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Introduction

The articles presented in this issue of the CEPAL Review  are in essence conceptual analyses of a body of 
material compiled and formulated in connection with the execution of the joint ECLA/UNESCO/ 
UNDP project Desarrollo y Educación en América Latina y el Caribe (Development and Education in Latin 
America and the Caribbean). Activities under this project were carried out between the years 1976 and 
1981, and their object was to examine the characteristics of the expansion of education in relation to 
the region's economic, social, cultural and social participation dimensions. The project was of a 
regional character, with activities in individual countries, and was intended to meet demand on the 
part of the thirteen governments which, like the international organizations, considered that the 
highly signifícant expansion of education that had taken place in the region since 1950 had de facto  
altered the existing relations between education and the various aspects of economic and social 
development.

It was evident that previous knowledge on the subject was completely out of date in relation to an 
actual situation which in some cases had been marked by real changes, and in others revealed lacunae 
in educational coverage of which the implications were exceptionally serious both from the standpoint 
of forming the citizens of the twenty-first century, and for the immediate possibilities of social 
participation, incorporation in employment and assumption by the people of a responsible role in a 
democratic way of life. Especially disquieting was the fact that expansion and exclusion were to be 
found at the same time in one and the same country, with negative repercussions on social integration 
policies and on government intentions to establish equitable conditions for the entire population and 
incentives to social mobility for the various groups.

Such was the complex situation that gave rise to the activities of the project on development and 
education, the function of which was to conduct research on which policies could be founded. To this 
project the Economic Commission for Latin America contributed its knowledge of the development 
and the specificities of Latin America; UNESCO, its specialization in education; and the United 
Nations Development Programme, for its part, the necessary know-how in respect of technical 
assistance, as well as most of the financing.

The strategy for the execution of the project can be described in terms of certain main lines of 
action. The first consisted in making a number of studies some of which represented original research, 
while others drew upon statistical sources, basically censuses, or upon social literature, both at the 
regional and at the national level; these provided the necessary background information for the issue 
of global reports and the formulation of policy recommendations. Secondly, planning bodies and 
Ministries of Education were invited to join in the research work, as well as universities, social, 
anthropological and educational research centres, and private enterprise (the latter in case studies on 
the use of human resources in the economic system), this group of studies being carried out with the 
support of the Resident Representatives of UNDP. The object of the third line of action was to 
conduct, in every country where specific problems arose and government or academic backing was 
available, research which took the national situation as indicative of the problem in question in Latin 
America, without attempting to obtain a description of the forms it assumed in all countries, since this 
would have limited the area of study. It must be pointed out that in view of the vast number of relations 
existing between education and development, the field of investigation was necessarily many-sided, 
comprising the various levels of education and the different social contexts, in addition to particular 
problems. Thus, for example, research on cultural and linguistic heterogeneity gave rise to such 
publications as “Educación, lengua y marginalidad rural en el Perú” (DEALC/10) and “Proceso 
pedagógico y heterogeneidad cultural en el Ecuador” (DEALC/22), while educational responses to 
structural changes in rural areas were considered in studies like “La educación rural en la zona 
cafetera colombiana” (DEALC/15) and “Educación y reforma agraria en Honduras” (published by the 
Ministry of Education and CONSUPLANE of Honduras). The capacity of the educational system to 
serve heterogeneous socio-cultural groups, in particular those of popular origin, was examined in
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studies such as “La profesión del maestro y el desarrollo nacional en Colombia” (Fichas/16) and 
“Marginalidad urbana y educación formal. Planteo del problema y perspectivas de análisis” 
(Fichas/14), also based on original research carried out in Colombia. The university question was 
approached from various angles. The democratization process was analysed in a study on “El origen 
social de los estudiantes de la Universidad de Buenos Aires” (Fichas/9), and in another on the same 
subject in relation to Venezuela, undertaken in collaboration with the UNESCO Regional Centre for 
Higher Education in Latin America and the Caribbean (CRESALC). Interrelationships between 
university, social system and employment were reviewed in global studies such as “Notas acerca de la 
expansión universitaria del mercado de empleo y las prácticas académicas” (Fichas/5), and the specific 
question of technological innovation and the human resources required for higher education was 
discussed in “Aprendizaje, innovación tecnológica y recursos humanos universitarios. Con
sideraciones sobre el caso argentino” (DEALC/23), as well as in a similar study carried out by the 
Consejo de Investigaciones Científicas de Colombia. Another line of action under the project consisted 
in ensuring that access to specific data would be obtainable and that advantage could be taken of the 
progress of information in each country, to which end recourse was had to the collaboration of highly 
specialized consultants and academic institutions that prepared, in conjunction with governments or 
autonomously, research on certain problems or experiments in the sphere of education and 
development. The circuit formed by official or academic research and study institution was 
co-ordinated by means of seminars at which on-going studies on some of the specific project topics 
were presented. Among these seminars mention may be made of those on the following subjects: 
illiteracy and basic education of youth in Latin America (“Analfabetismo y escolarización básica de los 
jóvenes en América Latina”, held in agreement with the Government of Ecuador, in Quito in 1979); 
changes in the educational system, conditions and prospects (“Cambio del Sistema Educativo, 
Condiciones y Perspectivas”, Brasilia, 1980); rural society, education and schools (“Sociedad Rural, 
Educación y Escuela”, organized in Caracas in 1980, concurrently with a Ministerial Meeting to 
investigate obstacles to the implementation of proposals on rural education existing in the region); and 
the current situation of universities in Latin America (“Situación actual de las universidades en 
América Latina”, carried out with the collaboration of the Latin American Centre for Social Sciences 
(CLACSO) and the Universidad de los Andes, in Bogotá, in 1978).

In the final phase of the project, reports on the broad thematic areas were drafted on the basis of 
the set of background studies, globalizing the information they furnished on the region under three 
major heads: “Rural society, education and the school”; “Changes in education, its status and 
conditions”; and “Education and employment problems”. To these three final reports was added 
another in the shape of a general synthesis of the findings on development and education in Latin 
America, which will shortly be published under the title of “Desarrollo y educación en América Latina. 
Síntesis general”, and in which the whole body of knowledge acquired under the project is presented, 
together with strategies and policies for changing educational relations with a view to more efficient 
and more equitable development.

Since it was felt that changes in education called for the active participation of broad social 
groups, and for collective consciousness of the need for policies, textbooks were actively disseminated 
as a means of reaching faculties of education and of social sciences, planning centres and executive 
units in all the countries. These textbooks were 47 in number and were published in editions of about 
70 000 copies. Concurrently, some special issues were brought out of reviews such as Perspectivas, 
Revista Paraguaya de Sociología, Cuadernos de Pesquisa (Funda^áo Carlos Chagas de Sao Váu\o), Educación  
Hoy (Colombia) and Revista del Centro de Estudios Educativos. Among the books published, mention 
should be made of one issued by UNICEF in 1980, under the title o i  Educación y Sociedad en América 
Latina y el Caribe', another published by the Universidad Federal do Ceará in 1983, and entitled 
Mudanzas Educagionais na America Latina. Situagoes e Condigdes', and one issued in 1983 by the Universi
dad Central de Venezuela, in collaboration with CLACSO, under the title oi: Universidad, Clases Sociales 
y Poder. This series will be supplemented in the coming months by a set of books that will be brought 
out under agreement with private publishing houses.



INTRODUCTION

The object of the project was first to organize existing information on a complex and dynamic 
state of affairs and then to analyse the specific structure of the region's educational system as an 
obstacle on the one hand, and a stimulus on the other, to changes in Latin American society. With this 
end in view, a study was made of the following aspects: changes in the social structure, the quantitative 
evolution of education, the groups included in and excluded from enjoyment of its benefits and the 
implications of education for the creation of a new society or the reproduction of the present profile of 
concentration and inequity; the patterns of education as a cultural system in relation to a culturally and 
socially heterogeneous region; the bearing of education on human resources and employment; and, in 
general, its relation with the capacity to establish new development styles, both viable and desirable in 
terms of development and social democracy.

On the basis of these findings, the internal aspects of the educational system were investigated, in 
particular those relating to the quality of the knowledge imparted and the incorporation of scientific 
approaches as well as to trends towards splitting-up, stratification and segmentation of educational 
systems which, by definition, should aim at the equalization of formative influences and of cultural 
codes.

Special attention was devoted to the linkage between the educative process and the recent 
changes in social structures in Latin America. During the last three decades the structural changes that 
took place exceeded the whole of those recorded sinces the dawn of the colonial epoch. However, 
despite economic growth, income distribution patterns underwent no appreciable change, and while 
in the upper social strata there was a differentiation of groups and activities proper to capitalist 
development, in the lower strata still subsisted a social aggregate —the populace— which was relatively 
cut off from the benefits of economic and social progress, except where education was concerned, and 
whose demands and movements reflected the impact of urbanization and of a changing mental 
outlook. The project studies showed that youth was the age group most affected by these changes: in 
the first place, it was hardest hit by the problems of migration and the deterioration of social conditions 
in the rural environment; secondly, either it enrolled en masse in the educational system in order to 
obtain access to the new types of employment resulting from economic change and from moderniza
tion, or, if the educational situation was unpropitious in terms of supply, it suffered the adverse effects 
of lacking the ‘educational passports’ indispensable for gaining a place in the new labour markets.

The exclusiveness that had characterized education in the region in the past gave way to a process 
of rapid and unequal participation, as the studies showed. Up to 1950 the gross rate of primary school 
enrolment was below 50%, whereas in 1980 it stood at about 98%; these figures, in combination with 
those for population growth, imply that in the Hispanic countries the number of educands rose from 
40 million to 65 million. Concurrently, in secondary education the modest 1950 recruitment of one 
million and a half educands had grown practically ten times larger by 1980, and enrolment in higher 
education increased twentyfold, jumping from 265 thousand students to over 5 million thirty years 
later, and converting the gross enrolment rate from a humble 2% to 16%; in other words, in 1950 there 
was one university student in every 50 young persons of 20 to 24 years of age; in 1980, the proportion 
was one in six.

Educational change manifestly resulted from thê  action of many forces, varying in their inci
dence from one country to another, and including government policies for national and social 
integration, the demand for skills created by new occupations and, essentially, the brisk social demand 
which incited governments to expand a supply whose capacity was over and over again exceeded.

Social demand, rather than planning regulated by development goals, seems to be the factor that 
accounted for the emergence of an educational structure out of keeping with the precedents set by 
what are today the developed countries. At the bottom of this structure are to be found exclusion 
phenomena measurable by percentages of juvenile illiteracy and of drop-out which involve 
approximately half the children of school age; and together with these can be noted an efflorescence 
of secondary and in particular higher education, where rates of participation are similar to those 
prevailing in developed countries.
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In the course of the analysis, countries were classified by their development models, and it could 
be seen that the most positive situations are to be found in countries where the modernization of 
education began earliest; in countries characterized by rapid change, and in those where the develop
ment of education is polarized, serious incongruities are observable between the social sectors with 
incipient schooling or none at all and those that are highly educated. The disproportion existing 
between the two sectors foreshadows the risk that education may become a factor of reproduction and 
consolidation of segmentalized social systems.

Because of the diversity of education and development implications, from the very start of the 
project certain options were established with regard to priority areas of analysis. It was decided to 
devote attention simultaneously to the internal aspects of the educational system, its relation with the 
socio-cultural heterogeneity of the region and its polarizations in terms of stratification; the linkages 
between education and the nature of employment; the role of the universities in the training of 
high-level human resources capable of putting forward critical alternatives to the prevailing develop
ment style and forming technical and political élites selected on a meritocracy basis; and, lastly, the 
relations between education and development styles, both those existing in the region and those that 
may come into being, especially in response to the current crisis.

The present issue of the CEPAL Review assembles articles by collaborators in the project which 
present, at a more highly conceptualized level, the analyses carried out with reference to education as a 
mode of social participation, to the role played in the history of Latin America by educational 
development models, to the relations of education with social stratification and employment, to the 
educational situation of the groups most excluded from the expansion of the service —such as, in 
particular, residents in rural areas— and lastly to the integration of the whole subject of education 
from the standpoint of identification of new development styles.

Germán W. Rama 
Chief, Social 
Development 

Division of ECLA
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Education in Latin 
America.
Exclusion or 
participation
Germán W. Rama*

T h is  study looks at ed u cation  in Latin  A m erica  from  
th e an gle o f  th e  co u n terp o in t betw een social 
p articip ation  an d  ¿liiist exclu siv en ess. It alludes firs t to 
th e ed u cation al m odel p ro p e r to th e co lon ial system  
and to its p erp etu atio n  as re flec ted  in an  exclusion  
from  cu ltu re  an d  kn ow led ge w hich is de.scribed as a 
d isting u ish in g fe a tu re  o f  th e situ ation  in Latin 
A m erica  up to th e m iddle o f  th e  p resen t cen tu ry . T h e  
a u th o r th en  goes on  to  deal with th e ex istin g  
co n trad ictio n s betw een  social p ractice  and exp osition s 
o f  p rin cip le , an alysing ch aracteristics  p ro p e r to the 
region  in term s o f  ed u catio n al supply an d  d em an d . In  
th is co n n ectio n  h e re fe rs  to  th e  lim itation  t>f 
ed u cation al supply as a fo rm  o f  social co n tro l, and to 
th e con trad ictio n s p ro d u ced  within ed ucation al 
system s by th e  d iv erg en ce  betw een th e  d em an d s o f  th e 
various social g ro u p s, inasm u ch  as they a re  given 
co n sid eration  on  a p lan e m o re  closely linked to 
ed u cation al policy th an  to th e specifically  tech n ical 
aspects o f  ed u catio n . N ext h e analyses th e form  taken  
by th e d ev elop m en t o f  ed u cation  in th e reg ion  d u rin g  
th e last th re e  d ecad es, posin g th e qu estion  o f  the 
co n trad ictio n  betw een th e ex p ecta tio n s focu sed  on  
ed u cation  and th e real pos.sibilities o f  upw ard social 
m obility th at .society a ffo rd s . In  ad d ition , h e singles 
o u t som e fe a tu res  o f  th e  re g io n ’s p rocess o f  stru ctu ra l 
ch an g e in re ce n t d ecad es, ex am in in g  th e ro le  o f  
ed u cation  as a social a d ju stm en t variable — in th e field  
o f  socialization , tra in in g , upw ard m obility, etc.—  and 
also as a social co n flic t v ariab le , by reason  o f  the 
in con gru ity  betw een  th e exp ecta tio n s o f  p articip ation  
pivoting on  ed u cation  and th e  exclu siv en ess prevalen t 
in  m any societies. Lastly , o n  th e  basis o f  th e  in teractio n  
o f  th re e  variables, h e p ro p o u n d s fo u r socio-ed u- 
cation al m od els — exclu siv e, classist, seg m entary  and 
universdiist—  with th e  aim  o f  en com p assin g  th e 
diversity  o f  hrstorical situ ation s actually  ex istin g  in the 
reg io n .

*Director, Social Development Division ol KC.l.A, atul 
formerly (io-ordinaior of the Project on Development and 
Education in Latin America and the (Caribbean.

The options: exclusion and 
participation

A Study o f education as a social process inevitably 
involves referring to it as one o f the significant 
dimensions o f  social participation. This concept 
can, in the last analysis, be reduced to a very 
elementary category; to the opposition between 

élites and masses, and therefore to dem o
cratization. T h at is, dem ocratization understood  
as a process o f organization o f a society whose 
members are considered — from the human  
standpoint—  as equal, with the right to 
intervene, to reap the benefit of the material and 
non-material goods created  by society, to 
participate in their developm ent and to decide 
upon the orientation o f the social system through  
the political mechanisms, which presuppose that 
everyone is capable o f explicitly enunciating a 
concept with regard to collective organization.

In a contrary sense, the various forms of 
élitism rest on equally simple notions. According 
to these, a section of society sees itself as a 
superior group, destined in consequence to be 
the society’s ruling —and exclusive— minority. 
The remainder are disqualified in the light of 
ideological constructs formulated by that same 
minority, on different bases, depending upon 
the stage reached by the social structure. They 
may invoke a metasocial warrant for exclusion 
(like the justification of authority in the Divine 
Plan or in the ideological plan exalted to the 
category of dogma); they may be based on 
classifications ranking human beings by racial 
criteria, where the emergence of a few genetic 
traits out of their whole vast aggregate is used to 
establish an arbitrary division between the 
superior and the inferior; they may resort to the 
tautological argument that the acquisition of 
material possessions and of power is a 
manifestation of the innate superiority of the 
group in question (a view for which religious 
grounds have been provided by certain currents 
of Protestant thought; as Max Weber remarked 
in The Protestant Ethic and the Spirit o f  Capitalism, 
the badge of God’s elected was social success); or, 
lastly, the may find support in cultural differen
tiation, and mark the boundary line between 
minorities and. masses with a limes which 
separates the barbarian from the civilized world.

I
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thereby rendering the bulk o f society ineligible 
for participation as being incapable o f under
standing com plex social and technical 
processes. *

T o  this justification criteria has been added  
the notion o f  historical destiny, the bearer of 
which is to be a minority as regards the attain
ments o f a specific social o rd er; whence springs 
the implicit idea that only a few are in a position 
to interpret the collective good and to justify the 
imposition o f their views on others, even if it 
has to be done by coercive and violent means. 
T h e old inquisitorial criterion o f power that 
determ ines and enforces the behaviour ac
ceptable in the members o f society has com e to 
be a justification very frequently invoked, which 
invariably dissembles the privilege of a minority.

In this case the quality with which domi
nation is invested is that o f absolute truth, deny
ing society the use o f reason and the con
dition o f liberty, and so harking back to the strug
gle for the assertion of hum an ability to make 
a choice and to the idea of freedom  vis-à-vis 
power, which Jo h n  Stuart Mill epitomised when 
he said “that the only purpose for which power 
can be rightfully exercised over any m em ber o f a 
civilized community, against his will, is to prevent 
harm  to others. His own good, either physical or 
moral, is not a sufficient w arrant. He cannot 
rightfully be compelled to do o r forbear because 
it will be better for him to do so, because it will 
make him happier, because in the opinions of  
others, to do so would be wise, or even rig h f’.̂

II

Exclusion: its history

In the history o f Latin Am erica the concepts of 
participation and exclusion find expression not 
only in an oppositional counterpoint, but in 
contradictory relations deriving from  the lack of  
coherence and social articulation between the 
forms taken by social structures in the past and 
the role o f the ideologies that were disseminated 
by political élites with the aim of creating, for the 
societies o f the New W orld, qualitative bases 
different from  those prevailing in Europe’s 
Ancien Régime.

Latin A m erica was one o f the regions of the 
world where the colonial model o f social 
organization rem ained in force longest, with an 
overlapping o f conquered populations, African  
slaves and a dom inant white minority. In the 
course o f three centuries, this model, which

'See François ]aci)b, Le jeu  des possibles. Essai sur la 
diversité du vivant, Paris, Fayard, 1981 ; Juan Franci.sco Marsal, 
“La ideología de la derecha”, in J.F. Marsal (compiler), 
Argentina conjîictiva, Buenos Aires, Editorial Paidós, 1972; 
C. Wright Mills, L a  imaginación sociológiat, translated by 
Florentino M. Turner, Mexico (aty, Fondo de Cultura 
Económica, 1961.

combined exclusion, exploitation and dom i
nation, established a set o f referents for relations 
between minorities and masses which were 
retained beyond the formal term ination of the 
power o f the Spanish and Portuguese em pires, 
and have been projected into o u r own times. In 
some cases, the institutions on which the model 
was based — such as slavery, which lasted in 
Brazil until 1888—  persisted long enough to 
establish seigneurial relations and an inter
nalization of racial inferiority which still linger in 
the collective m em ory. In countries with a strong  
indigenous basis, the econom ic disintegration  
following upon the close o f the cycle of  
production o f precious metals embodied the 
domination patterns in a type o f hacienda- 
indigenous com m unity relation which, in 
countries like Bolivia, Ecuador and Peru, 
survived until after the Second W orld W ar. In 
other countries, like Chile, the long-draw n-out 
warfare against the indigenes dragged on until

'John Stuart Mill, On liberty, any reprint, e.g., London, 
Oxford University Press, The World's Classic serie.s, 1942, 
p. 1.'). (First published 18.59.)
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the end o f the nineteenth century and 
established mechanism s of personalized depen
dence, if not o f  adscription to the land, for a mass 
o f indigenous o r mestizo population which is 
integrated in the relations o f  dependence and 
exclusion that in everyday speech are summed  
up in the term  ‘patrón de fundo' (‘the m aster’).

In the structural model o f  colonial times, a 
key elem ent in dom ination consisted in ensuring  
the exclusion o f  the descendants o f  the 
conquered race.'', o f the slave population and o f  
the barely differentiated hum an aggregate that 
can be described as ‘the people’, by invoking 
criteria relating to station in life and to culture  
which gave congruency to social and economic 
exclusion. In the first place, a com plex juridical 
organization was constructed under which racial 
conditions were ranked as whites, negroes, 
indians, mestizos, mulattos, cuarterones, quintero
nes, cholos and countless other denominations 
with which an attem pt was m ade to fit the mes- 
tization process into a framework o f  any kind. 
T o  each category corresponded a system o f  rights 
which, in relation to education and culture, had 
specific status. T h e  statutes o f the Universidad  
de San Jerón im o specified the non-adm ittance of  
negroes, mulattos and slaves o f any sort, and in 
M exico, negroes, mulattos and indians were 
excluded from  the possibility of becoming  
teachers, as a precaution lest any of them  should 
have acquired an education inconsistent with his 
place in the social ord er. Exclusion was also based 
on the need for political control over the broad 
masses o f  the socially inferior. Thus, in 1785 the 
“Royal O rder o f the Viceroy o f Peru respecting  
the college o f  caciques (chiefs) and noble Indians 
o f L im a’’ issued a warning that “the establish
m ent o f village schools may have very harmful 
consequences, and that Indians must be given 
instruction only in the Christian doctrine, 
since any other teaching is highly dangerous; 
considering that since the conquest there seems 
to have been no revolution on the part o f these 
natives which was not stirred up by one with 
rather m ore education“.̂

^Quoted in Gregorio Weinberg, Modelos ediuaiivos en el 
desarrollo histórico de América Latina, UNESCO/ECLA/UNDP 
Project on Development and Education in Latin America and 
the Caribbean, DEALC/5, Rev. 1, Buenos Aires, February 
1981.

O ne of the most obvious manifestations of  
the segmentary character distinguishing the 
colonial model is the want o f interest in getting 
the whole population to unite in speaking the 
same standard language. If nearly five centuries 
after the discovery o f A m erica it can be estimated  
that approxim ately one-tenth o f the region’s 
population still preserves a m other tongue other 
than the official language, one can imagine what 
the size o f  this sector o f  society must have been 
until such recent times as the early decades o f the 
present century. This absence o f linguistic 
integration was by no means the result o f  respect 
for the cultural identities o f  the conquered or 
enslaved groups, but reflected the lack o f a 
unifying process in the production and  
circulation o f econom ic and cultural goods, 
besides betraying a dom ination strategy which 
denied ‘entitlement to speak’ to vast social groups 
because they were excluded from  the official 
language, which ipso facto  was imposed on all 
inhabitants as the only one legitimate and 
compulsory for all official and m arket 
transactions. “Les locuteurs dépourvus de la 
com pétence légitime se trouvent exclus en fait 
des univers sociaux ou elle est exigée, ou 
condamnés au silence”..., which implies their 
exclusion from  the nation, a “ ...groupe tout a 
fait abstrait et fondé sur le droit”, in which 
“deviennent indispensables la langue standard, 
impersonnelle et anonym e com m e les usages 
officiels qu’elle doit servir, et, du m êm e coup, le 
travail de normalisation des produits des 
habitus linguistiques”.'*

Even in the countries where the influences 
o f African and indigenous tongues were very 
limited (or eradicated at an early stage in 
consequence o f  evangelization), in the course of  
rural history — which was ‘the’ history o f  Latin  
Am erica until far into the present century—  a

'*“Those who are without legitimate qualification to 
speak are in actual fact excluded from the social universes 
where it is required, or are condemned to silence”, which 
implies their exclusion from the nation, “a group that is 
entirely abstract and founded upon law”, in which “the 
standard language, impersonal and anonymous as the official 
uses which it has to serve, becomes indispensable, and so, by 
the same token, does the work o f standardization o f the 
products o f linguistic habits.” Pierre Bourdieu, Ce que parler 
veut dire, Paris, Fayard, 1982, pp. 42 and 31,
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popular language grew up which became 
established as a legitimate tongue owing to the 
limited com m unication between the rural world 
and the urban ‘islands’. T hese form s o f language 
had validity and relative power as long as the 
men who used them  succeeded in exercising  
political and military capacity to confront the 
central and urban powers; they were subsumed 
into the category o f vulgar colloquial language 
once urban and bourgeois power becam e 
dom inant. Accordingly, attem pts at nation
building on the basis o f popular cultural patterns 
were systematically crushed in favour o f the 
construction o f a State which regarded itself as 
representing the material and cultural power 
groups. In the case o f the River Plate, rural 
culture was given expression in poetic oral 
forms, and perhaps first m ade itself heard at the 
time o f  the struggle for independence through  
Bartolom é H idalgo’s Cielitos', in written form , it 
culminated in the epic by Jo sé  H ernandez, 
Marlin Fierro, a nostalgic literary evocation o f the 
cultural voice o f  the conquered group. Both  
writers belong to the line o f educated poets who 
adopted the party and the language o f the 
people, with one special characteristic: the 
reform ulation o f popular language — which 
many authors had attem pted in an effort to 
satisfy the European taste for the exotic—  was 
restored to the people from  which it cam e, and 
was understood as their own, in the exceptional 
case o {  M artin Fierro,

Education was not an indispensable good 
for the execution o f productive activities; in a 
rural world with little technology, occupational 
skills were acquired through direct apprentice
ship, so that the most significant concern for 
education revolved around the universities.

These were taken to be primarily centres of  
theological and legal training; that is their 
function was to recruit the two intellectual 
groups which, through the spiritual order and  
the juridical order, generated the ideology and 
the organization necessary for the dom ination  
system. In contradistinction to what happened  
with Anglo-Saxon colonization, which, on  
establishing settlements, created first and fore
most prim ary schools o f a com m unal or religious 
type, in Latin Am erica the universities were the 
most im portant institutions in the educational 
system.

In educational term s, all this was reflected  
in the fact that exclusion from  culture and 
knowledge was one o f Latin A m erica’s most 
distinguishing features up to about the 
mid-twentieth century. T h e  few census data 
available (taking into consideration, m oreover, 
that the deterioration is m ore serious than the 
figures show, because o f incom plete enum er
ation of the scattered rural population) reveal 
that the illiteracy rate am ong the population  
aged 14 years o r over was as much as 53%  in 
Argentina in 1895 ; in the same year, it reached  
68%  in Chile, and in Cuba it was 43%  for the 
population over 10 years o f age. Lastly, in Brazil, 
in the second decade o f the twentieth century, 
while in the district o f Rio de Jan eiro  the rate was 
41% , it rose to about 80%  for the national popu
lation as a whole. In 1950, with the exception of  
Argentina, Chile, Costa Rica, Cuba and  
Uruguay, the illiteracy rate o f the populations 
over 15 years o f age exceeded 30%  in all the 
Latin Am erican countries, 50%  being recorded  
in Brazil and even higher percentages in Central 
America.^’

'’C t, the data given in Ciiiio (Jermani, Estructura social de 
la Argentina, Buenos Aires, Editorial Raigal, 1955; Jorge 
Nagle, E du(a(áo e sociedades nn Primera ¡tepúhlira. Editorial 
Universidade de Sao Paulo, 1974; tiermán W, Kama, 
“Educación media y estructura social en América Eatiiia", in

Revista Latinoamericana de Ciencias Sociales, No, 5, Santiago, 
Chile, 1972; Juan Pablo Terra, Alfabetismo y educación básica de 
los jóvenes en América Latina, UNESCO/ECLA/UNDP Project 
on Development and Education in Latin America and the 
Caribbean, DEALC/24, Buenos Aires, 1980.
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III

Participation: its ideology

From  the time o f the exploits o f  the Indepen
dence, the ideologists o f the foundational 
process took as their negative referent the social 
and power structures in force under the colonial 
o rd er and in the absolutist countries o f Europe; 
the Enlightenm ent thinking of the eighteenth  
century and the social organization of the United  
States were the groundw ork for the establish
m ent o f free republics and societies. Alongside 
the repudiation o f Spanish colonial power the 
idea took root that a ‘new world’ was being 
created which would not be governed by either 
the aristocratic distinctions o r those based on 
race and station in life that had characterized  
the colonial o rd er.

In som e society the call to liberty had 
unexpected effects in the shape o f spontaneous 
participation by rural masses and races regarded  
as inferior, so that the nation-building period  
was characterized by an ambivalence which left 
its m ark on subsequent history: on the one hand, 
some territories knew nothing o f  the challenges 
issued by popular mobilization to the heirs o f  
colonial power; on the other, the process of  
constituting the State took up almost the whole of  
the nineteenth century and ended with the 
self-assertion o f the urban bourgeoisies, whether 
those that owned the m eans o f production which 
linked them  with the external m arket, o r those 
others that by virtue o f control o f the State, 
negotiated with foreign powers the concession o f  
natural resources. In every case, however, 
enshrined in the Constitutions and in official 
expositions o f policy was the theoretical principle 
that sovereignty was vested in the people; that 
power had its origin in suffrage, in some 
instances theoretically unrestricted and in others 
limited by censitarial distinctions; that there were 
no differences but those o f m erit and virtue; and 
that education would be defined as the sacred  
responsibility o f governm ents to educate the 
‘sovereign’ for the full exercise o f his rights.

This kind o f statem ent — theoretical and  
masking the real state o f affairs—  was to be 
developed by the great reform ers o f the

nineteenth and early twentieth centuries in an 
endeavour to convert these abstract principles 
into concrete practice.

In M exico, Benito Ju árez , in a speech  
reflecting manifest leanings towards popular 
and nationalist power, was to assert that what 
prevented children’s attendance at school was 
public poverty. “T h e  man who has not enough to 
feed his family sees his children’s education as a 
very far-off good, o r as an obstacle to the winning 
o f their daily bread. Instead o f sending them  to 
school, he makes use o f them to look after the 
house o r to hire out what little personal work 
capacity they have, as a means of slightly 
alleviating the crushing burden of poverty. If  
that m an had some facilities; if his daily toil 
earned him some profit, he would take care to 
see that his children were educated and received  
solid instruction in any o f the branches o f  human  
knowledge. T h e desire for learning and  
enlightenm ent is innate in the heart o f man. 
Remove the obstacles that poverty and despotism  
place in his way, and he will seek knowledge by 
the light o f  nature, even if no direct protection is 
accorded him. All too well known are the causes 
that produce this poverty am ong us.’’^

At the other end o f the continent, on the 
River Plate, the challenge issued was that of  
constituting a national society which would do 
away with rural-urban dualism, described by 
Sarm iento as “civilization and barbarism "; which 
would integrate European im m igrants o f  
peasant origin from  the less developed parts of  
Europe, bearers o f  local cultural patterns 
manifested in the im portance attached to their 
own dialects; and which, lastly, would 
simultaneously found the nation and the State,

'’“Exposición ai soberano congreso de Oaxaca al abrir 
sus sesiones" (Inaugural address to the sovereign congress 
o f Oaxaca) {22 July 1848), in Benito Juárez, Documentos, 
Discursos y Correspondencia, Selección y Notas de jo r g e  L. Tam a
yo, Ministry of National 'Wealth, Mexico, 1971, vol, I, 
pp. 561-562, quoted in Gregorio Weinberg, op. cit.
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establishing as a bridge between the two a 
political dem ocracy which would make the State 
the m outhpiece o f the nation.

T h e theoretical basis for the functioning of  
society drew its nourishm ent from  positivism, 
which also contributed the application o f scien
tific methodology in education, instead of  
dogmatism and verbalism; the forw ard strides in 
education m ade by the Swiss and the Germans, 
and, above all, the experience o f the United  
States o f A m erica, constituted the paradigm s. A 
propos o f the United States, it was rem arked that 
“by allying the school with dem ocracy, the two 
m ajor principles o f m odern society, they have 
been able to grow, in a hundred years of 
independent life, into the greatest, richest and 
happiest o f m odern nations“.

H ence, in the view o f the U ruguayan re 
form er Jo sé  Pedro V arela, education establishes 
the basis o f a republican dem ocracy, so that it was 
regarded above all as the cornerstone o f the 
organization o f civic society. “T h e  extension of  
the vote to all citizens entails, as an inevitable 
consequence, the diffusion o f education to all: 
since without it m an has not the awareness of  
what he is doing that is necessary for rational 
action. In a parody o f  what happened in France, 
we, the Spanish-speaking peoples o f South 
Am erica, have believe that the issue o f a decree is 
enough to institute a republic, and that the élan 
o f certain revolutionary m ovem ents, which 
change men without changing things, without 
bringing about genuine revolutions, suffices to 
alter institutions and pour the life o f society into 
new moulds. T h e task is impossible: the dream  a 
chim aera. T o  establish a republic, the first step is 
to form  the republicans; to create a governm ent 
o f the people, the first step is to rouse up, 
summ on to active life, the people themselves; to 
ensure that public opinion has sovereign  
authority, the first step is to form  public opinion; 
and all the great necessities o f dem ocracy, all the 
requirem ents o f a republic, have only one 
possible m eans o f  fulfilment: to educate, to 
educate, and still to educate.”^

^José Pedro Varela, Obras Pedagógicas, La educacióa del 
ptieblo, vol. I, Montevideo, Biblioteca Artigas, 1964, p. 71; this 
text is a reprint o f the original edition published in 1874,

Proposals for the developm ent o f edu
cation were initially o f limited scope. In most 
countries, the form s o f dom ination described  
above did not create the requisite social space for 
their implementation; and popular education  
first began to spread in societies whose model o f  
outw ard-directed econom ic expansion, on the 
basis o f national control o f the means of  
production, necessitated a new global social 
order. It was the large landowners o f  U ruguay  
themselves, producers for the exp ort m arket, 
who were to support educational reform , 
because they saw in it the conditions for the 
pacification o f the gauchos en masse and their 
transform ation into w age-earning peons. But 
the process o f diffusion o f  popular education  
was to be associated with the existence o f  
manpower requirem ents that encouraged  
international im m igration and were ac- 
com pained from  the outset by the relative 
power o f the w age-earning masses and the early 
developm ent o f urban centres for m arketing and 
elem entary industrial production, which were 
the springboard for significant processes of  
upward social mobility leading towards the 
form ation o f urban middle classes.

T hese middle classes, with the backing o f  
proletarian sectors, were to play a part as 
members or supporters o f the ruling alliance, 
receiving by way o f rew ard, in the political 
market, the allocation o f educational services 
which were favourable to the urban sectors and, 
within these, essentially to themselves; as will 
presently be seen, however, the services 
concerned cam e to constitute a universalist 
educational system, destined to confer a right 
upon the groups which, lacking capital and  
tradition, were to build around culture and 
education the groundw ork o f a m eritocracy.

A similar process took place in Costa Rican 
society, as from  the end o f the nineteenth  
century, as a consequence o f the form ation of a 
middle class o f independent farm ers on the basis 
o f population settlements (transplanted not 
subjugated) for coffee-grow ing, which calls for 
family work. T hese rural middle classes took 
part, in association with financial and m arketing  
groups, in a power alliance through which the 
constitution o f a nation qualitatively different 
from  Central Am erican conditions was achieved  
by means o f a system o f  social participation which
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found expression in the hom ogeneity o f  popular instrumental term s, for agriculture—  and in a
education — not particularly necessary, in system o f dem ocratic participation.^

IV

The foundational ideology and the European situation

T h e foundational ideology to which reference  
has been m ade, and the nature o f  the process o f  
change initiated in Latin Am erican societies 
around 1950 , inspired the peoples o f the region  
to try to put into real effect the theoretical 
principles enunciated with regard  to the func
tioning of societies.

As societies — and within them  their 
different Social groups—  approached the 
threshold o f  participation and integration in the 
national com m unity, dem and for education  
flared up. Only in a few cases does the great 
m etam orphosis o f  education witnessed by the 
region during the last three o r four decades stem  
from  a power decision which, in combination  
with a sustained long-term  policy, has imposed 
the extension o f  educational coverage at the 
various levels o f education. F ar from  it: a review 
o f plans and their quantitative projections shows 
that in almost every instance they have been left 
behind by events, in a process instrumented  
m ore by the linkage o f  the population with the 
bureaucracy than through the form ulation o f  
coherent political program m es with ideological 
backing.

F or the purpose o f interpreting the nature  
o f dem ands and movements in favour of 
education, a digression on the way it evolved in 
European societies may be o f use. As has been

analysed in another study,'* in Europe the spread  
o f literacy began with the Reform ation, which 
introduced the culturally revolutionary concept 
that com m unication between mankind and God 
is effected through the written word. Conse
quently, the diffusion o f  literacy was at first 
associated with the expansion o f Protestantism, 
and was then propagated to the m ore developed  
areas, so that in the course o f the cycle o f social 
struggles inaugurated by the French Revolution, 
the m ore m odern section o f societies was 
qualified to receive written messages, inasmuch 
as it had already becom e literate. T h e  establish
m ent o f national educational systems at the end  
o f the nineteenth century signified the culmi
nation, not the start o f  the pursuit o f literacy. All 
the political groups supported the existence of  
schools because cultural exclusion was o f little 
use for keeping the broad masses out o f political 
affairs, and the object now was to integrate them  
in accordance with a socializing message. Conse
quently, discussion was not focused on whether 
to educate o r not to educate, but on the content 
o f teaching, and the contestants in the debate 
were the conservative-religious, republican-lay 
and socialist-lay currents o f thought. For the 
proletarian masses, education was a battle-flag; 
through it they could gain the right to vote from  
which they were excluded by illiteracy, could

®See Fernando Henrique Cardoso and Enzo Faletto, 
Dependencia y desarrollo en América Latina, Mexico City, 
Editorial Siglo xxi, 1969; Lucio Geller, “El crecimiento 
industrial argentino hasta 1914 y la teoría del bien primario 
exportable’’, in El Trimestre Economico, Mexico City, 
October-December 1970, in which it is shown that industrial 
wages were higher in Buenos Aires than in England; Germán 
W. Rama, “Dependencias y segmentación en el Uruguay del 
siglo x ix”, in Revista Paraguaya de Sodalo^, No. 44, Asun
ción, January-Aprii 1979; “Desarrollo comparativo de Uru
guay y Nueva Zelandia durante el siglo xix”, in John Fogarty,

Ezequiel Gallo and Héctor Diéguez (compilers), Argentina y 
Australia, Buenos Aires, Instituto Torcuato Di Telia, 1979; 
Juan Carlos Tedesco, Educación y sociedad en la Argentina 
(1880-1900), Buenos Aires, Editorial Pannedille, 1970; José 
Fernando Garda, Educación y desarrollo en Costa Rica, UNES- 
CO/ECLA/UNDP Project on Development and Education in 
Latin America and the Caribbean, DEALC/2, Rev. 1, Buenos 
Aires, 1978,

'’G erm án  W, R am a, In tro d u c tio n  to U N E S- 
CO/ECLA/UNDP, Educación y sociedad en América Latina y el 
Caribe, Santiago, Chile, UNICEF, 1980.
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keep their children out o f work and could ac
quire knowledge with which to build up a 
proletarian culture o r fit themselves to dispute 
the pow er o f  the bourgeoisie. Accordingly, it was 
precisely in the countries with the most rigid class 
structure, such as England, where the struggles 
for education were most closely associated with 
the proletarian m ovem ent. T h e prim ary school 
once consolidated and widespread, secondary 
and higher education were jealously defended  
by respectable academ ic barriers, established by 
the very people who regarded themselves as 
destined for a higher culture, while at the same 
time the idea was instilled into the inferior 
groups that only the outstandingly excellent, in 
individual term s, could be ‘sponsored’ by the 
educational system itself for the pursuit of  
higher studies and the attainm ent o f social 
prom otion. This model, prevalent throughout 
Europ e during the first half o f the present 
century, had a very high degree o f legitimacy

and was accepted as a social order resulting from  
the stratification o f culture. Accordingly, when 
the expansion of post-prim ary education began 
in the 1850s, it was effected on the basis of a 
clear-cut academic and bureaucratic design 
which assigned to each social group an education 
congruent with its social background and intel
lectual developm ent, classifying the latter 
according to linguistic abilities and capacity for 
abstract discourse, or the skills proper to manual 
and technical work. As a result, there were no 
educational explosions but gradual openings-up  
correlated with increasing urbanization, the 
developm ent o f science and technology, oc
cupational differentiation and controlled social 
mobility. U p to a point, the social groups o f lower 
social rank received m ore benefits in terms of  
consum ption and participation than in term s of  
culture and education, nor did they press for the 
latter by attem pting to override the canons of  
academ ic selection.

V

The foundational ideology and the Latin American process

In Latin A m erica the process is different, and the 
following aspects o f it can be singled out:

a) In the past the option — in terms of  
dom ination—  was between educating o r not edu
cating; the latter criterion was predom inant, i.e., 
concern for social control took precedence over 
an orientation favourable to national inte
gration. In view o f  this attitude on the part o f the 
State, the churches and middle-level organi
zations can hardly be found to have fulfilled the 
same role in Latin A m erica as in Europe and in 
the Anglo-Saxon countries with respect to the 
developm ent o f  prim ary education. T h e societal 
characteristics previously described account for 
the very limited developm ent o f these 
middle-level organizations, and for the fact that 
little was done by the municipal authorities, 
which could have combined their work o f local 
administration and regulation with the develop
m ent o f  the prim ary school. T h e  result was that

in the mid-twentieth century except in the 
countries that had m ade an early start on the 
process o f m odernizing education (Argentina, 
U ruguay and Costa Rica and, to a lesser extent, 
Chile and Cuba), the prim ary school rem ained  
the prerogative o f  the upper and middle urban  
strata; for the urban proletarian and popular 
sectors the supply was limited, and for the 
population living in rural areas, which was then  
half the total population, it was virtually nil.

" ’François Furet and Jacques Ozouf, Lire et écrire. 
L’alphabétisation des français de Calvin a Jules Ferry, Paris, Les 
Editions de Minuit, 1977; Carlos Cipolla, Educación y desarro
llo en Occidente, Barcelona, Ariel, 1970; François Bourricqud, 
Le bricolage idéologique. Essai sur les intélectuels et les passions 
démocratiques, Paris, P.U.F., 1980; Brian Simon, £d«cfl/ion and 
the Labour Movement 1870-1920, London, Lawrence 8c Wis- 
hart, 1974; Antoine Prost, L’Ecole et la famille dans une société en 
mutation, in Vol. IV, De l’enseignement et de l’Education en Fran
ce, Histoire générale, Paris, Nouvelle Librairie de France, 1981.
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b) The cycle of change in Latin American 
societies subsequent to the Second World War 
was accompanied by major developments in the 
shape of urbanization, the emergence in some 
cases and in others the intensification of indus
trial production, and the differentiation of 
worker groups as well as of various sectors of the 
middle strata, while in the meantime great 
political changes were taking place, ranging 
from the various forms of populism, through 
different types of reformist movements, to 
national and popular revolutions; and alongside 
all this, a demand for education sprang up which 
simultaneously affected every level, primary, 
secondary and higher education alike.

The development of the educational 
system stemmed from a body of demands which, 
as they had their origin in different social groups 
with different degrees of participation, pursued 
not only diverse but even contradictory objec
tives. In the 1950s and 1960s demands were 
fundamentally urban, and paramount among 
them were those originating in the capital cities, 
while in the 1970s, in addition, sections of the 
rural population, either on account of the pen
etration of capitalist patterns in the rural 
environment, or through communication with 
urban areas, or as the effect of a predisposition to 
migration —accompanied by ‘anticipatory’ 
socialization, particularly marked in the case of 
women— began to demand schools and, in 
some instances, integral educational cycles com
prising part of the domain of secondary edu
cation.

The middle and lower middle urban 
groups were quick to call for an extension of 
secondary education which, in the 1950s, oc
curred essentially in the countries that had 
already made considerable progress in respect of 
education; these were joined by other countries, 
such as Venezuela and Panama, which rapidly 
expanded the educational supply. Elsewhere, 
very notable rates of increase were observable, 
but starting from extremely low levels of 
secondary education coverage. By the 1970s, 
only in six countries were gross rates of 
secondary school enrolment lower than 15%, 
and in more than half the Latin American 
countries they exceeded 30%, while in some they 
were as high as over 50% of the theoretically 
educable population.

In countries where primary education was 
less developed, demand for it was sustained by 
the intermediate groups; in the remaining 
countries, on the other hand, as from the 1950s, 
this demand spread to the urban popular sectors. 
The inertia of the rural population in this respect 
and the greater possibilities of controlling their 
potential demand explain why not until 1980 
were gross enrolment rates of more than 90% 
attained in most of the Latin American countries.

Concurrently, the social groups which were 
in a better position to realize the importance of 
education and to catch the ear of power secured 
the diffusion of higher education at whirlwind 
speed. The results was that the gross enrolment 
rate at this level shot up from a modest 1.9% in 
1950 to 16.7% in 1980, or, in other words, 
whereas there had formerly been two university 
students in every 100 young people aged 20 to 24 
years, by 1980 the ratio became 1 to 6.

As no integrated primary education system 
had existed prior to this process, and as its 
expansion was, above all, the result of demands 
which stemmed from groups with unequal social 
power, a strange educational system has been 
created in the region at whose upper extreme 
gross rates of university enrolment are 
comparable in some countries to those current in 
Europe at the same date, while in others they 
correspond to those recorded by the European 
countries in 1970; as for the more backward 
Latin American countries, their situation is 
similar to that observed in Europe in 1960. In 
contrast, at the bottom of the educational system, 
the average figure for Latin America, to 
determine which completion of a six-year school 
cycle is used as an indicator, is a mere 50% of the 
school-age population, and is comparable only to 
the position in the European countries during 
the first two decades of the century. In other 
words, the levels of education or school enrol
ment at the earliest stage (first to third grade) call 
to mind the Third World, whereas the coverage 
of higher education evokes the image of the 
existing situation in the First World.

The only exceptions to this disparate 
structure are the countries which embarked 
upon the development of primary education in 
the nineteenth or early twentieth century. The 
inequality is most striking in those others, which, 
during the last two decades, have attempted to
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achieve a great leap forward in education within 
the framework of social structures highly 
polarized in terms of social stratification, if not 
segmentatioh, the latter being determined by the 
superimposition of racial, regional or rural- 
urban barriers.* *

c) The expansion of education was 
eminently a political process. The population 
urged its demands for a highly appreciated 
good, but it lacked an image of the complexity of 
the learning process, and formed a conception of 
education as something almost magical, implicit 
in which was an eagerness to get to school as if 
mere access to it were sufficient to bring about a 
personal metamorphosis.

The power group, for its part, in 
expanding the supply, aspired to meet these 
demands and to gain legitimacy. It is very 
important to stress that whatever the type of 
power and the way in which it enforced its 
domination of society, the social demand for ed
ucation was never rejected outright.

As will be seen later, the relation between 
supply and demand is one of the issues in this 
social struggle for participation in a society 
where at le^st on the plane of official decla
rations, the population cannot be denied the 
right to education, even at those levels which 
most developed societies consider elitist, 
whether for academic or for social reasons, or 
for a mixture of both.

This attitude was doubtless influenced by 
other development requirements and specific 
conceptions of the role of education in social 
change, among which the following may be 
noted:

i) The necessity of training human 
resources in societies undergoing a whirlwind 
process of change, which meant that in the 
course of a few years voluminous manpower 
contingents were required for an expanding 
industry, and later for the modern tertiary 
activities;

"UNESCO/ECLA/UNDP, Desarrollo y ’Educación en 
América Latina. Síntesis General, Project on Development and 
Education in Latin America and the Caribbean, Informes Fina
les 4, Vo\. 2, part IV, “Descripción de las principales tenden
cias del sistema educativo entre 1950y 1980“; part V ,“Carac
terización de la estructura del sistema educativo latinoameri
cano”; Vol. 3, part VII, “El desarrollo de la educación me
dia”; part VIH, “El desarrollo de la educación superior”, 
Buenos Aires, 1981.

ii) The need to establish new socialization 
patterns when the traditional rural patterns were 
already useless vis-à-vis the big urban concen
trations;

iii) Requirements of skilled personnel for 
complex activities; to meet these requirements at 
the highest level, a very broad base was screened 
for talent. Generally speaking, such conceptions 
were linked to expectations regarding the 
contribution of human capital to the attainment 
of greater efficiency in production and social 
organization. Some of these ideas were put 
forward by ECLA itself, and frequently appear 
in the so-called ‘book plans’ of governments in 
the region, on which social policy as a whole is 
based. It must be noted, however, that similar 
results could have been achieved by recourse to 
other ways of designing the educational system, 
and that the influence of this body of ideas was 
very uneven in Latin America, a fact which did 
not prevent the forms assumed by educational 
expansion from depending more upon social 
conditions than upon theoretical and ideological 
projects. The influence of international 
organizations and of the paradigm constituted 
by the developed countries was mainly exercised 
through expository analyses which aimed at ex 
post rationalization of the social process, or 
introduced as an element of irrationality specific 
paradigms of educational reform applied on 
similar lines in countries with different social and 
educational structures, and with diametrically 
opposed requirements in respect of culture and 
training of human resources.**^

d) Both social demands and State policies 
assume that education is one of the ways of 
distributing social goods, but neither the one nor 
the other have taken it into consideration 
that education constitutes a social subsystem 
responsible for the creation and transmission of 
knowledge. This explains why both the 
expansion and the restriction of education have 
been effected without regard to the quality of the 
knowledge distributed, or to the effects that the

'^ECLA, Education, human resources and development in 
Latin America, New York, United Nations publication. Sales 
No.; E.68.II.P.7, 1968; Rodrigo Vera, Disyuntivas de la 
educación media en América Latina, Project on Development 
and Education in Latin America and the Caribbean, DEALC 
19, Buenos Aires, 1979.
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policies in question may have on the generation 
or on the disarticulation of scientific knowledge. 
What is more, many educational policies 
formulate objectives clearly incompatible with 
the real availability of human resources in the 
least degree qualified to attain them. Because 
education is at the very heart of social conflict 
and distribution, its specifically technical aspects 
have been overborne by this dimension. The
oretically, a modern educational system is 
structured around the value and hierarchy of 
knowledge, and it is in transmitting this know
ledge that its functional specialization consists. 
This implies that the groups forming the 
educational System have, as the referent for their 
activity, the generation of knowledge plus 
technical and effective ways of transmitting it so 
as to promote the socialization of the new 
generations in the culture prevalent in the 
society of the time, as well as the attainment of 
personal development, understood as the inter
nalization of values and the acquisition of the 
ability to learn. Under an educational system 
grounded on these values, policies for social 
broadening of enrolment will be regarded 
as an opportunity to generalize knowledge 
throughout society, but their implementation 
will be deemed possible on condition that the 
educational system itself really does continue to 
embody a scientific and cultural content; and, 
conversely, policies which militate against the 
specific objectives of education will be 
repudiated. Setting up such a system presup
poses a process of differentiation of education 
from political systems and social class systems. 
The priorities of these latter would be acceptable 
only in so far as they were compatible with the 
knowledge objectives stated above.

The weak academic tradition of the 
teaching body, in view of its recent and defective 
pedagogical formation, prevented it from 
fulfilling a technical role: a warning, this, as to 
the time required for a cultural change, and the 
risks implied in radically altering the educational 
system without first evaluating the system that 
already exists. In addition, educational 
expansion ensured for those already educated 
the most dynamic of the accessible employment 
markets, and the power groups also found in that 
expansion ways of meeting the demands of the

middle-income sectors and making sure of 
certain clienteles.

The technical sector’s weak participation in 
educational reforms was not offset by the inter
vention of other sectors of society. In the first 
place, in most countries the scientific community 
was but little developed, and those who took part 
in debates on education did so in the capacity of 
political intellectuals; secondly, in most countries 
the technical and entrepreneurial sectors, public 
or private, required of the more skilled 
manpower relatively little in respect of scientific 
knowledge, and, in general, did not trouble 
about the qualifications of school learners, 
because the abundance of educated personnel 
allowed them to raise the level of formal 
requisites for work contracts. Entrepreneurs in 
most countries had more concern for the 
ideological background than for the scientific 
and technical training of the future labour force.

The most obvious consequence of all this 
was the ease with which the political authorities 
introduced changes in education in Latin Ameri
ca. Some countries witnessed reforms which 
abolished secondary education, and even the 
idea of such a thing; whereas in others, while 
university enrolment increased fifteenfold in 
little over ten years, authorization for opening 
universities was virtually unlimited, with the 
result that the number of faculties and 
universities exceeded a thousand. In every case, 
the axes of the reforms were social, not academic. 
In some, the main objective was to ensure free 
access to schooling and the continuity of studies, 
whatever the academic level, as a means of 
demonstrating the openness of the social system; 
in others, the goal was to direct the pressure for 
education into terminal channels or forms of 
training that would lead to the employment 
market and would have no direct repercussion 
on higher education; in this latter the most 
controversial questions were the system of access 
or the generation of courses for intermediate 
careers — în other words, problems of social 
engineering, not of education.*'^

'^Germán W. Rama, “Les changements en éducation 
en Amérique Latine”, in Association Francophone d’Educa- 
tion Comparée, L’evakiation des changements en éducation. 
Sèvres, No. 28, October 1982.
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VI
Contradictions between discourse and practice

For the purpose of seeking to understand what 
form was taken by the development of education 
in the region during recent decades, special 
emphasis must be placed on two points. First, the 
transition from a historical situation of exclusion 
of the broad masses from education to one of 
intensive expansion of educational opportunities 
in which there was contradiction in kind between 
the vigorous demand and the supply that ac
companied it; a process to which may be applied, 
in general terms, the words of José Medina 
Echavarria, according to whom “progress as an 
illusion has become progress as a fatality”. 
Official declarations, which in the early years of 
the region’s social and educational transition 
expounded the hopes pinned on the effects of 
educational expansion on development and 
society, nowadays tend to describe it as a 
problem of resources, of overeducation in 
relation to manpower requirements, of incon
gruity between social realities and inordi
nate aspirations to upward mobility through 
education. The second aspect to be stressed is the 
magnitude of the demands for education, the 
reason why they are so strongly felt throughout 
the social body, and why expectations respecting 
education are inconsistent with the social 
position of the homes from which they spring.

There can be no doubt that demands for 
education link up with the structural changes 
that have taken place in Latin American societies 
in recent years. As will shortly be discussed, edu
cation became the indispensable ‘passport’ 
enabling the new generations to take their place 
in urban life and in the increasing number of 
industrial occupations or modern services 
that necessitate education, if not as a specific 
requirement for the performance of the activi
ties involved, certainly as a cultural requisite for 
integration into complex organizations.

But neither does this explanation cover the

‘'‘José Medina Echavarria, Filosofía, educacióny desarro
llo, Part One: La reflexión critica; chapter 1, "El desarrollo y su 
filosofía", Mexico City, Editorial Siglo XXI, 1967, p. 71.

whole problem, for it does not tell us the why and 
wherefore either of demand for education for 
cultural purposes, or the sizeable ‘investment’ 
that families place in education with 
ever-diminishing returns, nor, lastly, does it 
explain how aspirations to the attainment of 
higher studies are cherished in homes that barely 
reach subsistence levels.

It is difficult to base the quest for other 
explanations on empirical research —among 
other reasons, because Latin American social 
sciences have taken this situation for granted— 
since it is seldom grounded on research and 
more often, it depends on personal dialogue 
with members of such diverse categories as 
peasants, urban settlers or Ministers, or else 
on testimonies from educators or literary 
sources.*^

What is certain is that education has 
expanded more intensively than any other social 
good, and its development is inconsistent with 
the opportunities afforded by the social order in 
respect of access to income and participation in 
power.

In urban popular groups, educational aspi
rations are infinite; in contrast, the level of satis
faction with regard to occupation, income, hous
ing and even health betrays the recognition of a 
ceiling which generally speaking corresponds 
with the self-identification of these groups in the 
social system and with the perception of the pos
sible and the impossible where access to goods is 
concerned given the prevailing order. And con
versely, in these modest households, with their 
precarious housing and work conditions, the par
ents, themselves illiterate or with only the ear
liest grades of primary education, dream of their

'^Stella Vecino et al., Proceso pedagógico y heterogeneidad 
cultural en el Ecuador, UNESCO/ECLA/UNDP Project on De
velopment and Education in Latin America and the Carib
bean, DEALC/22, Buenos Aires, 1979; José Matos Mar et 
al., Educación, lengua y marginalidad rural en el Perú, 
UNESCO/ECLA/UNDP Project on Development and 
Education in Latin America and the Caribbean, DEALC/IQ, 
Buenos Aires, 1978; Julián Ripa, Recuerdos de un maestro 
patagónico, Buenos Aires, Editorial Mary mar, 1980,
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children’s gaining university degrees. The aspi
ration is apparently untenable, in vietv of the fact 
that such homes have no cultural capital or edu
cational instruments, such as books, and that 
they will need the economic effort, from an early 
age, of the very children whom, on the other 
hand, they destine to so culturally lofty a future. 
This discrepancy has customarily been interpret
ed as a manifestation of the existing maladjust
ment between social condition and aspirations, 
but it might also be reinterpreted to the effect 
that these educational aspirations reflect the con
tradiction between discourse and practice in the 
exercise of power in Latin America.

In the terrain of declarations, it has been 
asserted that upward social mobility is desirable 
and possible for all social groups, that culture is 
the most valuable good offered by society, that 
possession of it is what confers entitlement to 
collective esteem, and, lastly, that integration in 
the nation must be the main objective of individ
ual and group behaviour, because the na
tion is the collective entity that gives meaning to 
individual identity; and this collective identity 
overrides any other consideration of social 
differentiation and stratification.

In the disquisitions in which the originality 
of the New World societies is asserted, equality is 
represented as the norm, and the status of individ
uals depends upon their merits and virtues. 
This concept, notwithstanding the evidence of 
stern reality to the contrary, was repeatedly al
leged as the foundation for the legitimacy of the 
political system and was assimilated by society, 
which believed and still does believe it valid; 
consequently, education was regarded as the 
means of converting discourse into reality. The 
same argument accounts in turn for the fact that 
meager social attainments are imputed to indi
vidual responsibility; it often happens that in 
surveys the persons interviewed attribute their 
lack of social success to their low level of edu
cation —for want of supply, or by their own fault 
in not taking advantage of the supply that 
existed— which undoubtedly establishes the 
bases for social conformity with the patterns of 
social distribution.**’ As the converse of this

'^Germán W. Rama, Grupos socialesy educación secunda
ria, Montevideo, Editorial Area, 1964; Juan Carlos Tedesco

self-blame must be viewed the demand for edu
cational services to enable their children to bring 
the foundational political discourse to life; this 
seems ratified by the value which the social 
system has set on educational capital, and which 
is measureable by the notable income differences 
between the educated and the uneducated, and 
the assignment of prestigious social positions to 
those whose levels of education are high. In the 
past, when exclusion from education was 
predominant in Latin America, the élite made 
education their exclusive prerogative and 
legitimized their power through academic 
degrees; this was ‘internalized’ to such a degree 
that in some Latin America societies persons in 
an inferior social position, when speaking to 
someone they assume to be their social superior, 
address him as ‘Doctor’, 'Licenciado', etc.

The hierarchy of the cultural dimension 
must also be taken into consideration. In Euro
pean societies, culture was associated with the 
condition of a superior social group and estab
lished an inter-group distinction which was 
transmitted by family channels; one manifes
tation of this was the importance attached to 
differences in the pattern or style and art of 
consumption, as evidence of the social back
ground of individuals.*^ In Latin America, the 
long-drawn-out cycle of conflicts over the cons
titution of the State and the succession of political 
and economic changes, with the consequent 
partial or total renewal of the upper groups, 
prevented the establishment of a higher culture 
handed down through family channels. On the 
contrary, culture was a creation of the edu
cational system, and therefore theoretically ac
cessible to all. Education was the means of acquir
ing a new personal dimension, which in terms of 
prestige equalled or exceeded the accumulation 
of goods.

What is more, in Latin America recognition 
is only just beginning to be accorded to the rela
tion which has been established in the developed

and Rodrigo Parra, Marginaiidad urbana y educación formal. 
Planteo del problema y perspectivas de análisis. UNESCO/ECLA/ 
UNDP Project on Development and Education in Latin Ame
rica and the Caribbean, Fìchas/15, Buenos Aires, 1980.

' ’Pier re Bourdieu, La distinction. Critique sociale du juge
ment, Paris, Les Editions de Minuit, 1979.
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countries between culture and school culture 
—with pejorative implications for the latter— or 
between autonomous cultural groups and the 
educational institutions of which they are inde
pendent, and their relation to which is 
r e in te rp re ta b le  in W eberian  term s o f 
prophetism and priesthood. It very often 
happens that some countries, with university 
enrolm ents o f tens or even hundreds of 
thousands of students, are lacking in periodicals, 
cenacles and ‘sophisticated’ forms of cultural 
consumption in the field of the cinema, theatre 
and art in general. Another patent phenomenon 
is the political regression which has taken place in 
some societies, and which is characterized by 
rigid ideological control of universities and the 
consequent disappearance of their former 
channels of self-expression; this has caused what 
has been termed the ‘cultural blackout’, partly 
explicable by the want of an autonomous cultural 
ambit, independent of educational institutions.

The su per imposition of culture and institu
tionalized education, and still more the recog
nition that the latter generates the former, has 
influenced the fact that demands for culture, 
whether pursuing it as an objective in itself or 
merely status-seeking, have concentrated on the 
educational system and have been invested with a 
prestige that has spread even to relatively low 
social groups, which have come to consider 
culture as a good theoretically accessible to all.

Lastly, consideration should be given to 
another dimension: that of national integration. 
In societies originating in international immi
gration, as well as in those deriving from a fusion 
of arbitrarily aggregated multiracial inflows with 
relations of personalized dependence (i.e., the 
majority), nation-building aspirations are frus- 
tated over and over again by the exclusivist 
preactivities of the groups in power. In oligarchic 
régimes, the people were disqualified for 
intervention in the res publica by their ignorance, 
and this was perpetuated by the absence of edu
cational supply; subsequently, the restrictive 
pronouncements of political bureaucracies or 
technocratic groups asserted that the problems

'^Gregorio Weinberg, “El apagón cultural”, in El des
contento y la promesa, Buenos Aires, Editorial de Belgrano, 
1982.

were too complex for any but a few to be capable 
of adopting decisions. That is, in both cases, the 
lack of education was put forward as the formal 
reason for exclusion in a national and, therefore, 
participative society. Education is linked with 
citizenship, and in some Latin American societies 
illiteracy was, until the last decade, a cause of 
exclusion from the right to vote. Nevertheless, 
over and above the legal restrictions on citizen
ship, education was envisaged as the road par 
excellence to participation in political —that is, in 
the national—, society.^“’

In the light of this aspect of the question, 
processes of social change through revolutionary 
political movements can be connected with mass 
demands for popular education, accompanied 
by the expenditure of great efforts in terms of 
resources, time and willingness of adults in the 
popular sectors to assume the invariably complex 
and difficult position of educands. The earliest 
manifestation of these achievements in Latin 
America was undoubtedly the popular education 
process under the Mexican Revolution, the re
ception accorded to the cultural missions of the 
1920s and the Radical attempt to set afoot the 
so-called ‘socialist education’ in the 1930s. Later 
on, the Bolivian nationalist revolution of the 
1950s gave rise to a remarkable peasant organi
zation for the diffusion of education; and in 
more recent years the Cuban and Nicaraguan 
revolutions have exhibited —on an international 
scale— a surprising phenomenon: the first 
concern of the new authorities was to organize a 
mass mobilization of society in order to 
incorporate into education those formerly 
excluded from it, who made unprecedented ef
forts to learn, with a view to acquiring a good of 
no value whatever from the standpoint of its 
economic profitability. *̂^

‘‘■’Germán W, Rama, “Estructura e movimentos sociais 
no desenvolvimehto da educagao popular”, in G.W. Rama 
(coordinator), Mrulan^as educacwnais na América Latina. Síímíí- 
fóej e condi0es, Fortaleza, Editorial Universidade Federal do 
Ceará, 1983; Germán W. Rama, Transición estructural y educa- 
ción: la situación de la juventud, paper presented at a seminar 
held by the CLACSO Education Committee, Sao Paulo, 20-23 
June 1983.

'̂ “Sylvain Lourie and Germán W, Rama, Elaboración de 
lineamientospara una nueva educación, Report to the Minister of 
Education of the Republic of Nicaragua, Managua, mimeo
graphed text, August 1980; Josefina Zoraida Vásquez, “Tres
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In this way, too, a linkage can be found 
between socially shared demands for education 
and democratization processes, such as that re
corded in Venezuela {among other countries) 
barely 25 years ago: the will of the élites to cons
truct a democratic system, and therefore to estab
lish education as a prerequisite for citizenship, 
met with a generalized predisposition in society, 
which promoted a rapid institutionalization of 
education; and this, inter alia, entailed mass re
cruitment of educators from the whole of Latin 
America, necessary for the satisfaction of the 
aforesaid demand.

Lastly, reference should be made to the tie 
between nation and education in the case of the 
so-called small countries. When national identi
ty began to take definite shape in these, some

apprehension arose, as a counterpart, in view of 
the intrinsic weakness implicit in the relatively 
small size of the societies concerned. Existence as 
a nation is not merely something to be taken for 
granted, but a permanent challenge, which in
volves, in the first place, economic viability, and, 
secondly, a strengthening of cultural integration, 
in pursuit of a hyperintegration which will afford 
protection against adverse conditions. It is not by 
chance that some of the smaller nations of the 
area, such as Costa Rica and Uruguay, are the 
countries in which the educational vocation and 
its achievements are most noteworthy; nor that 
Paraguay, for instance, with its harrowing histor
ical experience of vulnerability, should also be, 
at its level, a country where popular demand for 
education is ardent in the extreme.^'

VII
Education and structural change in Latin America

Throughout the period beginning around 1950 
demands for educational supply and its expan
sion can be seen to be closely related with the 
structural changes undergone from that date on
wards by Latin American societies.

During that space of time a new society 
came into being; but in contrast with the accep
ted tenets of classic sociological theory, it did not 
stem from an initially integrated structure. In 
Latin America, on the contrary, the process 
started from a society which has been described 
as dual, in an endeavour to explain the 
coexistence, at the same time and in the same 
space, of different social stages, the ordering of 
which was, no doubt, a good deal more 
diversified than the notion of dualism sought to 
express.

