the national markets and 
the presence of transnational corporations have 
m a d e it necessary to redefine relations between 
the main world economies and the economies or 
Latin America, as well as relations between the 
different social groups within national societies.1 

This n e w style of development—described as 
dependent and associated—has led, in certain 
national economies, to the emergence of capi­
talist trends producing n e w resources and 
expectations. Nevertheless, such trends are in­
variably concentrative and restrictive: despite 
the changes brought about in the distribution 
of wealth as between the different social strata, 
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and although the benefits of development have 
been m a d e available to certain upper-middle 
groups of the population, half the population 
derives very little benefit from the results of 
economic growth.2 

Regional considerations should not be allowed 
to obscure the diversity of national situations. 
In this regard, the concentration of wealth is 
closely linked to the degree of popular partici­
pation in political affairs. 

T o put it in another way: the pattern of 
income distribution—which Jorge Graciarena 
classifies as elitist, traditional, modern or meso-
cratic—is not a result of the degree of devel­
opment of capitalism, but a political variable of 
it. Hence , similar economic structures produce 
different patterns of distribution, demonstrat­
ing that 'the difference lies in the pattern and 
nature of the political regime, which explains 
the transition from one type of income distri­
bution to another', and that distribution de­
pends 'on the degree of authoritarianism of a 
political régime and its ability to compromise'.* 

T h e relation of social forces in the govern­
ment determines both the access to education 
and the income distribution. T h u s both reflect 
the partial strategic concessions m a d e in order 
to forestall global demands, the forms used by 
the government for the legitimation of power, 
and the values composing the image of society. 

T o this effect, the social functions fulfilled 
by education, with variations of emphasis ac-
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cording to the type of society concerned, m a y be 
summarized as follows: (a) to transmit the 
culture of a society and its dominant class; 
(b) to preserve the system and provide inno­
vators; (c) to perform certain political functions 
(enlist support for the existing system of govern­
ment and train leaders), certain functions relat­
ing to social class (maintain and select candi­
dates for various posts on the basis of acceptance 
or rejection of social mobility), and certain 
economic functions (relating mainly to the re­
cruitment of manpower of the quality and in the 
quantity required by the economic system). 

According to the type of social structure, the 
nature of the power relations between the dif­
ferent social groups and classes and the opposing 
strategies, a certain style of development pur­
suing specified aims will be selected. A n d the 
general policy of development will determine 
the demands m a d e on education and decide 
which factors are to be emphasized and which 
should be given less degrees of priority. 

T h e fact that education n o w caters increas­
ingly for the masses has m a d e the relationship 
between education and the social system crucial. 
Education has n o w taken over functions pre­
viously performed by the family, the primary 
community and the work situation. (. . .) 

There exist other possible styles of edu­
cational development, in addition to those de­
scribed in this article; no mention is m a d e , for 
instance, of the socialist system, with a type of 
social structure qualitatively different from the 
capitalist type. T h e aim has been to find a 
method for analysing the content of education 
in the context of each type of social structure, 
and examining it as a factor of a certain style of 
development. 

It has been assumed (see Table i) that each of 
these styles—traditional, social modernization, 
cultural participation, technocratic and/or train­
ing of manpower , political 'freeze'—is designed 
to fulfil a certain social function, which deter­
mines the aims of the educational system. 

In fact, the principle is that the multiple 

activities of educational systems are designed to 
serve a central purpose, representing the main 
objective of the power structure, which estab­
lishes the administrative machinery and the 
priorities determining specific educational ac­
tivities. 

T h e main function of the traditional style of 
education is to preserve the social system. This 
is true to some extent of every educational pro­
cess, but in this instance—the societies in ques­
tion being stagnant societies with so little dyna­
m i s m that they tend to reproduce themselves 
without change—the other functions of edu­
cation, such as the training of m a n p o w e r , the 
development of culture and the attainment of 
social mobility, receive very little attention. 
T h u s the traditional style of education merely 
reproduces the values of the dominant class and 
does little to promote either scientific develop­
ment or technical training. 

Conversely, the main function of the social-
modernization style of education is to promote 
mobility, to unite the masses in a n e w type of 
consensus whose key values are the legitimacy 
of power deriving from popular acceptance and 
belief in the benefits of social mobility. T h e 
attainment of internationalization takes priority 
over the training of manpower , and the presen­
tation of the educational system as an impartial 
tribunal of social selection becomes more import­
ant than the quantitative output of the system 
or the quality of the knowledge transmitted. 

T h e degree of autonomy of the educational 
system varies according to the type of function it 
fulfils. In the cultural-participation style, edu­
cation enjoys a great deal of autonomy, being 
able to select its o w n objectives and follow the 
logic of its internal structure. Society adopts its 
criteria concerning the value of culture, and 
uses them as the basis for its hierarchy. At the 
same time, since the legitimacy of the system is 
not challenged, ideological plurality—synony­
m o u s with cultural dynamism—is given free rein 
in teaching practice, without causing concern 
in ruling circles. 
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Education, social structure and styles of development 

In the political 'freeze', on the contrary, the 
main function of the style is to ensure the pol­
itical control of education. Strict limits are 
imposed on education, which is useful only in 
so far as it transmits to the rising generation 
certain irrefutable values presented as d o g m a . 
Culture and knowledge are not values in them­
selves, but only a means of organizing the 
desired type of society. 

Certain features of this style of education are 
also found in communist educational systems, 
since the aim in both cases is to establish so­
cieties based on an exclusive ideology. 

Traditional style 

A s shown in Table i, this style of education 
exists predominantly in rural environments, 
characterized by large land holdings, areas en­
gaged in production for foreign markets, and 
small estates whose main purpose is to guaran­
tee the supply of manpower . This is a dis­
jointed form of society, not really constituting a 
nation—a term implying social mobility and 
cultural and political assimilation. In this in­
stance, 'the concentration of wealth derives 
chiefly from the accumulation of property, 
mainly rural'.4 According to M a x W e b e r , the 
State is an organ holding sufficient power to 
maintain this concentration, exercised through 
the land-owning class or the armed forces 
by a combination of methods deriving from 
traditionalism, patrimonialism and sultanate 
practice.6 

' T h e ruling sector', write Giorgio Alberti and 
Julio Cotler, 'exercises control, directly and 
unequivocally, over the values, and hence also 
the education, of society. It thus establishes 
normative machinery which legitimizes its status 
through symbolism often containing magic-
religious elements, so that the values of the 
ruling sector blend, to some extent, with the 
culture of the rank and file.'6 

T h e coverage of education is very inadequate, 

with the result that the bulk of the population 
is completely or functionally illiterate; agri­
cultural production is of a kind which does not 
require the skills taught in schools. 

T h e n again, there is a discrepancy between 
the level of education in urban and rural areas. 
T h e schools catering for rural areas do not 
provide a complete course, and are too few to 
cover the entire age-group; their main purpose 
is to train intermediate personnel. Lastly, higher 
education provides training only for the tra­
ditional higher-level professions, but it enjoys 
less prestige than training abroad; in addition, 
technical personnel are subordinated to the 
control of those occupying positions of auth­
ority. T h e establishment, by transnational firms, 
of technologically advanced industries in places 
where formerly only handicrafts existed necessi­
tates the recruitment of workers with a general 
education, but labour-intensive assembly-line 
work does not require the services of m a n y 
high-grade technicians. 

There are, in the traditional style of edu­
cation, three levels of education, corresponding 
to the strata into which society is divided: (a) a 
sector for which virtually no educational pro­
vision is m a d e , composed of the rural popu­
lation, indigenous and other, with a high rate of 
illiteracy; (b) a sector composed of the urban 
and suburban poor, for which a few grades of 
education are provided; and (c) a sector for 
which secondary and higher education is pro­
vided and is expanding in response to the 
demand of the urban middle classes for edu­
cation similar to that received by the ruling 
classes. Since the latter type of education is 
basically designed for the training of a political 
élite, and since the power structure leaves no 
opening for any n e w groups, it produces an 
'anti-élite' cut off from the mass of the 
population, whose m e m b e r s either rebel or 
emigrate. 
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Social modernization 

This style of education will be given greater 
attention in this article, because Latin America 
has opted for social modernization in preference 
to alternative types of development. 

Attention will be given here to the p h e n o m ­
enon of social mobility, which is virtually 
confined to the intermediate sectors and also to 
other phenomena reflecting the recurrent de­
m a n d s of the masses. O w i n g to the transitional 
character of m a n y Latin American societies, 
which combine the ability to absorb conflicts 
with the inability to find permanent solutions 
to meet the demands of participation and devel­
opment, education must m a k e a particularly 
important contribution towards meeting these 
demands , and remains relatively aloof from the 
requirements of the economic system. 

T h e juxtaposition of the terms 'social' and 
'modernization' reflects a specific type of struc­
tural change characterized by economic expan­
sion which gives birth not to true capitalism but 
to a whole series of phenomena—urbanization, 
growth of the middle class, consolidation of the 
proletariat despite the survival of marginal 
elements, social mobility, etc.—affecting a large 
proportion of the population. 

But modernization, instead of leading from 
the starting-point of a traditional society to the 
goal of a developed society, both built on the 
same static, ethnic model, and based on an ideal­
ist evolutionary pattern, reflects the conflict­
ing social structure of dependent development 
which exists in m a n y Latin American countries.' 

A n economic system that fails to produce a 
dynamic and integrated economy, and that 
perpetuates the cleavage and lack of cohesion of 
social classes instead of following a European 
development model, creates a permanent pro­
cess of social mobility which is not fitted into 
the economic system and is therefore reflected 
in demands in other domains (housing, edu­
cation and so on). 

T h e authorities m a y deal with this mobility 

in various ways: either try to integrate it with 
economic growth and redistribution of wealth, 
or try to eliminate it by repressive measures, or 
lastly try to absorb it partially by transforming 
it into other types of action. 

All three solutions have been applied in 
specific instances in the development of the 
region; and the fact that the second is at present 
the most c o m m o n should not cause us to forget 
that the third was frequently adopted in the 
past and could well be used again if, in the 
future, the n e w forms of capitalist concentration 
were to integrate economies more fully and pro­
mote social change through structural expansion. 

With the social-modernization style of edu­
cation, it is possible both to control pressure for 
structural change and to maintain existing class 
and power relations by compromise and by 
transforming social mobility into expectations 
of individual advancement through education. 
In this connection there are certain restrictions 
subject to which n e w social groups can be 
integrated in society. 

Intensified educational development can 
transform social pressures into systematized 
expectations of social mobility, since it sets the 
seal of legitimacy on the system of power and 
makes it amenable to change, provides an 
opportunity for integrating groups which m a y 
be opposed to the system, creates the mobility 
necessary for renewing the élite by also drawing 
on potential leaders of the opposition, generates 
opportunities for representatives of different 
generations, and makes education an ostensibly 
impartial tribunal for the selection of personnel 
to fill posts at various levels. 

In these conditions, society is automatically 
impelled to m a k e a 'leap forward', with continu­
ous development of its educational system. In 
this way, while every stage in the process of 
modernization extends the coverage of the edu­
cational system and raises the standard of teach­
ing for larger sections of the population, the 
value of education is steadily dropping: the 
upper and the upper middle classes m o v e up to 
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a higher cultural level, so changing the status 
of jobs on the labour market and automatically 
reducing the value of the qualifications held by 
the class below them, and so on d o w n through 
society. 

In those countries which have adopted this 
style of education, the process of educational 
expansion passes through a number of stages: 
(a) incorporation of the residual middle classes 
formed in the course of the outward expansion 
of the economy; (b) incorporation of the middle 
classes brought into existence by social differen­
tiation linked to the development of the modern 
production sector and services; and (c) incorpor­
ation of the masses as a result of intensive 
urbanization and industrialization for import 
substitution. 

T h e first stage—analysed by Gregorio W e i n ­
berg in greater detail elsewhere in this same 
number—is connected with the process of 
national integration and consolidation of the 
political system. In this case, primary education 
is an extremely important factor for the middle 
classes as a gateway to secondary education, 
whereby they are able to join the ruling group 
formed by the fusion of the old oligarchy and 
the bourgeoisie, and attain sufficient cultural 
standing and intellectual training to work in the 
political bureaucracy of the n e w order. 

In the second stage 'the middle classes have a 
close alliance with the urban proletariat' and act 
'as a factor for the stimulation and acceleration 
of development',8 advocating a type of develop­
ment characterized mainly by such features as 
nationalism and statism. 

T h e expansion and differentiation of the 
economic structure give rise to processes of 
social mobility through structural expansion, 
which benefit highly mobile groups, composed 
mainly of international immigrants. These 
groups, through integration in, or association 
with, the power alliance, enjoy educational ad­
vantages which include free tuition, admission 
to urban schools offering complete courses, 
secondary education (in particular teacher-

training colleges) and access to higher technical 
and administration training schools where they 
can qualify to join the modern élite, which also 
forms part of the traditional power system. 

O n e of the effects of this style of education is 
the redistribution of income (particularly in the 
middle classes), and the elimination of the most 
glaring social differences. Also, the establish­
ment of a single educational system facilitates 
the upward mobility of the newly educated 
middle classes.9 

T h e third stage—incorporation of the 
masses—highlights the contradictions of the 
social system, and two conflicting trends emerge. 

T h e first trend involves an increase in the 
number of children attending and graduating 
from primary schools, an accelerated expansion 
of secondary education (which in some countries 
reaches more than 50 per cent of the relevant 
age-group), huge increases in the enrolment 
figures for higher education (25 per cent of the 
20-24 age-group), a decline in academic stan­
dards so as to facilitate the advancement of 
persons with simple socio-cultural backgrounds, 
and a considerable increase in expenditure on 
education. 

T h e second trend consists of an attempt to 
counteract the effects of democratization, de­
spite which there still exist certain groups of 
society w h o lack the basic elements of edu­
cation. In these conditions, though the edu­
cational system is expanding, its elitist 'pyra­
mid' character persists, so that neither the 
contents of culture nor the methods used for its 
transmission change in such a way as to validate 
the culture of the n e w groups n o w incorporated 
into the system. At the same time, teaching does 
not seem to be adapted to the requirements of the 
n e w type of student. T h e (ostensibly) egalitarian 
and socially impartial educational system in fact 
confers various advantages on the upper middle 
classes, and constitutes a legal barrier against 
people at lower social and cultural levels. 
T h o u g h the policy of education is proclaimed 
to be democratic, its machinery is not: allocation 
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of resources to the higher levels of education at 
the expense of the lower levels; differentiation, 
in the allocation of material and h u m a n re­
sources, on the basis of students' social origins; 
granting of priority to several baccalaureate 
studies; concentration of the lowest social 
groups in short university courses; creation of 
post-graduate courses (theoretically this is justi­
fiable on academic grounds, but the level of 
teaching indicates that their purpose m a y in 
fact be to ensure the hierarchical superiority of 
groups receiving higher education); and, lastly, 
segmentation of education by the establishment 
of private teaching establishments at all levels, 
from pre-school institutions, accessible to the 
upper classes only, up to university. 

T h e modernization style, since it allowed u p ­
ward movement , at one time implied the exist­
ence of an alliance between the middle classes 
and the proletariat; but, as the development 
process became stabilized and then crisis-ridden 
during the 'populist' period, the enlarged middle 
class split up according to widely differing 
incomes and prospects; the most prosperous 
segments blended with the upper classes in a 
multidimensional structure, which also led to 
the stratification of the educational system and 
prevented the n e w groups from advancing as 
they themselves had done. 

This 'populist' stage of educational expansion 
was accompanied by rapid changes in the 
sectoral composition of the labour market—a 
phenomenon described by Carlos Filgueira 
later in this number—as a result of which the 
supply of professional personnel and tech­
nicians exceeded the demand. Consequently, 
growing numbers of educated people n o w work 
as clerks or salesmen, preserving their status 
only by avoiding manual labour, while persons 
with secondary education are beginning to work 
in unskilled and manual jobs in the tertiary 
sector. 

A s regards the opposition between manual 
and non-manual work, education is associated 
with a type of upward mobility; but it is clear, 

on examination of the internal stratification of 
the non-manual category, as reflected by the 
income scale, that education serves only as a 
means to change status, a privilege enjoyed by 
fewer and fewer of those w h o receive only a few 
years of secondary schooling. 

Faced with the problem created by the ex­
pansion of general education and the shrinkage 
of the labour market, the State resorts to the 
creation of artificial employment. This means 
that increasing numbers of people are doing 
jobs for which they are over-qualified, and 
places a growing strain on services, in particular 
the social services. 

There are also people doing jobs in the pri­
vate sector for which they are culturally over-
qualified, particularly a m o n g the middlemen, 
w h o tend as a result to become more active politi­
cally and to criticize the system, forming a large 
group of intellectuals which the government 
machinery has difficulty in absorbing. At the 
same time the expansion of services affects the 
accumulation and concentration of capital. Both 
these phenomena are linked with the crisis of 
the modernized societies of Latin America and 
with attempts to revert to a stage prior to actual 
social modernization.9 

Cultural participation 

This style presupposes certain economic 
conditions, including the existence of a sector 
producing a surplus for sale on the foreign 
market. This sector is not labour-intensive and 
does not directly affect the national economy, 
and the surplus must be channelled and distrib­
uted by the State. In these conditions, economic 
growth is regarded as a fact, and not as a matter 
of options or conflicts. Such conflicts are in­
herent in the distribution system and are 
handled mainly by the State and the bureauc­
racy on the basis of democratic principles, 
cutting across the class system and leading to 
social mobility and State protectionism. 
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T h e social structure is basically political, and 
society is presented and regards itself as being 
controlled by the ruling classes. 

T h e existence of this type of economic 
growth and the fact that certain categories of 
wage-earners earn large incomes m e a n that 
there are more opportunities for advancement 
than in other societies. 

Lastly, development has been not a process 
but a mutation, with the result that the previous 
society can neither retain its structure nor, in 
particular, transmit its prestige patterns. In this 
type of expansion, culture is regarded as the 
most inaccessible commodity, effectively consti­
tuting both the barrier and the leveller in 
connection with the power exercised by the 
ruling classes. A barrier because it is the slowest 
way of moving upwards; a leveller because it 
combines various features—economic, political 
and cultural—that form the ruling class. 

Not all the social groups have access to 
education, and even fewer are able to complete 
either the primary or the secondary cycle, but 
this situation does not appear to provoke social 
conflicts. This is because there exists a relatively 
large variety of institutions, and education is not 
regarded as the only means to social advance­
ment , especially by the m e m b e r s of the lowest 
groups, for w h o m there are other alternatives on 
the employment market, in addition to various 
independent occupations. 

Secondary and higher education is predomi­
nantly humanist, not technical or scientific, and 
the large n u m b e r of students of the social 
sciences and literature suggests that education is 
regarded partly as commodity and partly as a 
means to employment, since the State, for social 
reasons rather than because of technical necess­
ity, employs vast numbers of people possessing 
this type of education. 

Since consumption and mobility strongly en­
courage integration, the system does not feel 
threatened by questioning ideologies but regards 
the existence of a critical attitude as a natural 
consequence of university courses designed to 

train top-level leaders and intellectuals. T h e 
radicalization of the student body m a y be said to 
constitute a stage in the development of political 
socialization. There is little danger of contact 
with the working class or the subproletariat; 
radicalization is a natural feature of academic 
training, which can adjust to its o w n needs 
without being bound by the requirements of 
either the economic or the political system. It is 
therefore logical that the system should give 
precedence to the diffusion and maintainance of 
culture. T h e former implies a certain degree of 
cultural differentiation—that is, the existence of 
a certain critical group of specialists competing 
to perform teaching roles defined in accordance 
with scientific values. Cultural differentiation is 
essential likewise outside the university. 

'Adopting Weber's image of the priest and 
the prophet, it might be said that the university 
runs the risk of "ritualization" unless confronted 
with the criticism of "prophets" from outside, 
constantly questioning its rigidity and self-
satisfaction with the presentation of its courses 
and the perpetuation of knowledge.'10 

Technocratic and/or training 
of manpower 

This style is characterized by four features: 
First, both the quantity and the quality of the 

educational services depend on the m a n p o w e r 
requirements of the various sectors of the 
economy. 

Second, education is segmented as regards 
both subjects taught and standards of k n o w ­
ledge, and does not constitute a single system, 
since the labour market lays d o w n specific 
conditions (as regards qualifications, pay, etc.) 
determined by social indexes deriving from 
the power structure.11 

Third, education is not impartial, nor does it 
merely reflect society: it contributes actively 
to maintaining the differences between the 
social classes. 
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Fourth, the social demand for education—which 
in a desire for culture, social mobility and 
training for participation creates a social 
market with demands independent of the 
economic system—is compressed by the 
government, which is responsible for pro­
viding appropriate educational facilities for 
each social group. 

This style of education exists in societies with 
a large rural population and a fast-growing 
urban population. T h e serious problems of 
marginal groups are mainly due to the lack of 
opportunities on the labour market. 

Economic growth is considerable, especially 
in the industrial sector, and it is promoted by 
the triple action of transnational corporations, 
State enterprises and private firms, which differ 
in their approach to the domestic market and 
export problems. Production methods and tech­
nological levels are such that economic growth 
fails to generate sufficient employment; at the 
same time consumer goods which the country 
cannot produce have to be imported, with the 
result that the national market presents an 
incoherent combination of disparate economic 
elements—primitive, intermediate and very ad­
vanced.12 

T h e incoherence of the economic structure 
has its parallel in the educational system. Certain 
social sectors (mainly rural)13 representing as 
m u c h as 25 per cent of the population, whose 
services are not required in production, are 
condemned to remain illiterate; and there has 
been little change since the period between two 
censuses analysed by Carlos Filgueira. Primary 
education consisting of a few grades is available 
for those rural or urban groups in the process 
of being integrated into the capitalist economy 
or living in economically more developed re­
gions. Facilities for obtaining a complete pri­
mary education and graduating from school are 
greater in urban centres, because of the role 
which education plays in economic development. 

T h e school system, being thus geared to 
the economic structure, can teach w o r k m e n 

the skills required for certain jobs but cannot 
provide a systematic education, and turns 
out people w h o are merely cogs in the pro­
duction machine. It does, however, supply 
basic education requirements and provide the 
production sector with a pool of manpower 
which can then be adapted as needed by means 
of large-scale recruitment, in-service training, 
specialized courses, etc. 

Secondary teaching consists of general pre-
university courses covering very few subjects; 
of teacher-training colleges of a low standard, 
mostly in small towns or underdeveloped areas 
(where teachers are poorly paid and have little 
status), qualifying students at best for admission 
to faculties of education whose academic level 
is m u c h lower than that of the scientific and 
technical faculties; and of technical schools 
covering a small range of subjects and intended 
mainly for training foremen and workers to 
become the working class aristocracy11 ident­
ified with 'the only conceivable form' of social 
organization—in which, in some countries, vari­
ous religious orders play leading roles. 

Since those needing secondary education be­
long to urban social groups integrated in the 
modern production or services sectors, social 
demand is controlled more closely here than in 
the case of the rural or urban population which 
is not integrated into society. This explains w h y 
n e w forms of secondary education are designed 
to meet this demand rather than to prepare 
students for higher education, which would in­
crease the competition for senior posts on the 
labour market. T h e comprehensive schools, 
together with other similar establishments pro­
viding a combination of general education and 
technical skills, are designed to meet this de­
m a n d , but the results are not entirely satisfac­
tory because the students, w h o come from a 
select sector of society, are not content with the 
intermediate posts for which these courses qual­
ify them. 

Higher education has three levels. T h e first 
consists of short and long courses varying as 
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to social status, standards for admission and the 
posts to which they give access. T h e second 
level is composed of a n u m b e r of institutions 
with different standards of equipment, and dif­
ferent academic and social standing: at the top 
are certain private establishments and some 
national universities producing an élite;15 at the 
bottom are provincial and privately run uni­
versities providing part-time education for the 
lower middle classes. T h e third level presents 
an important additional feature—post-graduate 
courses which are mandatory for appointment 
to any senior post. Both these courses and 
specialized training in foreign higher educational 
establishments are virtually reserved for m e m ­
bers of the top social classes, w h o maintain 
their priveleged position by claiming to possess 
a certain type of knowledge—in fact neither 
very profound nor very necessary—such as to 
fit them for the senior positions they monopolize. 

In fact, the educational system corresponds to 
the pattern of wealth and power. It is the top 
io per cent of the population, holding between 
40 and 50 per cent of the country's wealth, 
w h o reap the real benefits of education. It is 
only for this sector that a coherent educational 
system exists; for the rest of the population there 
are merely fragmentary arrangements, insti­
tutions teaching skills of various kinds at differ­
ent levels. Moreover, the proportion of the G N P 
allocated to primary education is very small— 
below the average for Latin America—while 
that devoted to higher education is very large— 
above the average level. 

T h e segmentation of the educational system 
has the effect of establishing a link between 
students' social origins and their position on 
the labour market. For example, most of the 
students at the intermediate and higher uni­
versities started at primary schools to which the 
bulk of the population have little chance of 
gaining admission. 

It is at university level that a sharp distinction 
emerges between two kinds of education: h u ­
manist and technocratic; and it is at the uni­

versity also that the pattern of the power system 
is most clearly reflected. 

In societies where the State is controlled by 
the traditional ruling classes, where it is possible 
to introduce n e w forms of development, inte­
grate the most modern sectors of the bourgeoisie 
and establish direct links with foreign capital, 
the political power which goes with these func­
tions is wielded almost exclusively by the m e m ­
bers of these traditional minorities. 

In these conditions, there is no room for a 
techno-bureaucracy, and the élite universities 
continue to socialize and provide political train­
ing for the sub-élite in accordance with their 
o w n model: religious or lay traditions and m o d ­
ern technology applied to national or multi­
national enterprises. 

W h e n , conversely, the State acts indepen­
dently of the traditional ruling classes, and seeks 
other forms of structural growth, the outcome 
is the formation of a civilian/mihtary form of 
technocracy—or State bourgeoisie, as it has 
been called because it promotes the expansion 
of the industrial sector and controls the State-
run production machinery—which, in combi­
nation with the transnational corporations and 
the internationalized local bourgeoisie, conducts 
the process along authoritarian lines.16 

With this type of system, relations between 
State and university assume a different aspect. 
T h e training of political leaders becomes both 
unnecessary and dangerous to the system. Since 
there can be no discussion of the development 
style, steps have been taken to eliminate all 
social and political studies which could serve 
as a means for analysing the structure of society 
and even challenging existing authority. But at 
the same time, since the main goal is growth 
and what is k n o w n as the leap forward in 
technology and management, more time is de­
voted to ideological studies with a view to 
training specialists able to devise methods and 
institutions not subject to Value judgements. 
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Political 'freeze' 

This style is resorted to by certain societies 
which have exhausted their possibilities as re­
gards social modernization. In principle, all such 
societies have had to face problems of accumu­
lation due to demands for participation mainly 
in the form of consumption. At the time 
of 'oligarchical crisis', political systems were 
characterized by alliances and agreements be­
tween different social sectors, which lacked stab­
ility; this period can be explained in terms of 
the balance of power and the arbiter State. 

O w i n g to the weakness of the ruling class, 
the State enjoyed considerable autonomy, and 
there were often alliances between the middle 
and lower classes and the n e w bourgeoisie, with 
partial exclusion of the groups controlling the 
economy. 

In some cases, w h e n the forces involved were 
equal, the situation led to deadlock and conse­
quent stagnation; but in other cases the opposing 
social sectors were involved in sharp conflict 
prior to the emergence of a n e w style of 
development. 

T h e winning faction then imposed a political 
'freeze', paralysed society by applying coercion 
on a large scale, handed over the running of 
the State to the military, suppressed not only 
the political system but the whole of the political 
structure with a view to eliminating all centres 
of social power rivalling the State, and estab­
lished close links between the State and the 
groups controlling the economy. 

Nonetheless, the first priority of this style of 
development is not economic growth but the 
restructuring of social relations, even though 
this m a y necessitate the stagnation of certain 
social and economic activities for an indefinite 
period. T h e main problem is the control of 
previously active social groups, requiring the 
elimination of various forms of participation, 
including those relating to the reduction of dif­
ferences of wealth. Apart from re-establishment 
of the elitist pattern of wealth distribution, the 

other features of this economic model—although 
the same economic and political terms are used 
to describe them—vary according to the situ­
ation in each individual country. 

For regimes of this type, education in the 
social-modernization style has to be totally re­
structured, since it is quite inappropriate to the 
political system and also, in m a n y respects, at 
variance with the social pattern. 

T h e main problem is basically ideological. 
With the previous style of education, the trans­
mission of values reflected the plurality of so­
ciety, and the intermediate intellectual sectors, 
characterized by wide differences of ideology, 
exercised considerable control over the value 
content of education. 

A point to be remembered is that, in the 
period immediately preceding the establishment 
of this style of education, w h e n academic in­
dependence existed, teachers, students and 
secondary-school pupils were all politically ac­
tive. A s a result, the university either played 
an important part in political discussion, cen­
tralizing criticism of the system or proposing 
development alternatives, or else acted as a mili­
tant counterweight to the forces in power.17 

In a regime based on a concentration of power 
and an exclusive ideology, education (which 
in one way or another encompasses all social 
classes) is used to ensure the integration of the 
n e w values in society, besides being the standard-
bearer of the official ideology. It is thus not 
surprising that education, in some countries, 
was controlled directly by the military auth­
orities and that, in all cases, immediate steps 
were taken to ensure the attainment of these 
objectives. These include eliminating academic 
autonomy and freedom, forbidding teachers to 
associate with individuals regarded as ideologi­
cal opponents (in some cases preventing them 
from engaging in certain types of teaching, in­
cluding private teaching), and expelling militant 
students or those thought capable of leading 
n e w groups against the system. Other measures 
taken include restricting the study of 'ideologi-
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cal' subjects—such as social sciences and in 
particular sociology and philosophy at second­
ary and university level—and changing the 
curriculum for certain disciplines: in history, 
for instance, reducing the study of current social 
problems and concentrating on authoritarian 
periods glorifying nationalism. 

Measures for the reorganization of education 
differ because regimes do not establish the n e w 
ideological system in one piece. T o use the 
official language, most of them profess that their 
aim is to restore democracy, which, they say, 
necessitates the ehmination of enemies and a 
period of restrictions in order to build a n e w 
type of society, the theoretical principles of 
which are not precisely formulated. 

T h u s determination of the ideas and values 
to be transmitted by education depends on the 
line of demarcation drawn between national and 
antinational. T h e latter m a y cover a wide field, 
since materialism thrives on rationalism and 
liberalism, whereas only spiritual values can 
form the basis of education. 

In view of the above, the task of national 
reconstruction must cover all aspects of society. 
W h e n such a task is assumed wholeheartedly, 
the control of all forms of cultural expression 
leads to the elimination of all unofficial or­
gans—producing a kind of atony which Gregorio 
Weinberg has described as a 'cultural blackout'. 
In addition, the cultural élite, except for very 
small groups sharing the official ideology, are 
alienated by its antiliberal and antirational fea­
tures; and even the conservative sectors of the 
population take refuge in silence. 