On the basis of the empirical data available, 
the following can be noted as the main features 
of this transition: an explosive rate of population 
growth (and, in consequence, larger numbers of

intentos de cambio social a través de la educación”, in Germán 
W. Rama (coordinator), Mudangas educacionais na América La- 
lina, op. cü.

young people); a great increase in the proportion 
of urban population; an economically active 
population whose growth tended to diminish in 
the agricultural sector, but to increase in the 
industrial and above all in the modern tertiary 
sectors; in agriculture, the liquidation of what is 
known as the socio-economic model of the 
hacienda, with the ensuing displacement and 
impoverishment of the rural workers; and, lastly, 
significant rates of economic growth which did 
not help to increase social equality, but at all 
events, by raising the minimum level of income, 
permitted limited but real effects in the shape of 
a ‘trickle-down’ of income to the lowest social 
groups.

The basic changes described above brought 
about a whole set of modifications in the social 
structure which may be defined as a process of 
change through structural mobility. Obviously,

‘̂Carlos Real de Azúa, “Small nations and the 
‘constrictive’ style of development", in CEPAL Review, No. 4, 
Santiago, Chile, second haU of 1977; Domingo M. Rivarola, 
Educación y desarrollo en el Paraguay, UNESCO/ECLA/ 
UNDP Project on Development and Education in Latin 
America and the Caribbean, DEALC/7, Rev. 1, Rueños Aires,
1978.
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the intensity and modalities of this change varied 
from one country to another, but its effects on 
social stratification can be summarized, in broad 
outline, as follows:

a) An increase in the size of the working 
class, and differentiation between the sectors 
linked to the industries with more advanced 
technology and the rest (combined, in some 
countries, with a significant decrease in indus
trial employment);

b) Accelerated expansion of non-manual 
occupations and more and more differentiation 
between middle-class sectors. In this connection 
mention should be made of the gaps between, on 
the one hand, university-educated technicians 
integrated with the State and with the more dy
namic economic sectors, and bearers of a 
rationale opposed to the inefficiencies and 
contradictions of the system, and on the other 
hand, such categories as those of small 
shopkeepers and artisans, threatened by 
structural change, and easily seduced by an 
ideological discourse at variance with the 
capitalist modernization of societies. It should 
also be pointed out that educational and 
generational gaps —the educated and the 
younger groups were dominant in the emerging 
sector— came to play a more important part than 
income levels in the definition of identities, 
because these tend to be founded on ideological 
bases, on citizenship. Within these middle classes 
some groups assumed a key role; among them 
the technobureaucrats, in whose ideology 
criteria linked with private enterprise were 
predominant. Equally susceptible of definition 
by its educational situation was the group 
concerned with health and educational activities, 
the volume of which in some countries was 
already beginning to equal or exceed that of the 
agricultural EAP. This group suffered notable 
losses of income, although not always of status, 
because the latter was enhanced by virtue of the 
role assigned to such activities by the ‘critical 
intellectuals’, whose development was bound up 
with lack of power and of possibilities of using 
their knowledge in the exercise of their oc
cupations;

c) In relation to the entrepreneurial 
groups, a point that must be borne in mind is the 
transformation or disappearance of the rural oli
garchy and the shaping of a modern entre

preneurial sector, as well as the close linkage 
between the financial and industrial sectors, and 
between these and the State and transnational 
corporations, while, down below, the lines drawn 
by structural heterogeneity continued to 
separate the peasantry and the urban marginal 
sectors from the groups that were dearly 
integrated with capitalist development.

The present study is not the place to em
bark upon an analysis of the changes recorded in 
social structure and stratification, already 
carefully examined in a number of tex ts .W h at 
is important, on the other hand, is to underline, 
for the purposes of educational analysis, the 
concept of societies in process of change. During 
the period not only did the groups themselves 
change, but also their position in the system; it 
was society itself that was moving towards a 
future model not yet clearly defined. In the 
course of this process the pre-existing modern 
section of society was too small to absorb the mass 
of newcomers and transmit to it patterns of 
socialization and assimilation (the urbanization 
problem is a clear case in point). In more 
dynamic societies, analyses of intra-generational 
mobility indicate rapid shifts from agricultural to 
non-agricultural and from manual to 
non-manual occupations, and, in the aggregate, 
a succession of replacements which tended, in

an ECLA Seminar on Recent Changes in Social 
Structures and Stratification in Latin America. Comparative 
Analysis of Countries and Regional Prospects in the 1980s 
(Santiago, Chile, 12-15 September 1983), a set of papers 
containing abundant information was presented, among 
which mention may be made of the following: Fernando 
Henrique Cardoso, Dependencia y Democracia (E/CEPAL/ 
SEM. 10/R. 14); Julio Cotier, La constnicción nacional de los paí
ses andinos (E/CEPAL/SEM.10/R.16); Francisco Delich, Clase 
obrera, crisis industrial y recomposición social (Argentina) (E/ 
CEPAL/SEM.10/R.13); Claudio de Moura Castro, Novas es- 
truturas sociais e novas formas de organizando no Brasil contempora
neo (E/CEPAL/SEM. 10/R.12); John Durston and Guillermo 
Rosenbluth, Procesos de cambio en la estructura socio-ocupacional 
panameña 1960-1980 (E/CEPAL/SEM. 10/R. 10); Vilmar Farla, 
Desenvolvimento, urbanizando e mudannas na eslrutura do emprego: 
a experiencia brasileira dos últimos trinta anos (E/CEPAL/ 
SEM.10/R.6); Carlos Filgueira, Estructura y cambio social: ten
dencias recientes en Argentina, Brasil y Uruguay (E/CEPAL/ 
SEM.10/R.8); Rubén Katzman, N o t o s las transformaciones 
sectoriales del empleo en América Latina (E/CEPAL/SEM. 10/R.3) ; 
Javier Martínez, Tendencias de cambio en la estratificación social 
chilena 1970-1980 (E/CEPAL/SEM, 10/R.4).
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the first place, to weaken group identities, and 
secondly to accentuate expectations of social 
mobility.

These expectations have been sustained 
not by equalization processes —limited in their 
scope— but by structural changes, alongside 
mechanisms of integration into modern society 
which have proved extremely contradictory. In 
some dimensions, such as education and culture, 
the popular sectors were able to believe that they 
were succeeding in participating in power and 
making their influence felt when they obtained 
educational services. Concurrently, integration 
into the political community was an experience 
full of frustrations; in some cases it did not occur 
at all, while in others participation was symbolic, 
or was real but was followed by drastic exclu
sions. Lastly, where income was concerned a sort 
o f ‘external proletariat’ grew up, formed by mim- 
fundistas and urban subproletarian groups, 
whose marginality became more marked as the 
average income of the population increased and 
new consumption patterns spread, while the 
groups integrated in the system met with 
ambivalent phases of achievements and setbacks 
in respect of participation in the fruits of econ
omic growth.

The constitution of a new national and 
societal model was coincident with the crisis of 
the power of the oligarchy, and with the 
generalization of an economic organization 
which represented capitalism on the upgrade 
and an accelerated accumulation process (in 
some cases, accumulation which despoiled the 
popular sectors). It seems important to 
emphasize that this generalization of capitalist 
patterns came about in the absence of a ruling 
group capable of developing a power system and 
a legitimizing ideology consistent with the 
economic accumulation which this form of 
capitalism demands. With the exception of a 
single country, in Latin America there has been 
no instance of continuity, during a period of 
significant length, of dominant social groups that 
have exercised power without being subject to 
violent impugnments, or without needing con
tradictory alliances in order to keep the power in 
their hands. What is more, it is precisely during 
these three decades of diffusion and imposition 
of the capitalist economic model that the most 
intensive social movements have been recorded,

the most vital revolutionary processes, and the 
deepest internal social cleavages, together with 
attempts to create new modes of social organiza
tion not based on capitalism, or at least not on 
the pure forms of capitalist concentration which 
were exactly what its implantation in the region 
implied. The very fact of the State’s resorting to 
violence as a form of social control indicates the 
enormous difficulties the authorities have had in 
convincing society of the acceptability of the 
economic and social model, while at the same 
time it points to the immense mobilization 
capacity of social forces, which, for diverse 
motives and on a different scale, oppose the 
social and political, if not the cultural, corollaries 
deriving from the capitalist accumulation 
model.^^

In this changing society, education became 
an adjustment variable and an arena for the 
various social group’s conflicting interests and 
ideologies with regard to the ideas of 
participation and exclusion.

As an adjustment variable education may 
be said to have performed the following 
functions:

a) It contributed the cultural elements 
necessary for effecting this rapid transition and 
for bringing about changes in occupational social 
positions;

b) It made the socialization of the new gen
erations possible when the traditional 
mechanisms lost their efficacy and families in the 
lower population strata could hardly perform 
this task, given the gap between the educational 
levels of parents and children, and the fact that 
the life experience of one generation was no 
longer valid in relation to that of the next;

c) It afforded basic training of a generic 
cultural type, which was linked not so much with 
knowledge as with the capacity for adaptation to 
changing situations, which proved very 
important in a process of social transformation 
whose final destiny was and still is indiscernible, 
and which in many countries has undergone

^^Enzo Faletto and Germán W. Rama, Algunas 
reflexiones sobre los procesos de cambio social en América Latína, 
paper presented at the above-mentioned Seminar on Recent 
Changes in Social Structures and Stratification in Latin 
America.
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profound modifications stemming from 
capricious propositions which, in the name of 
ideologies, attempted or successfully managed to 
bring about radical changes in social structures;

d) In the case of women, when the first two 
levels of education were generalized for both 
sexes alike, and feminine participation in higher 
education was also extended (although in a 
slightly lower proportion), the democratization 
of sexual relations became possible;

e) It established the minimal educational 
background required for youth to be incorpo
rated in the expansion of the tertiary sector 
employment market. In Latin America, this 
sector contributed about 60% of the new jobs 
created between 1950 and 1980; even if personal 
services, whose educational requirements are 
more modest, are eliminated from the category, 
it still doubles the contribution of manufacturing 
to the employment supply.(O fficial policies 
tenaciously strove to orient the new generations 
towards terminal technical training for their 
future entrance into industry; with still greater 
tenacity society repudiated this orientation and, 
in the light of better knowledge of market trends, 
called for general secondary education, which 
came to account for about 70% of enrolment at 
that level);

f) The articulation of educational ex
pansion with the change in social structures 
seemed to provide real grounds for expectations 
of upward social mobility. Thus the social system 
gained legitimacy, because with the expansion of 
education the collective aspirations to mobility, 
access to culture and integration into national 
society appeared to take on reality; while the 
linkage between structural change and edu
cational opportunities gave an apparently 
genuine ring to the values declared by the power 
system. The dynamism shown made more 
impression on the various social groups than did 
the goals attained; although certain groups 
received only a few school grades of an 
education whose low quality they were not in a 
position to assess, on observing the access of

'̂‘UNESCO/ECLA/UNDP Project on Development 
and Education in Latin America and the Caribbean, La 
educación y los problemas del empleo. Informes Fiimles, No. 3, 
Buenos Aires, 1981.

Other contiguous groups to higher educational 
levels they believed that reaching these 
themselves would be only a matter of time. All 
felt themselves to be on the same conveyor belt 
which, albeit a little later but without doubt 
infallibly, would carry them to the higher 
educational levels after which they hankered; if 
they never reached them, the blame was not to be 
laid on the social system but on themselves;

g) In view of the very great significance of 
education in Latin American society, its 
conversion into an accessible value made it 
possible to defer the questioning of the social 
system as expressed through its concentration of 
income and power. Many studies —in this same 
issue of the CEPAL Review that of Carlos 
Filgueira— have drawn attention to the greater 
elasticity of education, and how it became a field 
for social bargaining, while rigidity with respect 
to other variables remained unaltered. This 
contradiction was not total, since education 
became a system of upward social mobility within 
the framework of structural change, and even in 
the more unfavourable cases an indispensable 
‘passport’ to competition in the employment 
market which afforded status and income. 
Nevertheless, it established bases for social 
consensus, mitigating the conflictive tendencies 
that were bound to arise in a process of structural 
transition which was accompanied by marked 
income concentration, and during which 
repressive forms of power all too frequently 
made their appearance. Like consumption, 
education became a social recompense which 
tempered the strong tendencies towards conflict 
existing during this period. The adult 
generation appeared more inclined to accept the 
injustice and irrationality of the system because 
education seemed to promise their children’s 
participation later on.

Education can be a social adjustment 
variable if other social variables, for their part, 
make educational conquests meaningful. The 
first of these' variables is the dynamism of 
structural change, whose maintenance implies 
the existence of a sizeable rural population in a 
position to enter urban life, as well as a steady 
increase in industrial occupations in the sector 
with advanced technology, and, in greater 
measure, the development of the modern 
tertiary occupations associated with the
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improvement of the population’s living 
conditions, i.e., with income distribution 
through social channels. The second is a rate of 
economic growth sufficiently high to sustain the 
simultaneous betterment of all groups and an 
upward movement both in the occupational scale 
and in the scale of consumption. The third is an 
improvement in income distribution —which 
may or may not be consistent with the preceding 
variable— such that the mass diffusion of 
education is accompanied by equally mass access 
to forms of consumption correlative with the 
level of aspirations generated by culture itself. 
The generation that was the first to succeed in 
overleaping the barriers, once so significant, 
between manual and non-manual activities may 
feel content with this symbolic change; for the 
next generation, on the other hand, this will no 
longer be a conquest and their aspirations will be 
centred on the improvement of living conditions. 
The fourth variable is the population’s ability to 
make use as citizens of the education received. If 
the educational system effectively creates 
capacities for reasoning and analysis, these 
capacities are not circumscribed to the 
occupational sphere, but are applied to the 
observations of society and promote the 
aspiration to participate in order to steer society 
towards images of future organization which are 
regarded as viable and to be desired.

The foregoing remarks open up two new 
dimensions of the analysis. The first relates to 
those social groups which were excluded from 
education, or those which received it in a form so 
incipient as to be barely equivalent to literacy 
teaching, and even those others which did not 
succeed in completing a six-year primary 
education (categories which in all amount to 
almost 50% of the school-age population). Their 
relative position in the social stratification system 
seriously deteriorates on account of the gap 
between their education and that received by the 
—now massive— sectors with advanced 
educational levels, and their expectations of 
incorporation into society may turn into 
deep-seated frustration, in view of their few 
completed years of study. Without breaking new 
ground in the analysis of a dual society, it must be 
pointed out that, as noted by Fernando H. 
Cardoso, the society engendered by the 
associate-dependent type of development

contradictorily synthesizes characteristic effects 
o f ‘mass societies’ with aspects of the type society 
formerly called ‘dual’, marked on the one hand 
by the poverty and relative non-differentiation 
of the masses, formed by the ‘subaltern classes’, 
and on the other hand by the more integrated 
and more pronouncedly classist structure of the 
incorporated se c to rs .W h ile  education has 
tended to reproduce this pattern, it has done so 
on a smaller scale, and the educational lines of 
demarcation not only do not coincide with the 
rest but represent a dynamic factor of access for 
subordinate social groups. An outstanding case 
in point is the situation of the marginal sectors in 
big cities, which are much better supplied with 
educational services than the rural population, 
whatever its social level. Perhaps this same 
ambivalence might be regarded as the cause of 
the very recent demands for educational services 
on the part of subproletarian and rural groups 
hitherto totally or partially excluded from 
education.

The second dimension relates to the way in 
which an adjustment variable can turn into a 
conflict variable. Given the great expectations 
pinned on education and the use made of it as a 
means of legitimizing the social system, when 
educational results do not come up to 
expectations social frustrations are generated 
which may become an important basis for 
movements in opposition to the statu quo. 
Particularly sensitive in this respect are the 
middle-income social sectors, which, taking the 
former oligarchy as their referent, continue to 
hope that advanced education will by 
synonymous with high income levels. But 
beyond this problem the generic question arises 
of the congruency between educational 
attainments and the use that can be made of 
them. In those societies where structural change 
has been very slow and, in contrast, educational 
expansion considerable, this incongruity has 
served as a basis for political ‘contestation’. As 
Schumpeter has pointed out, when there is no 
room in the social structure for the technical 
cadres the identity of the technician slides into 
that of the intellectual, by which is meant that of

^®Fernando Henrique Cardoso, Dependencia y demo- 
cracia, op, cü.
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an intellectual critical of the system. At that stage 
expectations of individual mobility come to an 
end, and a^vareness grows up that a change in the 
social system is the only road to individual 
self-fulfilment, which can therefore be achieved 
solely through collective change.

In these circumstances the contradiction 
between the declarations formulated and the 
values professed by the power groups becomes 
obvious, all the more so when the latter have not 
been capable of generating an ideology to justify 
the capitalist development process carried out. 
Moreover, they have resorted —in association

with sectors originating in the one-time oligarchy 
or with religious or military groups that are the 
bearers of obsolescent conceptions— to old-style 
ideologies, contradictorily fusing the 
modernizing element in capitalist development 
with the archaic content of an anti-nation 
language, a language of anti-rationalism and of 
repudiation of the differentiation of social 
groups and of social change, which are the 
motive forces behind the dynamism of the cycle 
of permanent innovation that the functioning of 
capitalism requires.

V III
Demand for education, State action and degree 

o f differentiation of educational systems: 
analysis model

The foregoing analysis has brought out the way 
in which the development of Latin American 
society has been patterned by: a counterpoint 
between exclusion and participation; the role 
played in the legitimation of social systems by 
official expositions of principle and a political 
theory which, far from formally denying 
participation has made it the apparent prop of 
the social organization; the contradictory 
character of social preaching and social practice; 
the roots of demand for education in Latin 
America, and the mode of articulation between 
educational expansion and structural change 
since the Second World War; and, lastly, the part 
played by education as a variable of adjustment 
—and by now, in some cases, of dissension— in 
this process of structural change. The idea of 
adjustment, however, arose as an a posteriori 
observation of what the social process was like, 
telling us nothing of the reasons and the social 
forces that intervened in educational expansion; 
hitherto this expansion has been taken for 
granted, and all that has been said is that it 
resulted from economic demand, and in some 
cases from national integration projects which 
emerged in response to the need to build the

nation and integrate societies when the models of 
colonial origin, based on exclusion, were leading 
to social disintegration.

The time has now come to analyse how the 
different social strata were articulated in their 
generic demands for participation and specific 
demands for education; what action was taken by 
the State on its diverse fronts (as the State of 
social classes, as the State promoter of change 
and of national integration); and lastly what role 
was filled in this process by the educational 
systems, since these are theoretically subsystems 
specializing in the production and diffusion of 
knowledge, and therefore subject to professional 
values and norms which do not necessarily 
coincide either with the social groups’ objectives 
of power or participation or with the objectives of 
exclusion or integration pursued by the State.

For the purposes of the analysis, recourse is 
had to an interpretation model which is 
presented below as a figure, constructed on the 
basis of the interaction of the following variables: 
dominant articulation in the type of educational 
demand, educational policy followed by the State 
and degree of differentiation of educational 
systems. This last affects the description of the
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type of education, but does not determine it. 
H ence the analysis presents four socio- 
educational models which seek to encompass, 
in very general terms, the variety of specific 
historical situations to be found in the region.

We have called these four models exclusive, 
classist, segmentary and universalist. The 
exclusive educational model is that resulting 
from the combination of a restrictive State policy 
with a demand for education in which the upper 
classes and an associated fraction of the middle 
classes predominate. If  these sectors are 
dominant in civic society, and in particular in the 
establishment of educational demand, and are 
confronted with a State which is trying to 
implement a policy of social and national 
integration, the outcome will be a segmentary 
educational model. The classist educational 
model emerges when middle classes and popular 
classes join forces in demanding education as a 
form of social participation, while the State, 
which represents the dominant groups, not only 
restricts the supply of education but attempts to 
adjust it in quantity and quality to the level of 
participation and of aspiration to social mobility 
which it deems appropriate for each social class. 
Lastly, the universalist educational model comes 
into being when the middle classes and the 
popular sectors form in one way or another a 
power alliance whose objectives include, 
precisely, an educational policy geared to social 
and national integration; moreover, in its 
extreme instances, this policy may propose to 
offset, at least in part, the unequal distribution of 
goods —material and non-material— in which 
social classes originate, and to make education 
into a meritocratic selection system.

In each of the compartments of the figure a 
subdivision into two categories has been intro
duced: in the first appear the differentiated edu
cational systems that have taken a specific shape 
in which academic and scientific objectives are 
paramount; those in the second, given their 
dependence on the power system and on the 
social classes, have not succeeded in constituting 
a differentiated subsystem.

^®For a first version of this interpretation, see (German 
W. Rama, “Articulation sociale et différenciation éducative”, 
in Kevue Améiique Latine, No, 14, Paris, April-June 1983.

In the development of education, the mid
dle classes are the protagonists of a determinant 
role; as such, they are indissolubly linked to edu
cation and to the progressively differentiated 
sectors of activity which are demanding this edu
cation as a prerequisite. But the form taken by 
the demand for education on the part of the 
middle classes, and in particular the type of edu
cational system to which they aspire, has 
different orientations according to whether the 
class system in which they are inserted is one 
where the other significant social actor is the 
organized proletariat, or, on the contrary, is a 
non-differentiated mass of rural and urban 
subproletarian population. In the first case social 
alliances, tacit or explicit, are built up with the 
main objective of introducing changes in the 
social system, in opposition to the group which 
holds the reins of power; here, options as to a 
national project are politically expressed in 
populist or social-democrat forms, accompanied 
in every case by social modernization objectives. 
In the specifically educational field, they lean 
towards the constitution of universalist systems, 
at least as far as conditions of access and social 
selection are concerned; this interest seldom 
extends, however, to matters connected with the 
content and teaching techniques necessary to 
establish educational universalism in culturally 
heterogeneous societies.

In the second case, the middle classes see 
the working class and the popular sector in gener
al as groups whose upward mobility necessarily 
implies that they themselves move downwards. 
This perception is reaffirmed when the social 
relations constructed in the past are of a type 
based on appointed stations in life, with racial 
components; when the spaces for insertion of the 
middle class are limited by a low degree of struc
tural dynamics; and when the power of oligar
chic tradition has kept alive adscriptive criteria in 
social selection, accompanied, for the members 
of lower groups, by small quotas of ‘sponsored’ 
mobility.

In the first case, upward mobility processes 
starting from the popular classes, where the 
emergent middle classes had their origin, could 
have established a degree of communication be
tween social classes which decisively influenced 
acceptance of the other as a legitimate 
competitor in an educational system. Countries
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where modernization began early show 
differences of timing in the formation of classes, 
and when the historical memory of the aforesaid 
connection seemed to be breaking up, the rise of 
the technical operatives sectors and the relative 
downward movements of non-manual workers 
with repetitive activities once again established 
inter-class liaisons of a different kind. In 
countries where the transition was effected 
rapidly, intra-and inter-generational dynamics 
was so intensive that in the same families 
proletarian and bureaucratic insertions existed 
side by side.

In contrast, in those societies whose histori
cal characteristic was the exclusion of the broad 
masses from education and the radical socio-cul
tural discontinuity between them and the sum
mit groups, the middle classes attached them
selves to the upper class as a means of defending 
the small spaces at their disposal, and tended to 
build up educational systems with the same pecu
liar features of social selectivity and adscription 
that had characterized the traditional oligar
chies. And this may be still more marked in 
societies whose middle classes had their origin 
not so much in processes of social upward 
mobility as in the biological reproduction of the 
group itself, when its reproduction so far 
exceeds the expansion of the structure that its 
members have to live permanently threatened by 
the spectre of social demotion.

The action of the State, as a major agent of 
the educational process, does not always necessar
ily reflect the interests of the upper social 
groups. The present article does not seem to be 
the place for an analysis of the relations between 
the State and civic society, or for consideration of 
the role of the State as a privileged actor during 
periods of change, whereas the social classes 
would play this part during spells of stability. By 
way of illustration of what has recently hap
pened, suffice it to mention that in some cases 
the State has been ‘privatized’ by certain power 
groups, while in others the groups into whose 
hands power has circumstantially fallen have 
proposed deliberately to destroy the bases of the 
power of the traditional oligarchy in order to 
create the conditions for a national society capa
ble of superseding the dualisms and heterogene
ity inherited from the colonial past. While these 
are extreme cases, situations are also to be found

in which the State has acquired a relative 
autonomy in relation to groups holding 
economic power, through national contol of 
natural resources, the income from which has 
enabled it to act as an agent of economic 
development and a promoter of a modern class 
system, as well as of a democratic political system 
grounded on a notable expansion of educational 
supply. In other instances, the State may reflect 
an articulation or alliance of social groups, the 
parties to it being middle-class or popular groups 
which can obtain power and participation 
provided that a democratic system is in force, 
and that processes of upward social mobility are 
based on the generalization of an educational 
system of relatively homogeneous quality. Lastly, 
as education is associated with national 
integration, when the latter is fragile and 
moreover necessary for the survival of the 
collectivity, the State may pursue educational 
policies which, by giving priority to national 
identity, necessarily generate contradictions with 
the class system.

The specificity of the education system is 
easier to achieve when the State has a conception 
of development which includes scientific know
ledge, and when it interprets democracy as a 
system in which the citizen has had to have an 
education that will enable him to choose between 
values and strategies. The economic system, for 
its part, will have a decisive influence on the 
ranking of knowledge in the educational system 
when its development requires, at all levels, 
human resources trained in scientific rationality. 
When external demands are weak, the specificity 
of the function of the education system can be 
established only if educators have been 
differentiated and formed into a group whose 
professional definition is superior to its 
bureaucratic non-differentation. This is a 
complex process, in which references to the 
international scientific community intervene, 
and which is based on the existence of intellectual 
groups who assume responsibility for the 
development of national culture. A 
complementary part is played by ideological 
commitments with national development goals 
which include the will to see to it that the society 
acquires an international position or that the 
people’s cultural conditions are improved. But 
without technical self-identification these
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commitments determine a type of discourse, not 
of pedagogical action. And conversely, pro
fessional identity-consciousness may govern 
educational action directed towards the 
formation of summit groups, while in 
relationship educands of popular origin, social 
gaps may give support to bureaucratic behaviour 
patterns based on the alleged ‘uselessness’ of 
educating the masses.

In any of these cases, values can only be 
established as from the time when units con
cerned with the creation of knowledge are 
developed in the education system itself, i.e., 
when a scientific system evolves, in relation to 
which the different roles of the members of the 
education system are defined. In other words, 
the primary teacher’s referent becomes the 
university researcher who is creating knowledge 
in the scientific or cultural areas or in educational 
sciences; and the objective of the educator’s task 
will be to ensure that educands acquire, in 
accordance with the stage of formation that they 
have reached in the school cycle, the knowledge 
indispensable for understanding higher 
scientific studies at subsequent stages in their 
education. In conjunction with these values is 
developed the professionalization of the role; 
this implies that even the rural educator in the 
remotest of areas thinks of himself as different 
from a public official, and that his image of 
himself is formed in accordance with the image 
held of him by the whole group of professionals 
engaged in the creation and transmission of 
knowledge. Consequently, for educators their 
personal sense of achievement will depend upon 
their technical performance and on the extent to 
which this approximates to the theoretical 
models; so that success and skill in transmitting 
knowledge and teaching educands to think will 
become a key dimension of their own personal 
self-esteem.

An educational system with these character
istics is what we have termed a differentiated 
academic system, which may be constituted for 
the whole of the education system or only for its 
upper sectors. In the former case it will be linked 
with the universalization of the education sys
tem; in the second, with the said system’s restric
tive character, so that only that part of the educa
tional system which is concerned with the social
ization of the upper groups can become this type

of differentiated academic system of education 
with scientific bases.

In the exclusive educational model, 
education is expanded in accordance with the 
dominant demands of the upper and middle 
classes, while education for the popular sectors 
manifestly lags behind, as is evidenced by the 
high percentages of illiteracy and lack of basic 
education among youth, as well as by the 
deterioration of educational service conditions in 
the respective country’s most underdeveloped 
areas; and this situation coexists with a 
high-quality closed circuit at the university level. 
This latter receives the biggest financial 
allocations, while primary education, which in 
some cases depends upon the financial capacity 
of the municipal units, reflects in the quality of 
the knowledge imparted the stratified income 
and socio-cultural levels of the population in the 
different areas. The rural population and the 
marginal population of the least developed areas 
are regarded as a manpower reserve, which for 
the moment has no chance of being offered 
occupation, and whose education might not only 
affect labour costs but also promote social 
mobilization processes which in due course could 
even undermine the stability of this exclusionist 
model.

In predominantly rural countries, where 
national integration is incipient and the middle 
classes and popular sectors are lacking in organi
zation, the system adds to its characteristic of 
exclusiveness that of non-differentiation from 
the academic standpoint.

The segmentary model is observable in those 
countries where State educational policy sets 
up integration objectives and is confronted with 
a society whose dominant groups are still the 
upper and upper middle classes. These reject 
integration policy and try to reconstruct the edu
cational system in accordance with the lines of 
segmentation characteristic of the society. Owing 
to the State’s weak implementation capacity, 
combined with the chronic shortage of material 
and human resources, educational expansion at 
the lower levels becomes mainly symbolic, while 
the upper groups further the creation of a 
higher-quality academic circuit, entry to which is 
normally obtained through pre-school or 
primary establishments of a private and selective 
nature. The availability of State resources for
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private universities is guaranteed, however, or 
the non-fee-paying character of those official 
establishments whose entrance examinations 
ensure the exclusive admittance of youth from 
the upper sectors. Both in this model and in the 
classist model, the discontinuity between the 
units forming the university system is 
remarkable; while some impart knowledge and 
aptitudes necessary for filling higher positions, 
others reflect the different levels of the social 
market and receive students who, because of 
their social background and origin, can only 
assimilate a travesty of knowledge, and are thus 
destined for low-status positions incongruous 
with a university degree.

In the classist model strong pressure is 
exerted by the varied range of middle-class and 
popular sectors to gain access to education and 
continue it; the State, on its part, withstands this 
pressure by invoking all sorts of expedients. The 
first of these is the allocation of education by 
social groups, which is exemplified in the persis
tence of an education supply for the rural 
population that fails to offer the complete 
primary cycle, as well as in the notable 
differences of equipment among schools 
according to their social context; this establishes 
an informal scale by way of which the best 
educators try to obtain posts in the best-equipped 
schools with the most favourable socio-cultural 
environment. The second expedient is to create a 
bottleneck in the official supply of 
non-fee-paying general secondary education 
when social pressure proves impossible to 
contain, a system parallel to secondary education 
is set up, which is slanted towards 
technico-manual activities, and whose graduates 
have only limited access to higher education. 
Lastly, the university system represents a rigidly 
classist structure of prior curriculum and fees; 
this permits the organization of closed circuits 
whose level of academic activity creates a 
stratified linkage between social background and 
position on entry into the employment market.

In the three models discussed, academic 
differentiation processes, when they occur at all, 
do so only in the upper circuit. Educational cen
tres at the tertiary level are so completely cut off 
from the preceding educational levels that there 
is no spill-over of scientific knowledge and the 
highest forms of culture from the centres of ex

cellence to the system in its entirety. Moreover, 
training centres for primary and secondary 
school teachers tend to be set up outside the 
university system, and when they are integrated 
with it operate in watertight compartments, i.e., 
without communication with those units where 
research is conducted and higher knowledge 
disseminated. Noteworthy in this connection is 
the situation of a country which deliberately, 
with the aim of restructuring class relations, 
promoted a switch-over from a universalist 
education system to another of the classist type, 
including among the measures taken the 
separation of teacher training centres from the 
university proper; while, in addition, it divorced 
secondary education from technical education at 
the secondary level, derogating the latter to a 
mere training function; and furthermore, it 
atomized a universalist primary education 
system, which was making for cultural 
homogenization and was entrusted to the 
responsibility of the national State, turning it into 
a municipal system which, by virtue of the 
disparate spatial location of social classes, could 
not do other than reflect them.

The universalist model presupposes a high 
degree of socio-cultural homogeneity of the 
population, on which the model itself exerts 
a cumulative and decisive influence. It implies 
not only consistency between policies and 
demands, but a great deal of social 
communication between the various classes, 
which in turn calls for a relatively progressive 
income distribution pattern. In this instance the 
middle classes play an essential role: the mere 
fact of having imposed the model indicates that 
they have succeeded in including the remaining 
classes in their social promotion patterns, i.e., in a 
meritocracy. As the middle classes lack the 
economic power and social rank of the 
traditional group, they make knowledge the 
prop and stay of the system of power and social 
organization which they aspire to construct in 
relation to the upper social class, and for the 
smooth operation of the model it is important 
that the educational tribunal should be accepted 
as the tribunal of social selection and that pro
motion criteria on adscriptive bases should not 
be applied; as regards the lower classes, the 
model offers channels of social mobility 
regulated to a great extent by the
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correspondence between family culture and 
school culture, which is precisely very high in the 
middle classes, so that the openness of the system 
is not indiscriminate. All groups are induced to 
compete in a market system where benefits and 
rewards are allocated by a tribunal relatively 
independent of power and classes, i.e., the 
educators’ tribunal. Competition is imperfect 
because educational attainment is statistically 
associated with socio-cultural background; but 
among possible worlds this is the best, since it 
takes into account the diversity of the 
distribution of intelligence, which does not 
depend upon social classes.

A system with these characteristics entails a 
number of requisites, among which the following 
may be mentioned: a marked predominance of 
the public sector, which monitors the private sec
tor so as to standardize norms for programmes, 
selection of teachers, etc.; the non-fee-paying 
character of the entire educational system; strict 
academic requirements, applied by well-trained 
and socially-respected teaching personnel, 
capable of irreproachable action in the 
formation and selection system; a measure of 
homogeneity in educational equipment and in 
the quality of teachers, which can be secured by 
means of an academic-bureaucratic system of 
training for the teaching profession; a high 
degree of integration among the various 
academic levels with regard to scientific creation 
and diffusion criteria, and, lastly, the presence of 
cultural groups independent of the system, in a 
position to stimulate with their expressions of 
opinion an educational system whose 
differentiation calls for autonomy in relation to 
the State and neutrality with respect to classes 
and ideologies^ .̂

The scheme of analysis presented here, in 
so far as it considers education as a result of the 
interaction of values and social forces, has a dy
namic character appropriate to the analysis of

^^The empirical bases of the analysis presented in the 
course of section VII are to be found in the body of studies 
relating to the Project on Development and Education in 
Latin America and the Caribbean. Some of these are 
particularly informative, especially the series of Final Reports 
comprising 1. Sociedad rural, educación y escuela; 2. El cambio 
educativo. Situación y condiciones. 3. La educación y los problemas 
del empleo. 4. Desarrollo y educación en América Latina. Síntesis 
general, UNESCO/ECLA/UNDP, Buenos Aires, 1980.

Latin American society as a society in course of 
processing, whose structures are not yet crystal
lized. This implies that countries can pass from 
one category to another without their 
displacements necessarily making for the 
implantation of the universalist model. By virtue 
of the region’s political and social contradictions, 
power constellations occur which try to 
introduce new patterns of social organization 
with or without the support of the dominant 
articulations of the social classes: an attempt 
involving changes in the national education, 
which in cases of political and social regression 
are brought about in a framework of severe 
social coercion.

The scheme of analysis adopted has alsi) 
made it possible to identify education as one of 
the social arenas in which conflicts and aspir
ations as to alternative development styles are 
fought out. The interplay of exclusion and 
participation has given rise, in the special circum
stances of Latin America’s structural transition, 
to an enormous expansion of education, with 
undeniable effects not only on human resources 
but also on the capacity of the various social 
groups to participate in national society. 
Education has been a field for social conflict and 
bargaining, and the form assumed by the systems 
has depended not only upon their point of 
departure, but also on the strength of the social 
protagonists and on the role of societal 
organization projects. Education contains in 
embryo a principle of social homogenization and 
meritocratic selection, provided that it is itself 
effectively homogeneous, of scientific quality 
and capable of developing personalities with 
independent criteria. In this sense education 
would seem to constitute, if it is compared with 
prevailing social conditions, a revolutionary 
force. If to all this is added the fact that its 
expansion, especially at the secondary and 
higher levels, has exceeded the increase in hier
archic posts afforded by the organization of so
ciety, it is easily understandable that group 
conflicts over power (which means over cultural 
power as well) have been transferred to the 
education sector, perverting the democratic 
effect of more extensive coverage with the 
stratification of the educational system itself in 
closed circuits of unequal quality, where the 
newcomers to education are given, in some cases, 
only the merest semblance of knowledge.
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The first part of this study aims to justify on the one 
hand the validity and interest of the historical 
dimension and, on the other, the use of categories of 
analysis such as development ‘models’ or ‘styles’.

The period of time covered —two centuries— 
reveals that both the prevailing conditions and the 
educational ideas in Latin America display very differ
ent features and characteristics depending on the 
countries and circumstances in question, and many of 
them still persist to this very day, converted into 
traditions or continuing to carry weight through insti
tutional or legal inertia.

Indeed, the proper understanding of these 
processes only seems possible if they are referred to 
the implicitly accepted development ‘models’ or ‘styles’ 
and the ideologies behind them. Certain significant 
characteristics —some of them lasting— could be 
inferred from their analysis. Thus, it may be noted 
that many proposals could not be carried out at the 
time because of the absence o f agents which espoused 
them, that is to say, because of the lack of social forces 
willing to support them until they overcame the 
obstacles standing in the way of their realization. 
Prestigious transplanted ‘models’ —sometimes of 
proven efficiency in other regions— failed because 
they had not been adequately rethought nor faced up 
to the new realities and because the asynchronous 
aspects involved had not been noted in time, all of 
which helped on many occasions to hinder or prevent 
the proposed processes of change.

Thus, everything seems to indicate that over
coming many of the present maladjustments, 
contradictions or shortcomings of the educational 
system or of the relations between this system and 
society calls for the undertaking of studies in order to 
prepare models which are satisfactory from the 
technical point of view and viable in practice.

’•‘Collaborator on the Project “Development and 
Education in Latin America and the Caribbean”.

Introduction

One of the varied facets of the concept of 
‘dependence’, and perhaps one of the least 
studied, is that concerning the persistence of past 
ideas; in this respect, it does not seem overbold to 
assert that many of the present educational 
systems —although it is quite true that they have 
been modernized many times— still retain 
rigidities in line with the timeworn ideas with 
which they are imbued. Thus, and without for 
the moment going more deeply into the matter, 
it may be said that this ‘dependence’ can be seen 
in the maintenance of ideas such as those which 
confuse primary or elementary population with 
popular education, which continue to view the 
secondary school as a state leading more or less 
preponderantly to the university, and which 
continue to see the latter as virtually the only 
expression of the tertiary level. The extent to 
which these preconceptions {which many would 
call prejudices) are maintained represents a 
problem of enormous importance which calls, 
among many other things, for an analysis of the 
original formation of these ideas and the 
achievements inspired by them, which are now in 
a process of veritable crystallization. Here, 
however, rather than seeking to deal with these 
shortcomings, it is important to bring out the 
significance of the historical perspective, since 
this, among other contributions, highlights the 
validity of many problems: that is to say, its 
interest goes beyond the academic field in 
promoting understanding of one of the 
mainstreams of contemporary reality.

In recent years, the concept of education 
itself has been notably enriched by the addition 
of new dimensions to its study. Leaving aside the 
strictly quantitative aspects, it seems most 
interesting here to examine the outstanding role 
that must be assigned to several different 
concepts: development, planning, and, more 
recently, the concept of development ‘models’ or 
‘styles’. On the one hand, this enables us to 
rethink both the significance and the scope of 
the educational process, while on the other it 
makes it possible to establish new relations, de
termine projections, and analyse immediate and 
longer-term consequences. This broadening of 
its ambit provides us with new conceptual instru
ments for the deeper study of all the implications 
involved, while at the same time it encourages the 
possible renovation of teaching and training
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activities, which have also been somewhat 
neglected.*

The concepts of the development ‘model’ 
or ‘style’ which will be used as a framework 
for seeking greater understanding of some 
significant moments in the Latin American 
process have already given rise to a copious 
literature,^ enriched more recently by a study by 
Marshall Wolfe {printed in this issue of CEPAL 
Rexnew), which speaks of ‘models’ when planners 
use these to order their proposals, and ‘myths’ 
when the latter are widely disseminated in order 
to create an active consensus in favour of 
particular directions of change and particular 
sacrifices. This pair of concepts —‘models’ and 
‘myths’— undoubtedly greatly enriches the 
understanding of this historical process of edu
cation.

Although the ideas of the development 
‘model’ or ‘style’ referred to do favour, as we 
have already said, the understanding of the 
processes and also, of course, that of the con
tradictions inherent in them, this in no way justi
fies overlooking the particular features of their 
application. Thus, in dealing with a universe as 
broad as that of education, it is impossible to 
leave aside the asynchronism or dephasing 
between the different levels of ideas, legislation 
and actual educational conditions which 
constitutes a factor of distortions usually left out 
of the reckoning. Thus, when rethought in the 
light of certain ‘models’, we see more clearly the 
contradictions existing on one and the same level, 
and these are further aggravated when the 
analysis moves to the study of the relation between 
the different levels. Maintaining that the ideas do 
not fit in with the institutions, with the needs or

'Some of the ideas set forth here are developed in 
much greater detail in our study Modelos educativos en el 
desarrollo histórico de América Latina, prepared as part of the 
UNESCO/ECLA/UNDP Project on Developmem and 
Education in Latin America and tlic Caribbean 
(DEALC/5/Rev.l), Buenos Aires, February 1981.

^See Aníbal Pinto, “Styles of development in Latin 
America”, pp, 99-130; Marshall Wolfe, “Approaches to 
development: who is approaching what?”, pp. 131-172, and 
Jorge Graciarena, “Power and development styles. Some 
heterodox positions”, pp. 173-194, in CEPAL Review, No. 1, 
first half of 1976. For a historian’s point of view, see Fernand 
Braudel, Ecrits sur I’kistoire, Paris, Flammarion, 1969, 
especially, pp. 64-72.

with the aspirations seems to have become a com
monplace which does not call for further 
comment. But no less significant, perhaps, is the 
case of educational ideas placed at the service of 
‘models’ which, for various reasons, did not 
achieve complete success or were failures in 
practice; the fact is that the ideas involved nearly 
always, but not invariably, anticipate the require
ments raised by actual conditions, which put 
forward objectives that are difficult to achieve 
and sometimes prove impossible to realize 
because of the lack o f ‘agents’ for making them a 
reality. As logic would seem to indicate, however, 
and as history confirms, in other circumstances 
ideas often lag behind the requirements that may 
be raised by a ‘development model’, above all 
when the adoption of the latter leads to faster 
change. It is also by no means infrequent that the 
debates in Latin America are really nothing but a 
transposition of those carried out in the 
developed countries, whose assumptions are 
taken for granted, so that questions which are 
perhaps of profounder importance are skimmed 
over or completely ignored. Examples of such 
questions are the problems raised by the 
existence of a substantial non-integrated 
indigenous population or the persistence of 
indigenous languages side by side with Spanish 
{or, to a much lesser degree, Portuguese), or, in 
other parts of the region, problems of land 
ownership or political rights in areas of 
immigration.

There are, of course, particular concepts of 
education, especially those underlying the 
formulation of medium or long-term proposals 
or policies {and frequently shared or even taken 
over by public opinion, or at least by a significant 
sector of it). As aspirations, they thus anticipate 
reality {as in the case of the idea of universal 
primary education), and sometimes this 
consensus, at least apparently, has succeeded in 
inspiring legislation which almost always remains 
unfulfilled up to the present in many Latin 
American countries; what happened was that 
both the ideas and the legislation generated a 
climate which was capable of promoting a sort of 
confidence {it seems preferable to use this word 
here rather than others which have perhaps 
more equivocal connotations such as ‘foith’ or 
‘mystique’, although it may be agreed that all of 
them can serve as nourishment for the idea of the
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‘myth': a concept which implies a considerable 
rationalization of the foregoing) in the 
importance of education as an effective factor of 
socialization, mobility, integration of the country 
and training for the occupations which the 
development model adopted called upon the 
various social groups to carry out. We must 
acknowledge, however, that all this generated a 
favourable attitude and inspired initiatives, while 
at the same time giving rise to a receptive if not 
positively creative disposition with regard to edu
cational innovations. There are other circun- 
stances, where the terms of this situation may 
have been reversed, especially when educational 
policies capable of formulating proposals instead 
go onto the defensive; when this happens, tra
ditional positions are strengthened to the detri
ment of innovative attitudes, and bureaucratic 
criteria are consolidated at the expense of new 
ideas and of receptivity to new developments. In 
short, when ideas enter a blind alley —for it is no 
accident that the crisis of educational systems 
coincides with the crisis of the ‘development 
models’— then instead of being propagated, 
ideas begin to shrink, and it seems appropriate in 
some cases to say that they lag behind the existing 
legislation and, of course, the obstinate realities. 
It is the ‘style’ —we must insist— which prevents 
us from committing anachronisms such as 
attributing to the spirit of certain past edu
cational systems such purposes as increasing 
social mobility or reducing wage inequalities 
(criteria which only began to take shape a very 
few decades ago, and which even then stemmed 
from the so-called central countries), although it 
is true that they may have had underlying them 
a hypothetical equalitarian purpose which is 
perceptible above all in some places where 
slavery had previously been abolished, even if 
only formally.

In short, even at the risk of coming 
perilously close to a tautological assertion, it may 
be said that it is the ‘model’ which gives 
significance to the educational process, and it is 
as a function of it that the results should be 
appraised: in other words —but still taking a very 
similar approach— in order to understand the 
significance and objectives of a particular process 
it is necessary to have a proper understanding of 
the ‘model’ which serves as a starting point and 
the limitations which it imposes. Otherwise,

there is a danger of warping its significance, as in 
the case of measuring the achievements of an 
elitist university system simply by the increase in 
enrolments.

Without pretending in any way that there is 
any automatic correspondence between the 
‘style’ or ‘model’ adopted and the educational 
system in force in each case, a summary historical 
review of the Latin American process offers 
some interesting conclusions which give grounds 
for reflecting on many of its dimensions and 
conditioning factors. Sometimes, too, it is even 
possible to draw inferences which can in one wav 
or another legitimate criteria or proposals today.

Studies on education and development in 
Latin America —although they were not given 
this name, of course— go back considerably 
further in time than might at first sight be 
supposed, and in quite a few cases they even go 
back earlier than those carried out in some 
central countries. This apparent paradox is 
easily explained if we note that they almost 
always represent responses to the queries which 
thinkers in the New World were obliged to make 
regarding the requisites which should be 
fulfilled in order to attain the prestigious 
‘models’ reputed, proposed or accepted by them 
as satisfactory goals or objectives.

Many elements therefore permit us to 
re-examine recent experiences or historical 
processes whose achievements or failures are ail 
the more eloquent if referred to the context 
given by the concepts of the ‘model’ or ‘style’. 
This means, then, that they have a high degree of 
doctrinal and instrumental interest because as 
well as giving a more precise idea of what each 
era understands by education, what values it 
assigns to it and what results it expects from 
the theoretical postulations and human and 
economic investments made, they also make it 
possible to prepare descriptions and diagnoses of 
new planes of the phenomenon of education, or 
at least factors which had previously gone un
noticed. Thus, for example, if they are set forth 
properly this will also help towards a better 
knowledge of the ‘resistance to change’ or ‘force 
of inertia’ observed both in the system and in the 
mentality of educators, or even more so, on the 
part of society in general. In short, these and 
other reasons which could be adduced fully 
justify, at least in our opinion, the use of these
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analytical categories in order better to 
understand the questions which we are dealing 
with here.

It should also be recalled that here in Latin 
America the political factor undoubtedly had 
more significant weight than in other regions, 
because here the consolidation of the State was 
an essential prerequisite, whereas it was of 
relatively little importance in those countries 
which were at that time exercising a strong 
ideological influence, such as England, France 
and the United States, where this question had 
already been settled some time before, although 
not without conflicts. Exploring the role of edu
cation in Latin American history is not only 
important but also very revealing in many senses, 
and its importance therefore greatly exceeds that 
of the history of its specific institutions or 
achievements, since it must be seen in the light of 
a number of dimensions. These include the 
significance which it had as a generator of society 
and also the role which it played in structuring 
the forms of democracy which led —often with 
many ups and downs— from the nation to the 
State. It is only after the beginning of the de
colonization process, generally speaking after 
the Second World War, that these problems 
reappear in the African and Asian countries 
which were then in the process of emancipation,

although in these cases the moment oi 
independence is so close to that of economic 
development as to become completely merged 
with it, or at least with the attempts to assert their 
cultural identity and the efforts on behalf of the 
‘economic take-off. It may be recalled, in 
contrast, that in Latin America the moment of 
emancipation was almost always separated by a 
number of decades from the time of accelerated 
development, with everything that that implies.

Also of interest, however, are the 
restrictions or limitations which are to be 
observed in the area of education, together with 
such features as its predominantly urban or 
masculine pattern, its asymmetrical or asyn- 
chronic growth, its lag, etc., since all these are 
data whose significance goes beyond that of mere 
theoretical considerations, because more often 
than not they help us to go to the root of 
questions which are still valid or to appraise 
trends as eloquent as those observed by Germán 
W. Rama, who identifies a contrapuntal 
relationship between policies of exclusion and 
participation. And it should be noted that this 
latter pair of concepts can acquire such 
wholeness as to make it capable of becoming an 
axis around which a large part of the educational 
process can be made to revolve.

The Enlightenment
Without going back too far in time, and limiting 
ourselves only to a few moments in the process 
of the historical development of Latin America 
(especially those moments which still maintain 
their validity) and to some of the background 
details of this development, let us see what sig
nificance the Enlightenment had as a prior phase 
to independence.

A characteristic feature of the ‘model’ of 
the Enlightenment is its modernizing spirit: 
secularization of life in general, with its natural 
consequences for society and administration; 
diversification of production, and cultural and 
educational updating, even though the concern

was limited above all to the purpose of training a 
ruling class. The Spanish, French and Italian 
influences took root in the New World after 
some delay, and this has apparently been a 
lasting feature, as it is to be observed in practi
cally all the processes of ideological influence 
right up to the present day. This asynchronism is 
a constant element in the relation between the 
peripheral countries and the central or devel
oped countries, and it manifests itself on such 
dissimilar levels as the receipt of patterns, values, 
fashions, technologies, aesthetic and intellectual 
flows, etc. Overcoming this lag is a practical and 
theoretical problem of enormous importance.
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and it cannot be solved by adjusting ourselves 
to the pace of the developed countries, but rather 
by finding our own rythm.

Throughout the colonial period, Spain 
imposed an educational policy which was 
functionally correct for the metropolis, as 
befitted the model of an imperial power, but was 
of adverse characteristics if viewed in the light of 
future American needs.

The prevailing authoritarian traditional
ism explains some of the principles then in force 
(“no learning without tears”, “children are 
tainted with original sin”, etc.) which modern 
thinking and, later on, the Enlightenment, were 
to have so much trouble in uprooting. Generally 
speaking, it can be said that the educational and 
cultural guidelines were given from the 
Peninsula; it may be noted in this connection that 
the Laws of the Indies do not make any mention 
of elementary education, paying attention only 
to the other levels. Moreover, the varieties 
resulting from the different criteria with which 
these laws were applied do not seem very 
significant.

In Spain, the spirit of renewal always saw 
education as an instrument considered to be 
appropriate for effectively overcoming the 
shortcomings observed both in the field of 
economic activity and in that of social relations. 
The Enlightenment —a current of thinking in 
which education was a key factor— helped to 
undermine the rigid traditionalism and the 
deep-rooted principle of authority and, 
ultimately, to incorporate new concepts and 
activities in place of the previous ones. It may be 
noted that manual labour continued to be legally 
viewed as degrading and servile in Spain and its 
colonies up to 1783. In short, the followers of the 
Enlightenment were convinced of the need and 
the possibility for progress, understood as an 
impulse which would lead to the dissemination 
and permanent establishment of such ideals as 
happiness and freedom, without of course 
ignoring that of usefulness. And it was here that 
education played an outstanding role.

As modern ideas spread,“ the disfunc- 
tionality of those which the metropolis sought to 
impose became more obvious, and this situation 
confirmed the backwardness of the system of 
education and its faulty adjustment to the needs

being posed by new times and more recent re
quirements. The critical spirit acted as a disol
ving factor, and the new generations of creole 
settlers gradually took it over. To all this must 
also be added the serious consequences ac
companying the expulsion of the Company of 
Jesus. On the one hand, this event was the result 
of the very dynamics of the process of seculari
sation of the State and the natural tendency 
towards the homogenization of its political, ad
ministrative and judicial structures, in which this 
religious group exercised particular influence. 
On the other hand, however, the disappearance 
of the Jesuits also meant the disappearance of a 
group which had been a champion of the 
established order and had had a great effect 
on extensive and very important sectors of the 
ruling class. The Jesuits occupied a predominant 
place in the educational system, and when they 
were expelled their substitution led to a consider
able decline in the levels of quality reached and 
the methods applied, while the objectives 
pursued also became vaguer. Furthermore, the 
forced exile of hundreds of priests —many of 
whom were members of creole families with 
deep roots in their native land— helped to 
increase the number of critics and even of 
enemies of the colonial régime. From another 
point of view, it could be said that the expulsion 
of this religious order constitutes an early 
example of the ‘brain drain’ for political reasons, 
which we have seen repeated unfortunately in 
successive centuries. Furthemore, as was soon to 
be seen, the Crown did not have the professional 
staff needed to take over the work of an order 
which had such long-standing experience and 
whose primary purposes included precisely the 
formation of a ruling class among whose set of 
values faithfulness to the régime played a 
decisive role.

Many examples could be given to show the 
unsatisfactory conditions in which primary edu
cation operated. Eloquent testimony of this is to 
be found in the writings of the Archbishop of 
Guatemala, Pedro Cortés y Larraz, or the 
statements made by Simón Rodríguez and 
published over several decades.

The universities languished during the 
eighteenth century because of the fact that 
traditional ideas predominated in them, so that 
education was gradually losing its significance
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and becoming alienated from the conceptual in
struments which would permit it to understand 
reality. For this reason, the new needs raised by 
the ‘model' which was in the process of adoption 
had partly to be satisfied by the development of 
other ideas and techniques, but now outside the 
cloisters of religious groups, thus bringing 
forward by many decades the profound changes 
in the universities. The new scientific, economic 
and cultural ideas were to find a more favourable 
climate in less rigid institutions, that is to say, 
institutions more open to innovation and to new 
concerns, where there was less weight of routine 
and inertia. In the last few decades of this period 
it was also possible to observe in the region a 
phenomenon with generally similar character
istics: namely, the growing role of societies which 
in some way sought to fill the vacuum left in 
certain circumstances by the establishments of 
higher education when these fell out of phase 
with their times, or, in other words, when, be
cause of excessive routine or professionalization, 
they came to neglect ‘novelties’ or failed to offer 
responses to the problems and needs arising 
from progress.

In America, it was the Sociedades Económicas 
de Amigos del Pais and the Consulates which were 
the centres from which these ideas were dis
seminated, or rather from which the ‘models’, 
which were rather theoretical to begin with, 
gradually came closer and closer to reality, so 
that in many cases they ceased to be more or less 
rational constructions full of good intentions and 
humanitarian spirit and became instead medium 
and long-term proposals. These initiatives, and 
also their achievements, took place between the 
years 1790-1810. Although all comparisons are 
risky and there are notable differences, quite 
apart from the two centuries which separate 
them, we have often felt that it would be both 
useful and illustrative to consider the similarities 
which may exist between the intellectual climate 
and proposals generated by those local-scale in
stitutions and those of present regional-type or
ganizations such as ECLA.

Thus, Ildefonso Leal, the historian of 
Venezuelan education, says that “from the Real 
Consulado instructions were given on how to 
construct roads, harbours and canals, and prizes 
were offered for those who prepared the best 
technical papers on the cultivation of tobacco,

cotton, indigo, sugar cane and cocoa in which 
clear details and instructions were given in a full 
and circumstantial manner on the factors and 
combinations involved in the cultivation, 
processing, manufacture, consumption and 
trade of these valuable products, together with 
everything needed to organize an hacienda.^ 
Thousands of leagues away, in Buenos Aires, 
Manuel Belgrano, Secretary of the Consulate, 
was at the same time putting forward a series of 
initiatives aimed at “improving the situation of 
the country and increasing the wealth and 
happiness of its inhabitants”. Hence his 
all-embracing interest in such matters as roads, 
ports, lighthouses, agronomic studies, trade 
schools, agriculture, navigation, the dissemi
nation of booklets translated into Spanish with 
instructions on new and better methods of 
working the land, fertilizers, fences, forestry, 
crop rotation, etc. He also called for “free schools 
where the poor labourers can send their children 
without having to pay anything at all for their 
education”.

The few changes registered in institutions 
of higher education and the incorporation of 
new courses of study (especially law and 
medicine), which increased at the expense of 
theology and other outmoded subjects —thus, 
recreative physics grew at the expense of 
philosophical physics—, as well as the 
unanswered appeals for the construction of new 
educational establishments, indicate that the 
renovation took place along other lines.

On many other planes it was possible to 
observe the changes in attitudes and actions 
resulting from the new ‘style’ adopted, which 
infused and coloured numerous activities or 
initiatives such as the creation of educational 
establishments inspired by another spirit 
—above all of a practical nature— and which 
were also enriched by a different social 
extraction. A new ideology now prevailed which 
had at its disposal a number of developing 
instruments, one of which was exceptionally 
important: the dissemination of books, whose

^Documentos para la historia de la educación en Venezuela, 
preliminary study and compilation by Ildefonso Leal, 
Caracas, Library of the National Historical Academy, 1968, 
p. XXXII.
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equivalent is to be found today perhaps in the 
mass media (above all television and radio), 
which pose a tremendous challenge to the 
present educational system. Just as, at that time, 
it was necessary to redefine the situation in the 
light of this outstanding new factor —the book— 
which was already within the reach of a public 
extending far beyond that of the ‘intellectuals’, 
similarly, the mass media are now occupying the

field of information which was until recently the 
monopoly of formal education.

The next phase in history was to be that of 
the predominance of this ideology of the En
lightenment already referred to, now seeking 
actors with sufficient force and capacity to lead 
the approaching process of change; these new 
actors were to be the inspirers and leaders of 
independence.

II
Emancipation

During the process of emancipation and the 
years which followed it, most of the countries 
suffered profound population upheavals caused 
by the migration of large numbers of persons as a 
result of the war, a marked impoverishment due 
to the reduction in productive activities and the 
waste of resources involved in the conflict, and 
instability and uncertainty deriving from the 
vicissitudes of this struggle. Although the 
Bourbon tradition, which gave growing 
importance to the State in educational matters, 
continued, there was nevertheless undoubtedly 
an aggravation of the precarious state of the 
finances, together with administrative disorgan
ization.

In the new ruling class which was being 
formed, the predominance of the ideas of the 
Enlightenment continued, and this model was 
enriched with some very significant innovations, 
especially the addition of a new political attitude 
expressed above all by the replacement of the 
ideal of the ‘loyal subject’ with that of the ‘active 
citizen’. Although the attitude of this new ruling 
class may at times seem ingenous to us, it was 
nevertheles in keeping with the new principles 
incorporated. Thus, the participation of the 
people as a whole in educational activities was 
stimulated; editions were brought out of works 
such as Mariano Moreno’s version of Rousseau’s 
Social Contract or pamphlets on the rights and 
duties of citizens, which, although open to 
question from the educational point of view, 
nevertheless displayed and advanced political

spirit, all this being done with the idea of training 
the new generations; efforts were made to banish 
corporal punishment from the schools; concern 
with the education of women or Indians was 
encouraged, etc. In all this, there was a new style 
now based on the ideas of equality, freedom and 
justice as understood by the various groups, 
which covered a broad spectrum from the 
so-called Jacobins to the Moderates; the subject 
of education and culture was the order of the 
day. This marked the beginning of the forging of 
a ‘myth’ (in the sense given to this term by 
Marshall Wolfe) which, with brief eclipses, lasted 
for almost two centuries and whose exhaustion is 
a significant feature of recent years, when not 
only the importance of schools but even the 
usefulness of literacy are being brought into 
question.

The incorporation of political dimensions, 
with their mobilizing effects, converted the new 
‘model’ into a qualitatively different fact because 
of the breadth of its proposals and the profound 
effects it sought.

With regard to the prohibition of the use in 
schools of corporal punishment, which had 
previously been so widespread and generally 
accepted as a disciplinary method, it is 
interesting to note that this fits in with a number 
of measures inspired by similar purposes and is 
in keeping with the ‘style’ which was then being 
adopted in such matters as the abolition of the 
Inquisition and of personal service by the 
Indians, all of which were along the same lines.
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The shortage of human and economic 
resources was one of the biggest obstacles 
encountered by the new ruling groups in 
promoting their project; the details to hand on 
the level of qualifications of the teachers and the 
resources of the schools are quite depressing. To 
some extent, this explains the enthusiastic recep
tion given by the authorities or influential sectors 
of society of various countries from one end of 
the continent to the other to the so-called 
monitorial system of mutual education or, more 
frequently, the Lancastrian school, whose rapid 
and intensive spread in Ijoth the Old and New

Worlds confirms that it met a deeply felt need. 
Nor can it be ci>nsidered mere chance that such 
leaders as Artigas, Rivadavia, O’Higgins, San 
Martin and Bolivar, all of whom were concerned 
to overcome these shortcomings, showed a 
markedly favourable attitude to this.

Thus, the initial democratic model was to 
be confronted with a stern challenge, anarchy, 
and this called forth a reacction favouring the 
construction and consolidation of the State, 
which was to resort, among other factors, to the 
monopoly of force.

I l l
Liberals and conservatives

From one end of Latin America to the other, the 
decades following the independence movements 
were marked by the vicissitudes of the armed 
struggles to consolidate emancipation or, in 
other cases, by the ravages of civil war.

The period between the Independence era 
and the linking of the Latin American economy 
to world markets is characterized by the priority 
given to the creation of the State, among whose 
minimum conditions, as already noted, was the 
monopoly of force (through the establishment of 
national armies, that is to say, by taking the 
armed forces away from the influence of local 
leaders) and an administrative structure, even if 
only of an elementary type; a process which was 
to be accompanied by the exclusion of the masses 
of the people from political decisions —phenom
ena which explain to some extent the low priority 
given to education.

Soon, however, signs of a redefinition of 
forces began to be observed. Thus, the tra
ditional conservative-minded groups (previously 
linked to the State, its administration and its 
bureaucracy, but above all connected with an 
economy and society based on the hacienda and 
plantation) tried to recover their positions. 
Opposing them were the liberals with their pro
grammes of renovation. It would be risky to 
generalize about the out-and-out predominance

of some of these groups over the others, whose 
features were sometimes quite similar. 
Furthermore, for various reasons the liberal and 
conservative currents in the New World had a 
content and characteristics different from those 
which they possessed in Europe.

Both sides —liberals and conservatives— 
claimed to have the capacity and the secret 
needed to restore order, which is what this was all 
about fundamentally. It should be noted that in 
some cases the opposition between them was 
much less frontal than appearances might 
indicate. Their antagonism is obvious, of course, 
when it is a question of their opposition as 
regards the Church or secularization, but it is not 
so obvious when dealing with other problems, 
such as those of the still-predominant rural 
population or the indigenous masses subject to 
an intensive process of déculturation. The dif
ferences in their attitudes vis-à-vis the State, how
ever, were important. The liberals constituted 
the negative element in the development of 
the process of consolidation of the State, since 
they almost always rejected the role traditionally 
attributed to it, and in some cases some 
radicalized groups disapproved of it altogether.

This attitude is difficult to explain when we 
recall that there were no groups which were in a 
position to carry out those activities which the
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liberals considered were not the responsibility of' 
the State, such as participating in economic 
development; these theoretical limits imposed 
on the function of the State brought with them 
serious consequences in various fields: thus, 
there were serious problems over the recognition 
in the educational field of the compulsory nature 
of education, which was sometimes felt by them 
to contradict the much-proclaimed principle of 
freedom of education. Furthermore, they made 
their criticism of the State from a European point 
of view which was inadequate to take in the Latin 
American political and institutional reality at a 
very different stage of its process of 
consolidation, while they also considered it as 
something left over from colonial times. Of 
course there was no bourgeoisie like that 
associated with advanced capitalism, as in 
Europe. For their part, the conservatives called 
for order and favoured its consolidation, which 
to some extent explains why in some cases they 
came to be protectionist or considered it essential 
to keep up regular established armies; because of 
the role assigned to the Church in educational 
matters, however, they denied the State any 
function in this field or else reduced its function 
to the minimum.

It should also be added, however, that 
although the Latin American population was 
predominantly rural, none of these groups did 
very much for education in rural areas, which 
after all seems logical enough if we take into 
account the predominantly urban nature of the 
liberals on the one hand and the manifest lack of 
interest of the conservatives in raising the 
cultural level of the peasantry, which consisted 
for the most part of peons and great indigenous 
masses not always integrated into the monetary 
economy. It was this vacuum in the educational 
policy of both currents which favoured the delay 
in incorporating these rural sectors into a more 
modern economy and society and, of course, in 
achieving their political participation, and this 
exclusion, as is well known, still persists in large 
sections of Latin America.

Without pretending to characterize them 
by using a simplistic formula, it could be said 
that, as far as this particular moment was 
concerned, the liberals—because of the interests 
they expressed and their ideological affiliation— 
aimed to be both renovators and secularizers.

that is to say, they adopted a position which 
brought them into confrontation with the 
political and economic power still retained by the 
Church, whose influence in the educational field 
they sought to reduce. The conservatives, in 
contrast, held that the Church was an important 
factor for maintaining or restoring order. Rather 
than formulating generic profiles, however, it 
seems more appropriate to see how these 
currents fitted into actual conditions and sought 
to modify them as a function of their project or 
model. The complexity of the process and the 
diversity of the features acquired by it in each 
country make it difficult to characterize in global 
terms, as the solutions proposed for the purpose 
of training the ruling élites for the new society 
were very diverse. Thus, in Mexico the liberals 
rejected the possibility of training these élites in 
the university, which was considered by them to 
be an institution with colonial overtones, whereas 
in Buenos Aires they managed to work out a 
proposal which, although short-lived, was 
nonetheless significant.

Andrés Bello occupies an exceptional 
place in this process. Located as he was astride 
the different periods into which this study has 
been divided —since he can be placed with very 
few reservations among the men behind the 
political emancipation and without any 
reservation at all among the fathers of 
intellectual emanicipation— his active teaching 
corresponds to the stage referred to here as that 
of 'liberals and conservatives’ and he is in the 
final analysis the precursor of popular 
education. The modernizing conservative spirit 
of Bello —who could by no means be legitimately 
assimilated to an immobile or traditionalist 
concept— undoubtedly owes a great deal to the 
impression made on him by the English 
experience in contrast with the events on the 
continent. During his prolonged stay in Great 
Britain he witnessed a gigantic effort of 
institutional reorganization to meet the decisive 
transformations of the economy and society 
deriving from the agricultural and industrial 
revolutions: a process which also underlined the 
importance of science and technology in 
building the future; at the same time, his interest 
was aroused by the role played by Great Britain 
in the new and still unstable balance of 
international relations, since this situation was by
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no means foreign to the development of events 
in the New World.

Always concerned about the fate of 
America, which was torn apart and 
impoverished by the prolonged civil wars which 
threatened its very existence, he saw in that 
singular style a possible formula for enabling the 
new States to channel the overflowing energy 
available by placing it at the service of their own 
interests. For this reason, Bello considered that

rather than toppling the shaken order, it should 
be restored as soon as possible, using education, 
legislation and trade as suitable instruments for 
achieving this.

The educational ideas of Bello are spread 
over numerous works {the most fundamental of 
which is the speech given in 1843 on the occasion 
of the establishment of the University of Chile), 
and above all through a vast range of activities 
which it is impossible even to summarize here.

IV
Toward popular education

In the whole of Latin America, and above all as 
from the years following the eras of the ‘Reform’ 
in Mexico and the ‘Organization’ in Argentina, 
efforts to incorporate a growing number of 
persons into what was then generously termed 
‘civilization’ were intensified. Except in a few 
cases such as Chile, which achieved early insti
tutional stability, none of the previous attempts 
had gained the hoped-for results, due inter alia to 
the precarious nature of their economies and the 
weak degree of integration into the central 
economies as a result of civil wars, administrative 
disorganization and shortage of financial re
sources, and also to the difficulties deriving from 
a geography which was frequently difficult, and 
a predominantly rural population (including 
areas where there was an overwhelming 
indigenous majority). In order to integrate the 
countries, it seemed that a prior requisite was to 
overcome isolation, poverty, linguistic frag
mentation: in short, to provide them with 
modern and stable institutions and legislation. 
All this, in the view of some of the most 
outstanding men of that generation, called for 
long-term educational policies involving 
significant investments in order to train teachers, 
build schools, equip lecture theatres, etc. It 
appeared that the consolidation of the national 
States could not be achieved without first of all at 
least putting under way the efforts to achieve 
these objectives.

In addition to the experience accumulated 
by the previous generation, marked by successive 
failures in the materialization of the educational 
policy, the growing needs thus identified were 
also accompanied by lucid diagnoses on part of 
the new leaders who were emerging: in this 
respect, there were several whose ideas are still 
surprisingly topical. Thus, a special place must 
be given aniong the precursors to the Mexican 
Benito Juárez, who showed as far back as 1884 
that he had a penetrating insight into the edu
cational situation of that country; an insight 
which he continued to enrich with the years and 
the course of his political activities.

Domingo Faustino Sarmiento, the 
champion of popular education, for his part, 
carried out his work at the other end of the 
continent and also displayed features which are 
worthy of note, albeit briefly.

The educational ideas put forward by 
Domingo Faustino Sarmiento in his efforts to 
gain their acceptance in his country were indis
solubly linked with a conception which 
integrated them into a policy of immigration and 
colonization promoting the transition from an 
Argentina based mainly on stock-raising to 
another based on agriculture in a broader sense, 
involving not only changes in the production 
structure, but also changes in the system of 
ownership with a view to the formation of an 
agricultural middle class. One of the essential
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elements in the implementation of this project, as 
just noted, was education, which was considered 
at that time, and at the primary level, as being 
capable of training men who could be producers 
and at the same time participants in this process 
of change. Education thus had just as much a 
political function as an economic and social 
function. It is quite obvious that that proposal 
ran ahead of the existing situation and was aimed 
at the creation of a new society with fundamen
tally different components and involving the 
presence of a plurality of participating social 
groups. His dominant concern with the primary 
level was correct at that time, since elementary 
(or basic or primary) education and popular edu
cation could be considered as more or less 
equivalent in those days. Of course, the actual 
progress in the promotion of literacy was slower 
than foreseen, because when the workers on the 
land did not achieve ownership of that land and 
they were also prevented from enjoying their 
political rights and effectively exercising 
suffrage, the educational factor did not manage 
to play within this plan the role of a 
change-promoting variable which was foreseen 
for it in Sarmiento’s initial model, but became 
instead a modernizing variable. At all events, 
however, these educational ideas began to play a 
fundamental role with the adoption of Law 
No. 1420, which was inspired by them and which 
was to have intensive nationalizing effects on im
migration and to help to integrate the country.

This policy permitted the early coverage of 
a very substantial part of the school-age popu
lation; that is to say, the purpose of universal
izing primary education was largely fulfilled. 
Thus, the centre of gravity of the system was kept 
in elementary education, while on the other 
hand secondary education was viewed only as a 
stepping-stone to the university, with the latter, 
in turn, being viewed as the means of training the 
ruling class and professionals required by 
development.

The work of the Uruguayan José Pedro 
Varela, probably marked the culmination of this 
current of thought and action whose main 
concern was popular education, considered as an 
instrument for transforming Latin American 
society. The ideology of José Pedro Varela, who 
was a disciple of Sarmiento in many respects and, 
like him, was an admirer of what has been called

the United States ‘model’ of development, was 
imbued with a spiritualistic rationalism which 
gradually changed into out-and-out positivism, 
the influence of which was henceforth to be 
decisive for the whole cultural and educational 
life of the country.

In order not to continue too long with all 
the references that could be made to the works of 
Varela, it is perhaps sufficient to mention some 
of his educational ideas connected with other 
dimensions of national activity ; “Education is the 
only service entrusted to the public adminis
tration which does not use up the capital invested 
in it but incorporates it in a new form, turning it 
into new capital represented by the individuals to 
whom education is given”. In an exercise in 
rigorously logical reasoning he holds that “a 
double effort is needed, then, to do away with the 
fundamental causes of our political crisis; on the 
one hand, we must do away with the ignorance of 
the landed gentry and the lower strata of society; 
on the other, we must seek to do away with the 
error which is fostered in the University and 
which draws after it the enlightened classes who 
intervene directly in public life”.̂  Translated 
into modern terms, Varela’s position constitutes a 
denunciation of the alliance of the rural leaders 
with the educated classes of the cities in the com
mon objective of excluding the people and 
barring all possibilities of change; in short, he 
was convinced that the Republic could only be 
built up through democracy.

The date of José Pedro Varela’s death 
seems like a symbol, since it coincides with the 
end of one era and the beginning of another; the 
new era was to be characterized by the urge for 
progress and all the contradictions that involved, 
and it was to be tinged ideologically by positivism, 
which was soon to undermine the liberal 
principles with which he was linked. The phrase 
which was repeated with slight variations from 
one end of the continent to the other —“edu
cation is the locomotive of progress”— links

^José Pedro Varela, L a  edu cac ión  d el puebU}, Monte
video, 1874, and Lo/egísiacíánejco/ar, Montevideo, 1876; both 
republished under the generic title o f O bras p edagóg icas, 
Montevideo, Biblioteca Artigas, 1964 (Colección Clásicos 
Uruguayos). The quotations are from L a  leg islación  escolar, 
pp. 90, 111 and 114.
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together three concepts very dear to the leaders 
of the last two decades of the century: education, 
locomotive {i.e., railways), and progress.

In short, Domingo Faustino Sarmiento and 
José Pedro Varela advocated a type of social 
order which would make it possible to overcome 
the economic and cultural backwardness 
{especially of the rural population, which 
continued to be the overwhelming and under
privileged majority) and political instability; to 
this end, they were supporters of an order based 
on education and participation, which meant 
something very different from the kind of order 
that the supporters of positivism would later seek 
to impose. As these visionaries lacked the social 
forces which were essential in order to back up 
their programme of change, their ideas 
remained to some extent floating in a vacuum, 
but at all events their plans were to gain 
significance and begin to be realized when they 
were espoused by the new urban groups, and 
especially when the middle classes arose.

Just as liberalism ceased to believe in the 
universities of colonial origin because they were 
considered to be institutions identified with 
traditional value  ̂and hence likely to perpetuate 
the prevailing patterns, likewise, at the time 
under discussion, when great educational 
reforms were projected, these were not ‘élitist’ 
and were anti-university. This is understandable 
if we recall that the university, which was to 
continue being of a minority nature, if not 
frankly oligarchical (because of the social back
ground of the students, the courses studied in it 
and the professional and cultural function 
assigned to its graduates), could hardly 
understand and much less express the interests 
and aspirations of the new groups, whose 
development ‘model’ was by no means based on 
higher education but called rather for broad 
mass culture with both a political and a utilitarian 
function.

V
T he positivist stage

Because of the industrial revolution, which was 
producing manufactures in growing amounts 
and needed abundant raw materials and food, 
the habits of life and consumption in the Old 
World were changing. All this was to bring with it 
unsuspected consequences for the Latin Amer
ican countries, which were to continue incor
porating themselves to the extent of their export 
capacity in the international market as both 
producers and consumers, but would not 
therefore necessarily become industrialized, as 
was so lightly taken for granted, since inter
national relations were to take a different course 
and were to consolidate inequality and 
backwardness.

The initial surge in the exports of the 
developing countries meant the accumulation of 
surpluses which were not always invested in line 
with economic or productive criteria (indeed, at 
that time there were neither the social classes nor

the stimuli needed to do this) but were very often 
frittered away on luxury consumption. At least to 
some extent and for some sectors, progress 
seemed to be synonymous with a high level of 
comfort and higher consumption of increasingly 
sophisticated goods. From another angle, 
progress was also to mean a profound change in 
the spatial distribution of production and 
employment —new activities were to be set up in 
areas which the new means of transport now 
made accessible, or existing activities were to be 
expanded— and this alteration of the laboriously 
achieved existing balance also simultaneously 
modified the relative weight of the different 
branches of production. Furthermore, the 
organized State was to favour links with foreign 
capital and give easier access to the market to 
such investors. These situations were to create 
new forms of relations between developed and 
non-developed countries. In order to meet the
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needs which the times made essential, America, it 
was claimed, needed political order and 
economic freedom, which, once achieved, would 
give progress as if by magic. Positivism believed 
that it had the key to all this. Peace was a 
necessity; consequently, the solution was clear: it 
was necessary to do away with the chronic con
frontations between conservatives and liberals 
and to finish with revolutions. All these 
elements, it was claimed, made it desirable to 
accept a philosophy of order capable of leading 
our countries to progress along the path of 
tranquility. Positivism seemed in many respects 
the heaven-sent answer to these desires and 
requirements, and its ideas spread and achieved 
decisive influence in all parts, although rarely 
with such completeness and overwhelming effect 
as in Mexico, where the group of its followers, 
who called themselves ‘the scientists’, were to 
occupy some of the key posts in the government.

The educational proposals of positivism 
may be summed up by mentioning its attempts to 
rationalize society through the introduction of 
scientific methods, and its efforts to create a 
consensus in favour of the proposed ‘model’, that 
is to say, a model based on the view that economic 
growth would lead to collective happiness.

Gabino Barreda, one of the leading 
exponents of change in education during the 
first stage of positivism, who was concerned 
because he felt that freedom was turning into 
anarchy, wrote: “Liberty is commonly repre
sented as the freedom to do or desire anything 
without being subject to any governing law or 
force; if such a kind of liberty could exist, 
however, it would be as immoral as it would be 
absurd, because it would make impossible all 
discipline and consequently all order. Far from 
being incompatible with order, liberty in all 
phenomena, both organic and inorganic,

consists of full submission to the laws which 
determine those phenomena’’.'’

The modern concept of property which the 
régime of Porfirio Díaz sought to impose 
naturally led it to a policy which helped to 
accelerate the dissolution of the indigenous 
communities, since under the pretext of 
enabling to become owners of their land they 
were actually stripped of such land as still 
remained in their hands. Furthermore, that 
régime was marked by a disqualification of the 
people, in some cases because of their language 
and in others because of their social status, which 
was expressed in its lack of interest in 
incorporating them in society, while at the same 
time it was concerned with forming élites by 
following denationalizing patterns such as the 
encouragement of foreign languages, especially 
English. This problem of the teaching of 
languages, viewed as a political factor, assumes 
exceptional importance in the case of the 
Porfirio Díaz ‘model’, where, as we can see, it 
fitted in very well with the other dimensions of 
the process. Elementary education continued to 
be overwhelmingly urban, while rural education 
was neglected if not practically abandoned; as a 
result, an illiteracy rate of 54% was registered in 
1900, declining to 50% ten years later.

The Mexican Revolution of 1910 was to 
open up other prospects, both in tackling the 
problem of land ownership and that of rural 
schooling or the teaching of languages; these and 
many other political, social, economic and 
cultural problems were to acquire a different 
sense in the light of a new ‘model’. The limits set 
for this article do not allow us to go more deeply 
into this matter, however.

^Quoted in Abelardo Villegas, La filosofía en la historia 
política de México, Mexico City, Ed. Pormaca, 1966, pp. 127 et 
seq.
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VI
T h e  rise o f  the m iddle classes

As from the last two decades of the nineteenth 
century and the first decades of the present 
century, structural changes were observed in 
Argentina which were linked with the export of 
agricultural commodities, the development of 
city-ports, and the formation of a middle class 
resulting from this process of social differen
tiation. This was the reason for the marked 
predominance of the urban phenomenon and 
the pressure of the first middle classes, which 
demanded participation and espoused the 
‘discourse’ of the reformers of the previous 
generation, who had proposed popular edu
cation as a partial aspect of such participation. 
The picture just described acquired deeper 
significance in the countries which were first to 
link themselves to the external markets.

Almost all modern students of Argentine 
history are agreed chat there was a series of stages 
in its evolution which must be differentiated in 
order not to make its fuller understanding more 
difficult. Thus, Gino Germani,® for example, 
defines two phases within what he calls the 
“representative democracy with limited 
participation”; the first of these phases was the 
“national organization (1853-1880)”, while 
“conservative-liberal governments (the oli
garchy: 1880-1916)” was the other. Dividing up 
the country’s history into these periods helps to 
clarify the different attitudes of two generations 
separated from each other by many distinctive 
notes, since the so-called generation of 1880 took 
to extremes many of the inconsistencies and 
limitations of the previous phase. In order to 
illustrate these differences, take for example the 
role given to the State by the first group in the 
development of thic country, in contrast with the 
manner in which the others favoured private 
enterprise. The decisive consolidation of the 
model of outward-oriented growth corresponds 
to the last two decades of the past century.

The fundamental idea put forward by Juan 
Carlos Tedesco,^ “is that the ruling groups gave 
education a political function and not an 
economic function, and as the economic changes 
which took place in this period did not involve 
the need to resort to the local training of human 
resources, the structure of the educational 
system changed only in those aspects which could 
be of political interest, and as a function of that 
same political interest. The particular feature of 
the Argentine case is that the forces which acted 
in the political confrontation took the same view 
—when each of them was in power— that 
education should be kept apart from productive 
orientations”. For this reason, continues 
Tedesco, the educational process was at that time 
an effort to achieve better adjustment to this 
‘model’, whose main features could be described 
briefly by saying that it sought dissemination and 
patterns for achieving consensus, while also 
being aimed at training a ruling and 
administrative class.

In short, the ruling classes worked out a 
development ‘model’ which the educational 
system was made to serve: this is why the model 
was so coherent once it was consolidated and why 
successful results were obtained. It is a fact that 
with the passage of time the system fundamen
tally favoured the middle classes which were not 
linked with primary or secondary production but 
which benefitted from the growing development 
of the tertiary sectors (bureaucracy, services, 
professionals, etc.). The middle classes were in 
any case not in a position to propose an 
alternative ‘model’, and they implicitly shared 
that based on outward-directed growth, which 
gave them a feeling of security and, perhaps even 
more important, of progress, this latter word 
being, as we have already seen, of enormous 
prestige and gradually becoming a mobilizing 
and masking myth. All these factors go some way

®Gino Germani, Política y sociedad en una época de 
transición, Buenos Aires, Ed. Paidós, 1962.

^Juan Carlos Tedesco, Educación y sociedad en la 
Argentina (1880-1900), Buenos Aires, Ed. Panedille, 1970.
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towards expUiining what seems to us today to be 
the ingenuous optimism of that time. As the 
traditional ruling groups had to face up to the 
crisis, however, their attitude became 
increasingly rigid and they began to see the 
middle class as potential rivals. The middle class, 
for its part, was becoming increasingly aware of 
its position and possibilities and at the same time 
becoming more consciously democratic. As 
education was considered as a channel for rising 
and gaining prestige, however, the middle class, 
too, tried to take advantage of and increase all 
the possibilities which the system provided to it 
for reaching the university, which was the 
stronghold of the traditional groups. This 
process, whose intimate correspondence with the 
rising popular movements must be taken into 
account in order to understand it better, reached 
its full expression at the level of tertiary 
education with the university reform of Córdoba 
(1918), and this event spread, to different 
extents and a different rates, through almost the 
whole of Latin America. The principal proposals 
of this reform called for autonomy of the 
universities, the participation of professors and 
students in the running of these institutions, 
faculty freedom, periodic competitions to 
appoint the teaching staff (as well as a system 
known as ‘free instruction’ which permitted the 
functioning of parallel courses), the expansion of 
income, updating of teaching methods, 
university extension, etc. All this involved a 
profound redefinition of the role of the 
university, since it assigned it a function which 
went beyond that of training professionals and 
promoting scientific research, maintaining 
instead that it must also contribute to the 
effective democratization of society.® This marks 
the entry onto the scene of the new sectors which 
demanded the democratization of political life 
through suffrage and called for greater 
participation in education and cultural activities,

but, it must be stressed, still continued to support 
the model of outward-directed growth.

From the ideological point of view, the 
influence of positivism in Argentina was very 
profund; it is well known through an extensive 
bibliography^ which does full justice in most 
cases to the heterogeneity and the interlinking of 
its different schools and tendencies. After the 
positivism of the precursors Domingo Faustino 
Sarmiento, Juan Bautista Alberdi and others (or 
protopositivism as it is sometimes called), this 
current of thinking, as Francisco Romero*® 
reminds us, “subsequently bogged down in a 
self-indulgent and opportunistic pragmatism 
from which some of the worst features of our 
collective life originated”. It was this which led to 
a conformist attitude in the face of the successes 
of the modernization being carried out under 
the slogan of “Peace and Administration”, 
overlooking the serious contradictions which 
could be seen to be growing up. Another current 
of thought, which formed what was called the 
“Paraná School”, however, had an enormous and 
beneficial influence, especially on the 
development of teachers’ training schools, which 
were soon converted into centres of renewal. 
Among the leading figures in this were such men 
as Pedro Scalabrini, the first advocate of Comte 
in Argentina; J . Alfredo Ferreira, perhaps the 
best-known and most illustrious representative 
of Comtian positivism, and a number of other 
figures who expressed greater concern for 
education proper than for the way it fitted in 
with the ‘model’ in general. A third line of 
thought was Spencerism, which left lasting traces 
in extensive university circles.

In reality, the greatest interest that the 
study of Argentine positivism could offer would 
be the detailed and sensitive tracing of its various 
lines of influence until they merged with new 
currents which, while sometimes enriching it, in 
other cases led it into blind alley, and also the 
study of its imprint on the development of 
different disciplines (history, psychology,

®The fundamental work in the extensive literature on 
this sul:yect continues to be La reforma universitaria 
(1918-1940). compiled and annotated by Gabriel del Mazo, 
La Plata (Argentinti), Edición del Centro de Estudiantes de 
Ingeniería, 1941, 3 vols. There are many republished 
versions o f parts o f the valuable documentation assembled in 
this work, as well as many recompilations and anthologies.

^Including Ricaurte Soler, El positirHsmo argentino, 
Panama City, Imprenta Nacional, 1959.

‘^Francisco Romero, "Indicaciones sobre la marcha 
del pensamiento filosófico en la Argentina”, in Sobre la 
filosofía en América, Buenos Aires, Ed. Raigal, 1952, p. 24.
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philosophy, educational science, etc.) or on the 
spirit of highly significant institutions such as the 
University of La Plata.

Emphasis has been placed on this chapter 
on the development of Argentine positivism and, 
in particular, on the reform of the university, 
because of their projection through time and also 
because of the validity which their postulations 
continue to have; it is for this reason, and because 
of the limitations of space which must necessarily 
be respected, that we have left out the consider
ation of other eras of great significance, such as 
the frequently bold changes rightly linked in 
Mexico with the name of José Vasconcelos, who 
inspired the process with renewed concepts of a 
markedly anti-positivist type from the 
ideological point of view (it may be recalled that 
positivism was the official philosophy of the 
‘model’ adopted by the Porfirio Díaz régime) and 
with a great opening in its educational and cul
tural policy, as for example in the case of his work

on behalf of rural sectors, especially indigenous 
inhabitants, campaigns against illiteracy, and 
activities in the field of non-systematic education. 
Somewhat later, in Peru —although this 
thinker’s contribution was limited to the field of 
ideas— we may recall the fertile work of José 
Carlos Mariategui, who formulated a notably 
original proposal for ‘national education’, 
challenging the pragmatic currents of opinion 
(of United States affiliation) and the 
European-style ‘humanist’ currents to propose 
—and continue to perfect and update— a 
recovery of the pre-hispanic tradition which, in 
his opinion, continued to be an essential element 
of any alternative ‘model’ suitable to the require
ments of his country at that time. Nor, of course, 
must we overlook the contribution made by the 
Bolivian Franz Tamayo in his Pedagogía nacional. 
However, as we said, a detailed critical analysis of 
all these currents is beyond the scope of this 
article.

VII
Some final considerations

Throughout the nineteenth century and the 
beginning of the present century, both 
educational ideas and the actual situation in 
Latin America offer features and characteristics 
which differ greatly according to the countries 
and circumstances under consideration; many of 
them still persist in our own day, converted into 
traditions or dragging on as institutional or legal 
inertia: this is why it is of interest to study them.

Now, the proper understanding of these 
processes only seems to acquire significance if 
they are referred to the implicitly accepted 
‘models’ or ‘styles’ of development and to the 
ideologies which permeated them. From their 
analysis, we could infer certain significant 
characteristics, some of them lasting. Thus, 
many proposals could not be carried out at the 
time because of the lack of agents which 
supported them, that is to say, because they 
lacked the social f orces that would support them

until they overcame the obstacles standing in the 
way of their realization. Prestigious transplanted 
‘models’ —possibly of proven effectiveness in 
other regions— failed because they were not 
suitably rethought nor confronted with the new 
conditions or because the asynchronous factors 
present were not seen in time, all of which often 
helped to hinder or retard the planned processes 
of change.

On repeated occasions, when dealing with a 
predominantly rural population, the most 
generous proposals negated themselves when in 
practice they converted the urban sectors into 
effective recipients of the improvements 
planned, so that education helped to make the 
contradictions more marked instead of reducing 
them or overcoming them, thus putting off still 
longer the homogenization of the social 
structure.

The rigidities of the systems meant that at
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various times the innovations were introduced or 
propagated almost exclusively outside those 
systems, and in the face of the limitations or 
doctrinal difficulties or re-thinking them within 
a different ‘miodef, they were simply negated.

Thus, everything seems to indicate that 
overcoming many of the present maladjust
ments, contradictions and shortcomings of the

educational system or of the relations between 
that system and society calls for the undertaking 
of studies to permit the formulation of models 
which are both satisfactory in theory and viable 
in practice: the challenge which was already 
vigorously stated by Simón Rodríguez a good 
deal more than a century ago when he wrote: 
‘‘either we invent or we merely drift...”.
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To educate or not 
to educate: Is that 
the question?
Carlos H. Filgueira*

The central purpose o f the present article is to 
examine what role has been played by formal 
education systems in the processes o f change in Latin 
American countries during recent decades.

T o  clarify his position, the author begins by 
discarding those theses on the significance o f formal 
education in the social process which derive from the 
current viewpoints o f Marxism and o f structural-func
tionalism. In his opinion, the educational system is 
neither completely autonomous nor completely 
dependent upon its social matrix; like other social 
institutions, it enjoys a certain ‘relative autonomy’. The 
form taken by its structure and changes stems from the 
fact that education is a social good which may serve as a 
means o f attaining power and privilege, and as such is 
subject to social conflict and serves as a criterion, inter 
alia, for the structuration and modification of the 
social classes.

With this thesis as his starting-point, he proceeds 
to the heart o f the matter, i.e., the way in which edu
cation has contributed to social mobility, particularly 
in Latin America; to that end, he examines internal 
trends in educational stratification, the social bases of 
educational recmitment and the practical efficacy of 
formal education in relation to mobility. This analysis 
leads him to the conclusion that education is at present 
passing through a critical phase, since it has ceased to 
be a medium for the absorption o f pressures and 
demands on the part o f the social groups and has 
become a source o f fresh conflicts. This must be 
ascribed to the presence o f two contradictory trends: 
on the one hand, the enormous expansion o f the 
educational system, and, on the other, the very limited 
absorption o f the new contingents by the economic 
system, with the ensuing detriment to structural 
mobility. Owing to these opposing trends, the social 
conflict regarding access to education will probably be 
exacerbated as r elative over-education increases and 
the value of educational achievements declines.

’•‘D irector, C entro  de In form ación  y Estudios del 
Uruguay, and collaborator in the project on D evelopm ent and 
Education in Latin A m erica and the Caribbean.

Introduction

The rapporteur responsible for summarizing 
the conclusions of the Meeting of the Expert 
Working Group on Social Aspects of Economic 
Development, held in Mexico in 196S, admirably 
condensed its atmosphere in the maxim: "'When 
in doubt, educate", *

At the same time, the 1963 Report on the 
World Social Situation speaks equally conclusively 
of the importance attaching to education as an 
instrument of economic and social development 
for the developing countries:

“Implicitly or explicitly, during the decade 
there seems to have been greater and 
greater emphasis throughout the world on 
the conception of education as a basic tool 
of organized society in forming the type of 
citizen and worker it will require in the near 
future. Growing concern with the needs of 
a technological society for educated 
manpower, the drive for high levels of 
living, political preoccupations with the 
creation of cohesive national States, and 
awareness both of the tightening 
interrelationship between peoples and the 
acceleration of social change have all been 
factors leading to active involvement in 
education by higher and higher levels of 
government”/̂

These two introductory references pretty 
faithfully echo the keynote of economic and 
social thinking on the educational question 
during the 1950s and 1960s. Great expectations 
and a sort of all-round optimism identified 
education as the instrument par excellence for 
ensuring the welfare of societies. This 
conception, applied to the developing countries, 
meant that all efforts to expand and perfect the 
formal education systems would contribute 
towards a quicker and easier transition to more 
advanced stages of development. In principle, 
nothing seemed unalUed with education; from 
social integration to the cohesion of 
nation-States, or from the training of human 
resources and citizens to the improvement of 
levels of living.

'Taken from A. Troop (1965).
1̂963 Report on the World Social Situation, United 

Nations publication. Sales No.: 63.1 V.4, New York, 1964.
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In the framework of this conception, it was 
likewise believed that education might become 
an efficacious tool for neutralizing social equali
ties, emphasis thus being placed on its redistrib
utive role. This postulate, which will be the 
central theme of the present article, was also 
viewed first with fervent optimism and later with 
profound scepticism. Today, however, the idea 
that formal education systems could become 
agencies for the redistribution of social 
opportunities is, like many of its fellows, in a state 
of crisis.

At the time, of course, there were very 
sound reasons for that exaggerated optimism; 
some, as stated in the Report on the World Social 
Situation, must be ascribed to what was 
‘happening in the world’, while others, specific to 
the region, related to the particular situation of 
Latin America at the moment and to that of some 
of its countries regarded as models.

In the first category must be placed the 
powerful influence brought to bear on this 
educational ideology by two lines of thought: 
firstly, English educational sociology, and 
secondly, the development of one of the most 
important conceptual constructs, i.e., 
structural-functionalism, in the United States, 
Appreciable, too, on the side of economic and 
political currents of thought, were the influences 
exerted by the ‘manpower approach’ theory, 
which gained ground as a result of the work of 
Harbison and Myers (1964), and by the studies 
on ‘civic culture’ based on the ideas formulated 
by Almond.

The contribution of the English school had 
several virtues, outstanding among which is the 
revaluation of education from the standpoint of 
the normative, of the ‘must be’ or of the 
teleological types of approach. In particular, the 
famous Halsey and Floud Report, by codifying 
and organizing the vast body of research 
conducted in the United States and Western 
Europe on comparative education, history of 
education and educational psychology, served as 
the springboard for a new ■ impetus to 
educational sociology. As it was an essentially 
empirical analysis of the behaviour of the 
educational system and of the actors therein, it 
permitted the ‘discovery’ of a new dimension of 
the educational question, relating to the

potential of education as an instrument of 
planning.

Functionalism, developed on the basis of 
the early studies by Malinowski and 
Redcliffe-Brown, was then to attribute to 
education, in the classic formulations of Parsons 
and Merton and also in the work of the social 
modernization theorists, a strategic role as a 
‘functional’ element closely linked to the 
integration of society through socialization and 
social mobility. Here indeed, in contradistinction 
to the English school, it was easy to identify a 
strong theoretical emphasis. On the one hand, 
disciplines such as social psychology and cultural 
anthropology made it possible to carry out edu
cational studies relating to the socialization 
processes; while on the other, studies on stratifi
cation and social mobility, outstanding among 
which were those of Davis, Moore and, 
particularly. Barber and Lipset, cleared the way 
for approaches centered on the ‘permeability of 
the social structure’ and the role incumbent upon 
education in the ‘opening-up’ of social systems. 
In its day, the controversy on the different 
degrees of rigidity of the social systems of the 
United States in comparison with those of 
Western Europe broached some of the main 
questions linking education with integration and 
political stability and conflict.

As regards the economic sphere and its 
relations with education, there was no difficulty 
whatever in accommodating the functionalist 
paradigm to the idea of the ‘manpower 
approach’. Harbison and Myers’ book also 
indicated, from the economic standpoint, the 
need for correspondence between the economic 
and the educational order, establishing as a 
functional requisite of growth —or of 
development— the capacity of the educational 
system to contribute specific skills to the 
dynamics of the production system. From the 
country-by-country records of a high correlation 
between economic growth and educational 
levels, the conclusion was drawn that the 
availability of educated and skilled human 
resources is an indispensable condition for eco
nomic growth.

The other contributory causes of 
over-optimism must be attributed to the special 
situation of Latin America in the,period follow
ing the Second World War and, in a very high
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degree, to the influence exerted by the ‘models’ 
of the more advanced societies in the region. The 
phase of import substitution, or of 
‘inward-directed development’, through which 
Latin America was then passing, was, of course, a 
particular regional juncture of enormous 
importance inasmuch as it unleashed social and 
economic changes of great magnitude,

In this connection, it was not only the 
effects of industrialization itself that were 
important; more significant still, perhaps, were 
the consequences deriving from rapid 
urbanization, from population shifts and from 
the increase in social differentiation; all these 
processes fostered, during the 1950s and the 
early 1960s, new prospects of ‘take-off in the 
region. Unquestionably, it was a period of great 
expectations regarding the viability of a new 
‘development model’, which it was assumed 
might prosper and thereby narrow the gap 
between Latin America and the more developed 
countries. But those great expectations were also 
coloured by a regional outlook which envisaged 
in some countries of the area a progress that was 
precocious or ‘premature’ in relation to their 
possibilities.

Some societies —few in reality— repro
duced at the regional level the same patterns as 
were to be found in the developed countries, 
with their confluence and combination of high 
income levels, more equitable distribution of 
wealth, high levels of education, social homogene
ity, predominance of the middle classes and, in 
some cases, a significant degree of political stabil
ity. Once again, the concomitant variation of 
these features v/as interpreted as a cause-effect 
relation, and education was understood as a 
condition or prerequisite for economic, social 
and political ‘modernization’.

Needless to say, perhaps, the course fol
lowed by Latin America during the last two 
decades has barely confirmed even in part the 
great expectations then generated. Neither have 
the great changes occurring in the economic 
sphere made it possible to do away_ with social 
inequalities, nor has education played the role 
which theoretically, in accordance with the 
assumptions referred to above, it ought to have 
fulfilled in order to remove the rigidities and 
obstacles standing in the way of a more equitable 
redistribution.

Although the sphere of education, con
sidered as a whole, has been one of those in which 
most dynamism has been shown, both in com
parison with the experience of other parts of the 
world, and in relation to other institutional 
sectors of society, if the behaviour of education 
during recent decades is analysed in greater 
depth, it can be seen that; a) the expansion of 
education has not succeeded in significantly 
raising the most deficient levels, i.e., those of 
large population groups in a state of total or 
functional illiteracy; b) educational inequality 
within the system itself has not been substantially 
reduced; c) there has been an appreciable trend 
towards expansion of the higher and secondary 
levels, which have grown at the expense of basic 
primary education; and d) education has shown 
little capacity to alter on its own account the 
prevailing inequalities and the distribution of 
social opportunities.

This last point is indubitably a controversial 
issue, and it is argued, as an alternative 
interpretation, that education is an instrument of 
social equalization and mobility, by virtue of the 
scant incidence of social background factors on 
status attainment.

Here the underlying fallacy stems from 
confusion between the causes contributing to 
social change; achievements were attributed to 
formal education systems which in reality ought 
to be ascribed to more comprehensive social pro
cesses. The structural mobility induced by the 
great changes that the Latin American countries 
are undergoing, and the fact that globally the 
entire structure is moving upwards, notably 
increase the opportunities for individual 
mobility. Education in particular thus finds a 
context favourable to its dynamism in a twofold 
sense: its expansion and diversification are 
facilitated, and so is its integration with processes 
of upward mobility.

In dynamic structural contexts there are 
unquestionably more opportunities for the most 
disadvantaged groups to climb to higher edu
cational levels and thence to positions of 
privilege. Education can thus grow at a rapid 
pace, faster even than other social activities, and 
in turn can find in the structure of production 
channels for absorption of the educated.

There is no question, however, of edu
cation’s having a specific character that can
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guarantee this mobility; in practice, only in the 
narrow sense of a consumer good per se can it be 
said to fulfil a mobility function.

But if, as we have seen, an ‘easy’ stage can be 
recognized in the integration of educational 
processes with social change, attention must also 
be drawn to another phase in which difficulties 
begin to loom larger and may even become 
insuperable.

What happens to education systems that 
were expanding rapidly, when structural 
dynamism comes to a halt and the cycle of ‘great 
changes’ begins to run down?

Upon the termination of the processes of 
economic change, of expansion of the urban and 
middle-income sectors, and on the conclusion or 
attenuation of the effect of inter-strata differ
ences in natural growth —all factors that 
contribute to the attainment of high rates of

vertical upward mobility—, what alternative 
resources has the system for keeping the social 
arteries open and preventing their sclerosis? Can 
education play a dynamic role when structural 
mobility is broken off?

These questions are all too significant for a 
forward-looking analysis of education in Latin 
America. In principle, it would appear that 
although in most of the region substantial 
structural changes are in full swing, other 
societies where the cycle betrays signs of 
exhaustion can illustrate the limitations of the 
distributive role attributed to education. 
Paradoxically, those that were considered 
‘model’ countries —Argentina and Uruguay, for 
example— afford the clearest evidence that 
education has increasingly become a generator 
of new problems instead of an instrument of 
integration.

Education and social inequalities

The challenges which the development of con
temporary society itself has been issuing to for
mal education systems seem progressively more 
and more complex and contradictory. Their ori
gin must be sough t in the very characteristics that 
have been accentuated in industrialized societies, 
which, while based on structural conditions of 
social inequality, lay emphasis on meritocratic 
ideology, on a production and productivity ethic, 
and whose productive requirements are to a high 
degree specific know-how/intensive.

It is common knowlege that the fulfilment 
of productive roles has become increasingly de
pendent upon skills acquired in the course of a 
more or less lengthy passage through the formal 
education system, Without discussing the neces
sary or ‘artificial’ character of formal studies as a 
requisite for adult performance, the undeniable 
fact is that in practice formal education has to an 
ever greater extent turned into the anteroom 
where future opportunities of access to positions 
in the structure of production are settled; and 
furthermore, above all, future opportunities of 
access to economic welfare, to power and privi

lege. For youth in disadvantageous economic or 
social conditions, the formal education system 
appears as one of the few ways —if not the only 
one— of overleaping the barriers of social origin 
through the acquisition of knowledge —or 
certificates— which will later be tradeable assets 
in the labour market or in the social sphere.

In this sense, such systems can do much to 
further social mobility and redistribution of op
portunities, while at the same time they may be
come efficient mechanisms of equalization and 
social justice in accordance with meritocratic 
equality criteria.

These were undoubtedly some of the prin
ciples upheld by liberal educational ideology, 
perfectly compatible with the economic postula
tes of efficiency and productivity, and with the 
requirements of modern technology.

Nevertheless, it must also be noted that the 
role of distributor and equalizer by merit is 
quickly brought up against Us limits by two facts. 
Firii, and obviously, the structural conditions of 
social inequality are originally answerable to
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Other causes outside the educational sphere: the 
transmission of privilege from generation to 
generation, adscription as a pattern of 
reproduction of inequalities, which are reflected 
in the realm of ownership and political control; 
secondly, the dynamics of formal education 
systems is in one way or another prisoner to their 
own social matrix.

How can a subsystem such as that of 
education, which is a constituent part of the 
general matrix, elude the more general 
structural constraints? In the view of some, it 
cannot. The paradigm evolved by ‘critical’ 
currents of thought and by Marxism has 
repeatedly indicated that the only possible 
function for formal education systems is to 
reproduce and reinforce the established order.

The reason for this —as is maintained in 
versions that stress ideological aspects— is that 
formal education systems perform the function 
of coining a set of values which strengthen the 
dominant hegemonic structures; or else, accord
ing to other Marxist interpretations, that capi
talism needs a trained, motivated and well- 
disciplined labour force as a requisite for its own 
continuity. For the upholders of this view, formal 
education never ‘liberates’ individuals from their 
social background but prepares them precisely 
for taking up their appropriate position in the 
stratified system (Bowles, 1972).

In contrast, other currents of thought 
maintain that education has every chance of 
evading structural constraints. In support of this 
is adduced the essentially mobile, 
non-adscriptive and technologically-slanted 
nature of industrial societies. The ‘acquisitive’ 
code of values by which they are characterized, as 
a necessary requisite for the efficient operation 
of contemporary societies, would seem to point 
to education as the mechanism par excellence 
capable at once of meeting the demands of the 
structure of production and counteracting 
trends towards social inequality and injustice.

From the same functionalist standpoint, in 
the Davis and Moore version (1966), the problem 
of equality is posed in different terms: inequality 
is a requisite of the system and a guarantee of 
basic individual motivation. Thus education may 
become a criterion of inequality, although here 
the inequality in question is —or should be— 
meritocratic.

In either case, however, the conception is 
still the same: the role incumbent on education in 
the transformation of the stratified system and in 
the opening-up of opportunities for social mo
bility is a social requisite indispensable for the 
efficient operation of the economy and of 
society.

Some coincidences between viewpoints as 
opposite as those of functionalism and Marxism 
are evident, and can hardly be unexpected, 
considering that the approach which sees 
education as a ‘socializing agency’ really has its 
origins in the Marxist propositions themselves. 
Nor is there any difference in the functional 
image of education posited from the two angles. 
The paradigms implicit in the two currents of 
thought, however, lead to diametrically opposed 
conclusions; in the Marxist view, a functional 
requirement for the continuity, stability and 
integration of the capitalist system is an 
ideological apparatus —education— capable of 
ensuring the perpetuation and legitimization of 
inequalities; from the functionalist standpoint, 
change, mobility and competition for 
educational positions constitute the guarantee of 
its stability and integration. More important still, 
for the Marxists, formal education systems are 
not a neutral agency, but are resources used by 
the ruling classes to reproduce the capitalist 
order, whereas the functionalist sees formal 
education systems as agencies of a relatively 
autonomous and neutral character.

This latter conception is of even more radi
cal importance in the theory of human capital. 
Education is incorporated into economic theory 
as a specific type of investment, since “once the 
concept that investment in education has certain 
analogies with the capital accumulation process 
is implanted, education is subject de facto to re
source allocation analyses, which means that 
decisions in this field are taken on the basis of 
certain private or public returns associated with 
such investment’’ (Carciofi, 1979).

In the theory of human capital, then, edu
cation becomes linked to productivity and there
by to market logic. And in the context of liberal 
economic theory, no other type of social con
straint can operate as a determinant of 
education, or at most only spurious factors alien 
to its dynamics.
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It is not by chance, therefore, that this view
point is precisely the one from which the most 
severe criticisms are levelled at Marxist and even 
functionalist propositions, inasmuch as they do 
not accord education sufficient autonomy and 
neutrality.

The criticisms directed from both Marxist 
and non-Marxist standpoints at the concept 
which envisages formal education as an instru
ment of change and social equity undoubtedly 
had the virtue of drawing attention to the fallacy 
of regarding educational systems as independent 
of their social matrix. But in their turn they were 
guilty of a different simplification: failure to re
cognize that with formal education as a sphere 
capable of issuing ‘passports’ to power and privi
lege, a specific arena of social and political com
petition was opened up, different from and rela
tively independent of the other social channels 
through which the prevailing order could be re
produced or changed. An arena of political com
petition which, like any other, implies confronta
tion and conflict between the interests of social 
groups and classes, a struggle for control of spe
cialized institutions, the existence of contending 
educational ideologies, pressure and influence 
groups, co-operative movements, etc.

The dynamics of formal education systems 
undoubtedly represents something much more 
complex than a straightforward corollary of the 
dominant ideology. The idea, implicit in the 
critical viewpoints, that there is a consistent and 
effective system of domination capable of trans
mitting, from the higher levels of power to the 
educand, a coherent system of indoctrination 
messages is sharply refuted by the facts of the 
case.

Thus, the well-know evidences of political 
radicalism in educated sectors, the repeated ex
pressions of student discontent at the secondary 
and higher levels of the system, holding good 
for groups of teachers too, or the very commit
ment to oppose the statu quo common in such 
educational institutions as universities, seem 
hardly compatible with the ideological function 
of a legitimatizer of the established order.

Admission that formal education systems as 
social apparatus are not always bound to be agen
cies of indoctrination and reproduction of social 
inequalities, oriented towards the strengthening

of the established order, does not necessarily im
ply opting for the thesis of their neutrality.

Perhaps the main criticism that can be for
mulated against the ‘optimistic’ theories of edu
cation as an autonomous agency of change lies 
precisely in that they consider it as a neutral 
agency capable of a great deal of freedom of 
action, transcending the structural constraints of 
a more general order.

The defendants of these theses do not of 
course disregard the fact that formal education 
systems are subject to determinations of their 
social matrix, but these influences have been un
derestimated by virtue of a ‘positive bias’ which 
considers education as an autonomous agency. 
This attitude was still further reinforced when 
more general theories were applied, through 
planning, to ‘educational engineering’. There, 
the few cautionary reservations as to whether 
education could remove inequalities and pro
mote change independently of the more general 
social matrix were perhaps least heeded.

it seems hard to imagine that any kind of 
rapprochement can exist between such widely 
differing conceptions of education. And since 
the divergencies derive from the underlying 
theoretical paradigms, the moot question is 
precisely the ‘major theory’ by which the 
individual propositions are sustained.

This does not seem to be the place to pursue 
the theoretical controversy beyond the copious 
literature already existing, nor, probably, would 
it be useful to do so here. It seems better worth 
while to establish instead a few propositions that 
will serve to identify the options of the present 
article, and from them to infer some implications 
for the analysis. The intention is not to demon
strate the why and wherefore of these options, 
and they are as arbitrary as anyone likes to 
imagine.

In the first place, from what has been dis
cussed hitherto it seems dearly deducible that 
education must be regarded as a social value. 
That is, a socially-sanctioned value is set upon it, 
and its possession or control is socially consid
ered as desirable.

Secondly, this valuation is not simply 
something in the mind of individuals, such as an 
attitude or any other psychological dimension. 
The quality of education as a desirable good de-
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rives from the fact that it is, or may be, an 
instrument of power or privilege, since its 
possession or control affords or facilitates access 
to other social goods.

Thirdly, if it is a thing of value and an 
instrument of power and privilege, there is 
bound to be ccrapetition for its possession: com
petition which may be individual or collective; 
individuals and classes will struggle to retain or 
acquire privileges in a specific field of conflict. 
To the extent that education is of greater or 
lesser relevance to competition for other social 
goods, the conflict for its possession will be ‘cen
tral’ in a greater or lesser degree.

Fourthly, education will not only represent 
a good for which classes and sectors attempting 
to increase their privileges will contend, but may, 
in certain circumstances, become the good 
around which classes are formed and consoli
dated.

The inference to be drawn from these four 
points is that the autonomy of formal education 
systems is almost inconceivable. Only in condi
tions in which the possession of knowledge was of 
little or no importance, could educational sys
tems keep out of the struggle over the distribu
tion of power and privilege, and operate inde
pendently of the constraints of society and the 
State. The more strategic does education become 
as a mechanism of privilege, the less autonomy 
will it enjoy.

On the other hand, from the four points 
enumerated no proposition can be deduced as to 
the legitimatizing character of education. Hege
monic domination systems, vertically integrated 
and profoundly consistent from the ideological 
standpoint at all levels of the educational sphere, 
may possibly constitute situations of efficient 
ideological domination. But neither does it seem 
appropriate to accept a priori that this is the 
only form occurring, whether in capitalist or in 
socialist systems. If it is correct to admit that 
education is a battlefield of social forces, its in
strumental and ideological ‘function’ will be the 
outcome of each particular situation.

It is a truth which nobody can question that 
contention over any social good places the privi
leged sectors in a more favourable position for 
the use of instruments of power. But as power is 
not eternal either, is split up, looks to new

sources, is shared and illegitimatized, and 
ultimately changes hands, there seem to be no 
grounds on which education can be excluded 
from this dynamics. Perhaps it is precisely in 
developing societies that the participation of 
education in these processes of change has been 
most clearly apparent in recent history.

A final digression with respect to such so
cieties will make it possible to clarify this point.

It was said at the beginning of the present 
chapter that there are contradictions between 
the unequal nature of society and its meritocratic 
ideology. In Third World societies, subject as 
they are to severe constraints proper to their 
origins and their insertion in the international 
system, these features have been strongly em
phasized.

In the first place, the colonial past of such 
societies and their archaic structures, hereditary 
and but little diversified, generated structures 
marked by extreme social inequality. Secondly, 
their orientation towards development models 
based on technological innovation has also bred 
formidable challenges in relation to the improve
ment of productivity, the exploitation of their 
resources, technological development and the 
shift of the economy from the agricultural to the 
urban-industrial sectors.

The two aspects signify in practice social 
objectives founded on two competitive principles 
which are not always mutually compatible: that 
of redistribution and that of economic efficiency.

In the capitalist countries of the Third 
World, formal education systems became the 
objects of contradictory requirements. On the 
one hand, what was expected of them was an 
economic or technical functionality capable of 
meeting the demands created by the great 
changes in the sphere of production, but on the 
other they constituted a potentially open —and 
dangerous— field for redistributive action and 
the levelling-out of social inequalities.

In this sense, it can hardly be assumed that 
the requirements of expansion and moderniza
tion of education systems implicit in the growth 
strategy itself can have been perfectly harmo
nious or compatible with the maintenance of for
mer privileges.

The behaviour of the ruling élite during 
the transition from a ‘traditional’ to a ‘modern
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izing’ Style {Rama, 1978) was equivocal: on the 
one hand, they encouraged the productive sys
tem and the development of education, but at the 
same time they tried to retain their privileges. 
This seems to have become the hub of the con
flict over education.

In contrast, from the standpoint of the sec
tors and classes in process of formation, edu
cation is seen as a source of mobility and a road to 
power. In default of alternative resources of an 
adscriptive nature of which they were deprived 
by their own origins, the new sectors made 
education their principal area of claims and 
demands. The ‘banner’ of education and 
meritocracy which is identified with the ideology 
of the middle classes in Latin America was 
undoubtedly consistent with their peculiar 
insertion in the dynamics of society. It was an 
ideology that did not, of course, derive from any 
intrinsic cultural feature of the new sectors, but 
simply from the fact that they had no other 
source of power.

Thus the nascent and struggling middle 
classes found in the formal education system a 
powerful instrument for their consolidation and 
their ascent in the social scale, setting up, in op
position to the traditional sources of power, an 
alternative criterion respecting legitimacy of 
social differences. Control of education and 
influence on educational policies became a pri
mary field of conflict: a conflict reflected in in
numerable strategies to obtain additional 
benefits and advantages through the educational 
systems, among which are included not only the 
better-known strategies designed to expand 
enrolment, diversify the cycles of education or 
raise its levels, but also others aiming at the 
‘downward’ expansion of educational 
recruitment, by such means as education free of 
charge, or economic facilities obtained in a 
number of ways. Nor were the strategies 
confined to the educational sphere; starting with 
education, the middle classes waged an equally 
effective battle for the recognition of their 
‘credentials’ in society and in the economy. The 
monopoly of the exercise of professions in the 
sphere of production and in services, the 
recognition of paper qualifications, the fixing of 
professional quotas or tariffs, the sanction of 
legal rules establishing the necessary requisites 
for entry into the State bureaucracies and many

other similar corporative mechanisms, were all 
efficacious instruments for defining, in the 
labour market and in society, circles of privileges 
based on education.

It is true that against the threat to the 
former structure of privileges signified by the 
classes in process of formation, more or less 
effective defences have been put up; here, too, 
Latin American experience displays a wide range 
of strategies. But the importance of the 
legitimacy bestowed on education by the very 
emphasis on technical and economic growth has 
made such reactions more difficult. Generally 
speaking, the privileged sectors have stood out 
against the educational reforms that they have 
seen as most ‘dangerous’, but have gradually 
given way before the pressure of the new classes. 
The reproduction of privilege has tended to take 
place through the internal differentiation of the 
educational system, which has kept up or 
strengthened ‘élite’ institutions for the upper 
classes. This mechanism has proved more 
efficient than containment of pressure for 
greater participation in the education system; 
but it has also shown that while the more 
privileged sectors were able to maintain a 
channel of individual differentiation for their 
members, on the other hand they were not 
capable of neutralizing the ‘aggregated’ effects 
of mass education and, therefore, of the 
consolidation of the new classes and their 
increasing participation in the scenarios of 
power.

As regards the Third World countries that 
have not pursued the capitalist path, and despite 
their very different social structure, it can be seen 
that there too formal education systems hold the 
same key position in class formation. What is 
more, the struggle for the ‘good’ represented by 
education is exacerbated in these societies inas
much as the socialist changes themselves have 
closed other avenues of social mobility. Accord
ingly, it is not by chance that some of their 
revolutions have been cultural.

China’s experience, mentioned by White 
(1978) among the conclusions of his study is, in 
this context, sufficiently explicit, and spares the 
need for further comment, since it shows that the 
formulation of educational policies is indubitably 
something more than a mere choice between al
ternative ways of attaining specific goals. The
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same writer says that in view of the decisive im
portance of higher education as a road to power 
and prestige, it has been the focal point of keen 
political strife between the different social strata, 
which has been reflected in the battle for leader
ship within the Party. He then points out that the 
essential conclusion to be drawn from the events 
of the last two decades concerns the capacity of

the two key strata —each firmly rooted in the 
structure of the socialist State society— to obtain 
disproportionate access to higher education 
—even in face of a fundamental challenge— and 
to use this access to strengthen their social 
superiority and hand it down to their 
descendants (White, 1978).

II
How education can contribute to mobility

When formal education systems are referred to 
as mechanisms of redistribution of social oppor
tunities, implicit allusion is made to a number of 
processes and components between which ana
lytical distinctions may usefully be drawn. In this 
sense, the greater or lesser likelihood of edu
cation-induced mobility depends upon: a) the 
internal stratification of the formal education 
system; b) the degree of selectivity by social back
ground in the recruitment of students; and c) the 
real possibilities of converting the success a- 
chieved within the education system into 
economic rewards, or, if preferred, into power 
and privilege.

a) The internal stratification o f the educational
system

We shall deal with the internal stratification 
of the system only in its morphological aspects. 
The forms taken by the educational pyramid 
—distribution by levels— correspond to the dif
ferent opportunities for mobility. Thus, the 
number of levels and the way in which the popu
lation is distributed among them constitute an 
indicator of the degree of rigidity and inequality. 
Educational pyramids with a broad base at the 
lower levels and narrowing at the secondary and 
higher levels will therefore correspond to inequi
table structures with scant opportunities for in- 
tra-educational system mobility. And conversely, 
in so far as the educational system expands its 
secondary and higher levels, that will be a sign of 
its relative permeability to the upward move
ment of those entering the system.

Accordingly, the internal stratification of 
the education system may be regarded as a vari
able related with the probability of education’s 
being able to act as an agency for the redistribu
tion of social opportunities. In this connection, 
setting aside other factors, it may be asserted that 
the less rigid the internal stratification of the 
educational system, the greater will be the oppor
tunities of social mobility external to it. A lower 
degree of rigidity therefore seems to be an essen
tial requisite for the existence of an upward mo
bility effect.

b) Selectivity by social background

As the internal stratification of the 
educational system tells us nothing of the social 
composition of its recruits, another condition 
would seem to be needed. The procedures for 
recruiting students may be, of course, more or 
less ‘regressive’ or ‘progressive’. In the one case, 
the formal educational system may exactly 
reproduce the society’s structural inequalities, 
allocating the same educational ‘quotas’ to the 
different social classes; in this situation children 
incorporated into the education system will 
reach the same levels as their parents. In ‘pro
gressive’ recruitment, the most disadvantaged 
should be better represented than were their 
parents, whereas in a regressive one the 
inequality would be increased.

Furthermore, the ways in which individuals 
are allocated places in the educational system 
oscillate between two extremes; either in accor
dance with quotas predetermined in the light of
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given criteria, or t hrough the free play of supply 
and demand in the education market.

In some cases socialist societies have alter
nated between the two criteria. The controversy 
respecting meritocratic (market) allocation crite
ria versus the ‘positive discrimination’ criterion 
(quotas implying over-representation for the 
least privileged sectors) crops up practically 
throughout the educational policy of the Soviet 
Union, the Central European countries and Chi
na (White, 1978). In the western world, on the 
other hand, methods of educational recruitment 
have swung between the free play of market for
ces and interventionism taking different forms 
(scholarships for the most disadvantaged, edu
cation free of charge, tax exemptions, etc.). In 
general, the tendency of all these mechanisms 
has been to strengthen upward mobility patterns 
and to enhance the redistributive role of edu
cation. In contrast, other mechanisms, making 
for the perpetuation of inequalities, have 
operated through the predominance of private 
education, impossible or more difficult of access 
for the less privileged sectors.

c) Education as an instrument o f mobility

However, the two conditions mentioned 
above are necessary but not sufficient.

Access to social positions in keeping with 
the educational levels attained depends upon 
two types of process establishing different like
lihoods of mobility. On the one hand, these de
pend upon the relation between the rates of 
growth and expansion of the educational system, 
and upon other ‘c>rders’ of the social system (for 
example, occupational structure and income). 
Structural changes, growth recessions or 
‘booms’, alter employment and income possibili
ties, with positive or negative effects on openings 
for mobility; and, in particular, ‘structural’ or 
‘transitional’ mobility, common to developing 
countries, is, as has been shown, one of the most 
important processes of change as regards en
couraging individual vertical mobility and facili
tating the absorption of school and/or university 
graduates. The relative ‘headway’ made by the 
educational system in relation to the occupation
al structure and the comparative rigidity of 
income distribution has, on the contrary, been 
pointed to as an obstacle to social mobility, and

also as an instance of ‘blocked mobility’. 
Furthermore, the effective mobility made 
possible by education depends upon the degree 
of permeability of the socio-economic structure. 
This is directly linked with the prevalence of 
meritocratic principles in assigning individuals 
to social positions, as against other principles of 
an adscriptive nature.

In principle, there is good reason to sup
pose that educational attainments must result in 
more advantageous social or occupational 
positions, but the evidence suggests that the most 
disadvantaged entrants to the educational 
system also have poorer chances of competing in 
the market.

Studies carried out in those countries 
where the non-existence of structural change 
makes it possible to analyse the permeability of 
the social structure have revealed the persistent 
influence of social background on ‘status’ 
improvement.

Seen in perspective, the findings arrive at 
conclusions that sometimes differ widely owing 
to the special features of the design of each piece 
of research. However, some significant coinci
dences can be pointed out.

The probabilities that an individual’s posi
tion in the social structure may be independent 
of his social origin seem to follow an order of 
rank; they are highest in the case of educational 
attainments, lower in that of occupational posi
tions and lower still in that of income levels. Ap
parently, for those of more modest social origin, 
to reach higher educational levels is easier than 
to barter their credentials in the labour market, 
or to succeed in using these to increase their 
earnings (Wilson, 1978).

Duncan and Hodge (1963) showed that al
though the educational levels attained augured 
access to the occupational structure with greater 
certainty than social background variables, these 
too operated indirectly inasmuch as they in their 
turn determined the educational levels reached. 
Taking into account the direct effect of social 
origin on the occupational levels attained plus its 
indirect effects they concluded that at a conser
vative estimate social origin and education made 
equal contributions to the explanation of access 
to occupational positions.

Griffin and Alexander (1978) were sub
sequently to add further proof that the ‘occu
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pational attainment’ process described by 
Duncan differs according to the level of 
schooling under consideration: the higher this is, 
the stronger will be the determining influence of 
social background factors on those of 
occupational attainment. The writers referred to 
note that this is compatible with the hypothesis 
that secondary school influences are of more 
importance for the socio-economic career of 
secondary school leavers than for that of 
university students. They also say that big 
differences are observable, in the direction 
foreseen, in the economic benefits accruing to 
school academic performance (STAND, i.e., 
Senior Rank) in the two groups, and that other 
notable disparities between them consist in the 
lesser economic benefits accruing to 
occupational status and the greater influence on 
annual earnings attributable to factors of social 
origin (in particular, parental income) and 
religious background in the case of university 
students (Griffin and Alexander, 1978).

Thus, the lower the levels of social origin 
and of schooling considered, the less will be the 
effect of adscriptive variables, but when the 
higher stages of education are taken into ac
count, the relative influences of adscriptive and 
non-adscriptive factors tend to be reversed, and 
the former become paramount.

Coleman (1966), and especially Bowles 
(1977), Gintis (1971) and Bowles and Gintis 
(1976), also agree in stressing the predominance 
of adscriptive factors and the close determinant 
linkage between levels of success attained by his 
scepticism as to the upward mobility function of 
formal education systems, shows that they are 
not necessarily the means of mobility par excellen
ce. In his study on Sweden, England and the 
United States he concludes that access to occupa
tional positions higher than those of the parents 
depends more upon individual factors than on 
the results of transit through the formal educa
tion system.

Other studies also show that the relation 
between educational attainment and occu
pational status attainment is not as close as might 
be expected. Bayce (1983) summarizes some of 
these findings, and draws attention to the fact 
that Blau and Duncan (1967) manage to explain 
42% of occupational status attainment on the 
basis of educational attainment; Jenks (1972),

25% of the variation; while Sewell, Haller and 
Fortes (1969), directly account for 34%. This last 
result is similar to that of Blau and Duncan when 
they make a direct analysis of the effect of 
educational attainment on occupational status 
attainment.

As regards the most important of the 
models constructed whereby the role of 
education can be related with economic 
attainment (earnings), the results were even 
poorer than those mentioned in connection with 
the education-occupation linkage. The income 
variation explained was generally very low (10 
and 12%), except in certain types of work where 
it was as much as 60% (Mincer, 1975), but in 
these cases the share of the number of years of 
schooling in accounting for income was only 
10%. Such conclusions as these led Jenks to 
maintain that the role of educational attainment 
as a determinant of income levels was virtually 
negligible and that education figured as a good 
in itself (a consumer good) rather than as a status 
symbol whereby higher levels of economic 
welfare could be reached (Bayce, 1983).

More recent studies have made it possible 
to complete the complex picture of the factors 
determining status acquisition, showing that a 
number of intervening elements would seem to 
act as bridges between social origin variables and 
those of occupational attainment and income. 
Thus, alongside the psychosocial factors incor
porated by the Wisconsin team (Sewell, Haller 
and Fortes, 1969) as intervening between social 
origin and status acquisition, others of equal sig
nificance were pointed out. In particular, those 
demonstrating the importance of the quality 
—not quantity— of studies pursued (types of 
school, influences of intra-school relationships, 
etc.) (Wilson, 1978).

Lastly, further and clearer light was shed 
when the focus of interest shifted away from 
social background variables measured as 
indicators of prestige (occupational or 
educational), and emphasis was placed on other 
aspects determined more by power.

Griffin and Alexander (1978) remarked 
that ‘base’ variables of this type had much greater 
predictive power than those traditionally used in 
other models, and that they afforded evidence of 
a very close relationship between social back
ground and status attainments.
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In short, these testimonies —and others 
omitted here— have revealed the complexity of 
factors contributing to status attainment and the 
role incumbent upon education as an instrument 
of access to more priviliged positions.

Although many of these findings are con
tradictory or somewhat inconsistent,^ the proba
bility that formal education systems may serve as 
a ladder to higher occupational positions or in
come levels is plainly not as clearly delimited as 
the critical theories have maintained, nor do they 
enjoy the degree of freedom assumed by the 
‘optimistic’ theories. Rather do their degrees of 
freedom vary according to the play of two 
contradictory forces, in which either those 
tending to reinforce the system of inequalities

may predominate, or those making for change. 
Each specific situation indicated by studies on 
different countries and regions'* shows differing 
degrees of structural permeability.

The discussion up to this point might be 
summed up in the assertion that the probabilities 
of education’s contributing to social mobility and 
fulfilling a redistributive role will depend upon 
the degree of permeability of the structure. Ac
cordingly, a less rigid educational stratification 
structure, educational recruitment criteria and 
structural changes, together with the permeabili
ty of the social structure, may be considered the 
mechanisms implicit in the redistributive func
tion of formal education.

Ill

Education and mobility in Latin America

To compare and contrast the considerations so 
far set forth here with the empirical data avail
able on Latin America is no easy task; and this is 
particularly true of certain questions that sys
tematic research has virtually neglected.

In the first jplace, a good many studies are 
available on what we have termed ‘internal strati
fication of the education system’ and somewhat 
fewer on ‘recruitment’. In this connection, the 
studies carried out under the UNESCO/ECLA/ 
UNDP Project on Development and Education 
in Latin America and the Caribbean afford the 
most complete and up-to-date diagnosis of the 
educational situation in the region, together with 
an invaluable data bank.

Some areas of research remain, however, 
with which it is more difficult to deal empirically:
i.e., all those relating to the linkage between edu
cational attainment and vertical mobility. The 
lack of studies on ‘status attainment’ will allow 
only an indirect approach to the subject.

Secondly, as the objective pursued under 
this last head in centered on the recent processes 
recorded in the region, it must be added that the 
strategy followed will be to make use of a number 
of previous studies which inevitably relate to dif
ferent periods.

Lastly, the rest of the article will be orga
nized in accordance with the criteria established 
in the first section.

1. Trends in educational stratification

All the evidence deriving from analyses of the 
development of schooling in Latin America and 
of the trends in educational coverage recorded in 
recent decades coincides in underlining three 
aspects: a) the boom in enrolment in formal edu
cation systems; b) the different growth rates of 
the various levels of education; and c) the accel
eration of the expansion process in the past few 
years (Frejka, 1974; Filgueira, 1977; UNESCO/

^For an exhaustive discussion o f the theoretical and 
methodological problems o f this line o f research, see R. Bayce 
(1983).

"*Whereas a great deal is known on the differentiation 
by countries the same is not true o f regional variations, See R. 
Bayce (1983).



TO EDUCATE OR NOT TO EDUCATE: IS THAT THE QUESTION? / Carlos H. Filgueira 69

ECLA/UNDP, 1981; Filgueira and Geneletti, 
1981; Terra, 1981).

The trends noted in school enrolment in 
the region, for all cycles, indicated that in the past 
thirty years coverage of the school-age popula
tion (under 24 years old and over 5) had dou
bled, rising from 25 to 50%. Some countries, in 
particular those that started from higher levels of 
coverage, reached a stage in about 1980 at which 
6 out of every 10 individuals of school age were 
incorporated into the educational system. In 
Argentina, for example, where this figure is 
recorded, the corresponding proportion thirty 
years before had been, in contrast, only 4 out of 
every 10. Other countries, which were among 
those lagging farthest behind (Guatemala, for 
example), managed to increase coverage in the 
same period from 10 to 30% (UNESCO 
ECLA/UNDP, Vol. 2, 1981). And in countries in 
an intermediate position (Panamá, Costa Rica, 
Chile) the increase during the period in question 
was even more noteworthy.

The same educational statistics show that 
the biggest contribution to this increase should 
be attributed mainly to the last two decades, in 
particular the period 1970-1980. The dynamism 
displayed between 1950 and 1960 was much less 
and only in a few countries whose previous levels 
had been high was this forward leap achieved.

Even more remarkable is the difference in 
the growth rates of the various cycles, where a 
positive correlation between cycle and dyna
mism can be observed. Coverage expands more 
rapidly in higher than in secondary education, 
and in the latter faster than at the primary level. 
Between 1950 and 1980, coverage in higher edu
cation climbed from 5 to 16% (a threefold in
crease), in secondary education from 15 to 25%, 
and in basic or primary education from 50 to 
90%.®

The rate at which higher education is ex
panding in some countries at intermediate stages 
of development is exceptional, by whatever crite-

'^O w ing to  te c h n ic a l  p r o b le m s  d e r iv in g  f r o m  th e  

m e th o d  a d o p te d , g ro s s  r a te s  o f  s c h o o lin g  s o m e tim e s  e x c e e d  
1 0 0 . S in c e  ‘o v e r -a g e ’ is n o t  c o n tr o lle d , th e r e  m ay  p o ssib ly  b e  

m o r e  e n r o lm e n t s  th a n  in d iv id u a ls  in  th e  a g e  g r o u p  u n d e r  
c o n s id e r a t io n , w h ic h  m a k e s  f o r  a n  a r t if ic ia l  in c r e a s e  in  th e  
r e a l  c o v e r a g e  f o r  th e  a g e s  th e o re t ic a lly  c o r r e s p o n d in g  to  th e  
c y c le  (e s p e c ia lly  in  p r im a r y  e d u c a t io n ) .

rion it is appraised. Ecuador and Venezuela, for 
example, increased coverage in this cycle from 
an average of 1.6% in 1950 to about 26 and 23%, 
respectively, in 1980; in other countries, such as 
Panama, Costa Rica and Peru, the corresponding 
figures are close to Argentina’s, around 20%. 
Nor have these changes passed the relatively less 
developed countries by; some, for instance, like 
Bolivia and the Dominican Republic, have in
creased their rates of coverage in the last two 
decades by factors of 4 and 10, respectively.