It should be noted that one of the main 
features of the political 'freeze' is its failure to 
promote any form of social mobility, which sub­
stantially reduces the effectiveness of education. 

University education reflects both the national 
ideology and the principles of the economic and 
social structure. Since these countries have the 
largest enrolments for higher education, the 
supply of senior technical personnel fully meets 
the demand. 

T h e situation is that there are too m a n y uni­
versity graduates to be easily integrated into the 
system. These people are disillusioned and u n ­
satisfied with the posts they occupy, and no 
longer believe in the theory of education as a 
means to social advancement, which, paradoxi­
cally enough, was what originally caused them 
to criticize the social system n o w abolished and 
to ally themselves with the working classes. 

T h e reduction of the n u m b e r of university 
students and the introduction of entrance exam­
inations and tuition fees are all c o m m o n features 
of the political 'freeze'. A s a rule, these steps 
are taken—according to the official termin­
ology—with a view to increasing the effective­
ness of education, adjusting to the restructured 
labour market, or introducing greater distribu­
tive justice, since concentrating resources on 
higher education would m e a n spending less on 
fundamental education. 

This style of education should logically lead 
to the differentiation and stratification of groups. 
Whereas the concentration of wealth eliminates 
or weakens the mesocratic pattern which had 
linked the various social classes, the elimination 
of the democratic political order establishes a 
clear dichotomy between the rulers and the 
ruled. A s a result, the hierarchy becomes the 
social model, with individuals owing their rank 
not to membership of social classes, but to the 
part they play in the production machine. 

Education should follow the same pattern, 
laying d o w n different conditions regarding ac­
cess to education and length of study for the 
different groups of society. In fact, however, 
there are some countries which, because public 
opinion is still influenced by traditional values, 
have retained virtually unchanged the former 
system giving open access to education, so that 
such restrictions as exist are due to the n e w 
social and economic conditions (need to start 
working at a younger age, etc.). 

In other countries there have been specific 
proposals for the reorganization of education to 
adapt it to the rigid stratification of society. 
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In view of the differences of intellectual ca­
pacity resulting from unequal participation, it is 
proposed to split up primary education and to 
give the backward section of the population—es­
timated at 50 per cent of the total—special 
courses teaching practical skills enabling them 
to find immediate employment. Secondary edu­
cation is to consist of two parts: manual and 
technical courses which do not prepare students 
for higher education, and general education, 
with one type leading to low-grade non-manual 
occupations, and one leading to higher edu­
cation. Higher education would be of three 
kinds: short courses, teacher-training courses, 
and long courses, of which the third type 
only would give access to the fourth level of 
education. 

In short, these proposals reflect the part to 
be played by education in the restructuring of 
society into separate groups, each with its o w n 
restricted channels of social advancement, per­
petuated from one generation to the next. I m ­
plicit in this scheme is the theory of the genetic 
origin of intelligence and the link between in­
telligence and social origin. 

Lastly, there is the question of the role to 
be played by education in the type of society 
to be built. T h e responsibility for training the 
political élite no longer rests with the university 
and will be taken over by the military machin­
ery, into which civilians will be co-opted for 
the purpose. A s the State social services are 
reduced, fewer qualified officials will be re­
quired. T h e cut in social expenditure—in­
cluding expenditure on education, where the 
cut will be most drastic—will affect the salaries 
of qualified officials and personnel with inter­
mediate education, with the result that govern­
ment employment will cease to attract the edu­
cated. Government officials are either to be 
reduced in number or redistributed in such a 
w a y as to impair State economic and social 
functions and strengthen the machinery of re­
pression, which recruits most of its person­
nel from the semi-educated. Lastly, the policy 

of economic austerity, cutting d o w n employ­
ment as a whole, affects domestic consumption, 
thus considerably reducing the number of jobs 
available for secondary-school and university 
graduates. 

T h e policies promoting this style of education 
include a reduction of the burden on the pro­
duction machinery created by the social super­
structure, a moratorium on political activities 
and a concentration of income which in countries 
with a mesocratic structure implies a consider­
able reduction in the earnings of a large number 
of intermediate personnel. 

T h u s education, catering mainly for the 
middle and working classes integrated in the 
system, is affected by the way in which the 
political 'freeze' deals with democracy and social 
mobility projects. 

T h e purpose of this article has been to analyse 
the situation of education in relation to social 
structures and the various processes of change. 
T h e first dimension encompasses the static el­
ement, the economic structure and the links 
between the social groups; the second highlights 
the role of the State, ideology and the societal 
projects of the conflicting groups. Both merge 
in the style of development, and an attempt 
has been m a d e to explain social change not 
through analysis of the social structure only, 
and to avoid conceptualizing it in abstract or 
conjunctural terms. 

T h e presentation of five styles of educational 
development, each characterized by one main 
function linking the educational system to the 
other dimensions of society, emphasizes the 
growing importance of the role of education in 
the social system as a whole and shows that the 
links between education and a national devel­
opment style are not necessarily symmetrical. 

This is, however, no reason for deducing that 
the educational system is completely under the 
domination of the authorities, or failing to in­
vestigate the specific nature of education, which 
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has its o w n values and standards, organizes 
important social groups and retains a certain 
ability to perpetuate or reconstruct its o w n 
teaching rites despite the scale of the changes 
occurring in the development style of society. 

T h e styles of education described do not 
correspond to national examples, since in prac­
tice social conditions necessitate adjustments 
which run counter to the nature of each edu­
cational style. 

This article, being theoretical in character, 
merely outlines a number of hypotheses; further 
investigations of an empirical nature will be 
m a d e , and various methods for linking education 
with society will then be proposed. At all events, 
the main point is to return to a general view 
of education, instead of treating it as an isolated 
phenomenon or making a mechanical analysis 
of the part it plays in social change. 
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Educational models 
in the historical development 
of Latin America 

In recent years, n e w dimensions in educational 
studies have notably enriched the concept of 
education. Leaving aside the strictly quantitat­
ive aspects, the major area of interest would 
appear to be the prominent role of the concepts 
of development, planning and, more recently, 
development models or styles. These concepts 
give a framework for rethinking the significance 
and the scope of the educational process, and 
also provide a basis for the establishment of 
n e w relations, the determination of projections 
and the analysis of all its consequences. This 
broader approach to education affords n e w 
conceptual tools with which to conduct a more 
refined study of all the implications of the edu­
cational process. It also offers an incentive to 
educational reform. 

T h e concepts of the development model and 
of style will be employed interchangeably as a 
framework for our study of some of the more 
significant moments in Latin American history. 
These concepts are already the subject of nu­
merous writings.1 T h e scope of this study led 
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samiento Sarmiento Sobre Educación y Desarrollo. 

us simply to assume the background of each 
historical m o m e n t considered, and to concen­
trate on certain interrelations or a certain inter­
dependence of factors. O u r study will underline 
specific similarities or differences in the various 
processes examined, the lines of ideological in­
fluence, the peculiar characteristics which they 
acquire upon incorporation within a specific 
reality and the limitations imposed by such a 
reality. 

Although the concept of a development model 
or style aids our understanding of the processes 
and the contradictions inherent in these pro­
cesses, w e cannot justifiably disregard specific 
features. With a theme as broad as education, 
w e also have to attach due weight to the asyn-
chrony or phase shift between the different 
planes of educational ideas, educational legis­
lation and educational reality, which creates a 
distortion that is commonly neglected. 

Without claiming in each case a correspon­
dence between the adopted style or model and 
the prevalent educational system, a brief his­
torical survey of the Latin American process 
brings out a number of useful approaches to the 
study of m a n y of its dimensions and condition­
ing factors. 

Accordingly, w e have a broad basis for the 
re-examination of recent experiments and his­
torical processes, the successes or failures of 
which acquire greater significance in the context 
of the concept of a model or style. In other 
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words, they are of considerable interest from 
the systematic and instrumental points of view. 
T h e reason is that, while providing the most 
accurate characterization of the ideas of each 
period on education, the values attributed to 
education and the results expected from the 
theoretical assumptions and the investment of 
h u m a n and economic resources, they also lend 
authority to descriptions and analyses of n e w 
aspects of the educational phenomenon or, at 
least, of factors which had not previously been 
considered. 

The enlightenment 

W e generally wish to confine our study to a 
number of more recent moments in the his­
torical development of Latin America, particu­
larly those whose effects are still felt, and to cer­
tain antecedents of this process. Hence, w e shall 
consider the significance of the Enlightenment 
as a historical m o m e n t prior to independence. 

T h e model of the Enlightenment was charac­
terized by its modernizing spirit: secularization 
of life in general, with its social and administrat­
ive implications; diversification of production; 
and cultural and educational modernization, 
although the main concern was the instruction 
of a ruling class. Spanish, French and Italian 
influences took root in the N e w World be­
latedly—a feature which seems to have persisted 
in practically all the processes of ideological 
influence to this day. 

Throughout the colonial period, Spain im­
posed an educational policy, which was func­
tional from the point of view of metropolitan 
Spain and in relation to the model of an imperial 
power. O n the other hand, it was unfortunate 
in terms of the future needs of America. 

T h e dominant authoritarian traditionalism 
explains various maxims of the day, such as 
'spare the rod and spoil the child' and cthe 
child is tainted with original sin', which modern 
thought and, later, the Enlightenment were to 

have difficulty in eradicating. Broadly speaking, 
the general lines of education and culture were 
charted on the Peninsula. It is to be noted that 
the L a w s of the Indies simply disregarded el­
ementary education and concentrated on other 
levels. Little significance should be attributed 
to the variations resulting from the methods 
of implementing these laws. 

In Spain, reformers always resorted to edu­
cation as a suitable instrument for effectively 
remedying economic and social inadequacies. 
T h e Enlightenment, which saw education as a 
key factor, was instrumental in undermining the 
rigid traditionalism and the discomposed prin­
ciple of authority and eventually incorporating 
n e w patterns, values and activities in place of 
those which had until then been prevalent. It 
should be noted that in Spain and its colonies 
the law considered manual work to be degrading 
and servile until as late as 1783. In short, the 
followers of the Enlightenment were convinced 
of the necessity and feasibility of progress. 
'Progress' for them was an impulse bringing 
about the dissemination and secularization of 
ideas such as happiness and freedom without 
neglecting, to be sure, ideas of a utilitarian 
character. It was in this connection that edu­
cation played a prominent role. 

A feature of the spread of modern thought 
was the dysfunctional character of the ideas 
which metropolitan Spain tried to impose. This 
fact is borne out by the backwardness of the 
educational system and its unsuitability to meet 
the needs and demands of a n e w era. T h e 
critical spirit acted as a solvent and the n e w 
generations of Creoles progressively acquired 
this spirit. In addition to these factors, w e must 
also consider the serious consequences of the 
expulsion of the Jesuits. This event was the 
outcome of the dynamics of State secularization 
and the natural tendency towards homogeniz-
ation of the political, administrative and judicial 
structures of the State, in regard to which the 
Jesuits wielded considerable power. T h e ex­
pulsion of the Society of Jesus also meant the 
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disappearance of a bulwark of the established 
order, which exercised a strong, if not decisive, 
influence over wide and extremely distinguished 
sectors of the ruling class. T h e Jesuits had 
dominated the educational system and, w h e n 
they were banished, their replacements rep­
resented a considerable deterioration in the 
quality of the academic achievements and the 
methods applied; furthermore, educational aims 
were gradually obscured. However, this ban­
ishment of hundreds of priests—many of w h o m 
were Creoles with deep roots in their land—mul­
tiplied the critics of the colonial regime, if not 
its enemies. F r o m another point of view, it 
could be maintained that the expulsion of the 
Jesuits is an early example of the brain drain for 
political reasons. Furthermore, the C r o w n was 
not in a position and did not have the necessary 
professionals to take over the activities of a 
religious society with secular experience, whose 
primary aims explicitly included the education 
of a ruling class. 

A wealth of information could be furnished 
to show the inadequate conditions in which 
primary education developed. In this connec­
tion, w e have the testimonies of the Archbishop 
of Guatemala, Pedro Cortés y Larraz, or the 
views of Simón Rodríguez, reiterated by him in 
a series of writings published over several 
decades. 

In the eighteenth century the patent pre­
dominance of traditional ideas led to stagnation 
in the universities. T h e outcome was that edu­
cation gradually became drained of any signifi­
cant content and alienated the conceptual in­
struments which would enable it to grasp 
reality. T h u s , the n e w needs arising from the 
model which was being adopted were satisfied 
to some degree by the development of other 
ideas and techniques. However, this process 
was to occur outside the conventional academic 
context, anticipating by m a n y decades the 
radical changes in the universities. T h e advo­
cates of the n e w scientific, economic and 
cultural ideas sought a more sympathetic cli­

mate in less rigid institutions, which were open 
to innovation and challenge, and where routine 
and apathy were less in evidence. 

In America, the Sociedades Económicas de 
Amigos del País (Economic Societies of the 
Friends of the Country) and the Consulates 
were the centres from which these ideas were 
diffused, or perhaps it would be better to say 
from which the models, which were somewhat 
theoretical at the outset, were gradually trans­
lated into reality. T h u s , the models were fre­
quently transformed from more or less rational 
constructs, marked by good intentions and 
tainted with humanitarianism, into m e d i u m -
term and long-term proposals. These initiatives 
and achievements occurred between 1790 and 
1810. 

T h u s Idelfonso Leal, the historian of V e ­
nezuelan education, writes: ' T h e Royal Consúl­
tate provided the means for the building of 
roads, ports and canals, and also gave awards 
for the best reports on the cultivation of 
tobacco, cotton, indigo, sugar-cane and cacao, 
which clearly and authentically give a full and 
detailed description of the practices and pro­
cedures concerning the cultivation, processing, 
consumption of and trade in this precious 
produce and any other particulars concerning 
the organization of an estate.2 Thousands 
of leagues away, in Buenos Aires, Manuel 
Belgrano, secretary of the Consulate, proposes, 
at about the same time, a series of initiatives 
aimed at the 'improvement of the situation of 
the country, and the increase of the wealth and 
prosperity of its inhabitants'. Accordingly, he 
is concerned with roads, ports, lighthouses, 
agronomic studies, commercial schools, agri­
cultural schools and naval colleges, the distri­
bution of pamphlets in Spanish giving infor­
mation on n e w and better methods of tilling, 
fertilizers, fences, forestation, crop rotation. 
Furthermore, he calls for 'free schools, where 
the luckless ones (the farm-labourers) can send 
their children without having to pay anything 
for their education . . .' 

322 



Educational models in the historical development of Latin America 

T h e few changes introduced into the insti­
tutions of higher education—the inclusion of 
n e w courses, particularly in law and medicine, 
which envolved to the detriment of the theo­
logical orientation; or the introduction of n e w 
subjects into outdated curricula such as exper­
imental physics instead of natural philos­
ophy, etc.—as well as the demands for n e w 
educational institutions are such as to suggest 
that the major innovations occurred elsewhere. 

Various events appear to confirm the changes 
of attitude and conduct arising from the n e w 
style adopted, which shaped and influenced 
numerous activities and initiatives, such as the 
establishment of practical educational insti­
tutions enriched by the influx of persons from 
a variety of social backgrounds. W e are speaking 
in terms of a n e w ideology, which had its o w n 
nascent tools, one of which—the diffusion of 
books—was extremely important. T h e suc­
ceeding historical m o m e n t is, therefore, charac­
terized by the predominance of this ideology in 
search of persons whose strength and ability are 
equal to the task of dominating the advancing 
process of change. These n e w protagonists 
were to become the inspirers and leaders of 
independence. 

Liberation 

During the liberation process and the succeed­
ing years, far-reaching population displacement 
was a feature of the majority of countries. It 
was brought about by large-scale migrations 
which were the result of war, by considerable 
impoverishment due to a lack of productive 
activities and the dissipation of resources in the 
conflict, and by instability and uncertainty born 
of the vicissitudes of this period of strife. While 
the Bourbon tradition entrusting to the State 
a greater role in education did endure, the 
precarious situation of the treasury and the 
lack of administrative organization were cer­
tainly aggravated. W e should note the continued 

prevalence a m o n g the emergent ruling class of 
the ideas of the Enlightenment. Its model was 
enriched by a number of highly significant 
innovations, particularly by the appearance of 
a n e w political pulsation which found its 
supreme expression w h e n the ideal of the active 
citizen ousted that of the loyal subject. Although 
such an attitude m a y be considered naïve, 
it was in tune with the n e w principles which 
had been embraced. Thus , the aim was to 
promote the participation of all the people in 
the educational process. T h e presses produced 
advanced political works (which were, h o w ­
ever, pedagogically questionable), such as 
Mariano Moreno's translation of Jean-Jacques 
Rousseau's Social Contract, or the Principles of 
Political Law, or pamphlets on civic rights and 
duties, all of which were certainly aimed at the 
education of the n e w generations. There were 
attempts to banish corporal punishment in 
schools. Schemes aimed at the education of 
w o m e n and Indians were promoted, etc. These 
trends represent a refurbished style which was 
n o w underpinned by ideas of equality, freedom 
and justice, as understood by the wide spectrum 
of groups ranging from the so-called Jacobins 
to the moderates. Education and culture were 
burning issues of the day. 

T h e incorporation of political dimensions, 
with their mobilizing effects, qualitatively 
altered the n e w model in terms of the breadth 
of its postulates and the far-reaching impli­
cations of its goals. 

T h e banning of corporal punishment, which 
had been widely used and accepted as a means 
of discipline in schools, occurred in the context 
of a series of similarly inspired measures, and 
corresponded to the style which was being 
adopted at the time, seen in phenomena such 
as the abolition of the Inquisition, and of per­
sonal service by Indians. In short, these were 
all analogous measures. 

T h e scarcity of h u m a n and financial resources 
was one of the major obstacles with which the 
n e w ruling groups had to contend in the 
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advancement of their schemes. T h e surviving 
records concerning teachers' qualifications and 
school budgets make depressing reading. This 
explains, to a certain extent, the excellent recep­
tion given by the authorities or influential 
sectors of society throughout Latin America to 
the 'monitorial system' (or mutual teaching 
system or, as it is more commonly k n o w n , the 
Lancastrian school), the rapid and intensive 
spread of which, both in the Old World and in 
the N e w World, confirmed the fact that it met 
a definite need. W e should also not underrate 
the clearly favourable attitudes of Artigas, 
Rivadavia, O'Higgins, San Martin and Bolivar, 
w h o were all concerned to remedy these in­
adequacies. 

T h u s the initial democratic model was 
confronted with an intractable reality—the 
anarchy which would call forth an authoritarian 
reaction. T h e latter would take the form of the 
construction and consolidation of the State 
with a monopoly of power. 

Liberals and conservatives 

Throughout the Latin American continent, the 
decades following the emergence of the inde­
pendence movements were marked by the ups 
and downs of the armed struggles aimed at the 
consolidation of independence and, in other 
cases, by the ravage wrought by civil war. 

In the years between the independence cycle 
and the association of the Latin American 
economy with the international markets, pri­
ority was accorded to the formation of the 
State, and the prerequisites included the m o n ­
opoly of power and an elementary admin­
istrative structure. This process was to exclude 
the popular masses from political decisions. It 
is in this context that the low priority given to 
education is to be viewed. 

However, certain symptoms were soon to 
appear which were indicative of a vigorous 
redefinition of forces. T h u s , the traditionally 

conservative groups (formerly linked to the 
State, its administration and bureaucracy, but 
above all anchored to an economy and society 
based on the estate and the plantation) en­
deavoured to regain ground. They were opposed 
by the liberals, w h o were bent on their o w n 
programmes of change. It would be rash to 
generalize as to the outright predominance of 
certain of these groups over others, w h o at times 
were almost as powerful. Besides, for various 
reasons the content and look of the European 
liberal and conservative movements changed in 
the N e w World. 

Both liberals and conservatives claimed that 
they could restore the constituted order. It 
should be pointed out that, on certain matters, 
these movements appeared to be more antag­
onistic towards each other than was actually the 
case. They were definitely poles apart on ques­
tions concerning the Church or secularization, 
but their opposition was less extreme in regard 
to other problems. Besides, it is their different 
attitudes towards the State that are significant. 
T h e liberals were the negative m o m e n t in the 
process of State consolidation, as they practi­
cally always objected to the conventional role of 
the State, while in other cases certain radical 
groups rejected outright the idea of a State. 

This attitude is not easy to explain in view of 
the absence of anyone else capable of perform­
ing the activities which, in the opinion of the 
liberals, were no business of the State, such as 
participation in economic development. These 
theoretical limits placed on the function of the 
State had serious consequences in various 
spheres. T h u s , in the field of education, there 
were grave implications in the acceptance of 
compulsory school attendance, which at times 
seemed to them to run counter to the pro­
claimed principle of freedom of schooling. 
Furthermore, the liberals criticized the State 
from a European point of view inappropriate to 
the political and institutional reality of Latin 
America at a very different stage of development. 
Also, they regarded the State as a 'hangover' 
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from colonial times, yet the middle class of the 
advanced capitalist society of Europe simply 
did not exist in Latin America. For their part, 
the conservatives advocated the restoration and 
defence of the traditional order. T o a certain 
extent this explains w h y , in a number of cases, 
they became protectionist or considered it es­
sential to maintain regular armies. However, 
they refused or reduced to a m i n i m u m State 
interference in the educational activities of the 
Church. 

It should also be mentioned that, even w h e n 
the Latin American population was predomi­
nantly rural, none of these groups did m u c h for 
rural education. This seems quite logical in 
view of the mainly urban character of the 
liberals and the manifest lack of interest on the 
part of the conservatives in raising the cultural 
level of the rural population, which consisted 
largely of peasants and vast masses of the in­
digenous population not always integrated in 
the money economy. This gap in the educational 
policy of both political currents delayed the 
incorporation of these rural sectors into a more 
modern economy and society and, of course, 
their participation in political life. 

Without attempting to characterize them by 
resorting to an oversimplified formula, it could 
be stated that, in regard to this historical m o ­
ment, the liberals, in view of the interests 
which they represented and their ideological 
affiliations, endeavoured to be both reformers 
and secularizers. In other words, they adopted a 
position which brought them into confrontation 
with the political and economic power that 
upheld the Church, and they strove to diminish 
the influence of the clergy in educational mat­
ters. T h e conservatives, on the other hand, held 
that the Church was an important factor in the 
maintenance and restoration of order. However, 
rather than consider generalizations, it would 
appear more relevant to ascertain h o w these 
currents fitted into the reality, and h o w they 
endeavoured to come to grips with that reality 
and modify it in the light of their project or 

model. T h e complexity of the process, and the 
diversity of the characteristics which it assumed 
in each country, m a k e it difficult to describe 
globally, since there was a wide variety of 
responses aimed at the formation of the ruling 
élite of the n e w society. Thus in Mexico the 
liberals ruled out university education, judging 
the university to be a relic of colonial times. In 
Buenos Aires, on the other hand, they succeeded 
in evolving a proposal which was not less 
significant for being short-lived. 

Towards popular education 

Throughout Latin America, and particularly in 
the years following the Mexican Reform and 
the 'Organización' in Argentina, efforts were 
stepped up to incorporate a growing number of 
people into the sphere which has generously 
been referred to as 'civilization'. All previous at-
temps to do so had failed, partly on account of 
the precarious nature of the economies and their 
limited integration with the central economies, 
together with the civil wars, the lack of admin­
istrative organization, and treasury shortages, 
but also because of difficulties arising from a 
frequently obdurate geography and a scattered 
and predominantly rural population (with areas 
inhabited by an overwhelming indigenous m a ­
jority). T h e conquest of isolation, poverty and 
linguistic fragmentation, and the establishment 
of modern, stable institutions and legislation 
seemed to be prerequisites to the integration of 
these countries. In the opinion of some of the 
more distinguished members ofthat generation, 
all this called for long-term educational policies, 
with substantial investment in teacher training, 
buildings, etc. T h e consolidation of the national 
State seemed unattainable unless some progress 
was m a d e towards the achievement of these 
objectives. 

Besides the experience accumulated by the 
previous generation, which was characterized 
by successive failures to give effect to such an 
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educational policy, the increasing needs were 
the subject of highly perceptive analyses by the 
n e w leading elements in society. A number of 
these analyses are still surprisingly relevant. O n e 
of the outstanding figures of the day was a 
Mexican—Benito Juarez w h o , in 1848, painted a 
discerning picture of the educational situation in 
Mexico (which was to go from strength to 
strength over the years, despite political ups 
and downs). 

D o m i n g o Faustino Sarmiento, the champion 
of popular education, was active at the opposite 
end of the continent. Certain aspects of his 
work merit consideration, if only in a summary 
fashion. 

Sarmiento's ideas on education, in the form 
in which he tried to introduce them in his 
country, were inseparably linked with an im­
migration and settlement policy. H e furthered 
the transition of Argentina from cattle-breeding 
to agriculture; this involved a change in the 
pattern of ownership and not merely in the 
productive structure, which implied the for­
mation of an agricultural middle class. 

Education was one of the essentials for the 
accomplishment of this task. At the primary 
level, it would involve the education of m a n ­
power capable of producing and of participating 
in the process of change. Hence, education had 
a political as well as a socio-economic function. 
In any case, such a scheme anticipated reality 
and pointed to the need for the creation of a 
radically n e w society comprising a plurality of 
participant social groups. Such a concern for 
primary education was well founded, since el­
ementary education and popular education could 
at that time be considered practically the same 
thing. In practice, however, literacy training 
did not advance at the rate which had been 
expected: since rural workers did not acquire 
ownership of the land, enjoy political rights or 
exercise effective suffrage, the educational factor 
did not perform in this context the function of 
a transforming variable, as inferred from the 
original Sarmiento model, but became a m o d ­

ernizing variable. At any rate, these educational 
ideas played a fundamental role and were the 
inspiration behind Act. N o . 1420, which was 
to have a nationalizing effect in relation to im­
migration and promote the integration of the 
country. 

This policy provided a fairly early coverage 
of a very significant sector of the school-age 
population; in other words, it managed to a large 
extent to achieve universal primary education. 
Thus the focal point of the system continued to 
be primary education, while secondary edu­
cation was regarded merely as a stepping-stone 
to university, the purpose of the latter being to 
train the ruling class and the professionals 
required by the development process. 

T h e Uruguayan José Pedro Várela probably 
represents the culmination of the current of 
thought and action concerned principally with 
popular education, which was seen as a tool for 
the transformation of Latin American society. 
Várela was in m a n y ways a disciple of Sarmiento 
and, like the latter, a great admirer of the so-
called North American model of development. 
His ideology was imbued with a form of 
spiritualistic rationalism and gradually trans­
muted into open positivism, which was to have 
a decisive influence on the entire cultural and 
educational life of the country. 

W e shall refrain from dwelling too long on 
the work of Várela but confine ourselves to a 
number of quotations illustrating his edu­
cational ideas in relation to other aspects of 
national life. 'Education', he writes, 'is then the 
only service entrusted to the public adminis­
tration which does not consume the capital 
invested in it, but incorporates in a n e w form 
the capital represented by the persons w h o are 
taught.' H e cogently argues that a 'twofold ef­
fort is needed to remove the basic causes of our 
political crisis; w e have to eradicate ignorance 
among the rural population and the lower strata 
of society; w e also have to eradicate the error 
which was born in the university and which 
drags in tow the enlightened classes, which are 
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directly involved in public affairs'. W e should 
also bear in mind, he says, that 'the error is not 
peculiar to the University of the Republic, but 
is c o m m o n to all the privileged universities'.3 

T h e date of the death of José Pedro Várela 
seems to be symbolic, since it coincides with the 
end of one era and the beginning of another. 
T h e n e w m o m e n t was to be marked by the fever 
of progress and its implicit contradictions, and 
would be ideologically coloured by positivism, 
which would soon decry the liberal principles 
to which it was affiliated. T h e slogan 'education 
is the driving force of progress' was reiterated, 
in slightly different versions, up and d o w n the 
continent. It links three concepts which were 
very dear to the m e n of the last two decades of 
the nineteenth century: education, driving force, 
progress. 

In brief, D o m i n g o Faustino Sarmiento and, 
José Pedro Várela postulated a social order 
which would successfully deal with economic 
and cultural backwardness (particularly of the 
rural population, which continued to form the 
overwhelming and m u c h neglected majority) 
and political instability. They accordingly ad­
vocated an order founded on education and 
participation, which for them was something 
quite different from the order which positivism 
would soon seek to impose, particularly w h e n it 
broke its original ties with liberalism. Further­
more , as they lacked the essential social forces 
to back up their programme of change, these 
visionaries remained to a certain degree in a 
vacuum. However, their schemes would in any 
case become meaningful and begin to materi­
alize w h e n they were embraced by the n e w 
urban groups, and in particular with the emerg­
ence of the middle classes. 

T h e liberals rejected the colonial university, 
considering that it was identified with tra­
ditional values and was thus concerned with the 
perpetuation of its o w n prestigious position. 
In the period in question, any projected large-
scale educational reforms were not elitist but 
rather were directed against university edu­

cation as such. This is not so strange, seeing 
that the university (in terms of the social back­
grounds of the students, the career prospects 
offered by its courses, and the professional and 
cultural role of its graduates), which continued 
to be a minority if not a patently oligarchic 
institution, could scarcely understand and m u c h 
less give expression to the interests and aspir­
ations of the n e w groups, whose 'model' of 
development had preciously little to do with 
higher education and called for an extensive 
mass culture of a twofold political and utilitarian 
character. 

The positivists 

T h e Industrial Revolution, which produced 
growing quantities of manufactured goods, gave 
rise to a demand for raw materials and food; in 
the Old World, life-styles and patterns of 
consumption changed. This process was to be 
reflected in unsuspected ways in the countries 
of Latin America, which would associate with 
the international market as producers and 
consumers proportionately to their export ca­
pacity. However, they were not necessarily to 
industrialize as swiftly as was imagined, since 
the direction taken by international relations 
would result in the appearance of inequalities 
and less developed countries. 

There occurred in the early stages an ac­
cumulation of surpluses which were not always 
invested with economic or productive objectives 
in mind. Furthermore, the social classes and the 
incentives needed for such an approach simply 
did not exist, with the result that resources were 
frequently squandered in consumption. In a 
certain sense, at least, and for particular sec­
tors, progress seems to have been synonymous 
with greater comfort and the increased consump­
tion of ever more sophisticated goods. F r o m 
another angle, progress would also require rad­
ical changes in the spatial distribution of pro­
duction and employment. N e w activities would 
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be centred in areas m a d e accessible by the n e w 
means of transport, or ongoing activities would 
be extended. Hence, it would be necessary to 
alter the laboriously established equilibrium, 
with a resulting modification in the relative 
weight of the difFerent branches of production. 
Furthermore, the organized State would favour 
association with foreign capital and would fa­
cilitate its access to the market. This situation 
would lead to n e w patterns of relationship be­
tween developed and underdeveloped countries. 
T h e view was that Latin America would not 
meet the needs which would arise in the course 
of the years without political order and economic 
freedom. It was believed that, once these objec­
tives were attained, progress would come about, 
as if by magic. Positivism ofiered the key. Peace 
was a genuine and heartfelt need. T h e solution 
was patent: it was essential to put a stop once 
and for all to the by n o w chronic confrontations 
of liberals and conservatives, and to have no 
more revolutions, which in truth were nothing 
other than moderate coups d'état. All these 
factors militated in favour of the acceptance of a 
philosophy of order, capable of putting Latin 
American countries on the road to progress, 
'travelling along the path of peace'. In a certain 
sense, positivism was the answer to such aspir­
ations and disquiet. Wherever positivist ideas 
spread, their influence was decisive. In few 
places, however, was positivism as influential as 
in Mexico, where positivist adepts would suc­
ceed in occupying important government posts. 