At the higher level, too, little dynamism was 
shown in the first of the decades mentioned, 
during which period no significant increase in 
enrolment can be noted. Accordingly, the radical 
change in educational opportunities at the high
er level must be regarded as a process pertain
ing to the last twenty years.

In secondary education, where dynamism 
is less, rates of coverage in most countries 
increased fourfold between 1950 and 1975. 
Where the process was more dynamic, coverage 
of over half the population in the age groups 
corresponding to the cycle was achieved. At 
intermediate levels of progress, coverage 
amounted to between 20 and 30%, and to 10% 
where the pace was slowest.

In 1950-1970 enrolment at the secon
dary level increased by 620%, and by 814% if 
the period considered is extended to 1975 
(UNESCO/ECLA/UNDP, Vol. 2, 1981).
Obvious, too, in secondary enrolment were the 
educational preferences by which demand was 
selectively slanted; thus, technical education 
grew more slowly and failed to keep pace with 
the general rise in coverage in global enrolment.

Lastly, it should be noted that the growth 
rate of basic education was sufficient to allow an 
average coverage of nearly 80% of the corre
sponding age .structure, which suggests that 
many countries of the region experienced 
‘saturation’ effects and consequently a 
slackening of their dynamism. Globally, the 
increase in coverage in primary education 
showed the region’s capacity to expand basic 
education levels, although, owing to situations of 
extreme inequality, in some countries, such as 
Bolivia, El Salvador, Honduras, Nicaragua and 
Brazil coverage was still low in 1980.

The most remarkable feature of the entire 
process, however, is that there does not seem to
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have been any balance between the growth rate 
of primary education and that of the other lev
els, Thus, even in countries like those just men
tioned, where basic education exhibited little 
dynamism, this did not prevent secondary and 
above all university coverage from expanding at 
a much more rapid rate. Noteworthy in this 
respect is the behaviour of certain countries, par
ticularly Brazil and Bolivia, where the progress 
made by primary education bears no relation 
whatever to the rapid growth of the other levels.

When these trends are analysed from the 
standpoint of social mobility and of their 
redistributive effects, some interesting 
implications call for mention.

In the first place, the internal stratification 
of the region's educational systems, as a trend, 
seems to acquire less rigid and dichotomous 
characteristics. For instance, in the education 
pyramid the distribution trend shows how 
rapidly expansion is taking place at all levels, but' 
particularly at those of secondary and higher 
education. From a pyramid with a large base 
{corresponding to the lower levels of primary 
education and to the no-schooling category) and 
with little in the way of intermediate levels, 
transition is rapidly made to a pyramid that 
broadens out at its intermediate (upper primary 
and secondary) and high (higher education) 
levels.

Secondly, this implies that the educational 
system has more internal fluidity and per
meability, which allows of intra-level and 
intra-cycle mobility on the part of those 
incorporated in the system. In some of the 
countries where the increase in university 
coverage is biggest, this- is reflected in practice, 
for example, in the fact that almost all those who 
reach the secondary level move on to that of 
higher education.

Although inter-country differences in re
spect of these two characteristics are of obvious 
importance, this is not the place to analyse 
individual cases; all that remains to be added is 
that in those countries which as early as the 1950s 
already showed higher levels, pyramids tend to 
be formed in which the transition from primary 
to secondary and thence to higher education is 
more evenly distributed. In contrast, in countries 
where growth is more recent, i.e., inasmuch as 
the process has lagged behind, mobility seems

much easier at higher levels —from secondary 
education to the university— than between 
primary and secondary education. Here there is 
a manifest screening, at the level of basic 
education, of those who can or cannot continue 
to move upward in the system. For those who 
have surmounted this barrier, their road to the 
university seems much more assured than is 
possible in countries with more advanced 
educational levels.

Thirdly, formal education systems 
gradually show a more equitable, or less 
concentrated, distribution of education 
considered as a ‘good’. If the distribution of 
educational levels is looked at in the same way as 
that of income, some measurements of inequality 
show an increasing degree of déconcentration.

Taking the distribution of education 
among the population over 15 years of age, 
Gini’s inequality indexes for years of schooling 
showed during 1960-1969 a systematic reduction 
ranging in the countries of the region —with 
only two exceptions— between 10 and 18% 
(Filgueira, 1977).

No figures are available for the 1970s, 
although enrolment trends can only have been 
conducive to a still greater reduction of 
inequality throughout the region. It is possible 
that countries like Argentina, Uruguay and 
Chile, which in 1970 had reached the lowest 
figures in the Gini index (0.34), may not have 
been able to continue this process at the same 
average rate as the region as a whole, but for the 
great majority, where the average figures were 
0.55, the downward trend may be assumed to 
have continued.

This decrease is in contrast to the behaviour 
of income distribution, where inequity has been 
but little reduced during the same periods, and 
which shows extreme relative rigidity and 
concentration in comparison with the greater 
equalizing capacity of the educational system. 
The figures for inequality in income distribution 
in the countries of the region (for example, 
Uruguay, 0.49; Brazil, 0.70; Chile, 0.50) are 
always higher than those for educational 
inequality, and dynamic trends suggest that the 
gap between them tends only to widen.

Consequently, less rigidity, less 
concentration and greater opportunities for 
mobility are the three distinguishing
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characteristics of the internal stratification of 
formal education systems during the past two 
decades. Their real effects on the structure of 
production and on society as a whole are only 
beginning to make themselves felt, since the 
boom in educational enrolment is a relatively 
recent process affecting only the new 
generations.

The fact that education, during this period, 
has become the ‘societal order’ whose relative 
dynamism is greatest suggests in principle two 
things: firstly, that the expansion of education 
and its growth profile have increased the 
probabilities of upward vertical mobility and, in 
consequence, have enhanced its potential 
redistributive role; secondly, that if this is to 
result in genuine social mobility, either a social 
structure with a high degree of permeability is 
required, or else a considerable expansion of 
opportunities for access to the sphere of 
production, in keeping with the educational 
levels that the system is generating to an 
increasing extent.

2. Social bases o f educational recruitment

In the light of the foregoing considerations it 
seems evident that formal education systems in 
Latin America could not have expanded as they 
did without the incorporation of new social 
sectors, groups and classes formerly excluded 
from them. In reality, to judge from known data 
there are few countries of the region, if any, that 
nowadays can be held to possess educational 
systems of a traditional or elitist character. To a 
greater or lesser extent, educational statistics 
show how far the rigidity of these traditional 
systems has been relaxed, with the resultant 
more or less mass incorporation into the 
educational system.

As regards primary education, the 
expansion of enrolment and the improvement in 
the educational levels of the population have 
revealed the increasing penetration of formal 
education systems into rural areas and urban 
popular sectors (Filgueira, 1977). While it is true 
that, as has been pointed out, in rural areas 
school coverage has been extended less easily 
and the countryside-town polarity still holds 
good, the achievements of primary education 
have spread to rural areas too, so that gradually a

larger percentage of the population is being 
covered.

In this connection, a study on Sociedad rural, 
educación y escuela (UNESCO/ECLA/UNDP,
1981) f>oints out that except in Uruguay and 
Argentina, rural enrolment was expanding in all 
the countries of the region during the period 
1960-1970; in the eight countries considered, 
however, rural illiteracy decreased less than in 
‘other urban areas’ —except in Ecuador—, and 
less than in the capital in all of them but 
Colombia and Panama. Hence, in a general 
context of reduction of illiteracy, the total 
downward movement is concentrated in the 
capital and in ‘other urban areas’, and its pace 
slackens in rural areas.

That the dynamics of education systems 
should be slanted in favour of certain milieux to 
the detriment of others cannot be surprising, nor 
that preference should be given to those 
simultaneously combining the positive quality of 
constituting centres of high population density 
and nucléation with the negative quality of a low 
degree of dynamism. Cities of medium size, 
semi-rural nucléations or those with high 
percentages of migrant population of rural 
origin, and the urban popular sectors appear to 
have been the most direct beneficiaries of the 
expansion of educational coverage in recent 
decades; and only to a lesser extent the rural 
population.

The present situation in the countries of 
the region seems to derive from a fairly large 
group of factors, including the preceding degree 
of relative progress of primary schooling, special 
educational policies for the eradication of 
illiteracy, the different groups’ capacity for 
pressure and organization, and the political 
‘centrality’ —real or perceived— ascribed to 
these groups by the decision-takers. The 
heterogeneity of situations observable in the 
region, however, does not preclude tracing a 
similarity in the way in which educational 
coverage at the primary level follows the 
urban-rural line.

With regard to secondary education, the 
General Synthesis of the UNESCO/ECLA/ 
UNDP Project points out that most of the 
students incorporated in the secondary cycle 
represented the first generation of their family 
to attain that level. Setting aside the upper



72 CEPAL REVIEW No. 21 / December 1983

middle and upper strata, which have 
traditionally enrolled in this cycle, the remaining 
urban sectors, especially the lower middle classes 
and the higher strata of manual workers, seem to 
constitute the new clientele of the expanding 
secondary cycle. In certain countries, still lower 
strata are also covered, as, for example, some of 
those engaged in inferior manual occupations 
and even in unskilled services.

With respect to higher education, for 
which more student recruitment data by social 
origin are available, certain trends can be 
recorded with greater precision.

It is obvious, in the first place, that the 
lowest social strata are virtually excluded from 
enrolment and that the proportion of manual 
workers is very small; this is due to the 
cumulative effects of successive screening at the 
primary and secondary levels by which the 
groups with less possibilities of competing are 
expelled from the system.

As this is the terminal point of transit 
through the educational system, it will mainly be 
reached, as is also to be expected, by those sectors 
whose family background endows them with 
comparative advantages over others, while at the 
same time the new groups forming part of the 
increase in enrolment will come from the strata 
that previously had most social mobility.

From the data available for Uruguay (a 
survey of professionals just graduated in 1970), 
evidence can be obtained of the small extent to 
which the lower strata participate in university 
recruitment. Barely 11% of the total number of 
graduates came from families in which the father 
worked in skilled or unskilled manual 
occupations (Filgueira, 1976). When social 
background is measured by the father’s 
educational levels, the result shows that 
father-son mobility is much greater: 18% of 
university graduates had a family background in 
which the father had incomplete primary 
schooling, and 27% came from families where 
the father had completed the primary cycle. This 
finding confirms that mobility within the 
educational system has been much greater than 
mobility in the productive or occupational 
sphere, and is consistent with the 
above-mentioned trends towards differing 
expansion in the two orders.

In contrast, among the lower middle strata 
and workers engaged in the higher-ranking 
manual occupations is to be found the principal 
base for recruitment of professional graduates, 
in so far as 47% of them come from such 
backgrounds. These have indubitably been the 
sectors that most clearly make use of higher 
education as an instrument of vertical mobility. 
The proportion of graduates whose social origin 
is traceable to the upper middle and upper strata 
is smaller, although considerable, amounting to 
39%.

On the other hand, if social backgrounds 
measured by the father’s education are analysed, 
it will be seen that of the professionals studied the 
proportions corresponding to fathers with 
secondary and primary education were 24% and 
45%, respectively.

As was to be expected, other statistics 
relating to university enrolment in 1968 —not to 
professionals— show even lower origins. While 
the figure of 11 % for recruitment in the lower 
strata remains the same, recruitment in the 
middle and lower middle strata increases 
considerably and a decline is observable in that 
corresponding to the upper and upper middle 
strata {57 and 32%, respectively) (Klubitschko, 
1980).

In Argentina, again for the public 
universities as in the preceding case, enrolment 
figures for the same year represent a social 
origins profile very similar to that of Uruguay: a 
slight decrease in the representation of the lower 
strata (7.1%) is offset with an increase in that of 
the lower middle and middle strata. Nor are 
significant differences appreciable in the case of 
the Universidad de Sao Paulo and the 
Universidad Nacional de Colombia. Such 
differences do exist, however, in respect of four 
public universities in Venezuela, where 
recruitment in the manual-worker strata 
accounts for 22.4% of total enrolment and in the 
upper strata for 22.0%.

Data that make it possible to compare two 
stages in the process are recorded only for 
Argentina and Uruguay, whose social structures 
are relatively frozen. In the other cases analysed, 
it can be inferred, although at the risk of error, 
that the explanation of some more ‘democratic’ 
recruitment patterns, such as that of Venezuela, 
might lie in the rapid recent changes in their
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educational systems, which exhibit, within a 
general rising trend throughout society, a larger 
proportion of population from the lower strata 
than is found in countries where few structural 
changes take place.

If  this were so, the fact that Venezuela’s 
educational recruitment from the lower strata 
doubles that of Uruguay and trebles that of 
Argentina might reflect a higher degree of 
‘democratization’ of the educational system 
induced by structural changes.

This is not meant to imply that in Uruguay 
and Argentina the educational system does not 
fulfil a ‘vertical mobility’ function, since it 
obviously does so, inasmuch as there are lower 
and lower middle strata whose members attain 
higher education; what is asserted is that this 
function is much more significant in conditions 
of rapid expansion of the educational and 
occupational structure.

Lastly, two reflections are necessary to close 
this discussion, and both relate to certain 
processes of educational differentiation which 
are not brought out in the preceding analysis of 
enrolment.

There is, on the one hand recruitment 
selectivity by professional careers and, on the 
other, selectivity by the character of the 
university or study centre, according to its 
prestige, quality of teaching, costs, etc. All the 
known studies show that the social origins of the 
students enrolled in the higher educational 
system differ according to the prestige of 
professional courses, their heavier costs, or 
expectations of higher income. Thus, for 
example, the survey of just-graduated 
professionals in Uruguay proves that the most 
democratic social composition corresponded to 
short courses or intermediate university 
qualifications (out of a total of 11 % represented 
by the manual-worker strata, 23% took 
paramedical courses (Filgueira, 1977)). In 
others, such as engineering and economic 
sciences, the proportion was barely as much as 
2%. Evidence of the same kind is found in such 
countries as Chile and Colombia, where a large 
share of the increase in enrolment corresponds 
not to training for ‘traditional careers’ (like law 
and medicine) or ‘modern’ ones (like 
engineering and chemistry), but to courses

providing credentials that qualify their holders 
for intermediate-level and dependent posts 
(UNESCO/ECLA/UNDP, 1981).

Similarly, the differentiation between 
degrees by the prestige of the universities 
conferring them affords grounds for attaching 
only relative importance to global measurement 
of enrolment as a valid indicator of 
‘democratization’. Here too the known studies 
indicate the different composition of the social 
backgrounds of students recruited in private and 
in public systems, or in universities of greater 
and of lesser prestige. Even in public secondary 
school systems an informal stratification emerges 
in which there are units of higher intellectual 
calibre and better resource endowment. Public 
school models, denominational schools or 
international secondary school systems (French, 
English, Italian), are examples of educational 
differentiation in which the equivalence of the 
education credential is highly debatable. In this 
connection, the same processes of differentiation 
between mobility openings as are found among 
the United States universities (The Big Three, 
Ivy League, Eastern Colleges, and The Big I ’en) 
or in the English system (Oxford and Cambridge 
as against the rest), are being reproduced in the 
region and acquiring more and more ‘centrality’ 
as the expansion of education takes place. 
Entrance into the élite schools would open the 
gates to the highest ranks of industry and 
finance, enhancing the possibilities of ‘status 
attainment’.

3. The efficacy o f the education credential 
for mobility

In order to understand the role of education in 
social mobility and redistribution the first step 
should be to observe how vertical mobility 
operates in the region and thence to draw some 
conclusions of interest as regards education.

Conceptually, we have known since the 
time of the early studies on stratification and 
social mobility that there are at least two types of 
mobility: one called structural mobility (changes 
in the composition and volume of positions in 
order of rank), and another termed replacement 
or circulation mobility which corresponds to the 
compensation of upward and downward
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movements as a form of movement of the 
zero-sum type.*̂

We also know that as a general rule the 
‘structural mobility’ processes recorded in the 
Third World countries are long-term 
movements towards the opening-up of 
possibilities for upward mobility. Hence the 
earlier assertion that given these conditions there 
is a better chance that formal education systems 
may become mechanisms of training and 
selection for occupational positions in process of 
expansion.

Nevertheless, mobility and redistribution, 
although frequently confused, are not 
synonymous terms. There may be mobility in 
absolute terms without the existence of 
redistribution, if the whole social structure shifts 
towards higher levels while maintaining its 
pattern of internal inequalities.

More properly still, the concept of 
redistribution through education relates to 
questions of the permeability of the social 
structure and to the idea of replacement 
mobility, not to mobility for structural reasons.

Studies on social mobility in Latin America 
are not plentiful enough to permit of an analysis 
representative of the region as a whole. If any 
generalization can be based on what is known, it 
might be stated as follows:

First, social mobility (measured by the 
indexes of the father-son occupational matrix) is 
relatively less in Latin America than in more 
developed countries, or at most equivalent in 
some few societies;

Second, in its; composition by the two types 
of mobility distinguished, structural mobility 
predominates, accounting for a higher percent
age of total mobility than does replacement 
mobility;

Thirdly —and this is a characteristic feature 
differentiating the more developed countries 
from those of the Third World— the former 
have dosed certain cycles of major structural 
change. It is a matter of degree, since no known 
country is exempt from changes of this kind, and

®We are shelving the discussion o f other equally 
important forms o f mobility (see Filgueira and Geneletti,
1981).

some type of induced mobility always makes its 
appearance;

Fourthly, the predominance of inter-strata 
or of intra-strata mobility occurs in varying 
degrees; thus, societies can be distinguished in 
which the displacements are more significant or 
less so, for example, with a predominance of 
upward and downward movements either 
between contiguous categories or between 
distant categories. This is because total mobility 
—the gross mobility index— measures only the 
quantity of upward and downward movements, 
and therefore is an unsatisfactory record of the 
magnitude of mobility;

Fifthly, especially in the Latin American 
countries, structural mobility is associated with 
sizeable upward displacements between distant 
strata, whereas replacement mobility 
corresponds to movements of a predominantly 
intra-strata type or between contiguous strata 
(little movement).

Two relatively recent studies, by Beccaria 
(1978) and by Do Valle Silva (1979), on Greater 
Buenos Aires and Brazil, respectively, make it 
possible to compare and contrast some of these 
propositions for two different societies within 
the Latin American system.

For Brazil, in 1973, Do Valle finds a total 
mobility equivalent to 58.4%, its components 
being 32.9% of structural mobility and 25.5% of 
replacement. In relative terms, of the total 
movements analysed between fathers and sons in 
six occupational categories (from agricultural 
workers to large landowners and professionals), 
almost 60% represents changes induced by the 
occupational structure. Had it not been for these 
structural changes, the resulting mobility —of 
the replacement type— would have been 
reduced from 100 to 40.

One of the most interesting findings also 
shows that the behaviour pattern of upward 
vertical mobility is at an exceptionally high level; 
of the total number of persons considered, 47% 
reached positions bettering those of their 
fathers, and 89% kept their place or rose higher 
in the scale. Throughout Brazil, therefore, only 
11% was affected by downward vertical mobility.

If the inter-generational matrix is analysed 
in greater detail, it can be noted that when the 
effects of structural and replacement mobility
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are separated, they follow entirely different 
patterns.

Whereas all structural mobility is upward 
—i.e., 32.9% of all individuals— replacement 
mobility is broken down by 14.2% of upward and 
11.3% of downward movements. Accordingly, if 
the contribution of the two types of mobility to 
the expansion of opportunities of social 
betterment is compared, it will be seen that 
replacement mobility accounts for only 29% of 
upward vertical mobility. The remaining 71 % is 
explained only by the structural changes.

Still more interesting is it to distinguish 
between the effects of the two types of mobility 
on the distances of the displacements. Here 
again the contribution of replacement mobility is 
notably slight in comparison with that of 
structural mobility. Whereas in the latter the 
upward movements between the positions of 
father and son imply displacements between 
distant strata, in replacement mobility 
contiguous and intra-strata movements 
predominate, and the barrier to mobility 
between the manual and non-manual and 
between the rural and urban strata is 
considerable. The great fluidity of the 
expanding social structure makes it easy for 
members of the urban popular and even rural 
sectors to rise to low and medium positions of a 
non-manual type, and there are even significant 
instances on record of access to the highest 
positions from the rural strata. But this is not the 
case with replacement mobility, which, besides 
being quantitatively much less, operates mainly 
within each of the major categories.

If  mobility is weighted in accordance with 
the magnitude of the displacements —one for 
contiguous strata, two for cases when a stratum is 
jumped' and so on— the contribution of 
replacement mobility to upward movements, 
which was, as we saw, 29%, is reduced to 15%.

Beccaria, in his turn, records for 
Argentina’s most dynamic centre a mobility 
higher than that of Brazil in the aggregate, 
although its composition is different. The 
proportion of structurally induced mobility is 
less than half the figure for Brazil, amounting to 
23%. This seems consistent with the foregoing 
observations, by virtue of the peculiar evolution 
of the two societies, since Argentina seems to 
approximate more closely to the situation of the

developed countries. In these, as is shown by 
studies on England, the United States and 
Australia, mobility for structural reasons is very 
low (13, 14 and 25%, respectively).

Out of the total number of persons, upward 
mobility was observed in 38%, a much lower 
figure than Brazil’s; but there are also 
differences in the composition of this mobility, 
since replacement mobility predominates.

Lastly, from Beccaria’s analysis it can be 
inferred that in Buenos Aires the distance of 
movements is much more limited in replacement 
mobility than in the structural type; 
intra-stratum mobility predominates in the 
former but not in the latter.

Since it is extremely difficult to make a 
systematic comparison between a capital and a 
country, any conclusion drawn from this brief 
review must obviously be viewed with a great deal 
of caution. It may be assumed that the mobility 
recorded in Buenos Aires would change 
substantially if the data covered the other urban 
and rural areas. There would indubitably be 
more structural mobility, deriving from the 
systematic dwindling of the rural population 
during recent decades, and probably, too, 
replacement mobility would be less, considering 
that the contexts excluded are precisely the least 
permeable and the most adscriptive.

Accordingly, the analysis of Brazil and 
Argentina demostrates the remarkable 
incidence of structural changes on the expansion 
of opportunities for upward mobility, as well as 
the extreme rigidity and scant permeability of 
the social structure as regards the promotion of 
compensatory upward and downward 
movements; and this is more marked, it must be 
repeated, in Brazil and in Buenos Aires.

If  structural mobility in Brazil were 
assumed to disappear, only 14% would have 
experienced upward mobility between one 
generation and another, and this mobility would 
have been confined mainly to intra-strata 
displacements; the aspiration of the less 
advantaged sectors to see their children reaching 
high and intermediate occupational levels could 
be satisfied only by a very small proportion of the 
population.

in Argentina, where some decades of 
intensive structural dynamism are recorded —it 
should be noted that inter-generational mobility
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comprises fathers who were in the EAP as far 
back as the 1930s— the findings show less 
structural mobility and more permeability. But 
while in Buenos Aires upward mobility by 
replacement is greater than in Brazil, amounting 
to 25%, it also occurs between contiguous or not 
very distant categories. In so far as structural 
changes were gradually frozen in recent decades, 
opportunities of upward mobility seem to have 
been limited to a structure that is not favourable 
to movements between the major categories.

Probably, therefore, when there are no 
structural changes, or at least in face of an 
increasing crystallization of the structure, class 
barriers become more clearly defined and 
mobility is confined to self-recruitment.

The implications of what has been said of 
education up to now are obvious, and clarify the 
distinction made between the ‘easy’ and ‘difficult’ 
phases because of their possible incidence on 
social mobility.

A further distinction may be drawn 
between two conceptually autonomous 
dimensions which may explain these phases and 
the ways in which they develop.

The first of these dimensions consists in the 
relative degree of expansion of the educational 
‘order’ in comparison with the increase in 
openings for mobility (occupational structure). It 
may be represented as a continuum which 
stretches from a pole where education and 
occupation are in balance (E=0) to another 
extreme pole of disequilibrium where education 
runs ahead of the occupational structure (E>0). 
This dimension corresponds to the 
acknowledged autonomy of education, which in 
Latin America reveals a much greater capacity 
for expansion than other social stratification 
dimensions such as the occupational structure or 
income (Heintz, 1969).

All that has been studied hitherto shows 
that, in effect, this has been the dominant pattern 
in the region and that the alternative E<0 is 
empirically non-existent, unless in conjunctural 
situations and for a brief spell. This was 
demonstrated in the first section of the present 
chapter when changes in the internal 
stratification of formal education systems were 
discussed (Filgueira and Geneletti, 1981).

The second dimension relates to the types 
of mobility where a continuum can be seen to

extend between the extreme poles of little or no 
mobility of any kind and a predominance of 
replacement mobility, with an intermediate 
phase of predominance of mobility of the 
structural type.

If the two dimensions are represented as in 
figure 1 by two orthogonal axes, a space of four 
quadrants is created which represent different 
opportunities of mobility.

In dynamic terms, the movement of 
societies in Latin America has signified a shift 
from quadrant 1 to 4 (trajectory a). After an 
initial situation of very little mobility, the 
predominance of structural mobility gradually 
increased, while at the same time the 
development of education began to outpace that 
of the occupational structure. The first stage of 
the trajectory, in quadrant 1, therefore 
represents the ‘easiest’ moment of the positive 
relation between education and mobility. In one 
way or another it was the advantaged 
‘newcomers’ that entered the education system 
during this phase who enjoyed the best social 
mobility conditions. The increasing 
predominance of structural mobility and little 
competition for jobs were undoubtedly the 
factors which helped to bring this about.

The subsequent trajectory which evolves in 
quadrant 4, however, corresponds to increasing 
difficulty with respect to social mobility. 
Education advances farther and farther ahead of 
occupational opportunities and, at the same 
time, structural mobility tends to surrender its 
predominance to replacement mobility.

The ‘terminal’ point of the trajectory, 
where to the freezing of structural changes is 
added a high degree of tension between the 
educational and occupational orders, seems to 
bring education to the critical limit of its capacity 
to promote social mobility.

Obviously, however, in principle there is no 
precise terminal point in any of the dimensions, 
and the idea is valid only for the representation 
in the figure; neither the ‘mobility’ continuum 
or the ‘disequilibrium’ continuum has a 
clearly-defined limit.

For education to surmount the critical 
point and once again become efficient in relation 
to mobility, one of three things must happen: 
either the permeability of stratification must
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increase (replacement mobility besides being 
predominant is high), the disequilibrium 
generated by the disproportionate growth of the 
educational order must be reversed, or the 
structure of production must start expanding 
again at a nevt̂  rate.

All that has been discussed up to now seems 
to preclude the possibility of the first alternative. 
The second would imply a spontaneous or auth
oritarian discouragement of education, as is 
partly evidenced by what has happened in the 
more advanced countries such as Argentina and 
Uruguay in recent years. Nevertheless it seems 
extremely unlikely to occur before a veritable 
collapse of the expectations of social mobility 
through education. At most, Latin American 
experience shows that the fewer real 
opportunities of social mobility there are, the 
greater is the emphasis upon and competition 
for education as a ‘good*. In open democratic 
systems the interplay of aspirations and 
pressures for more education on the part of the 
middle and popular strata and the difficulties of 
satisfying demands for real mobility met with by

those in power seem to have notably 
strengthened the expansion of the educational 
‘order* in view of the rigidity of other channels. 
In this sense, the quest of legitimacy in face of the 
pressures for increasing participation allows the 
disequilibrium between education and structure 
of opportunities, as a way of absorbing tensions, 
to be aggravated to extremes that more and more 
seriously endanger the stability of the system. 
Under authoritarian governments, on the other 
hand, it is possible that this may not occur in so 
far as the pursuit of legitimacy is abandoned or 
diminishes.

Furthermore, figure 1 also makes it pos
sible to establish an interesting distinction 
between the different trajectories of the 
countries of the region. Apparently, the longer 
ago a society’s mobilization process began, the 
more closely did the trajectory resemble that of 
type b in the figure. Thus, the tension between 
education and occupational structure developed 
belatedly, allowing an easier and more 
prolonged period of educational efficiency in 
respect of mobility. In the countries that reached

Figure 1

Equilibrium E = 0

o

No mobility

0
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this stage later, the path followed becomes more 
similar to trajectory c, where education increases 
rapidly and gets ahead of the occupational 
structure. These societies, with all their specific 
differential features, still seem, at all events, to 
have a relatively wide margin for progress at 
their disposal, thanks to the structural changes 
that still lie before them. It cannot be overlooked, 
however, that some countries with educational 
trajectories like that of Brazil, or others which 
make faster progress like Ecuador or Venezuela, 
are already facing enormous difficulties deriving 
from their acute and ‘premature’ disequilibrium.

In this connection, it is hard to imagine how 
structural changes can absorb the increment 
generated during the last two decades, tenfold in 
the case of university enrolment, or fivefold in 
that of secondary enrolment.

While it is true that some of these countries 
can still expand their occupational structure 
within reasonable margins, it seems unlikely that 
the process can be maintained at the same rate 
during the next few decades. Moreover, the 
effects of the enrolment explosion in recent 
decades are only beginning to make themselves 
felt in the structure of production, and their 
implications are still unforeseeable.

IV

Final considerations
From the data considered in the present article 
no precise estimate can be made of the magni
tude of the impact of education on the more 
general processes of social mobility and 
redistribution of social opportunities. 
Nevertheless, it is possible to reach the 
conclusion that formal education systems have 
not been dissociated from these processes, and 
that at certain stages of the countries’ develop
ment they have held an outstanding place, 
particularly when the new urban middle classes 
were formed and far-reaching structural 
changes were the order of the day.

It has also become evident that certain 
interpretations relating to education’s high 
degree of autonomy or total dependence on the 
social matrix are untenable.

Rather, what the formal education systems 
do have is a relative autonomy, inasmuch as they 
neither simply and solely help to reproduce the 
matrix of social inequalities, nor can free 
themselves from its constraints. In this sense, 
education as an agency for issuing-passports to 
power and privilege is subject to a good many 
more limitations than the ‘optimistic’ theories 
could have dreamt of; the mobility function 
attributed to education seems to be more 
efficacious than its redistributive function.

Moreover, the outlook for the future deriv
ing from the analysis of social trends in education 
and mobility is disquieting in the extreme. 
Education in Latin America seems to have 
reached a critical point at which it has ceased to 
be a mechanism for the resolution of problems 
and has become a generator of new conflicts.

In the light of the social consequences of 
the superimposition of two parallel processes, 
one being the disproportionate growth of the 
educational ‘order’, and the other a loss of 
predominance of the mobility induced by 
structural changes, a tautening of social tension 
can be predicted for the future. At different 
rates and speeds, all the countries of the region 
seem to be moving in this direction.

If exhaustion of the mechanisms of 
structural mobility is foreseeable in the more or 
less near future, and if the possible occasions of 
mobility will be predominantly those deriving 
from a low degree of permeability of the social 
structure, it is hard to imagine what alternative 
mechanisms can be applied.

It is true that the same problem arises in the 
more developed countries and that in their case 
the positive effects of education on 
redistribution are less important than has been 
theoretically assumed. But it is also evident that
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in them other processes associated with the 
‘welfare State’ have done a very great deal to 
neutralize social inequalities.

The fact that countries like Germany spend 
US$ 1 900 per capita on ‘welfare’ or Italy 830, 
and that the percentage represented by its costs 
amounts to almost one-third of the GDP in the 
Netherlands, Denmark and France —to quote 
only a few examples— shows the capacity of 
these societies to implement alternative 
equalization mechanisms. Nor is there any 
evidence in the United States, where education 
has been envisaged as the redistribution 
instrument par excellence, that welfare policies

have not been a more effective mechanism for 
the attainment of distribution objectives.

There is no sign of any such thing in the 
countries of Latin America, where the welfare 
State is still incipient and is confronted, as 
throughout the world, with increasing difficult
ies in the way of its expansion. It is predictable, 
therefore, that in these countries there will be a 
marked consolidation of the rigidity of their 
social structure, accompanied by an exacerbation 
of the problems connected with relative 
over-education, devaluation of educational 
credentials and competition for educational 
‘goods’.
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T he role o f  
education in 
relation to 
em ploym ent 
problems
Ju a n  Pablo Term *

T h is  article is dearly  d iv ided  into two parts. T h e  

firs t reviews the controversy on unem ploym ent and 

underem ploym ent problem s in Latin  Am erica, the ir 

nature and causes, and the measures which shou ld  be 

app lied  to eradicate them. In general terms, the 

au tho r’s analysis places emphasis on certain aspects o f 

E C L A ’s th ink ing, such as the im portance o f  the con

cept o f  structural heterogeneity in the description and 

in terpretation o f  the problem s in question, and on 

criticism  o f  the econom istic conception which assumes 

that the ir solution consists sim ply in increasing the rate 

o f  econom ic growth, and shelves the structural p rob

lems w hich obstruct the hom ogen iz ing  propagation o f  

technology and its benefits in the econom ic and social 

structure.

Part two focuses fu ll attention on the relation 

between education and em ployment; its central thesis 

is that the most im portant problem s o f  both (unem 

ployment, underem ploym ent, absolute o r relative lack 

o f  schooling) ar e closely linked  to the econom ic, social, 

cu ltu ra l and po lit ica l segmentation o f  society and that 

the interpretation o f  these problem s and the policies 

app lied must therefore take into  consideration this 

decisive fact, in  the w rite r’s op in ion , education ’s major 

problem  today does not derive from  its supposed over

expansion but, on the contrary, from  the inequality 

that has characterized its d istribution  by social strata, 

geograph ica l areas and sex, and the consequently lim i

ted access to it observable in  some disadvantaged social 

groups. H e  acknow ledges that the educational process 

which has taken place d u r in g  recent decades in Latin  

Am erica has aspects and im plications which it is very 

d iff icu lt to evaluate, but he m aintains that “when in 

doubt one must opt fo r education ’’ . In  the last analysis, 

education is the popu la tion ’s right, and, above all, 

must make fo r the cultivation o f  know ledge and must 

be at the service o f  the whole o f  social life.

’“(Collaborator in the Project on Development and Edu
cation in Latin America and the (Caribbean,

E m ploym ent problem s

l.  The outlook o f  the 1960s and its loss o f  credit

When the drive for development planning 
started in the 1960s in Latin America, the 
planning of education was regarded as an 
indispensable part of the system. This attitude 
was undoubtedly founded on a very clear and 
relatively simple interpretation of the role of 
education in development. From the standpoint 
of accelerated modernization, whose major 
features were urbanization and industrialization, 
Latin America would need large numbers of 
skilled personnel, of whom a considerable 
proportion would be destined to undertake 
activities in industry very different from the 
occupations characteristic of the traditional 
economy. To adapt the Latin American masses 
to this change seemed a difficult task; the level of 
skills of the economically active population was 
seen as one of the bottlenecks that obstructed 
development. Consequently, the essential 
function of educational planning was to adjust 
the occupational skills of the active population to 
the technical requirements of the new kinds 
of job that would necessarily multiply as develop
ment, particularly industrial development, made 
headway. This did not of course imply denying 
education other broader objectives —in reality, 
some plans proposed the pursuit of other ends 
such as cultural and social integration—, but it 
did introduce a new outlook whose lodestar was 
technical qualification and for which the most 
significant instruments were the projections of 
demand for technical fitness and occupational 
training.

This approach was grounded on a some
what unorthodox version of the theory of human 
capital. This theory maintained that neither 
physical capital nor technology sufficed to 
account for economic growth. There were always 
other residual factors, outstanding among which 
was the ‘quality' of the labour force. In the 
opinion of Theodore W. Schultz, education 
ceased to be, in the eyes of the economists, a 
consumer good and became a form of capital 
accumulation. This conception was incorporated 
into the ‘orthodox’ economic theories which, of 
course, advocated leaving this type of capital 
accumulation and its allocation to the free play of



82 CEPAL REVIEW  No. 21 / December I9S3

market forces. However, in the 1960s, during the 
boom of planning-oriented thinking based on 
the visible evidence that the operation of the 
market was ill-fitted to resolve such problems, 
particularly in underdeveloped countries, the 
theory of human capital and the economics of 
education were placed at the service of 
educational planning.

It was, indubitably, an endeavour rather 
than an achievement. The planning drive was 
short-lived, so that it seldom went any farther 
than the effort of gathering and organizing in
formation, starting a system of statistics, formu
lating a diagnosis and establishing a few objec
tives; when it did advance beyond these goals, its 
main task consisted in creating, reorganizing or 
modernizing the system of technical education.

During the succeeding years, the economic 
growth of Latin America, although little affected 
by planning, attained a very considerable rate. 
For the region as a whole, the average annual 
growth rates shown by the gross domestic pro
duct were 5.7% in the 1960s and 6.5% between 
1970 and 1975.^ Industrial development did 
even better, keeping up an average rate of 6.3% 
in the 1960s and 6.8% between 1970 and 1975.  ̂
The progress made in industrialization was 
therefore very significant; but it did not meet 
expectations with regard to the creation of jobs. 
Improvements in productivity were substantial 
in agriculture and even greater in industry, and 
for that very reason the increase in employment 
engendered by growth was extremely slight in 
agriculture and averaged only 2.8% per annum 
in industry. The major generator of employment 
opportunities was the tertiary sector.'  ̂ Around 
1970 agriculture provided 10% of the new jobs 
created, industry 30% and services 60%.'^

Secondly, the growth of secondary and 
higher education was explosive, in response to 
the social demand of the middle and upper 
strata, although insufficient progress was made 
in primary education to resolve illiteracy

'U N E S C O - E C L A - U N D P ,  Project on  Developm ent 

and Education  in  Latin  Am erica  and the Caribean, In form es  
F in a les  3 , “La  educación y los problem as del em pleo en A m é

rica  La tina” , table 3.

‘‘̂ ibidem.
'^Ibidem, table 5,

"^Ibidem, p, 7.

problems, particulary in the case of some social 
groups at the lowest levels.

For this reason, and because of industriali
zation patterns themselves demand for technical 
training was not in line with the projections 
—kindling scepticism as to human resource 
training methods and the validity of the 
projections— nor did it generate the problems 
that had been supposed. The training of the 
labour force was not, generally speaking, a 
bottleneck obstructing industrial development; 
on the contrary, some striking surpluses of 
skilled population were to be noted.

Consequently, the theory that during the 
1960s linked education to development lost 
credibility. Economists and governments then 
turned their attention mainly to the difficulties 
generated by the global cost of the education 
system and the pressures caused by the so-called 
‘surpluses’ of persons with schooling. Employ
ment market problems began to be perceived as 
something more complex, with emphasis on un
employment and underemployment. The role of 
education in resolving these problems became 
far less clear and aroused a great deal of contro
versy; consequently, the part that education 
ought to play in the development process also 
began to look much more uncertain.

The resulting situation is definitely danger
ous. The replacement of a simple and largely 
inadequate theory by a much more complex and 
subtly-shaded perception must always be hailed 
as progress; but this progress is worth very little if 
it leads to uncertainty and paralyses policy 
orientations. Education needs dearly-defined 
and energetic policies; and human and social 
development, in which the rate and patterns of 
economic growth are involved, needs education.

Reflection on the subject becomes a more 
imperative necessity than ever.

2. The subsequent view of employment problems

Later discussions of the topic, in particular the 
bibliographical output of PREALC and ECLA in 
this field, are centred on concern as regards 
unemployment and underemployment. They 
explain that Latin America’s economic growth, 
although its rate is appreciable, affords only 
partial occupation for the labour force. The im
plications are, from the economic standpoint,



TH E RO LE O F EDUCATION IN RELA TIO N  TO EMPLOYMENT PROBLEM S / Juan Pablo Terra 83

underutilization of a basic resource and the 
contraction and segmentation of the domestic 
market; from a social point of view, a piling-up of 
serious problems, among which the worst are 
poverty and marginality.

a) Unemployment

The first component of this underutiliz
ation is overt unemployment. In 1976, PREALC 
estimated, on the basis of empirical information 
that was not exhaustive on account 
of statistical data deficiencies, that in 1970 the 
rate of overt unemployment in Latin America as 
a whole had been 5.8%, as the result of national 
figures ranging from 2% to 16%.^ These rates, 
higher than those of the developed capitalist 
countries, were attributed to the insufficient 
growth of the Latin American economies. 
Long-term projections based on econometric 
models pointed to increasing rates of overt 
unemployment, which by the end of the century 
would reach, according to PREALC, 9.9%, and 
according to ECLA, 6.3%.®

Since then opinions have noticeably 
changed. If  the earlier hypotheses had been 
correct, the fall in the growth rate after the 
petroleum crisis would have immediately 
aggravated unemployment. According to 
current data, however, urban overt 
unemployment, which had been 6.6% in 1970, 
would appear to have gradually declined to 5.8% 
by 1980, despite the lower economic growth rate 
recorded during the second half of the 1970s.^ 
These facts cast serious doubt on the explanation 
based on the ‘insufficient dynamism’ of the Latin 
American economies, and much more still on the 
above-mentioned long-term trends towards 
increase. The comment is valid even though the 
exacerbation of the recession after 1980 did then 
raise the rate to 7.4% in 1982.®

At this point a few reasonable assumptions 
may be put forward on the basis of the known

series of overt unemployment rates, with all due 
reservations in view of the still inadequate 
coverage and quality of the empirical data 
available:

i) Before the petroleum crisis, average 
unemployment rates were higher than those 
characteristic of the developed countries. This 
difference was not imputable to a globally 
insufficient rate of economic growth, which 
suggests that neither could it be resolved by an 
acceleration of growth alone. The explanation 
ought to be based on structural differences 
between the societies concerned, and, in 
principle, the analysis should not be confined to 
the econometric variables included in the models 
used.

ii) Although the apparent contradiction 
with the loss of dynamism of the Latin American 
economies is not enough to preclude the 
possibility of a conjunctural explanation of what 
happened, the decrease in rates between 1970 
and 1980 suggests a longer-term trend linked to 
the structural evolution of society. An 
explanation of this type has not been hitherto 
formulated, or at least has not gained currency.

b) Underemployment

The second component of underutilization 
is invisible underemployment.^ This is a much 
vaguer concept. According to a first very simple 
definition, what is implied is the partial 
utilization of personal work capacity, when it 
does not take the form of limitation of the time 
worked.

This definition could cover two cases. The 
first would correspond to persons who waste the 
knowledge or skill they have acquired by 
working in a job which is beneath their 
qualifications —a problem very closely linked to 
that of the so-called ‘educational surpluses’. The 
second would relate to persons with abnormally 
low productivity, usually due to deficiencies in 
respect of capital goods, technology, raw

^ PR EA LC , T he unem ploym ent problem  in L a tin  A m erica ; 
Facts, outlook a n d  policies, Santiago, Ch ile , I LO ,  1976, table 5. 

^Ibidem , chap. III.

^ P R EA LC , A juste externo, em pleo y sa larios en  A m érica  
L a t in a  y e l C aribe, in  E .CLA , N otas sobre la  econom ia y e l desarrollo  
de A m érica  L a tin a , No. 372, table 1,

^Ibidem.

■ *We are not taking into consideration here the other 

two notably less sign ificant components: disguised

unem ploym ent and visible underem ploym ent. See “La  

educación y los problem as del em pleo", op, cit., chapter III 

and notes.
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materials or markets. Typical examples: the 
minifundista (smallholder) whose work capacity 
would suffice to farm a much larger tract of land, 
with substantially better results; or the 
unemployed town-dweller who, in default of 
productive employment, engages in very ill-paid 
and perhaps rather useless activities, such as 
looking after cars parked in the streets. In both 
cases, the idea of a partial waste of work capacity 
naturally arises.

The term underemployment as currently used 
in Latin America refers to the second concept. 
The generalized definition would seem to be 
full-time occupation in low-productivity tasks. But 
productivity is not always an available datum, 
and low productivity as an indicator is 
superseded by Ioîo pay and tow income. This is a 
very serious distortion, since in many instances 
wages are low even though productivity is not. It 
appears, therefore, unduly equivocal to confuse 
underemployment with exploitation.

Even with reference to productivity, the 
concept, formulated generically, is highly 
problematic. What is normal productivity? The 
national average? A Latin American average? 
Some absolute level regarded as an acceptable 
minimum? A standard of reference drawn from 
the developed countries? The scale of 
underemployment will change acccording to the 
answer given. To ensure full employment for the 
population, must productivity be equal in all 
occupations? Must the country be a rich one? Is 
the term unemployment a synonym for poverty? 
Is it a synonym for inequality?

The concept becomes hazardous in so far 
as, being over-abstract, it loses contact with the 
point of departure and ends by applying the 
same word to social phenomena so diverse 
as conjunctural disguised unemployment, 
technological backwardness, regional or national 
inequalities in per capita income, and the poverty 
resulting from the irrational distribution of 
productive goods or from extreme wage 
disparities. In the last analysis, it is risky in so far 
as it confuses under the same head the partial 
utilization of work capacity; its full but inefficient 
utilization; and iits full and efficient utilization, 
but at unfairly low rates of pay.

This underemployment, phenomenon 
customarily measured by income, has over and

over again been described as Latin America’s 
principal problem. In 1980, according to 
estimates, it affected 46 million persons, i.e., 41 % 
of the economically active population.* * But not 
only is it considered quantitatively much more 
significant than overt unemployment; it is also 
regarded as more serious; and for a variety 
of reasons. For each individual overt 
unemployment is usually a temporary state, 
although for some categories of the active 
population it takes on a cyclical or repetitive 
form; underemployment, on the other hand, is a 
predominantly chronic state. Secondly, overt 
unemployment primarily affects women and 
youth, whereas underemployment is more 
characteristic of heads of households and drags 
the entire family nucleus in its wake.*  ̂All this is 
admissible, even when reservations as to the 
concept of underemployment are formulated: 
most of the social phenomena assembled under 
that head are stable and chronic manifestations 
of social distortions. They are closely associated 
with poverty; they have a strong determining 
influence on the quality of life; they lead to social 
segregation; and they reproduce and perpetuate 
their vicious circles through the environment, 
through the cultural and economic inheritance, 
and through virtual exclusion from social power.

As seen in the mid-1970s, underemploy
ment was not only on a dramatically large scale, 
but was also thought to be increasing.*"* How
ever, the passage of time has not corroborated 
this trend. Today it is estimated that proportio
nally underemployment is decreasing slightly, 
although it continues to increase in absolute 
terms; this is partly attributable to the rural mini- 
fundio’s loss of percentage weight, given the 
rapid growth of the urban population, where 
underemployment is less. At all events —like 
poverty— it has little chance of being reduced in 
absolute values; and still less of disappearing 
altogether.

'® PREALC , T he unem ploym ent problem  in  L a tin  A m erica: 
F acts, ou tlook an d  policies, op. cit., p, 1.

“ P R E A L C ,  “Técn icas para la P lan iticación del 

Em p leo  en Am érica  Latina y el C aribe” , in  E C L A ,  N otas sobre 
la  econom ía y e l desarrollo  en  A m érica L a tin a , No, 329.

’^ PR EA LC , T he unem ploym ent problem ..., op. cit., p. 20, 

Ibidem , chapter III-C .
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c) Total underutilization o f  the labour force

In the bibliography on the region overt 
unem ploym ent and underem ploym ent are  often  
added together to arrive at what has been called 
total underutilization o f  the labour force. T o  this end 
the procedure adopted has been to express 
underem ploym ent by a num ber o f unemployed  
equivalents, taking as a basis the proportion of  
norm al productivity or incom e represented by 
the productivity o r incom e o f the unemployed. 
Thus the 4 6  million underem ployed in 1980  
were considered ‘equivalent’ to 24  million totally 
unem ployed; and the addition o f these to the 6  
million overtly unemployed gave a total o f 30  
million ‘unem ployed equivalents’.̂ "* Perhaps for 
certain purposes, and with an alert critical sense, 
it may be useful to handle so abstract an 
equivalence. B ut neither can it be concealed that 
the reservations suggested by the concept of 
underem ployraent increase after this 
transmutation., T h e m om ent at which the 
reservations becom e a form al objection is when 
these calculations are  pressed into the service of  
the thesis o f  insufficient dynamism. T o o  often  
has this volume o f underutilization o f the labour 
force been accounted for in Latin Am erica by 
inadequate growth o f  the econom ic product; and 
too often, also, have these figures been exhibited 
as p roof that econom ic grow th fell short o f what 
was required.

Obviously, no one would wish to become an 
advocate o f  slow econom ic growth, o r to argue  
that the resolution o f social problems is inde
pendent o f the increase in the product. T h e  
objections are o f another sort; do the known facts 
really w arrant the conclusion that it has been an 
insufficient growth rate that has prevented the 
reduction o f unem ploym ent and underem ploy
m ent? Can it legitimately be inferred that a 
higher rate would per se absorb unemploym ent 
and underem ploym ent?

Even in respect o f overt unem ploym ent, it 
may well be thought that this last expectation  
would be disappointed. Faster growth ought 
certainly to reduce the excess unem ploym ent 
caused since 1980  by the severe recession; but the 
rest is a great deal m ore than doubtful. T h ere  are

ta b le  1.
’ ^ P R E A L C , “T é c n i c a s  p a r a  la  p la n if ic a c ió n .. .” , op. dt.,

countless exam ples of very rapid and even 
exceptional local o r national developm ent which 
have been coexistent with high unem ploym ent 
rates. T h e problem unquestionably deserves 
very careful study.

But it is with regard to underem ploym ent 
that there seem to be least grounds for such an 
expectation; W ould rapid growth by itself bring 
about a m ore rational distribution o f land? 
Would it lead to less concentrated allocation of  
capital goods? W ould it make income 
distribution m ore equitable? Would it reduce  
technological segm entation? A fter the region’s 
experience of econom ic grow th, few would dare  
to reply to these o r other similar questions in the 
affirmative.

Even setting aside the differences of style 
between ‘labour-intensive’ and ‘capital-intensive’ 
growth, the simple explanation that 
unemploym ent is an inverse function o f the 
growth rate o f  the product is valid for overt 
unemploym ent and for some form s o f  disguised 
unemploym ent, but by no means for 
underem ploym ent as a whole. Furtherm ore, it is 
valid in the context o f conjunctural variations, 
assuming structural characteristics to be fixed. 
T o  begin with, ‘frictional unem ploym ent’ is a 
classic designation for an incompressible 
quantum o f unem ploym ent which is required  
for the operation o f the m arket, and is 
determ ined by structural characteristics o f  each  
econom y and o f each society, and which subsists 
even during periods when grow th is avid in its 
dem and for m anpow er. It seems indispensable 
to determ ine these param eters and to seek for 
their structural causes — which may range over 
such varied fields as territorial organization, 
cultural divisions, population shifts, 
occupational training o r the efficiency of  
em ploym ent services and of m ethods of 
recruitm ent—  before concluding that the 
difference from  the capitalist developed  
countries is due to the growth rate o f the per 
capita product; above all when in this variable no 
significant disparities are observable between 
Latin A m erica and the countries aforesaid. 
This questioning o f  the most widespread 
interpretations o f em ploym ent problems may 
seem to be straying too far from  the central topic 
o f the present article. B u t a satisfactory  
delimitation o f the function o f  social policies,
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including those oriented towards changing  
structural aspects o f  society, will not be possible 
without first clearing up the fallacy currently  
implicit in the thesis o f  ‘insufficient dynamism': 
the economistic assumption that all em ploym ent 
problems depend simply and solely on econom ic 
growth and are, therefore, in the last analysis, 
independent o f the o th er dimensions o f social 
life. Reinstatem ent o f  the unknown quantities at 
present existing with respect to the nature and 
causes o f em ploym ent problems is an 
indispensable req uisite for reflecting on the role 
that education plays or may play in this field.

d) Technological heterogeneity and the informal 
sector

In reality, the structural roots of  
underem ploym ent have long been recognized in 
Latin Am erica. E C LA  has devoted a great deal of  
attention to the structural heterogeneity o f the 
Latin A m erican econom ies. It is a heterogeneity  
that finds expression in the coexistence of  
productive units which differ greatly in their 
characteristics: organization, size, technology, 
capital-intensiveness or labour-intensiveness. 
Some o f these units seem survivals from  a rem ote  
past, while others imitate the cu rrent o r recent 
models originating in the m ore developed  
countries. It has been said, therefore, that a 
‘primitive stratum ’, an ‘interm ediate stratum' 
and a ‘m odern stratum ’ exist side by side. It is 
m ore than ten years since Aníbal Pinto and 
A rm ando Di Filippo established differences in 
productivity between the extrem e strata ranging  
from  1 to 29,*^ and pointed out that the volume 
o f persons working in the ‘primitive’ stratum  
almost doubled the volume employed in the 
‘m odern’ one.

This division into strata is, up to a point, a 
cross-section o f the classification by branches of  
activity, although it does not divide up each of  
these in the same proportion. T h e ‘primitive’ 
stratum  maintained the biggest volumes of  
production in agriculture and artisan activities; it 
accounted for only a m inor proportion of  
mining, basic services and trade; and  
disappeared altogether in m anufacturing.

*^ See A n íb a l P in to  a n d  A r m a n d o  D i F ilip p o , “ N o ta s  
p a r a  u n a  e s t r a te g ia  d e  la  d is tr ib u c ió n  y r e d is tr ib u c ió n  d e l 
in g r e s o ” , in  A le ja n d r o  F o x le y , Distribución del ingreso, M e x ico  

C ity , F o n d o  d e  C u ltu r a  E c o n ó m ic a , 1 9 7 4 .

T he concept of ‘primitive’, although it has a 
special significance, is, strictly speaking, 
inappropriate. If  in anthropology it has been  
stressed that the so-called primitive peoples are  
not really primitive today, there is all the m ore  
reason for making it clear that these productive 
strata, integrated in many ways into existing  
national societies, have undergone a historical 
evolution that has radically changed their 
characteristics and their significance.

A concept related to this, and widely 
current today, is that o f the informal sector. 
PREA LC, closely following the ILO  report on 
Kenya, defined it in the following notes, 
highlighting the many-sided heterogeneity of  
econom ic life in the developing countries;

i) Ease o f  entrance, mostly because o f the 
absence o f the administrative processes which 
are required for the installation o f bigger 
enterprises and, what is m ore, because o f the 
small capital needs;

ii) Family ownership as the predom inant 
form  of organization o f econom ic units;

iii) Low level o f  labour force skills, which are  
frequently acquired outside the formal 
education system;

iv) Small scale o f activities;
v) Use o f  domestic production resources;
vi) Labour-intensive technology;
vii) Competitive markets, both for factors and 

output, as against the monopolistic or  
oligopolistic tendency of the formal sector. From  
the point o f view o f the individual workers, ease 
of entrance means a very elastic labour supply 
and consequently low incomes, com pressed by 
competition and limited only by subsistence 
levels.
And other supplementary notes are added;

viii) Little differentiation between owners o f  
capital and contributors o f  labour;

ix) Limited role o f  wages;
x) Low degree o f  internal organization o f  

enterprises;
xi) Weak external regulation.

This type o f definition by accum ulation of  
descriptive notes, all o f which are not always 
applicable, does not leave a very clear-cut

'® P R E A L C , The employment problem in Latin America..., 
op. cit. p . 3 3 .
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concept; but at all events it is preferable to those 
that presuppose an etiology. In the case o f  one o f  
these definitions, the inform al sector would seem  
to em brace those persons who “do not work in 
organized enterprises and are the visible result o f  
the m anpow er surplus’’.*  ̂ H ere em erges, a  
priori, the thesis o f  m anpow er redundancy  
— correlative to that o f ‘insufficient dynamism’—  
and the scarcely defensible assertion that all 
activity in non-organized enterprises is a 
manifestation o f  the redundancy in question.

T h e  inform al sector is an awkward subject; 
econom ic analysis is a m uch m ore com fortable  
process when it deals with the m odern stratum  
and that o f organized enterprises, where it has 
the invaluable support o f the developed  
countries’ econom ic and sociological thinking. 
Although there too they have discovered the

im portance o f  a form erly underestim ated  
informal sector, m ade up o f  activities which used 
to be outside the scope o f  orthodox  
conceptualization, it is indubitably very different 
from  its counterpart in the developing countries. 
W hatever the conceptual obscurities that remain  
to be cleared up, it is an indisputable fact that a 
large proportion o f underem ploym ent is to be 
found in this sector; and that the differences 
which separate it from  the formal sector are  
preponderantly structural, and exhibit, am ong  
their many dimensions, undeniable cultural 
connotations. This aspect of the problem alone 
warrants the inference that if the 
underem ploym ent phenom enon is not to be 
m isrepresented and wrongly diagnosed, there is 
an imperative need to exam ine it in all its 
sociological complexity.

II
Causes of segmentation of the employment market

T h e problem once stated in the foregoing term s, 
a question of capital im portance was bound to 
call for an answer: W hat is happening in the 
em ploym ent m arket to account for the persistent 
survival o f these pockets o f wasted m anpower? 
For if the m arket is assumed to be operating  
smoothly, the econom y ought to provide 
em ploym ent for almost the whole o f the 
population.

O f course — and this explains the ‘almost’—  
an ineliminable residuum  o f frictional 
unem ploym ent would presumably subsist in any 
event. A change o f job, even in so-called full 
em ploym ent situations, is not an instantaneous 
process. It takes time for the available job  and the 
right person to fill it to com e together; the person  
concerned perhaps has to transplant himself to a 
different geographical area, move house, follow 
a course o f  training. Structural changes in the 
econom y, m igrations, conjunctural fluctuations, 
technological innovations, m icroeconom ic

‘ ^ P .R . S o u z a  a n d  V .E .  T o k m a n , “ E l s e c to r  in fo r m a l 

u r b a n o  e n  A m é r ic a  L a t in a ’’ , in  P R E A L C - I L O , Sector informai, 
funcionamiento y políticas, S a n t ia g o , C h ile , IL O , 1 9 7 8 , p . 2 8 ,

vicissitudes, and even personal possibilities o f  
career advancem ent generate continuous 
changes o f job. T h e result o f these changes and 
the time they absorb is a quantum  o f frictional 
unemploym ent which may vary through time, or  
from  one country to another, as conditions alter.

In discussing this topic it seems necessary to 
refer to the M arxist thesis of the ‘reserve arm y’, 
according to which the capitalist economies 
always leave a quantum  o f m anpower 
unemployed, in ord er to reduce the workers’ 
bargaining power and thus lower the cost of  
labour. T h ere  is indeed some truth in this 
— although not necessarily in accordance with 
the M arxist form ulation—  which all analyses o f  
the labour m arket admit. W hen m anpow er is in 
short supply its price tends to rise; the higher cost 
o f labour induces the entrepreneu r to introduce  
m ore capital-intensive techniques, which cut 
down the num ber o f personnel and at the same 
time eliminate pressure in favour o f wage 
increases. It is easy to agree that this 
phenom enon combines with the dem ands 
motivated by frictional resistances to strike a 
balance, on the basis o f a certain quantum  of
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unem ployed, between a fluid supply oflow -cost 
m anpow er and a limitation o f the investment in 
capital goods required by the m ore advanced  
and labour-saving technologies.

All this is understandable. B ut what is the 
reason for a behaviour substantially different 
from  that recorded  in the developed economies? 
Why such huge underutilization figures? This is 
the difference that is still unexplained. F or some 
reason o r other all the so-called m anpower 
‘surplus’ does not Oow into the m arket as theory  
would lead one to expect. I f  there is a surplus, at 
least its absorption does not seem to be one o f the 
aims o f equilibria. A deep-seated technological, 
social and cultural heterogeneity appears to split 
up the m arket into juxtaposed  worlds, between 
which there is virtually no com m unication, and 
which are not governed by the same laws.

Inevitably, tentative explanations o f this 
segm entation have been put forward, since some 
writers are not content with reference to 
quantitative insufficient dynamism.

1. The radical theses

Some theorists, orthodoxically M arxist or United  
States adherents o f radical currents o f thought, 
have urged that the focal point o f the problem  
lies in production relations and in the class 
conflicts connected with the production surplus. 
In their opinion, unem ploym ent and 
underem ploym ent derive neither from  
technological problem s n or from  the educational 
characteristics o f  hum an capital; on the contrary, 
capital chooses technology and resorts to other 
econom ic and political means in ord er to 
maintain that reserve o f  m anpow er which 
enables it to keep wages down and appropriate  
the econom ic surplus. It frequently happens that 
so m uch emphasis is placed on the deliberateness 
with which technology is chosen to achieve this 
result, that som e o f these explanations have been 
stigmatized as ‘conspiratorial’.̂ ® Obviously, 
there does not seem m uch likelihood that the 
m icroeconom ic decisions which determ ine the 
incorporation o f  technology can represent 
disciplined and intentional action in the service

'® See  C la u d io  S a lm , Escolta e Irabalho, S â o  P a u lo , L iv ra - 

r ia  B r a s il ie n s e  E d ito r a , 1 9 8 0 , p . 6 .

o f such a strategy. It appears m ore reasonable to 
su p p o se th at m icro e co n o m ic d ecisions a re  
adopted within the ambit o f each enterprise to 
further its own interests, and that any collective 
intention on the part o f entrepreneurs is mainly 
directed towards containing wages and social 
pressures, either in the course o f collective 
bargaining, o r by political means, the latter 
especially when they can call upon the resources 
o f an authoritarian State.

If  this is so, entrepreneurs could hardly 
carry the adoption o f  m anpow er-releasing  
technologies to extrem es without taking the 
irrational step o f sacrificing the econom ic 
advantages and competitive capacity o f their own 
enterprises. Consequently, the following are the 
inevitable questions that arise; Why should the 
reserve army be bigger than in the developed  
capitalist countries? Can it be that those countries 
are less capitalist than Latin Am erica?

Once again: what the explanation does not 
explain is, precisely, the difference. A ccording to 
the theory itself, the class conflict is a factor 
com m on to capitalism in developed and 
underdeveloped countries alike. T h ere  must be 
other explanations o f the differences which 
should be sought in the articulation o f the 
econom ic system with the social and political 
system.

This is an im portant point from  the angle 
o f education. I f  the reserve arm y thesis 
accounted for the resulting difference in the 
occupational terrain as proper to the system  
itself, not m uch room  would be left for social 
policies, including educational policies, to 
change the mechanisms generating unemploy
m ent and underem ploym ent. If, on the other 
hand, the difference may lie in the social and 
political system, the issue must be restated in new 
term s.

2. The explanation o f  technological dualism

Some o f the answers given base their 
explanations on the existence o f  a technological 
dualism. T h e different strata o f  the econom y use 
different technologies. T h e m odern stratum , in 
which foreign enterprises are often predom i
nant, uses extrem ely efficient capital-intensive 
technologies, transferred from  highly developed
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countries. It employs little manpower, carefully 
screened, to which it can pay high wages. When 
purchasing product designs, m achinery, equip
m ent and technical assistance, these enterprises 
im port rigid ‘packages o f technology’, adapted to 
the conditions o f the developed economies. I ’he 
inflexibility o f  these packages leads to deviation 
from  the combination o f capital and m anpower 
that would be optimal for Latin Am erican condi
tions. T h e  overall result, reached in various ways 
— absorption o f the saving necessary for the de
velopm ent o f the less-advanced strata, product 
qualities and costs inaccessible to the members of  
such strata, limited em ploym ent o f manpower, 
etc.—  is an exclusive developm ent style, respon
sible for simultaneous segmentation o f produc
tion, the em ploym ent market, income distribu
tion and the consum er market, and thus genera
ting a feedback for its own exclusive tendency.

Unquestionably, these ‘packages of  
technology’, and the tiny m argin they leave for 
seeking optimal combinations o f capital and 
labour through appropriate technologies, 
constitute a notorious feature o f  certain  
activities, including several spearhead industries. 
T h e re  are  serious objections, however, to an 
attem pt to generalize this phenom enon and  
blame it for the global trend towards 
underutilization o f the labour force. In many of  
the activities that are o f most significance from  
the standpoint o f  em ploym ent, the rigidity o f  
technology is a fiction. In the course of  
organizing production a thousand opportunities 
for saving capital and equipm ent and employing 
m ore personnel crop up, and this ought to 
suffice for the establishment o f  equilibrium. In 
most instances, the decision to renew machinery, 
equipm ent and technology is prom pted by an 
econom ic calculation on the part o f the 
en trep ren eu r; an assumption that m icroecono
mic decisions are perm anently biased by a 
propensity to squander capital seems too 
unrealistic, and pays no heed to the situation o f  
the overw helm ing majority o f  Latin Am erican  
enterprises.

Even without sharing this conception of  
technological dualism pure and simple, it is 
worth while to point out what would be its 
implications in the field of education. If  the 
attem pt to account for segm entation in 
heterogeneous strata were based simply on the

rigidity o f packages o f technology, it is hard to 
see what part education could play in doing away 
with heterogeneity. Logically, therefore, from  
this explanation interpretations o f the role of  
education derive which in no event propose so 
ambitious an objective. According to an extrem e  
i n t e r p r e t a t i o n ,  t h e  b u s i n e s s  o f  th e  
educational system is to prepare the workers for 
productive perform ance in the m odern sector: 
“T he school is at the service o f capitalist 
production”. T h e diametrically opposed  
interpretation alleges that capitalist forms of  
production require a steadily decreasing  
proportion o f  skilled labour; to such an extent is 
technique incorporated in organization and  
machinery that for most o f  the personnel 
education is irrelevant from  the productive point 
o f view. “N either is the school capitalist, nor does 
capital need the school”.''*

3. Transposition o f  models in the framework o f  
stratification and dependence

T h ere  are  other conceptions of segmentation  
which m anipulate the ‘technological packages’ 
argum ent to explain the contrast between form s 
of production and its consequences, but which 
do not make technology an autonom ous 
explanatory factor. Some of them have enjoyed 
and still enjoy particular prestige; they stress the 
view that peripheral societies, and especially 
those of Latin A m erica, with their pronounced  
stratification, are subject to the dem onstration  
effect of the developed countries’ life styles. T h e  
upper and upper middle social strata imitate, 
sometimes with frenzied zeal, models of this 
kind, which the econom ies o f the region cannot 
finance for all their inhabitants. T o  attain them  
the upper strata resort to pow er in support of 
very unequal incom e distribution and overspend  
on conspicuous consum ption, thus cutting down 
the saving needed to increase the productivity of 
the backward sector. T h e  imitation o f models 
also extends to types o f product, as well as to 
techniques for producing them . T hus m odern  
production patterns find small m arkets for their 
products, inaccessible to the purchasing power 
o f most of the population, and tend to maintain a

'^ C la u d io  S a lm , Escota e trabalho, op. cit, p . 2 .
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high proportion o f idle capacity. T he interaction  
o f  these and other causes is conducive to forms o f  
e x c lu s iv e  d e v e lo p m e n t w hich  d e te r m in e  
segm entation and prevent the diffusion o f  
technology. T h e m odern sector can provide jobs 
only for part o f  the population and the backward 
sector is left bogged down in low productivity 
and underem ploym ent.

It is not possible to condense in one article, 
with the precision the subject deserves, a 
description and still less a critical analysis o f the 
different variants o f this type o f explanation. 
Suffice it to say that in com parison with 
technological dualism pure and simple, the 
argum ents that it adduces are much m ore 
com prehensive, take into account a variety of  
phenom ena that cannot be overlooked, and link 
them  up in decidedly m ore consistent 
explanatory systems. T h e imitation o f  life styles 
is not so m uch an econom ic phenom enon as a 
multidimensional social phenom enon which 
includes the idea o f cultural penetration. This 
penetration— owing to the sharp stratification o f  
the local population in term s o f income and 
power, but also o f cultural base and 
accessibility—  operates differentially and 
generates diverse responses in the different 
parts o f society. If  the dem onstration effect had 
equal incidence on all social strata, it is hard to see 
why it might be m ore responsible for the 
segm entation o f  the econom y than the incentive 
o f acquiring wealth and the consum er 
aspirations which operate in every capitalist 
econom y. If  a difference is to be sought that 
accounts for the peculiar phenom enon o f Latin  
Am erican segm entation, it will have to be found  
in a different, and already segm ented, way of 
receiving the dem onstration effect; or in a 
heterogeneous capacity for reaction to the 
stimuli aforesaid; that is, in any event, in a 
pre-existing stratification. And this, tautological 
as it may seem , is very im portant for putting 
em ploym ent problems in their tone place.

T hese explanations, critically interpreted, 
throw into relief the force o f the tension to which 
our societies are  subjected by the global 
dephasing and the linkages existing between 
them  and the world centres. B ut they also 
underline the fact that the reactions to this 
tension are conditioned by the internal 
dephasing and stratification pre-existing in these

societies; they show that the dem onstration  
effect unleashes violent stimuli. These stimuli, 
such as the incentives o f pecuniary gain and 
consum er aspirations, do not spontaneously 
generate, through the econom ic processes, 
either equality or hom ogeneity. Equitable 
distribution o f the fruits o f developm ent is a 
policy objective, not a spontaneous product. On 
the contrary, when econom ic mechanisms 
operate on a heterogeneous basis, it should not 
be surprising that they reproduce and even 
multiply inequality.

4. The historical roots o f  segmentation

But if the quest for econom ic mechanisms that 
explain Latin A m erica’s em ploym ent problems, 
as regards their specificity in relation to the 
developed capitalist countries, goes back to a 
pre-existing social heterogeneity, this means, up 
to a point, a return  to square one.

In the first place, it is an invitation to look 
back into the past, where there is no trouble in 
finding some background elements o f the first 
im portance. O ne o f them , still very dose to us in 
time — barely m ore than a hum an life time—  is 
slavery; another, m ore rem ote in origin but not 
always extinct, is the subjugation o f the 
indigenous populations by the whites after the 
conquest. Large proportions o f the descendants 
of those subdued by force, particularly when 
they rem ained in their environm ent and were 
socially segregated, today represent backward 
groups in these segm ented societies. T he  
descendants of immigrants from  Europe, or  
from  other developed societies, ‘tendentially’ 
coincide with m odern segments. This 
corroboration o f the historical continuity of  
segmentation is too obvious to be overlooked.

Continuity is one thing, however, and lack 
of mobility another; and the Latin Am erican  
process is very far from  being persistent. T h e  
growth o f the rural populations legally freed  
from  slavery o r serfdom , and the concentration  
o f land ownership, confined such population  
groups to the minifundio o r compelled them  to 
em igrate.

T h e indigenous populations and the 
descendants o f slaves who m igrated from  rural 
areas to the cities went through the melting-pot 
o f urbanization with its linguistic, educational
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and occupational effects; settlers on poor land 
were im poverished and virtually excluded from  
progress. Even though the traces o f  that heritage 
o f initial oppression can still sometimes be found  
in the conditions obtaining for the urban  
popular sector o f today, their situation is 
substantially different.

5. The contHbutions o f  cultural dualism

A few decades ago, the theories o f cultural 
dualism tried to explain the processes whereby 
segm entation is transm uted and perpetuated  
through time. F or the upholders o f  dualism the 
populations o f the traditional and m odern strata  
are differentiated by their cultures and  
particularly by their values. T h e m odern  
entrepreneur, sometimes com ing from  
developed countries, shares the capitalist ethic of 
accum ulation; the technicians and workers 
respond, as in the developed countries, to wage 
incentives. In contrast, in the traditional strata, 
people work to satisfy their minimum material 
needs, but thei r code o f  values is different and in 
it so lid a rity  an d  im m ed iate  co n ce rn s  take  
priority. T h ere  is no visible unem ploym ent; what 
work there may be is shared, and those who 
cannot work are protected. Accordingly, cultural 
inertia is the chief explanatory factor o f  
segm entation. T h ere  is no question here of a 
problem  o f training for em ploym ent, nor even of 
a problem o f  form al education, but o f a global 
phenom enon o f  a social and cultural character.

By the adherents of the theory o f cultural 
dualism, which was largely based on the study o f  
indigenous populations, the dichotom y is held to 
affect the structure of the basic personality, as it 
likewise affects the social structure, and the two 
sustain each other. Incorporating the traditional 
sectors into developm ent calls for a com plex  
cultural and social change whose centre of 
gravity lies in values; even for schooling, 
motivation is necessary.

W hen this emphasis on culture is carried  
too far, it tends to relegate to a secondary plane 
the basic structural conditions — for exam ple, 
poverty and the m eagerness o f the land in the 
case o f the indigenes o f  the Altiplano (high 
Andean plateaux)—  to which culture is 
necessarily adapted and linked. But, viewed 
through its best exponents, this theory can

hardly be accused of simplism; it is a sociological 
conception which considers that the social 
structure and the cultural structure are mutually 
self-sustaining. T o  break down the barriers that 
shut in traditional society entails an attack on 
every front: dem onstration effects, introduction  
o f  te ch n o lo g y , ch a n g e s in basic eco n o m ic  
structures, food, health, housing, must all be 
associated with the educational effort to ensure  
its success.

B ut the problems generated by cultural 
dualism have not been identified in the backward 
areas alone. Migrants carried with them a 
cultural baggage whose content is incompatible 
with m odern society, and on contact with it must 
be modified. Sociological studies have 
systematically shown the relation between these 
processes o f urban acculturation and such 
phenom ena as marginality, anom ie, and of  
course, critical em ploym ent situations. Cultural 
inertia, from  the standpoint o f em ploym ent 
problems, played an im portant part in the urban  
segmentation o f the active population.

T h e  dualist theory o f a quarter o f a century  
ago, in describing the most typical Latin 
American countries, stressed the coexistence of 
m odern geographical areas with others of a 
traditional character, and highlighted the 
resistance o f the backward areas to the 
penetration o f  developm ent. T h e  study o f the 
obstacles encountered revealed not only the 
meagerness o f these areas’ natural resources, the 
irrationality o f their structure or the cultural 
inertia  o f their inhabitants: obstacles which 
might be called static. Processes were also found 
which helped to block penetration; for exam ple, 
it was the young people, capable, enterprising  
and o f course with the highest levels o f schooling, 
who were the first to em igrate to the m odern  
areas. As a result o f  all this, the backward areas 
w ere'left with a negatively selected population, 
deprived of its most dynamic elements. Because 
they were traditional, they had high birth rates, 
which increased their proportion  o f  inactive 
population; and because they were poor, they 
had high morbidity rates. T h e  sums that families 
should have allocated to education and health 
were too heavy for their poverty to support. T h e  
flow o f saving followed the same direction as 
human m igration, seeking the opportunities 
opened up by the prosperity o f  the m odern
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areas. In consequence o f these and other circular 
and cumulative processes, the diffusion o f  
developm ent was obstructed, and Latin A m erica  
witnessed a stubborn perpetuation of  
backwardness an segm entation.

O ne o f the most im portant contributions 
offered in the above-m entioned period is, 
undoubtedly, that o f having m ade it d e a r that 
not only does social and cultural inertia 
perpetuate social segm entation, but also the 
dynamism unleashed by developm ent itself may 
bar the progress o f  the traditional sector and, at 
the same timie, may generate urban  
segm entation phenom ena which are all the m ore  
m arked the m ore intensive is that dynamism, 
precisely because o f the clash between violent 
change and cultural inertia.

This is a surprising piece o f evidence, 
necessitating a different way o f introducing time 
into the hypotheses accou n tin g  fo r segm en
tation; and it acquires immense im portance in 
face o f the existing difficulties o f explaining the 
peculiar features o f unem ploym ent and above all 
o f underem ploym ent in the region. Given the 
rapidity o f Latin A m erican population growth, 
urbanization and m etropolitanization, and with 
due reg ard  to the relatively recent historical 
background o f intense social heterogeneity pro
duced by extrem e form s o f dom ination, this line 
o f theory perhaps makes it possible to explain, to 
a large extent, the segm ented fashion in which 
econom ic, social an political systems are persis
tently reflected in the real conditions obtaining  
in Latin Am erica.

And at the same time, perhaps it may allow 
m ore satisfactory explanations to be form ulated  
for certain specific features that are particularly 
startling; one o f them  being the fact that poles of  
explosive growth — in respect o f investment, 
production, occupation and population—  
show high rates o f unem ploym ent while at the 
same time they are growing at a dizzy speed. This 
state o f affairs, which seems to defy econom ic 
equations, has often been explained by alleging 
that, owing to the existing m anpow er surpluses.

c ite , by  w ay o f  e x a m p le s , th e  c ity  o f  ( iu a y a n a  in  
V e n e z u e la , a n d  C o tz :ic o a lc o s -M in a tit l^ n , in  M e x ic o . T h e  fa c t , 
h o w e v e r , s e e m s  fa ir ly  w id e s p re a d  th r o u g h o u t  th e  w o rld .

the expectations o f em ploym ent created always 
surpassed real em ploym ent openings. Perhaps 
this may happen, but at least a suspicion o f an 
underlying contradiction lingers: Do such
expectations still exert their attraction after 
employment opportunities have reached  
saturation point? Is it all an e rro r o f calculation? 
Is it merely a form  o f queuing up for jobs? O r do 
people realize that this stage is a sort of  
melting-pot through which they must pass in 
order to gain entry, for themselves and their 
children, to a different and desirable world, and 
that in the long run the transition will be worth 
their pains?

A detailed study o f the transm utation  
undergone by these m igrant populations before  
they achieve full em ploym ent — as opposed to 
unstable em ploym ent and underem ploym ent—  
shows it to be astounding in its m agnitude, since 
it is not merely occupational, but affects their 
entire culture, in the anthropological sense o f the 
term , and even language, when the populations 
concerned are indigenous. A hard, traum atic, 
long-drawn-out transm utation, generating  
anomie and marginality. T o  explain away this 
m etam orphosing population as a m ere surplus 
o f migrants, is an extrem ely dangerous 
simplification; perhaps it implies completely 
losing touch with the problem.

On the other hand, it would be useless to 
attem pt to dissimulate the weaknesses o f the 
theories o f cultural dualism. Perhaps the worst of  
them is the concept o f m odernization itself; but 
this does not invalidate the preceding analyses. 
In any case, neither does it seem admissible to 
ignore the dimensions they have introduced into 
the statem ent o f the problem. Simplified 
explanations, reduced to want o f occupational 
training, confined to insufficiency in the rate o f  
econom ic grow th, restricted to an intrinsic 
characteristic o f im ported technology o r to the 
capitalists’ manipulation o f technology to bring  
down wages, are not enough. And if they fail to 
explain, they may lead to false conclusions. T o  
begin with, it is not surprising that they should 
have done m uch to create bewilderment as to the 
role o f education.

Em ploym ent problems are not simply 
interchangeable modalities o f a non-utihzed  
manpower surplus. They are specific social facts.
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sharply differentiated and conditioned by a 
heterogeneity which em braces social structures, 
culture and personality- It is true that this 
heterogeneity has its roots in history, but it also 
derives from  the direction and from  the very 
dynamism o f cu rren t changes.

T h e  perpetuation o f these phenom ena  
would certainly suffice to call in question the 
prevailing developm ent styles, not only as 
econom ic but also as societal models. If  the 
causes o f this perpetuation include recalcitrance  
to cultural changes, o r their hazardous or

traum atic character, it is for education to play a 
part in doing away with heterogeneity.

In that case, neither is it unconcerned with 
em ploym ent problems, nor is its duty confined to 
giving proper vocational training to the active 
population. On the contrary, its fundam ental 
role, from  this point o f view, is to help in 
combination with other form s of change, to get 
rid of segm entation and to minimize the hum an  
cost o f the changes; its function is to integrate  
society and fit it for equitable and participative 
development.

Ill

Some empirical evidence

Analyses o f Latin A m erican statistical data on  
em ploym ent and education help to reaffirm  the 
image o f  a very intensive segm entation in which 
the cultural com ponent is extrem ely significant. 
T h e education variable is indubitably associated 
with the occupational categories, although it 
does not strictly correspond to what is assumed in 
some o f the most accepted social stratification  
schem es, particularly those based on the entre- 
preneur/w age-earner dichotom y. In contrast, it 
has a very strong linkage with geographical loca
tion — rural, urban, m etropolitan and other ur
ban areas—  and, in particular, with the existence 
o f  p o p u la tio n  g ro u p s  th a t p re se rv e  th e ir  
indigenous language and culture. Urban activi
ties, even if m anual, tend to be associated with a 
certain level o f general education. On the other 
hand, data are lacking on the comparatively im
portant role that should be played by vocational 
teaching, except in the categories o f technicians 
and university-educated professionals. A whole 
set o f  other facts underline the close association 
b etw een  th e  u rbanization  process and ed u 
cational change.

History bears eloquent witness to the 
different kinds o f resistance to the penetration of 
education in the various segments. These  
differential behaviour patterns indicate a trend  
towards the perpetuation o f very low levels of

education with considerable proportions of 
illiteracy and incipient schooling or none at all in 
large segments o f the population, despite the 
rate o f educational expansion in general and the 
explosive developm ent o f secondary and higher 
education. This evidence gives the impression  
that in all likelihood educational deficiencies, in 
their turn, have a serious incidence on the 
m aintenance of segm entation.

At the same time, with due regard  to the 
fact that in some places and specialities there are  
population surpluses with high educational in
dexes, it can nevertheless be seen that the general 
tendency is for an increase in the level o f edu
cation to reduce the risks o f  unem ploym ent, 
especially at the upper levels. A reduction in the 
supply o f secondary and higher education might 
result in relative shortages which could accentu
ate still m ore the inequality o f  income 
distribution and the adscription o f the best 
educated to the upper strata.

1, Education and occupation

Table 1 and figure 1, based on O M U ECE  
samples from  11 Latin Am erican countries, 
present a panoram a o f  the educational profiles 
— percentage frequencies by years o f study—  for 
each o f the socio-occupational strata defined  
under the EC LA /U N IC E F  Project on



Table 1

L A T I N  A M E R I C A  ( E L E V E N  C O U N T R I E S ) :“ L E V E L S  O F  E D U C A T I O N  B Y  O C C U P A T I O N A L  S T R A T A ,  1 9 6 0  A N D  1 9 7 0
(Percentages}

O c c u p a t io n a l
s tr a ta

N o  s c h o o lin g 1 to  3 y e a rs 4  to  6 y e a rs 1 to  9 y e a rs 10  to 12  y e a r s
13  ; 

a n d
^ ears
o v e r U n d e c la r e d

I 9 6 0 1 9 7 0 I 9 6 0 197Ü i 9 6 0 1 9 7 0 1 9 6 0 1 9 7 0 i 9 6 0 1 9 7 0 i 9 6 0 1 9 7 0 i 9 6 0 1 9 7 0

1. Middle and upper strata in secondary 
and tertiary occupations

7.33 10.72 15.31 8.43 35.34 24.72 10.45 15.06 15.87 14.00 14.12 12.37 1.56 14.70

a . E m p lo y e r s  in  c o m m e r c e ,  in 
d u s try  a n d  s e r v ic e s

1 5 .3 6 1 1 .9 4 2 5 .2 3 1 0 .3 4 3 4 .8 5 2 8 .7 3 6 .1 8 1 5 .0 5 9 .0 7 9 .2 8 7 .5 5 1 0 .5 2 1 .7 6 1 4 .1 4

b . M a n a g e m e n t  p e r s o n n e l  in  
c o m m e r c e , in d u s tr y  a n d  s e r 

v ice s

7 .9 2 1 0 .8 2 1 8 .4 2 6 .0 0 3 4 .2 7 2 1 .0 8 1 0 .5 1 1 5 .2 0 1 5 .9 2 1 4 .6 4 1 1 .4 4 1 7 .4 6 1 .5 2 1 4 .8 0

c . I n d e p e n d e n t  p r o f e s s i o n a l s  
a n d  s e m i-p r o fe s s io n a ls

6 .6 6 7 .6 1 1 1 .1 9 5 .9 1 1 9 .7 1 1 2 .8 5 6 .4 2 7 .4 3 9 .8 9 8 .8 5 4 4 .6 2 4 8 .2 9 1 .51 9 .0 6

d . D e p e n d e n t  p r o fe s s io n a ls 1 .9 5 6 .8 8 5 .5 2 2 .7 0 2 3 .0 0 1 2 .1 6 8 .3 1 9 .0 9 2 5 .3 7 2 1 .3 3 3 3 .3 7 2 7 .5 4 2 .4 8 2 0 .3 0
e .  O w n -a c c o u n t  a c tiv it ie s  in  c o m 

m e r c e
1 1 .5 7 1 7 .3 9 2 2 .2 5 1 9 .6 6 3 8 .0 3 3 3 .9 4 1 3 .4 3 1 3 .0 3 8 .6 5 4 .7 5 4 .9 6 2 .1 8 1 .11 9 .0 5

f. E m p lo y e e s ,  s a le s m e n  a n d  s u b 
o r d in a t e  ja e r s o n n e l  in  in d u s 
t r y ,  c o m m e r c e  a n d  s e r v ic e s

3 .2 4 9 .7 3 1 0 .3 8 6 .7 3 4 0 .0 0 2 7 .7 9 1 6 .5 3 1 8 .9 8 1 8 .8 7 1 5 .9 6 9 .6 8 6 .3 1 1 .3 0 1 4 .5 0

2 . Lower strata in secondary activities 18.99 17.80 31.79 21.39 41.00 38.84 4.33 12.02 2.28 2.29 0.52 0.45 1.09 7.21
a . W a g e -e a r n e r s 1 6 .9 9 1 5 .9 6 3 2 .2 8 2 1 .3 5 4 2 .5 5 4 0 .3 9 4 .3 3 1 2 .1 7 2 .2 1 2 .1 9 0 .4 8 0 .4 2 1 .1 6 7 .5 2
b . O w n -a c c o u n t  w o r k e r s  a n d  u n 

p a id  fa m ily  m e m b e r s
2 2 .4 5 2 2 .7 3 2 9 .2 7 2 1 .4 4 3 8 .7 9 3 4 .5 5 5 .3 2 1 1 .7 2 2 .5 8 2 .6 4 0 .6 8 0 .5 5 0 .9 1 6 .3 7

3 . Lower strata in tertiary activities 2 8 .8 2 2 2 .2 0 3 3 .3 6 2 4 .0 8 3 2 .1 0 3 4 .7 3 2 .5 7 9 .5 4 1 .4 7 1 .6 5 0 .5 0 0 .3 7 1 .1 8 7 .4 3
a . W a g e -e a r n e r s  in  s e r v ic e s 2 8 .9 8 2 1 .7 7 3 3 .4 5 2 4 .1 7 3 1 .8 8 3 5 .2 3 2 .5 3 9 .4 2 1 .4 6 1 .5 7 0 .5 0 0 .3 8 1 .2 0 7 .4 6
b . O w n -a c c o u n t  w o r k e r s  in  s e r v i

c e s  a n d  u n p a id  fa m ily  m e m 
b e rs

2 4 .4 5 2 0 .5 2 3 1 .0 9 2 2 .6 9 3 7 .5 6 3 3 .4 6 3 .7 4 1 2 .0 8 1 .6 9 2 .7 1 0 .5 0 0 .5 6 0 .9 0 7 .9 8

4 . Middle and upper strata in primary 
activities

23.07 25.85 26.46 24.56 27.16 26.98 9.60 8.33 10.12 3.37 0.64 3.01 0.95 7.40

5 . Lower strata in primary and extractive 
activities

4 6 .6 7 4 3 .2 2 3 6 .4 7 2 8 .7 7 1 4 .8 3 1 9 .3 2 0 .7 4 3 .5 7 0 .3 8 0 .3 9 0 .1 2 0 .1 5 0 .7 9 4 .5 8

a . R u r a l  w a g e -e a r n e r s 4 7 .5 2 4 4 .7 5 3 3 .4 1 2 8 .0 2 1 4 .8 2 1 8 .8 5 0 .8 3 3 .1 0 0 .3 7 0 .3 4 0 .1 2 0 .1 3 0 .9 3 4 -8 1
b . N o n - e m p lo y e r ,  o w n - a c c o u n t  

w o r k e r s ,  a n d  u n p a id  fa m ily  
m e m b e r s

4 6 .0 5 4 2 .4 9 3 6 .9 6 2 8 .9 1 1 5 .0 4 1 9 .5 7 0 .7 3 4 .3 0 0 .4 5 0 .5 2 0 .1 0 0 .1 5 0 .6 7 4 .0 6

6 . Others ( re s id u a l) 32.51 22.57 28.91 18.26 24.88 28.73 4.31 12.19 4.38 4.71 2.28 2.68 2.43 10.93

Source: P r e p a r e d  by  th e  a u t h o r  o n  t h e  b a s is  o f  d a ta  f r o m  E C L A - U N I C E F ,  Proyecto sobre estratificación y movilidad social en América Latina, 1960-1970, S a n t ia g o , 
C h ile , 1 9 7 5 - 1 9 7 9 ;  b a s ic  ta b le s  u s in g  w e ig h te d  a v e r a g e s .
Note: C o r r e s p o n d s  to  ta b le  3 2  in  La educación y los problemas del empleo, op. cit.
“ A r g e n t in a , B r a z i l ,  C h ile , C o s ta  R ic a ,  D o m in ic a n  R e p u b lic ,  E c u a d o r ,  E l S a lv a d o r , H o n d u r a s ,  M e x ic o , P a n a m a , P a r a g u a y .
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Figure I

LA TIN  AM ERICA: ED U CA TIO N A L PROFILES B Y  SO CIO -O CCUPATIO N AL
STRA TA , I960 A N D  1970
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Source; Prepared on the basis of data taken from tables 30, 31 and 32 in La educación y h r  problemas del empleo, op. cit. 
Note: Girresponds to figure 5 in the above-mentioned report.
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Stratification and Social Mobility in Latin 
America^ ‘ .
An initial fact observed is the educational hetero
geneity within the so-called middle and upper 
strata in the secondary and tertiary sectors.

In 1970 the em ployer group covers the 
whole gam ut from  those with no schooling to 
those with high educational indexes, the cate
gory com prising persons who received only pri
m ary  education  being slightly predom inant. 
T h ere  is evidence o f an obvious im provem ent 
since 1960, but not o f a reduction of  
heterogeneity. T h e  nam e ‘em ployers’ 
unquestionably em braces a wide range o f social 
distinctions, between whose extrem es the 
form al-inform al division o f  enterprises becomes 
apparent. This em erges m ore clearly when 
attention is turned to own-account workers in 
com m erce, a group which does not even show 
any im provem ent during the decade. T he  
panoram a exhibits still m ore contrasts if to the 
so-called middle and upper strata is added the 
prim ary sector, in which the overwhelming 
majority is divided into equivalent groups: those 
with no schooling, those with incipient schooling 
and those with incom plete o r com plete primary  
education. T h e  im provem entfrom  1960 to 1970  
is almost imperceptible.

Employees and subordinate personnel in 
industry and com m erce present an educational 
profile slightly better than that o f employers.

Professionals, both independent and de
pendent, are  categorically differentiated from  
the rest o f the stratum .

T h e lower strata in secondary activities 
include industrial workers, and artisans an 
unpaid family m em bers. T h e form er have a very 
definite characteristic which is systematically 
corroborated by detailed occupational 
analyses a m anifest concentration in the group  
with 4 to 6  years o f study, a m uch smaller quota 
with secondary education, a rapidly declining 
proportion o f  those with incipient schooling — 1 
to 3 years o f study—  and 15% with no schooling 
at all. Excep t for this almost stable residuum.

^'See Carlos FUgueira and Carlo Geneletti, Estratifica
ción y movilidad ocupacional en América Latina, (juadernos de la 
CEPAL series, No. 39, Santiago, Chile, 1981.

^^See La edvxación y los problemas del empleo, op,ciL, 
chapter VI, B.6.

primary education seems to have becom e an 
accepted thing am ong industrial workers.

As regards own-account workers, the pro
file is similar for men, but much lower for 
women; once again inform al sector activities 
make their appearance here.

T h e lower strata in tertiary activities have 
perceptibly improved upon their 1960 level. For 
men the profile is very much the same as for 
industrial workers, with the same predom inance 
o f prim ary education.

It is rem arkable that these lower urban stra
ta have educational profiles so much superior to 
those o f the middle and upper primary strata 
and a clearer trend towards im provem ent. As 
regards the lower strata in prim ary activities, a 
group in which rural w age-earners are predom i
nant, it is not surprising that they show the most 
negative profile, with large num bers having re 
ceived only incipient schooling and a predom i
nance of those that have had none whatever, all 
this being accom panied by a patent trend  
towards stability.

Analyses o f the younger generations, a 
group much m ore sensitive to change and m ore 
dearly reflecting the recent outreach o f the 
educational system, definitely confirm  some of  
these features. Table 2 summarizes the 
proportions o f each o f fourteen occupational 
groups represented by those with no schooling, 
those with incipient schooling and those who 
have had from  4  to 6  years o f schooling around  
1970, in the Latin Am erican countries as a whole. 
T he m ean for farm ers, fisherm en, etc., is 37%  
with no schooling — the national percentages 
varying from  10% to 70% — , 32%  with incipient 
schooling and 23%  that have com pleted part or  
the whole o f the prim ary cycle. These  
percentages, which are, as can be seen, extrem ely  
unsatisfactory, are closely followed by those for 
m iners and quarry-w orkers and for domestic 
service. In contrast, for industrial and transport 
workers the picture is substantially different 
— and in some cases not very dissimilar to that of  
the com m ercial sector. For office employees, on  
the other hand, it is appreciably superior ; 
although in this instance education may be said 
to constitute a technical requisite for the jobs they 
hold, a technical necessity is very far from  
obvious in the case o f industrial workers. Behind
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Table 2

PERCENTAGES O F PERSONS W ITH ZERO IN CIPIEN T AND MORE ADVANCED SCHOOLING IN 
EACH OCCUPATION, IN RELATION T O  ECONOMICALLY ACTIVE YOUTH AGED

20 T O  29 YEARS

(Arithmetic meavs of percentages for each country}

Occupation o f group
No

schooling
1 to 3 
years

4 to 6 
years

1. Professionals and technicians 1.7̂ ' 2.0 9.1
2. Management personnel 4.1 7.4 17.8
3. Office employees 3.I'> 3.5 17.1
4. Non-itinerant commerce 8,8 14.1 33.9
5. Farmers, fishermen, etc. 37.1 31.8 22.8
6. Miners and quarry-workers 21.2^ 27.2'* 34,6''
7. Transport operatives 5.9 16.4 43.6
8. Industrial operatives (I) 9.4 17.4 42.3
9. Industrial operatives (II) 16.3 21.8 39.9

10. Other manual workers and day-labourens 18.1 23.4 35.4
11. Domestic service 23.3 27.3 32.7
12. Personal services 12,1 17,9 36.3
13. Looking for a first job 16.6 '̂ 14.(r 24.4''
14. Miscellaneous and unspecified 17.9 17.4 26.7
Total 21.1 20.9 28.0

Source: OMUECE 1970, Programa uniforme, table 11.
Note: Corresponds to table 43 in J.P . Terra, Alfabetismo y escolarización btisica..., op. di. 
The follov/ing notes indicate an arithmethic mean calculated without data from;
“ Costa Rica.

Panama.
‘ El Salvador; Panama.

El Salvador.
(Colombia; El Salvador; Venezuela and Ecuador.
In no case is Argentina included, nor is Rrazil or Haiti.

all this some other type o f much m ore global 
phenom enon must surely lie.

T h e  occupational distribution of youth 
with no schooling, incipient schooling o r partial 
o r com plete prim ary schooling is particularly  
striking. T o  give some idea o f  general trends, 
table 3 presents the arithm etic means o f distri
bution for 1 0 0 0  young people in each education  
group, and clearly shows the enorm ous 
accum ulation o f those with no schooling am ong  
farm ers and fisherm en, etc. Only on reaching  
the group with 4  to 6  years o f  study is a balanced 
distribution between agriculture and industry to 
be found.

T h e  analysis gains in value if as well as the 
occupation the occupational category is intro
d u ce d ; table 4  shows, also by averages fo r  
national figures, the distribution o f  every 1 000  
young people without schooling, by these two 
variables. It reveals that in some occupations

those with no schooling are essentially the 
own-account workers, in others the employees 
and in yet others both categories.

2. Educational and geographical area

T h e notorious internal heterogeneity existing in 
several o f the occupational categories used above 
can be partly reduced if this schematic classifica
tion by socio-occupational strata is replaced by a 
detailed classification o f  occupations, albeit this 
typfc o f  itemized study cannot be carried out 
here.'"^  ̂ But although such an analysis makes it 
possible to discern m ore clearly-defined features 
and to obtain m ore precise confirm ation of cer
tain notable regularities — such as that recorded

^^See La educación y los problemas del empleo, op.cit., chap
ter VI, B.6, which gives the educational profiles for 83 occu
pations in relation to six countries.



D ISTR IBU TIO N  BY OCCUPATION OF 1 000 ECONOMICALLY ACTIVE YOUNG PERSONS A(iED 
20 T O  29 YEARS, W ITH  ZERO IN CIPIEN T AND MORE ADVANCED SCHOOLING

(Arithmetic means of the permil figures for each country)

Table 3

Occupational group
No

schooling
(excluding
Argentina)

I to 3 
years

4 to 6 
years

1. Professionals and technicians 7‘' 6 21
2. Management personnel 2 4 8
3 .Office employees 12'’ 13 54
4. Non-itinerant commerce 21 36 67
5, Farmers, fishermen, etc. 651 512 262
6. Miners and quarry-workers 7*’ 8 8
7 ,Transport operatives 8 25 50
8. Industrial operatives (1) 57 119 218
9. Industrial operatives (II) 31 47 63

10.Other manual workers and day-labourers 30 44 48
11. Domestic service 52 70 55
12. Personal services 25 36 62
13. Looking for a first job 9‘ 8‘- 13'*
14. Miscellaneous and unpecified 87 73 77
Total i 000 ;  000 ! 000
Source: OMUECE 1970, Programa uniforme, table 1 L
Note: Corres|3onds to table 41 in J.P . Terra, Alfabetismo y escolarización básica. 
The following notes indicate countries for which no data are available:
“ Costa Rica.
 ̂ Panama.
E! Salvador; Ecuador; Colombia.

** Venezuela; Ecuador; Colombia.

op. cit.

Table 4

D ISTR IBU TIO N  BY OCUPATION AND OCCUPATIONAL CATEGORY OF 1 000 ECONOMICALLY ACTIVE 
YOUNG PEOPLE AGED 20 T O  29 YEARS, W ITH NO SCHOOLING

(Arithmetic means of the permil figures for each country)

Occupational category

Occupation Total Employer
Own-

account
worker

Employee
Family

member

Unclas
sified

Undeclared

1. Professionals a.nd technicians ^ 6,5 1.4 0.7 3.9 0.1 0.2
2. Management personnel 2.4 0.2 1.1 0.9 — 0.1
3 .Office employees 12.1 0.1 0.3 11.4 0.1 0.3
4. Non-itinerant commerce 21.0 0.5 13.1 6.1 0.8 0,5
5. Farmers, fishermen, etc. 650.7 8.9 273.3 264.3 91.4 12.7
6. Miners and quarry-workers ** 7.1 — 1.1 5.7 — 0.1
7 .Transport operatives 8.1 0.2 1.9 5.7 — 0.2
8. Industrial operatives (I) 62.0 0.7 21.7 33.4 3.8 2.2
9. Industrial operatives (11) 30.7 0.4 6.2 22,4 1.3 0.3

lO .O ther m anual workers and day- 
labourers

30.0 0.3 8.2 20.3 0.3 0.8

11. Domestic service 52,5 — . 3.0 47.7 0.7 1.0
12. Workers in personal services 25.0 0.3 2.5 21.3 0.5 0.6
13. Looking for a first jo b 8.6 — — 0.0 — 8.6
14. Miscellaneous and uspecified 86.6 0.7 8.3 19.4 12.0 46.0
Total 1 000 14.1 341.7 460.4 111.5 72.3

Source: OMUECE 1970, Programa uniforme, table 1 L
Note: Corresponds to table 42 in J.P . Terra, Alfabetismo y escolarización basica..., op. cit. Argentina, Brazil and Haiti are not 
included.
In the following cases, the mean was calculated without data for;
 ̂ Professionals and technicians in Costa Rica.

** Office employees, miners and quarry-workers in Panama.
Those looking l'or a first jo b  in Ecuador, Colombia and El Salvador.
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in the case o f  industrial operatives, who in most 
countries ap pear with high frequency at the level 
o f 4 to 6  years o f study— , the shortcom ing is to 
some extent insurm ountable, inasmuch as it is a ' 
limitation innate in any classification which is 
based only on occupation.

If  the analysis is subdivided by geographi
cal areas, it confirm s this situation. By a very 
significant cross-cutting o f the occupational 
groups, it dem onstrates that educational status is 
partly a function o f  environm ent rather than o f  
occupation, to the point o f  awakening doubts as 
to  w hether the regularities shown by certain  
occupational groups — ^farmers, industrial 
w orkers—  derive from  the technical 
requirem ents o f  the occupation itself o r w hether 
they correspond to a definite environm ent 
— ru ral area o r industrial city, respectively. Table  
5 and figure II show, separately, the educational 
profiles fo r capital cities, o ther urban areas and 
ru ral environm ents; the data given represent the 
weighted arithm etic m eans o f national figures. 
T h e  contrast is highly significant. In the capital 
cities, one-third o f  the active population has 
received from  4  to 6  years o f  schooling; a small 
proportion has lower levels, including only 8%  
with no schooling at all; an appreciable 
proportion  has attended secondary school, and 
8%  has attained m ore than 13 years o f  study. In  
o th er urban areas, although there is still 
one-third with 4  to 6  years o f  study, the scale tips 
the o th er way: 17% without schooling, 19% with 
incipient schooling and only 4%  with over 13 
years o f study. It m ust be pointed out that in both  
cases the sam e range o f urban occupations is 
covered, although the proportions are not the 
sam e. B ut the m ajor contrast is with the rural 
environm ent, v^here half the active population  
has had no schooling and where levels higher 
than the prim ary cycle are  virtually non-existent.

This disparity is not due solely to a different 
occupational com position, n or solely to the 
location o f agriculture in the rural areas, but 
signifies a contrasting division o f each o f the 
occupational groups. This can be clearly seen in 
figure III, which shows the absolutely disparate 
profiles corresponding to the same occupation in 
different environm ents. It is noteworthy that this 
assertion is valid for the middle and upper strata  
in the three sectors. And in particular it must be 
stressed that those in the prim ary sector show

F ig u r e  II

LA TIN  AM ERICA; ED U CA TIO N A L PROFILES  
OF ECO N O M ICA LLY ACTIV E PO PU LA TIO N , 

B Y  SEX  AN D  LO CA TIO N , I960 A N D  1970

YEARS OF STUDY COM PLETED 
0 1-3 4-6 7-9 10-12 13 & +
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FEM ALE  POPULATION

1970
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1970

OTHER U RBAN  A R EA S

1970
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1970

Source: Prepared by the author on the basis o f data table from 
23 in La edticaddn y los problemas del empleo, op. cU. 

Note: CkirrespORds to figure 3 in the above report.
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Table 5

LATIN AMERICA (SELECTED COUN TRIES): D ISTRIBU TIO N  OF TH E ECONOMICALLY ACTIVE 
POPULATION BY EDUCATIONAL LEVELS, I960-1970-

( Percentages)

Years of study completed

None 1 to 3 4 to 6 7 to 9

10
to
12

13
and
over

Unde
clared

Total 1960 (11 countries)*’ 100.00 32.71 29..55 25.79 3,71 4,21 2.82 1.21
Total 1970 (11 countries)*’ 100.00 28.15 20.77 26.36 9.81 4.65 3.12 7.14
Total 1970 (16 countries)* 100.00 27.48 21.46 26.67 9.78 5.05 3.15 6.41
Male 1970 100.00 28.44 22.72 26.59 9.40 4.11 3.02 5.72
Famale 1970 100.00 23.97 16.86 26.91 11.07 8.44 3.68 9.07
Rural area 1970 100.00 49.80 26.02 18.77 1.46 0.70 0.20 3.05
Other urban areas 1970 100.00 17.02 19.33 34.39 11.34 9.20 3..57 5.15
Metropolitan area 1970 100.00 8.10 15.24 32.60 18.46 13.20 8.03 4.37

Source: Weighted arithmetic means o f national distributions based on data from OMUECE, Programa uniforme, 1960: 
table 17; and 1970: table 6.

Note: Correspond s to table 23 in La educación v los problemas del empleo, op. ci(.
“ For 1970 by sex and area.

Argentina, Brazil, Chile, Costa Rica, Dominican Republic, Ecuador, El Salvador, Honduras, Mexico, Panama and 
Paraguay.

‘ T he same as in footnote plus Bolivia, Colombia, Nicaragua, Peru and Venezuela.

high levels o i  study only when they are located in 
the capital cities, and there in a sizeable 
proportion; which confirm s that large or 
medium -scale agricultural entrepreneurs  
residing in the capital city — a tiny minority out of  
the total num ber o f farm ers—  form  part o f  the 
country’s upper class and are a social and cultural 
phenom enon which has nothing to do with the 
rest. B ut it is also o f great significance that the 
contrast is rem arkably sharp in groups such as 
industrial w age-earners, employees, or  
ow n-account workers in the com m ercial sector.

In o th er words, the enorm ous educational 
disparity between urban and rural areas, and 
even m ore strikingly the capital city-rural 
disparity, colours all occupational categories. 
U nderlying all this there is undoubtedly a very 
deep-seated difference, which extends to the 
nature o f  enterprises, even if they fall under the 
same head in a classification by branches of  
activity.

T h e  educational disparity between these 
areas shows no signs o f  diminishing. A ccording  
to studies carried out around 1970 on young

people o f 15 to 24 years o f age, in rural areas the 
average rate o f illiteracy was still 31 .1% , as 
against 7.6%  in the urban environm ent as a 
whole and 4.5%  in the capital cities. National 
rates ranged from  8%  to 60%  in rural areas, 
while the m etropolitan rates varied from  1% to 
10%.^'* During the 1960s, the ratio between 
mean urban and rural rates had if anything  
increased a little. T h e m ean o f juvenile illiteracy 
ratio fell by 45%  in the capital cities, 27%  in other 
urban areas and 22%  in the rural environm ent.

Tw o phenom ena, less clearly established 
from  the empirical standpoint, deserve mention  
here. O ne o f them is that the biggest and most 
constant inter-sex difference in rates occurs in 
the capital cities.^® In principle this seems very' 
surprising, since there is no question o f different

‘̂*See Juan Pablo Terra, Alfabetismo y escolarimción 
bàsica de los jóvenes en América Latina, UNESCO-ECLA-UNDP, 
Project on Development and Education in Latin America and 
the Caribbean, DEALC/24, table 7 b.

^̂ Ibidem, p. 18.
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Figure III

LA T IN  AM ERICA: ED U CA TIO N A L PROFILES B Y  SOCIO -OCCUPATION AL

STRA TA
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P repared  on  the  basis of data taken frt>m tables 30, 31 and 32 in  La educac ión  y  lo i  p r o b le m a s  d e l  e m p le o , op . cit. 
N o t  id: C orresponds to  figure 5 in the  above-m enrioned reporu
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behaviour deriving from  the need to surm ount 
physical obstacles. N on-attendance at school in 
capital cities is not due to material difficulties in 
getting there, as might be supposed to be the case 
in the rural sector. H ere an attractive hypothesis 
is that in the eyes o f newcom ers to the cities 
literacy seems a m ore urgent requisite for men, 
who have to lead an outw ard-related life and to 
enter the labour m arket; and that am ong  
women, m ore hom e-oriented as they are, the 
necessity is less im perative and the pull of  
cultural inertia stronger. As the difference  
between male and female rates is very wide in the 
capital cities o f  several countries where 
persistence o f the indigenous tongues is 
appreciable,^^ it m ight be thought that am ong  
women the incentive to becom e literate is weaker 
— owing, for exam ple, to the preservation o f the 
indigenous language at hom e and in the 
neighbourhood—  and that it proves insufficient 
to overcom e the well-known obstacles 
encountered, in such cases, in the task of  
teaching and learning not only the national 
language but also reading and writing at the 
same time. If this were so, it would throw into 
relief the compelling force o f the social 
requirem ent o f  literacy imposed upon men by 
their incorporation into the economically active 
population in large cities.

T h e other phenom enon was traced in the 
course o f  a follow-up o f  a youth cohort during a 
decade. T h e  m ean o f  the illiteracy rates for 12 
countries in the group o f young people who were 
15 to 24  years o f age in 1960  was 25.8% . This 
m ean had fallen to 23 .2%  in 1970, when the ages 
o f the group in question ranged from  25 to 34  
years. At first sight such a decrease is striking, 
since it represents a progress taking place at age 
levels m uch higher than those o f primary school 
attendance. At all events the reduction is far 
greater for m en; in the case o f  male rates the 
average drops by 17% , whereas in that of female 
rates it declines only by 4% . Adult literacy 
attainm ent would seem to have occurred  
essentially am ong men.^^

In the light o f  a com parison by 
geographical areas, the phenom enon becomes 
clearer. T h e m ean o f  illiteracy rates does not

decrease for young people rem aining in the 
rural environm ent, continues almost stable in 
urban areas other than the metropolis and 
increases by 5%  in the capital cities. In other 
words, the reduction is associated with the 
transfer o f some o f  these young people from  the 
rural environm ent to other urban areas and, 
above all, to the capitals. Naturally, the 
newcomers to the capital cities bring with them a 
lower educational level; which explains why 
there the average rate o f illiteracy increases. But 
in turn these migrants, as everything leads one to 
suppose, have to some extent becom e literate 
— being older by that time—  in the course o f the 
urbanization process. This would account for the 
fact that in the aggregate the illiteracy rates o f the 
cohort in question decreased.

T h e urbanization o f youth is accom panied  
by a cultural change which is reflected in late 
attainm ent o f literacy, outside the formal school 
system and which is essentially observable am ong  
men. Once again the most attractive hypothesis 
would be to assume that at least in part, this is a 
m atter ot adaptation to the prevailing social 
requirem ents for full incorporation into 
econom ic activity, into a life o f urban  
relationships, into city culture, which bring their 
pressure to bear by means to which little study 
has been devoted hitherto.

3. The significance o f  segmentation

In theory, it would seem that the educational 
requisites o f the m odern sector should consist 
essentially in an occupational training  
requirem ent, given the technical character o f the 
jobs called for in enterprises in that sector; this 
must be to some extent true. But in practice, 
overall empirical observation testifies to a 
predom inance o f  general education — the basic 
and non-occupational secondary cycles—  over 
secondary or higher technical education.

W e have already touched upon some 
aspects o f the subject; let us now take a look at 
others. In most cases the specific skill needed is 
taught by the production system itself. T h e  
relative loss o f prestige of the technical teaching  
of trades^® is also due to the fact that schools have

^̂ Ibidem, pp. 30-35,
is not a purely Latin American phenomenon, as 

it is substantiated, for example, by the ILO literature ot the
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difficulties in satisfactorily fulfilling this role; 
trades have becom e too many and various; work 
is increasingly conditioned by equipm ent and the 
organization o f production, both of which it 
would be difficult and very costly to reproduce in 
schools and which, furtherm ore, are continually 
changing; it is very hard to predict the 
em ploym ent opportunities that the m arket will 
offer to each; many jobs are obtained through  
in-service training, linked in turn to progress in 
the occupational career, etc. W ithout denying 
technical education the im portance which in any 
event it deserves, the education that the school 
can best provide, and which can hardly be given 
outside the classroom , is the general kind 
corresponding to the basic cycle — variable in its 
scope according to the countries’ developm ent—  
certain types o f  technical secondary education, 
and higher education.

But this is not enough to account 
satisfactorily for the dem ands for a general 
education, both prim ary and secondary, which, 
over and above reading, writing and a few 
elem entary m athem atical skills, appears to have 
so little to do with productive activities. And this 
seems just as difficult to explain as most social 
phenom ena. But at all events it is felt to be of  
som e use to form ulate a few hypotheses in the 
light o f which the existing fact may perhaps seem  
m ore com prehensible.

T h e first hypothesis: training for
em ploym ent also implies habilitation for access 
to it; this involves previous insertion in the social 
environm ent and a capacity to fulfil the 
conditions imposed by the recruitm ent and 
selection mechanisms.

T h e second postulates that employers 
implicitly o r explicitly assume that general 
education im proves potentialities for subsequent 
in-service learning.

T h e  third hypothesis is that, possibly, the 
product o f  education required by the enterprise  
is qualification for entering into social and  
functional relations, both within and outside the 
enterprise, much rath er than as an instrum ent o f  
the technical activities to be carried out.

last decade; see, in particular, Mark Blaug, Education and 
employment problems in developing countries, Geneva, ILO, 1973, 
pp. 21 and 22.

But perhaps the most im portant of all is to 
recall that man is not only inserted as a 
productive force in a production unit: he is 
inserted as a hum an being in a society. It may be 
that this is why the segm entation o f  the m arket 
seems so closely linked to social ambits located in 
well-defined spaces and to the acculturation  
processes implied by the transfer from  one 
environm ent to another.

4. Unemployment and education

T he very definition o f underem ploym ent and  
the m ere description o f  its typical form s, w hether 
in rural or urban areas, reveals the close 
relationship o f this phenom enon with the global 
segmentation o f  society and, therefore, with the 
cultural discontinuities and the educational 
disparities o f which empirical evidence provides 
such overwhelming corroboration. But, if this 
association seems to admit o f no doubt, it may be 
asked, on the other hand, what relation there is 
between over unem ploym ent and education.

In ter-cou n try  com parisons are not pro
pitious to an attempt to formulate simple hypoth
eses, doubtless because each country’s situation 
is determ ined by the behaviour o f num erous 
structural and conjunctural variables. Com pari
son by educational levels, on the other hand, 
brings to light some interesting trends. Table 6  
an figure IV show that in the main, although not 
always, the trend o f unem ploym ent gradually 
rises between those with no schooling and those 
who have had from  7 to 9  years of study. A fter 
that the m ean o f  unem ploym ent rates drops 
sharply, until for those with 13 years o f study and 
over it is only half the rate recorded for those 
w ithout schooling. T h e re  is a certain  inter- 
country diversity o f behaviour in the first sec
tions of the curve, with some very atypical cases; 
but in contrast there is no exception whatever to 
the decline in unem ploym ent at the level where 
the educational average is highest.

T h e global picture, however, m erges 
certain phenom ena between which a distinction 
must be drawn, since it interm ixes data for the 
different ages, sexes and geographical areas. 
Unem ploym ent, o f course, is much greater 
am ong youth, and as people grow older stability 
in their jobs increases. B u t as the older
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LATIN AMERICA

Table 6

(SEVENT^.EN COUNTRIES): UNEMPLOYMEN T RATES BY YEARS OF STUDY, BOTH
SEXES, 1/970

Counlries No
scliooling

1 to 3" 4 to 6 
years

7 to 9 
years

10 to 
12

years

13 years 
and 
over

Years
ol

study
unknown

7c
with
out
data

Haiti 14.1 12.3 19.0 24.3 33.4 30.1 16.4 9.1 —

Guatemala 1.3 0.8 1.2 2.4 3.9 3.8 0.5 2.1 1,2
Nicaragua 3.6 2.6 4.3 5.4 5.4 3.6 1.8 3.4 3.6
El Salvador 20.1 21.7 20.4 19.6 15.6 11.4 3.2 11.1 1.1
Honduras 2.0 1.2 1.6 3.3 3.0 3.5 0.8 1.4 1,1
Bolivia 3.9 3.9 3.0 3.6 4.9 4.9 3.1 4.2 3.5
Dominican Republic 24.7 27.9 34.7 24.6 19.2 15.6 8.7 21.3 10.3
Venezuela 5.0 5,0 5.4 5.5 5.0 3.1 2.0 5,6 7.0
Mexico 3.8 3.8 3.6 4.3 4.5 2.7 2.6 —■' —

Peru 5.7 2.7 3.6 6.4 8.7 12.8 6.6 5.6 3.2
Ecuador 3,3 2.6 2.8 3.8 5,0 4.3 1.8 2.6 2.6
Colombia 2.1 1.3 1,6 2.7 3.2 2.7 2.6 3,7 1.1
Panama 9.6 4.4 6.6 11.9 15.6 10.2 4.4 18.3'’ —

Paraguay 2.1 1.7 1.6 2.4 3.7 2.8 1.) 2,3 1.9
Costa Rica 7.3 8.8 7.1 8,6 5.8 3.0 2.3 25.0'’ —
Chile 4,5 5.4 4.8 5.0 5.0 4.0 2.2 3.5 14.3
Argentina 2.0 2.1 1.9 2.2 2.0 0,9 2.2 8.3

Source: OMUECE 1970, Programa uniforme, table 20.
Note: Corresponds to table 26 in La educación y los problemas del empleo, op. cit.
“ Denominator below 20.
** Denominator below 100.
The percentages at the end o f each line represent:

Population for which no data on years o f study are available 

Total without data
X 100

generations had, on an average, less schooling, 
the national figures seem to attribute to a low 
level o f education a better occupational situation 
which strictly speaking is due to age. 
Furth erm ore, overt unem ploym ent is a 
fundamentally urban phenom enon, whereas in 
the rural environm ent it is underem ploym ent 
that is present on a massive scale. As educational 
levels are m uch lower in rural than in urban  
areas, the national figures make it look as though  
the higher educatibnal level in the cities is the 
cause o f their higher rate o f unem ploym ent. 
This mistake is avoided if the data are previously 
broken down by age, sex and area. Table 7 shows 
that for urban youth o f  the male sex, aged 20  to 
29  years, the rate o f unem ploym ent is very high 
for those without schooling, but shows a clear 
decrease in the case o f those with incipient

schooling and falls m uch lower still am ong those 
who have had 4 to 6 years o f study. This trend is 
of course m ore m arked in the capital cities than 
in other urban areas. In other words, for the 
male fraction o f the urban active population, 
which is the larger, unem ploym ent is gradually 
reduced as from  the initial levels o f schooling; 
educational deficiency at the basic levels is plainly 
associated with unem ploym ent.

Indubitably this trend is not followed in the 
rural environm ent, a datum  which must be 
added to the description o f segm entation; and, 
conversely, unem ploym ent increases slightly for 
youth o f both sexes who have had from  4 to 6  
years o f study. N or does it hold good for women 
in the capital cities, probably owing in part to the 
higher aspirations and the greater opportunity  
costs of economically active women in the middle
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Figure IV

LA TIN  AM ERICA  
(SEV EN TEEN  C O U N TRIES): 

U N EM PLO Y M EN T  RATES B Y  
YEA R S O F ST U D Y , 1970

Source: P r e p a r e d  o n  t h e  b a s i s  o f  d a t a  f r o m  t a b l e  2 6  i n  L ;  educación y los 
probles»as d e l em pleo , op, cit.

N ote:  C o r r e s p o n d s  t o  f i g u r e  4  i n  t h e  a b o v e  r e p o r t .

and upper strata. In any case, this does not 
invalidate the foregoing conclusions.

From  the evidence that for urban youth of  
the male sex higher educational levels are  
definitely linked with lower rates of  
unem ploym ent, som e conclusions can be drawn, 
although it also raises some questions.

In appearance at least, the urban m arket, 
from  the standpoint o f stable job  opportunities, 
privileges educands in proportion to their 
educational level, from  the lowest to the highest, 
as it also does, of course, in respect of 
rem uneration. This is abundantly confirm ed by 
study o f  the educational profiles o f  the poorer 
groups. T h ere  are undoubtedly am ple grounds 
for assuming that this partly accounts for the 
maintenance, in the urban environm ent, o f  
social pressures in favour o f  higher educational 
levels, although it by no means explains them  
altogether. It also contributes, apparently, to the 
explanation o f the different pace at which 
education makes progress in the urban and rural 
environments, which accentuates the cultural 
segmentation o f  society as a whole. Furtherm ore, 
it reduces the credibility of the theses that speak 
o f hypertrophy o f the educational system and o f  
the surplus educated.

5. Employment o f  the best educated

T he discussion o f  the subject should not be 
closed, however, without first considering other 
questions. T o  begin with, there undoubtedly are, 
at least in specific places, significant surpluses in

Table 7

LATIN AMERICA (FIFTEEN  CO U N TRIES):“ UNEMPLOYMENT RATES AMONG ECONOMICALLY A CTIVE 
YO UTH  AGED 20 T O  29 YEARS, BY LOCATION AND BY EDUCATIONAL LEVELS, 1970

{Arithmetic means)

Both sexes Men Women

No
schooling

1 to 3
years

4 to 6 
years

No
schooling

1 to 3
years

4 to 6 
years

No
schooling

1 to 3 
years

4 to 6 
years

Capital cities 9.7 8.4 8.1 13.5 10.0 8.4 6.3 6.3 7.6
Other urban areas 8.9 7.8 7.6 8.9 7.7 7.2 8.5 8.0 8.6
Rural areas 5,0 4.5 5.3 3.7 3.3 4,2 8.4 10.2 10.3
Total for country 5.7 5,8 6.9 4.9 4.9 6.3 8.1 8.8 8.8

Sourte: J.P . Terra, Alfabetismo y escolarización básica de los jóvenes en América Latina, op. cit., table 39.
Note: Corresponds to table 29 in La educación y los problemas del empleo, op. cit.
“ Bolivia, Chile, Colombia, Costa Rica, Dominican Republic, Ecuador, El Salvador, Guatemala, Honduras, Mexico, 
Nicaragua, Panama, Paraguay, Peru and Venezuela.
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certain interm ediate and higher occupations, as 
there are persons whose activity does not seem to 
match with their training, and even some who 
waste it; these are irrationalities which must not 
be underestim ated. It is also true that am ong the 
highly educated widespread feelings o f  
frustration are generating social pressure; that 
these feelings are due to a maladjustment 
between the real occupational situation and the 
aspirations entertained, which can be assessed in 
different ways; but that the overall situation of  
occupational privilege cannot be denied.*^'*.

M ore serious is the objection based on the 
role that would seem to be played here by social 
stratification. T h e  occupational privilege o f  the 
best educated is not the result o f their 
education’s being functional, but o f  the fact that 
they belong to upper strata which enjoy a 
substantial share o f  social power, by reason of  
which good posts are concentrated in their 
hands. Let us agree that this thesis too is not to be 
lightly discarded. T h e  upper strata control 
im portant positions in the econom ic, political 
and educational subsystems, and this enables 
them to consolidate privileges via occupational 
regulations. It is also noted, and rightly, that 
em ploym ent o f the highly educated in Latin

Am erica has largely proliferated in the public 
sector, by virtue o f the increase in social and  
community services and also because o f  the lack 
o f an econom ic rationale. H ere the issue is linked 
with what has been term ed the creation of  
spurious em ploym ent, to the detrim ent o f  
aggregate econom ic efficiency and in the service 
o f a segm ented and exclusive model.

This is not a point that can be settled with 
the empirical inform ation available up to now, or 
by reference to em ploym ent alone; it is, 
m oreover, one am ong many others that still call 
for careful research. Nevertheless, the data 
suggest that a high level o f education is, in fact, 
keenly desired; and that the value set on it seems 
objectively justified. It must also be pointed out 
that in relation to the developed countries Latin 
Am erica shows serious and persistent lags in 
primary education; it is following far in the rear, 
although at a rapid rate, the trend towards 
generalization o f  secondary education; and  
despite the explosive role o f enrolm ent in higher 
education, this last still has a very restricted  
outreach, radically different from  the mass 
coverage it attains in the central countries. From  
this standpoint, Latin Am erica would seem to be 
a long way o ff m odern models.

IV

Conclusions
Obviously the role o f education in relation to 
em ploym ent problems is a subject which would 
require, even from  a factual standpoint, analyses 
exceeding the space allowed to an article, and for 
which, m oreover, the indispensable empirical 
base is still lacking. How ever, it would be an 
im proper expedient to adduce these as reasons 
for not form ulating conclusions, however 
hypothetical they may be, once an effort has been

^^Posstbly this is partly due to a sort of nostalgia for 
bygone and even more marked situations o f privilege, when 
university graduates were very few and constituted the power 
élite; as well as to comparison with the developed countries.

made to unravel the m ajor enigmas. T h e prob
lem is not and never will be one that can be 
reduced to its technical aspects, im portant as 
these are; what it does constitute, like develop
ment, is a m ajor political issue, in the broadest 
sense o f the term . And it will never be possible to 
reach conclusions without first introducing as
sumptions whose source lies outside the field of 
analysis; nor will these conclusions ever be 
separable from  the assumptions in question.

It is reasonable, therefore, to form ulate  
and attem pt to systematize conclusions based on  
the inform ation obtained, always providing that 
they make no abusive claim to be scientifically 
dem onstrated. W e opt, therefore, for rep rod uc
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ing those drafted for the Final Report o f  the 
Project:

“In the first place, education is not for  
employment. Childish though it may seem to recall 
it, the aim o f  education is the cultivation of  
knowledge: a cultivation which implies the acqui
sition o f  knowledge but also, perhaps even m ore, 
the developm ent o f the capacity to think and 
learn. People needs to know who they are, what, 
they are, where they stand and to whom they can 
address themselves, in a physical and social world 
presented as extraordinarily com plex by the ac
cumulation o f fragm entary data and their mass 
dissemination in m odern societies. Knowledge 
and the capacity to acquire it are values in them 
selves. In some m easure, people rightly seek 
them  as such.

“Secondly, education is oriented towards 
the service o f  total social life. This would be un
hesitatingly adm itted even by the extrem es of 
nominalism o r pragm atism , which deny that 
knowledge has any value per se. Durkheim ’s 
classic definition may be incom plete, but it 
embodies unquestionable truths: ‘Education, he 
says, is the active influence exerted  by the adult 
generations on those that are not yet ripe for 
social life. Its object is to kindle and develop in 
the child a certain num ber o f  physical, intellec
tual and m oral states which are dem anded o f him  
by the political society as a whole and the special 
environm ent to which he is individually 
destined’. T h e  integration of this ‘society as a 
whole’ is one o f the basic objectives of education, 
and it is not by a m ere whim that com m unication  
through the spoken and written language is one 
of the irreplaceable ingredients o f all basic 
education. Every aspect o f  this integration  
touches directly o r indirectly upon the econom ic 
structure and the world o f em ploym ent. It is 
natural w henever a society com es up against a 
problem o f territorial, cultural, linguistic o r class 
segm entation which jeopardizes its integrity, 
education should adopt as one o f its objectives 
the overcom ing o f the difficulty. Obviously this is 
not independent o f the global political project, 
nor o f the way in which social integration is 
conceived: as egalitarian o r as sharply stratified,

’’'’EmileDurkheim,£í/wc(itioní/5o«o/(í^e, Paris, P.U.F., 
1966, p. 41.

with the accent on co-operation o r with the 
emphasis on domination. Upon that political 
project depends the conception o f the nature o f  
the em ploym ent m arket problems for which a 
solution is needed, and what is understood by 
resolving them . If  the em ploym ent question is 
not merely to reduce the num ber of overtly un
employed, but to eradicate underem ploym ent 
{and therefore poor productivity and low 
incomes), then establishing educational 
objectives in relation to the global project of  
society means focusing education upon the 
solution o f em ploym ent problems. From  this 
standpoint, i.e., from  the angle o f its effects on  
the global structure o f  social relations, education, 
in a dem ocratic even if only a m oderately egali
tarian conception, must fulfil the following ob
jectives, which represents a free version o f the list 
drawn up by W olfe.
a) T o  act as an instrum ent o f social cohesion 

assisting in doing away with social segm en
tation; to help to incorporate the backward 
segments — traditional o r indigenous—  in 
the com m unication circuits and in the 
progress o f global society, without 
destroying their identity or disintegrating  
what is valuable in them ; and to collaborate 
in the reduction o f  class gaps and the elim
ination o f  the cultural deficiencies which 
play a part in the reproduction o f  stratifi
cation and poverty;

b) T o  act as an instrum ent o f individual and 
collective social mobility, not only facili
tating the utilization o f individual capacities 
and the upward m ovem ent o f the 
categories at the lowest levels, particularly  
the marginal groups, but also accelerating  
the cultural and social incorporation of  
m igrants, particularly in the urbanization  
process;

c) T o  act as an instrum ent o f  income redis
tribution, by helping to even out earning  
capacities;

d) T o  allow access to political decisions and to 
a num ber of different form s of social 
power.

‘’’This list is a free development and interpretation of 
four o f the five points set forth by Marshall Wolfe in El 
desarrollo esquivo: exploraciones en la política social y la realidad 
sociopolíticaf Mexico City, Fondo de Cultura Económica, 1976.
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“Thirdly, and only after the foregoing aims 
are well established, education can and must give 
m ore direct training for employment. This, how
ever, calls for some m ore exact definitions. T o  
repeat what was said above, training for employ
m ent em braces a good deal m ore than technical 
teaching, i.e. teaching the activities that consti
tute the technical content o f specific roles. T rain 
ing for em ploym ent implies habilitation for ac
cess to it; preparation for the life o f social and 
functional relations, inside and outside the 
enterprise, which perform ance o f the role 
involves; and lastly, in widely differing degrees 
in different cases, training for the technical 
activities o f  the role. T h e first and second points 
are very im portant, since they underline the 
param ount significance o f general education: 
experience has shown, as has been noted, that 
industrial workers in Latin Am erica must have a 
prim ary school background, little though they 
read o r write when they are operating their m a
chine-tool. T h e last point needs very flexible in
terpretation : in the m ore com plex technical 
roles, such as that o f the engineer, it is o f great 
im portance; in roles such as that o f the adminis
trative employee, whose technical base is type
writing and perhaps some accounting, this is a 
very m inor aspect and can even be coped with by 
the interested party himself. From  a different 
angle, the other obstacles that limit technical 
teaching m ust be forgotten: problems o f cost and 
efficacy in the teaching o f certain trades; the 
slowness o f  the training process and the unfore
seeable fluctuations o f dem and; the unpredict
ability o f personal evolution; limitations of  
recruitm ent mechanisms and criteria, etc.

“B efore going farther into the m atter of 
training for em ploym ent, a distinction must be 
drawn between the role o f education in relation 
to overt unem ploym ent and with respect to 
different types o f underem ploym ent.

“A point that should be noted is the claim to 
account for overt unem ploym ent by means o f  
conceptual models com pounded only of  
econom ic variables. It is true that such variables 
(dem and, investment, etc.) can satisfactorily 
explain the conjunctural fluctuation o f overt 
unem ploym ent and also certain forms of  
structural unem ploym ent, such as occur, for 
exam ple, when a torrential rural exodus, caused  
by population pressure and shortage o f land,

manifestly overflows the urban econom y’s very 
limited capacity for expansion.

“In other cases, however, the rate of fric
tional unem ploym ent is structurally high, and 
this is due to the social organization o f the 
employment m arket, and to problems of 
communication, o f geographical distribution 
and even o f personal incapacity to adapt to the 
changes o f occupation required by m acro- or  
m icro-econom ic variations. In these instances, 
as long as no change is brought about in the 
aforesaid conditions, there is bound to be a high 
proportion o f unemployed if the m arket is to 
operate. In other words, the time it takes a jobless 
person to find the, vacant post suited to his abili
ties, is not the same in a developed country with 
excellent inform ation systems, good transport 
services, equivalent housing conditions every
where and institutions specializing in speeding 
up the process (and even offering refresher 
courses), as in a Latin Am erican country where 
few or none o f these conditions are fulfilled. One 
may sometimes w onder whether this is forgotten  
when the explanation o f the high rates o f unem 
ployment in the Latin Am erican countries is ob
sessively sought in ‘insufficient dynamism’. O c
cupational re-training is a form  o f education  
which may help to reduce overt unem ploym ent, 
but only in the fram ew ork o f a m arket whose 
fluidity is improved in many directions.

“A second type o f problem, indubitatly 
m ore im portant, is that o f the relation between 
underutilization o f urban m anpow er and the u r
banization process. Getting incorporated into.ur- 
ban society and training for the urban employ
ment m arket is not so simple a m atter as the 
physical move to the urban area. It is a process of  
acculturation which has to overcom e consider
able inertias. It has already been shown that in 
these conditions intensive econom ic dynamism  
sometimes coexists with high rates o f unemploy
ment. In seeking to reduce the unem ploym ent 
problem to econom ic equations, it has too often  
been forgotten that Latin A m erica is character
ized by its impressive urbanization process. If  the 
causes o f high rates o f urban unem ploym ent and 
underem ploym ent, as well as the markedly seg
regated character o f  a considerable proportion  
o f the ill-defined and misunderstood informal 
sector, stem from  this type o f socio-cultural 
phenom enon, a m ajor educational effort o f a
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specific kind, aimed at facilitating acculturation, 
could assuredly im prove the situation.