Positivist ideas on education could be s u m ­
marized by reference to the attempts of the 
positivists to rationalize society through the in­
troduction of scientific method, and their en­
deavour to create a consensus of support for 
the postulated model; that is to say, collective 
prosperity would be achieved through economic 
growth. Liberalism had become conservative, 
and order had taken precedence over freedom, 
all in the n a m e of progress. 

Gabino Barreda, one of the architects of edu­
cation during the first stages of positivism, was 

concerned at the way freedom was turning into 
anarchy. H e wrote: 'Freedom is commonly rep­
resented as an ability to do or will something 
without the constraint of the law or any other 
force; if such a freedom could exist, it would be 
both immoral and absurd, since any form of 
discipline and consequently order would be 
impossible. Far from being incompatible with 
order, freedom consists, for all phenomena, 
whether organic or inorganic, in full compliance 
with the relevant laws.'4 

T h e 'modern' concept of ownership which 
the regime of Porfirio Díaz aspired to impose 
naturally led to a policy which contributed to 
the accelerated dissolution of the indigenous 
communities, which under the pretext of being 
given the opportunity to become owners were 
dispossessed of their lands. O n a different plane, 
but in a directly related development, the spread 
of Spanish and the encouragement to learn 
foreign languages, particularly English, rep­
resented a savage attack on the indigenous 
languages. This question of language teaching 
as a political factor becomes particularly rel­
evant if w e consider it in the context of the 
'model' advanced by Porfirio Díaz, where it is 
seen to be quite consistent with the other as­
pects of the process. 

Elementary education continued to be over­
whelmingly urban, to the detriment of the rural 
sector w h e n the latter was not simply ignored 
in practice. At the turn of the twentieth century 
the illiteracy rate was 54 per cent, declining 
to 50 per cent over the following decade. 

T h e Mexican Revolution in 1910 would raise 
other problems concerning the land question, 
rural education and language teaching. These 
and m a n y other political, social, economic and 
cultural questions would be interpreted dif­
ferently in the light of a n e w 'model'. However, 
such a topic is outside the scope of this article. 
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The ascent of the middle classes 

It is generally accepted among modern his­
torians that Argentina evolved in a series of 
stages, which must be distinguished if the 
country's historical process is to be satisfac­
torily understood. For example, Gino Germani 
defines, within the State described by him as a 
'representative democracy with limited partici­
pation', two phases: one is the phase of'national 
organization (1853-1880)', and the other is the 
phase of 'liberal conservative governments (the 
oligarchy: 1880-1916)'.6 This division helps to 
explain the attitude of two generations which 
differ in m a n y distinct respects. T h e so-called 
'eighties generation' carried to the extreme 
m a n y of the inconsistencies and limitations of 
the previous generation. These differences are 
amply illustrated if w e consider the role in 
national development attributed to the State in 
the first phase, and the emphasis on private 
enterprise in the second phase. T h e resolute 
consolidation of the outward-looking growth 
model was a feature of the last two decades of 
the nineteenth century. 

T h e central idea of the book by Juan Carlos 
Tedesco6 'is that the ruling classes assigned a 
political and not an economic function to edu­
cation. T h e economic changes which occurred 
in this period were not such as to require 
manpower to be trained locally. T h e structure 
of the educational system changed only in such 
aspects as could have political implications and 
produce political advantage. W h a t is singular 
in the case of Argentina is that the forces which 
were poles apart in the political arena concurred, 
w h e n each was at the height of its power, in 
keeping education alienated from the production 
sector'. T h u s , Tedesco continues, the edu­
cational process involved at that time an en­
deavour to bring the situation more into line 
with the model, the main lines of which could 
be characterized as an attempt, on the one hand, 
to achieve dissemination and establish guide­
lines for the attainment of a consensus and, on 

the other hand, to educate a ruling and admin­
istrative class. 

In brief, the ruling classes evolved a develop­
ment model served by the educational system: 
hence the congruity of this system once it became 
consolidated and results were obtained. Over 
the years, the system tended to favour the 
middle classes, which were not associated with 
the primary or secondary sectors but which 
benefited from the expansion of the tertiary 
sector (bureaucracy, services, professions, etc.). 
T h e middle classes were not in any better pos­
ition to propose an alternative model and, im­
plicitly, shared in the model of outward-looking 
growth which gave them a feeling of security 
and, perhaps even more important, a feeling of 
progress (a word which, as w e have already 
seen, enjoyed enormous prestige). All these fac­
tors explain, in some way, an optimism which 
w e n o w tend to regard as naïve. However, to 
the extent that the traditional ruling sectors had 
to face crises, they became more resistant and 
considered the middle class as a potential rival. 
For their part, the middle class grew increas­
ingly aware of its o w n identity, and showed 
itself at the same time to be more consistently 
democratic. But, since education was considered 
as a road to ascent and prestige, the middle 
class also endeavoured to take advantage of and 
increase all the possibilities provided by the 
system to reach the university, which was the 
bulwark of the traditional sectors. This process 
was reflected in the plan for tertiary education 
included in the Córdoba University Reform 
(1918). This course of events was repeated prac­
tically all over Latin America with varying in­
tensity and speed. Its main postulates called for 
university autonomy, the participation of aca­
demic staff and students in the running of the 
universities, academic freedom, periodic c o m ­
petitions for academic appointments, and the 
so-called associate-professorship system, which 
m a d e it possible to have parallel chairs in a 
university; it also called for a wider intake, m o d ­
ernization of curricula, university extension, etc. 
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Such a programme called for a radical redefi­
nition of the role of the university, which was 
required not merely to train professionals and 
promote scientific research but to contribute 
to the effective democratization of society.7 

This stage marks the incursion of the n e w sec­
tors which demanded the democratization of 
political life through suffrage. T h e y also wanted 
greater participation in educational and cultural 
life. However, it is to be stressed that they 
always respected the outward-looking growth 
model. 

F r o m the ideological point of view, positiv­
ism had an extensive and profound influence 
in Argentina. This aspect is covered by an 
abundant literature8 which does justice, in most 
cases, to the heterogeneity and the interlocking 
of the various schools and tendencies. T h e 
forerunners of positivism, D o m i n g o Faustino 
Sarmiento, Juan Bautista Alberdi and various of 
their contemporaries, were succeeded by a cur­
rent which is described by Francisco Romero: 9 

'There ensued a period of stagnation in a 
comfortable and opportunistic pragmatism; in 
this atmosphere some of the worst tendencies 
in our collective life emerged.' This current 
led to conformism in the face of the successes 
of the modernization programme being im­
plemented under the banner of peace and ad­
ministration, without any regard for the serious 
contradictions to which it would give rise. H o w ­
ever, another current, which would establish 
the so-called Paraná School, exerted a consider­
able and beneficial influence, especially on the 
development of teacher-training colleges. These 
were soon to become centres of change which 
would produce outstanding figures such as 
Pedro Scalabrini, the first exponent of Comte in 
Argentina; J. Alfredo Ferreira, w h o was perhaps 
the best k n o w n and most illustrious representa­
tive of Comtism; and other persons w h o were 
more concerned with education as such than 
with its relation to the model at large. A third 
line was Spencerism, which m a d e a lasting im­
pression in the universities. 

In fact the most interesting way to study 
Argentine positivism would be to give a lengthy 
and variegated description of its different lines 
of influence and their meeting-point with n e w 
currents which, if they at times enriched it, 
also led it d o w n blind alleys. Other avenues 
of study would be its impact on other discn 
plines (history, psychology, philosophy, peda­
gogy, etc.) or on the spirit of key institutions 
such as L a Plata University. 

Some concluding thoughts 

Throughout the nineteenth century, the con­
crete situation and ideas about education in 
Latin America differed widely according to the 
country and circumstances in question. M a n y 
of the features of these countries endure to 
this day in the form of traditional or insti­
tutional or legal apathy, hence their significance 
as a subject of study. 

These processes can be properly understood 
only if they are considered in terms of im^ 
plicitly admitted development models or styles 
of development, and of the ideologies under­
lying them. F r o m their analysis, certain signifi­
cant, and some lasting, characteristics m a y be 
inferred. M a n y ideas could not be put into 
effect at the time because of an absence of 
committed agents—in other words, a lack of 
social forces that would support them and 
ensure their concretization. Transplanted pres­
tige models—of proven effectiveness in other 
regions—failed because they had not been prop­
erly rethought or confronted with the n e w 
reality, or because the existing inconsistencies 
had not been taken into consideration. Such 
factors as these frequently hindered or delayed 
the envisaged processes of change. 

Very often, with a predominantly rural popu­
lation, the most liberal ideas invalidated them­
selves because they were put into effect for 
the benefit of the urban sectors, so that edu-* 
cation served only to deepen the contradictions 
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instead of diminishing or overcoming them. In 
this way, the homogenization of the social struc­
ture was deferred. 

T h e rigidities of the various systems were 
such that, at different times, innovations had 
to be introduced or disseminated outside them. 
In the face of limitations and theoretical diffi­
culties, it was not admissible that the systems 
should be rethought in terms of a different 
model. 

T h u s , everything would tend to suggest that 
m a n y of the present disorders, contradictions 
and inadequacies of the educational system or 
the relationship between it and society should 
be studied, which would permit the develop­
ment of models that are theoretically satisfac­
tory and practically viable. Such a challenge 
was vehemently issued well over a century ago 
by Simón Rodríguez, w h o wrote: 'Either w e 
invent or w e err. . . .' 
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Educational development 
and social stratification 
in Latin America (1960-70) 

Education has developed remarkably in Latin 
America as compared with other regions of the 
world, to an extent unprecedented in history. 
Within a few decades Latin America has c o m ­
pleted a process which in m a n y developed 
countries lasted more than a century.1 

T h e two purposes of the present study are 
to describe the extent of this development and 
its specific features both in the different national 
situations and in the various social strata within 
each nation, and to put forward suggestions as 
to the theoretical explanation for the empirical 
evidence submitted. 

T w o aspects enter into the construction of 
this theory: first, a critical attitude towards the 
suggestion that educational development has 
been due solely or chiefly to the technical re­
quirements of production, combined with im­
provements in income distribution; second, a 
structural explanation in which the facts are 
analysed in relation to certain variables—the 
social structure, the structure of government 
and the State. 

T h e data used in this study have been taken 
from census samples for i960 and 1970, sys-
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tematized in the O M U E C E (Census Sampling 
Operation Programme) of the Latin American 
Demographic Centre ( C E L A D E ) . Three key 
aspects were selected and the information avail­
able was organized around them: the present 
situation and trends in regard to the extension 
of education at the various levels, the problem 
of inequality in the distribution of schooling, 
and the relation between occupational structure 
and educational level. 

Trends in educational levels 

In the decade under consideration (1960-70), 
the average increase in education in the region 
as a whole was 11 per cent. This figure is 
obtained from an evaluation of only five edu­
cation brackets or categories: no education, 
lower primary, upper primary, secondary and 
higher. 

T h e increase is remarkable in view of the 
inertia effect of the older population, whose 
educational levels do not vary. T h e n-per-cent 
increase is in fact due to changes in the edu­
cational levels of the younger members of the 
community. This overall percentage does not, 
however, give any idea of the changes within 
each age bracket. 

It is more interesting to consider the growth 
rate for each educational level. T h e percentage 
increase or decrease between i960 and 1970 for 
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each of the educational levels was as follows: 
no education, —15 per cent; lower primary, 
—10.5; upper primary, +27 .8 ; secondary, + 5 6 ; 
higher, + 7 3 . 2 per cent. 

These figures indicate that the average in­
crease for the Latin American countries varies 
widely from one educational level to another. 
T h e higher the level, the greater the relative 
increase. At the top of the scale, the average 
figures for the region show that higher edu­
cation increased by more than 70 per cent 
between i960 and 1970. At the bottom of the 
scale, the relative decrease of illiteracy—or 
rather of persons without education—was only 
15 per cent. 

T h e figures reflect two features of the process 
clearly enough: on the one hand, the rapid 
development of secondary and higher edu­
cation; on the other hand, the profound change 
in the educational composition of the region. 
T h e averages for Latin America do not of course 
reveal the great diversity of situations. (See 
Table 1.) 

Countries can be divided into four main 
groups: 

In the first group are countries in which a 
situation that came into being several decades 
ago is being consolidated, the process of 
educational development having started early 
(such was the case in Argentina and probably 
Uruguay). In these countries there is a moderate 
increase at the levels of secondary and higher 
education. This increase means that large n u m ­
bers of people have the aspirations and attitudes 
peculiar to the well educated: pressure to obtain 
employment of an administrative character, 
demand for consumer goods, for a share of 
income, etc. 

These pressures are felt mainly in urban 
areas, where they give rise to tension and 
conflict and attempts to reduce the latter. They 
also create employment problems: a demand for 
scarce jobs in non-manual occupations at inter­
mediate and higher levels, underemployment, 
disparity between employment and education, 

brain-drain, loss of prestige of education. O n the 
political side, groups strongly influenced by 
ideologies tend to launch or intensify protest 
movements with a high potential for mobilizing 
opinion and exerting pressure on the State. 

T h e extent to which the system has lost or 
exhausted the resources used at earlier stages to 
meet these demands is a decisive factor in the 
appearance of these great structural tensions. 
Processes involving the depletion of material 
and political resources over long periods, while 
the educational system was still gradually ex­
panding, seem to be a feature of these countries. 

Indeed, this shows indirectly that the early 
extension of education played a very important 
part in determining the n e w demands and 
aspirations. In societies which had already 
reached a high educational level in the first 
decades of this century, the effects of the exten­
sion of primary education and the spread of 
literacy were felt before the region became 
widely open to the international system and 
the stimulus of exchanges of a modernizing 
character. 

In the second group are countries in the 
process of advanced transition. This group 
comprises Chile, Costa Rica and P a n a m a . 
Within this group, the educational situation is 
by no means the same, the levels of the first 
two countries being higher than that of Panama. 
Nevertheless, certain features of growth are 
c o m m o n to all three: a very marked expansion 
of secondary and higher education, m u c h greater 
than in the first group of countries; a consider­
able reduction of the number of persons with­
out any education, with the largest rates of 
decrease for the decade (Chile, 37 per cent; 
Costa Rica, 28 per cent; Panama, 26 per cent); 
and a moderate growth rate for complete pri­
mary education. 

T h e three countries in this group have m u c h 
larger rural populations than do those in the first 
group, and two of them also have a considerable 
urban-rural imbalance. While these countries 
are rapidly approaching the level of Argentina 
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T A B L E I. Educational levels in 15 Latin American countries, 
in percentages of population older than 15 (1960-70) 

Country 

Argentina2 

Brazil3 

Chile2 

Colombia 

Costa Rica 

Dominican 
Republic 

Ecuador 

El Salvador 

Guatemala4 

Honduras 

Mexico 

P a n a m a 

Paraguay 

Peru 

Uruguay6 

Year 

i960 

1970 

i960 

1970 

i960 

1970 

i960 

1970 

i960 

1970 

i960 

1970 

i960 
1970 

i960 

1970 

i960 

1970 

i960 

1970 

i960 

1970 

i960 

1970 

i960 

1970 

i960 

1970 

i960 

1970 

Without 
any education 
and pre-school 

8.9 
I.I 

42.8 

43-5 

16.1 
10.1 

27.1 

16.9 

12.0 

35-5 
35.0 

33.0 
27.O 

56.7 

45-7 

(63.3) 2.5 

55.9 

57.0 

42.4 

39-2 
31-7 

27.3 
20.0 

19.1 

I5-46 

27.I 

I3.O 

7-7 

Lower 
primary1 

25.7 

18.2 

28.9 

27.9 

20.7 

18.7 

36.O 

34-1 
24.8 

38.6 

23.8 

28.0 

20.3 

22.5 

23-3 

17.8 

20.3 

26.4 

25.4 

30.0 

27.9 

18.4 
16.4 

41.4 

41.8s 

24.6 

23.3 

25.9 

Upper 
primary 

47-1 
55.6 

19.8 

18.8 

36.3 

44-7 

22.8 

34-9 
40.1 

21.9 

33.0 

28.3 

34.2 

14.0 
20.3 

11.3 
14.8 

12.0 

23.0 

23.1 
28.0 

34-4 

37-7 

28.2 

31.0s 

22.9 

43-5 
34-8 

Secondary 

15.0 

20.7 

7-5 
8.5 

25.0 

23.6 

13.2 

II.O 

20.3 

3-2 
6.8 

9-3 
16.5 

5-7 
8.8 

4-4 

6.9 

4-2 

8.4 

6.6 

10.1 

17.5 
22.1 

7.8 

10.56 

20.5 

17.7 
20.7 

Higher 

3-3 
4-4 

0.9 

1-3 

1.7 

2.9 

I.I 

2.8 

2.8 

0.7 
1.2 

1.4 

2.0 

0.4 
0.9 

0.7 
1.1 

0.4 
0.8 

1.1 

2.3 

2.1 

3-7 

3-5 
I.35 

4-9 

2.3 
10.8 

1. This comprises the first grades of primary education. 
2. Argentina, in the period between the two censuses, changed the numbering of primary-school grades while retaining the 

same duration for the cycle. Hence the course covered six grades in i960 and seven in 1970. During the same period 
Chile increased the primary course from six to seven years. 

3. Population census, 1970. 
4. The percentage in parentheses corresponds to the subjects who did not state their educational level. 
5. National Population and Housing Census, 1972. 
6. Fifth Population and Housing Census, 1975. Advance sampling. 

Source: O M U E C E . 
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in so far as secondary and higher education are 
concerned, they are also engaged in reduction 
of the illiteracy rate in rural areas. Despite the 
fact that they have m u c h higher birth rates than 
do the countries in the first; group, they managed 
during the decade to reduce by one quarter the 
number of persons in rural areas without any 
education. 

Pressure similar to that exerted by the well 
educated in the more advanced countries has 
resulted from the extension of education to n e w 
groups of people w h o were previously un­
educated. This appears to be one of the features 
of these countries. However, if the situation is 
to be diagnosed more accurately, one must bear 
in mind that other factors besides the rapid rise 
in educational levels contribute to the rising 
demands. As has already been observed, there 
was a certain expansion in the 1930s or the 1940s, 
but the process was not the same as that of 
the 1960s. T h e process varied, for example, 
according to whether or not it coincided with 
a process of rapid urbanization or of rapid 
exposure to outside stimulation or to inter­
national frames of reference. 

It can be assumed that this group of countries 
is facing problems arising from the n e w aspir­
ations of both the rural and urban populations. 
In the rural population the lower strata of 
society are involved, whereas in the urban 
population all the strata contribute. Not only do 
w e note active pressure on secondary and higher 
educational facilities, which have to meet the 
n e w demands for education arising from the 
educational levels immediately beneath them, 
but the eradication of illiteracy in rural areas 
has caused people to drift to the towns, where 
they swell the numbers of n e w literates, creating 
unprecedented pressures and demands. 

Even if the system is dynamic enough to cope 
with its o w n growth for a relatively long period, 
it seems likely that these countries will very 
soon have to resist serious structural tensions as 
a result of the extraordinary development of 
education. 

While educational status m a y retain symbolic 
significance as a form of participation in modern 
life, and while there is scope for absorbing 
occupational demands, it can be assumed that 
education will automatically see that the as­
pirations generated are commensurate with the 
means of fulfilling them. Nevertheless, the 
experience of the more advanced countries 
shows that beyond a certain threshold the 
tensions bound up with the educational system 
cannot be kept from spreading to the other 
institutional systems. 

This threshold is not of course immutable; it 
depends largely on the resources available to 
those in power and the ways in which they can 
be combined. In this connection, it must be 
admitted that the path followed by the more 
advanced countries does not necessarily have 
to be followed by those in an advanced stage of 
transition. There are combinations and re­
sources which lead to a specific outcome in 
each case. 

T h e third group comprises countries in 
which transition is slow. Despite significant 
differences, this group includes Guatemala and 
El Salvador and probably Honduras and 
Nicaragua (on the basis of the data available 
for the period 1960-70). T h e educational 
pyramid is changing at the lower levels and the 
highest growth rates correspond to the upper 
primary level: Guatemala, 31; El Salvador, 45. 
However, the most important point is the 
coverage of the educational system. A s already 
mentioned, despite the considerable effort m a d e , 
half the population in these countries is never 
involved in the educational process and during 
the decade under consideration the number of 
persons without any education was reduced 
only by approximately 10 per cent. W h e n one 
considers the rapid population increase in these 
countries, one realizes the additional difficulties 
which they must overcome each year in order 
to provide for n e w batches of pupils at the 
various levels of education. 

Here there is more rapid growth at the 
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secondary and higher levels than there is in the 
more advanced countries, although it is not so 
rapid as in the group comprising Chile, Costa 
Rica and Panama. Yet the percentage of well-
educated people, which was very low at the 
outset, still remains small. For instance, in El 
Salvador the 13-per-cent growth rate for higher 
education represents little more than 0.5 per 
cent of the population enrolled at that level 
during the decade. M u c h the same m a y be said 
of the growth rates for secondary education—57 
and 54 per cent respectively—which represent 
increases of 2.5 and 3.1 per cent in the edu­
cational pyramid. 

This group of countries appears still to have 
a great growth potential at these levels of edu­
cation as compared with the others but, unlike 
the countries in the first two groups, it is not in 
a position to reach saturation point within the 
next few decades. 

Educational stratification is tending to change 
not only at the lower levels but throughout 
society, both in the capitals and smaller towns 
and in rural areas. In this connection, the wide­
spread character of the process distinguishes 
these countries from those in the other groups 
and shows that the process is not peculiar to 
rural areas. 

In societies of this kind the widespread low 
educational levels m a y not create disparities 
such as those found in the other groups, be­
cause certain factors m a y attenuate their effects: 
the relative slowness of change, which occurs 
largely in capital cities and smaller towns ex­
posed to modern influences, the nature and 
content of education (high proportion of drop­
outs and repeaters, etc.). 

Finally, the growth rates for secondary and 
higher education give the impression that the 
n e w levels will not affect the pattern of demands 
and aspirations to such an extent that the oc­
cupational structure will be unable to cope with 
them, despite the economic lethargy of these 
societies. 

T h e fourth group includes countries which 

are difficult to classify. Strictly speaking, as this 
is not a homogeneous group, it seems appro­
priate to deal with each case separately. O n the 
basis of the information available, an analysis 
m a y be m a d e of the situation of Mexico, Peru, 
Paraguay and Brazil. 

In Mexico the rapid changes to be observed 
in the educational system mainly affect the 
lowest and the highest levels. It is changes in the 
educational pyramid which are involved: in 
rural areas they mainly concern literacy; in the 
capital, according to the information available, 
they concern secondary and higher education. 

In a country where a high percentage of the 
population lives in rural areas, rapid change in 
those areas m a y create serious conflicts relating 
to other aspects of social stratification. 

Peru seems to have similar characteristics. In 
that country the decrease in illiteracy—the most 
considerable during the 1960-70 decade—fol­
lows the same pattern as in Mexico. Although 
comparative figures are not available for the 
year i960, literacy figures and information on 
the coverage of the educational system and the 
increase in enrolments indicate that Peru is in 
m u c h the same situation as Mexico in so far as 
the educational mobility of the lower levels of 
the system is concerned. 

In Brazil, on the other hand, the educational 
process has been discontinuous and in a sense 
regressive, despite the progress m a d e in the 
region as a whole. It might be appropriate to 
m a k e a thorough analysis of educational levels 
in this country to supplement the information 
on illiteracy there. In any case, the exceptional 
nature of the process and the fact that it is quite 
different from that of the other countries studied 
need no further proof. 

In short, two conclusions can be drawn from 
the variety of situations described above, two 
conclusions which tie up with the initial state­
ment of the problem. T h e first concerns the 
relationship between the educational growth 
described above and the growth of the gross 
per-capita product. N o clear pattern emerges; 

336 



Educational development and social stratification in Latin America 

nor is it possible to discern any positive trend 
relating the two variables. Indeed, both seem 
to behave in a random way, sometimes pre­
cluding a 'manpower approach'. Economic leth­
argy sometimes coincides with a considerable 
expansion of education. T h e second conclusion 
is that educational development and changes in 
educational levels give rise to aspirations and 
demands which exert pressure in favour of a 
more equitable distribution of the national prod­
uct. In this connection, on the basis of the 
theory of h u m a n capital, a positive relationship 
might be hoped for, greater expansion of edu­
cation leading to broader distribution of income. 
This would m e a n that machinery exists at State 
and government level to translate these press­
ures and demands into redistribution policies. 
However, recent experience in States with bu­
reaucratic and authoritarian régimes does not 
bear out any such assumption. 

Educational inequality 

Because of the pattern of educational develop­
ment considered earlier and because a feature of 
this process is the growth of secondary and 
higher education without complete coverage 
being provided at primary level, educational 
inequalities in the region are being reduced only 
very slightly. 

O n the basis of the information available, it 
can be said that the great development of edu­
cation achieved in the region was accompanied 
by a sizeable reduction of inequalities only in 
the few countries where there was rapid edu­
cational development. In those in which edu­
cation is most developed, such as Uruguay and 
Argentina, inequality was m u c h less marked 
even at the beginning of the decade. 

Except in those cases where inequality has 
been significantly reduced for various reasons, 
the relative distances separating individuals in 
the educational system tend to remain the same. 
T h e system as a whole is shifting upwards, but 

the internal differences which this implies 
are not reducing inequalities to the same 
extent. 

Owing to this feature of educational systems, 
it is advisable to adopt a dynamic approach 
w h e n analysing educational stratification, for 
the system is continually evolving as a result of 
this upward shift and the consolidation or ever 
more marked decrease of inequalities. 

T h e situation of countries in which education 
developed rapidly—among these Chile affords 
the best example of equalization in the decade— 
rather suggests that this is a twofold process: 
increase of enrolments and even distribution 
of institutional expenditure over the various 
levels. 

It seems reasonable to suppose that in those 
countries the pressure and d e m a n d for more 
schooling coincided with the educational pol­
icies and lines of emphasis of the governments. 
In this way it was possible to take in large 
numbers at every level of education. T h e cost of 
secondary education and, even more so, of 
higher education dropped significantly, some­
times by half. In other words, two pupils will 
be educated for the cost of one, which means a 
drastic change in the resources available per 
pupil at each level of education. This is a clear 
example of the permeability and ease of edu­
cational development as compared with the 
rigidity of the economic system. 

Education and occupational 
structure 

Here I shall deal with the relationship between 
the educational system and the occupational 
system and the way in which the former is 
reflected in the structure of production. T h e 
rate of educational growth for the most signifi­
cant levels m a y be s u m m e d up as follows. 
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LOW-LEVEL OCCUPATIONS 

IN THE SECONDARY SECTOR 

These constitute one of the levels with the low­
est growth rates. T h e causes follow a definite 
pattern. O n e group of countries, in which Chile 
affords the best example, are experiencing edu­
cational growth as a result of the considerable 
drop in the number of persons without any 
education or with lower primary education only, 
of the moderate decrease in the number of those 
with upper primary education only and of the 
increase in the number of those with secondary 
education. These features are present in Costa 
Rica, even though decreases are not found in all 
cases; on the contrary, the number of persons 
without any education or with upper primary 
education only remains very stable. T h e other 
two countries which follow this pattern, with 
some variations, are Paraguay and Mexico. In 
the former there is not only a considerable 
increase at the secondary level, but also an 
increase at the upper primary level. 

In another group of countries, educational 
growth is brought about by the great increase 
at the upper primary level and a moderate 
decrease in the number of persons without 
any education. T h e atypical case in this pat­
tern is the Dominican Republic, where the 
occupational level declines as the numbers of 
those without any education increase. 

Argentina cannot be taken into account owing 
to the conditions under which the census was 
taken: even if it is assumed that the distortion 
produced by the change in the criteria used for 
the census is evenly distributed, the figures for 
Argentina would reflect a situation even more 
extreme than that of Chile. Underlying the edu­
cational growth to be observed in the urban 
industrial category in lower-level occupations 
changes of minimal importance appear. These 
are due, in some of the more advanced countries, 
to the emergence of a small group of educated 
workers with secondary education—probably 
technical education—and, in the less advanced 

countries, to the consolidation of a growing 
category with complete primary education. 

THE CATEGORY 

OF AGRICULTURAL WORKERS 

In Chile, Costa Rica and Paraguay the increases 
are due to higher educational levels (upper pri­
mary). In these countries, advanced transition 
takes the form of a steep drop in the numbers of 
those without any education and a moderate 
decrease in the numbers of those with lower 
primary education only. There is every indi­
cation that the situation in regard to agricultural 
workers is rapidly approaching that obtaining 
in Argentina and Uruguay. O n the other hand, 
in the more backward countries, Guatemala and 
El Salvador, there is at best a moderate decrease 
in the number of those without any education 
(0.86 and 0.88 per cent respectively). In any 
case, this marked increase concerns only small 
sectors of the agricultural category. Mexico, for 
its part, is a special case: there is no decrease in 
the numbers of those without any education; 
there is an increase at the lower primary 
level—2.42 per cent, which is the most consider­
able increase in any of the countries—and a 
decrease at upper primary level. Apparently the 
great educational effort m a d e in this country 
during the decade succeeded only in raising the 
lowest levels of elementary education. 

S u m m i n g up , one m a y say that in the 
countries under consideration the educational 
situation of low-level agricultural workers is in 
general undergoing a rapid transformation. This 
is happening both in the more developed 
countries, where the increase at the level of 
complete primary education reaches 50 per cent 
(Costa Rica 1.51, and Paraguay 1.54 per cent), 
and in the more backward countries, where, 
although this increase affects a smaller number 
of these low-level agricultural workers, wide 
sectors of the population have been involved in 
the educational system. 
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LOW-LEVEL OCCUPATIONS 
IN THE TERTIARY OR SERVICES SECTOR 

In regard to these occupations Chile and 
Panama are the countries in which educational 
growth is most marked. There the numbers of 
persons with no education, with only lower pri­
mary or upper primary education steadily de­
crease, while the numbers with secondary edu­
cation increase considerably in Chile (almost 
50 per cent) and moderately in Panama. 

Costa Rica, Paraguay, the Dominican R e ­
public and Mexico also follow a similar pattern, 
except that there is moderate growth at the 
level of upper primary education in all four 
countries (1.3, 1.21, 1.16 and 1.19 per cent 
respectively). 

However, there is m u c h greater growth at the 
level of secondary education in Costa Rica, the 
Dominican Republic and Mexico (2.28, 1.85 
and 1.97 per cent respectively) than in Chile 
and Panama. 

Finally, in the most retarded countries—El 
Salvador and Guatemala—educational growth 
is confined to the category of persons without 
any education. T h e figures for those with only 
lower primary education are fairly stable (1.04 
and 1.07 per cent). Growth at the level of upper 
primary education is significant (1.4 per cent in 
both cases). At the level of secondary education, 
growth rates are very high (2.53 and 1.88 per 
cent). As in other sectors, growth at the latter 
level affects a very small percentage in the sector. 

In most of the countries, the fact that edu­
cational growth in this sector occurs chiefly at 
the level of secondary education is the most 
noteworthy feature. Although the most ad­
vanced countries undergo the greatest internal 
changes in their educational composition, the 
considerable growth at secondary level seems to 
constitute a rapid and generalized process af­
fecting the whole region. 

In all the countries, with the exception of 
Paraguay, educational growth is most marked 
in the manual occupations in the tertiary or 

services sector, or at least in that category 
a m o n g others. 

This being the case, it m a y be said on the 
basis of the great development of education 
among these categories that the majority of the 
educated persons w h o do not gain cccess to 
occupational levels corresponding to their edu­
cational levels are drawn into this group of 
occupations. This phenomenon seems to be 
fraught with more consequences in those 
countries which have embarked the furthest on 
the process of expanding secondary education. 
Chile and Panama are precisely the countries 
in which it appears to be becoming most diffi­
cult for persons with a secondary education to 
enter occupations at higher levels. However, in 
Costa Rica—the only country in which edu­
cational growth is considerable at all seven 
occupational levels—the growth rate for sec­
ondary education is m u c h higher than the 
average for Latin America. Although the pro­
portion of persons in this situation is smaller in 
the most backward countries, Costa Rica's 
small group of highly educated persons at this 
occupational level is rapidly growing. 

EMPLOYEES, SHOP ASSISTANTS 

AND SUBORDINATE PERSONNEL 

Persons working in commerce on their o w n 
account and employees, shop assistants and 
subordinate personnel in industry, commerce 
and services certainly constitute one of the 
most heterogeneous occupational groups. T h e 
study of this group poses additional problems 
which are difficult to solve unless it is broken 
d o w n into its component parts. It should be 
borne in mind that it is precisely in this group 
of occupations, regarded as the lowest of the 
non-manual occupations, that the educational 
level is rising most. 

In three countries—again Chile, Costa Rica 
and Panama—changes have occurred in the 
internal educational composition of this oc­
cupational group: a marked decrease in the 
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number of persons with upper primary edu­
cation only and increases in the number of those 
with higher education. T h e figures for sec­
ondary education remain relatively stable in 
Chile and Panama, whereas in Costa Rica they 
tend to increase. Nevertheless, the growth rates 
for these three countries are close enough to 
justify grouping them together. T h e countries 
in question are at a stage of advanced edu­
cational transition, higher education being a 
decisive factor in educational growth at this 
occupational level. In this connection, Chile and 
Costa Rica have greater growth rates at the 
level of higher education. N o other occupational 
group is growing in the same way as this one. 
In Panama, on the other hand, persons with 
high educational levels seem to be distributed 
throughout the occupational levels in a more 
balanced way. A large and growing number of 
persons with higher education are not managing 
to enter higher-level occupations and this situ­
ation is becoming more pronounced in the most 
advanced countries. 

In addition, the most backward countries 
constitute a group in which the process is af­
fected by the stability of the upper primary and 
secondary levels of education, growth occurring 
only at the level of higher education. Guatemala 
is in this situation, and El Salvador to some 
extent, though growth is nil at all three levels. 
T h e Dominican Republic, for its part, seems to 
stand midway between this group and the pre­
vious one. 

Finally, Paraguay is a special case, with 
growth occurring only at the secondary level. 
In Mexico, on the other hand, this level is the 
only one at which a decrease occurs.2 

As can be seen, this occupational level dis­
plays a pattern similar to that of the levels dis­
cussed earlier in so far as educational growth 
rates are concerned, although, as mentioned in 
the case of occupational levels 3 and 6, the 
differences occur at a higher educational level 
(secondary or higher education). 

THE PROFESSIONAL 
AND TECHNICAL LEVEL 

This does not display any clear growth patterns. 
In some countries there is a marked increase in 
secondary education, which m a y correspond to 
occupations performed by specialists or tech­
nicians with training below university level. 
This process is very understandable and has 
already been mentioned in connection with 
Costa Rica, where the educational average was 
reduced by 0.8 per cent owing to a considerable 
internal change in the relative strength of 
secondary and higher education (secondary edu­
cation increased by 2.6 per cent whereas higher 
education declined by 0.35 per cent). T h e same 
pattern is apparent in Paraguay, and to a lesser 
extent in the Dominican Republic. Guatemala, 
Mexico and Panama stand apart in that they 
display marked growth at the level of higher 
education without any decrease at the secondary 
level. 

Chile, with moderate growth of secondary 
and higher education, has features c o m m o n to 
both groups. 

It is probable that in m a n y countries the 
decrease of higher education is the result of 
changes in the internal structure of occupations 
and the appearance of n e w intermediate-level 
occupations (included under the head of tech­
nicians). In the second group of countries, on 
the contrary, growth seems to follow the usual 
pattern: proliferation of education of university 
level corresponding to liberal professions. 

EMPLOYERS AND MANAGERS 

Lastly, no particular pattern can be dis­
tinguished in the occupations corresponding to 
employers and managers in the secondary and 
tertiary sectors and agriculture and extraction 
(occupational levels 1 and 7). Examination of the 
information available does not yield any re­
liable data owing to the great diversity of the 
situations at these levels. 
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T A B L E 2. Intermediate and higher occupational levels, secondary and higher education, secondary and higher 
education at intermediate and high occupational levels (in percentages, 1960-70)1 

Country 

Argentina 

Brazil 
Costa Rica 
Chile 

Dominican 
Republic 
Ecuador 
El Salvador 
Guatemala 
Honduras 
Mexico 
Nicaragua 
Panama 
Paraguay 
Uruguay 

Intermediate 
and higher 
occupational 
levels 

31.4 

14.5 
19-6 
21.5 

II.O 
12.2 
10.9 

9.0 
9-6 

19.9 
— 
16.4 

11.8 

30.7 

i960 

Secondary 
and 
higher 
education 

18.7 
8.1 

24.6 

13.0 

9-3 
9-3 
6.0 
5.0 

4-7 
8.3 

— 
22.1 
IO.7 
2I.7 

1. Raw data, not adjusted for missing data. 

Source: O M U E C E . 

Intermediate 
and higher 
occupational 
levels with 
secondary 
and higher 
education 

13-5 
6.0 

13.6 
10.3 

5.6 

5-4 
4-4 
4-3 
3-7 
6.1 

— 
11.5 

6.5 
14.3 

Intermediate 
and higher 
occupational 
levels 

32.2 

— 
25.2 

22.9 

11.9 
— 
11.7 
10.9 

— 
22.4 

15-7 
21.8 

13.8 

— 

1970 

Secondary 
and 
higher 
education 

26.5 

— 
30.3 
20.9 

13.8 

— 
8.0 

7-4 
— 
13.0 
10.1 

27.3 
15.8 

— 

Intermediate 
and higher 
occupational 
levels with 
secondary 
and higher 
education 

20.0 

— 
19.0 

14-3 

6.9 
— 

5-2 

5-4 
— 

8.5 
6.8 

15.8 
8.8 

— 

In this connection it would be essential to 
establish a hierarchy of occupations within 
each level in order to make a proper analysis, 
but that is beyond the scope of this article. 

Finally, it might be added that the high 
proportion of relative over-qualification to be 
found at certain occupational levels is par­
ticularly evident higher up in the social strati­
fication—in the intermediate and high-level 
occupations. 

T h e table taken from the study on social 
stratification is highly revealing in this respect: 
it shows that the remarkable expansion of 
secondary and higher education cannot be ab­
sorbed by the occupations to which these 
educational levels are supposed to correspond. 

A s m a y be seen from Table 2 , the percentage 

of persons with secondary or higher education 
remaining outside intermediate and high-level 
occupations tends to increase in almost all the 
countries, most markedly in Chile and P a n a m a , 
where 50 per cent of the persons with secondary 
or higher education do not have intermediate 
or high-level occupations. T h e percentage is 
even higher in the younger age groups. 

T h e trends exemplified by educational devel­
opment during the period under consideration 
are of such magnitude that it is no exaggeration 
to say that education has become the most 
important factor promoting social mobility in 
the region. 

T h e structure of production did not allow a 
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corresponding increase in the number of re­
cruits. N o r did the occupational structure, 
despite the profound changes which had taken 
place in its sectoral composition, develop at the 
same pace as education. 

In addition, development was not continuous 
at all educational levels. As observed w h e n the 
changing trends were analysed, although the 
increase in the primary enrolment was relatively 
small and in some cases insignificant, at the 
secondary and higher levels the increase was 
very marked. 

This rather special type of development dif­
fers considerably from that noted previously in 
the development countries, where the expansion 
of secondary and higher education was preceded 
by the provision of primary education for 
almost everyone.3 

In the first place, the educational stratification 
shows an imbalance, concentration rates not 
having been significantly reduced. With some 
exceptions, the Gini rates for the 1960-70 
period were not appreciably reduced, chiefly 
owing to the smallness of the increase in 
primary education and the persistence of 
illiteracy. 

In the second place, educational expansion 
tends to produce more persons with secondary 
and higher education, w h o are over-qualified 
for the openings available. 

Thus some of the high-level occupations—for 
instance, those involving personal services—are 
beginning to show signs of a rapid increase in 
their averages, which are already reaching sec­
ondary level. T h e same applies to auxiliary 
activities and subordinate occupations in in­
dustry, commerce and services, as also to the 
activities of persons working on their o w n 
account in the commercial sector, where the 
number of persons with secondary and higher 
education is also increasing considerably. 

If it could be assumed that there was a direct 
relationship between the requirements of pro­
duction and educational growth at the various 
occupational levels, these increases could be 

regarded as a response to the needs of the pro­
duction structure. However, it can hardly be 
claimed that technological or economic devel­
opment presupposes secondary education on 
the part of persons in domestic service, cleaners, 
janitors, porters, and the like, or university 
education on the part of clerks, typists, postmen, 
bus conductors, messengers, etc. 

Secondary and higher education is developing 
rapidly in the first group of occupations (lower 
tertiary sector) and there are indications that 
the percentages will soon approach those cur­
rently found in Chile and Panama (21 and 
17 per cent). 

Figures for secondary education are also high 
a m o n g persons engaged in non-manual activi­
ties at a low level (persons engaged in commerce 
on their o w n account, auxiliaries, assistants and 
subordinate personnel) in the countries which 
constitute extreme cases: 72 per cent in 
Argentina, 54 per cent in Chile. Even the 
figures for higher education at this level exceed 
13 per cent in Panama and 8 per cent in Chile 
and Argentina. 

If some data on school enrolments were 
added to these considerations for the purpose 
of a complementary study, it would be possible 
to demonstrate without any further evidence 
that school attendance by the younger age 
groups will in the following decade have expo­
nential effects on educational levels in these 
occupations. T h o m a s Frejka pointed out that 
over a period of only five years (1960-65) 
secondary-school enrolments in Latin America 
increased four times as m u c h as did the potential 
secondary school population. As for enrolments 
for higher education, the ratio was almost 3:1.* 

In the light of the foregoing, too m u c h 
importance should not be attached to the re­
quirements of the production structure as a 
factor promoting the raising of educational 
levels. Educational development has been due 
chiefly to factors inherent in the social structure, 
some of which were connected with production, 
but it is not a simple direct response to the 
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supply and demand situation on the skilled 
manpower market. 

Education seems to resemble what F . Hirsch 
calls 'positional goods': goods which the indi­
vidual can enjoy only in so far as they are gen­
erally available—in other words, insofar as they 
are accessible to society as a whole.5 

Comparison with other material goods is 
quite illuminating. T h e pleasure or benefits to 
be derived from the use of a car, for instance, 
depend on the extent to which it is used and the 
availability of the necessary services. 

A point is reached where the advantages 
attached to certain goods cease to be such and 
oblige one to seek other resources to maintain 
the privileges which those goods no longer 
confer. This gives rise to a constant upward 
course in which the m o m e n t r + i demands ever 
greater input (expenditure, time, etc.) in order 
to maintain the privileges of m o m e n t t. 

R a y m o n d Boudon's 'interesting aggregation 
paradox' is not very diiferent. According to him, 
the aggregation of individual rationales—for 
instance, following certain paths in order to 
attain particular goals—culminates in a process 
totally at variance with the objectives sought.6 

W h e n an individual aspires to a higher edu­
cational level, he hopes to gain additional oppor­
tunities for rising in society (occupation, in­
come , etc.). However, w h e n higher educational 
levels are attained by the generality of the 
population, or large sectors of it, the effects 
cancel each other out and greater efforts are 
required to reach still higher educational levels. 

This is the cause of the spiralling of the edu­
cational system, which has little to do with di­
rect educational requirements or the demands of 
technological development or economic growth. 

Education and the occupational structure are 
in unstable equilibrium and educational levels 
are constantly rising within the productions 
structure. T h e availability of increasingly skilled 
manpower results in an employment policy 
(State or private) demanding higher qualifi­
cations for occupations where they were not 

usually required. This leads to a wide range of 
educational levels within the same activity or 
occupation. So, as the n e w contingents enter the 
labour market, the work force is selected from a 
more and more highly educated population. 

In a recent study on the process of industri­
alization and education in Argentina, Juan 
Carlos Tedesco draws attention to the remark­
ably wide range of educational levels to be 
found in a single occupation and, conversely, 
the wide range of occupations pursued by per­
sons of the same educational level.7 

In this process, education is losing its im­
portance as a means of acquiring social status. 
In other words, more investments in education 
are required in order to fill a job than was 
previously the case. 

Another consequence is to be observed in the 
social and political sphere, where there is evi­
dence of blighted hopes giving rise to various 
reactions. Noticeable a m o n g these are radical 
attitudes and behaviour channelled into social 
and political movements opposed to the estab­
lished order. T h e n there are individualistic 
reactions—personal confusion, a n o m y , insu­
lation, brain drain. 

At all events, supposing that these are the 
factors underlying educational development, it 
is impossible to see h o w education can go on 
expanding indefinitely, at least in the explosive 
way which has characterized its development in 
Latin America. 

In m y view, if the problem is not placed in 
the perspective of social stratification it will 
be difficult to obtain satisfactory answers. E d u ­
cation appears to be a commodity, whether 
instrumental or not, which is socially desir­
able and belongs to a set of commodities or 
values—income, occupation, etc.—on the basis 
of which social stratification is established. Once 
access to social values, and also possession and 
control thereof, are determined, the power 
structure of society can expand and distribute 
those commodities in varying degrees. However , 
this expansion has not so far had an egalitarian 
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effect on the various institutional systems. Hence 
the educational system, owing to its low cost/ 
benefit ratio, appears to be one of the stratified 
subsystems which can expand most easily. T h e 
production structure, on the other hand, owing 
to its greater rigidity, renders promotion more 
difficult. 

In addition, there is doubtless more rigidity 
in occupational structure than in the edu­
cational sphere and only very minor deviations 
from the level of economic development of the 
society are tolerated. Finally, it might be said 
that the income sector is the most difficult to 
expand, for this would imply changing the 
structure of production. 

F r o m the foregoing it m a y be inferred that a 
society with these features tends to emphasize 
the most accessible means of achieving social 
mobility. 

W h a t is even more important, however, is 
that these different degrees of expansion of 
the institutional orders lead to another appar­
ent paradox: the growth of education—es­
pecially of the different levels of which it is 
composed—comes to be determined by the 
production structure, not because there is a 

growing demand for increasingly skilled m a n ­
power, as might be imagined under the ' m a n ­
power approach', but precisely because of the 
rigidity of the economic structure, which has 
resulted in the educational system becoming 
the only means—or at least the most accessible 
means—of fulfilling hopes of social mobility. 
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Towards a realistic approach 
to rural education 

Socio-economic disparities in Latin America 
present a challenge to any educational plan 
designed for the rural environment. 

Until n o w a general rural education strategy 
has been applied, to the detriment of depressed 
areas. In those areas, the benefit derived from 
educational facilities tends to be proportional 
to spending power. Accordingly, instead of 
being conducive to equal opportunity, the edu­
cational system serves only to widen the gap 
between the privileged few and the under­
privileged majority. 

T h e population of these depressed areas totals 
approximately 65 millions. If w e show the geo­
graphical areas with an acceptable living stan­
dard on a m a p of Latin America, they form 
small islands in a sea of extreme poverty. D e ­
spite this situation, there is an educational sys­
tem which is totally unrelated to the realities of 
life. 

T h e main aim of this article is to examine the 
problems encountered in subsistence-farming 
areas. T h e most urgent task in these areas is to 
provide for the basic necessities of life: food and 
a m i n i m u m of protection against the rigours of 
the environment. T h e educational system has to 

Abner Prada (Uruguay). Considerable experience in 
rural education as a teacher and then national inspector 
for rural education. Since 1967 he has served as a 
Unesco expert in rural and adult education in Latin 
America. 

respond to the situation in these areas; it has to 
define the knowledge and skills which will 
enable the population to overcome their harsh 
living conditions. 

Subsistence economies are characterized by 
close links between work and family life (every­
body sows, everybody harvests, everybody tends 
the animals); by a lack of capital for investment 
in modern technology; by a huge labour surplus 
which results in young persons and adults 
temporarily leaving h o m e to seek work else­
where (harvesting or casual work); and by 
considerable emigration to urban areas, par­
ticularly among young people. Those w h o stay 
in the rural areas have either to live with their 
parents, generally in an underemployment situ­
ation, or to work as wage-labourers for the 
agricultural enterprises, with little prospect of 
permanent employment or promotion. 

Importance of a general 

basic education 

If w e accept the social character of education, 
w e must also accept the need to gear edu­
cational planning for the rural environment to 
the needs of all age groups and their various 
problems. T h u s , any determination of basic 
educational requirements has to go beyond the 
framework of the school institution and concen­
trate on structure and means. 

Prospects, Vol. VIII, N o . 3, 1978 
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In other words, the concept of basic education 
should encompass the education of children 
and adults, and schooling has to be closely 
related to out-of-school life and the world of 
work. 

In fact, it does not seem possible to achieve 
any significant improvements in the so-called 
school-age sector without adopting a strategy 
conducive to a general advance in the field of 
education. In this context, the Unesco Standing 
Group for Experimental Literacy Projects has 
stated that the term 'functional literacy' refers to 
the mechanisms of reading, writing and count­
ing and other basic knowledge which will enable 
people to run their lives more efficiently and im­
prove productive capacity and occupational 
skills. This approach involves a continuous, 
integrated, permanent process which should 
not be identified with any specific period of a 
person's life, even though it m a y assume a more 
intense form during the so-called school age. 

Basic education as a function 
and responsibility of the 
community 

A strategy designed to m a k e the rural c o m ­
munity assume responsibility for basic edu­
cation should include promotional efforts with 
the following basic tasks: to help people to see 
education as a social act; to determine the 
various types of educator and the various forms 
of educational action; to establish training re­
quirements in different subjects, for different 
individuals and groups; to achieve a situation 
in which each individual feels himself to be, and 
actually is, an educator and a student; to help to 
remove the paternalistic element from education 
and services; and to recognize local resources, 
the cultural strength of the community. 

T h e school would then be seen as a supportive 
institution within the educational process and 
the teacher as a community worker involved in 
certain aspects of this process. T h e education of 

children would not be confined to the school. 
T h e school is the community, the h o m e , the 
family plot, the place of recreation. 

T h e plan to entrust responsibility for basic 
education to the community is the most import­
ant innovation in rural development. W h e n the 
adult population understands its implications, 
they will realize that they are included in a 
process of permanent education. T h e edu­
cational process will emerge, functionally, from 
the people's discovery of their o w n educational 
needs and their attempts to provide for those 
needs. 

For years there has been disagreement in 
Latin America about rural education policy. 
S o m e maintain that there is a single form of 
education with a single set of general objectives. 
Others stress the need for structures, curricula 
and methodologies specially designed for the 
rural environment. 

T h e enormous importance of the rural sec­
tor and agricultural production in developing 
countries would tend to substantiate the views 
of those w h o advocate a form of education 
geared to the needs of the rural community, 
since the solution of the serious problems of 
the agricultural sector in the immediate future 
will require the ruralization of the overall edu­
cational system. 

In regard to rural education in particular, the 
problem has to be seen in terms of the need 
to localize education by closely relating it to 
the environment in question (in a form of 
environmentalization); here the term 'environ­
ment' refers to the interactional complex c o m ­
prising ecological and biological factors. In view 
of the universality of its conception, this ap­
proach, which certain documents have termed 
'ecological methodology', should be accepted as 
suitable for application to the overall edu­
cational system. 

In a context where the division of labour is 
negligible, the danger of technical and agri­
cultural education becoming an end in itself is 
far greater than in occupational situations where 
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the activities of each worker are clearly defined. 
T h e rural family ploughs, sows, tills the soil, 
and harvests, transports and sells its produce. 
A n y of its members m a y be involved in the 
complete process of animal rearing. 

O n e of the features of urban life is a more 
or less pronounced separation of work and the 
other aspects of daily life. Such a separation 
is extremely rare in the rural environment. At 
a certain time, the urban worker can hang up 
his working clothes and do something different. 
T h e members of an urban family are able to en­
joy social, cultural or recreational pursuits which 
are quite unrelated to their work situation. 

In a rural environment, on the other hand, 
the entire family continually has to concern 
itself with the crops and the animals. Whether 
the farm be small, medium-sized or large, it 
cannot close on certain days like a workshop 
or an office. 

It is essential that a form of continuous edu­
cation (basic, elementary and general) should be 
integrated into this work-oriented reality. 

However, a concept of this magnitude calls 
for unequivocal political decisions. M a n y rural 
education projects, experiments and programmes 
have lost m o m e n t u m and have had to be aban­
doned as a result of a loss of enthusiasm on the 
part of the political bodies responsible for them. 
A large-scale movement for rural education is a 
movement for improved living standards and 
equal opportunity. Thus , a m a n w h o becomes 
aware of the importance of good health will 
demand hospital facilities. 

A different educational structure 

It would be useful to consider in this context 
a number of changes in the local structure and 
operational mechanisms, with a view to deter­
mining regional support requirements. T h e 
question is whether the small, ill-equipped 
school which until n o w has been the prin­
cipal, and sometimes the only, State facility 

in small villages can be converted into a rural 
community-education centre. In broad outline, 
such a centre should: 
Centralize community services. 
Meet the needs of the school-age members of 

the community, using schools with one 
teacher for several grades. 

Supply the necessary adult-education resources 
and organize basic education throughout the 
community. 

Serve as a base for grass-roots organizations. 
Organize and maintain technical and agricul­

tural assistance. 
Help mothers to educate their children and give 

them instruction in domestic economy. 
Help young people to organize their o w n 

activities. 
Set up a community larder in the area for 

children's meals. 
Organize a small rural workshop to meet the 

needs of the community. 
Provide central facilities for the reception of 

radio programmes and cultural T V pro­
grammes (where possible). 

Promote purchasing and marketing co-op­
eratives. 

In short, an effort will be m a d e to combine 
all the available resources and create an open 
supply of educational opportunities. 

Priority for young people 
and w o m e n 

In the rural environment, children go straight 
into adulthood, passing from the world of play 
to a Ufe of duty and responsibility. For the 
young person living in a rural community w h o 
is called to premature adulthood, adolescence 
is a difficult and confusing period of Ufe, fraught 
with frustrations and demands. A very low per­
centage of students leaving the rural school go 
on to secondary school or take up some form 
of apprenticeship on the family smallholding. 
In general, these youths find temporary jobs 
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with agricultural enterprises in the area or emi­
grate to the towns and cities, where they will 
have to face a hard life. However, emigration 
would generally seem to offer a better life than 
remaining in the rural environment. 

T h e large-scale dissipation of energy and will 
which occurs in these countries through a lack 
of opportunity for young people m a y be c o m ­
pared only to the wastage of uncultivated land. 
Realistic schemes have to be devised to meet 
the needs of young people. These schemes 
should aim at encouraging economic, social 
and political involvement through the estab­
lishment of independent organizations which 
are completely under the control of the young 
people w h o belong to them. 

W o m e n play a particularly important role in 
the subsistence-farming areas of Latin America. 
Since the m e n are away in other regions for 
a good part of the year, working to earn sums 
which generally constitute the principal income 
of the group, w o m e n have to solve day-to-day 
problems and assume the role of head of the 
household. In the absence of the m e n , w o m e n 
have to tend the crops and the animals, feed 
and bring up their children and, in m a n y cases, 
defend their meagre possessions. 

W o m e n are generally involved in all the 
production processes on the family plot and, 
sometimes, also on their neighbours' plots. 
However, certain jobs such as vegetable grow­
ing, looking after the smaller animals, and 
handicrafts are done almost exclusively by 
w o m e n . Thus , the women' s involvement in 
pre-school education is crucial. Pre-school 
education in rural areas cannot be planned 
without taking into account the educative 
role of the mother. T h e idea of setting up 
pre-school institutions in areas with an iso­
lated and scattered population is absolutely im­
practicable. Instead, the mothers themselves 
should be regarded as educators, and crèches 
and kindergartens should be organized in rural 
homes. 

In this sense, w o m e n are students and edu­

cators, and the rural h o m e is the natural learning 
environment in the areas with small farmsteads. 

Effective participation of rural 
communities 

It is sometimes difficult to obtain effective 
community participation in the organization of 
rural community-education centres. 

Participation implies power-sharing within 
the social system and, obviously, effective in­
volvement in the decision-making process. In­
itially, this will take the form simply of a basic 
effort towards joint action, in accordance with 
c o m m o n objectives and solutions adopted by the 
group involved. In this way, the participatory 
process should evolve a form of group leader­
ship, breaking away from the traditional pattern 
of leadership and the accompanying risks. 

It frequently happens that the rural c o m ­
munity is confronted with persons w h o have 
completed a process which puts them in a 
position to enforce their o w n options. W e are 
proposing that the group itself should complete 
this process so that it can enforce the options 
which emerge from its o w n needs. 

This endeavour has to be based on a form 
of inter-education which involves collective ac­
tion. Accordingly, the traditional idea of the 
educator has to give way to a broader concept 
related to community needs. 

In the first place, the teacher should master 
simple techniques enabling him to teach all the 
primary levels, so that a complete primary edu­
cation can be obtained at any rural school. 

Another sphere of activity is community 
guidance, which m a y be provided by the teacher, 
although it would be preferable for this work to 
be shared by the teacher and a rural community-
education specialist. This specialist could be 
responsible for a number of communities, but 
it would seem preferable for him to be based 
in one community where he and the teacher 
would form a small team. 
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T h e rural community-education specialist 
would devote special attention to educational 
extension and the area of activity generally 
k n o w n as out-of-school activity. H e will m a k e 
progress in this regard only if he establishes a 
direct and permanent relationship with the fam­
ilies in the community. 

Field work in rural communities should be 
supported and developed through a regional 
structure. 

This regional structure should perform the 
functions of: co-ordination of all supporting 
resources; training and further-training pro­
grammes for personnel; guidance and technical 
assistance in the field and by correspondence; 
and production of educational materials for the 
entire area. 

All these tasks require the co-operation of 
various bodies and services, including: the re­
gional authorities of the ministry of education, 
the ministry of agriculture and the ministry of 
health, and the national planning agency, with 
a view to the co-ordination of resources and the 
advancement of the various institutions; univer­
sities, technological institutes, teacher-training 
colleges and agricultural colleges, agricultural 
experiment stations and agronomic research 
centres for personnel training and further train­
ing, guidance and technical assistance by cor­
respondence, and production of educational 
materials. 

Training the rural educator 

Primary education in the rural community has 
traditionally been provided by graduates of 
teacher-training colleges. T h e training of these 
educators presents various problems which are 
far from being solved. It is not merely a question 
of designing a training course and arranging in-
service training sessions at various intervals. 
There are difficulties associated with life and 
work in the rural community, salaries and others 
forms of remuneration, career-advancement 

prospects and, lastly, the pressures from trade 
unions whose labour-promotion activities some­
times go against the interests of the rural 
community. In addition, rapid career advance­
ment can be achieved only by attending courses 
in the cities. 

All these factors are responsible for the 
considerable instability a m o n g graduates of 
teacher-training colleges and their steady exodus 
from rural areas. 

A n u m b e r of difficult questions also have 
to be answered. Is the graduate of a teacher-
training college capable of working as a rural 
teacher? Has he been prepared for multi­
level teaching? Does he have any idea of 
the economic and social realities of a rural 
community? 

T h e training colleges should supply the rural 
sector with educators w h o are capable of 
considering teaching as an activity linked to life. 
For this purpose, they will have to rethink 
their courses in terms of life in the rural 
community. 

In the light of these questions and needs, it 
m a y be advisable for the more direct elementary 
field work to be carried out, particularly in 
small villages, by personnel with a basic training 
(perhaps from the village itself) supported by 
technical assistance and continually supervised. 
In this context, w e have to think in terms of an 
all-round educational worker w h o has a general 
knowledge of the special aspects of rural life. 
If such a person has the m i n i m u m amount of 
knowledge needed to raise him above the gen­
eral level of the community, his activity can 
have extraordinary results. 

At present, rural teachers are trained mainly 
at teacher-training institutes and agricultural 
colleges. These institutions should be incor­
porated into a rural education movement and 
should evolve methodological innovations which 
will be conducive to large-scale public partici­
pation in the inter-education process. 

T h e effective integration of these inno­
vations into the educational process will not be 
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accomplished merely through presentation, ex­
planation and schematization in the lecture 
room. Future educators should be trained ac­
cording to the methodology which they will 
later have to apply in the rural community. 

In broad outline, this training should include 
the following techniques and procedures: 
Training courses for teachers, extension workers 

and other rural educators should be oriented 
towards self-education and incorporate a wide 
range of self-instruction techniques. T h e e m ­
phasis should be on learning h o w to learn 
in order to teach others h o w to learn. 

Future educators should acquire a first-hand 
knowledge of the rural environment: m a n in 
relation to surrounding nature. This involves 
learning to observe and understand nature 
and society, and discovering the problems 
which rural communities have to face in 
the use, conservation and renewal of their 
resources. 

T h e operational seminar is a training method 
favouring contact with rural communities, 
co-ordination of all the participants in the 
educational process and in-service personnel 
training. It is derived from the World Lit­
eracy Programme promoted by Unesco. 

Participants in the operational seminar engage 
in specific activities on the basis of a study of 
real situations and according to a programme 
which is constantly analysed and adjusted. 
Students undergo brief, intensive training (for 
one week, for example) in which action is closely 
linked to theoretical study. T h e aim of these 
seminars is to change the conception of the 
roles of educators, officials and members of the 
community, and the traditional methods ap­
plied in planning and carrying out educational 
work. 