“As regards rural underem ploym ent, so 
different that the use o f  the very word ‘underem 
ploym ent' is a source o f  dangerous confusion, it 
must be urged that at the bottom  o f the problem  
is the distribution of land o r the global shortage  
o f it in relation to the volume o f  rural population. 
H ere education cannot be asked for what it is 
unable to give. In default o f structural reform s 
affecting the physical base, it can do little to assist 
in im proving rural conditions. Perhaps its most 
im portant contribution (and a very im portant 
one) still is to facilitate the em igration o f the 
population surplus and prepare it for a less trau 
matic transition. Obviously, if structural reform s 
are introduced its task is m ore com plex.

“In the light o f  these considerations, the 
following closely interrelated questions need 
answering: does the m aladjustm ent between the 
technical training o f  econom ically active persons 
and the technical characteristics o f jobs act as a 
brake on the developm ent o f Latin Am erica? Is it 
a cause o f  unem ploym ent o r underem ploym ent? 
Does it produce other harm ful effects? In 
consequence, can education, by giving technical 
training, help to activate econom ic developm ent 
o r to reduce unem ploym ent and underem 
ployment?

“T h e  answ er includes three points;

1. T h e  categorically affirm ative reply given in 
the 1960s was undoubtedly exaggerated .

In the first place, the m odern capitalist 
form s o f production, and in particular the trans
national corporations, have shown themselves 
quite capable o f  getting by with fairly unskilled 
personnel, by em ptying the jobs o f technical con
tent, giving in-service training, im porting equip
m ent with a high level o f  incorporated tech
nology, and when necessary im porting the tech
nicians themselves. T h e problem  lies in the 
resulting type o f  developm ent; transnational 
m odern enclaves, a markedly dichotom ous 
structure o f the econom y.

Secondly the strength o f the trends towards 
educational developm ent was underestim ated. 
Secondary and higher education expanded with
out waiting fo r the policies which the technical 
experts deem ed necessary. In particular, when a 
type o f technician was in short supply and those

available were very well paid, a course preparing  
for these specialized careers was instituted. If  no 
com petent educational institutions existed, and 
while they were expanding o r were created , the 
youth of the élites studied abroad. A fter a time 
the supply tended to exceed dem and.
2. However, in denouncing this exaggeration, 
to do which is nowadays a com m onplace, a risk is 
incurred o f  forgetting that the shortage o f skilled 
personnel has caused and actually is causing 
serious problems:
a) In some cases this shortage seriously ob

structs or retards development. This 
happens especially when a large num ber of  
small and medium-sized enterprises are 
concerned — the opposite case to that of the 
transnational corporations. Exam ples are  
easily found, especially in agriculture  
where the problem is reflected in the 
quantity, quality and competitiveness o f  
products. In other instances, educational 
poverty stimulates over-concentration o f  
developm ent at its national geographic 
poles o r in the m ore advanced countries, 
where the appropriate hum an resources 
are to be found, as well as the other 
conditions sought for.

b) Even in the case o f large transnational 
corporations, developm ent varies 
according to whether they are of the 
enclave type, o r are integrated with and 
supported by a sizeable quantity o f  smaller 
national enterprises which do depend upon 
the capacity o f the local population. T h e  
diffusion o f developm ent is not the same. 
Obviously, when State o r private domestic 
enterprises are to be created, entrepreneu
rial and technical com petence is im portant. 
T h e lack o f acquired skills has its 
repercussions in the shape o f m ore training 
abroad and a m ore segm ented econom ic 
structure.

c) T h e  excessively high rates o f pay of tech
nicians, when these are in short supply, 
increase the inequity o f income 
distribution, consolidate privilege groups, 
encourage the inflow o f foreign technicians 
and give too strong an impulse to the train
ing o f  élites outside the country. Within 
certain limits, these last two effects signify 
ways of im porting know-how and
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techniques, but when they are carried too 
far they aggravate the denationalization of  
the élites and social segmentation.

3. It must also be recognized that the existence 
o f far m ore skilled personnel than there are oc
cupational openings causes serious problems;
a) Surpluses produce a fall in income. T h e  

tru th  is that m uch o f what has been written 
and discussed in this connection swells the 
problem  to hypertrophic proportions. As 
was said before, surveys everywhere show 
the most highly qualified at the top o f the 
social scale. T h e  term  ‘proletarianization of  
the professionals* is often simply a 
reflection o f nostalgia for the old days when 
the shortage o f professionals m ade all o f  
them  m em bers o f closed oligarchies; or  
expresses their aspirations to attain the 
conspicuous consum ption patterns o f their 
counterparts in developed countries. 
N evertheless, the problem does really exist 
in some cases and for certain occupations.

b) T hese situations generate a twofold frus
tration: on the part o f  those who have 
acquired know-how which they cannot use 
and which earns them  no intellectual, social 
o r econom ic rew ard; and on the part o f  the 
country that bears the burden o f a costly 
educational effort which it feels is not being 
turned to good account. T hese frustrations 
result in exacerbation o f  social tensions.

c) Although im poverishm ent and frustration  
are ideologically exaggerated , they encour
age the tendency towards a corporative  
protectionism  aimed at strengthening  
privileges,

d) A  final effect is the em igration o f high
ly-qualified persons, the ‘brain drain* and a 
siphoning-off o f  econom ic resources 
invested in these experts which countries 
understandably try to prevent.
“In the aggregate these are phenom ena, 

real o r grossly exaggerated , which culminate in 
almost unm anageable problems, since the 
pursuit o f egalitarian objectives is restrained by 
the risk o f unleashing pressures which it will be 
impossible to control.

“T h e  corollary o f  all this, is not only the 
possibility but the necessity o f drawing up strat
egies and planning educational developm ent. 
B ut these strategies and plans will be oriented in

the first place to the recognition o f a right o f the 
population, secondly to a global political project 
and only thirdly to an adjustm ent o f the 
educational supply to the dem ands o f the 
employment m arket. Even this last must be 
interpreted as som ething a good deal broader 
than teaching ‘ways o f  doing’ which correspond  
to the ‘technical activities’ o f  productive roles.

“Consequently, educational planning can
not be conceived merely as a technical process 
based on analysis o f the operation and require
ments o f the econom ic system o r o f the growth  
objectives established for it. This would mean  
totally perverting the function o f education.

“For this reason, and also because o f the 
technical objections aforesaid which limit their 
validity, neither rates o f return nor projections 
o f demand for technical training are universally 
valid criteria, nor do they perm it per se the defi
nition o f  educational objectives and goals. 
Projections can, however, provide a fram ew ork  
for broader political discussion and help to 
define certain minimum requirem ents. Again, 
rates o f return  are useful elements in diagnosis, 
for the purpose o f detecting shortages and 
bottlenecks o r locating problem atic surpluses.

“Since planning techniques are hardly 
m ore than auxiliary, since the problem is 
com plex and insufficient inform ation is available 
for a check to be kept on the effect o f all 
variables, since the educational system is slow in 
its responses and dem and is changeful and partly 
unforeseeable, educational planning will always 
involve large areas o f  doubt.

“T o  cope with such uncertainties, recourse  
must be had to very general criteria.

“T h e  chief o f these is, in nutshell: when in 
doubt, stake on education, A stake m ust be laid on  
the hum an, social and productive fertility o f  edu
cation. In the first place, on basic education for  
the population as a whole. But also on secondary  
and higher education, w hether technical o r hu
manistic. And this, in Latin A m erica, signifies 
first and forem ost the form al educational sys
tem, since the extrem e youth and rapid growth  
o f the labour force m ean that in this way their 
characteristics can be very rapidly modified. 
W hen there are  barriers to integration and social 
levelling it is idle to assume that they have only a 
cultural basis and to suppose that education  
alone will suffice to break them  down. But they
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do always have a cultural dimension (sometimes 
enorm ous) and adequate education can always 
exert pressure on them  and help to weaken their 
resistance. T o o  high an educational level in the 
disadvantaged strata, in relation to other op
posing forces and o th er structural obstacles, 
builds up equalizing pressures and erodes the 
obstacles in question.

“Secondly, the fertility o f a high edu
cational level cannot be rationalized case by case. 
T h e same thing happens here as in the relation  
between scientific research  and technical 
progress. I f  humanity had not expended a 
trem endous effort on research, irrespective o f  its 
applicability, in vast fields o f  scientific 
knowledge, most o f  the great practical advances 
would have been impossible. T h e most 
spectacular cases in point have been witnessed in 
such spheres as nuclear physics or genetics. 
Econom ic application after a certain lapse of  
time is chancy, unforeseeable and implies a 
practical ‘waste’ o f  many efforts that make their 
contribution only through general and 
unapplied knowledge. T h ere  is an analogous 
relation between developm ent — wich implies 
creation, discovery o f  opportunities and 
mobilization o f idle resources—  and the edu
cational level o f  the population. T h e  fertility o f  
the educational level largely eludes analysis, inas
much as it generates pressure and opens up 
possibilities which ripen unpredictably or in a 
diffused fashion. But it is a good thing to admit

that it is inseparable from  a substantial practical 
‘waste’ and from  the generation o f an 
appreciable volume o f pressures that remain  
latent.

“On this last very thorny point, too, it is 
better to form ulate a few conclusions. T h e  ques
tion is not one o f accum ulating tensions by multi
plying them and refusing to consider the frus
trated hum an potentialities and the unsatisfied 
aspirations. But the form ula ‘when in doubt, 
stake on education’ takes into account the 
assumption that there cannot be endogenous de
velopment or participative change without social 
tension.

“Obviously, these pressures have co r
ollaries o f two types, at the levels o f individual 
human cost and o f accum ulation o f political and 
social pressures. In the last analysis it is a problem  
o f political wisdom, once again inseparable from  
the global conception which this is not the place 
to analyse. But vis-à-vis those who are obsessively 
concerned for the radicalizing effects o f  the edu
cational surplus, it is worthwhile to assert the 
confident belief, nurtured also by a great deal o f  
experience, that a global im provem ent in the 
educational level o f the masses may develop at
titudes much m ore m ature than radicalization  
pure and simple. Naturally, if what is wanted is 
simply to consolidate unjust inequalities and  
marginalization, education becomes dangerous. 
And so, probably, in the course o f  time, does the 
lack o f education.”
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The problems connected with education in rural areas 
are so many and varied that the author has arranged 
them in four broad categories with a view to facilitating 
their consideration by those who are responsible for 
adopting decisions in this field.

T he first category embraces 'preliminary 
questions’, relating in particular to the normative and 
technical principles on the basis of which the existing 
situation is interpreted and proposals for action are 
formulated; the second comprises the orientations of 
education policies, i.e., the application of the 
above-mentioned principles to decisions bearing on 
what for, for whom, in what form and how education is 
to be provided; the third refers to the conditions in 
which educational policies are put into practice; while 
the fourth examines the status o f society and 
education in rural areas.

T he problems falling within this fourth and last 
category are discussed in the second half o f the article, 
which endeavours to present a brief picture o f the 
structures o f rural society, o f the changes that have 
taken place during the last few decades, and o f some 
particularly important aspects o f education in rural 
areas, such as the educational profile, and the formal 
education system and its quantitative performance. 
The author’s conclusions include some remarks on the 
probable future o f education in the next few years in 
rural areas; in a time o f crisis it is unlikely that these 
will be able to compete successfully with other more 
powerful areas and groups for the scanty resources 
available.

*Researcher from CENEP (Centro de Estudios de Población) and collaborator in the Project on Development and Education in Latin America and the fiaribbean.

Introduction*
T he Regional Intergovernm ental Meeting on  
the objectives, strategies and modus operandi o f a 
major project in the sphere o f education in Latin 
Am erica and the Caribbean recom m ended that 
activities be centered upon a few specific objec
tives and that priority should be accorded to 
certain population groups, particularly relevant 
to the purpose o f im proving the educational 
situation in the rural areas o f the region  
(O R EA LC , 1981).

T hese specific objectives include the follow
ing: a) to provide schooling for all children of  
school age and to offer them  a minimum gener
al education o f  8 to 10 years’ duration; b) to 
eradicate illiteracy; c) to develop and expand  
educational services for adults. An im provem ent 
in the quality and efficiency o f educational 
systems figures as a necessary (although not a 
sufficient) condition for the attainm ent o f the 
foregoing goals.

Am ong the population groups to which 
priority attention should be devoted the follow
ing are included: a) population groups suffering  
from critical poverty (generally located in rural 
and m arginal urban areas); b) indigenous 
populations handicapped by poverty and the 
language barrier; c) the adult population aged  
15 years and over which has had no schooling 
and is in a state o f  illiteracy; d) youth and 
children in the rural environm ent who have been 
unable to start school o r have dropped out;
e) children under six years o f age whose nutri
tional status and family and socio-economic 
environm ent place them  at a disadvantage as 
regards their incorporation in the educational 
system, their continued school attendance and  
their progress in school.

T h e problems which it is sought to com bat 
are not o f course new, and, notwithstanding the 
improvements achieved in recent decades both 
in absolute and in relative term s, their persis
tence would seem to indicate that they spring 
from  deep-rooted causes, o f  different kinds 
(political, econom ic, cultural and technical) and 
closely interrelated. Even those countries o f the 
region that have attained relatively high levels of  
educational developm ent still have pockets of

*Section IV o f the present article is a concise synthesis 
o f documents Nos. 25 and 26 in the appended bibliography.
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rural population affected by serious educational 
déficiences. T h e gravity o f the whole problem, 
the deep-seated nature o f its causes and its very 
perpetuation point to the advisability of 
dismissing any illusory hope o f  kitting upon 
rapid solutions o r im provem ents. M oreover, the 
problem ’s long-standing character itself, in 
conjunction with the partial approaches to it that 
have frequently been adopted, has bred  
stereotyped ideas as to ‘the rural question’, ‘rural 
culture’, the ‘rural school’, which hinder 
com plete understanding o f the problems and 
dictate even the fashion in which they are  
presented.

Perhaps a good way to gain a clearer picture 
o f the difficulties arising out o f the very com plex
ity o f the problem  and, at the same time, to 
avoid the biases implicit in a negative attitude 
(based on those same difficulties and com plex
ities) o r in a sort o f ruralist romanticism (groun
ded on highly justifiable value judgem ents), is 
to centre these reflections on an exercise in em 
pathy and to pose the question: what would you 
do if you becam e responsible for education in a 
country’s rural areas?

Since there are  almost as many answers to 
this question as there are countries in the region, 
each potential bearer o f responsibility will m eet 
with diverse problems and will be faced with 
different possibilities and limitations in resolving 
them . Accordingly, no claim is m ade here to re 
flect the real situation o f any individual country  
or to offer prescriptions valid for any social 
space. Analyses are useful instrum ents (neither 
m ore nor less) for stating problems as adequately 
as possible and for estimating the probable 
results o f  the action taken, but they are not the 
source from  which the values constituting the 
pivot o f social projects can be deduced, or the 
political strength for executing such projects can 
be draw n, or changes can be produced that ulti
mately depend on the social agents that make 
history, w hether these be individuals, groups or 
social classes.

Reverting to the proposed exercise, whoeo-

ver is accountable for education in the rural areas 
of his country will probably make his response 
under a num ber o f separate heads. In the first 
place, he will try to make sure that the position he 
holds enables him to carry out an educational 
development project, and will go on to describe 
it. Secondly, he will do his best to retain his post, 
which implies taking up a position in the political 
conflict (overt o r latent), and involves political 
contacts, procurem ent o f a consensus, build
ing-up o f willing support, neutralization of  
groups that are not in power and partly or wholly 
dissent from  those that are, and an endeavour to 
get dissident opinions expressed in term s of 
policy (what education, for whom, when, how, 
where, etc.). Thirdly, he will try to obtain the 
necessary resources. Fourthly, he will attem pt to 
estimate the ‘resistance o f the m aterial’ — i.e., the 
attitude o f the administrative and technical 
members o f the office staff (educationists, 
planning experts, sociologists, etc.) and o f those 
in the field (teachers, heads o f educational 
establishments, inspectors, etc.)—  as well as the 
degree o f flexibility allowed him by legislation, 
regulations and formalities (what he can do on  
his own account, what must be approved by an 
official o f higher rank). Only when he has 
reached this point will he be in a position to say to 
what extent the educational developm ent project 
he advocates can be put into practice.

Before getting this far, the future official 
will have stated (m ore or less explicitly) his re 
sponse to a num ber o f m atters which crop up 
whenever education in rural areas is on the 
carpet: some o f these could be catalogued as 
preliminary questions; others bear m ore directly 
on the orientations o f educational policy; others 
are connected with the conditions in which this 
educational policy will be im plem ented; lastly, 
yet others relate to the diagnosis o f what is 
happening in the rural environm ent and in the 
educational service to which the rural population  
has access. In pursuit o f the proposed exercise in 
empathy, the above-mentioned topics will be 
reviewed.



DEVELOPMENT AND EDUCATION IN RURAL AREAS / Carlos A. BorsotH H5

I

Preliminary questions

1. Education fo r  the poor or satisfaction o f  basic 
educational needs

It has been  a rg u e d  th a t betw een  p o v erty -  
oriented policies and policies centred  on basic 
needs there is a substantial disparity (G raciarena, 
1979 ; U N E S C O /E C L A /U N D P, 1981 , a)). Poli
cies that take poverty as the focal point of their 
approach define it as a self-contained problem, 
without projections into other structural spheres 
and broader social processes; in consequence, 
they seek to deal with the problem  o f mass pover
ty as an anomaly that m ust be eradicated or extir
pated, and take it for granted that this can be 
done without deferring o r reducing growth, or 
changing either the structural features of the 
econom y and of power o r the dynamics of the 
prevailing developm ent style... Such policies are  
usually conducive to care-oriented o r paternalist 
proposals... which are marginal to overall devel
o p m e n t policies an d  stra teg ies  (U N E S C O / 
EC LA /U N D P, 1981 a), p. 159).

On the other hand, the point o f departure  
of policies centred on basic needs is a broad spec
trum  of problems: food, non-renewable natural 
resources, population, ecological balance, democ
racy, international order, social justice and the 
overcom ing o f  hum an alienation... T h e issue 
that this approach raises is the attainm ent o f full 
developm ent o f the hum an being, and it implies 
a radical repudiation o f  the social systems extant 
and even o f industrial civilization... Proposals de
riving from  the basic needs approach dem and, in 
one way o r another, the total reorganization of  
the individual and social personality and o f the 
international and national social order, re 
quiring, in the latter respect, the restructuration  
o f institutions and o f political and econom ic 
p ow er ( U N E S C O / E C L A / U N D P ,  1 9 8 1 ,  a)) .  
Between these two positions, intermediate 
possibilities exist which, although they 
presuppose transfers o f resources o f  various 
kinds and som e degree o f  downward income 
redistribution, do not involve an increase in 
social and political participation as a requisite for 
the fundam ental dem ocratization process

implicit in the basic needs approach (G raciarena,
1979), T he decision as to which position must be 
adopted is a value judgem ent, based on criteria  
different from  those on which a feasibility 
judgem ent is grounded. In an education policy, 
as in any other, this tension between the desirable 
and the feasible is ever-present, and the ways in 
which it is resolved cannot be appraised in the 
abstract.

2. The degree o f  neutrality o f  technical 
mechanisms or instruments

Recom m endation on strategies o r projects for 
the developm ent o f education in rural areas 
frequently review all aspects o f  educational 
activities (politico-administrative organization, 
planning, designing o f curricula — program m es, 
timetables and time schedules,, activities^, 
textbooks and teaching material, evaluation, 
supervision, teacher training, inter-institutional 
co-ordination, research on education, etc,). 
T h ere  would be nothing to say against this 
practice if it were not observable over and over 
again that the socio-political context is not 
usually made explicit, and neither is the way in 
which the various aspects considered will be put 
into practice or their effective possibilities o f  
realization. T h e proposal to establish 
regionalization as a means o f  conducting political 
and administrative business may be acceptable, 
but it leaves a num ber o f questions pending: 
whether regional authority will be confined  
solely to the technical aspects o f education or  
whether it will also cover political decisions; 
whether there will be a real transfer o f  technical 
and financial resources o r whether each region 
will have to m anage with whatever resources it 
has at its disposal at the time; w hether 
regionalization presupposes an effective upward 
flow in the adoption o f decisions, whether it will 
signify dealing only with educational m atters 
and whatever falls within the sphere o f rural 
education, etc. T he proposal to prom ote  
appropriate low-cost technologies for the 
teaching-learning process (O R EA LC , 1983)
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evokes all the doubts that invariably arise in 
ascertaining for what these technologies are  
appropriate, who is responsible for the pertinent 
decision and on what criteria it is based. T h e  
reply to such questions may give some indication 
o f w hether the approach on which educational 
policy is based focuses on basic needs or upon  
poverty, since appropriate low-cost technologies 
can be prom oted either for the whole 
educational system, with a view to mass outreach  
am ong the population whose educational levels 
are lowest, o r in such a way as not to alter the 
distribution o f resources allocated to education  
in the urban sectors.

It is a somewhat striking fact that many of  
the proposals put forw ard in the context o f edu
cation in general are referred  to and reiterated in 
relation to rural areas, in particular those that 
concern the designing o f plans and program m es 
in accordance with each area ’s needs, community  
participation, knowledge o f the environm ent, 
etc. T h e limitation o f these proposals to the rural 
area may be attributable to the idea that the 
needs o f the urban areas are m uch the same, o r  
that community participation is not indispens
able since the urban population has other means 
o f participation, o r teachers already know (be
cause they are urban) the needs o f  the com m uni
ty, o r knowledge o f the urban environm ent is 
shared by teachers and pupils alike. Many of  
these assumptions are clearly unsatisfactory, for 
which reason it may be concluded that what un
derlies them  is a conception o f education for 
rural areas entirely different from  urban educa
tion, which may be acceptable, but leaves it open  
to question w hether the object o f this recognition  
o f heterogeneity is to arrive at hom ogeneous re 
sults o r to establish, from  the standpoint o f edu
cation, two separate worlds.

3. Crisis in education or crisis in incorporation

Education is in a state o f  crisis, and this crisis af
fects all its aspects: the authoritarianism implic
it in the teacher-pupil relationship; the lack of 
objectives with respect to the hum an personality 
that it is desired to form ; its ‘bankers conception’; 
its reproduction o f social relationships; its failure 
to encourage a critical attitude in the educand; its 
propensity to restrict personal creativity; etc. 
N or is this crisis anything new; it has long been a

palpable reality in the middle and upper urban 
sectors (am ong both teachers and parents), and 
has been reflected in proposals ranging from  the 
developm ent o f m ethods and techniques to the 
total abolition o f form al schooling. This crisis, to 
which the region’s cum bersom e systems o f for
mal education are making disjointed and evasive 
responses, is different from  the critical situation 
created by the need for these systems to incorpo
rate a public which they hitherto have been or  
still are excluding de facto, in so far as their struc
ture, m ethods and practices afford a service 
appropriate for a public o f a different type. 
Paradoxically, the rural population wants the 
traditional school it has never had, while the pro
posals o f the technical experts aim at offering it 
an informal, participative and active system 
which is not yet in real and widespread currency  
in the urban environm ent, either because no 
decision is taken to adopt m easures implying a 
revolution that goes beyond the educational 
sphere, o r because the necessary hum an and 
financial resources are wanting.

As regards the developm ent o f education  
in rural areas, the confusion between the crisis in 
education and the critical situation in respect of 
incorporation may lead to the m aintenance of 
existing conditions: defective traditional schools 
and exp erim en tal application o f innovations 
whose impact is slight.

4. The different forms assumed by education

If education is understood to mean the various 
learning processes by which knowledge, abilities, 
skills, attitudes, etc., are acquired, it is possible to 
draw a rough distinction between the following 
spheres: a) early socialization, including all the 
practices in which children participate in their 
family and their com m unity; b) the pedagogical 
practices included in the formal education sys
tem ; c) the pedagogical practices included in the 
diverse non-form al educational activities, wheth
er they are directed towards supplem enting or 
replacing those o f the form al education system  
(the three R .’s, etc.), or whether they pursue the 
most widely varying ends (training in different 
skills); d) incidental education, which includes all 
the diffuse and inadvertent teaching-learning  
processes implicit in any social practice (activities 
and relationships), whereby new lessons are in
culcated or those form erly learnt are kept up,
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retbrmed or called in question. Early socializa
tion and incidental education are carried on in 
the socio-cultural environment to which individ
uals —both educators and educands— belong, 
and that environment may recognize in the ped
agogical practices of formal or informal educa
tion different degrees of congruence, comple
mentary or contradictions with its own culture.

Compatibility between the culture of the 
educands and that of formal and informal edu
cation eliminates one possible source of failure in 
the teaching-learning process. This, however, is 
only one of the angles from which the matter can 
be considered. Another is that of the values em
bodied in that culture (consumerism, competi
tiveness, individualism, etc.) and transmitted 
both by the communication media and through 
all sorts of everyday practices. When the culture 
of the educands is not coincident, or is definitely 
in contradiction or parallel with that of formal 
and informal education, one of the most 
formidable causes of failure in teaching-learning 
processes looms up, and, at the same time, a 
number of deep-rooted ethical questions arise: 
possible cultural violation; the aspiration of the 
supposed victims of such violation to become 
incorporated in the culture of which the school is 
just one manifestation; scrupulous respect for 
their cultures on the part of certain population 
groups which, having no political representation 
in a State that is not defined as polyethnic, may 
remain enclaves, etc. From this standpoint, dis
cussion on the efficacy of teaching, reading and 
writing in the mother tongue or in Spanish is a 
purely technical problem which presupposes 
that answers have been found to all the questions 
posed above.

5. Interpretations o f fact

If anything is suggested by the topics Just out
lined it is that interpretations of the societal 
trends recorded, and proposals for influencing 
them, are based, however consciously or 
unconsciously, on a scale of values and on some 
theory or other. Diagnoses and policies will tend 
to differ radically: a) if development is held to 
consist in changes in the technical relations 
between a series of indicators, or is understood as 
the history of the countries of the region in 
respect of the formation of socio-economic 
structures of the dependent capitalist type, 
whose development styles are in one way or 
another conditioned by their insertion in the 
world order; b) if the State is conceived as a 
bureaucratic apparatus responsible for design
ing and implementing policies, or as the political 
groundwork of society, having predetermined 
and specific relations with the civic society; c) if 
differences in the various social sectors’ access to 
employment, income and the diverse social 
goods and services (including education) are 
regarded as the result of discriminatory 
incorporation or marginalization deriving from 
the déficiences of the modernization process, or 
as necessary consequences of the sociopolitical 
relations attendant upon the process of capital 
accumulation. This point is of crucial importance 
in rural areas, since it is linked with the way in 
which the peasant question and its relations with 
the question of indigenous population groups 
are defined; d) if education is viewed as a means 
of training human resources, in order to increase 
economic efficiency, attach the peasant to the soil 
and reduce migratory pressure, or as 
fundamental human right.
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II

Orientations of educational policies

Policy orientations (what for, for whom, what, 
how) inevitably have an ethical component and, 
as has Just been shown, this component immedi
ately comes to the fore in the case of education 
and Hnds expression in the technical instruments 
utilized. Values, however, are not a set of abstract 
textbook principles, but take concrete shape in 
everyday life, even though it may be inadvertent
ly. In the light of this necessary application of 
values to reality, some aspects of the orientations 
of policies for education in rural areas will next 
be considered.

As a general rule, in documents in which 
these policies are set forth the key questions are 
answered in the following order: what for, what, 
for whom, how. By the time the replies to the 
question ‘how?’ are reached, a suspicion has 
dawned that the reshuffling of the questions is 
not a mere matter of orderly presentation and 
that ‘what for?’ and ‘what?’ have been given 
priority over ‘for whom?’. This highlights the fact 
that, paradoxically (but not inconsistently with 
technocratic thinking), the axis on which the 
policy pivots is not man and his interrelation
ships but one of the now not-so-modern 
mythologies (increases in productivity, growth 
rate of production, economic development, etc.) 
from which stems the abstraction known as the 
‘rural population’.

The conception of rural life as a separate 
and static world has been shelved. Progress has 
been made, as in the Quito recommendation 
quoted at the outset, in differentiating the target 
population by age groups and sex. Some typical 
situations in which the rural population are 
found have been identified (medium-scale pro
ducers with accumulation capacity; producers 
integrated into the market, although without ac
cumulation capacity; wage-earners resident in 
semi-urban areas; subsistence farmers; indige
nous groups —commonly concentrated in these 
last situations— and non-indigenous popula
tion). Nevertheless, all this is not yet reflected in 
policy orientations, and a proposal persistently 
urged, for example, as one of the answers to 
‘what for?’ is to keep the population settled in the

rural environment by means of appropriate in
centives and to gear the development of skills to 
work and employment in agricultural areas 
(OREALC, 1983, p. 39).

In addition to this unrealistic practice of 
responding to the question o f ‘what for?’ without 
taking into account the living conditions of the 
target populations, there is a possibility of segre
gation of the population groups concerned, 
which is not, it would seem, being generated by 
education but is in any event legitimized and 
endorsed by education policies. It is of course no 
easy matter to define in archetype of human 
personality that the educational system should 
seek to form in societies which are characterized 
by structural heterogeneity, with an expanding 
nation-State, and in which the inter-class corre
lation of power is shaped by a particularly 
changeful period of time and social space. 
Nevertheless, either the challenge will be taken 
up or the question of what education is for will 
continue to be answered in relation to an abstract 
human being representing no real type 
(although approximating to that of the upper 
middle strata of the urban population), or by 
splitting up the population into fragments whose 
reassembly in a body politic with national 
solidarity will be problematic.

This challenge is not confined to the issue 
of what education is for. The origin and early 
expansion of the region’s educational systems 
have urban roots. In so far as it was sought to 
homogenize the entire population, to integrate 
the nation-State, and to prevent or palliate the 
characteristic implications of the rural irruption 
into the cities, the single national school and 
single national teacher model, in a peculiarly 
deteriorated form, was transplanted to the 
countryside, with a complete disregard of sub- 
regionalisms and subcultures that made matters 
even worse. In view of this situation, a solution is 
proposed which is structured around two main 
axes: technical and administrative decen
tralization; and dismissal of urban models, inap
propriate for the rural area. This has come to be 
stated in terms of dichotomies; basic education
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common to the nation as a whole or differentiat
ed education; centralized organization or 
decentralized organization. Furthermore, the 
extreme versions of the two alternatives are 
usually taken, and a choice is propounded 
between a common basic education, nation wide 
and centralized, and a differentiated basic edu
cation with decentralized administrative and 
technical organization. This habit has bred a 
tendency to overlook intermediate options, such 
as a differential basic education with technical 
and normative but not administrative 
centralization, or a common basic education with 
administrative and technical decentralization, or 
others such as have been put into practice, with 
some degree of continuity, in certain countries of 
the region (Costa Rica, Colombia).

The proposal of a common basic education, 
nationwide and centralized, is in actual fact up
held in many countries of the region, and is per
haps the most consistent with prevailing develop
ment styles if it is considered from the angle of 
the political discourse. Should an attempt be 
made really to implement and to give the rural 
and marginal urban population access to, and 
retain them in, a school approximating to the 
urban model (complete, with staffs of more than 
one teacher, certificated teachers, and proper 
teaching material, etc.), this proposal would 
entail political and financial requirements that 
would make it non-viable.

The option of a basic education differenti
ated at bottom but pursuing common objectives, 
administratively and technically decentralized 
but integrating its various levels, has been put 
into practice through recourse to nucléation and 
regionalization (also called ‘mapping educa
tion’). Into this design are incorporated official 
educational activities, both formal and informal, 
in the fields of basic education, literacy cam
paigns, vocational education and, on occasion, 
secondary education. The exclusion of universi
ties and of private educational establishments, as 
well as the limitation of this way of organizing the 
education service, while it indicates the character
istics of the integration of the educational sys
tem that is pursued and those of its connections 
with the rest of society, should not lead to nega
tion of all the progress signified by this proposal 
and the contribution that it may be expected to 
make.

Given conditions as they really are, some 
technical proposals relating to more specific as
pects of educational policies are manifestly inap
plicable, particularly those emanating from in
ternational meetings at which the identity of tar
get populations is watered-down amid the diver
sity of situations existing in the countries of the 
region. Undoubtedly, the policy orientations de
riving from them fulfil an invaluable twofold 
role; expounding the programme of the ‘other 
education’ and denouncing the serious deficien
cies of the educational system in force. The pro
posals mentioned suggest, inter alia, the achieve
ment of a pedagogical relationship implying in
ter-education; the explosion of the idea of educa
tional space as separate and graduated; an edu
cation which takes the environment into account 
from the standpoint of its educational effect; a 
change from an attitude of dependence and con
formity to an attitude of criticism and participa
tion; an education useful for supplementing and 
improving the community’s conception of the 
world; an education based on the postulates that 
it should be active, relevant to the time and place, 
integral, integrated and conducive to action; a 
personalized education; an education integrated 
with productive activities and helping to increase 
production and productivity; a formal education 
system flexible in its structure, agile and adapt
able to changing needs, so that it can be more 
efficient and equitable; teachers whose role is 
determined by the real situation, so that they 
thus become agents of economic, cultural, social 
and political change in rural areas; teachers 
qualified to maintain a new pedagogical rela
tionship, to participate in inter-disciplinary edu
cational activities, to organize experiments in 
community promotion; teachers, in short, who 
have sufficient knowledge and motivations to 
apply a pedagogy pertaining and adapted to the 
environment, and operating on inter-disci
plinary lines.

The length of the foregoing list makes it 
strikingly clear how right Gregorio Weinberg is 
when he maintains that current thinking is keyed 
to twenty-first century education, whereas the 
educational system and the organization of 
schools correspond to nineteenth-century edu
cation, which has afforded the population of ru
ral areas little accesibility and still less perma
nence.
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III

Conditions attendant upon the implementation of
education policies

It has been felt desirable to draw attention here 
to certain questions which are by no means new, 
but which have seldom been discussed in relation 
to the conditions in which education policies are 
put into practice.

One of the various ways of classifying deve
lopment styles distinguishes between those per
taining to market-economy, mixed-economy or 
planned-economy societies. Almost all the coun
tries of the region represent different combina
tions of mixed and market economies. What it is 
important to stress here is that these types of 
economy are also, and fundamentally, forms of 
articulation of societies and their classes. These 
different modes of class articulation condition 
policy practices, including those relating to edu
cation. The matter is further complicated by the 
fact that, owing to a series of circumstances, in 
Latin American societies market economies are 
not necessarily accompanied by liberal political 
systems, and neither are mixed economies inev
itably matched with political systems of the social 
democrat or social democracy type. The room 
for action created in either case, both inside and 
outside official circles, offers different potential
ities and limitations, but, in general, everything 
that leads to active education with community 
participation and organization is apt to be sus
pected of ‘indoctrination of exotic ideologies’ 
and accused of encouraging subversion, as has 
sometimes been officially acknowledged.

A point to be considered in the foregoing 
context is the way in which various politically 
active groups view the processes that have taken 
place in Latin America. For some, no changes 
have been brought about in the region, or at any 
rate none that have attained the intensity or 
followed the direction that could have been 
wished. Others, see the changes a3 having been 
controlled by the ruling classes. Lastly, yet others 
see the changes as radical, and while some 
maintain that carrying them on in greater depth 
may lead to the breakdown of the system, there 
are others who hold the opinion that the system

has an unlimited capacity for adaptation. 'Fhe 
political weight carried by the supporters of one 
view or another will determine different 
possibilities of implementing a given education 
policy for rural areas.

Apart from the perceptions of the political
ly active groups, there are other states of collec
tive consciousness which are none the less real for 
being more difficult to define. Each class consid
ers it legitimate and appropriate to demand a 
certain quantity and quality of education. The 
question is to determine how far these demands 
are regarded as legitimate by the other classes 
and, furthermore, how far the recognition of 
their legitimacy implies that a reallocation of re
sources, should it occur, will be accepted or will 
lead to various forms of political protest. When 
the educational situation and prevailing living 
conditions in rural environments are taken into 
consideration and are reflected in a policy pro
posal, a movement of sympathy and of emotional 
solidarity tends to spring up in the middle and 
upper urban sectors. But as soon as the resources 
allocated to the development of education in the 
rural areas begin to affect or threaten to affect 
the quantity and quality of the education that the 
said sectors define as legitimate and appropriate 
for themselves, their emotional response is trans
muted into political opposition. This is usually 
the point at which policies focusing on basic 
needs begin to turn into policies centred on at
tention to the problem of the poor. Moreover, 
those who have little or no education commonly 
entertain very vague ideas, if any, of the quantity 
and quality of education that they want, and in 
addition enjoy relatively little political power. 
Thus, the allocation of educational resources 
(human, technical and financial) which, accord
ing to the distribution rules in force, should be 
assigned to the upper and middle urban strata, 
becomes a top-ranking constraint on policies for 
the development of education in rural areas.

In view of the predominant characteristics 
of the region’s formal education systems, there
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are some who argue that no such systems exist in 
Latin America as formal organizations, i.e., delib
erately planned and structured for the pursuit 
of specific ends. Others, again, maintain that 
such systems, with their own characteristics, do 
exist and that the form they take is one proper to 
segmented, structurally heterogeneous and con- 
centrative societies. These differences of opinion 
are not mere academic quibbling, since admis
sion of the existence of a system with its own 
characteristics implies that an intervention de
signed to change any of its elements or their 
interrelationships will sooner or later have 
repercussions on the remaining components. 
Even in the case of systems to a greater or lesser 
extent unintegrated, as are many of the edu
cational systems of the region, with the 
universities on the one hand and on the other the 
various departments (of secondary, primary, 
rural —in some countries— and adult education) 
operating separately from one another, they are 
integrated by popular demand for their services 
and by the allocation of resources to each of the 
segments, which, as explained above, affects the 
response to the demands in question. The 
administrative segmentation of education in 
rural areas may make it possible to reallocate 
resources to that segment (up to certain undefin
ed limits) and to carry out a number of activities 
without interference from other segments of the 
system (likewise up to certain undefined limits), 
but it may also be conducive to the provision of a 
low-quality service without detriment to the 
situation of the remaining segments.

Another aspect of the question worth consid
ering in relation to the praxis of educational 
policies is the historical background of each and 
all of the component features of the educational 
scene. There have been variations in the edu- 
cands, in methods and techniques, in budget 
management procedures, in the size and 
complexity of Ministries of Education, etc. 
Changes have taken place in the teaching 
profession from the standpoint of its social 
status, the social background of its members, its 
recruitment, its relative income, its training, the 
ideology that is revealed in its attitudes and aspir
ations, etc. The aforesaid historical trends, each 
moving at its own tempo, have not always been

confluent, still less channeled, towards the 
improvement or at least the maintenance of the 
quality of the educational service for the popular 
sectors and in particular for rural areas. The fact 
is that these movements have their own inertia, 
which establishes different possibilities and 
constraints in respect of the implementation of 
educational policies.

Lastly, it must be recalled that intentional 
modification of the various aspects of the educa
tional system calls for diverse types of social and 
political power and in addition takes different 
lengths of time. Some of the innovations can be 
handled with relative ease over the short term, 
especially if such resources as the following are 
available: family allowances; school lunches; 
exercise-books, textbooks and teaching material; 
monitoring of compliance with mandatory pro
visions, etc. Others, in contrast, present more 
difficulties and require a higher degree of con
sensus and legitimization, for example, technico- 
administrative reorganizations which imply 
changes in relative power within the system. Lastly, 
there are others by no means easy to deal 
with, inasmuch as they consist in behaviour pat
terns, values, ideologies rooted in everyday life, 
institutions, which have their own inertia: teacher 
training; popular aspirations reflected in 
demands for education; ‘distance’ from school 
culture; the role of education in family 
strategies; etc. The different degrees of political 
and social power required, as well as the dif
ferences in maturation periods, are apparent 
even when the aspects to be changed are con
fined to the formal education system. A case in 
point is afforded by those policies which aim at 
attaining short or medium-term objectives 
through teacher training programmes.

After this bird’s-eye view not only of some 
(Ireliminary problems which will have to be faced 
(consciously or unconsciously) by the future offi
cial in charge of the development of education in 
rural areas, but also of some of the stumbling- 
blocks to policy orientations and to the imple
mentation of policies, the time has now come to 
consider what is happening in the rural environ
ment and in the educational service to which the 
population of rural areas has access.
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IV
The status of society and education 

in rural areas

The following concise synthesis of some of the 
societal and educational trends observable in the 
rural areas of Latin America is simply an attempt 
to highlight the central structural aspects of the 
networks set up for satisfying educational needs 
in such areas and the problems deriving there
from; and, undoubtedly, it will seem as unsatis
factory as any synthesis must, especially when it is 
of regional scope.

It should be made clear that the rural and 
the urban environments will not be understood 
here as separate worlds but as intrinsically over
lapping spheres. Recognition of the fact that ru
ral life has certain features of its own, such as the 
distribution of the population and its general 
occupational characteristics (predominantly 
linked to the natural cycles), can hardly blind one

to the fact that without understanding the 
dynamic connection between the urban and the 
rural spheres it is impossible to understand the 
real rural situation. What is more, the changes 
that have occurred in rural society are 
inseparable from those that have taken place in 
society as a whole; in addition, these changes 
affect the population in different ways according 
to the positions it holds, and have different educ
ational effects and implications. It is important to 
determine not only the scale of the changes 
recorded in the various social respects, but also 
(and above all) in what direction they point: what 
is the type of society they prefigure; what is the 
situation of the rural world and of the population 
living in rural areas; and what is the significance 
of all that is summed up in the word education.

A. RURAL SOCIETY

During the last thirty years the rural areas of 
Latin America have been the scene of a number 
of processes which belie their reputed want of 
mobility, and of which a mere list affords some 
idea of the changes brought about. The moderni
zation of agriculture has meant that land and the 
use of agricultural machinery and technology 
have been concentrated in the capitalist sector to 
an extent which has signified the redefinition or 
destruction of the pre-existent system of produc
tion and an aggravation of heterogeneity among 
the economic units. Temporary or permanent migra
tions, whether from the countryside to the town, 
or from one rural area to another, have involved, 
on an average, more than one in every four rural 
inhabitants and more than one member per fam
ily. The cash economy and consumption of industrial 
goods have become generalized. Communications 
of every type have increased. The role played by the 
State has been extended through the provision of 
all sorts of services (technical assistance, health, 
agrarian reform programmes, etc.). This whole

set of processes must be taken into consideration 
in order to understand the new rural scenarios 
that have taken shape and their implications for 
culture and education in rural areas, with due 
regard to the fact that all this has happened in the 
space of one generation. The different ambits in 
which social relations are articulated must also be 
taken into account.

1. The status and dynamics of the class struc
ture are linked to the modernization process. The 
summit of this structure is not in the countryside, 
but in the cities, incarnated in the directors and 
managers of various types of companies owning 
capitalist agrarian enterprises. Thus, the mutual 
link of personal loyalty between the landown
er and his workers has been lost. The economic, 
political and cultural control that used to be exer
cised on the basis of these links now tends to be 
exerted by other means. former notables (the 
doctor, the priest, the schoolmaster) are now ac
companied by personalities of another kind 
(bank managers, heads of public services, techni-
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dans, top-ranking personnel in agroindustries). 
These new notabilities share with those of earlier 
dates the position of representatives of offidal 
and urban culture, but they are more markedly 
modern and technical in character. The rural 
middle strata comprise a variety of situations (me
dium-scale capitalist producers; truck-owners; 
storekeepers; wholesale dealers; hirers, contrac
tors or 'empreiteros'). To these rural middle strata 
belong the beneficiaries of agrarian reform pro
grammes, a group bearing witness to the fact that 
when by some means or other one can ‘get into 
the swim’ of modernization it is possible to im
prove one’s circumstances without leaving the 
rural environment. The broad mass of small pro
ducers includes minifundistas or owners of family 
or sub-family smallholdings; occupants of mo
dest plots of land which they farm under some 
variant of the sharecropping system {aparceros, 
medieros, colonos, inquilinos); squatters in agricul
tural frontier areas, on roadside land belonging 
to the State and unmarketable. Some of them go 
to swell the glut of wage-earning workers, a landless 
and relatively superfluous agricultural labour 
force which works in the rural areas but in most 
cases lives in small towns or on the fringes of 
more highly urbanized localities. This class struc
ture has a ‘modernizing’ cultural impact on the 
rural population through direct relations or by 
its mere existence.

2. Permanent migrations imply some sort of 
communication (visits, news), between the for
mer rural resident and his relatives and friends. 
These communications sometimes take the form 
of transfers of money which reveal the imple
mentation of a family strategy and the availability 
of a certain economic surplus. Visits involve a 
demonstration of access to appliances, clothing, 
modes of conduct, which are indicators of inte
gration into urban life, estrangement from rural 
life, and the differences, between the two. They 
confirm that migration is a possible step and 
transmit a feeling that in the city people are at 
least as well off as in the country, but with better 
prospects. Temporary migrations, in which larger 
proportions of the rural population are involved, 
have a twofold impact on the non-migrants 
through the accounts given by migrants and on 
the migrants themselves as regards their percep
tion of rural life after their experience of migra
tion.

3. Communications also exercise a moderni
zing influence. The enlargement of the network 
of cities, road-building and more frequent and 
varied means of transport increase contacts with 
urban life, either through the transport of rural 
inhabitants to the cities or through the arrival of 
national and foreign tourists. To this must be 
added the expansion of symbolic communica
tions (radio, television, periodicals, etc.) wbicb 
transfer to the countryside an urban outlook 
even on rural life itself.

4. The extension of State action, in a national 
space totally incorporated in the countries’ life, 
operates in the same direction through services 
of different kinds. Similarly, non-State institutions 
(especially those of a religious character) bring to 
the countryside individuals and families of urban 
extraction, whose income, life styles, language, 
modes of conduct and conceptions of the world 
are different from if not diametrically opposed 
to those of the country-dweller.

5. The installation of agroindustries may as
sume different shades of cultural significance; 
the processing plants imply the possibility of 
working for a stable wage and adopting an 
industrial way of life and discipline; the 
enterprises purchasing agricultural products 
impose certain standards of quality, which means 
that farmers get into touch with agricultural 
technicians, types of seed, credits, etc.; those 
who step in as agricultural producers bring the 
workers they engage into contact with 
machinery, tools, technological inputs of another 
kind and permitting a better quality product 
than can be obtained by the small farmers of the 
area.

6. A key factor of cultural change in the 
rural environment is the extension of markets, in 
whose ambits are determined the criteria and 
norms that regulate different types of transac
tions and on which converge the holders of the 
class positions described above: the rural labour 
force market; the market for foods and indus
trial goods; the credit market. But the hub of the 
agrarian question is the land market, in which the 
overlappings of the rural and the urban are 
clearly apparent, since provisions as to land 
ownership, issue of title-deeds, price-fixing, are 
settled upon in the urban spheres. The purchase 
of land in the market is out of reach for small 
farmers and the only possibility of acquiring it
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that they can glimpse is through agrarian reform 
projects. In practice, the problem for them 
consists in not losing the land they have or in 
getting hold of land in one way or another.

7. The provision oipersonal services and sym
bolic goods, supplied by the State and by a vast 
range of institutions which carry out program
mes designed to alleviate the people’s situation, 
imply the appearance on the rural scene of a 
number of persons, norms, values, customs and 
appliances of urban origin and content. Generally 
speaking, the intercourse between officials of 
these institutions and the rural population is 
asymmetrical by definition, since tbe latter resort 
to the former only to receive, and thus the conju
gation of power, prestige and legitimacy attains 
its maximum.

8. Consequently, the rural population is not 
homogeneous, and faces and participates in the 
various processes of change from different 
standpoints and in different ways. The processes 
observable, and their cultural implications, 
suggest a cultural set-up composed of objectively 
conflictive situations: i) land is valued as a source 
of security, and at the same time is inaccessible; ii) 
material and non-material goods are in sight 
which are valued but absent, and, obtaining 
which implies, in one way or another, some 
degree of uprooting; iii) organizational patterns 
are introduced in which direct or indirect 
participation is inevitable, but which are alien to 
those sanctified by custom; iv) involvement in 
processes of rapid change is combined with a 
predisposition against them; v) it is necessary to 
develop strategies which permit the continuity of 
the family and of the ties it creates, but which 
entail its disarticulation and break-up; vi) the 
development of markets places implicit emphasis 
on individualism, competitiveness, personal or 
family mobility, in relation to a population which 
cherishes other values and which sees itself as 
inferior and in an increasingly disadvantaged 
situation as regards employment, production 
and marketing; vii) while the importance of 
women is enhanced (because .of their early 
migration to the city; because of their running 
the family business during the temporary 
migrations of the menfolk), patterns which place 
them in a subordinate position still persist.

9. The situation o f indigenous groups deserves 
separate consideration. In face of the quantita

tive and conceptual difficulties of defining 
exactly what is meant by indigenous, it is 
proposed that the term should be taken to apply 
to the population constituted by social groups 
that maintain, even if in a modified form, their 
ancestral customs and their language, and are 
able, in many cases, to claim a territory for 
themselves. Their situation is different in 
different countries of the region. All the 
indigenous groups, as defined above, live in the 
rural areas and, from their discriminative 
position, have followed the changing fortunes of 
the national societies, so that they share with the 
non-indigenous rural population the economic 
and social vicissitudes in which it has been 
immersed. But just as the land is worth more to 
the peasant than its mere economic value, for the 
indigene the land is not a capital good, nor an 
investment, nor a means of living. It is the means 
of living, the spot where the family produces 
enough to keep itself alive, the place of the 
mythological/religious ceremonial which 
accompanies the worship tif their ancestors’ 
gods. The relation between man and the land is 
the raison d'etre of their entire existence. The 
indigene who wants to shake off the title not only 
has to make a geographical move, but must break 
his links with the land, cease to till it, per
manently leave his community, sunder the 
socio-cultural ties which bind him to his social 
and organizational nucleus and which give him 
his identity. In view of the long-drawn-out 
process of social, cultural and political 
discrimination and of economic expropriation to 
which the indigenous population has been 
subjected, there is some ground for asking how 
distinct and how persistent is its socio-cultural 
unity, and for doubting whether any such thing 
as the indigenous problem exists. Not only does it 
exist, however, but there are lively signs of 
increasing awareness of it on the part of the 
indigenous groups themselves. Given the 
presence of sectors of the population whose 
status in the national class system is consolidated 
or predetermined by their membership of one or 
other of the socio-cultural groups against which 
discrimination is practised, some people ascribe 
to the indigenous population, in toto, a cultural 
uniformity and a unanimous desire to reassert 
their identity which is far from being founded on 
fact. On the other hand, there are some who view
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the indigenous population, in toto, as a species of 
civic incompetents and who feel it necessary to 
help them or to wait until in the course of history, 
through the social selection mechanism, they are 
finally assigned a place within or marginal to 
national society. From these different attitudes 
diverse proposals for action derive. In between 
the indigenous groups that decisively reassert 
their condition as such and the population of 
European origin a numerous social category has 
grown up: the mestizos, mistis, cholos. Among all of 
them there are reciprocal relationships which are 
economically and culturally prejudicial to the 
indigenous groups, but are also harmful to the 
national society, ‘Being an indigene’ is defined as 
a stigma by the whole of society; the notion is 
current everywhere and is affirmed and 
strengthened through countless everday actions 
practised by all the members of the society in 
question. In that sense, it is a problem that affects 
national culture, political democracy and the 
whole of the social structure.

10. The scanty information available on lo
cal settlements, neighbourhoods or communities 
brings to light a high degree of heterogeneity as 
regards their socio-economic situation and their 
access to educational services. This heterogene
ity among rural settlements must not be allowed 
to obscure certain basic facts; a) they constitute a 
restricted social unit, occupying a given territory, 
possessing some sort of (formal or informal) or
ganization, keeping up fairly homogeneous cus
toms, and predominantly engaged in crop and 
stock farming; b) a considerable part of the lives 
of women and children is spent in and condi
tioned by that physical and social environment; 
c) certain analogies exist which have led the 
residents to group together in the settlements, 
and a relative homogeneity prevails in respect of 
problems and needs, environmental conditions, 
services and infrastructure. In the case of 
indigenous settlements there is also a high 
degree of heterogeneity according to their real 
ethnical situation: use of the autochthonous 
language; degree of substitution of cultural 
elements; demand for ‘anticipatory’ socialization 
in the urban or national environment; 
maintenance of certain cohesive cultural 
patterns, forms of internal community govern
ment; etc,

11. In the local settlements, neighbour

hoods or communities are to be found the family 
units that have been affected in diverse ways by 
the course of events in rural areas. However, the 
great majority of families in these localities pro
duce goods and services for their own consump
tion; they are responsible for and directly under
take nearly all activities connected with genera
tional reproduction and daily maintenance of 
their members; almost all their consumption is 
confined to the home; home is the centre of 
everday social life and the locus where individuals 
become social agents, participants in economic, 
social and political relations, bearers of norms 
and values. Given the frame of reference consti
tuted by the survival strategies of family units in 
the most deprived rural sectors and by the social, 
economic and cultural processes in which they 
are involved, two key questions must be consider
ed in order to figure out the significance of 
education in rural areas and its performance: i) 
how do family units condition the participation 
of their members in the formal education sys
tem; ii) why and for what do families demand 
formal education.

12. For children in the lower rural strata, as for 
the other members of the family units, the hall
mark of life is subsistence, which is the para
mount motive of concern. The social environ
ment in which these children move is reduced to 
their family, where they are allotted a status and 
tasks for which they are responsible according to 
different age and sex categories. The cultural 
gap between the family and the educational sys
tem, the methods adopted for giving lessons in 
early socialization, open-air life and the cultural 
conception of childhood itself result in a discrep
ancy between the psychomotor and mental de
velopment of children in rural areas and the 
preparation that the formal education system 
takes for granted. Given the general conditions 
prevailing in rural settlements and among fami
lies living in rural areas, and the characteristics of 
early socialization, women emerge as key agents in 
the development of education in rural areas, in 
their own right and because of the role assigned 
to them in social and family life.

13. All the aspects hitherto considered have 
some sort of incidence on values, norms, lan
guage, the material elements of culture and 
relationship patterns. The educative action of 
different kinds that takes place in the course of
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early socialimtion cannot but be affected, since the 
socializing agents themselves are undergoing a 
relatively intensive process of resocialization or 
incidental education and probably, with regard 
to their activities in connection with socializing 
the younger generation, they may feel a great

many doubts as to what must be transmitted and 
as to the significance of what they do transmit, 
since the very speed of change makes it impos
sible to predict the positions of the future social 
systems for which youth is being socialized.

B. TH E PROFILE OF EDUCATION IN RURAL AREAS

1. Illiteracy among the population aged 15 to 24 years 
is definitely being steadily reduced in the region; 
but the incidence of this decrease has not been 
the same in the different areas of the various 
countries. In capital cities, as early as 1970, the 
rate of illiteracy for this age group was not more 
than 10% in any country of the region. In other 
urban areas the rates were higher, although in 8 
out of 13 countries the illiteracy rate was below 
10% and only in one did it approximate to 30%. 
In contrast, in rural areas, countries had illiter
acy rates approaching or greatly exceeding 
30%. For this age group, differentiation between 
countries is hardly possible in the case of urban 
illiteracy, whereas in that of rural illiteracy such a 
distinction can easily be drawn. The illiteracy 
rate for women in the 15 to 24 age group living in 
rural areas is lower than that of men in sorne 
countries of the region, but on the other hand is 
much higher in others. Bolivia, Peru and Guate
mala afford notable cases in point, which are 
indicative of the difficulty of changing the situa
tion of women in the indigenous rural popula
tion.

2. Illiteracy among the adult population (total 
population aged 15 years and over) has declined 
at a slow but regular pace. This tempo does not 
adequately reflect the most recent efforts made 
in many countries of the region, owing to the 
great inertia of the older population groups, 
whose situation has remained unaltered and 
tends to neutralize the changes that have taken 
place in the case of the younger generations. The 
reduction of illiteracy followed a homogeneous 
pattern between 1950 and 1970, since although 
the difference between the countries at the 
upper and lower end of the scale of distribution 
is no longer so wide, distribution throughout the 
scale is still uneven, the order of countries is 
unaltered and no discontinuity of any 
significance has been observed. The countries of

the region that are relatively most developed in 
respect of education seem to have reached some 
sort of limit to their possibilities of bringing down 
their illiteracy rates still farther, while the 
countries whose educational development is rel
atively less have reduced illiteracy at a cumulative 
average anual rate of approximately 1%. If this 
trend were to continue, the latter countries 
would take over 40 years to approach the 
illiteracy rates recorded by 1970 for the countries 
where educational development is relatively 
more advanced. It has been shown that in certain 
circumstances, a firm political decision can 
achieve if not the eradication, at least a drastic 
reduction of illiteracy, as in the case of Nicaragua 
in 1978.

3. As regards the level o f education, the 
overwhelming majority of the population living 
in rural areas fails to complete the primary edu
cation cycle or has not been to school at all. In the 
rural environment, the world of formal educa
tion is made up of those who have never gained 
access to the system, those who obtained access to 
it but got no farther than the third grade (func
tional illiterates), and those who have reached 
the higher grades of the primary school, these 
last probably linked to medium-scale production 
with accumulation capacity and to other not di
rectly agricultural or extractive activities. These 
three groups, taken in conjunction, shape differ
ent educational profiles of different signifi
cance. There are countries with a low educational 
profile in rural areas (high percentages without 
schooling, low or medium percentages in the 
lower grades of the primary school and low in the 
higher grades); cases in point in 1970 were Boli
via, Brazil, El Salvador, Guatemala and Nicara
gua. In these countries the mere fact of going to 
school at all may be operating as a selection 
mechanism, since at best only one out of every 
two persons manages to do so. Moreover, the
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possibility of retaining the knowledge required 
at school is very slight in social contexts with this 
educational profile. Other countries have a 
medium educational profile in their rural areas 
(medium percentages without schooling or with 
a lower primary grade and medium or high per
centages in the higher primary grades); 
examples are Ecuador, Panama, Peru and the 
Dominican Republic. Lastly, there are countries 
with a high educational profile (low percentages 
without schooling, high percentages in the lower 
primary grades and medium or high in the 
upper primary grades); this is the case with 
Chile, Costa Rica, Paraguay. In these countries 
two out of every three individuals have gained 
access to the formal education system. The 
possibility of retaining the knowledge acquired 
at school is greater in social contexts where at 
least 60% of the population has attended pri
mary school and 30% has completed the top 
grades.

4. The difference in average years o f educa

tion by area of residence and by sex reveals, on 
the one hand, the diversity of national situations 
and, on the other, the existing discrimination 
against rural areas and women. Generally speak
ing, town-dwellers have more years of educa
tion on an average than residents in rural areas, 
and men have more than women. The disparities 
between men living in rural and in urban envi
ronments are less than those between women in 
the two areas. At one extreme is Peru, where the 
average number of years of study is twice as high 
for males as for females, with great differences 
between areas of residence, by sex. IT is situation 
is understandable in view of Peru’s high pro
portion of indigenous population and the inci
dence of this on the status of women. At the other 
extreme, in Costa Rica average numbers of years 
of study are similar for both sexes, women being 
at a slight advantage in both urban and rural 
areas. The average number of years of study is
1.6 times higher for the urban than for the rural 
population, and shows a declining trend.

C. TH E  FORMAL EDUCATION SYSTEM IN RURAL AREAS

In brief outline, the situation of the formal edu
cation system in rural areas can be described in 
terms of the following characteristics;

1. A centralized and bureaucratic organization, 
so that political, technical, organizational and 
financial decisions are apt to be biased by and 
urban view of problems and by pressures on the 
part of the city-dwellers;

2. An education oriented towards an urban- 
citizen model, the corollary of which is the intro
duction of a nation-wide curriculum and of nor
mative procedures for the entire country;

3. Educational objectives centering on univer
sal, free and public education, directed towards 
homogenizing the population, a tendency which 
gives rise to the contradiction mentioned earlier 
between these homogenizing objectives and pop
ulation in heterogeneous situations and under
lines the options previously considered between 
a common and universal basic education and 
differentiated schooling;

4. A relation between formal education, social
ization and incidental education such that they are 
articulated more by juxtaposition than by co
operation or complementarity;

5. Formal educational institutions or establish
ments which, in addition to their maintenance 
and equipment problems, are under staffed. 
This implies that some schools cannot offer the 
complete cycle or have only one teacher for sev
eral grades;

6. A school organization with universalizing, 
academic and extensive curricula, ill-adapted to 
local conditions with detailed programmes that 
leave teachers little freedom, and with school 
activities designed on the basis of schedules and 
timetables that do not take into due account the 
characteristics of local life, the climate and the 
seasonal nature of farm work;

7. Teachers working in rural areas have the 
most widely varying levels of training, the per
centage of uncertificated teachers being high in 
many cases. National education systems have raised 
the academic requirements for a teachers’ 
certificate which, in most of the countries of the 
region, now has to be issued at the university 
level. It has been noted that the teachers re
cruited for the formal education system enter it 
in marginal urban and rural areas and teach 
mainly the lower grades, so that the service pro
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vided is staffed with insufficiently experienced 
personnel in the areas where educational de
ficiencies are most serious and in the grades that 
are of key importance for the encouragement of 
continued school attendance. To this must be 
added the type of training given to teachers, 
described over and over again as inappropriate 
for teaching in rural areas, as well as their 
working set-up as regards both general 
conditions of work and those that affect their 
technical performance. Emphasis has frequently 
been laid on the deficiencies of supervision or 
inspection, which tends to assume the form of 
administrative control rather than a support for 
educational activities. Among the human 
resources that have joined in the work of the 
formal education system, mention must be made 
of the promoters, monitors and activators, 
usually members of local communities, who, with 
diverse educational backgrounds (generally not 
superior to the complete primary cycle), charac
teristics and aims, act in association with teachers 
or replace them. There are also various types of 
educational auxiliaries, paid or voluntans 
(literacy campaigners, health and hygiene 
promoters, members of extension services, etc.). 
The efficacy and significance of these roles for 
the formal educational system has yet to be 
evaluated;

8. It is within this system that children be
longing to a population whose situation is such as 
has been described come into contact with the 
teachers. The teaching practices applied in the so
cial space represented by the school bear the 
mark of all the conditioning factors that are in
corporated in each of its component elements. 
Scanty though it is, educational research on what 
goes on in the small physical and social space 
constituted by the classroom allows of some ap
proximation to certain aspects: i) in non-Spanish 
speaking areas, the language situation is clearly a 
barrier; ii) the way in which teachers use their 
authority is apt to restrict the children’s active 
participation; iii) the motivation schemes utilized 
generally reflect a wide cultural gap between 
teachers and pupils; iv) the use of textbooks and 
other teaching material is basically determined 
by the teacher, and children seem to utilize them 
more as a mode of entertainment, of introduc
tion to the world of books, of familiarizing them
selves with printed shapes, letters and colours, 
than as learning aids; v) the behaviour models 
transmitted, practised and taught in the 
classroom involve competitiveness, individual
ism, submission, passivity, and all this without 
explicit instructions, but as a natural emanation 
of the relation existing and of the conditions in 
which it evolves.

D. TH E  Q U A N TITA TIV E PERFORMANCE OF TH E FORMAL EDUCATION SYSTEM

This analysis is confined to primary or basic edu
cation and to the corresponding age cohorts, in 
which educational supply and demand in rural 
areas is almost exclusively concentrated.

1. By 1978, enrolment in primary education in 
the rural areas of Latin America amounted to 20 
million pupils and represented 35.8% of total 
enrolment at the primary level. This lesser pro
portion of rural primary enrolment, conditioned 
by the degree of urbanization, is to be found in all 
the countries of the region. Those that have a 
relatively small percentage of rural population 
show growth rates of primary enrolment in rural 
areas which fall below urban primary enrolment, 
and even negative rates of growth, as happens in 
Argentina and Uruguay. In their turn, countries 
with high percentages of rural population do not 
exhibit a homogeneous behaviour pattern. The

inverse association between degree of urbaniza
tion and growth of primary enrolment in rural 
areas seems to hold good for the extreme cases, 
leaving a wide range of situations where the re
lation in question does not appear to be valid, 
which suggests the existence of a political 
decision to expand enrolment in rural areas.

2. The expansion of enrolment has resul
ted in an improvement in the coverage of the 
formal education system, although with differ
ences between countries and between adminis
trative divisions within each country. While in 
some countries high and rising levels have been 
reached in all areas and in all the age groups 
considered, in others 32% of boys and 34% of 
girls of school age living in rural areas have been 
left outside the school system.

3. In these areas, the retention capacity of
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the formal education system is low. In 1974, al
most 70% of enrolment at the primary level in 
rural areas corresponded to the first three 
grades. Information based on apparent cohorts 
indicates that the retention capacity of the edu
cational system is increasing, but the situation is 
far from satisfactory, since in the course of the 
primary cycle 85% of those who started school 
drop out. The rate of retention is lower during 
the first two or three years, and this 
phenomenon is particularly marked in rural 
areas. While the probability of retention from 
one course to the next varies from year to year, 
the fluctuations are relatively slight and in 
general the dominant trends are maintained. 
This would suggest that the low percentage of 
retentions is due to complex causes and that any 
notable progress is unlikely to be made in the 
short term. A breakdown of data by adminis
trative divisions and by zones, even within rural 
areas, seems to show marked variations. Much 
the same thing would appear to be happening in 
the case of different population groupings (by 
sex, ethnic).

4. The scanty information available on 
promotion rates suggests that the higher the 
grade, the higher they rise. Accumulative 
estimate of the compound probabilities of 
promotion from one course to another puts the 
rate of final promotion very low, with a 
less-than-20% probability of promotion from the 
third to the fourth grade, and with better 
performance on the part of girls. The system’s

low rates of retention and promotion point to the 
existence of repetition, retardation and, in the 
end drop out.

5. Trends in national repetition rates for the 
rural areas of the region have been dissimilar in 
those countries for which information is 
available. In some, the rate shows a measure of 
stability; in others, a definite reduction; and in 
another, lastly, an increase. Repetition rates gen
erally tend to be highter in the first grades.

6. Repetition (and late entry) are reflected 
in school retardation. The available information 
shows that this phenomenon would seem to be 
declining, and that it varies widely from one 
country to another, but that even in those 
countries where indicators of the development 
of education in rural areas are satisfactory, the 
proportion of rural pupils with school 
retardation does not fall below 30%.

7. Repetition and retardation, in 
conjunction with other factors, finally conduce to 
drop out from the formal education system. In 
some countries the rates of drop out have 
substantially decreased; this generally happens 
when the drop-out rate is successfully reduced in 
the early years of schooling, which seem to be the 
most important as regards their incidence on 
illiteracy and on the general performance of the 
formal education system. National figures do not 
show the great differences that exist between 
administrative divisions and in all likelihood 
within these.