O n e of the features of this method is that the 
participants go out in small groups to discover 
the realities of the rural community. They 
try to observe and understand, and to gather 
information about the physical environment, 
natural resources, productive activities, living 

conditions, community organization, available 
services and educational levels. 

T h e students are not required to conduct a 
research project or a complete, detailed sur­
vey; their task is merely to establish contact 
with rural families in the h o m e and work 
environment. 

T h e various items of information gathered 
are organized, compared and discussed at gen­
eral meetings open to all the members of the 
community. 

In broad outline, the various stages of an 
operational seminar are a broadly-based study 
of the rural community and its educational 
situation; an evaluation of the process; inte­
grated planning for the immediate future; and 
lastly, evaluation, formulation of conclusions 
and recommendations. 

In all these cases, the methodology of these 
seminars should be adapted to the regional 
situation. 

Participation of the educator 
in the daily life of the community 

T h e teacher, his advisers and the curriculum 
specialists have to accept the objectives estab­
lished by the community itself. T h e idea that 
a unified curriculum can be formulated in the 
classroom context and provide a basis for the 
discovery of relations in the surrounding world 
implies a divorce between the school and the 
community, since such curricula are designed 
outside the community or, at best, in the 
teacher's study. T h e process should be changed 
in such a way that the teacher becomes directly 
and permanently involved in the activities 
directed at the attainment of a community 
objective. 

Participation of the educator in the various 
events of daily life should help the students 
to obtain a better understanding of the activi­
ties that are going on around them in the 
community. 
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W h y does the bag of fertilizer have N 2 0 , 
Pío, or K i o marked on it? W h a t does cNet 
weight 250 g' mean? W h a t does 'Contents 
75 cP on that bottle mean? W h a t is the meaning 
of the instructions on a packet of seeds, a can 
of fungicide, or a bottle of insecticide where the 
word 'antidote' is written? 

This approach involves an educational pro­
cess focusing on real problems, rather than an 
arbitrary and artificial presentation of subject-
matter which is generally quite unrelated to 
the interests and needs of the community. 

T h e teacher and the school should seek to 
involve all the families in the community in the 
task of creating a unified educational process, 
with formal and informal aspects, based on a 
combination of school and out-of-school activi­
ties. Accordingly, they should consult farmers, 
housewives, the authorities and officials, and 
arrange for groups from all levels to inspect 
local activities and visit homes, with specific 
exchange objectives. This n e w approach should 
stimulate a form of educational action that is 
integrated in the life of the community. 

At times when the community is engaged in 
sowing, harvesting or tilling the land, the pupils 
could be encouraged to ask the adults about 
costs, loans, yield, the market, and the tech­

niques and materials used. Another possibility 
would be for the conventional homework exer­
cises to be replaced by reports on which parents 
and children would work together. 

T h e life going on around the school offers an 
abundant supply of teaching materials. Teachers 
and pupils have to go out into the community 
with a curious mind and an attitude of humility. 
A visit to a small village smithy can prove highly 
instructive. For example, a most important 
lesson is learnt while observing the technique 
used to fit an iron rim onto a wooden cart­
wheel. T h e blacksmith explains: CI cut a piece 
of iron three times longer than the width 
(diameter) of the wheel. I form it into a ring. 
It won't go on cold, so I heat it, it stretches, 
goes on and fits tightly once it gets cold.' T h e 
pupils have met the pi ratio for the first time 
and in an everyday context. 

Is the news bulletin on the radio station 
which everyone listens to fully understood? D o 
the members of the community have any idea 
about the events, people or places which are 
mentioned? If the members of the community 
are to observe, investigate and analyse facts, 
they must approach life with a spirit of curiosity. 
T h e first person to adopt such a spirit should 
be the teacher. 
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S o m e thoughts < 
planning in Latin 

Planning models 

It is usual for literature on planning in the edu­
cational sector in Latin America, when sur­
veying the work to be done, to observe that 
planning has not produced the hoped-for re­
sults.1 A s a rule, such conclusions refer to 
specific aspects of educational development, 
which are not enough to provide a clear picture 
of the whole process. This article sets out to 
determine some of the theoretical components 
of educational planning viewed comprehen­
sively. It seeks to find a pattern in the facts 
which will m a k e it possible to understand what 
has been happening in Latin America in the 
past few decades as regards planning, and to 
have a grasp of current problems. 
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PLANNING IN GOVERNMENT 

First of all, w e should bear in mind the inter­
relations of the three components of govern­
ment: policy-making, administration and plan­
ning. Thus , any attempt to channel and/or 
change reality—including educational reality— 
has policy-making, administrative and plan­
ning aspects which are inextricably bound 
together, not as three different and parallel 
types of development, but as dimensions of one 
and the same process which vary with the 
advance of the overall process of channelling 
and/or changing reality or government, as it 
will be called in this article. 

In fact, until a few decades ago, only the 
policy-making and administrative components 
of government were acknowledged; but the 
introduction of a n e w type of rational planning 
has brought with it n e w requirements: first, the 
gathering of large quantities of data—statistical, 
sociological, economic, pedagogical, etc.—and 
second, the ability to analyse such data, to 
devise coherently structured solutions and to 
forecast the consequences of every decision. 
T h e n e w rationality in planning should thus 
enable a nation to achieve optimal use of its 
h u m a n , material and financial resources in 
order to further the various objectives of the 
government, including the educational objec­
tive, which will be co-ordinated, through this 
n e w approach, with other areas of development.2 
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According to this analysis, the policy-making 
dimension seems to be fundamentally ideologi­
cal, the planning dimension rational and the 
administrative dimension operational. Although 
it is generally recognized that there is a connec­
tion between policy-making and planning, they 
are usually considered to be separate processes 
that are occasionally linked in certain areas. 
Nevertheless, that planning is an aspect of 
government and one that is closely intertwined 
with the policy-making dimension is obvious 
from the constant demands that policy-makers 
put on planners even in purely technical mat­
ters.3 T h e establishment of a plan's objectives, 
the priorities of its goals and the formulation of 
strategies are all clearly policy-making func­
tions, but they are absolutely essential to plan­
ning and unquestionably involved in it. 

Finally, if planning is to bridge the gap 
between policy-making and administration, the 
administrative structure for which the plan is 
designed must be taken into account. In other 
words, programming and operational plans 
must be geared to the type of administration 
prevalent in the country. Similarly, the admin­
istrative structure must accept the planning 
function and act in harmony with it. A s is 
apparent, any reform must take place in both 
dimensions of the process. 

PHASES OF THE PLANNING PROCESS 

Educational planning activities in Latin A m e r ­
ican countries display various phases, reflecting 
those to be found in the more developed 
countries. T h e first corresponds to what w e 
shall call reactive planning,4 since it came into 
being as a reaction to the pressing problems of 
the sector. Consequently, reactive approaches 
were unilateral: in every case, a particular 
problematic situation was taken as a focal point, 
with the result that there was a fragmented 
range of priorities in educational planning. All 
the approaches usually found to be typical 
of planning in Latin America—human re­

sources, curricula, administration, social de­
mands , etc.—correspond to the reactive phase 
of educational planning. 

Nevertheless, other Latin American countries 
abandoned the reactive approach for a n e w 
phase, which m a y be called programme plan­
ning. This takes a wider view of the educational 
problem, and does not opt either for the quan­
titative aspects, as certain reactive approches 
often do, or for the qualitative aspects, as others 
do, but aims at encompassing all these dimen­
sions in an attempt at integral educational plan­
ning. It is programmatic in that its content 
does not refer to specific aspects; instead, it 
proposes a series of alternatives that m a y cover 
anything from a single sector or level of the 
educational system to the entire system itself. 

A third phase, which might be called rolling 
planning, has emerged, but to date it has been 
developed only in countries outside the region. 
While programme planning represented a 
marked step forward as compared with reactive 
planning, its limitation lies in the fact that, even 
though it discards a rigid educational system in 
order to build another more suitable form 
geared to the development of society and to 
educational demands, it fails to realize that 
incessant changes and the acceleration of m o d ­
ern social and economic processes will render 
the n e w form obsolete within a few years. T h u s 
the Scandinavian countries have entered a phase 
of educational planning in which the changes 
in structure, content and methods, and access 
to education, which have been the outstanding 
features of the reforms of the past decade, will 
be replaced by rolling planning, which will be 
self-regulating in response to the forces of 
internal change in the educational system, i.e. to 
the interaction between educational research 
and planning.6 

There is therefore a need to rethink the 
concept of planning, which w e define as a 
mechanism contributing to the built-in regen­
eration of the educational process. This implies 
changes in the behaviour of individuals and in 
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approaches to the tasks to be accomplished, and 
fundamental changes in the overall conception 
of education and its role in society. This is the 
final phase in the process that passes through 
the reactive and programmatic phases, where 
components such as participation and research 
are gradually incorporated, these being the 
determining factors in the rolling phase which 
must be attained. 

SPECIFIC FUNCTIONS OF PLANNING 

T h e most general function is that of preparing 
plans, an activity traditionally regarded as a 
purely technical exercise that had nothing to do 
with ideology or political involvement. In other 
words, planning was something distinct from 
the process of government. It was not considered 
to be one dimension of that process, but was 
looked upon as a set of practical tasks stemming 
from it. A n d although the gap between policy 
and administration includes all the tasks which 
have always been considered technical—the 
designing and formulation of plans, the carrying 
out of studies and research, the development of 
analyses and programmes, etc.—planning also 
calls for the incorporation of other activities 
which are regarded as essential to complete the 
spectrum. 

Sensitization of the public to educational 
problems is another function of planning. T h e 
aim is to create a social demand for change by 
publicizing certain problems which must be 
tackled. Planning, for example, has been partly 
responsible for making Latin America more 
generally aware of the defects of the educational 
system. Thanks to the work of planners, m a n y 
issues and problems, such as school wastage, 
repeating, absenteeism, regional disparities, etc., 
became the subject of political speeches and 
hence the focus of public opinion, thereby 
promoting broad awareness of the educational 
system's shortcomings and requirements. 

T h e third function of planning is to serve as 
a laboratory of ideas. Although planning par­

ticipates in the process of government by 
determining the activities that are to implement 
a given policy, it also has its o w n field of action 
in which it compensates for deficiencies and 
provides feedback for the other dimensions. 
T h u s , the quantitative and qualitative increase 
in education makes it necessary to propose 
foundations for alternative educational systems, 
and to reflect on the true utility of the edu­
cational services provided to each of the sectors 
of society, and finally to make long-term fore­
casts in the fight of observed trends and their 
social consequences. 

Lastly, it should be pointed out that, in 
order to attain these objectives, the institutional 
structure that has hitherto done the planning 
should be supplemented by others that are 
capable of carrying out the work planned. F r o m 
this point of view, planning is a function of 
society, and its effective implementation de­
pends on the organization of machinery based 
on the two distinguishing characteristics of this 
n e w approach, namely, participation and re­
search. 

PLANNING AND PARTICIPATION 

Participation and research produce and main­
tain the internal drive of the planning function. 
A real process of government should try to get 
every national community to play a leading role 
in analysing and directing its o w n development. 
Only a process of this nature—developing auth­
entically from the roots and not imposed from 
above—will bring about a change in public 
attitudes. It is also important to remember that 
changes of attitudes and participation are inter­
dependent: as attitudes change, greater par­
ticipation becomes possible, which in turn 
modifies people's expectation. So it is legitimate 
to claim that participation can become one of 
the most effective means of pursuing lifelong 
education.6 

Marshall Wolfe, describing the main var­
ieties of participation, its limitations and its 
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requirements, says cthe fact that so m a n y insti­
tutional forms of participation have been under 
discussion for some time, spreading disillusion­
ment, fear and suppressed resentment, is an 
obstacle to fresh creative efforts. Both the 
planners concerned with participation and the 
public at large have a right to be distrustful. 
T h e introduction of radically n e w standards 
does not look promising. National societies will 
continually have to return to a range of familiar 
institutions and techniques, in the hope that 
they will work better than they have done in the 
past'.7 

It is useful to distinguish between the various 
roles that participation can play, depending on 
the context involved. In societies whose plan­
ning objectives do not challenge the values of 
the dominant system, i.e. in those where the 
objective contemplated is no alternative to 
what already exists, participation is bureau­
cratic and tends to break d o w n resistance to 
the programmes proposed. Experience of this 
kind emphasizes the role of participation in the 
instrumental aspects of the planning process, 
i.e. those which are closer to the administrative 
dimension and farthest from the goals and 
objectives proposed by the policy-makers. But 
w h e n an objective contemplated in the plan 
presupposes a change in existing social relations, 
implying that participation is desirable as a 
social principle, it ceases to be a purely admin­
istrative mechanism and becomes an instrument 
of policy. Its influence then helps to determine 
ways of dealing with the specific needs of the 
community and the type of education required. 

Similarly, in societies with a broad political 
and social consensus and democratic objectives, 
participation can be used to bring about a 
gradual adjustment of conflicting interests. 
T h u s 'the Swedish experience shows reform 
planning to be one aspect of democratization', 
since individuals from widely differing social 
groups (politicians, m e m b e r s of the professions, 
students, scientists, etc.) took part in the pre­
paratory work involved.8 

In s u m , the planning process requires the 
participation of both the educational authorities 
and the general public. Administrative staff 
at all levels should join forces with the public 
in order to attain levels of micro-planning 
conducive to the formulation of specific proj­
ects. T o reach this goal, there will be a need 
not for the usual sophisticated methods but 
for simpler, more concrete and more specific 
methods of planning, social surveying and in­
formation processing. 

PLANNING AND RESEARCH 

Planning calls for various types of research 
appropriate to each function involved and a 
steady input from research.9 Both in the prior 
assessment and in the formulation of alternative 
objectives, in programming and in evaluation, 
strictly scientific criteria should be used, sup­
plemented by the lessons of practical experience 
in the social and educational sphere. Since the 
purpose of the assessment is to understand the 
problems and the situation to be covered by 
planning, not only the logic but also the meth­
odology of research must be given priority at 
this stage. Nevertheless, if the planning process 
is to be effective, w e must adopt not only a 
quantitative approach but also approaches which 
seek to grasp the problems and their principal 
causes. 

T h e findings of research are likewise essential 
to policy-making and goal-setting, both in 
order to devise the various alternatives and the 
infrastructure on which to establish them and 
in order to evaluate their possible effects and 
the reliability of the conclusions to be drawn 
therefrom. Targets have generally been estab­
lished on the basis of very scanty empirical data 
or the results of broad indicators, without suf­
ficient knowledge of their determining factors. 

Once a plan has been implemented, the 
planning process must embark on a final phase, 
namely, evaluation. This is a phase which, like 
the prior assessment, is characterized more by 
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the need for knowledge than by the need 
for action; it is in such cases that research is 
most closely involved with planning. Evaluation 
should comprise an assessment of what has 
happened in the course of implementation and 
a subsequent comparison with the planned 
objectives, thereby revealing any deviations and 
their causes. 

In the field which w e have called laboratory 
of ideas, Latin American planning is obviously 
deficient. Apart from the early stages and certain 
periods, usually brief, in a few countries, plan­
ning has not played a dynamic part in the 
formulation of n e w ideas and concepts regarding 
education and its role in society, or in the 
updating of educational policies and strategies, 
or in the initiating of n e w forms of organization 
and content in the formal and non-formal 
system, etc. But research too could provide the 
planning process with inputs concerning the 
alternative solutions which are being attempted. 
T h e lack of definite action—a constant factor 
in the great majority of plans devised in the 
region—may be due in large measure to the 
fact that both research and experiment have 
had little effect on the overall structure of the 
educational system. A series of pilot experiments 
with specific controls would reveal the er-
roneousness of certain proposals on the basis of 
their routine activity or their incomplete ex­
perience, put forward by individual educators, 
proposals which as a rule turn out to be 
impracticable. T h e n e w forms of operation 
already being practised in education should 
become more widespread, and arrangements 
should be m a d e to discuss them and to dis­
seminate them throughout the system. 

If it is to be effective, educational planning 
must incorporate dynamic components, capable 
of producing alternatives which will increase 
society's degree of creativity. T o be sure, the 
attempt to innovate implies the search for 
alternatives. Their evaluation is extremely im­
portant, since those which prove valid can be 
incorporated at the programming stage, provid­

ing practical ideas for possible projects and 
clearly determining the difficulties involved in 
their implementation and generalization. 

The planning process 

This brief assessment, which takes account of 
the n e w concepts postulated, is only an ap­
proximation, owing both to the summary form 
in which it is presented and to the complexity 
and variety of the regional situations and the de­
velopment of planning in each of the countries. 
Nevertheless, such an approximation is necess­
ary if w e are to evaluate, even in broad outline, 
what has so far been achieved in the area, the 
main problems to be tackled and the prospects 
of making rolling planning in education a 
reality. 

STAGES OF THE PROCESS 

Bearing in mind the importance and the range 
of the planning process in Latin America, it is 
possible to distinguish various stages in its 
development. T h e first extends from the time 
planning began until the early 1960s, the second 
occupies the second half of that decade, and the 
third, depending on the country concerned, 
stretches from the late 1960s or early 1970s to 
the present. 

During the first stage, in various countries of 
the region, small educational planning offices 
were set up , usually at a lower institutional 
level, within the structures of the ministries of 
education. Their staffhad received basic teacher 
training, and in a very few cases they also had 
planning qualifications. These early groups 
were firmly wedded to the idea that planning 
was the ideal means of bringing about social 
change, and hence they were able to cope with 
the strong resistance and objections put up by 
administrators and teachers in the educational 
system. O n the whole, the excessive rigidity and 
m a n y ongoing errors of both were obvious. 
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Despite the concern to stress the word 'inte­
gral' in connection with planning, it was im­
possible to define it from a conceptual and 
methodological point of view. Emphasis on the 
concept of integrality arose as a form of oppo­
sition to the piecemeal reform of the educational 
system m u c h in fashion in previous decades. 
During this stage, in which very few plans were 
produced, analyses of educational systems were 
indeed carried out, but they, too, failed to be 
true diagnósticos. They were, at all events, the 
first exercises in quantitative description of the 
state of education in each country, and their 
preparation necessitated a completely different 
use of the relevant statistics. 

Besides these early efforts, parallel activities 
emerged in national planning bodies in the first 
half of the 1960s, though they were limited to a 
few pages on education tacked on to the initial 
development plans. Those w h o took these 
measures saw education as a peripheral area of 
planning, since the plans were concerned fun­
damentally with economic problems. This w a y 
of thinking prompted studies which established 
educational goals in terms of h u m a n require­
ments, reflecting the conception of education as 
a dependent variable that the prevailing pro-
development ideology of the time associated 
with the technical and instrumental function 
assigned to education. 

During the second stage, the educational 
planning devised in the ministries of education 
and that carried on by national planning bodies 
continued to m o v e in the same direction. 
Emphasis was placed on methodologies de­
rived from economics—human resources, econo­
metric models, rate-of-return, etc.—and more 
specifically pedagogical methodologies were dis­
regarded. Generally speaking, the integration 
of educational planning with overall planning 
m a d e progress. 

During this period, major large-scale ap­
praisals were carried out, and the first edu­
cational plans were developed, sometimes as 
part of development plans and sometimes inde­

pendently. Training for planners, mostly pro­
vided by international bodies, began to be 
more widely available, and every country 
had a significant number of specially trained 
technicians. Professionals in other disciplines, 
especially economists, sociologists and statis­
ticians, joined the educational planning teams. 

T h e third stage, stretching from the late 1960s 
or early 1970s to the present day, presents 
a m u c h less uniform picture than the two 
previous stages. There are countries where plan­
ning is becoming really important, usually 
w h e n it seems linked to innovative projects in 
a relatively well-defined political and ideological 
context and w h e n the emphasis placed on overall 
educational reforms is combined with efforts to 
structure the programming. Somewhat later, de­
centralization projects appeared, together with 
the rise and adoption of school-location plan­
ning, which were all attempts at regionalization 
partly successful only in countries where plan­
ning, rooted in a political context, guaranteed 
their feasibility to a certain extent. M a n y of 
these projects petered out because they were not 
sustained by planning machinery capable of 
overcoming the limitations of that used pre­
viously. 

In view of the stages in educational planning 
outlined above, it can confidently be stated 
that in Latin America only the reactive plan­
ning stage has actually been completed, and 
only in some countries and in specific circum­
stances have programmed planning activities 
been successful. There have been no expe­
riments or endeavours in the field of rolling 
planning. For this reason, both in countries 
that are still at the reactive stage, which is 
probably drawing to a close, and in those that 
are making programmed experiments, it would 
appear necessary to speed u p the gradual in­
troduction of research and participation m a ­
chinery—if only in part—in order to revitalize 
their planning processes and encourage their 
advancement towards the later stages. 
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THE PRODUCTS 
OF EDUCATIONAL PLANNING 

T h e products of educational planning in the 
region are m a n y and varied. T h e first efforts 
were not plans but documents of differing 
content with one feature in c o m m o n : they all 
aimed at more objective and precise descriptions 
of the problems of education than those which 
had been customary hitherto. 

A m o n g those early planning documents, there 
were two fundamental types: the studies and 
assessments (diagnósticos) and the chapters on 
education in the overall development plans; 
later, sectoral educational plans were to emerge. 
T h e studies and diagnósticos gave sharper pre­
cision to the analyses proper: similarly, they led 
to the elimination of spurious problems pre­
viously regarded as important, and highlighted 
those which were, in fact, essential. T h e first 
development plans included chapters on edu­
cation in order to cover all areas of government, 
but those chapters were by no means part of the 
overall plans. Social aspects (health, housing 
and education) not only were not integral el­
ements on a par with economic aspects, but 
were not even co-ordinated with one another. 
Towards the end of the 1960s, documents ap­
peared which could with some justification be 
called plans, because they displayed the specific 
characteristics of a plan: assessments, objec­
tives, policies and goals, programmes, subpro­
grammes and projects. 

T h e plans produced in the region have some 
of the characteristics peculiar to reactive plan­
ning: comprehensiveness and generality of the 
analyses, heterogeneity of content, diversity and 
lack of integration of the aspects considered, 
and a marked differentiation between quanti­
tative and qualitative factors; and lastly, a lack 
of coherent proposals for educational changes 
along clearly defined policy lines. 

A typical plan consists first of an assessment, 
followed by a statement of objectives and poli­
cies, and concluding with a description of the 

curricula. M o r e detailed texts are infrequent, 
and, although it is c o m m o n to come across a 
chapter on financing, it is usually not clear h o w 
the costs set out were arrived at. A s a result, the 
expenditure forecasts usually exceed the real 
investment possibilities. 

A n unduly general approach is often adopted 
in assessments, policies and goals, as well as in 
the programmes of such plans, so that it be­
comes impossible to implement specific projects 
and actions in practice, since the plans portray 
only an average situation and are not adaptable 
to any particular state of affairs. 

M a n y plans are lacking in internal coherence: 
either the problems pointed out in the assess­
ment are not taken into consideration in estab­
lishing the objectives and policies, or they are 
not dealt with at the programme level. O n the 
other hand, it often happens that the objectives 
and targets of the plan bear no relation to prob­
lems described in the diagnóstico. Another strik­
ing inconsistency is the presentation of standard-
setting and operational aspects in a disorderly, 
fragmented fashion, so that they do not provide 
guidance, nor is it feasible to implement them. 

Almost all the plans encompass a great m a n y 
aspects and problems and a wide variety of 
measures intended to cope with them. Such a 
multiplicity of fragmented proposals does not 
constitute an adequate basis for a plan: no 
priorities are indicated, nor are problems and 
lines of action clearly brought out. 

In some countries w e find efforts being m a d e 
to consider aspects which are not strictly edu­
cational; but instead of being combined with 
the educational aspects they are usually dealt 
with separately. This is apparent, for example, 
w h e n information on manpower , population, 
economic growth, etc., is included piecemeal in 
separate chapters, without being related to the 
specific content of the education plan. In m a n y 
cases, qualitative approaches are m a d e to aspects 
which call rather for treatment based on quan­
titative, adequately processed information (social 
exclusion, h u m a n resources of the system, social 
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and regional differences, etc.); conversely, fun­
damentally quantitative measurements are m a d e 
of aspects which also require a qualitative type 
of analysis (school outputs, productivity of the 
system, etc.). 

Analysis of the plans on which this study is 
based—including a sizeable portion of those 
produced in the region in the past two dec­
ades—justifies the assertion that there has been 
a gradual technical improvement in their for­
mulation. For example, long-term plans have 
been drawn up which give an objective picture 
of the sector, strategic plans have been for­
mulated which are increasingly broken d o w n 
into programmes and projects, and operational 
plans have been produced which fill certain 
gaps in the planning system. Nevertheless, this 
technical improvement has in most cases failed 
to go beyond die characteristics peculiar to the 
reactive phase of planning or to solve the prob­
lems connected with the implementation of the 
plans, already mentioned in this analysis. 

RELATIONSHIP WITH EDUCATIONAL 
ADMINISTRATION AND RESEARCH 

Specialists in the area take the view that the 
main feature of the relationship between plan­
ning and administration has been indifference, 
w h e n it has not been conflict, and that this has 
been caused by mutual distrust and jealousy. 
T h e planners often set out with an erroneous 
conception of their task, seeking to perform 
functions that were beyond them because they 
were specifically administrative. Similarly, they 
usually disregarded the political and adminis­
trative structure of the planning process, and 
failed to take advantage of the k n o w - h o w of the 
administrators, which might have helped them 
to make up for the impractical and vague nature 
of m a n y plans. 

T h e administrators, in turn, helped to aggra­
vate this situation by confining themselves to 
reproducing their traditional administrative pat­
terns, which had no place for planning. Plan­

ning specialists occupying posts that were rela­
tively high in the bureaucratic structure met 
strong resistance from administrators. T h e ob­
jections put forward were, inter alia, lack of 
administrative experience, youth, unfamiliar 
criteria and a different conception of what ought 
to be done in the sector. 

W h e n n e w standards of rational organizations 
were introduced, different from those taught by 
experience, both planners and administrators 
failed to understand the need to combine the 
n e w professional attitudes of the former—which 
might m a k e it possible to rejuvenate education 
and gear it to the present-day needs of Latin 
American society—with the experience of the 
latter, which would probably have furnished 
real and viable machinery for the implemen­
tation of the changes proposed. 

However, in some countries, and as a result 
of certain specific experiments, this situation 
has gradually changed over the past few years. 
T h u s , there are various examples of the old 
bureaucratic administrative systems being en­
riched by the incorporation of more rational 
standards of programming; and while some of 
these innovations have not advanced beyond the 
experimental stage, others have already begun 
to take concrete shape. It is also important to 
mention changes in the way budgeting is being 
handled as a result of the adoption of pro­
g r a m m e budgeting, which makes it possible to 
organize expenditure and to systematize the use 
of resources in accordance with the priorities 
established in the objectives. However, w h e n the 
planning system is not very effective, this change 
in budgeting becomes a mere formality and does 
not result in better organization of the admin­
istration and budgeting of education: in order 
to bring this about, programme budgeting 
should be m a d e a part of educational planning 
as a whole, and the latter should present its 
plans broken d o w n into specific programmes 
and projects. 

T h e introduction of educational planning 
brought a more rational approach to analysis 
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of the fundamental problems in the sector, 
thanks to the influx of more precise information 
set in an interdisciplinary framework. At all 
events, the real influence of planning in improv­
ing the level of education has differed from 
country to country, depending upon historical 
circumstances, and its action seems to be 
favourably affected by the political significance 
which governments attach to planning. 

Planning has also m a d e it possible to involve 
specialists from other disciplines in educational 
administration. T o date, these n e w contributions 
have been turned to relatively little advantage, 
since disciplines which are important to edu­
cation—such as the political sciences, social 
psychology and anthropology—have not yet 
participated in it. Economics has m a d e certain 
limited contributions, but not in terms of a 
general theory of development. Other disci­
plines, such as sociology, have disregarded 
major problems, as, for example, the study of 
the teaching profession. W e m a y therefore say 
that these contributions, instead of fusing into 
an interdisciplinary approach and outlook, ex­
pressed the isolated points of view of each 
separate discipline. Nevertheless, a critical mass 
of professionals did come into existence and 
would be available w h e n the time was ripe; 
accordingly, w h e n an opportunity arose to use 
them, meaningful projects took place. 

In Latin America, educational research bears 
very little relation to planning, since research ac­
tivities are few, and planners seldom avail them­
selves of their results. Even w h e n it is obvious 
that there has been a relative development—e.g. 
w h e n the n u m b e r of State-run and private 
centres has increased, or there are more trained 
personnel, etc.—the methodological approaches 
and the themes dealt with reveal obvious limi­
tations. Approaches and research strategies must 
therefore be devised which are capable of lend­
ing support to the fuller use of the planning 
process as proposed.10 

Another dichotomy between research and 
planning in the region results from the fact 

that no research is being done on the priority 
requirements of the planning process; instead, 
study is devoted to themes selected on the 
basis of other criteria. N o r is educational inno­
vation receiving any stimulus or guidance, with 
the result that it is the exception rather than 
a systematic policy. Very often, innovations of 
various kinds (in curricula, methods, educational 
organization, staff, etc.) stemming from initia­
tives by individuals or groups within the c o m ­
munity, teachers or technicians with a dynamic 
outlook, fail to m a k e any headway owing to 
the limitations and restrictions imposed on them 
by the habitually rigid structure of the edu­
cational system or because, as they expand, they 
are deflected from their original purpose, 
through having failed to foresee the conditions 
needed for their adequate functioning. 

T h e two driving forces of the planning pro­
cess—research and participation—are still in 
their infancy in Latin America. Rolling planning 
requires both in order to put a systematic 
policy of innovation into practice, but it is 
equally necessary to encourage innovation at 
the grass-roots level of educational systems and 
to follow them through and evaluate them, in 
order to capitalize on them as agents of change. 
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Trends and cases 
Universal primary 
education in developing 
a statistical review 
Birger Fredriksen 

T h e provision of universal primary education 
has had a prominent place among the m a n y pri­
orities for development in the field of education 
during the last two decades. T h e purpose of this 
article is, first, to shed some light on the pro­
gress made towards this target during the 
period 1960-75 and, second, to highlight some 
consequences, should these trends continue 
to 1985. T h e article's concentration on the 
quantitative aspects of education development 
does not, of course, imply that this is the only 
interesting side. T h e increase in student n u m ­
bers during the period 1960-75 was in prac­
tically all countries accompanied by compre­
hensive or partial changes in the structure of 
educational systems as well as in the content 
of the education provided. T h e need for reforms 
was felt at all levels of education and in all 
countries regardless of their level of economic 
development.1 Nevertheless, quantitative trends 
and projections represent an indispensable part 
of the total information required for clarifying 
the choice between alternative patterns of devel­
opment and for monitoring progress towards 
stated objectives. 

Development of primary 

school enrolment, 1960-75 

Table 1 shows the development of primary-
school enrolment between i960 and 1975 m 

the M o r e Developed Regions ( M D R ) , Less 
Developed Regions ( L D R ) , Africa, Latin 

Birger Fredriksen (Norway). Office of Statistics, 
Unesco. 

countries: 

America and South Asia. T h e composition of 
the region is explained at the bottom of the 
table. All figures exclude the People's Republic 
of China, the Socialist Republic of Viet N a m 
and the Democratic People's Republic of Korea. 

T h e table illustrates the enrolment expansion 
which took place during this fifteen-year period 
in developing countries. Co lumn 8 shows that 
the number of primary-school pupils increased 
by 128 per cent in Africa, 107 in Latin America 
and 98 in South Asia as compared to 6 per cent 
in the M D R . Studying the enrolment growth 
during each of the five-year periods covered by 
this table, w e note that the enrolment in the 
L D R increased by some 44 millions during the 
period 1960-65 as compared with 38 millions 
between 1965 and 1970 and 40 millions be­
tween 1970 and 1975. W e note further that 
the slowdown in enrolment growth between 
1965 and 1970 was mainly taking place in 
South Asia while the increase between 1970 
and 1975 was to a large extent caused by strong 
enrolment growth in Africa. 

Turning n o w to columns 5-7 of Table 1, 
w e see that the average annual rates of growth 
declined for all regions during these three five-
year periods, with the exception of Africa for 
the period 1970-75. T h e lower growth rates 
for Latin America after 1970 are to a large 
extent due to the fact that several countries 
in this region reached, or were approaching, 
universal primary education by 1970. Naturally, 
w h e n all children of primary school age are 
enrolled, the growth of enrolment will be very 
similar to that of the corresponding population 
age-group. Further, the relatively high rates for 
Africa are partly explained by the fact that m a n y 
countries in this region started at very low levels 
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T A B L E I . G r o w t h of primary-school enrolment 1960-75, both sexes 

Region 

M D R 1 

LDR 1 

Africa 
Latin America 
South Asia2 

i960 

1 

127 
116 

19 
28 
69 

N u m b e r of pupils enrolled 
(millions) 

1965 

2 

137 
160 

27 
36 
96 

1970 

3 

142 
198 
34 
47 

116 

1975 

4 

134 
238 
44 
57 

136 

Average annual 

1960-65 

5 

1.6 
6.6 
6.5 
5-6 
6.9 

of growth 

1965-70 

6 

0.6 
4-4 
4-9 
5-4 
3-9 

rates 

1970-75 

7 

—I.I 

3.8 
5-5 
3-9 
3-3 

Percentage 

1960-75 

8 

6 
106 
128 
107 
98 

T h e grouping of countries into M D R and L D R follows that of the United Nations Population Division and is built 
on fertility levels. According to this criterion, nine regions, Japan, the four European regions, U . S . S . R . , Northern 
America, temperate South America (Argentina, Chile and Uruguay) as well as Australia and N e w Zealand, belong to 
the M D R . All other countries are included in the L D R . 
South Asia includes all Asian countries except the People's Republic of China, the Socialist Republic of Viet N a m , 
the Democratic People's Republic of Korea, Japan, the Republic of Korea, Mongolia and H o n g Kong. T h e former 
three countries had to be excluded due to lack of data on enrolment. Data for the latter four countries are included in 
the totals for L D R and M D R . 

of enrolment in i960. It is nevertheless worth 
noting that while both Africa and South Asia 
experienced a marked shift towards lower growth 
between 1965 and 1970 as compared with the 
previous five-year period, the growth in Africa 
picked up again between 1970 and 1975 while 
that of South Asia continued to decline. As 
60 per cent of all the primary school pupils 
in the L D R in 1965 were in South Asia, this 
slowdown had serious effects on the progress 
m a d e towards universal primary education in 
the L D R between 1965 and 1975. W e shall 
address this issue in further detail in the next 
section. 

Progress towards universal 
primary education during 
the period 1960-75 

During the period 1960-75 most developing 
countries established achievement of universal 
primary education as one of their priority tar­
gets for national development. Unesco encour­
aged this process by convening a number of 

regional conferences on education which rec­
o m m e n d e d quantitative targets for the expan­
sion of primary education. Thus 1980 was 
agreed upon as the target year for enrolling 
all children of primary-school age in Asia 
(Karachi in i960). T h e same target year was 
agreed upon by African States (Addis Ababa 
in 1961) and Arab States (Tripoli in 1966), 
while the Santiago Conference in 1962 called 
upon Latin American countries to achieve this 
objective by 1970. W e shall in this section 
present enrolment ratios permitting us to shed 
some light on the extent to which the enrolment 
growth shown in Table 1 led to progress 
towards these targets. A s such ratios must be 
interpreted with caution, it is necessary to start 
by a brief discussion of their limitations. 

Assessments of the above type are generally 
based on the gross enrolment ratio for primary 
education. This ratio is obtained by dividing 
the total number of pupils enrolled at this level 
by the number of children of primary school 
age. It gives a rough indication of the extent 
to which a country's primary schools have suf­
ficient capacity to enrol their client population. 
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Since the ratio is inflated by the inclusion of 
repeaters and late entrants and since it conceals 
the high drop-out rates c o m m o n to most devel­
oping countries, the indication is approximate. 

W h e n ratios of the above type are calculated 
for regions, i.e. groups of countries, two ap­
proaches are available. T h e first consists of cal­
culating unadjusted enrolment ratios, i.e. ratios 
which disregard the fact that entry age to, and 
duration of, primary education varies between 
countries, selecting for the group the structure 
most frequent among the countries included. 
This is the most c o m m o n procedure for cal­
culating enrolment ratios for regions and conti­
nents. Ratios of this type are shown in Table 2 
where the age-group 6-11 years has been used 
for the population of primary-school age, since 
most developing countries have six grades at 
this level and the most c o m m o n starting age 
is 6 years. W e m a y interpret these ratios as 
indicators of the capacity of the region's pri­
mary schools as compared to a system with six 
grades of primary education. 

T h e advantage of unadjusted enrolment 
ratios is that they give an indication of capacity 
which is comparable between regions. Their 
weakness is that they neglect the fact that some 
regions need lower capacity to attain universal 
enrolment than other regions because their dur­
ation of primary education is shorter. Thus , 
although six grades is the most c o m m o n dur­
ation in developing countries, the 'average' dur­
ation is shorter in South Asia than in Africa, 
where it in turn is shorter than in Latin America. 
T h e reason is that some of the most populous 
countries in South Asia have five grades 
(e.g. India, Bangladesh, Pakistan), while some 
of the most populous countries in Latin America 
have eight grades (e.g. Brazil, Bolivia, Chile). 
This aspect is taken into account by calculating 
adjusted enrolment ratios for regions, i.e. ratios 
adjusted to the duration of, and entry age to, 
primary education in each of the countries in 
the region. Figure 1 below presents such ratios. 
Thus , in the following discussion w e shall e m ­

ploy both unadjusted (Table 2) and adjusted 
ratios (Figure 1), since they illustrate different 
aspects of the development of primary edu­
cation during the period 1960-75. 

With the above discussion in mind w e n o w 
turn to Table 2 , which gives unadjusted enrol­
ment ratios for the regions shown in Table 1 
as well as for the twenty-nine countries classi­
fied by the United Nations as the Least D e ­
veloped Countries ( L D C ) , and for the seven 
Sahel countries. 

Table 2 shows that, although the increases 
in enrolment ratios were substantial during the 
period 1960-75 for all developing regions, they 
were far more modest than the corresponding 
increases in primary-school enrolment shown 
in Table 1. T h e reason is that the L D R ' s popu­
lation of primary-school age increased by some 
55 per cent during this fifteen-year period. This 
compares to 1 per cent for the M D R . T h e 
importance of the population factor m a y be 
illustrated by the following example. A s s u m e 
that the L D R ' s school-age population in 1975 
had remained at its i960 level, which was 
roughly what happened in the M D R . In this 
case, the enrolment actually reached in the L D R 
in 1975 would have given an enrolment ratio 
of 117 per cent, i.e. a primary-school capacity 
exceeding considerably that required to enrol 
all their children aged 6-11 years. However, 
due to rapid population growth, the capacity ac­
tually reached in 1975 corresponded only to 
about three-quarters of the size of this age-
group. 

Table 2 further shows large variations in en­
rolment ratios between developing regions both 
with respect to magnitude and changes over 
time. Africa, which during the 1960s had a 
considerably lower ratio than South Asia and 
Latin America, had by 1975 reached South 
Asia. Latin America continued to have a ratio 
considerably higher than the two other regions 
and had in 1975 a primary-school capacity ex­
ceeding that required for enrolling all the re­
gion's children aged 6-11 years. A s regards the 
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T A B L E 2 . Enrolment ratios for primary education, 
both sexes (percentages)1 

Region 

M D R 2 

LDR 2 

Africa 
Latin America 
South Asia 
29 L D C 3 

Sahel countries4 

i960 

114 

57 
45 
81 

55 
26 
12 

1965 

118 
66 
54 
90 

64 
32 
22 

1970 

120 

71 
59 

102 
66 
39 
24 

1975 

120 

76 
69 

III 

69 
46 
27 

i. These ratios are unadjusted enrolment ratios obtained 
by dividing the total enrolment in primary education 
by the population aged 6-11 years. 

2 . See definition in note to Table 1. 
3. These 29 countries are: Afghanistan, Bangladesh, 

Benin, Bhutan, Botswana, Burundi, Central African 
Empire, Chad, Ethiopia, Gambia, Guinea, Haiti, Laos, 
Lesotho, Malawi, Maldives, Mali, Nepal, Niger, 
Rwanda, Sikkim, Somalia, Sudan, Tanzania, Uganda, 
Upper Volta, Western Samoa, Yemen Arab Republic 
and Yemen Democratic Republic. 

4 . These countries are: Chad, Gambia, Mali, Mauritania, 
Niger, Senegal and Upper Volta. 

twenty-nine L D C , w e note that, in spite of a 
rapid enrolment increase during this period, 
by 1975 their primary-school enrolment corre­
sponded to less than half of their children aged 
6-11 years. For the seven Sahel countries the 
ratio was only 27 per cent. 

A disturbing aspect of the development of 
primary education during this period is the in­
creasing disparities between some of the de­
veloping regions. T h u s , in i960 the enrolment 
ratio for Latin America exceeded that of South 
Asia by 26 percentage points and that of Africa 
by 36 points. In 1975 these differences had 
increased to 42 points for both continents. 
In i960, the average ratio for Africa was 
19 points higher than that of the twenty-
nine L D C , In 1975 this difference had in­
creased to 23 points. Similarly, the difference 
between the average enrolment ratio for the 
L D C and the seven Sahel countries increased 
from 14 points in i960 to 19 in 1975. 

T h e enrolment ratios shown in Table 2 mask 

large differences between individual developing 
countries in respect to level of enrolment as 
well as regards duration of primary education. 
A s the place available does not allow us to ana­
lyse in detail the country-by-country develop­
ment, Figure 1 provides a summary classifi­
cation of 104 developing countries according to 
the level of enrolment ratio attained in 1975. It 
is important to note that, in order to take into 
account differences in educational structure be­
tween countries, Figure 1 is built on adjusted 
enrolment ratios. Thus , for example, in calculat­
ing this ratio for a country having five grades of 
primary education with a starting age of 5, 
the age-group 5-9 years was used, while differ­
ent groups were used for countries with differ­
ent structures. T h e horizontal axis shows the 
enrolment ratio attained, the vertical axis shows 
the percentage of the L D R ' s population of 
primary-school age living in countries having 
attained a given ratio, while the figure inside 
each bar shows the number of countries having 
attained this ratio. T h e whole should be read as 
follows: in 1975, 16 per cent of the L D R ' s 
population of primary-school age lived in 
35 countries in which primary-school capacity 
exceeded that required to enrol all children of 
primary-school age; 14 per cent of the primary-
school population lived in 15 countries in which 
capacity corresponded to 90-99 per cent of their 
primary-school age population, etc. W e note 
that 14 countries, representing 6 per cent of the 
L D R ' s school-age population, had enrolment 
ratios below 40 per cent while 70 countries, 
representing 80 per cent of the school-age 
population, had ratios exceeding 70 per cent. 
T o summarize, w e m a y say that in 1975,48 de­
veloping countries, representing 30 per cent of 
the L D R ' s population of primary-school age, 
had reached, or were approaching, universal 
primary education (i.e. had enrolment ratios 
exceeding 90 per cent). 

W e m a y n o w calculate adjusted ratios of the 
type shown in Figure 1 for the major developing 
regions. For 1975 this gives 79 per cent for the 
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L D R , 66 per cent for Africa, 78 per cent for 
South Asia and 97 per cent for Latin America. 
Comparing these figures with the unadjusted 
ratios shown in Table 2 , w e note some interest­
ing differences. T h u s , the adjusted ratio for 
South Asia is considerably higher than the un-
ajusted one, since 68 per cent of the school-age 
population in this region lived in countries 
having only five grades of primary education. 
In contrast, for Latin America the adjusted 
ratio is considerably lower than the unadjusted 
one (97 per cent as compared to i n per cent) 
since 40 per cent of this region's population of 
primary-school age belongs to countries having 
eight grades of primary education. For Africa, 
the adjusted ratio is slightly lower than the 
unadjusted, as 20 per cent of the African popu­
lation of primary-school age lived in countries 
having seven grades of primary education. W e 
note that while Africa and South Asia had the 
same unadjusted ratio in 1975 (i.e. 69 per cent), 
w h e n the differences in average duration of the 
two regions' primary education are taken into 
account the ratios are quite different (i.e. 66 per 
cent for Africa and 78 per cent for South Asia). 
T o summarize, w h e n differences in duration 
are accounted for, Latin America had in 1975 
sufficient capacity to enrol about all children of 
primary-school age. T h e capacity in South Asia 
was about 78 per cent, while that of Africa was 
only 66 per cent of this continent's population 
of primary-school age. 

In ending this section w e shall return to the 
regional enrolment targets discussed in the be­
ginning. Unfortunately, the enrolment ratios 
used w h e n establishing these targets differ be­
tween regions and are not always comparable 
to those used in this article. W e shall therefore 
limit our assessment to the regional objectives 
expressed in the Karachi Plan for the develop­
ment of primary education in Asia.2 T h e targets 
were expressed in terms of a primary-school 
cycle of seven grades and the age-group 
6-12 years was taken as the primary-school 
age-group. Reclassifying the data presented 

here into this structure gives, for the Asian 
region as defined in the Karachi Plan, the actual, 
target and projected enrolment ratios for pri­
mary education shown in Table 3. 

T A B L E 3. Primary-education enrolment ratios for the 
Asian region 

Actual 
Target 

1. Projected. 

1970 

66.3 
72.0 

1975 

68.6 
81.0 

1980 

71.81 

90.0 

W e note that the target for 1970 was far from 
being reached in 1975 and will barely be 
reached by 1980 if past enrolment trends 
continue. 

Internal efficiency 
of primary education in the L O R 

Table 2 showed that in 1975 a number corre­
sponding to 76 per cent of the children aged 
6-11 years was enrolled in primary education in 
the L D R . However, enrolment ratios do not 
tell m u c h about actual educational attainment. 
T h e performance of an educational system 
should be measured in terms of the quantity as 
well as the quality of output and not in terms of 
the quantity of input only, e.g. by counting the 
number of pupils enrolled. 

Although the m a n y objectives of school sys­
tems are difficult to define in meaningful, 
measurable terms, for primary education one 
might argue that one of the main objectives, 
possibly the main one for the first few grades, 
is to m a k e the pupils literate. This requires not 
only that children enter the first grade but also 
that they remain enrolled for a sufficient n u m ­
ber of years. 

As regards the first factor, statistics on the 
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number of children entering grade i are not 
available for all developing nations, since m a n y 
countries do not yet collect data allowing us to 
distribute the total enrolment in this grade be­
tween n e w entrants and repeaters. A n indication 
of the intake capacity of primary education m a y 
nevertheless be obtained by calculating the 
ratio between the total enrolment in grade i and 
the population aged 6 years, the latter age-group 
being taken to represent the population of ad­
mission age. Ratios of this type are given in 
Table 4. 

T A B L E 4. Ratio between grade-1 enrolment and 
population aged 6 years 

L D R 
Africa 
Latin America 
South Asia 

1965 

1.14 
0.71 
1.76 
1.12 

1970 

1.13 
0.77 
1.77 
1.09 

1974 

1.15 
0.85 
1-74 
1.09 

T h e table shows that for the total L D R the 
number of pupils in grade 1 was larger than the 
population 6 years old for all three years in­
cluded. W e m a y hence say that the intake ca­
pacity of the first grade of primary education in 
the L D R would have been high enough to enrol 
all children of admission age had there been no 
repeaters or late entrants. T h e table shows again 
very large differences between the three de­
veloping regions. T h e intake capacity of Africa 
increased considerably between 1965 and 1974, 
when it represented 85 per cent of the conti­
nent's population aged 6 years. For Latin 
America and South Asia the ratio appeared to 
be levelling off during this period. It remained, 
however, above unity for both regions, the 
reason being enrolment in grade 1 of repeaters 
and entrants outside the official admission age-
group. W e note the very large ratio for Latin 
America. Official data indicate that about 20 to 
25 per cent of the enrolment in grade 1 in 
this region are repeaters. This would imply 

that this large ratio is caused mainly by late 
entrants.3 

In view of the high level of n e w admissions 
suggested by Table 4, w e m a y n o w ask w h y the 
enrolment ratios shown in Table 2 are not 
higher than what they actually are. T h e answer 
is the high drop-out rates c o m m o n to developing 
countries. T o illustrate the seriousness of this 
problem, the progression through the first five 
grades of primary education of the pupils en­
rolled in grade 1 in 1970 is illustrated by 
Figure 2. W e see that only about 70 per cent of 
these pupils reached grade 2 , 61 per cent 
reached grade 3, 54 per cent reached grade 4 
and about 45 per cent reached grade 5. In other 
words, 30 per cent of the pupils enrolled in 
grade 1 in the L D R in 1970 dropped out before 
reaching grade 2 , and 55 per cent dropped out 
before reaching grade 5. Thus , if completion of 
grade 4 is used as an indication of the level of 
education required to become and remain liter­
ate, only about half of the children entering pri­
mary education in 1970 attained this level. T h e 
level of drop-out was highest in Latin America 
and lowest in Africa. 

T h e low retention shown above casts serious 
doubt on the extent to which the educational 
systems in some L D R , despite their rapid 
growth of enrolment during the last fifteen 
years, were able to tackle successfully the prob­
lem of reducing illiteracy. It also leads one to 
question the significance of high enrolment 
ratios if a large proportion of the children drop 
out before even becoming literate. 

Another aspect of education wastage is rep­
etition. Although to repeat a grade m a y be 
valuable to a pupil whose performance is judged 
to be below m i n i m u m requirements, repeaters 
use resources which could have been m a d e 
available to children w h o are not yet enrolled at 
school. In addition, repetition increases the 
costs per pupil. T o illustrate the magnitude of 
this phenomenon in the L D R , it has been 
estimated that, in 1970, repeaters constituted 
about 15 per cent of total enrolment in primary 
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education in Latin America, 16 per cent in 
Africa and 18 per cent in South Asia. In other 
words, the number of children of primary-
school age admitted to school could have been 
increased by some 15-20 per cent that year in 
the L D R , without increasing the costs, had 
there been no repetition. 

Projections to 1985 

So far this article has examined education trends 
during the period 1960-75. T h e purpose of this 
section is to shed light on some consequences 
of continuing these trends until 1985. T h e pro­
jections presented below were prepared within 
the framework of the Unesco Office of Statistics 
Programme on Education Projections. Their 
purpose is not to show h o w enrolment will or 
should develop in the future, but to suggest 
what might happen if the trends observed 
from i960 onwards were to continue along their 
main lines until 1985.4 Although conditional, 
these projections have the merit of providing 
for the first time a systematic study of the impli­
cations of continuing past trends for practically 
all countries in the world. 

Figure 3 shows that continuation of trends 
would imply a primary-school enrolment ca­
pacity for the L D R corresponding to about 
84 per cent of their population aged 6-11 years 
in 1985. There would continue to be large and 
often increasing disparities in enrolment ratios 
between different developing regions. Thus , the 
gap between the enrolment ratios for Latin 
America and South Asia, which in 1975 was 
42 percentage points (see Table 2), would in­
crease to 46 points in 1985. T h e ratio for Africa, 
which in 1975 was equal to that of South Asia, 
would in 1985 exceed that of the latter region 
by 7 percentage points. T h e 29 L D C would 
in 1985 have a primary-school capacity corre­
sponding to 52 per cent of their population aged 
6-11 years, while that of the Sahel countries 
would be only 36 per cent. 

If w e n o w , instead of the unadjusted ratios 
shown in Figure 3, calculate enrolment ratios 
adjusted to the duration of primary education 
in each region, w e obtain 86 per cent for the 
L D R , 79 for Africa, 107 for Latin America and 
83 per cent for South Asia. As was the case 
for 1975, when the regional differences in dur­
ation of primary education are accounted for, 
South Asia would have a higher primary-school 
capacity than what is suggested by the un­
adjusted ratio (83 per cent compared with 75 per 
cent) while the capacity for Latin America 
would be considerably lower (107 per cent 
compared with 121). T h e reasons are the same as 
explained in the second section of this article. 

Turning n o w to the development of indi­
vidual countries, Figure 4 gives information 
for 1985 similar to that given in Figure 1 
for 1975.5 T h e figure shows that if past enrol­
ment trends were to continue, 55 developing 
countries (i.e. about half of the countries 
covered here), accounting for some 29 per 
cent of the L D R ' s population of primary-
school age, would in 1985 have sufficient ca­
pacity to enrol all children in tfiis age-group. 
Seven more countries, accounting for some 
9 per cent of the population, would have enrol­
ment ratios between 90 per cent and 100 per 
cent. Thus , w e m a y say that 62 developing 
countries, accounting for some 38 per cent 
of the L D R ' s primary-school-age population, 
would by 1985 have reached, or be approaching, 
universal primary education. Further, as m a n y 
as 72 countries, accounting for some 74 per 
cent of the L D R ' s school-age population, would 
in 1985 have enrolment ratios exceeding 80 per 
cent. O n the other hand, there would still be 
12 countries (5 per cent of the population) 
where the capacity of primary schools would 
not be sufficient to enrol half of the population 
of primary-school age. Four countries, ac­
counting for 2 per cent of the L D R ' s school-age 
population, would even have enrolment ratios 
below 30 per cent. Finally, it is interesting to 
note that the 19 countries which would have 
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enrolment ratios below 60 per cent in 1985 
include 14 of the 29 L D C and all the 7 Sahel 
countries. This m a y give an indication as re­
gards priority countries for international assist­
ance in the field of education during the 1980s. 

Population pressure 
on education 

T h e relatively modest increase in enrolment 
ratios projected for 1985 does not imply a cor­
responding modest increase in enrolment. For 
example, to attain the enrolment ratio projected 
for the L D R would m e a n an increase in the 
number of primary school pupils of some 
104 million or 43 per cent between 1975 and 
1985 as compared to an increase of some 
79 million or 49 per cent between 1965 and 1975. 
T h e corresponding increase for the M D R 
would be 0.5 million or 0.4 per cent during the 
period 1975-85. T h e reason for this difference 
is, once more, the high rate of population 
growth in the L D R . About three-quarters of 
the enrolment increase projected for these re­
gions between 1975 and 1985 would be needed 
just to keep pace with the growth projected in 
their population of primary-school age. 

T o illustrate further the importance of the 
population factor in the L D R , w e shall examine 
the effect of different rates of population growth 
on the demand for education. For this w e shall 
use the ' L o w ' , ' M e d i u m ' and 'High' variants 
of the United Nations Population Projections. 
T o give sufficient perspective, our analysis 
will this time cover the period 1975-2000. 
Columns 1-3 of Table 5 show the percentage 
increase in the population aged 6-11 years 
projected between 1975 and year 2000 for each 
of these three variants. According to the ' M e ­
dium' variant, the L D R would have to increase 
their enrolment in primary education by some 
73 per cent just to keep pace with population 
growth. This compares with about 9 per cent for 
the M D R . W e note that the required increase 

for the 'High' variant is about the double of 
that of the ' L o w ' variant. W e note further the 
large difference between developing regions and 
particularly the relatively high increase required 
for Africa which, according to the ' M e d i u m ' 
variant, would have to more than double its 
primary-school enrolment during this 25-year 
period to keep pace with the growth of the 
continent's population of primary-school age. 

T h e next aspect illustrated by Table 5 is the 
required increase in the number of primary-
school pupils between 1975 and 2000 to achieve 
universal enrolment at this level by the end of 
the period. For the purpose of this example, 
'universal primary education' is defined as the 
enrolment of all children aged 6-11 years plus 
10 per cent to allow for repetition. Our cal­
culations show that the L D R according to the 
' M e d i u m ' variant would have to increase their 
enrolment by some 152 per cent to attain this 
target, while the M D R could reach it just by 
maintaining their 1975 enrolment capacity. W e 
note again large differences between the three 
variants as well as between the different re­
gions. T h e increase required to attain this goal 
in Africa is particularly striking. Finally, w e 
note that the figures given for Latin America 
in columns 1-3 are equal to those given in 
columns 4-6. T h e reason is that this region 
in 1975 already had an enrolment ratio of 
i n per cent and thus had sufficient capacity 
to reach the target specified here. T h e required 
increase in capacity for Latin America be­
tween 1975 and 2000 would therefore be a pure 
function of population growth. 

Another consequence of the rapid popu­
lation growth in the L D R is the 'young' age-
structure of their populations. This implies that 
to enrol all children of primary-school age 
implies a considerably higher 'burden' on the 
labour force in the L D R than in the M D R 
(expressed as the number of pupils per 
1,000 persons of the labour force). Already 
in 1975 the L D R had 338 primary-school 
pupils per 1,000 persons in the labour force as 
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T A B L E 5. Population pressure on education 1975-2000 according to ' L o w ' , ' M e d i u m ' and 'High' variants of the 
United Nations population projections 

Region 

M D R 
LDR 
Africa 
Latin America 
South Asia 

% increase in the populati 
aged 6-11 
between 1 

Low 
variant 

—3 
50 
80 
47 
42 

years 
975 and 2000 

M e d i u m 
variant 

9 
73 

107 
75 
63 

ion 

High 
variant 

26 
95 

123 
103 
85 

% increase in 
between 
universal 

Low 
variant 

•—II 
118 
190 
47 

124 

1975 
enrolment required 
and 2000 to attain 

. primary education by 2000 

M e d i u m 
variant 

0 
152 
232 
75 

158 

High 
variant 

16 
183 
259 
103 
193 

compared to 258 in the M D R . T h e enrolment 
projections presented in Figure 3 would imply 
that the primary school 'burden' of the L D R 
would increase to 382 pupils per 1,000 persons 
in the labour force in 1985 while the 'burden' 
of the M D R would decrease to 234 pupils. 

In conclusion, demographic factors will to a 
large extent continue to condition the ability 
of developing countries to provide universal 
primary education. However urgent are the sol­
utions to the world's problems of future popu­
lation growth, world education will force the 
consequences of that growth even sooner, since 
most of the future enrolments projected for 1985 
are already born. A combination of even greater 
efforts and more imaginative interventions in 
the conservative practices of educational systems 
would appear to be required. 

Concluding remarks 

As a consequence of a vigorous policy in favour 
of education, most developing countries could 
by 1975 look back on a fifteen-year period 
characterized by a growth in student numbers 
never paralleled in h u m a n history. Although 
the rather ambitious regional enrolment targets 
established in the early 1960s were not attained, 
the progress towards them was considerable, 

and developing countries could rightly take 
pride in the results attained. 

There were, however, at least two flies in the 
ointment. First, in spite of rising enrolment 
ratios, the number of children not enrolled at 
school increased. A m o n g the reasons for this 
were that the population of primary-school age 
also grew at a rate never equalled earlier and 
that the problem of high drop-out rates per­
sisted. Second, an increasing number of devel­
oping countries were facing rising unemploy­
ment among their school-leavers and graduates. 
Although this latter aspect has not been dealt 
with in this article, there can be little doubt 
about the need for increased attention as re­
gards the imbalance experienced in m a n y 
countries between the skills required and the 
education provided, and as regards the gap 
between the job expectations of school-leavers 
and graduates and the employment oppor­
tunities the economy can provide. W e m a y 
hence with some justification say that in less 
than two decades the central problem of 
manpower planning has in m a n y developing 
countries changed from one mainly character­
ized by shortages to one mainly characterized 
by surpluses. It is important that this change in 
the conditions on the labour market not dis­
courage developing countries in their struggle 
to provide primary education for all. 
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T o continue the enrolment trends observed 
between i960 and 1975 would imply that the 
L D R in 1985 would have sufficient school ca­
pacity to enrol some 86 per cent of their popu­
lation of primary-school age. However, even the 
large erForts required to attain this result m a y 
not give sufficient headway against population 
growth to reduce the number of illiterates in 
the Third World. T o mention but one possible 
implication: if the present trends in new intake 
and internal efficiency were to continue, it is 
doubtful that as m a n y as half of the L D R ' s 
w o m e n of childbearing age would be literate at 
the beginning of the twenty-first century. 

It goes without saying that national and 
international policies towards education will, 
together with the amount of international aid 
available in this field, heavily condition the way 
in which the challenge represented by the issues 
raised in this article will be met in the future. 
Increasingly, the formulation of educational 
policy will have to be seen as an integrated part 
of a nation's total development effort. 

Notes 

1. For discussion of this aspect of recent educational 
development, see: J. T h o m a s , World Problems in Edu­
cation: A Brief Analytical Survey, I B E , Studies and 
Surveys in Comparative Education, Paris, Unesco, 

1975-
2. See: ' T h e Needs of Asia in Primary Education: A Plan 

for the Provision of Compulsory Education in the 
Region', Educational Studies and Documents N o . 4 , 
Paris, Unesco, 1961. 

3. S o m e studies suggest that repetition is considerably 
under-reported in many Latin American countries and 
consequently that the proportion of first-grade enrol­
ment, that is n e w entrants, is smaller than generally 
reported. See, for example: E . Schiefelbein, 'Repeating: 
A n Overlooked Problem of Latin American Education', 
Comparative Education Review, Vol. 19, N o . 3, 
October 1975; and 'Conclusion about Repetition, 
Drop-out and National Achievement Examination 
Results in Basic Education', Analytical Working 
Document N o . 2 , A I D , March 1977. 

4. T h e model used as well as the complete set of pro­
jections are published in Trends and Projections of 
Enrolment by Level of Education and by Age, C S R - E - 2 1 , 
Paris, Unesco Office of Statistics, 1977. This document 
includes country-by-country trends and projections 
for developing countries as well as a detailed analysis 
of the regional trends and projections. 