E. TH E  PARADOX OF EDUCATION IN RURAL AREAS

A rough description has now been given, in 
broad outline, of the changes that have taken 
place in rural society, the educational profiles of 
the rural population and the characteristics and 
performance of the formal education system. 
The paradox of the situation seems to lie not so 
much in the poor results obtained by this system 
but in the fact that notwithstanding these and the 
consequent frustrations suffered by the 
population, formal education is still’ in great 
demand, as can be seen from the rates of increase 
of enrolment and its expanding coverage.

It may now be asked what are the bases of 
this keen demand. To judge from the available

information, rural family units want education 
for various reasons: i) formal education is regar
ded as a good in itself. Parents wish their children 
to receive elementary education because to study 
is always a good thing; ii) formal education is 
considered a source of prestige, and parents seek 
education for their children either in order to 
confirm the status already attained by the family, 
or as the road towards a higher status or towards 
getting better-paid Jobs; hi) formal education is 
viewed as a way of integration into urban life and 
into national citizenship; iv) formal education is 
regarded as a source of instrumental know-how. 
It is sought as a means whereby young people can
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be better trained for work, better prepared to 
engage in non-agricultural occupations or at 
least can learn to read and write, since the 
amount of paper work to be dealt with is 
constantly increasing.

In view of all this, in rural society the school 
ends by fulfilling a revulsive role: it inculcates an 
image of childhood alien to that current in the 
rural environment; it defines as work a series of 
activities unconnected with those formerly so 
defined; it appears as a means of access to the 
prized and distant urban way of life; it represents 
a different process of social selection of 
individuals. This revulsive role, which calls in 
question the elements of local culture, not only 
constitutes a mode of articulation between the

urban and the rural worlds but also (and possibly 
for the same reason) narrows, with the assistance 
of the other modernizing processes, the gaps 
between school culture and the public to which it 
is addressed. In the rural environment, the 
school as an outpost of the formal education 
system and of all it implies, would seem to be 
strengthening the receptive attitude of a public 
already predisposed to accept its services. The 
probable result of this will be an increase in 
migration from the country to the town, a 
destruction of local cultures, or both at once. 
These consequences, however, depend not so 
much upon the formal educational system as on 
the development style.

V
Conclusions

Some doubts may linger as to the extent to which 
the nation-States of the region have completed 
their internal integration, but it may be felt that 
the changes which have come about during the 
last thirty years have been conducive to the 
unification of national societies in the sense that 
the entire population (urban and rural) can be 
defined as participating in one and the same 
political space. From this same standpoint, the 
hypothesis might be postulated that as in the past 
the dispute respecting the legitimacy of 
domination led first to taking into account and 
then to incorporating the urban middle strata, 
something of much the same sort will happen 
with the rural sectors.

The situations are different, however; 
external debts have climbed to figures 
inconceivable a short time ago; the prices of 
export commodities have deteriorated; competi
tion in the international market is becoming 
more and more difficult. In this context, there 
does not seem to be much future for the rural 
areas, except for those capable of producirig 
surpluses and of improving their capacity to 
compete in national and international markets;
i.e., those areas which are proving fertile soil for 
capitalism, which is far from having firmly struck

root throughout the whole of the national 
territories.

It has been argued that given the develop
ment of the nation-State, in relation to the con
solidation of capitalism two main dilemmas arise:
a) who is to take the initiative? the public sector, 
as the administrative and economic arm of the 
State, or the private sector, as the manifestation 
of private enterprise; b) where is the emphasis to 
be placed? on the homogenization or on the dif
ferentiation of political and socio-economic 
spaces, since capitalism calls for full operation of 
the national labour, merchandise, land and 
capital markets, with prices established in those 
markets through the interplay of supply and 
demand, and, above all, for universal rights 
invested in all citizens (De la Peña, 1982).

Whoever is responsible for policies relating 
to the development of education in rural areas 
will have to bear in mind that the option chosen 
in face of the aforesaid dilemmas will influence 
the changes that occur in rural society, the edu
cational profiles of the rural population and the 
characteristics and performance of the formal 
education system. If, moreover, he wants to pur
sue a coherent and viable policy, he will take into 
account not only the political positions of the
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group responsible for his appointment with re
spect to the foregoing questions and to global 
policy orientations, but also the conditions in 
which his policy will be put into effect.

Thence he will be able to draw up his policy 
on the basis of three major working hypotheses:

1. Given a maximum hypothesis, it would 
be a matter of changing the political, organiza
tional and technical structure of the formal edu
cation system within a context of social reforms 
in greater depth, forming part of a basic needs 
approach;

2. Given a medium hypothesis, the ques
tion would be to bring about reforms in the po
litical, organizational and technical structure of 
the formal education system from within that 
system and directed towards some aspect of it. 
On this hypothesis, unless measures are included 
for the purpose of discriminating in favour of 
basic or primary education in rural areas, the 
expansion of the traditional model may widen 
the gaps between the different social groups;

3. Given a minimum hypothesis, the aim 
would be to encourage all action taken from the 
bottom of the system or from outside it, or from 
the two sources in conjunction.

Some suggestions might perhaps be put

forward; for example, a beginning might be 
made by classifying the agricultural population 
in the following groups: a) those with
accumulation capacity; b) those without 
accumulation capacity but linked to the markets 
by their production; c) own-account subsistence 
farmers; d) wage-earners; e) various combi
nations of b, c and d. Similarly, from b to e, the 
population groups that are indigenous could be 
distinguished from those that are not. The next 
necessary step would be to break down the pop
ulation by pre-school age, school age and post
school age groups. According to the information 
available, the population group with ac
cumulation capacity demands formal education 
at all levels. For the other groups, a possible 
policy might consist in carrying out non-formal 
activities for the pre-school cohorts (on the basis 
of training for mothers), and literacy campaigns, 
training programmes, etc., for the cohorts of 
post-school age. For the school-age cohorts, dif
ferent alternatives might be considered to ensure 
their access to and retention in the school.

In other respects, very few will be better 
acquainted than the future official with the op
portunities and constraints he will encounter on 
assuming his post.
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Pedagogical model 
and school failure

Juan Carlos Tedesco*

Although there is a consensus to the effect that the 
problem o f school failure still loms so large in Latin 
America that it casts a shadow on the successes 
achieved through the ever-increasing coverage of the 
educational system, its causes are the subject o f ardent 
theoretical and empirical controversy. The present 
article examine these causes with the aim o f shedding 
light on the problem, determining the areas in which 
research on it should be concentrated and helping to 
orient the measures designed to resolve it along more 
efficacious lines.

T h e  author divides the causes into various types, 
according to whether they are exogenous or 
endogenous to the educational system and relate to 
material or to cultural aspects. Material exogenous 
causes are connected in particular with socio-economic 
conditions and family structure; cultural exogenous 
causes, with family attitudes and values vis-à-vis edu
cation, linguistic patterns and mass communication 
media; material endogenous causes, with school 
resources and endowments and the organizational 
modalities o f the school system; and, lastly, cultural 
endogenous causes, with teaching methods, content 
and orientation and the training and attitudes of 
teachers.

After reviewing the main research on the subject 
conducted in Latin America, the author concludes that 
there is no solid evidence to support the unidimen
sional prodominance o f any one o f these types of 
causes, as, in ter a lia , some sociological, biological, 
psychopedagogical or socio-educational schools of 
thought assert. He therefore recommends that 
further research on key aspects o f the phenomenon 
should be undertaken, and that the orientation of 
policy measures bearing on school failures should be 
decided upon without a/»mri dismissal o f some o f the 
types o f causes mentioned.

♦UNESCO expert and collaborator in the Project 
on Development and Education in Latin America and 
the Caribbean.

Introduction
Diagnoses of the present educational situation in 
Latin America pivot upon two main axes: quan
titative expansion, and the system’s low level of 
internal efficiency. In this connection, there can 
be no doubt that the last three decades constitute 
a period in which the effort to expand coverage 
has outstripped the rate of population growth 
and brought about a substantial change in the 
traditional exclusion from education of vast 
population sectors. On the other hand, it is 
obvious that inclusion in the system has been 
characterized by notable shortcomings; ac
cording to global estimates, approximately half 
the pupils who enter the primary cycle drop out 
of school in a state of semi-illiteracy. ̂

These phenomena —expansion of 
coverage and low level of performance— have 
generally been analysed separately from each 
other. Expansion is usually presented as the 
‘benign’ indicator which highlights State effort 
and the dynamic character of social changes in 
the region; poor performance, in contrast, is 
presented as the ‘critical’ indicator on the basis of 
which can be postulated the faultiness of the 
strategy adopted for the distribution of social 
services, and the need to make even more 
intensive efforts in the field of education.

However, the situation has now reached a 
point at which the two problems are closely inter
linked. In this regard, it must be recognized that 
quantitative expansion has altered the 
traditional terms of the politico-educational 
debate; today, access to the system is virtually a 
reality for the whole of the urban and high per
centages of the rural population. The central 
problem at present is that of how to guarantee 
that the inclusion obtained may be an effective 
means of access to the domaine of knowledge

'For a summary o f the statistical data available on 
educational expansion see UNESCO, E volu ción  cu an titativa y 
proyecciones de m atrícu la d e  los sistem as educativos de A m érica  
L a t in a  y e l  C a r ib e ; an á lisis estadístico, ED-79/MINEDLAC/ 
REF.2; and also Carlos Filgueira, E xpan sión  edu cac ional y estra
t ifica c ió n  so c ia l en  A m érica L a t in a  ( J  9 6 0 -1 9 7 0 ) , UNESCO/ 
ECLA/UNDP, Project on Development and Education in 
Latin America and the Caribbean, DEALC/4, Bueno.s Aires, 
1977; Luis Ratinoff and M, Jeria, E stado de la  E du cación  en  

A m érica L a tin a  y prioridades d e  desarrollo , ID B, Plans and 
Programs Department, Sectoral Policies Division, 
Washington, March 1979,



134 CEP AL REVIEW  No. 21 / December 1983

and of cultural codes. From this standpoint, 
expansion could be successful only if a change 
were introduced in the character of the 
pedagogy applied. As was said in an earlier 
study, “...access to the system and change within 
it must be analysed not separately but simul
taneously, and the objective consisting in the 
universalization of schooling would not be 
plausible unless the structure of the system were 
adjusted to the characteristics proper to the new 
public which it is sought to incorporate”.̂

Stated in these terms, what is in question 
could be said to be a sort of updating of the

pedagogical view of Latin America’s educational 
problems. But this return to the level of 
pedagogical analysis should be effected without 
losing sight of the contributions made during 
recent years by the social sciences as a whole 
—especially economics and sociology— to an 
understanding of educational phenomena.

These contributions are a safeguard against 
lapsing into the customary dissociations whereby 
educational issues are considered without regard 
to structural elements and structural analyses 
negate the specificity of pedagogical practices.

I
The pedagogical model and cultural marginality

In the past, basic education was regarded as the 
institution through which the population as a 
whole would be incorporated into the domain of 
the predominant cultural codes. In classic 
capitalist development models, the educational 
system as a whole was conceived as a scheme for 
social distribution of knowledge through which 
the masses would be given access to the elements 
that guarantee cultural homogeneity (ability to 
read and write, basic notion of arithmetic and the 
central values of the social order), while for the 
élites the way was open to the more academic 
branches of study and to mastery of the in
struments which would permit the creation of 
new knowledge.

From this point of view, the most important 
feature of what is nowadays called the traditional 
educational system was coherence, not only 
between the structure of the system, curricula 
content, methods used and their institutional 
definition (school, role of the teacher, etc.), but 
also between this group of elements and the 
social structure. Articulation was established

^See Juan  Carlos Tedesco, “Elementos para un diag
nóstico del sistema educativo tradicional en América Latina”, 
in Project on Development and Education in Latin America 
and the Caribbean, El cambio edttcativo: situación y condiciones, 
Buenos Aires, Informes Finaies/2, August 1981, p. 69.

fundamentally around a cultural axis. The 
priority task of education was to form the citizen (as 
leader or as led) within a framework defined by 
the parameters of liberal democracy. In this 
sense, the right to education was yet another 
expression of the right to political participation, 
and, as such, a product rather of conquest than 
of concession.

In the course of the transplantation of this 
model to Latin America, substantial changes 
took place in some of its basic characteristics. It 
must be recalled that in the central countries 
discussion of the traditional prescription pivoted 
upon the question of hegemony and to whom it 
would correspond in the integration process. 
The keynote of this discussion was laicism, since 
that was the point where the existing cultural 
differences were to be found. In its transposition 
to Latin America the debate assumed a notably 
more limited character, and supplanted dis
cussion of the cultural and ideological options 
capable of integrating the population as a whole 
through alternative possibilities that would 
bridge the real differences existing in the region 
(indigenous tongues versus the Spanish 
language, the Catholic religion versus autoch
thonous cults, etc.).

From this point of view, in can be argued 
that cultural imposition in Latin America had
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features very different from those prevailing in 
the central countries. Vast population sectors 
had to submit not so much to the imposition of a 
different cultural code as to the destruction of 
their own; in terms of ‘reproduction theory’, 
these sectors were not regarded as legitimate 
subjects of the predominant ‘cultural arbitrage’ 
and at the same time suffered the destruction of 
the social and material bases that sustained the 
development of their own autonomous ‘cultural 
arbitrage’. This cultural exclusion is the 
equivalent, on the plane of codes of language 
and thought, of the marginality existing at the 
level of participation in productive activities and 
income distribution. How far has the expansion 
of educational coverage that has occurred in 
recent decades made a difference to this 
situation?

It is obvious that vast traditionally marginal 
sectors are being brought into the educational 
system, and that in this context schools and 
teachers are increasingly assuming the role of 
cultural intermediaries. In the history of many 
family of popular origin access to schooling is a 
novelty and the marginal population —marginal 
in the sense referred to here— would seem to be 
the object of a work of systematic cultural 
imposition.

However, the cultural linkage produced 
within the framework of the school is charac
terized —as the data on learning performance 
and continuance in the system show— by its low 
productivity; in many directions, all that this 
linkage does is to allow cultural exclusion and 
rejection to become realities at the school level. 
For the newly-incorporated population, the 
commonest experience is, precisely, school 
failure. Thus, the traditional problem of 
exclusion holds its ground, since all that is pecu
liar to the cultural imposition on the popular 
sectors exercised through the school continues to 
revolve around the difficulties of attaining the 
objectives professed.

But the problem is no longer expressed in 
the same terms as in the past. Nowadays the 
debate also embraces school pedagogy and its 
agents: teachers, pupils. State bureaucracy, 
contents, etc. In this connection, the hypotheses 
put forward in the recent studies carried out 
under the DEALC Project have consisted in 
maintaining that school activity has been

expanded without modification of the requisites 
insisted on for school performance: requisites 
designed in relation to the cultural capital of the 
middle and upper population strata. Further
more, these hypotheses affirm not only that the 
former features are preserved, but that in the 
course of expansion the school has lost the most 
dynamic features of the traditional model —a 
loss which is reflected in two fundamental 
aspects; material and human resources in the 
first place, and, secondly, the character of the 
contents disseminated.

As regards the first aspect, all the studies 
show that educational supply for the popular 
sectors is characterized by the poverty of the 
material resources available (teaching material, 
buildings, etc.), the teachers’ instability of tenure 
and lack of experience and training, and so 
forth. Educational expansion in Latin America 
came about when the social role of the primary 
school teacher had also undergone substantial 
change. In the traditional model, the teacher 
held a central place both in the learning process 
and in the cultural circles of society as a whole. In 
Latin America, on the other hand, the mass dif
fusion of basic education is concomitant with a 
crisis of theories of learning based on the ‘direc
tiveness’ of the teacher, and with loss of pro
fessionalism in the teaching career, which is pro
gressively becoming a road towards higher 
studies unconnected with pedagogy.

With respect to contents, it must be recalled 
that the mass diffusion of school culture in Latin 
America is occurring precisely when that culture 
is beginning to lose its most dynamic features. In 
the classic process of educational expansion, the 
school culture reproduced the ideologically pre
dominant order, but, at the same time, this order 
represented a substantial modification of the 
socialization patterns and contents utilized by the 
institutions formerly responsible for these pro
cesses (essentially, the family and the Church). 
The expansion of schooling represented a 
conquest —generally won through conflict— of 
areas of socialization occupied by those agencies. 
In this struggle, what the school proposed to do 
was based on secular values, republican 
principles and a measure of scientific perception 
of reality which reflected, with a relatively high 
degree of correspondence, the cultural order 
reigning in the most dynamic spheres of society
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as a whole. From this point of view, the Latin 
American idiosyncrasy consists in the fact that 
school culture is expanding when it has acquired 
the features of an impoverished culture, cut off 
from the social context, since its norms are fully 
valid only within the school environment. For 
this reason, it may be asserted that the cultural 
models offered to the population newly incor
porated into the educational system are not even 
totally representative of the culturally predomi
nant models.

In this sense, the impoverishment of school 
culture finds expression in the low degree of

integrating power inherent in its prescription. 
This implies that the relative ineffectiveness of 
school action is not to be traced only to the 
imposition of different cultural codes, but that 
account must also be taken of the content of 
those codes and their intrinsic capacity to become 
a culturally hegemonic prescription.

With these parameters in mind, an attempt 
will next be made to draw up an integral 
balance-sheet of existing knowledge on the 
problem of school failure, in order to derive 
therefrom a few proposals for future lines of 
research in this field.

II
The explanations of school performance'

To judge from the available studies on the 
factors that account for school performance, this 
is, in reality, a matter of response to a multiplicity 
of factors that reinforce one another. Briefly, the 
material living conditions and the socio-cultural 
characteristics of families of popular origin 
determine the development of attitudes and ex
pectations which are not favourable to the 
children’s school success. These peculiarities are 
enhanced by a type of school organization and 
pedagogical practices that consolidate the low 
probabilities deriving from social background, so 
that a causal circuit is formed in which feedback 
is continuous.

The group of variables associated with 
school performance can be classified in two 
major categories: a) firstly, factors exogenous 
and endogenous to the educational system, and,
b) secondly, natural inequalities and cultural dif
ferences.

^In this section use has been made o f part o f the study 
“Calidad de la enseñanza y procesos sociales”., presented at a 
regional meeting on priorities and programmes for 
educational research related to the objectives of the Major 
Project in the field o f Education in the Latin American and 
the Caribbean Region, organized by UNESCO and 
OREALC, Lima, Ju ne 1982.

In accordance with these categories, the 
available material can be arranged in four broad 
groupings, by reference to which an account can 
be given of the existing stock of knowledge and 
of the most significant problems that may arise in 
connection with any attempt to determine 
research priorities;

a) Material exogenous variables: nutrition,
housing, socio-economic position, family 
structure, etc.;

b) Cultural exogenous variables: parents’ level of 
education, attitudes and values with respect 
to education, language patterns, contact 
with mass communication media, parental 
help in school performance, etc.;

c) Material endogenous variables: here two sub
groups must be distinguished:

i) material endogenous variables of a
physical type: resources and
endowment of schools;

ii) material endogenous variables of an
organizational type: promotion
systems, expansion of pre-schooling, 
etc.;

d) Cultural endogenous variables: teachers’
attitudes, training and experience, contents 
of teaching, methods, etc.
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A. MATERIAL EXOGENOUS VARIABLES

A great deal is known about the repercussions of 
material living conditions as a whole on school 
performance. Practically all the studies on the 
subject have demonstrated the existence of close 
associations between material deficits and low 
levels of school success. Evidence has also been 
produced to show that all these variables are 
intimately interlinked so that the possibility of 
separating one from another is particularly 
tricky and theoretically disputable.

Studies on nutrition are a case in point. 
Nutrition indexes are associated with 
socio-economic variables (income, housing, etc.), 
and it is impossible to distinguish precisely 
whether the traits characterizing malnourished 
persons are attributable to the malnutrition 
factor itself or to factors of a socio-economic 
type. However, as a recent study concisely puts k, 
“...there can be little doubt that when malnu
trition at an early age is serious and prolonged, it 
may have repercussions on the mental develop
ment of a child which are liable to be irre
versible”.̂  In less extreme situations, in contrast, 
the evidence suggests that the problem is much 
more complex and controversial. In the first 
place, it is by no means obvious that nutritional 
deficiencies are inevitably reflected in mental 
retardment;^ secondly, some of the pertinent 
research has shown that school failure cannot be 
explained in terms of the pupils’ mental 
retardment.*^

At a more global level of analysis, various 
studies have pointed out the high level of 
correlation existing between socio-economic 
position and school performance. Indexes of 
socio-economic status are generally based on

*^See J o s é  M . B e n g o a ,  “N iv e le s  in d iv id u a le s  y so c ia le s  

a s o c ia d o s  a  la  d e s n u tr ic ió n ’’, ¡n  F e r n a n d o  G a lo f r é  (c o m p ile r ) . 

Pobreza crítica en la niñez; América Latina y el Caribe, 
E C L A / U N IC E F , S a n t ia g o , C h ile , 1 9 8 1 , p . 1 7 7 . A  f u r th e r  

s e le c t io n  o f  s tu d ie s  o n  th e  s u b je c t  c a n  b e  fo u n d  in  a  s p ec ia l 

is s u e  d e v o te d  to  m a ln u tr it io n , p o v e rty  a n d  m e n ta l  d e v e l
o p m e n t  in  C adem os de Pesquisa, S a o  P a u lo , F u n d a g á o  C a r lo s  

C h a g a s .

^ See J o s é  M . B e n g o a ,  op. cit., p . 1 7 9 .
*’S e e ,  f o r  e x a m p le ,  L u is  B r a v o  V a ld iv ie s o  a n d  S o n ia  

S a la s  d e  B o d in i ,  “C a r a c te r ís t ic a s  p s ic o p e d a g ó g ic a s  d e  
e s c o la r e s  b á s ico s  r e p it ie n te s ” , in  Revista del Centro de Estu
dios Educativos, V o i. 5 , N o , 4 ,  M é x ic o , 1 9 7 5 , p p . 2 3 -2 6 .

income, housing, education and occupation 
data, and there can be no doubt that poor 
performance is concentrated in the lower social 
strata. At more specific levels of analysis, an 
attempt has been made to define the incidence of 
some of these variables more exactly.

As regards housing, for example, a study 
carried out in marginal urban areas in Buenos 
Aires found that in terms of correlation between 
material living conditions and school 
performance, the closest association was, 
precisely, with housing. The study suggested 
that probably this datum reflected not only an 
improvement in everyday living conditions but 
also greater concern for the life of the family 
group on the part of its active members.^

Family structure is another of the variables 
to which special attention has been devoted in 
this field of research. In the first place, various 
sociological and anthropological studies have 
underlined the existence of significant changes 
in family structure and in socialization patterns, 
of which too little is known as yet. In this 
connection, it would seem that in rural areas 
where the most disadvantaged sectors are 
concentrated, migration and seasonal 
occupation phenomena are occurring which 
essentially affect men. Women and children then 
come to perform a highly important productive 
function, and changes take place both in the 
traditional conditions of the socializing agents 
and in the very definition of the role of 
childhood. In the case of marginal urban 
families, the existing studies tend to discredit the 
stereotyped concept of a high degree of family 
disorganization; nor can data on average 
number of children, participation in the labour 
market, etc., be generalized for the region as a 
whole.

As regards school success, however, it 
would appear that there is a close association 
between the number of children and school 
performance,^ albeit, in other instances, a

'^See A n a  M . E ic h e lb a u m  d e  B a b in i ,  L a  villa miseria y la 
escuela en Buenos Aires. E l medio fam iliar y el éxito escolar, B u e n o s  

A ir e s , C IC E / In s t itu to  T o r c u a t o  D i T e l ia ,  1 9 7 6 , p. 6 0 .

® See L u is  B r a v o  V a ld iv ie s o  et a i ,  “C a r a c te r ís t ic a s  

p s ic o ló g ic a s  y s o c io -c u ltu ra le s  d e  la  r e te n c ió n  e s c o la r  d u r a n te
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linkage has been found with the total number of 
family members.^

On child labour too, only the scantiest 
information is available. That obtained through 
parent surveys tends to show that wage-earning 
child labour is of very little significance/^ and 
that child labour in the home —while on a larger 
scale— is similarly devoid of such characteristics 
as can be associated with school performance.

Some doubt may reasonably be felt, 
however, as to the reliability of these data, since 
in answering this question parents are generally 
influenced both by social disapprobation of child 
labour and by legal provisions that prohibit it. 
Some studies recently carried out with different 
methodological approaches lay stress on the 
considerable magnitude of the problem and the 
need for further research in this direction. With 
respect to the rural area of Colombia, for 
example, a recent study corroborates the 
hypothesis concerning the significant 
repercussions of child labour and of seasonal 
migrations on school performance. * * In relation 
to urban areas, on the other hand, the lack of 
information is much greater.

Viewed from a theoretical angle, the most 
immediate risks attaching to an analytical 
approach to the school failure question based on 
material exogenous determinants are those of 
biological determinism and those of sociological 
determinism. If  performance is explained by 
intelligence and this in turn by the nutritional 
levels prevailing in the pre-natal phase or in very 
early childhood, by hereditary genes or by any 
other natural factor prior to schooling, the 
margin for transformative action open not only 
to the school but to social stimuli as a whole 
obviously becomes minimal. When the approach 
adopted is not biological but sociological, the 
foregoing argument is regarded as an ideological

e l p r im e r  c ic lo  b á s ic o " , in  Deserción Escotar, y e a r  2 , N o . 5 ,  

B u e n o s  A ir e s , P R O M E P , S e p te m b e r  1 9 8 1 .

^ S ee  A n a  M .E . d e  S a b in i ,  op. dt.
'^ S e e  A n a  M .E . d e  S a b in i ,  op. cii.; E .R , E s p a d a  a n d  

S . V e c in o , Los escolares de barrios populares de Bogotá: una reserva 
de talento, B o g o tá ,  IC O P E / A S C O F A M E / C E N D IP , 1 9 7 4 .

' ’ S e e  A . T o le d o ,  H . C la v ijo  a n d  M .M , d e  H e r n á n d e z , 
“E l  a lu m n o  d e  la  e s c u e la  r u r a l  c o m o  fu e r z a  d e  t r a b a jo ”, in  
Revista Colombiana de Edxuación, N o . 5 , B o g o tá , C I U P , 1 9 8 0 .

rationalization designed to justify the prevailing 
social order. But the conclusion reached is that 
the place held by parents in the social structure 
univocally determines educational process and 
only with important changes in the social 
structure could the prevailing social distribution 
of knowledge be altered.

On the other hand, in the developed 
countries there has been a recrudescence of 
interest in recent years in the debate as to the role 
of hereditary influences versus environmental 
influences.

In contrast, in Latin America the discussion 
has taken a different turn. Biologistic positions 
have been discredited both by research and by 
social realities themselves, since, whatever the 
role of heredity, no one can assert that, save in 
exceptional cases, the genetic capital of human 
beings may be an impediment to such 
elementary learning as is involved in basic 
schooling.

In the case of sociological determinism, the 
arguments adduced retain a high degree of 
validity when the whole group of 
macro-educational problems is analysed. On the 
other hand, when the analysis relates specifically 
to such phenomena as school performance, the 
schema proves too inflexible and affords no 
explanation of such significant aspects as, for 
example, differences in school performance 
within the popular strata. Moreover, 
explanations of school performance by virtue of 
external determining factors afford no 
opportunity of evaluating the elements that 
mediate in the process. In other words, it seems 
obvious that social origin and the set of variables 
that determine socio-economic status affect 
educational performance through variables and 
processes of a cultural type, on which more 
detailed information is required. In this 
connection, knowledge on the influence of 
external factors on school performance has been 
greatly broadened by the incorporation of 
cultural variables, of which a partial analysis will 
be undertaken in the following section.

*^ See T .  H u s é n , Influence du milieu social sur la réussite 
scolaire. Perspectives des recherches sur l’égalité devant l'éducation, 
P a r is , O E C D , 1 9 7 5 .
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B. CULTURAL EXOGENOUS VARIABLES

In analysing the impact of the cultural conditions 
that characterize the popular sectors on 
children’s school performance, a certain 
de-phasing can be discerned between theoretical 
postulates and empirical studies carried out to 
substantiate them.

From the theoretical standpoint, in recent 
decades the axis around which the whole body of 
social sciences in the region has revolved has 
been the problem raised by the exclusion of large 
masses of the population from access to the 
various orders of the social structure: attempts 
have been made to categorize this phenomenon 
under the head of such concepts as ‘marginality’, 
‘structural heterogeneity’, ‘informal sector’, and 
in lines with each of these postulates numerous 
studies have been carried out which now make it 
possible to describe in some detail the 
composition of those excluded in the sphere of 
work.*^ In contrast, knowledge of this problem 
from the cultural point of view is not nearly so 
exact. In this respect the research conducted has 
been less, but at the same time it may be said to 
have been markedly dissociated from 
educational research.

The importance of cultural variables in 
pedagogical practices can be examined on the 
basis of a general hypothesis posited by analyses 
of the socialization process. According to this 
postulate, the success of schooling depends upon 
the correspondence that exists between the 
patterns characterizing the pedagogical work of 
the school and the patterns of socialization 
proper to the family and the context 
surrounding the child.*'*

The correspondence between the social 
links existing in society and those prevailing in 
pedagogical activities is a subject that has been 
little explored in research, although fully dis
cussed in the literature that analyses the social 
functions of education.

School linkages will be analysed in the 
forthcoming sections, although it may be stated 
in advance that the pertinent information exis
ting —while not exhaustive— is, up to a point, 
convincing. On the other hand, the question as to 
what are the characteristics of the child social
ization process calls for substantial research; on 
this point, information is not only scarce but does 
not lend itself to generalization. In 
contradistinction to certain outlooks which tend 
to perceive the marginal sectors as 
homogeneous, a brief weighing-up of the 
relevant studies confirms that there is a very 
significant heterogeneity whithin these sectors 
which is particularly marked in rural areas.*'’

Furthermore, the available studies agree 
that the situation is not static but that the 
structural changes which peasant economic units 
are undergoing —with their repercussions on 
urban areas in terms of seasonal migrations, 
etc.— are perpetually modifying the roles of 
socializing agents and the contents of the social
ization process itself. In this framework, a very 
broad panorama opens out, within which, 
initially at least, attention may be drawn to the 
following aspects.

a) Linguistic patterns

Not only the studies carried out in the 
socio-linguistic sphere and in that of the 
sociology of learning, but also quantitative 
research in the field of social sciences, point to 
the fact that school success is linked to the pupil’s 
linguistic capital. Valdivieso, for example, 
showed that school promotion was associated not 
with overall intellectual capacity (IQ) but with 
more specific processes connected with 
language.*® Children repeating grades are little 
able to understand what the teacher is saying in 
the classroom. This state of affairs reaches a peak 
in areas with indigenous population where

'^ S e e  t h e  s e t  o f  s tu d ie s  c a r r ie d  o u t  by P R E A L C .

‘'‘F r o m  th e  th e o r e t ic a l  a n g le , th is  h y p o th e s is  is 

fo r m u la te d  in  P . B o u r d ie  a n d  J . C .  P a s s e ro n , L a  reproducción: 
Eíementos p a ra  una teoría del sistema de enseñanza, B a r c e lo n a , 

L a ia ,  1 9 7 7  ; a n d  in  P . B e r g e r  a n d  T .  L u c k m a n n , L a  contrucción 
social de la realidad, B u e n o s  A ir e s , A m o r r o r tu , 1 9 6 8 .

‘ ^ See th e  P r o je c t  o n  D e v e lo p m e n t  a n d  E d u c a t io n  in 
L a tin  A m e r ic a  a n d  th e  C a r ib b e a n , Sociedad rural, educación y 
escuela, In f o r m e s  F in a le s/ 1 , B u e n o s  A ir e s , U N E S C O / E C L A /  
U N D P , J u n e  1 9 8 1 .

*®See L . B .  V a ld iv ie s o , op, cit.
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teacher and pupil do not share the same 
language code.*^ Moreover, some studies seem 
to suggest that the linguistic interaction between 
parents and children in popular sectors differs in 
quantity and quality from that existing in the 
middle strata. Little is known on this subject, 
however, and probably educational research 
should, as a first step, make an effort to recover 
all the information that effectively exists but 
remains as yet in the ambit of other disciplines 
and social areas.

b) Definition of the role of children

This variable more specifically refers to the 
way in which childhood is defined in each social 
stratum. There is a tendency to suppose that a 
single model of childhood exists, proper to the 
cultural patterns of the urban middle strata. The 
studies prepared under the DEALC Project, 
however, show that in rural and marginal urban 
areas, children take on productive and domestic 
work from a very early age, and that in reality 
one of the few times when they behave (or are 
required to behave) like children in the 
conventional sense that the school takes for 
granted is, precisely, when they are pupils.*^

In this same line of analysis, it must be taken 
into consideration that one of the cultural factors 
which affects school performance is the lack of 
‘preparation’ for the role of pujMl. Some studies 
have testified that the parents of pupils whose 
performance is poor are very ill-informed as to 
the operation of the educational system,̂ *̂  while 
in others it has been shown that going to school is 
a novelty not only in the child’s personal life but
in the history of the family and of the social 

21group.

*^ See P r o je c t  o n  D e v e lo p m e n t  a n d  E d u c a t io n  in  L a tin  
A m e r ic a  a n d  t h e  C a r ib b e a n , Proceso pedagógico y heterogeneidad 
cultural en el Ecuador, B u e n o s  A ir e s , U N E S C O / E C L A / U N D P , 
D E A L C / 2 2 , A u g u s t  1 9 7 9 .

'® S ee  A n a  M .E . d e  B a b in i ,  op. cit.
*®See P r o je c t  o n  D e v e lo p m e n t  a n d  E d u c a t io n  in  L a t in  

A m e r ic a  a n d  th e  C a r ib b e a n , Proceso pedagógico..., op. dt.
^ '*See A n a  M .E . d e  B a b in i ,  op. cit.
^ 'S e e  P r o je c t  o n  D e v e lo p m e n t  a n d  E d u c a t io n  in  L a tin  

A m e r ic a  a n d  th e  C a r ib b e a n , Proceso pedagógico..., op. cit.

c) Valuation of schooling

With reference to this variable, it has been 
maintained that school performance is linked 
with a number of indicators that reflect the par
ental attitude towards schooling. Among the best 
known, mention may be made of associations 
between school performance and parents’ 
expectations regarding their children’s success; 
the help they provide with respect to the 
demands of the school; participation and the 
relations established with teachers, etc. Generally 
speaking, there is a tendency to assert that 
children who fail belong to families with low 
expectations, that adopt a passive attitude to the 
children’s school performance and do not 
maintain any links with the school.

Other available evidence, however, makes 
it clear that the situation is much more complex 
and unexplored.

Firstly, the global studies carried out under 
the DEALC Project have supported a hypothesis 
according to which the notable expansion of 
schooling in recent decades is explicable —up to 
a point— by virtue of popular demand for education. 
In this connection, it is really little that is known 
as to the effective role played by popular pres
sure in the expansion of education. It would seem 
that in many cases demand does exist although 
its expression is inorganic and not particularly 
clear as to the type and quality of educational 
service most appropriate to its needs.*̂ ^

Secondly, not much is known of what sort 
of strategy is worked out by families in the event 
of the children’s school failure, and of how it is 
assimilated in the framework of family strategies 
for survival. In this regard, two major hypoth
eses might be put forward for study:

i) School failure would appear to be assimi
lated not as a failure but as the inevitable out
come of an illegitimate aspiration. Here, 
evidence could be produced to support the 
contention that school success plays no part or is 
not accorded priority in family survival

^^See G e r m á n  W . R a m a , “E s tr u c tu r a  y m o v im ien to ,s  

so c ia le s  e n  e l d e s a r r o llo  d e  la  e d u c a c ió n  p o p u la r ” , in  P r o je c t  

o n  D e v e lo p m e n t  a n d  E d u c a t io n  in  L a t in  A m e r ic a  a n d  th e  

C a r ib b e a n , In fo r m e s  F in a le s/ 2 , A u g u s t  1 9 8 1 .
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strategies. The family —according to this 
hypothesis— would ‘determine’ the school 
failure of the children through specific processes 
of stimulation, valuation, etc.;

ii) School failure would seem to be effec
tively assimilated in terms of failure and would 
be an outcome imposed upon families despite 
the strategies devised to prevent it. In this line of

analysis, failure would be a product of objective 
inequalities and would be virtually unavoidable.

As can be seen, the two hypotheses 
(although presented as dichotomous alternatives 
which simplify the complexity of the problem) 
open up different perspectives in relation both to 
the explanation of failure itself and to 
educational policies.

C. MATERIAL ENDOGENOUS VARIABLES

1, M aterial resources

The influence of this group of variables on the 
school performance of pupils has recently been 
the object of systematic studies which represent a 
great advance in knowledge of the subject. Prob
ably the work done under the ECIEL Pro
gramme in the framework of the Education and 
Development Project is one of the most 
outstanding contributions in this field, and the 
conclusions reached can be taken as 
starting-points for other studies at the national 
level and for analyses of specific problems which 
the conclusions arrived at in such studies bring to 
Ught.̂  ̂Briefly summarized, the findings of these 
ECIEL studies substantiate the following 
propositions:

a) The schools’ material resources pre
clude incorporating into teaching the new 
functions that make for raising the quality of the 
basic education service offered to the 
population. Such aspects as sports, health, 
teaching of art, etc., cannot generally count upon 
the minimal infrastructure required for their 
efficacious development;

b) The material endowment of schools 
does not permit systematic application of 
non-verbalistic pedagogical styles and practices. 
The lack or the deterioration of laboratories and 
scientific instruments and the underutilization of 
those that do exist are significant obstacles to the 
diffusion of hew modes of learning;

®̂See C. de Moura Castro et a i,  A edttcofào na América 
Latina: um estudo comparativo de cttsto e eficiencia. Rio de 
Janeiro, FGV/IESAE, 1980.

c) Material resources are unevenly distrib
uted among the population as a whole and that of 
the various regions. Their distribution seems to 
correspond to two broad and tacit criteria. Ac
cording to the first, the farther the schools are 
from the centres of power, the more precarious 
are their resources; thus, rural and marginal 
urban schools are subject to significant discrimi
nation where obtaining material resources is con
cerned. According to the second criterion, the 
younger the pupil, the fewer resources are allo
cated to the teaching-learning process.

Thus, the early years of basic education (in 
which the largest quantity of school population 
and the highest indexes of failure are concen
trated) are those in which least resources are 
available.

Hence it would be possible to define a 
specific relationship between the exogenous 
variables analysed in the foregoing sections and 
the variables endogenous to the educational 
system. This relationship would be one of mutual 
reinforcement, since precarious material living 
conditions are matched with schools offering a 
service that is equally precarious;

d) There is no linear correspondence be
tween greater availability of resources in certain 
areas or social sectors and greater expenditure 
on education by the areas or sectors concerned. 
Apparently, those that have most manage to se
cure bigger shares in the distribution of global 
resources, whence it is clear that there are com
plex political mechanisms for access to the 
sources from which material resources for 
education can be obtained:

e) Lastly, this group of studies endorses 
the hypothesis that a higher index of expendi
ture on education, with its concurrent benefits in
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terms of better physical conditions and better 
human resources, is associated with higher levels 
of school performance.

This last hypothesis is obviously the most 
significant from the standpoint of educational 
policy options for the region. Within the general 
framework it affords, however, those material 
aspects that have most incidence on school per
formance should be defined more precisely and 
in closer relation to individual country situations.

Thus, for example, some studies at the na
tional level have been unable to detect any evi
dence of association between class size and per
formance. In others, no linkage was discover be
tween expenditure per pupil and performance, 
or between performance and teacher certifi
cation and training time.^^

Over and above any possible observation on 
the methodological means whereby some of 
these findings were arrived at, it is important 
to recognize two aspects of the question:

—In the first place, it seems evident that an 
increase in material and human resources does 
not automatically guarantee a positive effect on 
the quality of teaching. In this connection, there 
would seem to be a need for more systematic 
study of the repercussions of material changes 
on school organization and, through that, on 
performance. To endow schools with teaching 
equipment without changing curricula or with
out training the teachers in its use implies neu
tralizing a considerable proportion of its effects. 
And conversely, to implement a teacher-training 
policy without endowing the schools with the 
material and organizational facilities whereby 
the learning process can be turned to good ac
count may produce the same results. In this re
gard it is possible to postulate the need for a line 
of research based on analysis of the processes 
and conditions through which changes in ma
terial conditions in schools influence school 
performance.

Within this approach, a matter of crucial 
importance for the definition of the content of 
material aspects consists precisely in reassem
bling findings of studies related to the endogen-

^ ^See E . S c h ie fe lb e in  a n d  J .  S im m o n s , L o j determinantes 
del rendimiento escolar: reseña de la  investigación para  los países en  
desarrollo, O u a w a , I D R C , 1 9 8 1 .

OUS variables of a cultural type that will be 
analysed in the following section. A case in point 
is the problem of supplies of textbooks. While 
statistical studies have shown that in a great many 
cases the availability of textbooks has a positive 
effect on performance, it is obvious that this inci
dence depends upon the adaptation of the text
books to the cultural characteristics of the public 
for which they are intended, and upon their use.

—Secondly, a problem that must be faced is 
that of the financing of education. In this regard, 
the region has been swept by a sort of widespread 
scepticism as to the possibilities of increasing 
State expenditure on education. Research on this 
point, however, underlines two essential factors: 
firstly, there is a serious problem of distribution 
of the existing resources; secondly, many studies 
admit this limitation as an assumption which, 
however, must not necessarily be accepted as 
such.̂ ^

2. Organizational endogenous variables

In this respect, both educational research and 
the definition of policies have been centred upon 
two major axes: on the one hand, everything 
relating to pre-schooling and its effects on school 
performance; on the other, everything bearing 
on internal promotion systems within the edu
cational system.

a) Pre-schooling and performance

Little research has been devoted to the 
subject of pre-schooling as a whole, especially as 
regards socio-pedagogical f ac t or s . I n  this con
nection, a recent study gives a good description 
of the findings reached and some of the main 
problems pending.^’ According to these data, 
which coincide with others deriving from re-

^®See A ld o  S o la r i ,  “D e v e lo p m e n t  a n d  e d u c a t io n a l  p o li

cy in  la tin  A m e r ic a ” , in  CEPA L Review, F ir s t  S e m e s te r  1 9 7 7 , 

S a n tia g o , C h ile , U n ite d  N a tio n s , p p . 5 9 - 9 1 .
^ ^ S e e J .E . G a r d a  H u id o b r o  a n d  J .  O c h o a , “T e n d e n c ia s  

d e  la  in v e s tig a c ió n  e n  e d u c a c ió n  e n  A m é r ic a  L a t in a ”, Docu
mentos de Trabajo l , C I D E ,  S a n t ia g o , C h ile ,  1 9 7 8 , p . 5 0 .

^^See E . S c h ie fe lb e in , " E f e c t o s  d e  la  e d u c a c ió n  p r e e s 

c o la r  e n  e l in g re s o  a l s is te m a  f o r m a l” , in  E C L A / U N IC E F , op. 
cit., p . 3 2 5 .
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search currently under way,̂  ̂ the effect of 
pre-schooling on performance and successful 
completion of the first grade is positive, but 
needs to be considered with some care.

The study carried out in Colombia, for in
stance, revealed a manifestly positive relation be
tween attendance at the pre-school level and pro
motion at the end of the first grade; but if schools 
are distinguished from one another by 
socio-economic level of pupils, this relation 
disappears.^® In Chile’s case, the study showed 
that pre-schooling improved the performance of 
children of low social origin as far as reading and 
writing was concerned but did not eliminate the 
differences between these children and those 
from other social sectors; moreover, the 
differences in the result were not recognized by 
the school, and at the end of the first year 
children with pre-schooling were seen to have 
the same marks as children without it.̂ ®

Furthermore, studies of pre-schooling also 
bring to light two features which must be taken 
into account; firstly, the scanty coverage at this 
level, and secondly, differentiation of access by 
socio-economic background. In this respect, the 
existing data are not sufficient for a precise de
scription, but it is obvious that expansion at the 
pre-schooling level tends to be concentrated in 
urban areas and the beneficiaries are prepon
derantly from middle and upper socio-economic 
backgrounds. In addition, internal heteroge
neity is highly significant, extending from 
establishments endowed with abundant and 
‘sophisticated’ resources to premises that serve as 
‘day nurseries’ looked after by more or less 
unqualified personnel and subject to no 
pedagogical control or supervision of any kind.

This group of elements endorses the 
suggestion put forward in the study quoted 
above to the effect that the results of 
pre-schooling “must be analysed in the light of 
what really happens in classrooms at the 
pre-school and primary levels, and of the

environment to which pulpils are exposed in 
their homes and neighbourhoods”.̂ *

In this context some questions and prob
lems may be posed which educational research 
ought to examine in greater depth:

i) the existing studies show that in view of 
the diversity of results obtained as to the effect of 
pre-schooling on performance and promotion, 
this argument does not afford an exclusive basis 
for justifying the expansion of pre-schooling. 
The problem of the ineffectiveness of basic edu
cation is located within the primary school and it 
is there that it should be resolved. This hypoth
esis raises a key question in terms of strategies for 
educational policy, since it may well be asked how 
far the priority accorded to pre-schooling is only 
another way of situating the problem outside the 
school, at the risk of diverting resources and 
activities from the central objective;

ii) the expansion of pre-schooling may be 
meaningful in more global terms, linked to the 
improvement of nutritional, sanitary, rec
reational and other forms of care, among 
children from marginal areas where both 
parents work and/or where the younger brothers 
and sisters are looked after by the older children. 
In this connection, research concerned with the 
incidence of family conditions (number of 
children, child labour, etc.) on school success 
warrants the assumption that the expansion of 
pre-schooling may have significant effects on 
school success in so far as it improves child care 
conditions and thus releases children from 
domestic work;

iii) in its turn, the expansion of pre-school
ing poses the question of what type of 
pedagogical activities is the most appropriate for 
the marginal population. Here the options pivot 
either upon a curriculum concentrating mainly 
on affective and socializing functions or upon a 
curriculum designed to equip marginal children 
with a specific set of cognoscitive capacities such 
as “...thinking, abstracting, categorizing, solving 
problem and taking decisions”.®̂

^ *S e e  J .  F ilp  et a l,  “E f e c t o  d e  la  e d u c a c ió n  p r e e s c o la r  
fo r m a l s o b r e  e l  r e n d im ie n to  e s c o la r  d e  n iñ o s  a  f in e s  d e l 
p r im e r  a ñ o  b á s ic o ; u n  e s tu d io  d e  s e g u im ie n to  e n  C h ile ” (in  
th e  p re s s ) .

^^See E . S c h ie fe lb e in , " E f e c t o s . , .” , op. cit., p . 3 3 8 .
^®See J .  F ilp , 0̂ . cit.

* * S e e  E . S c h ie fe lb e in , “E f e c to s . , , " ,  op. dl., p . 3 4 0 .  

^®A.M. f e p p o v i c ,  Y .L .  E s p ó s ito , M .M . M a lta  C a m p o s , 

“M a rg in a liz a ^ a o  c u ltu r a l :  s u b sid io s  p a r a  u m  c u r r ic u lo  
p r e -e s c o la r ” , in  Cademos de Pesquisa, N o . 1 4 , S a o  P a u lo , 

F u n d a ^ a o  C a r lo s  C h a g a s , S e p te m b e r  1 9 7 5 .
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b) Promotion and school failure

As studies on coverage indicate, the main 
problem as regards the efficiency of schooling 
centres upon repetitions. '̂^

In view of this evidence, the hypothesis was 
postulated that the evaluation and promotion 
mechanisms were the factors that explained the 
high failure indexes. In support of this 
hypothesis a number of psychopedagogical 
arguments were adduced, such as the existence 
of individual rates of learning, the deterioration 
of the self-image, etc., while at the same time the 
criteria applied by teachers in evaluating pupils 
were described as apparently based on subjec
tive and rigid opinions. On these grounds, the 
prescription for educational policy consisted in 
the establishment of systems of automatic 
promotion in the first three grades of the basic 
cycle.

Little is known as yet of the result of these 
experiments, or of the criteria by which some

countries of the region have abolished them after 
having introduced them. A recent study suggests 
that in countries where they were put into 
practice “...the accumulation of pupils due to 
repetition was transferred to the end of the first 
four-year cycle, or else built up a bigger pile of 
failures at the secondary level”.

The psychopedagogical arguments, more
over, do not appear to enjoy universal support. 
As is maintained in the study referred 
to, respect for individual rates implies a concept 
of spontaneous, predestined and emergent 
physiological maturation which does not 
recognize the importance of educational 
influences.'^®

Clearly, to judge from these expressions of 
opinion, automatic promotion is an issue that has 
not been sufficiently evaluated, and in any case 
its introduction, if the other pedagogical 
variables remain constant, does not resolve the 
problem, but at best defers it.

D. CULTURAL ENDOGENOUS VARIABLES

The endogenous variables of a cultural type 
comprise a very significant part of the 
pedagogical process itself. Accordingly, they 
could be analysed in terms of their basic com
ponents: the teacher, the contents, teacher-pupil 
interaction and norms of evaluation, promotion, 
supervision and educational guidance.

As regards the teacher, a sizable body of 
studies exists on the basis of which the findings 
and the most outstanding lacunae can be 
indicated.^®

In the first place, it has been maintained 
that one of the key variables in the explanation of 
school performance lies, precisely, in the 
teachers’ attitudes and expectations. Following 
up the classic experiments of Rosenthal and 
Jacobson in this connection, some studies have

'*^See E . S c h ie fe lb e in , “E f e c to s . . . " ,  op. cit.
‘̂‘B e r t a  P . B r a s la v s k y , La lectura en la escuela de América 

Latina, P r o je c t  o n  D e v e lo p m e n t  a n d  E d u c a t io n  in  L a t in  

A m e r ic a  a n d  th e  C a r ib b e a n , F ich a s/ 1 7 , B u e n o s  A ir e s , 
U N E S C O / E C L A / U N D P , 1 9 8 1 .

^ Îbidem, p , 5 4 .

demonstrated the existence of an important 
correlation between the subjective evaluation of 
the pupils’ learning potentialities and their ef
fective school performance.^^

In these studies, in general, it has been 
possible to show that teachers’ expectations were 
associated with the social origin of the pupil and 
operated in terms of what is called ‘self-fulfilled 
prophecy’: inasmuch as failure is expected and 
the expectation determines the failure, the 
results confirm the validity of the prophecy and 
reinforce it. According to this interpretation, the 
expectation of teachers are essentially dictated by 
cultural or social prejudices and are reflected in a

A v a lo s  a n d  W . H a d d a d , Reseña de la investigación 
sobre efectividad de los maestros en Africa, América Latina, Filipi
nas, India, Malasia, Medio Oriente y Tailandia: síntesis de resulta
dos, O tta w a , O n ta r io ,  I D R C , 1 9 8 1 .

^’ S e e  L .B .  V a ld iv ie s o  a n d  S . S a la s  d e  B o d in i ,  op. cil. S e e  

a lso  E .S . d e  S a  B a r r e to ,  “P r o fe s o r e s  d e  p e r i f e r ia :  s o lu fo e s  
s im p le s  p a r a  p r o b le m a s  c o m p le x o s " ,  in  Cademos de Pesquisa, 
op. cit.
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fatalistic conception which paralyses any action 
strategy for improving matters.^®

However, a study recently carried out with 
respect to a sample of teachers in schools with 
pupils of popular origin in Braziĥ  ̂ furnished a 
good deal of evidence which enhances and 
reformulates the significance of this hypothesis. 
In the first place, the study in question improves 
upon the one-track postulates of the preceding 
hypotheses with regard to the determination of 
school success by teachers’ expectations. Ac
cording to the findings of this study, teachers 
form their expectations as to performance on the 
basis of the real data obtained in their working 
experience, and they generally see these ex
pectations corroborated because of their own 
lack of appropriate technical responses whereby 
they can take action to avoid their pupils’ school 
failure.

In this context, the most important product 
of the study referred to consists in consideration 
of the teacher training variable as the junction 
point of expectations and results in respect of 
learning.

There are few studies on this subject which 
analyse the teacher training problem perse, much 
less the problem of the relation between training 
and the requirements of teaching where the 
pupils are of urban or rural popular origin.

All these problems open up a broad field of 
research, in which certain key elements are 
outstanding.

a) Teacher training

The field of teacher training is one of those 
most neglected by educational research. The 
studies carried out on the basis of quantitative 
data suggest complex and even contradictory 
associations between the different variables. 
Thus, for example, the above-mentioned Reseña 
relating to the efficiency of teachers'**  ̂ showed

■''^See J u a n  C . T e d e s c o  a n d  R , P a r r a ,  M arginaltdad  
urbana y educación form a l: planteo del problema y perspectivas de 
análisis, P r o je c t  o n  D e v e lo p m e n t  a n d  E d u c a t io n  in  L a tin  
A m e r ic a  a n d  th e  C a r ib b e a n , F ich a s/ 1 4 , M a r c h  1 9 8 1 .

^^See G u io m a r  N a m o  d e  M e llo , M agisterio de 1° gran: 
da competencia técnica ao compromisso político, S à o  P a u lo , A u to 
re s  A s s o c ia d o s -C o r te z , 1 9 8 2 .

'*®See B . A v a lo s  a n d  W . H a d d a d , op. cit.

that some studies found positive relations 
between qualifications and performance only in 
the early grades. In the description of factors 
determining school performance, on the other 
hand, contradictory situations were observable 
where the links indicated were positive in some 
studies and in others were of an opposite or 
insignificant character.

But in this case, just as in the studies on 
material determinants, it would seem indis
pensable to undertake a qualitative analysis of 
contents, modalities, intended recipients, possi
bilities and conditions for application of what is 
learnt, etc., in order to be able to evaluate the 
various kinds of training.

Generally speaking, the questions arising a 
propos of these problems relate to the degree of 
adaptation of teacher training —both initial 
formation and in-service training— to
requirements for working in marginal areas and 
with popular sectors. Some partial evidence 
suggest that the level of adaptation is very low, 
both in pedagogical and in socio-cultural 
respects. The testimonies of rural teachers in 
some countries of the region indicate scanty 
preparation for work in single-teacher schools, 
ignorance of the indigenous language and 
culture, etc.

Teaching activities in their turn reveal a 
high level of ignorance of the real social environ
ment and likewise a high level of prejudice.'*^

In this regard, it is needful to investigate 
the process through which these attitudes are 
formed and what role is played in this process by 
mere information on the culture and the 
conditions of the environment. It might be 
postulated that the levels and characteristics of 
the prejudices existing among teachers are ap
parently a factor that must be taken into account 
in order to design training methods that will 
make for their modification.

This might be an appropriate context in 
which to introduce one of the subjects most 
widely discussed in the pedagogical literature of 
recent years: the research-action question. A 
matter that should be studied in this respect is the 
influence exercised by the study of socio-cultural

' S e e  D E A L C  P r o je c t ,  Proceso pedagógico..., op. cit.; J  .C . 

T e d e s c o  a n d  R . P a r r a ,  op, cit.
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conditions in marginal areas through 
methodologies for research which the teachers 
themselves are responsible for carrying out, and 
in which the objective is not primarily the 
discovery of knowledge that is new from the 
standpoint of the social sciences, but discovery 
for the teachers themselves.

b) The role o f reading and writing

It is common knowledge that the highest 
figures for repetition and drop-out are found in 
the first grades of the primary school, a fact 
which is closely related with learning to read and 
write. In this connection it would be necessary to 
look into what actually happens in teacher 
training as regards specific preparation for 
teaching of this type. Some studies suggest that 
there is a tendency to neglect this branch of 
training, correlative with the raising of primary 
school teachers to education at the third level.

This problem acquires still greater 
importance in contexts where the indigenous 
population is predominant. The technical dif
ficulties arising in these cases are much more 
complex, but the most striking thing is that these 
difficulties have not been seriously tackled in 
didactic research or in teacher training. Ac
cording to certain studies based on classroom 
observations, the commonest way out has 
consisted in ignoring the problem, and leaving 
the teacher without any type of technical equip
ment to enable him to cope with such situations 
with a certain measure of efficiency. The 
habitual responses of teachers hover between the 
use of interpreters (Spanish-speaking adults, 
children in the upper grades, etc.) and total 
ritualization of the teaching process.

c) Teacher-pupil interaction

Studies on this subjet have increased in 
recent years, through the use of methodologies 
based on systematic classroom observation. An 
initial weighing-up of these studies would seem

'*^See B e r t a  P . B r a s la v s k y , op: cU.
‘*^ D E A L C  P r o je c t ,  Proceso pedagógico..., op. cit.

to warrant the assertion that there are 
pedagogical circuits, so to speak, differentiated 
by social origin of pupils. The needs of pupils of 
popular origin, among whom the highest level of 
failure is concentrated, are met through a type of 
teaching, characterized by a strong element of 
ritualism, in which teachers tend to interact more 
with pupils whose levels of performance is high, 
evaluation is not utilized as part of the learning 
process, recourse is constantly had to methods 
based on verbalism, memorization and author
itarianism, and so forth.^^

Specific studies on the role of teacher-pupil 
interaction in relation to performance are few 
and far between, and their conclusions raise a 
series of questions. The studies on Ecuador and 
P a r a g u a y f o r  example, noted that democratic 
and permissive attitudes on the part of teachers 
were associated with better levels of per
formance. Yet other evidence suggests that in 
reality the problem is more complex, and that a 
mere change of attitudes is not enough; the 
teacher must also be technically equipped to 
tackle learning problems and resolve them."*̂  ̂

Thus, the challenge facing educational 
research consists in overcoming the present 
dissociation between psychopedagogical and 
didactic research and findings on the one hand, 
and socio-educational research and findings on 
the other. Psychodidactic research has 
concerned itself with learning irrespective of the 
social conditions in which the pupil and the 
school have to work, while by socio-educational 
research the specific problem of learning has 
been shelved. Ultimately, the broadest field 
opened up in this line of analysis is that of the 
search for a didactic —in the fullest sense of the 
word— appropriate for the popular sectors.

‘‘‘‘S e e ,  in  a d d itio n  to  th e  s tu d ie s  a lre a d y  m e n tio n e d  o n  
E c u a d o r  a n d  B o g o tá ,  C a r lo s  M u ñ o z  Iz q u ie r d o  et a i ,  “E l s ín 
d r o m e  d e l a tr a s o  e s c o la r  y e l a b a n d o n o  d e l s is te m a  e d u c a t i
v o " , in  Revista Latinoam ericana de Estudios Educativos, V o i. I X ,  

N o . 3 ,  M e x ic o , 1 9 7 9 .
‘‘ ^ See F . S w e e t, Los factores determinantes de la  escolariza- 

ción y el aprovechamiento en la educación ecuatoriana, IIEIV 
P U C E / E C IE L , 1 9 7 6 ;  D . R iv a ro la  a n d  G . C o r v a lá n , Determi
nantes del rendimiento educativo en el Paraguay, A s u n c ió n , 
E C IE L / C E P E S / C E P A D E S , 1 9 7 6 .

‘‘^ S ee  G u io m a r  Ñ a m o  d e  M e llo , op. cit.
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p a r t ic u la r ly  s t r e s s in g  its  s h o r tc o m in g s , th e  a u t h o r  
s e e k s  to  a n s w e r  a n  im p o r ta n t  q u e s t io n : w h e r e in  lie s  

th e  n e e d  fo r  e d u c a t io n ?

T h o s e  w h o  a t te m p t  to  re p ly  to  it f r o m  a  s o c io 
e c o n o m ic  s ta n d p o in t  p la c e  e m p h a s is  o n  th e  ro le  o f  

e d u c a t io n  a s  a n  a d e q u a te  m e a n s  o f  g a in in g  a  fo o th o ld  
in  th e  la b o u r  m a r k e t  a n d  as a c h a n n e l  o f  so c ia l m o b ility  

w h ich  m a k e s  it p o ss ib le  to  r is e  in  th e  o c c u p a tio n a l 

sca le . T h e  a u t h o r  d o e s  n o t th in k  th a t  to  a c c o rd  p r io r ity  

to  th e  e x p a n s io n  o f  e d u c a t io n  is ju s t i f ia b le  fro m  th is  
p o in t  o f  v iew , s in c e  i f  e d u c a t io n  is  to  b e  a b le  to  fu lf i l  its 

ro le  as a  m e a n s  o f  o c c u p a tio n a l  in s e r t io n  a n d  a c h a n n e l  
o f  so c ia l m o b ility , th e  e c o n o m ic  s t r u c tu r e  m u st b e  e x 
p a n d e d  a n d  n ew  o p p o r tu n it ie s  m u st re a lly  b e  c r e a te d ; 
u n le ss  it is a c c o m p a n ie d  by  a c o n s is te n t  in c r e a s e  in  
p r o d u c tiv e  jo b s ,  th e  e x p a n s io n  o f  e d u c a t io n  w ill e n d  in 
th e  fr u s tr a t io n  o f  th e  e d u c a n d  a n d  th e  d e v a lu a tio n  o f  
its  re s u lts .

E d u c a t io n  c a n  a lso  b e  ju s t i f ie d  by its ro le  as  an  
in s tr u m e n t  o f  s o c ia liz a t io n , a lth o u g h  th e r e  a r e  tw o 
s id e s  to  th is : p o s it iv e , in  so  fa r  a s  it fu r n is h e s  k n o w l

e d g e  w ith  w h ich  to  fa c e  l i fe ,  a n d  n e g a tiv e , in  so  fa r  as it 

m a k e s  fo r  m o u ld in g  in d iv id u a ls  in  c o n fo r m ity  w ith  th e  

s o c ia l sy stem .
W ith o u t  d is r e g a r d in g  th e  s o c io -e c o n o m ic  a n d  s o 

c ia liz in g  im p o r ta n c e  o f  e d u c a t io n , th e  a u t h o r  a s s e r ts  

th a t  its  m o s t im p o r ta n t  r o le  lie s  in  th e  p o lit ic a l fo r m a 
tio n  o f  e d u c a n d s , w h e re b y  th e y  c a n  b e c o m e  c itiz e n s  
p a r t ic ip a t in g  in  a n  in c r e a s in g ly  d e m o c r a t ic  so c ie ty . H e  
t h e r e f o r e  c o n c lu d e s  w ith  th e  p r o p o s it io n  th a t  th e  e d u 
c a tio n a l sy ste m  b e  c h a n g e d  in  s u c h  a  w ay th a t  its  e x 

p a n s io n  m ay  c r e a te  a  c l im a te  in  w h ich  a  f r e e  a n d  
d e m o c r a t ic  s o c ie ty  c a n  f lo u r is h .

♦Professor in the University of Brasilia; formerly 
Under-Secretary, Ministry of Education and Culture of 
Brazil; collaborator in the Project on Development and Edu
cation in Latin America and the Caribbean.

Introduction

Belief in the importance of education is almost 
universal. This is suggested by certain attitudes 
nowadays shared in common, such as the interest 
of families in guaranteeing education for their 
children, and the social concern for establishing 
compulsory schooling up to a given childhood 
age. Its importance, however, has undergone 
changes in the course of history. In the first 
place, its economic importance for development 
is not what was assumed in the theory of human 
resources. Secondly, there are societies with high 
indexes of school attendance that do not develop 
satisfactorily, as may perhaps happen in the case 
of some of the more southerly countries of 
Latin America, to say nothing of the advanced 
countries that have produced extremely 
anti-educative ideologies, such as racism, 
colonialism, etc.

In development contexts, it is easy to see 
that education reflects the effects rather than the 
possible causes of the pressure represented by 
the necessity of material survival.* The difficul
ties of school attendance make this still more 
clearly perceptible, for without an improvement 
in material living conditions it is virtually impos
sible for the benefits of schooling to be duly 
reaped. On the other hand, \i from the socio-eco
nomic angle education is not as powerful as is 
imagined,/rom the political angle it is a sine qua non 
for attaining effective citizenship, although re
lations between the two are not mechanical or 
automatic.^

The aim of the present study is to formu
late, even if in embryo, a few hypotheses on the 
importance of education for development, 
taking as a point of departure certain data from 
the 1980 census in Brazil, which suggest the 
existence of an educational situation that is still

T . A .  C u n h a , Edìica^ào e desenvolvimento social no Brasil, 
R io  d e  J a n e i r o ,  E d ito r a  F r a n c is c o  A lv e s , 1 9 7 7 ; C .G . L a n g o n i ,  
Distribuiíáo da renda e  desenvolvimento economico do Brasil, R io  
d e  J a n e i r o ,  E d ito r a  E x p r e s s á  e  C u ltu r a , 1 9 7 3 ;  R .A . C o sta , 
Distribui(ào da renda pessoal no Brasil, R io  d e  J a n e i r o ,  E d ito r a  

F u n d a ^ à o  G e tù lio  V a r g a s , 1 9 7 7 ;  R . T o l ip a n  a n d  A .C . 
T in n e l l i  (o r g .) ,  A controvèrsia sabre distribuÌ(ào da renda e 
desenvolvimento. R io  d e  J a n e i r o ,  Z a h a r , 1 9 7 5 .

^G, R a m a  (c o m p ile r ) . Educación y sociedad en América 
L a tin a y e l Caribe, U N I C E F , S a n t ia g o , C h i le ,  1 9 8 0 ;  R . F r a n c o  
(c o m p ile r ) , Planificación social en América Latina y el Caribe, 
U N I C E F , S a n t ia g o , C h ile , 1 9 8 1 ;  R .V . V e g a , Democratización y 
educación básica en la reforma educativa peruana, U N E S C O /  
E C L A / U N D P , B u e n o s  A ir e s , d r a f t ,  F ich a s/ 1 3 . M a r c h  1 9 8 1 ,
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very unsatisfactory and up to a point disconcert
ing. Accordingly, it is worth while to ask in what 
respect would this unsatisfactory situation 
appear to be prejudicial for the country... is it 
prejudicial to growth? is it prejudicial to the es
tablishment of conditions favourable to political 
participation?

Attention will be drawn, in addition, to the 
importance of the concept of culture in relation to 
this latter approach which gives priority to em
phasis on the political importance of education 
and an endeavour will be made to establish what 
may perhaps be a middle way between positions 
that carry the socio-economic, political or 
autonomous point of view to extremes.