5. W e remind the readers that the chart covers the 
104 developing countries which in 1975 had more 
than 250,000 inhabitants, excluding the People's R e ­
public of China, the Democratic People's Republic of 
Korea and the Socialist Republic of Viet N a m . 
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Development of the th 
of aesthetic education 
of the U.S.S.R. 
B . T . Likhatchev 

Article 27 of the n e w Constitution of the 
U . S . S . R . speaks of protecting and augmenting 
society's cultural wealth and using it for raising 
the cultural level of the Soviet people. A n 
important means of raising the people's cultural 
standard is to give children a broad general 
education and teach them to live a deep spiritual 
life enriched by h u m a n spiritual contact. Pro­
tecting and augmenting cultural wealth means 
loving literature and art, gaining an under­
standing of works of art, deriving enjoyment 
from artistic creation and being able to discern 
what is false in art and alien to Soviet ideology 
and morality. For this, it is important to form 
in children that artistic taste which is peculiar 
to m a n in a socialist society and is based on the 
aesthetics of socialist realism. 

In the same Article 27, it is stated that 
development of professional, amateur and folk 
arts is encouraged in the U . S . S . R . in every way. 
This touches on the organization of leisure 
time. Professional art acquaints people with 
the vitally problems of social and private life. 
Amateur and folk arts, on the other hand, apart 
from the fact that they m a k e leisure time 
pleasant, bring out the artist and the creator in 
a person. Hence at the present stage of socialism, 
aesthetic education as an important means of 
acquainting children and adults with cultural 
wealth is becoming a fully-fledged part of 
State policy. 

Soviet schools are making every possible 
contribution to the achievement of the balanced 

B . T. Likhatchev (U.S.S.R.). Professor. Director of 
the Research Institute on Artistic Education of the 
Academy of Pedagogical Sciences. 

Bory and practice 
in the schools 

development of the h u m a n personality. For the 
first time in the history of national education, 
schools have the capacity to achieve the full 
intellectual and physical development of young 
people while training them for participation in 
social life and production. 

F r o m the very start of the Soviet education 
system, aesthetic education was proclaimed to 
be one of the fundamental means of awakening 
a creative attitude to life. In 'Basic Principles of 
a Unified Labour Education System', prepared 
in 1918 by the State Commission for Education 
and signed by A . V . Lunacharsky, it was 
emphasized that 'aesthetic education must be 
taken to cover systematic development of the 
organs of sense and of creative abilities, which 
enables people more readily to enjoy beauty and 
create it. Labour and scientific education devoid 
of this element would be lacking in soul . . .'* 

T h e outstanding Soviet public figures and 
educationalists N . K . Krupskaya, A . V . L u n a ­
charsky, A . S. Makarenko and S. T . Shatsky 
regarded aesthetic education not as an isolated 
aspect of work a m o n g children but as a process 
inseparably linked to the ideological, political, 
labour, moral and physical education of the 
young. 

In the Soviet education system, aesthetic 
education is nowadays understood as a m a n y -
faceted process. It includes not only the 
influences exercised by art but also edu­
cation by means of the ambient reality—the 
beauty of labour, nature, intra-group relation­
ships, and the beauty of occupational and 
artistic creation. It is also part of its job to 
develop in each child intellectual demands, a 
creative foundation and the ambition to be 
active in establishing a life based on fine 
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communist ideals. In this connection, at least 
three basic features of aesthetic education should 
be noted. 

T h e first is that in the Soviet education system 
aesthetic education is playing an increasing role 
in shaping the general outlook of children and 
young people and fostering their ideological 
stability. This role is primarily connected with 
the educational influence of art. Socialist realist 
art is directed towards forming communist 
ideals in young people and mobilizes all workers 
in the struggle to promote the interests of the 
working class against bourgeois ideology and 
morality. W h e n it is reflected in art, a reality 
that is artistically interpreted and evaluated in 
accordance with the general outlook of an 
artist, forms in a person—be he reader, spec­
tator or listener—an ideological, moral and 
aesthetic attitude to life consistent with that 
general outlook. W h e n it comes to the aims and 
assignments of artistic and aesthetic education, 
it is not enough to define them merely in terms 
of developing in children the ability to feel, 
understand and create beauty. T h e very concept 
of beauty must always be brought out, since 
beauty, being bound u p with people's social and 
class positions and carrying within it elements 
of non-transient aesthetic values, is a p h e n o m ­
enon that is by no means the same for every­
one in a society. According to the aesthetics 
of socialist realism, the prerequisite for the 
emergence of genuine beauty lies in an indis­
soluble link between the artist and the life 
of the people, in a true communist approach to 
evaluating reality, and in a highly artistic de­
piction of life and its revolutionary develop­
ment. ' T h e chief criterion of the significance of 
any work', said L . I. Brezhnev at the twenty-
fifth congress of the Communis t Party of the 
Soviet Union, cwas, of course, and remains its 
ideological direction'.2 

Soviet writers and artists maintain a d e m a n d ­
ing attitude towards their work for children and 

young people. Shortly after the twenty-fifth 
C P S U Congress, the unions of creative artists 
held a n u m b e r of congresses and gatherings 
attended by those active in Soviet art. At these 
crucial gatherings, writers and artists, composers 
and musicians, film producers and performers 
carefully analysed their achievements and, in 
the light of the targets set by the Party, charted 
the course for the future development of Soviet 
art. O n e of the main topics of discussion was 
works of art for the young. 

Soviet artists and teachers are united in their 
educational efforts. 'Literature and teaching', 
said M . I. Kondakov, the vice-president of the 
A c a d e m y of Pedagogical Science, at the Sixth 
Congress of Writers, 'are at present bound by 
one challenging and very important task—an 
in-depth exploration of the education of our 
contemporaries. T h e effectiveness of our efforts 
thus depends to a considerable extent on h o w 
the educational system echoes the processes 
being followed by literature and h o w literature 
echoes the processes of personality formation in 
education'.3 

A scientific approach to the moulding of a 
view of the world in children through aesthetic 
education consists in selecting high-principled 
artistic works for activities a m o n g children, 
making them a central concern of the child, 
and doing the utmost to ensure that they are 
perceived and their ideological and artistic 
essence grasped. It is important that each child 
should learn to enter the world of the images 
produced by art, that he should inwardly see 
what the artist was seeking to convey, and that 
he should feel he is participating in the events 
depicted. T h e primary perception of a work of 
art is only the first step towards contact with 
its images, its heroes and its ideas. Contact 
with art is an ever-developing process. A n d the 
better, m o r e profoundly and more artistically 
reality is depicted in art and the more resolutely 
support is given to what is n e w and forward-
looking in life, the stronger the hold the artist 
has over our thoughts and feelings, the fuller 
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and longer is contact with a work of art. 
Finally, the greater the creative activity of the 
children themselves, the more effective will be 
the process of forming their view of the world. 

T h e second feature of aesthetic education in 
the Soviet education system is that socialist 
society demands greater participation by it 
in raising the general culture of the people 
and in achieving the balanced development 
of every individual. T h e whole process is 
interlocking. 

T h e scientific and technical revolution has 
m a d e it necessary to review education in school. 
Changes have been m a d e in school structure, in 
the correlation of individual subjects in the 
curriculum, and in the content of the subjects 
themselves. T h e standard curriculum shows 
h o w Soviet educationalists have tried to strike 
a harmonious balance between arts and sci­
ence subjects. In the arts group, three subjects 
can be singled out as being relevant to aes­
thetic education: literature, visual art and m u ­
sic. These subjects educate, in the words of 
V . G . Belinsky, c m a n in m a n ' , the worthy, 
active m e m b e r of Soviet society and builder of 
c o m m u n i s m . Systematic familiarization of p u ­
pils with art encourages the formation of artistic 
tastes and aesthetic ideas as well as a system of 
views on life as a whole. 

Aits subjects have the following inherent, 
basic characteristics. In literature and art lessons, 
pupils learn about outstanding works which are 
imbued with the spirit of great progressive ideas 
and humanism. T h e selection of works of art 
for study in school is based on the principle of 
consistency with communist ideals, high ideo­
logical and artistic worth, and relevance to 
contemporary Soviet culture and to the intel­
lectual education of the pupils. In dealing with 
the content of such works, the teacher helps the 
pupils to widen their horizons, gives them the 
opportunity of coming into contact with the 
world of elevated feelings, of taking pleasure in 

the masterpieces created by mankind and de­
riving enjoyment from what is beautiful. 

In lessons relating to aesthetics, pupils engage 
in independent creative activity. T h e teacher 
helps the children to develop habits and skills 
by means of which they can express their ideas 
in pictures. H e also teaches pupils h o w to see 
life, gives them a wealth of vital impressions and 
helps them to crystallize observations in picture 
form, to convey an idea and to state personal 
attitudes. Such attention from the teacher is 
needed not only w h e n he is dealing with im­
mediate creative pictorial expression by chil­
dren, as is the case in visual-art lessons, but 
also w h e n it comes to performing art, which 
predominates in music and literature lessons. 
This, too, requires great efforts from the chil­
dren's intellect, imagination and feelings. 

T h e principal arts subject is literature, and 
the literature course in Russian schools naturally 
covers mainly Russian and Soviet literature. All 
the same, to promote the pupils' general devel­
opment and to m a k e education more inter­
national, the course also includes the most 
important works of the peoples of the U . S . S . R . 
and of world literature. In the Union and 
Autonomous Republics and the National R e ­
gions and Districts, a national literature course 
is also taught. Independent pupil activity in 
literature lessons takes the form of poetry and 
prose declamation, together with oral and writ­
ten descriptions of the books read and c o m p o ­
sitions about their authors. 

T h e general purpose of music as an academic 
subject is to foster the aesthetic and moral 
sensibility of the pupils and their musical taste, 
and to encourage a love for music and an active 
and creative attitude to it. T h e Soviet education 
system tries to give children the bases of a 
general musical education by teaching them to 
sing in time, with expression, by developing 
musical abilities, providing elementary musical 
knowledge and acquainting children as far as 
possible with the works of major Soviet and 
foreign composers. T h e music to which children 
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are introduced at school is selected for its ideo­
logical and artistic value, for its clarity of 
image and for its emotional appeal to children. 
It gives an idea of music as a means of getting to 
k n o w reality and shows h o w it reflects h u m a n 
life and feelings. T h e singing and musical ap­
preciation syllabus includes the creative works 
of Russian pre-revolutionary, Soviet and foreign 
composers. T h e children listen to gramophone 
records and so get to k n o w the principal m u ­
sicians and performers and learn to appreciate 
their consummate skill. 

M u c h emphasis in school music lessons is 
placed on choral singing as the most accessible 
form of group music activity. Pupils are taught 
to convey in their singing the feelings and 
thoughts contained in the composition. This is 
important both to prompt aesthetic experience 
in children and to develop the voice since in an 
emotional rendering, the entire vocal apparatus 
is brought into play. In singing and musical 
appreciation, children gradually become musi­
cally 'literate', learn about the content and 
character of compositions, about the means of 
musical expression, about the genre and struc­
ture of a composition and about the different 
orchestras, instruments, choirs and singing 
voices. T h e knowledge and skills acquired ex­
clusively by audition are bound up with the 
selection of compositions. 

T h e basis of all musical study is a musical 
ear. In music lessons, the teacher compre­
hensively develops the musical ear of the pupils 
with regard to pitch, harmony, rhythm and 
timbre. Development of the ear and proficiency 
in reading music are built on the scale principle. 
Consistency in independent music reading de­
pends on a greater feeling for scale and a surer 
grasp of the tonal link between sounds. 

Visual art as an academic subject is intended 
to promote the pupils' balanced development. 
It leads to the development of the pupils' 
artistic and creative abilities, the fostering of 
aesthetic feeling and artistic taste, an interest in 
visual art, and mastery of the fundamentals of 

visual art, which enable people to express their 
aesthetic attitude to reality in images and 
pictures. 

T h e syllabus provides for four types of 
visual-art lessons, viz.: drawing from nature, 
subject drawing, decorative drawing, and dis­
cussions of works of visual art. 

Drawing from nature is important in develop­
ing in pupils the ability and skills needed for 
realistic representation. T h e skills acquired in 
drawing from nature are used by pupils in 
subject drawing and decorative design, where 
the object is to draw from m e m o r y or the 
imagination. These kinds of work are important 
for the creative development of pupils and for 
teaching them to think visually. 

Pupils become acquainted with outstanding 
works of visual art in two ways. As part of 
practical lessons, works of this kind are used for 
explaining to pupils the expressive resources of 
a drawing, painting or decorative design item. 
In special discussions on particular subjects or 
on the work of an outstanding artist, pupils 
learn about the masterpieces of Russian pre-
revolutionary, Soviet and foreign art. Here they 
learn to m a k e a full interpretation of works of 
visual art, to compare and draw conclusions 
from their impressions, and to express opinions 
on the basis of their preferences. 

In addition to the three special subjects 
referred to, art is studied in the course on 
general history and the history of the peoples 
of the U . S . S . R . T h e place occupied by art in 
these courses can be judged from the amount of 
space devoted to art in history textbooks, which 
is as follows: 5th class, ancient history, 29 per 
cent; 6th class, history of the Middle Ages, 
18.5 per cent; 7th class, history of the peoples 
of the U . S . S . R . , 22 per cent. In the senior 
classes the proportion in slightly lower. 

History is an academic subject concerned with 
art as a whole and with all its basic aspects. 
Pupils learn about the basic phenomena of art 
from its beginnings up to the most striking 
manifestations of our times. In history lessons, 
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pupils get to k n o w about the most outstanding 
creations of each historical period. They become 
familiar not only with the great works of their 
native peoples and of the peoples of their 
country, but also with the great masterpieces of 
mankind as a whole. Pupils systematically learn 
about the culture and art of ancient Egypt, 
Greece and R o m e , India and China, the original 
inhabitants of America and Arabia, and Europe 
in the Middle Ages, and about the n e w art of 
the European, Eastern and American peoples 
and the developing countries of Africa. T h e total 
proportion of textbook material on culture and 
art in history courses in all classes, starting with 
the fourth, amounts to 11.4 per cent. 

Visual art accounts for a considerable pro­
portion of the material on art in history courses. 
This is, first, because works of visual art and 
architecture are the best preserved. In ancient 
history they are the focus of attention. Secondly, 
m a n y such works of art serve as the sole source 
on which to base historical truth, and they are 
used as historical documents. In terms of visual-
art content, history ranks foremost. 

Pupils have the opportunity to try their cre­
ative skills in each of the basic forms of art. 
For those with ability or interest in any par­
ticular art form, various kinds of education and 
training are provided. S o m e of these exist in the 
school itself and take such forms of out-of-class 
work as visits to concerts and exhibitions, hobby 
groups including groups for ballroom dancing, 
art societies and clubs, international clubs, lec­
tures and so on. T h e y differ in nature according 
to the age of the pupils but cover all age-groups 
from the junior to the terminal classes. 

Optional studies are an important activity. 
T h e y are for pupils w h o show keen interest 
and are provided for the senior classes, from 
the seventh class onwards. There are at present 
two types of optional course, and these have a 
direct influence on the art education and aes­
thetic perception of pupils. T h e first consists 
of courses amplifying and extending the k n o w ­
ledge and skills of pupils in a given subject. 

T h e y are devoted to one form of art, such as 
literature, visual art or music. T h e y m a y also 
include optional courses on film and dramatic 
art. T h e second type are comprehensive courses 
embracing all the main forms of art and pro­
viding material for investigation of either the 
nature or the history of art. A n example of a 
course combining the various aspects of art in 
order to examine its aesthetic essence is the 
course on the fundamentals of aesthetics and 
art study. A n instance of the other type is 
the course on the history of world artistic 
culture. 

T h e educational influence of art is not 
confined to arts subjects and to optional art 
studies. Class and out-of-class forms of aes­
thetic education are supplemented by out-
of-school activities. T h e harmonious and bal­
anced personal development of every young 
citizen is ensured by all that the Soviet State 
does to educate and bring up the young from 
pre-school age onwards, and this includes a 
full measure of attention to aesthetic education. 
Out-of-school aesthetic education activities are 
part of a complex system that includes children's 
special art schools, Y o u n g Pioneer Palaces and 
Centres, special radio and television broadcasts 
for children and young people, newspapers and 
periodicals for young readers, specialized p u b ­
lishing houses for children, children's theatres 
and cinemas, and the activities of the unions of 
creative workers. 

Let us take a few examples. A course on 
music as an art form is taught in general schools 
and is compulsory for all pupils. Suitably gifted 
children attending ordinary schools for their 
general education can also receive a special m u ­
sical education and learn to play instruments at 
the country's music schools and training centres. 
In M o s c o w , for instance, for 1,200 general 
schools there are 69 music schools attended 
by 22,152 pupils. T h e R . S . F . S . R . has 635 music 
schools attended by a total of 504,094 pupils. 
T h e picture is roughly the same throughout the 
country. For gifted children, there are ten-year 
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schools providing special musical or artistic 
education (visual art, choreography) combined 
with general education. 

A s a further example, in each town or district 
centre there are Y o u n g Pioneer Palaces and 
Centres with music, choreography and theatri­
cal studios and, in most cases, graphic-art and 
film studios. A n idea of the activities of chil­
dren's independent societies in Young Pioneer 
Palaces can be provided by the V . S. Loktev 
Song and Dance C o m p a n y of the M o s c o w M u ­
nicipal Young Pioneer Palace. This comprises 
a choir, an orchestra and a ballet group. It has 
a membership of 1,500 children of various ages 
from all the districts of M o s c o w . It is one of 
the largest music societies for children in the 
Soviet Union. 

T o take yet another example, all the unions 
of creative workers—writers, artists, composers 
and film and theatre workers—have special 
committees on aesthetic education for children 
and young people. T h e Union of Composers 
organizes concerts for children and young 
people by the best music societies, leading per­
formers and highly qualified musicians. T h e 
Union of Artists organizes mobile exhibitions 
on particular subjects, including special displays 
for children such as 'Children's Artists', 'Native 
Landscapes', ' T h e Earth and People', ' T h e 
T h e m e of Labour in Visual Art', and so forth. 

There are out-of-school events which are or­
ganized jointly by national education bodies, 
the K o m s o m o l and the unions of creative 
workers. T o n a m e just a few, there is the 
All-Union Children's Book W e e k ; song festivals 
which originated in the Baltic Republics and 
have become a nation-wide form of music edu­
cation; and exhibitions of children's drawing. 
Material from such exhibitions was used in 
Armenia to establish the country's first m u s e u m 
of children's drawing. A second m u s e u m of 
this kind was recently opened in Georgia. T h e n 
there are children's amateur art displays and 
festivals covering the entire country. In the 
Russian Federation, an all-republic literacy fes­

tival was recently instituted. It was first held 
in 1973 and was devoted to Pushkin's work. 
T h e festival has become an annual event, and 
in 1975 it was devoted to the poet Lermontov. 
In 1976 the festival was devoted to the theme 
'Let U s Follow the Communists' Example'. 
There is also the entirely n e w Children's Theatre 
W e e k , which has only just come into being as 
a special form of aesthetic education, but has 
already gained recognition and popularity. 

A third characteristic of aesthetic education in 
Soviet schools is its increasing role in the cre­
ative development of the personality. This has 
been brought about by the scientific and tech­
nical revolution with its greatly increased de­
mands on h u m a n creative potential. M o d e r n 
production and social life require m a n to be 
always ready to solve problems creatively and 
effectively, and steadily to improve labour and 
technological processes. T o meet the require­
ments of scientific and technical progress, edu­
cational science is conducting intensive research 
into h o w a person's intellectual attributes can 
be developed more rapidly in the acquisition 
of knowledge, k n o w - h o w and skills. M u c h at­
tention is being given to practical laboratory 
work and to the establishment of basic research 
and problem situations in the teaching process. 
It should be borne in mind that such mental 
processes as imagination, attention, m e m o r y and 
thought develop most intensively in the course 
of creative art activities. 

Study of literature as the art of the word and 
inculcation of the reading habit develops the 
ability to grasp, emotionally and aesthetically, 
the ideological and artistic content of works on 
the basis of a knowledge of the fundamental 
postulates of literary science. T h e best Soviet 
literature teachers awaken the thinker, the poet 
or the artist in pupils capable of understanding 
the writer's philosophy and feelings and of 
seeing colours and hearing sounds inaccessible 
to the unprepared mind, heart, eye and ear. 
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At the same time, they learn to see phenomena, 
facts and life in their right proportions. This is 
possible in the study of literature, all of whose 
stages add to knowledge and develop obser­
vation, attention to poetical content and to 
imagination, and thereby arouse feelings of 
identification and empathy. 

T h e systematic study of music and dancing 
leads to the intensive development not only of 
ear and voice and the ability to control one's 
movements (or carriage) but also to the devel­
opment of concentration, m e m o r y , thought, 
imagination and intuition. All this is of immense 
importance for the development of general and 
particular creative abilities. T h e volitional qual­
ities of the personality are greatly strengthened, 
such as discipline and a sense of responsibility, 
as are universal properties like a sense of 
rhythm, measure, form, time and harmony. 

Visual art is equally conducive to personal 
development. Its specific characteristic is that 
it is not only an area for the cognition of reality 
or a means of reflecting it, but is also a means of 
becoming aware of it. It plays a very direct part 
in forming man's actual environment, e.g. the 
landscape, architecture, the internal arrange­
ment and appearance of buildings, machines, 
clothing and indeed everything with which 
man's work and day-to-day life are associated. 
In the aesthetic education of children by means 
of visual art, the way the child's environment 
is fashioned, the exterior and interior decoration 
of the school, and its rational planning play an 
important part, as do the colour schemes and 
the equipment and design of the place where 
the child studies and spends his leisure time. 
T h e qualities developed by visual-art activities 
include the ability to approach any matter from 
the angle of creative art and to m a k e a correct 
assessment of what has been done by oneself 
and by others from the standpoint of social 
ideals and the harmonious interrelation of 
content and form. Visual-art studies develop 
the ability to see, observe, differentiate, analyse 
and classify actual phenomena and to establish 

order in the flow of visual information. T h e y 
teach one to express in visually defined forms 
the conditions of creative work. They develop 
an aesthetic sense and the ability to perceive 
beauty in our actual reality and art. 

Apart from its importance for general de­
velopment, art has a specifically developmental 
function which belongs to it alone. This is its 
power to develop artistic thinking, or thinking 
in art images which emerges only through 
artistic creation and constant association with 
art. This creation and association produce a 
talented practitioner of art w h o can penetrate 
deep into the artistic peculiarities of each work, 
and artistic thinking then develops which be­
comes an important condition of further scien­
tific and technological progress. It is of direct 
assistance in the design of n e w machines, 
aircraft and technical equipment. It becomes an 
intrinsic part of scientific and technological 
thinking. 

T h e science of education gives great help with 
the problems of aesthetic education in Soviet 
schools. 

T h e development of the science of education 
as applied to aesthetic education was deter­
mined in the U . S . S . R . after the October Rev­
olution by the n e w , wide-ranging educational 
tasks which were the basis for the reorganiz­
ation of the country's entire education system. 
T h e speeches m a d e by A . V . Lunacharsky and 
N . K . Krupskaya emphasized the role of art 
in forming a complete personality and in or­
ganizing school life, and pointed to the link 
between art and labour processes. 

Around Krupskaya and Lunacharsky a group 
of teaching artists formed, noteworthy a m o n g 
w h o m was A . V . Bakushinsky. Under his leader­
ship a systematic study was m a d e of children's 
drawing, and experimental research was also 
undertaken. While chidren's painting and draw­
ing had been previously regarded as a special 
artistic phenomenon and had therefore been 
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chiefly studied without any reference to edu­
cational factors as such, the valuable obser­
vations m a d e concerning the artistic develop­
m e n t of children led to an important theory, 
which still holds good, regarding the need to 
take account of the age-group characteristics of 
children's visual-art activity. T h e accumulation 
of facts also belied the unsound premise of 
the spontaneous development of creativity in 
children. Research is centred around a study of 
the development of children's creativity in a 
context of purposeful educational guidance. 

T h e notions of complexity and interdisci-
plinarity in art teaching have been developed 
and amplified in educational science right from 
the earliest days of the Soviet educational 
system. They were originally formulated by 
Lunacharsky as the harmonious combination, in 
education, of the fundamentals of science and 
the fundamentals of art: 'Nobody should be an 
ignoramus. Everyone should k n o w the funda­
mentals of all sciences and of all arts.'4 

In the 1920s and 1930s, practical sociology 
occupied a considerable place in research plans. 
T h e artistic interests of pupils were often 
looked on as something separate from their 
other interests and from the general pattern of 
their personalities. A n approach of this kind 
naturally precluded any understanding of the 
part played by art in forming the pupil's per­
sonality. T h e basic object of study—the artistic 
interests of the pupil—was nevertheless denned 
as a result of research carried out in that very 
period. 

T h e emergence in the post-war period of a 
large research centre like the Academy of Peda­
gogical Science of the R . S . F . S . R . (1946) and, 
under its authority, an art education research 
institute, heralded a n e w stage in the organiz­
ation of theoretical research vital for the devel­
opment of the science of the aesthetic education 
of schoolchildren. 

This stage was originally associated with 
analysis of the experience amassed by Soviet 
educational science and teaching in the 1920s 

and 1930s, something which was reflected in 
practically every research project. In the 1950s 
and 1960s, conditions were ripe for the estab­
lishment of an independent scientific discipline 
k n o w n as the theory of aesthetic education. 

In the 1960s and 1970s, hand in hand with 
the development and promotion of art, intensive 
research has been conducted and a number of 
books have been published on the fundamental 
aspects of the theory and practice of aesthetic 
education (A. Burov, V . Vanslov, V . R a z u m n y , 
V . Skatershchikov, etc.). Theoretical approaches 
to the problem are similarly being arrived at by 
analysing our current national system of aes­
thetic education (N. Kiyashchenko). M u c h 
more attention is being devoted to the ques­
tion of ' m a n and art' by psychologists and 
psychophysiologists (N. Volkov, V . Zinchenko, 
E . Nazaikinsky, O . Nikoforov, P . Simonov, 
P . Yakobson, etc.). Socio-psychological research 
is also being actively pursued. 

Experimental research in school is becoming 
more extensive and is being put on a sounder 
scientific basis. It is particularly intensive in the 
Baltic and Transcaucasian Republics, in the 
Ukraine, in Byelorussia and, for the R . S . F . S . R . , 
in M o s c o w , Leningrad, Kazan and Novosibirsk. 
A n experiment involving a n e w music syllabus 
is being carried out by the composer D . B . Kaba-
levsky. A number of other art programmes 
have been prepared and are being tried out 
in schools, including a visual-art programme, 
an optional course programme on 'World 
Artistic Culture', drawn up by L . Predteches-
kaya under the guidance of Kabalevsky, and so 
forth. 

T h e decision of the College of the U . S . S . R . 
Ministry of Education of December 1970 
regarding the radical improvement of aesthetic 
education in schools has greatly influenced the 
elaboration and application of the theory and 
methods of aesthetic education in the U . S . S . R . 
It provides for the establishment of a unified sys­
tem of aesthetic education intimately combining 
class, out-of-class and out-of-school work, and 
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for the preparation of n e w art syllabuses de­
signed to cover the ten-year period of schooling. 

T h e principal centre for research on aes­
thetic education problems is n o w the Art 
Education Research Institute of the Academy 
of Pedagogical Science, which has concentrated 
on establishing a system of aesthetic edu­
cation in schools. O n the basis of previous 
research, developments in the science of aes­
thetic education, and the practice of the best 
schools and teachers, a number of funda­
mental works have been published {The Aes­
thetic Education of Pupils, Art and the Military-
Patriotic Education of Pupils, Drama and the 
Adolescent, etc.). 

For the first time in educational science, 
a system of optional courses and art clubs 
is being introduced for out-of-school insti­
tutions and general schools ('Fundamentals of 
Theatrical Art' and 'Fundamentals of Cine­
matographic Art' for pupils in the seventh to 
tenth classes, art-club programmes covering 
all branches of art) together with a number of 
textbooks on methods. 

T h e main research trends at present concern 
the topical problems of h o w to decide on the 
n e w content of literature, visual art and music 
teaching. T h e year 1970 saw the start of a 
nationwide experiment involving the prep­
aration of visual-art and music syllabuses, with 
the participation of some fifty schools in seven 
Union Republics. 

O n the basis of experimental work and analy­
sis of the experience of progressive education­
alists in the country, alternative syllabuses were 

prepared giving two hours a week for classes 
one to ten or one hour a week for classes one to 
six, together with standard syllabuses for schools 
in the Union Republics. 

'Research on the Artistic Interests of Pupils' 
was the first such large-scale research in the 
particular sociology of art education. It exam­
ined the specific age characteristics of the 
attitudes of pupils in all ten classes to the most 
popular forms of art (literature, film, music, 
drama, visual art), taking account of the in­
fluence on a pupil's artistic interests of the 
basic factors in the social environment (family, 
school, cultural and educational establishments, 
mass media) and covering schools in various 
parts of the country (Moscow, Pedagogika, 

1974)-
Educational science has thus played an enor­

m o u s part in the development of aesthetic 
education in Soviet schools. T h e investigations 
of educationalists are not only directed towards 
bringing children to understand genuine art and 
developing elevated artistic tastes in them; they 
also aim, by means of realistic, authentically 
revolutionary art, to foster in pupils a Marxist-
Leninist view of the world and a communist 
attitude to life. 

Notes 

1. Revoljucija, Iskusstvo, Deti [Revolution, Art, Children], 
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2 . Proceedings of the XXVth CPSU Congress, p . 80, 
M o s c o w , Politizdat, 1976. 

3. Ucitel'skaja Gazeta [The Teacher's Journal], 
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Book reviews 

Development of the education system of the German Democratic 
Republic as illustrated by documentary material 

Documents Concerning the History of the Educational System of the German Democratic 
Republic. 

Part I: ¡945-1955» documents selected by Gottfried Uhlig, Berlin, Volk und Wissen 
Volkseigener Verlag, 1970, 557 p. (Corresponds to Vol. V I of the series M o n u m e n t a 
Paedagogica.) 

Part II: 1956-1967/1968, in two half-volumes, documents selected by Karl-Heinz 
Guenther in collaboration with Christine Lost, Berlin, Volk und Wissen Volkseigener 
Verlag, 1969, 857 p. (Corresponds to Vols. VII/i and VII/2 of M o n u m e n t a Paeda­
gogica.) 

Part III: 1968-1972/1973, in two half-volumes, documents selected by Guenther and 
Lost, Berlin, Volk und Wissen Volkseigener, 1974,855 p. (Corresponds to Vols. X V I / l 
and X V I / 2 of M o n u m e n t a Paedagogica.) 

T h e five volumes of the series ' M o n u m e n t a Paeda­
gogica' on the history of the education system in the 
G e r m a n Democratic Republic which have been 
edited up to the present time are of great value, for 
they reflect the development of the education system 
of a socialist country from its origin until the present 
time. T h e five volumes bring together all the basic 
texts adopted in this respect between 1945 and 1973-
They take the reader back to the complexity of the 
situation at the outset of the creation of the education 
system in the territory of the present G e r m a n 
Democratic Republic after the crushing of Nazism 
in 1945, and describe h o w the country has succeeded, 
on the basis of fundamental transformations in power 
and property relationships, and by systematic elimin­
ation of all educational privilege, in progressively 
ensuring that everyone enjoys continually improved 
conditions for universal fulfilment of his person­
ality. Study of the documents presented will enable 
the reader to understand h o w the education system 
of the G e r m a n Democratic Republic has been able 
to make such amazing strides and, within a short 
space of years, despite all sorts of difficulties, achieve 
successes which have w o n it international esteem. 
T h e documents show the close correlation and inter­
action between education and society: education is 
not an abstract and timeless phenomenon but is 
linked, in the most varied forms, with the existing 
social situation, in particular with property, power 

and class relationships in the society in question. They 
also prove that education is always called upon to 
fulfil a social function, i.e. to contribute to the protec­
tion and consolidation of the existing social order. Its 
aims, content, methods and forms of organization are 
determined by social intentions. T h e emergence of 
n e w social problems has always prompted the auth­
orities to reappraise conceptions of education and 
instruction and to adapt them, w h e n necessary to the 
evolving demands of social life. 

However, social developments do not automatically 
bring about changes in education and training. Teach­
ing and education are, so to speak, the reflection of 
these social developments. They always fulfil an active 
function in the process of social development, play a 
stimulating role in the training of the individual as a 
decisive productive force, and prepare the younger 
generation to face and meet the needs of future 
society. T h e 400-odd documents in these five volumes 
reflect these dialectical interactions between edu­
cation and society. This is particularly evident in 
such major texts as the 'Act for the Democratization 
of G e r m a n Education' of 1946 (see Part I, pages 207 
et seq.), the 'Act for the Socialist Development of the 
Educational System in the G e r m a n Democratic R e ­
public' of 1959 (see Part II, pages 315 et seq.) and the 
'Act for the Unified System of Socialist Teaching' 
of 1965 (see Part II, pages 569 et seq.). 

T h e numerous texts concerning the changes in 
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regard to goals, content, methods and forms of organ­
ization in education and teaching show that the prep­
aration, formulation, enactment (in very diverse 
forms) and implementation of such changes have 
always been based on n e w social demands. T h e 
continually evolving aims and content of education 
reflect the multiple interactions between education 
and society (see for example Part I, pages 216 et seq. 
and 398 et seq.; Part II, pages 260 et seq.; Part III, 
pages 53 et seq., 358 et seq., 366 et seq., 518 et seq. 
and 543). T h e evolving aims and content are also 
expressed in the way in which timetables for the 
different stages of education have been modified, the 
amount of time devoted to the exact and natural 
sciences and to the social sciences (native language, 
history and civic education), aesthetic, cultural and 
physical education, reflecting current social necess­
ities (see for example Part I, pages 397, 517 and 520; 
Part II, pages 31, 62, 113 et seq., 240 et seq., 260 
et seq. and 781 et seq.; Part III, pages 267 et seq.). 

These necessities also appear in documents whose 
sole purpose is to bring about changes in one single 
teaching discipline. This is most clearly reflected in 
disciplines whose objectives, content, methods and 
forms of organization are determined by n e w social 
transformations—that is to say, in the teaching of 
history and civic education (see for example Part I, 
pages 398 et seq.; Part III, pages 577 et seq.) or which 
must keep pace with scientific and technical progress 
(for example the introduction of polytechnical teach­
ing (in this connection see Part II, pages 32 et seq., 
175 et seq., 204 et seq., 240 et seq. and 260 et seq.; 
Part III, pages 53 et seq.). 

T h e interpénétration of education and society is 
also reflected in those documents which aim at the 
encouragement of optional instruction or the satisfac­
tion of particular interests and talents (see for example 
Part III, pages 124 et seq., 241 et seq., 524 et seq. and 
530 et seq.) or which deal with changes in the basic 
and in-service training of teachers (see for example 
Part I, pages 214 and 375 et seq.; Part II, pages 334 
et seq., 456 et seq., 559 et seq. and 630 et seq.; 
Part III, pages 117 et seq., 158 et seq., 206 and 
618 et seq.). 

A large number of educational policy measures and 
decisions whose purpose is to associate youth and 
children's organizations more intimately with the 
educational and training process (see for example 
Part I, pages 241 et seq.; Part II, pages 277 et seq., 
3073 356 et seq., 403 and 414 et seq.; Part in , 
pages 405 et seq. and 466 et seq.) are evidence of a 
stronger trend toward making the education and 
training of the younger generation the concern of all 
citizens. These documents reveal that an ever­
growing number of workers w h o have been system­

atically mobilized for educational work are today 
giving teachers and educators active and increasing 
assistance in their work (see for example Part I, 
pages 192 et seq., 393 et seq. and 525 et seq.; Part II, 
pages 323 et seq.; Part III, pages 293 et seq.). 

These five volumes of texts on the educational sys­
tem constitute a clear demonstration of the close cor­
relation between society and education. T h e y prove, 
on the one hand, that any change in aims, content, 
methods and forms of organization in education and 
training is determined by social needs and, on the 
other hand, that education and training exert an active 
function in stabilizing the system. 

T h e compilers went to great lengths to obtain 
above all a relatively complete collection of laws, 
decisions, orders, regulations, etc., relating to the 
genesis of the 'ten-year schools for general and poly­
technical education'. A great m a n y documents reflect 
the progressive development of these schools from 
the former eight-year primary schools—most rural 
primary schools in fact had only a single class. Since 
the beginning of the 1970s attendance at a school for 
general and polytechnical education has been obliga­
tory for all children. However, the documents reflect 
not only a quantitative extension of obligatory school­
ing from 8 to 10 years, but also the multiple qualitat­
ive changes in subject-matter and in the level of 
instruction. T h e y show that all the efforts put forth 
towards the goal of giving children a ten-year general 
and polytechnical education have aimed, and continue 
to aim, at providing a very high-level general edu­
cation to all—a broad basic education to secondary 
level such as draws on the latest advances in the 
natural and exact sciences as well as the social 
sciences and equips the pupils to go on to higher 
educational establishments. Although the documents 
comprising this collection deal primarily with the 
ten-year schools for general and polytechnical edu­
cation, they also include the basic texts relating to the 
various other subsystems of the unified system of 
socialist teaching: pre-school education, vocational 
training schools, colleges for higher technical training, 
universities and other higher educational establish­
ments. Although the unified system of socialist teach­
ing was actually planned and perfected only in 1963 
and 1964 and given legal status in the beginning 
of 1965, the documents in this collection clearly show 
that, even before the introduction of the n e w system, 
all the individual components of the educational sys­
tem had been continually developed in such a way 
that, once finalized, they could be systematically co­
ordinated and integrated within a unified education 
system. 

T h u s the collection includes the most important 
documents in the area of pre-school education. These 
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documents (see Part I, pages 220, 271 et seq., 375 et 
seq., 409 et seq. and 430 et seq.; Part II, pages 576 et 
seq. and 785 et seq.; Part III, pages 624 et seq.) show 
that the G e r m a n Democratic Republic has done the 
opt imum to ensure its youngest citizens a universal 
education as well as the best medical and general 
protection. T h e increase in the number of pre-school 
establishments and the modernization of already 
existing establishments contribute very substantially 
to promoting the emancipation of w o m e n , their de­
velopment and equality of rights. At present, all 
children between the ages of 3 and 6 can attend a pre­
school establishment provided their parents so desire. 

In addition, the collection includes a great number 
of documents on vocational training (see Part I, 
pages 207 et seq., and 234 et seq.; Part II, pages 42 
et seq., 543 et seq., 588 et seq. and 841 et seq.; 
Part III, pages 40 et seq., 183 et seq. and 597 et seq.). 
T h e prime aim of all steps taken in this regard has 
always been to enable young people—with the excep­
tion of those attending establishments giving access 
to universities or other higher educational estab­
lishments—to learn a trade after completing the 
eight-year primary school or the ten-year school for 
general and polytechnical education. At the present 
time, this aim is achieved in 100 per cent of cases. 

T h e collection also includes the most important 
documents concerning colleges for higher technical 
training, universities and other establishments for 
higher education (see Part 1, pages 209 and 474 
et seq.; Part II, pages 456 et seq., 544 et seq. and 592 
et seq.; Part III, pages 117 et seq. and 131 et seq.). 
These documents show h o w the authorities have 
succeeded in effacing all privileges in respect of edu­
cation and giving each and everyone a legal right to 
education. 

T h e documents in this collection which deal with 
the different subsystems of the G e r m a n Democratic 
Republic's education system reveal that the pre­
school establishments, the ten-year schools for gen­
eral and polytechnical education, the vocational train­
ing schools, the colleges for higher technical training, 
the universities and other establishments for higher 
education are all integral parts of a unified teaching 
system. T h e main lines of this system were a d u m ­
brated in the 'Act for the Democratization of G e r m a n 
Education' (1946) (see Part I, pages 207 et seq.), 
although it only found explicit expression in the 'Act 
for the Unified System of Socialist Education' of 1965. 
This text represents the cornerstone of the country's 
long-term educational strategy. 

T h e structure of the collection is chronological, 
documents being classified according to their date of 
publication,approval or promulgation. T h e respective 

indexes refer back to the source from which the 
document in question has been reproduced in the 
collection. Part III (the second half-volume) gives a 
general synopsis of all the documents (see Part III, 
pages 791 et seq.). In addition, it contains a detailed 
key to all the documents included in the collection 
(see Part III, pages 818 et seq.). This key facilitates the 
consultation of the various volumes and allows one 
to find rapidly all sources relative to a particular 
problem (for example, the content of education, 
teacher training, teaching of foreign languages). T h e 
fifth volume of the collection also includes a consider­
able n u m b e r of statistics concerning the development 
of the education system (see Part II, pages 724 et seq.) 
that Roland Schmidt has prepared on the basis of data 
that were often not readily accessible. 

T h e first three volumes are introduced by a very 
detailed presentation of ' T h e History of Education in 
the G e r m a n Democratic Republic between 1945 
and 1968' (see Part I, pages 25-152). Its authors are 
Karl-Heinz Guenther and Gottfried Uhlig. 

O n e disadvantage, however, is that the documents 
are presented with relatively little reference to the 
process of social development in which they originated 
and in which they were to fulfil a definite role. A n y o n e 
using these volumes should therefore refer to the 
fundamental studies n o w available concerning the 
history of the national educational system in the 
G e r m a n Democratic Republic. These studies will 
further his insight into the scope, significance and 
limitations of the various documents.1 

R U D I S C H U L Z 

Academy of Pedagogical Sciences 
German Democratic Republic 

Note 

1. The reader should refer to the following works: 
G . Uhlig, Der Beginn der Anti-faschistisch-demokra­
tischen Schulreform 1945-1946 [The Beginning of the 
Antifascist-democratic Education Reform 1945-1946]. 
Berlin, Akademie-Verlag, 1965; Zur Entwicklung des 
Volksbildungswesens auf dem Gebiet der Deutschen Demo­
kratischen Republik 1946-1949 [The Development of 
the National Education System on the Territory of the 
German Democratic Republic 1946-1949], edited by a 
group of authors under the direction of K . H . Guenther 
and G . Uhlig, Berlin, Volk und Wissen Volkseigener 
Verlag, 1968; Zur Entwicklung des Volksbildungswesens 
in der Deutschen Demokratischen Republik in den 
Jahren 1946-1956 [The Development of the National 
Education System in the German Democratic Republic 
between 1949 and 1956], edited by a group of authors 
under the direction of G . Uhlig, Berlin, Volk und 
Wissen Volkseigener Verlag, 1974. 
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Paradoxes in oil and education 
as certain Venezuelan educators see them 

J. F . Reyes Baena, Dependencia, Desarrollo y Educación, Caracas, U C V , 1972, 260 p. 

L . A . Bigott, El Educador Neocolonizado, Caracas, Editorial L a Enseñanza Viva, 
1975, 80 p. 

R . G . Castro, Educación y Recursos Humanos en Venezuela: un Aporte al Estudio de los 
Recursos Humanos de Nivel Superior, Caracas, U C V , 1976, 241 p. 

F . Chacon, Liderazgo Docente en Acción, Caracas [1977], 211 p. 

Laboratorio Educativo, Segunda Hipótesis para un Estudio del Sistema Escolar en 
Venezuela, Caracas, Cuadernos de Educación, 1977, 177 p. 

Laboratorio Educativo, V». Plan de la Nación: Análisis Critico del Sector Educativo, 
Caracas, Cuadernos de Educación, 1977, 97 p. 

L . B . Prieto Figueroa, El Estado y la Educación en América Latina, Caracas, Monte 
Avila, I9773 303 p. 

A . RosenbIat,£a Educación: la Grande Urgencia, Caracas, Monte Avila, 1975,200 p. 
( N e w expanded edition.) 

N . de Velasquez, et al., Orientaciones Valorativas en el Contenido de los Libros de 
Texto Escolares (quantitative results), Caracas, C E N D E S / U C V , 1975,295 p. (Working 
paper N o . 20.) 

T o understand and do justice to the recent efforts 
by Venezuelan research specialists and other respon­
sible authorities to make a critical assessment of the 
state of education in their country, w e feel that it is 
essential to take into account the very special devel­
opment of Venezuela over the past two generations. 
T o begin with, although the country has undoubtedly 
a number of cultural characteristics in c o m m o n with 
its neighbours, it would seem advisable to discard 
that convenient label ca Latin American country', 
which, rather than making for any worthwhile 
comparisons, is a valid reference for only the most 
superficial analogies. If w e are to compare the present 
position of Venezuela with that of other countries at 
the present time, instead of comparing it with some 
other 'Latin American country', w e would do better 
to take the highly original example of the oil-producing 
countries, not only because Venezuela is one of the 
most important oil producers in the world, or, again, 
because it was Venezuela that took the initiative to 
set up the Organization of Petroleum Exporting 
Countries ( O P E C ) , but because the exploiting and 
exporting of this exceptional product have consider­
ably affected the structures of the entire country and 
have had a direct influence on the whole question of 
educational development. 

DEVELOPING AN EDUCATIONAL 
SYSTEM—FOR W H A T ? 

T h e basic characteristic of the coil model' is to be 
found in the paradoxical nature of the demand for 
education and training. Within a single generation, 
from 1930 to i960 roughly speaking, quite exceptional 
financial resources enabled Venezuela to emerge from 
its traditional position of a marginal country on the 
fringes of the Third World and achieve integration 
into world markets, while opening up more and more 
to international exchange. During the following 
generation, from i960 to the present time, it has been 
able to break away from the somewhat sluggish pace 
of economic growth and the slow rate of educational 
expansion by means of a steady increase in State 
funding and investment. This quite exceptional 
growth has been reflected in an increase—unique in 
the world today—in the provision of educational 
facilities, both in and out of school. But this has led 
to a somewhat disturbing situation today charac­
terized by general inflation; although oil revenues 
have furthered the setting up of a vast national 
infrastructure, their main effect has been to create an 
unmanageable demand for consumer goods. For 
example, it is a striking fact that the oil industry, the 
financial driving-power and technological model of 
this fabulous growth, is the industry that has contrib­
uted least to the expansion of the labour market. A n d 
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in spite of the constant desiie of successive govern­
ments to 'make oil increase and multiply', that is to 
say, to use the oil industry as a basis for promoting 
diversified industrial development, the trend in e m ­
ployment openings remains the authorities' main 
preoccupation as well as continuing to be a day-to-day 
problem for each n e w generation when the time comes 
to go out and look for a job. 

It is this initial paradox that R . G . Castro deals 
with in the study that bears the highly significant 
title: Educación y Recursos Humanos. Castro, a pro­
fessor at the Central University of Venezuela ( U C V ) 
w h o took an active part in planning this higher-
education establishment, seeks to improve the re­
lationship between the initial and further training of 
higher-echelon staff, mostly graduate in fact, and 
their subsequent placing in employment. For what is 
to be done with the thousands of graduates, retrained 
staff and scholars whose level of aspirations and 
salary expectations have risen as a result of the 
expansion of higher education, higher education 
whose rate of growth is catching up with that of the 
United States when measured by the number of 
students per inhabitant? This question is all the more 
crucial since the labour market in Venezuela has 
neither the elasticity nor, still more important, the 
present possibilities of expansion that its northern 
neighbour enjoys, apart from the fact of unemploy­
ment a m o n g youth and underemployment that is 
hidden by a labour policy that uses the growth of 
services, and the inflationary tendency of a grossly 
overstaffed Civil Service, to create jobs at the expense 
of productivity. 

Castro shows quite clearly both the desire of re­
searchers to break this deadlock and also a marked 
trend a m o n g young Venezuelan investigators to 
regard the education system as subsystem. T o illus­
trate this the author first analyses the whole range of 
available courses and training schemes, particularly 
at the higher-education level. H e notes that whereas 
the absolute number of university graduates is in­
creasing steadily, their distribution by discipline 
follows an obsolete model as regards the development 
of employment openings for higher-echelon staff. 
T h u s , between n o w and 1980, fewer than 2 per cent 
will have obtained qualifications in science. T o take 
another striking example, in the engineering branch, 
mining and petroleum engineers are still few and far 
between. This is astonishing, to say the least, at a 
time w h e n the nationalization of the oil industry has 
become one of the government's top priorities. 
Another characteristic of present courses that worries 
the author is the excessive attention devoted to the 
transmission of knowledge at the expense of initiating 
students into practical research right from the start 

of a course of university studies. This trend gives all 
the more cause for concern since post-graduate 
studies, at master's and doctoral degree levels, have 
not yet been systematically developed. Not only does 
quality seem to vary from one faculty to the next, 
but there is concentration of studies in two ways, 
geographically, first of all, in the capital, and sec­
ondly, by discipline, since medicine accounts for 
almost half the post-graduate and specialist courses. 
T h e author, while recognizing the possibilities of­
fered by the n e w law on higher education as far as 
the co-ordination and the planning of the whole 
higher-education system are concerned, expresses his 
concern about 'the splitting up of the university' into 
a collection of more than forty institutions scattered 
between the provinces and the capital, between the 
public and private sectors and including establish­
ments that vary considerably both in levels and 
requirements. 

His scepticism is increased by the general lack of 
knowledge concerning the factors governing the 
constant and steadily accelerating increase in the 
demand for education. After pointing to the diffi­
culties in applying the Tinbergen-Correa-Bos econo­
metric model, Castro shows that, up to n o w , surveys 
on h u m a n resources in Venezuela have been far too 
general in scope for practical use. This is w h y his 
conclusion is that there is an urgent need for a 
human-resources policy which would develop not 
only the instruments for measuring stocks but would 
also m a k e it possible to forecast the evolution of 
supply and demand by bringing influence to bear 
on income policy. H e therefore calls for vigorous 
State planning action. 

THE PARADOXES INHERENT 
IN DEPENDENT MODERNIZATION 

Are Castro's conclusions realistic w h e n , with the 
team of research specialists working together in the 
Laboratorio Educativo, w e see that 'the methodology 
used in the Fifth Plan of the Nation (1976-1980) in 
its education sector is not based on any critical analy­
sis of real conditions today' and that the aims of 
autonomous and self-sustained development will 
never be achieved 'as long as there is persistent 
underestimating of this capacity of Venezuelan re­
search teams, as shown by systematic recourse to the 
services of foreign groups and universities for study 
of our basic problems with a view to working out 
policies and making decisions vital to the country' 
(Va. Plan de la Nación: Análisis Critico del Sector 
Educativo, p . 93 and 91). ' T o find a proper solution 
to this basic problem which that "national enter­
prise", education, so greatly needs, have w e no 
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national project?' this same group asks in its study of 
the characteristics and functioning of the educational 
system in Venezuela {Segunda Hipótesis para un 
Estudio del Sistema Escolar en Venezuela, p . 162 et seq.). 

A s can be seen from the findings of a survey carried 
out by L . A . Bigott concerning the image and 
awareness of national reality a m o n g 627 primary-
school teachers, this lack of a national project concerns 
not only the decision-makers but also the teaching 
body as a whole. T h e neo-colonized educator is not 
only poorly informed; his whole training encourages 
a certain academicism that 'forgets all about the 
history of his neo-colonized country' and reduces the 
whole issue of training h u m a n resources to questions 
of a technical, technological and didactic character. 

This criticism in fact reveals a second charac­
teristic of the 'oil model', that is, its unhesitating 
willingness to import the most up-to-date solutions 
devised abroad. Following the example of the oil 
industry, whose technology and work organization 
are kept constantly in the lead, there are no tech­
niques, methods, solutions or experts so costly that 
they cannot be had. As J. F . Reyes Baena stresses in 
a series of articles under the title Dependencia, Desa­
rrollo y Educación, not only does this invasion give 
rise to reactions of rejection, but such external assist­
ance benefits only those privileged classes in urban 
centres which are ready and willing to assimilate it. 
This modernization creates regional underdevelop­
ment and aggravates social tensions generated by the 
breakneck pace of urbanization. It concentrates the 
privileged population in a few large centres to the 
detriment of the southern part of the country, which 
has yet to be developed, or of the peripheral regions 
which are being drained of their h u m a n resources. 

THE LIMITS OF AN ALL-POWERFUL STATE 

A third characteristic of the 'oil model' is the weight 
and pressure of the State apparatus, which, through 
its gradual control over the use of oil revenue, has 
succeeded in becoming the country's main employer 
and entrepreneur. This is reflected on the one hand 
in its capacity to carry out such gigantic projects as 
building the n e w industrial city of Ciudad Guyana, a 
veritable laboratory for education, in developing the 
semi-official I N C H (Institute of Educational C o ­
operation) vocational-training system, the programme 
of the Gran Mariscal de Ayacucho Plan whereby 
tens of thousands of grants are awarded for study 
abroad, and the mushrooming of institutions of 
higher education. It is also reflected in the inflating 
of the administrative services of the Ministry of 
Education and the considerable strengthening of 
bureaucratic controls. This paradox of the omni ­

present State, constantly intervening with the power­
ful material resources at its disposal but whose 
innovatory, modernizing action is continually curbed, 
is clearly reflected at a number of levels. 

T h u s , in spite of a remarkable development in the 
coverage of the education services, with establish­
ments set up throughout the whole territory, this 
déconcentration of facilities has m a d e only a slight 
contribution to reducing differences between the 
various regions and has not succeeded in remedying 
inequalities except in the major urban centres where 
vertical mobility is still possible. This paradoxical 
result is probably due to the persistent inflexibility 
of a centralized administration which applies in 
identical fashion the same directives, the same norms 
and the same rules throughout a territory that, 
because of internal migration, high population den­
sity and different rates of economic growth, is becom­
ing more heterogeneous every day. 

O n this whole question of regionalization it is 
therefore all the more interesting to have the opinion 
of a director-general of the ministry, F . Chacon, w h o , 
in Liderazgo Docente en Acción, does indeed try to 
draw lessons as regards the development of the 
regionalization policy advocated between 1971 and 
1976 and the highly topical question of education in 
rural areas. 

Chacon shows that the Regional Education Boards 
( O R E ) , subsequently becoming Zone Education 
Boards ( O Z E ) , were indeed the most significant 
innovations introduced by the ministry during this 
period. But on the basis of his o w n experience, he 
rapidly pinpoints problems that have neither been 
solved nor yet clearly stated. T h u s , there is an obvious 
contradiction between the overall regional scope of 
these boards and the fact that they have never had 
any jurisdiction in matters of higher education or 
that their influence on other semi-official institutions, 
I N C E for example, has been reduced to one of co­
ordination, thanks to good public relations. Moreover, 
these boards were created and partly set up before 
the staff needed to m a k e them work properly were 
trained or retained. This so-called regionalization 
policy seems in fact to have been primarily one of 
déconcentration which has spread out over the terri­
tory an overstaffed administration without really 
revising the rules of the game. It expresses rather the 
desire of an administration that is far too highly 
concentrated in Caracas to exercise direct influence 
over the most distant and peripheral regions, instead 
of looking to the possibility of determining the 
characteristics of the system by discussion and agree­
ment, and considering innovations in the form of 
another model with the collaboration of the other 
regions. 
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If genuine regionalization is not possible it is not 
only because, thanks to oil, the Venezuelan State has 
important financial resources at its disposal, but also 
because the most important political party, the 
Democratic Action Party, has always held to the 
principle of the State-Educator ('Estado Docente') as 
the cornerstone of its education policy. This policy 
came into force in 1948; it was reaffirmed after the 
military dictatorship in 1958 and has never been 
called into question, whatever, in other respects, the 
political balance of power m a y have been. This is 
shown by L . B . Prieto Figueroa in El Estado y la 
Educación en América Latina, a collection of his 
statements on the subject in his capacity as teacher, 
minister and politician over a forty-year period of 
struggle. For Prieto, democratization necessarily im­
plies moving from can education for castes to edu­
cation for the mass of the people', and this is w h y 
'it would be unthinkable for the State to abandon to 
the whims of privately organized activities the orien­
tation and development of the self-awareness of 
citizens' (p. 31). This implies, on the one hand, the 
furthering of non-denominational education instead 
of private, denominational schools and, on the other, 
it affirms the primary function of the State in guaran­
teeing equal access to education and ensuring that 
the same educational opportunities are available to 
the whole population. Although this principle has 
enabled the State to convert non-denominational 
education into a public education system available to 
all, there is no certainty that it has succeeded in 
democratizing possibilities of success nor even in 
encouraging a type of education which promotes 
national development. It is therefore disturbing, to 
say the least, that pending the entry into force of the 
n e w Education L a w (it has been under discussion 
for five years), the legal framework that defines the 
aims of education is still that formulated twenty 
years ago. In the light of the upheavals within 
Venezuelan society and the emergence of n e w values 
and n e w behaviour patterns, particularly among the 
rising generation, the fact that the main response of 
the education system has been quantitative growth 
and a marked strengthening of its unwieldy bureau­
cratic system can only be a cause for concern. 

A CREATIVE APPROACH IN EDUCATION 
AND CRITICAL ANALYSIS 

T h e difficulty the State is experiencing in promoting 
a n e w educational order, not to mention a viable 
national project, has not brought things to a stand­
still, however; on the contrary, one need only look 
at the titles of reports m a d e by Ministers of E d u ­
cation to see that since 1971, and this whatever their 

political leanings, they have all been aware of the 
same malaise and have been calling for change. 

Whether it is the 'educational development' project 
advocated by H . H . Carabano in Nuevos Aportes a 
la Reforma Educativa (Caracas, 1971), or the same 
theme taken up again later by his successor E . Pérez 
Olivares in Mas Aportes a la Reforma Educativa 
(Caracas, 1971) and by L . M . Penalver in the revol­
utionary plan put forward in La Revolución Educativa 
(Caracas, 1976), each has tried to go one step further 
in the introduction of certain innovations, either by 
bringing textbooks and teaching aids up to date, 
by establishing regionalization and administrative re­
forms, diversifying secondary-school education and 
giving a work-oriented slant to terminal classes, or 
again, by founding a national open university, in 
addition to all the measures already referred to here. 
However, a show of energy in formulating theories, 
in drawing up a mass of partial schemes and in 
making more and more teaching 'gadgets' available 
are not enough to hide the inability, at the policy­
making level, to work out a comprehensive, coherent 
reform project, whence a certain irritation on the 
part of the public which is reflected in increasingly 
harsh commentaries in the press and on radio and 
television and the increasingly radical criticism voiced 
by intellectuals, as w e see in the n e w edition of 
La Educación: la Grande Urgencia, by A . Rosenblat, 
an educational expert w h o up to n o w has been held 
to be a moderate. 

But these attacks against the State, the different 
parties and the ministry authorities m a y also m a k e 
us overlook the fact that specialists, research workers 
and educational experts generally have been very 
passive during this period of development. In a situ­
ation as complex and novel as that of Venezuela 
today, accurate assessments, reliable information and 
statistical data, and critical, objective appraisal of 
experiences are sine qua non conditions if a full 
picture of the situation is to be obtained. Surely it 
is rather disturbing that an institution such as I N C E 
has never attracted the attention of any research 
scholar and that no Venezuelan has ever written a 
thesis on it? That the education laboratory of the 
pilot-region of Guyana has u p to n o w been used 
only by American research scholars from Harvard? 
Might one not think that lack of objective knowledge 
also comes from lack of interest on the part of 
researchers w h o have never regarded this field as 
an 'interesting' one, or else have confined their 
analysis to certain facets of the system, with insig­
nificant results? This can be demonstrated by the 
research programme at the institution with the highest 
reputation in Venezuela, the Centre for Development 
Studies ( C E N D E S ) at the Central University of 
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Venezuela ( U C V ) . Set up in 1961 by J. A h u m a d a , 
reorganized in 1973 and at present headed by Pro­
fessor Travieso, the Centre has carried out countless 
studies, either on its o w n initiative or at the request 
of the authorities, on various aspects of the national 
situation. But if w e consider the period 1972 to 1976, 
only seven of the fifty projects in course of implemen­
tation were of direct concern to the education system, 
and of these, four were only begun in 1976. 

A m o n g them is a project financed by the National 
Council for Scientific and Technological Research 
( C O N I C I T ) . Its aim is to compare the objectives of 
educational development as defined by the authorities, 
political parties, etc., with the values that govern 
day-to-day practice and experience at primary-school 
level. This project is divided into subprojects one of 
which, under N . de Velazquez, is concerned with 
the question of the right values to be stressed in the 
content of textbooks. In actual fact, the textbooks 
dealt with concern only Venezuelan history and ge­
ography, ethics and civics. This choice eliminates 
all textbooks used in teaching the mother tongue, 
roughly one third. O n the basis of publication of 
the unprocessed results w e can only admire the 
method and care taken by these research workers, 
the thoroughness and precision of their taxonomic 
analyses as well as the wealth of results obtained. 
This confirms our opinion that the preparation and 
training of research specialists in Venezuela is ex­
tremely satisfactory; w e cannot but wonder, however, 
to what use these researchers will subsequently put 
their results. T o begin with they state that they 
wish to update the content of primary education 
curricula but give no hint as to h o w their research 
projects can be integrated into the practical admin­
istrative process of such modernization. H o w will 
they influence the authors of such textbooks and 
convince them of the relevance of their analyses, 

initiating them into a jargon that is all the more 
esoteric since the scientific frame of reference is 
exclusively North American, as w e can see from the 
bibliography they have used? Surely there is a striking 
contradiction between the scientific model interiorized 
by these researchers and the ideological approach 
of C E N D E S , which for years has been denouncing 
scientific dependence and the alienation of research 
workers? 

T o obtain a comprehensive, critical appraisal of 
the present situation and forecast future develop­
ments, while taking into account trends deriving from 
the past, are requirements that the n e w generation 
of researchers in Venezuela are trying to fulfil in 
their contributions to the planned reform of the 
education 'system'. Nevertheless, w e wonder whether 
this methodological effort to achieve critical lucidity 
should not be matched by another equally important 
effort to create the setting for a constructive give-
and-take relationship between administrators and the 
education authorities, as well as teachers and research 
workers, w h o all too often remain confined to their 
university 'ghettos'. Surely the future of an effective 
contribution by those engaged in research will depend 
on their capacity to come together and organize teams 
m a d e up of researchers and users along the lines of 
the Laboratorio Educativo? This brings us back once 
again to the need for genuine regionalization, which 
would include the decentralizing of decision-making 
and participation by those responsible for projects 
and by the users and so, in this way , achieve a 
redistribution of power. 
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