I
Some data on Brazil in 1980

The sole pupose of this section is to serve as an 
empirical starting-point, taking into consider
ation the hypotheses which will be adopted. It 
therefore presents a concisely summarized .set of 
data, which, despite their typical unreliability, 
may suggest certain points for analysis. Three 
historical frames of reference have been selected 
whithin the course of two decades, i.e., 1960, 
1970 and 1980, years in which censuses were 
taken in Brazil.^

a) The most striking feature is the relative 
stagnation during the 1970s of the compulsory 
(7-14 age group) school attendance rate, which 
was 67.20% in 1970 and stayed at 67.70% in
1980. It is hard to escape the impression that a 
decade has been lost. The two most serious 
problems here would seem to be: firstly, that no 
progress has been made; secondly, that the rate is 
as yet very low, signifying in practice that of the 
children of school age who ought to be attending 
school, over 30% are not doing so.

Many children drop out of school too early,

^ T h e  d a ta  f r o m  th e  1 9 8 0  c e n su s  a r e  v e ry  d is a p p o in t
in g , in a s m u c h  as th e y  s u g g e s t  th a t  a s  r e g a r d s  b a s ic  e d u c a t io n  

w e w o u ld  s e e m  to  h a v e  lo s t  a  d e c a d e . T h i s  is g e n e ra lly  a d m it
te d  to  b e  a n  u n s a t is fa c to r y  c e n s u s , in  w h ich  c o n s id e r a b le  

d is to r t io n s  m a y  e x is t . I t  is h a r d  to  b e lie v e  th a t  in  1 9 7 0  a n d  

1 9 8 0  th e  r a te s  o f  sc h o o l e n r o lm e n t  w e re  th e  sa m e . F o r  in 

s ta n c e , it is  s t r a n g e  th a t  th e  p o p u la tio n  a g e d  7 to  14 y e a rs  
s h o u ld  h a v e  in c r e a s e d  by  5  m illio n  b e tw e e n  I 9 6 0  a n d  1 9 7 0 , 
b u t  o n ly  by  a  lit t le  m o r e  th a n  2  m illio n  b e tw e e n  1 9 7 0  a n d  
1 9 8 0 . A t  th e  s a m e  t im e , th e  c e n su s  r e c o r d s  w h at a r e  a lm o s t 

th e  f in a l  e n r o lm e n t  f ig u r e s  (it w as ta k e n  in  S e p te m b e r ) ,  w h ile  

o t h e r  s ta tis t ic s  r e la te  to  th e  in it ia l  e n r o lm e n t ,  I n  a n y  e v e n t, 
th e r e  is lit t le  p o in t  in  a r g u in g  o v e r  w h e th e r  th e  p u p ils  th a t  d id  

n o t  a t te n d  s c h o o l n u m b e r e d  7  o r  5  m illio n .

either because little more than 50% survive the 
transition from the first to the second year of 
basic education, or because in most rural schools 
teaching is given only up to the fourth year. The 
figure cited does not therefore mean that over 
30% of the children had never been to school; it 
does imply that they ought to have been in school 
and were not.

b) The number of children not attending 
school is impressive because, besides being very 
large, it remains virtually unaltered during the 
three reference dates selected: about 7 million. 
In all likelihood this number is concentrated in 
the poorest areas, where it may perhaps be said 
that the need to survive is much more pressing 
than the need to be educated.

The very magnitude of these numbers is a 
reminder of the peculiar character of a country 
that is geographically and demographically over
sized, which makes it exceedingly difficult to at
tain what are considered minimal educational 
levels.

c) Much significance attaches to the age 
distortion, i.e., the presence of youngsters over 
14 years of age in the basic education cycle. 
Although there are also pupils under 7 years old, 
what is typical is the exceeding of the legally 
defined age limit for basic education. In 1980, 
children over 14 accounted for 25.20% of total 
basic education enrolment, which means that 
one out of every four pupils is over age. There 
are places in which this percentage is much high
er, a circumstance which might be somewhat 
‘unfair’ to the ‘real’ rate of enrolment, inasmuch 
as this does not take into account children out
side the age group considered. But since these
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children nevertheless are in fact in the basic edu
cation cycle, a ‘virtual’ rate is also used, which 
may make the rate of schooling a good deal 
higher.

However, neither can it be concealed that 
there are children who ought to be in school and 
are not.

Furthermore, the rates deriving from the

census data can be said to be rigorous in the sense 
that they virtually represent final enrolment (the 
data are compiled in September, while the school 
year ends in December). In any event, they are 
certainly much more real than the initial enrol
ment rate, since this is often distorted by the 
tendency to take promises of enrolment into 
acount, and by other problems.

B R A Z I L :  S O M E  E D U C A T I O N A L  S T A T I S T I C S

Category I960 1970 1980

Population 70 070 457 93 193 037 119 070 865
Population aged 7 to 14 years 14 406 371 19 692 771 21 933 936
Population aged 7 to 14 years attending school 7 480 673 13 236 860 14 842 092
School enrolment rate, 7 to 14 years o f age 51.92% 67.20% 67.70%
Pupils aged 7 to 14 years not attending school 6 925 698 6 455 911 7 091 844
Proportion over age in basic education 24.87% 32.29% 25.20%

Literacy (15 years and over)
Percentage of illiterates 39,48% 33.11% 26.08%
Absolute figures 15 877 113 17 882 248 19 413 034

Indexes of school performance
Began in first year and reached fourth year 23.29% 36.80% 39.40%
Began in first year and reached eighth year 8.60% 17.20% 17.70%

Source: Instituto Brasilefio de Geografía y Estadística (IBGE). Index of perf ormance data supplied by SEEC/MEC. Data processed by SEAC/SEPS/ 
MEC, Brasilia, 1982.

d) The rate of illiteracy continues very 
high, i.e., approximately 25% of the population 
aged 15 years and over, and in absolute terms the 
number of illiterates in 1980 reached nearly 20 
million. Although a considerable decrease was 
recorded between 1970 and 1980, it fell far short 
of expectations, especially considering the pro
gramme specially set up to tackle this problem; 
the Brazilian Literacy Movement (Movimento 
Brasileiro de Alfabetizagao—MOBRAL), the 
objective of which was to reach a rate of approxi
mately 10% by 1980.'^

e) School performance is still a substantial 
challenge. In 1980 the eighth year of basic edu
cation was reached by only 20% of the children 
who had entered school seven years before, 
which means that drop-out and school retard-

'‘See V. Paiva, “MOBRAL: um desacertó autoritàrio”, 
published in three parts in Sintese 23, Nova Fase, Rio de 
Janeiro, Centro Joáo  X X III, September/December 1981, 
January/April 1982 and May/August 1982.

ment affected 80%. Although performance 
made considerable progress between 1960 and 
1970 (rising from 8.6% to 17.2%), it remained 
virtually stationary throughout the following 
decade.^

These data, indubitably disconcerting, 
must be compared with the economic growth 
data. The 1970s, of course, were the decade of 
Brazil’s maximum growth, although at its close 
the rate visibly declined; at its opening very high 
growth rates were recorded, reaching in 1973 a 
14% increase in the gross domestic product; 
thence arose the exaggerated notion of a Brazil-

®In the Second National Development Plan (II PND), 
proposed for the period 1975-1979, it was assumed that the 
rate o f school enrolment would exceed about 80% by the end 
o f the 1970s, which in practice was not the case. See P. Demo, 
Política social nos décadas de 60 e 70, Fortaleza, Editora das 
Universidades do Ceará, 1981; Brasil: 14 anos de revolû ao, 
document prepared by the Institute o f Economic and Social 
Planning (IPEA), Brasilia, 1978.
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ian ‘economic miracle’. Obviously, such an 
achievement brought about very complicated ef
fects —for instance, the external debt— but it 
cannot be denied that in practice economic 
growth did take place.

This evidence suggests that education 
would seem to have contributed very little to 
growth, in view of the foregoing figures, which 
revealed a relative stagnation of basic education. 
No strictly causal relation should be looked for, 
either in a negative sense (the training of human 
resources has nothing to do with economic 
growth) or in a positive sense (the training of 
human resources is a cause of economic growth).

At all events, it is important, as will be seen 
later, to distinguish between growth and 
development. We shall seek to relate education 
with development rather than with growth, since 
the latter signifies the accumulation of wealth 
and capital, and the display of a capacity to maxi
mize the economic product in quantitative terms, 
while development implies the distribution of 
the product and of wealth, participation in the 
progressive enrichment of the country. The 
concept of development is primarily qualitative 
and exhibits a political participation component; 
for this reason, we would say that it is partici
pation that converts growth into development.*’

Thus, growth can occur without develop
ment, provided that the former is accompanied 
by a concentration of income; income increases, 
but its distribution is unfavourable to the lower 
groups. In the last analysis, it might be said that a 
country can grow without education but cannot 
develop without it, since it is a necessary 
(although not a sufficient) pre-requisite for all 
forms of political participation. Perhaps this is 
just what happened in Brazil during the 1970s.

In social policy two central spheres of action 
are to be distinguished: the socio-economic and the 
political^ The socio-economic sphere reflects the 
problems of material survival and in it, accord

ingly, attention is concentrated on the question 
of occupation and of income. In these terms, 
there is no more effective and structural way of 
distributing income than through insertion in 
the labour market. This is more important than 
vocational training and than nutrition, sanitation 
and housing programmes. Any social policy, in 
the socio-economic sphere, will be the less wel
fare-oriented and the more redistributive, the 
more capable it is of adequately incorporating 
the active population in the labour market.

This depends essentially on the perform
ance of the economy, for it is the economy that 
generates jobs and employment opportunities; 
in this connection, there is little that education 
can do. At all events, here we have one of the 
fundamental challenges of development, i.e.: on 
the quantitative plane, how to create a sufficient 
number of jobs; on the qualitative plane, how to 
generate earnings higher than the minimum 
wage.

The political sphere relates to the problem 
of participation, i.e.: together with adequate in
sertion in the labour market, its defence as the 
worker’s due by right of conquest or as an inte
gral constituent of citizenship. Participation is 
essentially a conquest; it is not given or granted, 
nor is it pre-existent; it exists only if it is won. Nor 
can there ever be enough of it. It is an unending 
historical process of democratization.

The economy has no distributive function. 
If distribution is to be obtained, political pressure 
must be applied by those concerned. In the pol
itical sphere, participation is the road to redistri
bution and self-promotion, through which is 
constituted a society of citizens, or, in other 
words, individuals capable of assuming rights 
and duties, contributors to and participants in 
the destinies of society.

In this sphere, education is a necessary and 
irreplaceable requisite; this is what reinstates it as 
an essential component of development.

‘’See M. Wolfe, Desenvolvimento: para t¡ue e para quetni 
Rio de Janeiro, Paz e Terra, 1976; P. Senger, Desenvolvimento e 
arise, Rio de Janeiro, Paz e Terra, 1977; P. Demo, Desenvolvi
mento e política social no Brasil, Rio de laneiro. Tempo Brasilei- 
ro, 1978.

^See S.B. Ammann, Partiápagáo social, Sao Paulo, Edi
tora Cortez e Moraes, 1977; P, Demo, Pobreza socio-económica e 
política, Florianópolis, Editora da Universidade Federal de 
Santa Catarina, 1980; and by the same author, Partkipofüo é 
concjuista: Noyóes de política social participativa, Universidad de 
Brasilia/INEP, Brasilia, mimeographed text, 1982.



EDUCATION AfíD CULTURE: A POLITICAL PERSPECTIVE / Pedro Demo 151

II
W herein lies the need for education?

It is impossible to show that education is of no 
socio-economic importance, taking this to mean 
above all its possible effect on the training of 
human resources.*  ̂Of course any country needs 
skilled workers, especially at the secondary edu
cation level. The ever-quoted examples of Ger
many’s energetic pursuit of its national recon
struction after the war and of Japan’s pre-emi
nence in terms of occupation of the international 
market and of internal growth, are not without 
their raison d’être. Nor can it be denied that when 
some importance is attached to study, another 
end in view is the improvement of the conditions 
of survival. It can justifiably be asserted that 
someone who is short of economic resources tries 
to acquire some specialized skill in order to 
guarantee his rise in the social scale.'̂

Nevertheless, the socio-economic im
portance of education is less than is imagined or 
expected. In simplified terms, it may be said that:
a) Educatiorii does not create productive jobs, 

as the economy can, especially in respect of 
its secondary sector;

b) Education does not reduce the abundance 
of the manpower supply, and training for 
jobs through specialization never neces
sarily coincides with their generation;

c) Education does not always succeed in neu
tralizing the effects of socio-economic pov
erty, such a malnutrition, which may mean 
that very little advantage can be taken of 
schooling.*^
The foregoing points suggest that, on the 

socio-economic plane, lack of education is not the

®UNESCO/ECLA/UNDP Project on Development 
and Education in Latin America and the Caribbean, La edttca- 
ci6n y los problemas del empleo. Final Reports 3, Buenos Aires, 
October 1981 ; A.C. de Andrade, Coordinación del sistema for
mal de educación con el de formación profesional en países de 
América Latina, Montevideo, OAS/CINTERFOR, Estudios y 
Monografías, No. 34, 1978.

^See Claudio Salm, Escola e traballio, Sao Paulo, Editora 
Brasiliense, 1980.

'®See P. Demo, Educâ áo, cultura e política social, Porto 
Alegre, Editora Fundagao Padre Landell de Moura - FE- 
PLAM, 1980.

most serious problem. More disquieting, un
doubtedly, is the want of economic dynamism, 
when industrial activity absorbs only a very small 
proportion of the available labour force, with the 
result that too much of it is absorbed in the anti
quated primary sector and in the swollen ranks 
of the tertiary sector.

Thus, from the socio-economic viewpoint, the 
employment/income variable is more decisive, 
since it has greater capacity to guarantee a higher 
level of education than the reverse.' '  The very 
selectivity of the educational system seems to 
bear eloquent witness to this effect. The eighth 
year of basic education is reached by 20% of the 
initial enrolment at most, and it is by no means 
difficult to show that this process of selection is 
mainly economic. Similarly, the inordinate 
growth of higher education during the past de
cade, especially of private institutions at that level, 
would appear to reveal the economic power of 
the privileged classes, which are capable of 
obliging the country to spend at a faster rate on 
higher education than on basic education**^

A somewhat ingenuous outlook is very 
common, according to which occupatipnal 
training per se would guarantee access to 
employment. Although this may occur, it is 
patent that occupational training would only be 
effective if the economy were to generate a suf
ficient number of jobs. Otherwise, a surplus of 
professionals or skilled workers helps to force 
down salaries and wages, as is already happening 
in many university careers. Furthermore, 
everthing confirms the view that enterprises 
could easily do without the schools, if all they 
offered was occupational training, since the 
enterprises themselves possess many other

’ ’See L.A. Cunha, Educofáo e desenvolvimento social no 
Brasil, op. cit.; P, Demo, Desenvolvimento e política social no 
Brasil, op. cit.

’^During the 1960s enrolment in higher education 
increased by over 1 000% and in basic education by approxi
mately 70%; in the 1970s, enrolment in higher education rose 
by over 300%, while the bask cycle showed practically no 
growth.
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means of satisfying this requirement. Their 
primary interest is in the ‘teaching of skills’ to get 
the work done and thus increase productivity, 
though here, of course, an exception must be 
made of those few functions that call for creativity 
and administrative talent.'®

It is not that occupational training must 
necessarily be a matter of teaching skills; 
although it is dependent, nevertheless, on 
prevailing socio-economic conditions, and tends 
to exemplify education as viewed from the angle 
of instruction, of teaching, of training of man
power, rather than from that of creative social 
motivation and the development of poten
tialities. From the standpoint of the enterprise, 
the tendency to teach skills is characteristic, since 
its objective is to increase productivity. For the 
same reason, there is a general preference for 
the training given in the enterprise itself, which, 
with its modern means of ‘manipulating’ the 
learner, makes for forming a well-adapted and 
productive worker rather than a citizen capable 
of constructive criticism and creativeness.

Nor is it possible, moreover, to fail to recog
nize that poverty profoundly affects school per
formance, owing either to the effects of malnu
trition, to the compelling need to work all or part 
of the day or to a potential lack of interest in any 
content not directly linked to material survival.

Occupational training, however, is only one 
of the important facets of education. Equally 
fundamental is the socialization dimension, with 
its negative and positive aspects. Generally 
speaking, the negative features of social repro
duction are accentuated, making themselves 
apparent mainly through the trend towards crys
tallization of social inequalities. In other words, 
education is not only a universal ‘training’

'■’ See Claudio Salm, Escola e trabalho, op. cit.
‘‘'See P. Bourdieu and J.C . Passeron, A reprodufáo — 

elementos para urna teoría do sistema de ensino, Rio de Janeiro, 
Editora Francisco Alves, 1975; B. Freitag, Escola, Estado e 
sociedade, Sào Paulo, Editora Moraes, 1980; J.C .G . Durand 
(comp.), Educofào e hegemonía de classe —  as funfóes ideológicas 
da escola. Rio de Janeiro, Zahar, 1979; C. Nunes, Escola e 
dependencia — o ensino secundário e a manutenfào da ordem. Rio 
de Janeiro, Editora Achiamé, 1980; M. de L.C.D. Nosella, A.s 
mais belas mentiras — a ideologia subjacente aos textos didácticos, 
Sào Paulo, Editora Moraes, 1980; W.G. Rossi, Capitalismo e 
educofào —  contribufào ao estudo critico da economia da educofào 
capitalista, Sào Paulo, Editora Cortez o Moraes, 1978.

process, which casts individuals in the moulds 
expected by the system and seeks to secure their 
commitment to the maintenance of order, but is 
also a means of safeguarding privileges through 
qualitative reservations: for the poor, a poor 
education; for the rich, a privileged education. 
So marked is this tendency that free pubÌic 
education itself, when it attains a good level, is 
monopolized mainly by the privileged members 
of the system, as in the chronic case of the 
universities; the privileged study in favourable 
conditions and free of charge, the rest pay for 
poor-quality private education.

But there are also the positive aspects, 
linked to the transmission of knowledge, of 
information, of accomplishments, etc.'® Even 
though ingenuously at times, considerable 
attention is usually paid to this facet, because it is 
generally the prism through which families 
envisage education. Their children go to school 
in search of instruction, of knowledge and even 
of erudition, in contrast to those remaining 
ignorant. And this the school can offer, playing 
therein an important role as a modernizing 
factor of society, in which is condensed the basic 
function of learning. To learn is an essential 
activity in life and, although more can be learnt 
from life itself than in school, the latter can be an 
effective source of learning. In short, in this 
respect the school can be said to play an essential 
formative role, necessary to equip us for facing 
modern life.

It is important to recognize, however, that 
in this function the school is tending to be super
seded by the modern communication media, 
which can better its instruction. True, the school 
is a major source of transmission of knowledge, 
which gives it indisputable value, but it is not 
altogether irreplaceable. Without inclining 
towards the extreme position that advocates total 
deschooling of society, it must be acknowledged 
that real competitors exist in this field.’®

‘’ See W.E. Garcia (co-ordinator), ¡novofáo educacional 
no Brasil—problemas e perspectivas, Sáo Paulo, Cortez Editora, 
1980; UNESCO/ECLA/UNDP Project on Development and 
Education in Latin America and the Caribbean, El cambio 
educativo — situación y condiciones, Buenos Aires, Final 
Reports 2, August 1981.

‘®See 1. Illich, Sociedade sem escolas, Petrópolis, Editora 
Vozes, 1979.
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However, other important effects of edu
cation still remain, among which we would 
chiefly single out its effect on women, as regards 
the reduction of the birth rate, as well as the 
inculcation of habits of learning and behaviour 
which make for a general increase in adapta
bility. This last characteristic, above all, may be 
much appreciated by enterprises, inasmuch a it 
could easily be translated, in operational terms, 
as productive 'docility’.

Alongside what we have very briefly de
scribed as the socio-economic approach and as the 
socializing approach, there is at least a third 
approach which seems to us more essential and

possibly irreplaceable: that of formation. This is a 
specifically political approach, not necessarily 
linked to formal schooling, but committed to the 
process of forming citizens, in which the cultural 
dimension is also an essential ingredient. 
Certainly to. educate is also to train human 
resources, still more to socialize, but primarily 
and in essence its purpose is formative, or, in other 
words, it should develop the creative and 
participative potentialities of the individual and 
of society. In this regard education is 
irreplaceable, and an essential factor in 
development.

Ill
Education and participation

What the lack of education means for the illiter
ate or for persons with insufficient schooling 
might be summed up as being deprived offitness fo r  
the exercise o f  citizenship.

The essence of citizenship cannot be re
lated to specific ideologies of actual democracies, 
inasmuch as these are only possible and relative 
prescriptions, but to the general objective of 
socio-economic and political participation, over 
an above and in spite of the systems in force.

It is important to grasp the tenor of this 
type of relation between education and partici
pation, which is not mechanical or automatic. 
However much evidence can be collected to 
suggest that an educated people is a free people, 
the social sciences have been unable to inerpret 
it as necessarily implying a cast-iron link between 
education and liberty. On the other hand, there 
is no difficulty in perceiving likewise that to be a 
democrat it is not indispensable to be able to 
read. The most extravagant ideologies are 
generally forged by intellectuals, or, in other 
words, highly educated persons, as in the case of 
Nazism, authoritarianism, racism, colonialism, 
and so forth.

Perhaps it may be useful to distinguish be
tween two main dimensions in this field; the fo r 
mative and the cultural. Education in the 
formative sense is a strongly humanistic project,

based on the creativity and potentialities of the 
individual and of society, and promoting by 
natural means the cultivation of the participative 
area. It takes the educand to be the protagonist in 
the process of formation of an individual with 
rights and duties, capable of self-determination 
and of adopting a creative position vis-à-vis the 
world and society. It is in this sense that it is 
asserted that education is less concerned with 
training human resources for the economic 
system, than with forming citizens. This is not 
prejudicial to the work approach, since work 
forms part of the citizen’s life, but work is seen as 
a right of citizenship, not the reverse.'^

Education as cultural achievement becomes 
a consequence of the cultural process, this latter 
being understood as the artificer of community 
identity and the context of self-promotion.**^

' 'S e e  the National Institute ot Ediuational Studies 
and Researcii (Instituto Nat ional de Estiidos e Pestjiiisas 
Educaeionais —  IN EP), A fmjfissiaiKtlimçào do em ino >ia Lei 
5692/71 , Brasilia, Ministry o f  Ediieation and Culture, li)82: 
cf. the chapter on work, tlie conception of work and edu
cation ("Trabalho , concep(;ao de trabalho educayiK)"), ¡ip. 11 
et seq.

*^See P. Demo, La dimension culturelle de la politique 
sociale, paper drafted for UNESCO (in preparation for the 
Mexico meeting on culture in August 1982), Brasilia, mimeo
graphed text, December 1980.
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The idea of culture cannot be restricted to its 
classic dimension of the élite, of leisure and of art; 
without depreciating that conception, what is 
most important is to understand a people’s for
mative process, in order to grasp the characteris
tic features of its past creativity and its future 
potentialities, the end pursued being the capacity 
to define and to achieve the development that 
suits it best. Thus, this idea of culture easily rein
corporates the motivating spirit of participation 
and becomes the natural frame of reference of 
education. The latter would be enforced, alien 
and aggressive if it were incapable of respecting 
the community culture and the existing poten
tialities.

Once again it seems necessary to reiterate 
here that the cultural relation too is neither 
mechanical nor automatic. Culture is an essential 
referent for any participative process, because 
participating means being capable of making a 
contribution, and this capacity materializes 
through the most characteristic product of the 
historical formation of a society, namely, its 
culture. Nevertheless, there are undoubtedly 
negative features in any culture, however much 
they may be expressive of a characteristic of the 
community: ‘machismo’, aggressiveness, urban 
anonymity, etc., are very typical features of our 
culture, but that does not make them positive.

It cannot be denied, however, that culture 
has a specific power, inasmuch as it moulds behav
iour, nurtures ideologies, signposts the paths of 
history, and shapes ways of being and loving, as 
well as modes of doing and producing. This in
fluence, although it does not generate coercion, 
which would be an assault upon the idea of parti
cipation, does constitute a historical tendency of 
recognized strength. Such is education: in so far 
as it is the expression of a democratic culture, 
while it does not necessarily guarantee democ
racy, it creates the most propitious atmosphere 
possible for participation.’®

If  participation is to be authentic, it must be 
the instrument and content of a historical pro
cess of conquest. The natural propensity of edu

cation is to reproduce rather than to change the 
social structure. It can become a major channel 
of participation, in so far as it acquires the neces
sary historical and political awareness of its role 
in the formation of citizens. The educator is not 
participative by vocation: quite the opposite.

At all events, within the framework of social 
policy, the most appropriate place for educaticfti 
is the political sphere, alongside other channels 
of participation, such as the organization of civic 
society, participative planning and research and 
the cultural identification of the community.^® 

Among the components of the citizenship 
project are the following:
a) the idea of formation, not of training, since 

the starting-point is the potentiality of the 
educand, on the assumption that he is the 
principal party to the process;

b) the idea of participation, of self-promotion, of 
self-determination, i.e., the central content of 
social policy, understood as the realization 
of the participatively desired society;

c) the idea of a subjective social being, not an 
object, a patient, a client, an element;

d) the idea of rights and of duties, above all 
those that are fundamental, such as human 
rights, the duties of a citizen the right to 
the satisfaction of basic needs, the right to 
education, etc.;

e) the idea of democracy, as the form of socio
economic and poltitical organization best 
suited to guarantee participation as a pro
cess of conquest;

f) the idea of liberty, equality and community, 
which leads to the formulation of ideologies 
committed to the reduction of social and 
regional inequalities, to development, to 
enhancing the quality of life and well-being 
defined in cultural terms, to the satisfaction 
of basic needs and to the guaranteeing of 
the fundamental human rights;

g) the idea of access to information and to 
knowledge, as instruments of the growth of 
the economy and of society, as well as of 
socio-economic and political participation:

h) the idea of access to skills capable of in-

"''SeeS.B. Amimnn,Participa(üosocial, Sao Paulo, Edi
tora Cortez e Moraes, 1977; and by the same author, Ideología 
do desenvolvimento de comunidade no Brasil, Sao Paulo, Editora 
Cortez e Moraes, 1980.

“̂See P. Demo, Participafào e conquista — No(óes de 
política social participativa, Brasilia, Universidad de Brasilia/ 
INEP, miemographed text, 1982.
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creasing the creativity of work, conceived
here as a cultural component rather than as
a mere productive element.
In the light of these considerations, it seems 

possible to delineate more precisely what the lack 
of education means to an illiterate person, i.e., 
being deprived of fitness for the exercise of citi
zenship. I f  we do not understand it in either a 
mechanical or an automatic sense, the assertion 
may be made that without education a people 
cannot be emancipated. History is replete with 
examples of peoples which ‘in a very well- 
educated way’ exploit other peoples, inasmuch as 
knowledge, science and technology are used for 
projects of destruction rather than in the service 
of participation. At all events, this fact alone 
shows how necessary it is to think of education in 
the context of power and of participative 
conquest.'  ̂‘

As the daughter and often the slave of 
power, education has a natural tendency to 
reproduce social inequalities. For this very 
reason, facile proposals for education to be made 
participative by those in power may be over- 
hasty, since such a change is a realistic possi
bility only if it is understood as a conquest and 
not as a product of prevailing trends. Partici
pation must be defined precisely as its own 
conquest, since there is no such thing as given 
and definitive participation. It is native to the 
logic of power to incline towards imposition and 
accumulation of privileges. Of its natural 
tendencies, the first to appear is imposition; just 
as the market, left to its own logic, concentrates 
income. The distribution of income and power is 
a matter of participatory conquest, not the 
mechanical or automatic effect of economic 
growth.

It is essential that education be a formative 
process, not because it springs from a supposi
titious vocation for magnanimity, which would 
simply be ingenuous paternalism and welfarism, 
but because, since it tends to consecrate impo
sition, it must be transformed into a conquest of

participation. Education as culture acquires even 
more central importance, inasmuch as it implies 
transcending mere exhortatory flights and 
beginning to consolidate, through firm 
behaviour patterns and habits, the process of 
democratization.

In this connection, it may be asserted that 
an uneducated (unformed) person is more ex
posed to ‘manipulation’ by those in power, to 
adoption of imitative mass behaviour patterns, to 
ignorance of fundamental rights and duties, to 
the allurements of foreign ideologies, etc. If we 
revert to the data given at the outset of the 
present article, it will be easy to see that this 
situation is prejudicial to the formation of 
citizenship. The harm it does may take the fol
lowing forms; a) political obstructions, such as 
casuistry in party life, populism and ‘manipu
lation’ of the vote, apprehensions as 
regards popular participation, indeterminate 
trade-unionism, and little organization of civic 
society; b) socio-economic obstructions, such as a 
timid, compensatory or welfarist social policy, 
lack of resistance to abuses of economic power, 
defencelessness with regard to unemployment 
and the satisfaction of basic needs; loss of the 
character of development, a process more 
dependent upon the outside world than gener
ated from within; c) cultural obstructions: weak 
community participation, or a tendency towards 
State welfarism; imitativeness in the fields of 
science and technology; little remembrance of 
the country’s past; and only a slight sense of 
national, regional or community identity.

In the political sphere, education may serve 
—in utilitarian phrase— to reject impositions on 
the part of the dominant structure, to repress 
inordinate economic exploitation and to rectify 
intolerable social inequalities, as it gradually 
forms citizens capable of self-defence and of col
laboration. Education can establish the right 
conditions for a more acceptable society: it is not 
a sufficient but a necessary requisite for devel
opment.

^*See M. Gadotd, Ediigào e poder—Introduíáo á pedago
gia do confuto, Sao Paulo, Editora Cortez e Moraes, 1980; V. 
Paiva, Paulo Freire e o nacionalismo desenvolvimentista. Rio de 
Janeiro, Editora Civiliza^íáo Brasüeira, 1980; M. Carnoy, La

educación como imperialismo cultural, Mexico City, Editorial Si
glo X X I, 1978; M. Berger, Educagáo e dependencia, Sao Paulo, 
Editora Difusáo Editorial, 1980.
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Conclusión
In conclusion, it appears important to stress that 
the linkage between education and participation 
cannot be reduced to the specific dimensions of 
the systems in force, whether capitalist, socialist 
or of any other sort. The very notion of culture 
suggests the necessary diversity of models and, at 
bottom, the limitless character of our formative 
potentialities. Participation is an authentic 
utopia; it is not fully realized, but it is an inde
structible and permanent constituent of a social 
process which is a constant evolution. All the 
participation that can be achieved is little in com
parison with the infinite extent of our formative 
expectations. And like knowledge, participation 
knows no bounds, although it cannot be set up as 
an autonomous or exclusive variable, since if

there were no material production there would 
be nothing to distribute either. But political 
poverty may be no less than poverty of the 
socio-economic kind; or, in other words, the 
need for political participation is as infrastruc
tural as the need for material participation.^^ 

Perhaps we might put forward the hy
pothesis that the economy, in general, grows ir
respective of human resources, but society does 
not develop without education.

^^See P. Demo, Pobreza sòcio-econòmica e política, op. cit. ; 
and by the same author. Pesquisa participante —  mito e realidade, 
University o f Brasilia/INEP, Brasilia, mimeographed text, 
1982.
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Styles of 
development 
and education
A stocktaking of myths, 
prescriptions and potentialities

Marshall Wolfe*

In a number o f articles, some of them published in 
CEPAL Review, the author has made a critical analysis 
o f the development models which prevailed in Latin 
America during the 1950s and 1960s, their limitations 
—both as regards their results and as regards the 
assumptions on which they were based— and the new 
models proposed, especially during the last decade, 
The first chapter o f this article is a brief summary of 
these ideas, necessary in order to tackle the main 
concern o f the article, namely, the current problems of 
education, its trends, and the possibility and feasibility 
o f its reorientation.

T he article then goes on to deal with some 
specific topics connected with its central concern. On 
the one hand, it sets forth the principles on which the 
transformation o f the educational models and 
conditions should be based, such as intellectual 
preparation for an uncertain future, the formulation 
o f national projects and the identification o f the social 
forces which could support them, the understanding 
o f educational institutions and their clienteles, and the 
capacity to get away from preconceived action 
formulas. On the other hand, it appraises some recent 
experiences in educational reform and considers the 
significance o f non-formal education. Finally, it 
examines the role that could be played by three 
important ‘clienteles’ o f the educational system in the 
event o f its reform; young university-educated 
persons, teachers, and the poor or excluded.

As regards future trends, the author takes the 
view that, generally speaking, neither a situation of 
stable continuism nor one o f thorough-going change 
will prevail, but rather policies o f ‘crisis management’ 
whose consequences are very difficult to anticipate.

^Former Director o f the ECLA Social Develop
ment División.

I
New myths for old?

During the 1950s and early 1960s, ‘development' 
and ‘education’ took shape in Latin America as 
ideological constructions, models or myths 
purporting to explain real processes of societal 
reproduction, growth and structural change and 
to show how to accelerate or manipulate these 
processes. The same constructions can be label
led ‘models’ for their use by planners to order 
their prescriptions and ‘myths’ for their wider 
dissemination so as to mobilize consensus behind 
certain directions of change and certain 
sacrificies.* The models or myths of economic 
development, social development and education 
followed parallel courses, the latter two 
sometimes competing with but more often 
dominated by the former.^ Regional and global 
organizations, in particular F.CLA, UNESCO 
and the OAS, promoted their standardization 
through innumerable meetings, reports and 
advisory services. The Project on Development 
and Education in Latin America and the Carib
bean constitutes, among other things, a stocktak
ing at the end of the 1970s of their heuristic and 
operational power as models and their 
inspirational and mobilizing power as myths.

The model or myth of economic 
development envisaged a speeding up of capital 
accumulation, supplemented by financial flows 
and technological innovations from abroad, 
supporting a transition from predominantly 
agrarian export-oriented economies to 
predominantly urban-industrial economies

'Celso Furtado, El desarrollo económico: un mito, Mexico 
City, Siglo Veintiuno Editores, 1975.

^Dr. Raúl Prebisch speaks of “...an attitude which is far 
from having disappeared, and which consists in selecting 
some partial and fragmentary aspects o f development on 
which to preach ‘sound-doctrine*, sometimes, often in fact, in 
admonitory accents. The solution o f the development 
problem, we were told over and over again, is a question of 
population." ...“Next it was the turn o f education. Who can 
deny its significance, not only economic but also cultural? But 
in this fragmentary view o f a global phenomenon it was often 
forgotten that the education problem could not be dealt with 
or resolved outside the context o f development and’of the 
inescapable need to speed up accumulation and alter the 
composition of capital,” “Socio-economic structure and crisis 
o f peripheral capitalism”, CEPAL Review, No. 6, second half 
of 1978, p. 168.
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oriented toward the domestic market, with 
continual enhancement of productive capacity 
and national economic autonomy leading to 
eventual ability to provide employment, incomes 
supporting adequate levels of consumption, and 
modern social services to the whole population. 
These advances would take place within basically 
capitalist systems controlling the means of 
production and sources of accumulation, but 
would require vigorous support and guidance by 
the State, making use of newly available and 
readily transferable techniques of planning.

The model or myth of education evisaged 
continually increasing enrolments in the formal 
educational system and continually increasing 
allocations of public funds to it, accompanied by 
reforms in educational content and distribution, 
leading to universalization of the basic ‘tool skills’ 
and to output of the ‘human resources’ needed 
for development, in correct quantities and 
qualities, according to the narrower economicist 
versions, or leading to this objective plus 
equalization of opportunities and enhancement 
of capacity to function as citizens and consumers 
in societies oriented by democratic political 
institutions, according to broader versions.  ̂
Educational planning linked with overall 
development planning would enable the State to 
intervene intelligently and harmonize 
educational output with the stage of develop
ment and with other priority demands on public 
resources.

At the end of the 1970s, a confrontation of 
the realities of ‘development’ and ‘education’ 
with these rationalistic and optimistic 
perspectives reminds one of folk tales in which a 
malevolent spirit grants wishes. The productive 
capacity of the national economies has grown 
enormously and the structures of production, 
distribution and consumption have been 
transformed and ‘modernized’, in the larger 
countries at least. The capacity of the State to 
implement as well as formulate development 
strategies has increased markedly —although 
this really means capacity to impose some

strategies consonant with the international and 
national distribution of power, and not others.

Allocations to formal education and the 
quantitative growth of the educational systems 
have, in many cases, exceeded the expectations 
of human-resource-oriented planners at the 
beginning of the period. Education has, on the 
whole, met whatever demands have been made 
on it for ‘human resources’, although several 
studies in the Project demonstrate that these 
demands have had little to do with the vision of 
the schools turning out packages of skills to fill 
predictable niches in the economic system.’* Edu
cation has contributed very significantly to the 
kinds of societal modernization and social 
mobility that have taken place.

The parts of the national populations able 
to make themselves heard have identified 
themselves, on the whole, with what has hap
pened in the name of development, 
modernization and education, and are hostile to 
any threats to their expectations to obtain more 
in the way of consumption and upward social 
mobility from the same processes.

Yet it is too evident to require elaboration 
that the national societies that have emerged 
from the real processes of growth and change are 
no more equitable, nor more stable, nor more 
autonomous, nor more capable of democratic 
consensus on national goals than before. 
Depending on the indicators used, one can reach 
different conclusions as to whether the masses of 
the population are any better off materially than 
before, but there can be no doubt that their 
relative deprivation, the visibility of this 
deprivation xjis-d-vis the excesses of the consumer 
society, and their inconformity with deprivation 
have increased.

A sense of lost opportunities, of growth 
processes turning malignant, of squandering of 
irreplaceable natural as well as human resources, 
of contradictions forced underground, of urgent 
needs for new conceptions and strategies is 
pervasive, not only among the anti-capitalist 
sectors of opinion that never accepted the earlier

*The ECLA publication, Education, human resources and 
development in Latin America, United Nations, New York, 1968, 
sets forth, in different chapters, the narrower version, a 
broader version, and early doubts concerning both o f them.

‘‘See, in particular, Juan Carlos Tedesco, Educación e 
industrialización en la Argentina, UNESCO/ECLA/UNDP 
Project on Development and Education in Latin America and 
the Caribbean, DEALC/9.
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models or myths, but also among the intellectual 
fathers of these models or myths, who now view 
the divergences between expectations and 
realities not as inefficiencies and lags to be 
expected in any period of transition and remedi
able by further growth, but as inherent 
characteristics or sources of dynamism of an imi
tative ‘peripheral capitalism’̂  or ‘transnational’ 
style of development.® The gearing of the 
structures of political power, production and 
consumption to this style of development has 
narrowed the options that formerly seemed to be 
accessible to governments in Latin America, or 
left them with no visible alternative to serving, 
with varying degrees of resort to armed force 
and to social palliatives, the requirements of the 
style, at a time when the style itself, and the 
consumer society it has generated, are losing 
dynamism and confidence in their centres of 
diffusion.^

®See, in particular, Raúl Prebisch, “A critique of 
peripheral capitalism”, CEP At, Review, No, 1, first hal of 
1976, pp. 9-76, and “Socio-economic structure and crisis of 
peripheral capitalism”, CEPAL Review, No. 6, second hal of 
1978, pp. 159-252,

‘’For present purposes, the most satisfactory 
definitions o f ‘style o f development' are following; “the 
way in which human and material resources are organized 
and assigned within a particular system (capitalist or socialist) 
with the object o f solving such questions as what goods and 
services to produce, how, and for whom" and “the specific 
and dynamic modality adopted by a social system within a 
particular context and at a particular moment in history". 
Aníbal Pinto, “Styles of development in Latin America”. 
CEPAL Review, No. 1, first hal of 1976, p. 105, and Jorge 
Graciarena, “Power and development styles", ibid., p. 186. 
The term became current in Latin America at the beginning 
o f the 1970s, largely to explain and justify various national 
initiatives aspiring to overcome the ‘excluding and 
concentrating’ traits of the real processes of growth and 
modernization, without altogether abandoning the original 
models or myths of capitalist development guided and 
humanized by the State. More recent formulations have used 
the term somewhat differently, arguing that the ascendancy 
o f a homogenizing ‘transnational style’ has made such options 
illusory and the differences between national styles mainly 
expressions of different capacities for successful adaptation 
to the ascending and penetrating transnational style. See 
Osvaldo Sunkel, “T he interaction between styles of 
development and the environment in Latin America”, 
CEPAL Review, No. 12, December 1980, pp. 15-50.

^See Marshall Wolfe, “Reinventing development: 
utopias devised by committees and seeds of change in the real 
world", CEPAL Review, No. 7, April 1979, pp. 7-40.

The larger countries of Latin America, 
comprising most of the regional population, by 
conventional yardsticks are now 
‘semi-developed’, entitled to the label of ‘middle 
class’ among nations, and spokesmen for the 
original myth of development have repeatedly 
urged their governments to recognize that their 
levels of income and productivity give them 
already the material capacity to eliminate critical 
poverty and distribute the fruits of development 
with a reasonable degree of equity. However, this 
‘semi-development’ seems to be a trap, in which 
the appetites of the groups holding a share of 
power, manipulated by the promotional and 
marketing features of the transnational style, 
block any significant redistribution as well as 
adequate domestic accumulation of capital for 
further growth. Short-term borrowing from 
commercial banks in the central countries, 
facilitated by an international conjuncture 
unlikely to persist indefinitely, is a precarious 
substitute for such accumulation.

Unrealized reformist and revolutionary 
warnings of imminent catastrophe for the 
prevailing style of development have a long 
enough history to warn one against 
underestimating its potential for adaptation and 
survival. Even if the dominant forces in the 
national societies remain willing and able to 
impose the price to be paid by the weaker sectors, 
however, the increasingly disruptive mutations 
in the world centres make the future meeting of 
the style’s external requirements —financing, 
energy supplies, political guarantees, ideological 
models— problematic.

The contradictory impression of major 
quantitative achievements gone wrong and 
heading toward impasses applies as much to the 
educational as to the economic aspects of the 
sytle of development. At one extreme, the 
hypertrophy of higher education, deriving from 
factors diagnosed in some of the Project’s 
studies, has gone far beyond an inequitable and 
self-perpetuating distribution of opportunities 
to acquire the qualifications needed and 
rewarded by the style of development, and it now 
amounts to an entrenchment of spurious 
education leading to spurious absorption into 
employment. At the other extreme, primary 
education of such poor quality as to be equally 
spurious confirms the marginalization of much
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of the population from a style of development 
that, in any case, has little need for them. The 
educational systems have done something 
—probably much less than the mass
communication media— to diffuse ‘modern’ 
consumerist values throughout the population, 
and to inculcate respect for certain symbols of 
nationality, but otherwise they have done little to 
support a common cultural frame of reference. 
As in the case of the economic systems, the 
momentum of growth of the educational 
systems, the resources invested, and the 
entrenchment of clienteles with fixed 
expectations seems to rule out the adoption of 
coherent alternatives, or major redistributions of 
educational resources, except at very heavy 
political and other costs.

It would be ingenuous to attribute the 
inequities, inefficiencies, contradictions and 
signs of probable future non-viability in the 
organization of production, distribution, 
consumption and education in Latin America 
today to misleading models or myths and 
misconceived strategies. The political and 
technobureaucratic actors have generally 
exaggerated their ability to understand and 
control the course of events. In the case of 
education, reformer-planners having the ear of 
power have recurrently fostered visions of 
bringing about major social changes through 
education in a hostile or uncomprehending 
environment and through instruments (teachers 
and bureaucrats) with purposes of their own. 
When real trends have continued to diverge 
widely from their calculations and to cast doubt 
on the relevance of their roles within the State, 
they have fallen back on rituals substituting for 
control, with declining faith in their efficacy, 
most notably in the elaboration and publication 
of fixed-term plans.

The models, myths, plans and strategies 
have had consequences, for better or worse, but 
it would probably be impossible to assess the 
extent to which present patterns would have 
been different in their absence. The remarkable 
increases in allocations to education since the 
1950s, for example, would probably have taken 
place through social pressures and political 
calculations, even if the ‘human resource’ and 
related arguments had never been formulated,

and these arguments had little to do with the 
lines taken by educational expansion.

The unexpected and unwanted 
consequences of the dependence of educational 
expansion on the distribution of power in the 
society and the striving to confirm, or obtain 
differential social and occupational advantages 
have not discouraged convictions among 
reformer-planners, as well as sectors of the wider 
public, that education can be used to change 
society in a desired direction. Presumably the 
Project on Development and Education in Latin 
America and the Caribbean is committed to this 
viewpoint. Its studies confronting 
educational-developmental objectives with real 
trends in the uses different clienteles have tried 
to make of education should, in principle, point 
the way to more sophisticated and effective 
tactics for would-be agents of social change 
through education.

When one tries to formulate the lessons, 
however, one is tempted to hedge them with so 
many quelifications that their purport for policy 
is as obscure as the future itself. Albert 
Hirschman’s image of the ‘hiding hand’ comes to 
mind. Major innovative policies are more likely 
to be pursued vigorously if their originators are 
convinced that the way ahead is 
straight-forward; the results may be beneficial 
on balance even if not what they hoped for. If, in 
the language of international advice, which shies 
away from over-concreteness, they had tried to 
‘take into account’ all the perplexities that lie 
ahead, they might never have got started.

The model or myths of the 1950s relied on 
a number of suppositions that can now only be 
admitted, at best, with modifications so extensive 
as to change their nature, but when these are 
listed it is evident that if reformer-planners 
threw them overboard altogether, they would 
leave themselves without compass or rudder, 
uncertain of their own roles and without clear 
interlocutors in the society. The suppositions 
include;

1) That the national State is capable of 
applying coherent strategies representing some 
conception of the general interests of the society, 
with some degree of autonomy vis-à-vis the 
balance of forces in the society.

2) That ‘planning’ can help the State do this 
through application of an identifiable.
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transferable, politically neutral body of 
techniques.

3) That the different classes and organized 
interest-groups in the society are accessible to 
rational demonstrations of what needs to be 
done, in the light of common values of national 
solidarity, equity and efficiency; and that the 
demonstrations themselves can be more than 
rationalizations of the interests of the dominant 
forces.

4) That quantitative indicators and targets 
can reflect real levels, trends and outputs 
sufficiently to serve as a basic framework for 
policy and planning, and that a reasonable 
degree of correspondence between quantitative 
and qualitative changes and outputs can be 
expected.

5) T h a t ca p ita l accu m u lation  and 
quantitative growth in production, incomes, 
formal education, public allocations to social 
services, etc,, will eventually either lead 
semi-automatically to reasonably equitable 
distribution, democratization, social stability and 
national autonomy, or make such achivements 
possible through reforms planned and 
administered by the State.

6) That quantitative growth will eventually 
solve or facilitate solutions for unwanted 
by-products or distortions of the development 
process, such as widening gaps in consumption 
levels and life styles, or degradation of the 
environment and the quality of life, and that 
these phenomena can thus be ignored or given a 
low priority in policy and planning for the 
medium term.

7) That the ‘developed’ or ‘industrialized’ 
countries (capitalist or socialist) have achieved 
indefinitely sustainable processes of growth in 
production, education and general welfare and 
that the rest of the world can achieve similar 
results by adoption and creative adaptation of 
one of these models or parts of both.

At this point, one must turn to the new 
models or myths that are emerging from the 
parallel criticism and demystifications of 
‘development’ and ‘education’ during the later 
1960s and the 1970s and ask whether, or under 
what conditions, they will be able to influence the 
future directions of growth and change in Latin 
America, under the specific conditions 
summarized above, at a time when several

national initiatives to achieve radically different 
styles through combinations of State action with 
manipulated popular mobilization have failed 
and when receptivity to proposals for planned 
transformation is low.

This is not the place for a detailed 
discussion of these new models or myths, whose 
production, discussion and dissemination have 
practically become an institutionalized way of 
life. They range from the participatory and 
egalitarian socialist styles of development urged 
by the Dag Hammarskjöld Foundation, the 
International Foundation for Development 
Alternatives, the Fundación Bariloche, and 
other institutions, through the Prebisch 
proposals for transformation through 
State-guided social use of the surplus*  ̂ and the 
ILO schemes for development centred on the 
meeting of basic needs, to the pragmatically 
reformist World Bank-associated proposals for 
eliminating critical poverty. The different 
schemes for reshaping development itself 
generally include or imply different strategies 
for the transformation of education; 
‘conscientization’, ‘de-schooling’, ‘permanent 
education’, ‘non-formal education’, etc.

From the standpoint of the potential 
influence of these schemes, whether as direct 
guidelines for policy or as mobilizing and 
inspirational myths, the following observations 
seem justified:

1) In their more widely disseminated 
versions they constitute ‘committee utopias’, 
emanating from international organizations or 
meetings of ‘experts’ that are inherently unable 
to agree on basic theories of social change and 
that are prone to mix terminological innovations 
resuscitating prescriptions previously current, 
practical reforms, and radical challenges to 
transformation of social structures, power 
relationships and values. Inter-governmental 
bodies have found it easy to endorse such 
compromise formulas without committing their 
members to anything specific.

2) They are unable to identify convincingly 
societal agents potentially able and willing to

**Raúl Prebisch, “Towards a theory o f change”, CEPAL 
Review, No. 10, April 1980, pp. 15.5-208.
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carry out the transformations or reforms called 
for, often falling back on warnings of 
catastrophe if the prescriptions are not followed, 
or hopes that crises will enlighten the holders of 
power. The earlier models or myths of 
development called on governments, as the key 
agents, to do with greater vigour and coherence 
things not very different from what they were 
already doing. The new versions heap heavy 
responsibilities on agents vaguely identified or 
left implicit (the State, the planners, 
techno-bureaucrats, ‘enlightened’ public 
opinion, political movements, interest-group 
organizations) for seeking and doing quite 
different things, traumatically contrary to their 
previous practice.

3) The proposals commonly disregard the 
overloading of the State’s present capacity to 
inform itself and act coherently in pursuit of 
relatively modest objectives, and also the present 
tension between continually rising demands on 
the State that it ‘solve problems’ and rising 
scepticism or rejection of the State as 
problem-solver or arbiter.

4) In spite of the concoction of ‘committee 
utopias’ and the exhortations to ‘unified 
approaches’ to development, a good many of the 
new schemes present as central focuses for policy 
specific ‘major problems’. Each major problem 
tends to become inflated in the course of 
international discussions until its solution 
becomes synonymous with development. The 
competition for attention between the 
spokesmen for specific problems and solutions 
further overloads the State’s capacity to 
synthesize or fix priorités, and encourages the 
substitution of ritualized recognition of the 
importance of the problems for action 
(education was, in fact, one of the first major 
problems to receive this kind of attention, but it 
was relatively easy to make the proposed 
solutions compatible with the models or myths of 
development then current).

5) The new models or myths combine 
incompatible technocratic and participationist 
conceptions of policy-making. The former leads 
to exaggeration of the potential planning has for 
controlling the future; the latter to exaggeration 
of the potential of ‘conscientization’ and popular 
creativity; both evade the realities of power and 
the limits of goal-oriented rationality.

The conceptions of the role of education in 
development associated with models or myths 
of the 1950s and 1960s generally envisaged, at 
least implicitly, a major contribution to the 
‘modernization’ of values, motivations and 
life styles in the service of continually rising and 
diversifyng production and consumption. Some, 
as in the versions of Everett Hagen and David 
McClelland, made these contributions more 
central than the direct training of human 
resources for the labour market.

The more radical among the newer 
schemes, with varying degrees of consistency, 
propose an educational contribution to an 
entirely different life-style: egalitarian,
participatory, frugal, respectful of limits 
imposed by ecosystems, more concerned with 
cultural satisfactions and creativity than with 
consumption of non-essential goods, replacing 
boundless confidence concerning the fruits of 
technological and managerial innovation by 
caution and determination to subordinate such 
innovation to higher priorities and values. The 
Prebisch proposals for transformation, while 
retaining the previous emphasis on accelerated 
capital accumulation, technological innovation, 
and continually rising production, call for a 
frontal attack on the ‘privileged consumer 
society’ and its manipulation by the forces in 
power and their mass communication media.

According to the earlier conceptions, 
education would be helping societies to 
modernize along lines already tested and found 
good by the experience of the ‘developed’ 
countries —lines self-evidently harmonious with 
human nature once freed from the trammels of 
traditionalism. The newer conceptions are 
obviously far from looking on the ‘developed’ 
countries as models to be imitated. In fact, they 
originate partly in protests from within these 
countries against the disbenefits and dangers of 
their prevailing style of development to 
themselves as well as the rest of the world. The 
newer conceptions share some degree of belief in 
a Rousseauian ‘natural man’, open to 
transformation once freed of societal blinkers,'in 
the rehabilitation of peasant cultures, and in the 
success of socialist systems such as the Chinese in 
changing human nature, but basically they are 
calling for an educational contribution to the 
transformation of life-styles against the
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mainstream, in the direction of social orders that 
have no convincing precedents.

They may well be right, and the alternative 
may well be societies even more unjust, 
repressive, wasteful and irrational than the 
present patterns. The contributions such 
conceptions demand from education are 
obviously central to their long-term 
approximation to reality. Such contributions are 
not too hard to define in ideal terms, as Paulo 
Freire, Ivan Illich and others have done. They 
are even beginning to enter into official policy 
formulations in incongruous combinations with 
the longer-standing educational objectives.^ It is 
much harder, however, to envisage them as 
possible outcomes of the reform of existing 
educational systems than were the contributions 
to human resource development and 
modernization previously envisaged.

Somehow the expectations, social 
interactions and interventions in the 
environment of whole societies must change. 
The material and cultural aspects of new 
life styles will call for new kinds of creativity and 
adaptability, including the invention and

diffusion of what Illich has called ‘tools for 
conviviality’. Even if one expects the major 
changes to be as conflictive and contradictory as 
in the past, forced on the national societies by 
painful demonstrations that continuism is 
impossible, the ideal role of education would be 
to help the social groups experiencing the 
changes to cope with them. When one tries to 
envisage possible paths to such an ideal role, 
however, one has to fall back on the conclusion 
that the role of education will continue to be 
ambivalent, highly dependent on changes in 
other areas and contributing as much to the 
persistence of outworn attitudes as to their 
transformation. A belief in the capacity of 
education to lead the way to new styles of 
development might be a useful myth, generating 
energies for a larger contribution than would 
otherwise be forthcoming, but it is a myth that 
today it would be hard to advance convincingly. 
The difficulty of educating for a style of 
development that may never become a reality 
exceeds that of educating for specific human 
resource demands that cannot be forecast with 
any confidence.

I I
Some principles for the future

The next stages in thinking about development 
and education, with a view to possibilities for 
transformation not only of the models or myths 
but also of the realities, will need to recognize 
and incorporate an unavoidable tension 
between several principles. These can be 
summarized as follows, at the risk of seeming to 
exhort would-be reformer-planners to ‘take into 
account’ a paralysingly indigestible combination 
of desiderata:

1) Intellectual preparedness for an 
indeterminate future that cannot be projected

® See R o d r ig o  V e r a  G o d o y , “D isy u n tiv a s  d e  la  

E d u c a c ió n  M e d ia  e n  A m é r ic a  L a t in a ”, 
U N E S C O / E C L A y U N D P  P r o je c t  o n  D e v e lo p m e n t  a n d  

E d u c a t io n  in  L a t in  A m e r ic a  a n d  t h e  C a r ib b e a n , D E A L C / 1 9 .

with any confidence from trends up to the 
present. This future can be expected to confront 
crises of many kinds and of external as well as 
internal origin, calling for flexible and 
imaginative responses and a continuing 
readiness to set aside preconceptions that 
conflict with emerging realities. As was 
suggested above, an ascending ‘transnational’ 
style of growth and modernization, quite 
different from the images of development 
formulated a quarter-century ago, is 
encountering contradictions that may prove 
insuperable, practically simultaneously with its 
achievement of a position of dominance in Latin 
America and its defeat of several national 
attempts —all of them weakened by 
contradictions of their own— to achieve radically
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different styles. For the present, educational as 
well as other policies cannot avoid subordination 
to the expressions of this style in the objectives of 
the groups holding power and the expectations 
of the clienteles of the policies. These constraints 
are bound to change, probably repeatedly, 
through the reactions of power-holders and 
clienteles to the crisis, but the directions of 
change cannot be foreseen any more clearly now 
than the present conjuncture could have been 
foreseen two decades ago.

In a more restricted sense, education fitting 
the coming generation to cope with change 
—including the inculcation of basic scientific 
knowledge— will be more relevant for the 
dynamism and adaptability of the ‘transnational’ 
style than education imparting the skills now in 
demand.

2) The quest for national projects, myths, 
or images of the future capable of inspiring a 
major developmental and educational effort, 
and for social forces capable of identifying 
themselves with such projects and imposing 
them on reality. (For present purposes, a 
‘national project’ can be defined as a combination 
of objectives and strategies, deriving from the 
generalized models or myths of development, 
but adapted to national characteristics and 
incorporating an image of the national future 
conceived as possible, desirable, and capable of 
mobilizing wide support.) This has been one of 
the leitmotif of the Project’s research; the 
evolution of education in Latin America up to 
the present has been stimulated and influenced, 
if not guided, by a series of such national 
projects.'® Without national projects pointing to 
possible and desirable futures, the steering of 
any course through the real indeterminate and 
conflictive future becomes out of the question, 
even if history affords no reason to expect that 
the future will correspond closely to any 
blueprint. Education, in particular, would be 
condemned either to a continuation of 
inorganic growth —increasingly ritualistic and 
void of content, determined by the occupational

interests of educational bureaucrats and teachers 
and the credentialist interests of clienteles— or to 
drastic curtailment determined by financing 
difficulties, political suspicions, and the 
impossibility of keeping up the ‘spurious 
absorption’ of its products.

Yet the second part of this desideratum 
—the identification of social forces willing and 
able to identify themselves with the Project— is 
just as important as, and harder to meet than, the 
formulation of plausible and attractive national 
projects. At present, the latter effort is falling 
into discredit through proliferation and inflation 
of declarations of objectives, tied weakly or not at 
all to strategies and ritualistically endorsed by 
governments. The ‘national projects’ remain 
those of ideologists or technobureaucrats, 
receiving a precarious hearing from political 
leaders themselves precariously in power, and 
practically ignored by the major social forces 
struggling to adapt to and extract advantages 
from the prevailing style of ‘development’.

3). The effort to understand objectively 
and draw operative conclusions from the 
historical evolution of institutions and clienteles, 
their present structures, the interests and tactics 
of the actors in them, and the constraints and 
opportunities all of these present for policy and 
planning. In most countries, the educational 
institutions and clienteles are quite different 
from those of the 1950s, have much greater 
weight in the societies, and present more acute 
contradictions. The forces controlling the State, 
educational bureaucracies, teachers, students 
and their families are probably all more sensitive 
than before to the impact of educational policies 
on their own interests, expectations for the 
future, and images of the Good Society, if they 
have any. In many cases, a series of disruptive but 
ineffectual reforms has left them wary or hostile 
toward innovation. This applies not only to the 
much-criticized upper and middle strata but also 
to the marginalized groups, repeatedly called on 
to ‘participate’ in initiatives that shortly are 
abandoned by their promotors or suppressed by 
the State."

’ “S e e ,  in  p a r t ic u la r ,  G r e g o r io  W e in b e r g , M odelos 
educativos en el desarrollo histórico de América Latino, 
U N E S C O / E C L A / U N D P  P r o je c t  o n  D e v e lo p m e n t  a n d  

E d u c a tio n  in  L a t in  A m e r ic a  a n d  th e  C a r ib b e a n , D E A L C / 6 .

‘ 'S e e  J o s é  R iv e r o  H e r r e r a ,  L a educación no-formal en la 
reforma peruana, U N E iS C O / E C L A / U N D P  P r o je c t  o n  
D e v e lo p m e n t  a n d  E d u c a t io n  in  L a t in  A m e r ic a  a n d  th e  

C a r ib b e a n , D E A L C / 1 7 , e s p e c ia lly  p . 4 1 .
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Education has acquired, for different 
sectors, a wide range of functions for personal 
livelihood, social mobility, guaranteed entry into 
preferred areas of employment, etc., that 
beneficiaries will not readily abandon, whatever 
their incongruities with the ideal functions of 
education. Mass pressures for certain uses of the 
educational systems will continue long after the 
impracticability of such uses for the greater part 
of the amplified clientele has become obvious, as 
in the case of the devalued and segmented 
higher education of today. The administrative, 
planning and teaching personnel have acquired 
credentials in certain ways of doing things that 
ensure that they and not others will do what is to 
be done and receive the rewards; they cannot 
take lightly any devaluation of these credentials.

Educational diagnoses, like development 
diagnoses, may well lead to the conclusion that 
present structures should be scrapped and 
replaced, but they should incorporate a realistic 
appraisal of feasibility and cost, and of the 
possibilities for using or neutralizing ongoing 
institutions and interests. If  one proceeds from 
the expectation that mutations in the prevailing 
style of development will intensify frustration 
and insecurity in most of the population, it may 
be an asset to preserve a measure of stability and 
capacity to change without leading to 
unrecognizable results in those familiar 
landmarks, the schools.

4) The effort to conceive alternatives, for 
very specific educational problems as well as for 
the system as a whole, with a maximum of 
freedom from preconceptions, stereotypes, and 
‘packaged’ prescriptions, especially those
deriving from international organization and
advicers. The limited contribution of
educational planning bodies up to the present to 
this kind of thinking, in spite of their generally 
reforming orientation and their relative 
marginalization from political and adminis
trative responsabilities, deserves note.'“̂ One 
reason, presumably, has been that the 
innovations they have envisaged have

*^N. F e r n á n d e z  L a m a r r a  a n d  1. A g u e r r o n d o , La 
planificación edttcativa en América Latina, 
U N E S C O / E C L A / U N D P  P r o je c t  o n  D e v e lo p m e n t  a n d  

E d u c a t io n  in  L a t in  A m e r ic a  a n d  th e  C a r ib b e a n , F ich a s/ L

constituted ‘packages’ associated with their own 
credentials as planners, achieved through 
regional courses and meetings.

A recent thesis on technological 
development is relevant at this point; When an 
innovation is “offered in the international 
market major interest groups study the manner 
to influence the definition of a technological 
package based on this item”. The recipient 
society or organization, it is assumed, must adapt 
to the ‘package’ and can legitimately be evaluated 
for its capacity to innovate and adapt successfully 
within the requirements of the ‘package’. “The 
feedback is technique-oriented, not oriented to 
cultural or organizational purposes or 
opportunities.” “The data and evaluation 
components of technological packages are 
perhaps one of the most subtle and effective 
instruments of dependence.”*̂

In the case of education, the role of 
technological innovations has been minor, both 
in the sense of technologies of teaching and in 
the sense of teaching of technologies, in spite of a 
broad consensus on their importance. The 
conceptions of ‘human resource development’ 
and ‘modernization’, however, were transmitted 
as packages, and the newer conceptions, 
associated with very different images of 
development and the role of education within it, 
are being transmitted in the same way. Naturally, 
whatever the yardstick used, the educational 
systems have received low marks for their 
contribution to development, and the societies 
have received low marks for their ability to adapt 
to the ‘package’.'^

'■^W arren O o w t h e r .  I'ecimological development, dei’dop- 
ment styles and environmental problem, E / C .E P A L / P R O Y . 2/ 

R , 3 5 ,  O c to b e r  1 9 7 9 . C r o w th e r  a lso  s ta te s : " . . .  e d u c a t itm a l 
a n d  in fo r m a t io n  te c h n o lo g ie s  a r e . . .  th e  m o s t  o b v io u s  v e h ic le s  
o f  a lie n  v a lu e s  w h ich  c o n tr a d ic t  re a l  d e v e lo p m e n t , a n d  it is 
im p e r a tiv e  th a t  n a t io n a l  p r o je c ts  a n d  p o lic ie s  a r e  m o st 

e x p lic i t  a n d  r e a lis t ic  a b o u t  th e  p o lit ic a l p o w e r  a n d  idet>logy 

w h ich  s u ch  v e h ic le s  r e p r e s e n t” .

*^ F o r e x a m p le ,  e d u c a t io n a l  sy ste m s a n d  e v e n  

e d u c a t io n a l r e fo r m e r s  in  L a t in  A m e r ic a  h a v e  h a rd ly  ta k e n  
in to  a c c o u n t  th e  fu ll  im p lic a t io n s  o f  a d o p tio n  th r o u g h o u t  th e  
s o c ie tie s  o f  te c h n o lo g ic a l  in n o v a tio n s  th a t  d o  n o t  r e q u ir e  

l ite ra cy  f o r  th e  r e c e p t io n  o f  in fo r m a t io n , e n te r ta in m e n t  a n d  
c u ltu r a l  s t im u li. T h e  tr a n s is to r  ra d io  a n d  te le v is io n  

p re s u m a b ly  m a k e  lite ra c y  less  e s s e n t ia l  fo r  p a r t ic ip a t io n  in  

p o lit ica l l i fe  a n d  e v e n  f o r  th e  a c q u is t io n  o f  te c h n ic a l
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This last principle of innovativeness taking 
nothing for granted and refusing to be overrated 
by conventional wisdom is particularly hard to 
apply in a judicious way, and would be 
meaningless without reference back to the other 
three principles. Its spurious counterpart is the 
‘Adamism’ identified by José Medina Echavarria 
as a constant propensity of Latin American 
discourse on development: the quest for 
originality, terminological if not substantive, and 
the neglect of lessons from previous reforms, 
aborted or domesticated.

For actors within the machinery of the 
State, innovativeness concerning general 
objectives may be acceptable and even conducive 
to personal advancement, and so may 
identification with packaged reforms backed by 
international blessings and funds. Detailed 
questioning of the way things are done, whether

certain things are worth doing at all, and whether 
different things, making present credentials 
occupationally irrelevant, should not be done 
instead, are more dangerous to the questioner, 
and if carried too far might make a public 
administration, dependent on routinized and 
standardized solutions, unable to function at all.

Standardized and bureaucratized ways of 
doing things may be unavoidable without being 
tolerable, and one of the most fruitful tactics for 
would-be reformer-planners should be to seek 
means of reducing the scope of these ways at the 
base, by freeing teachers and communities to 
experiment, to take what they find relevant from 
the prescriptions now current, without 
committing the whole system to transform itself, 
in full awareness that many teachers and 
communities would make erratic use of their new 
freedom, or no use at all.

I l l
Some lessons from the studies

The studies carried out within the Project have 
had more to do with the third principle than with 
the second, and have treated the first and fourth 
only incidentally. That is, they have concentrated 
on the ways in which national school systems 
have actually evolved up to the present and the 
role of social and economic demands in this 
evolution. One cannot conduct research into 
what does not yet exist, and the outstanding 
common characteristic of the systems studied has 
been the primacy of demands from the forces 
able to make themselves heard in the societies, 
combined with the bureaucratic momentum of 
educational growth once under way, over 
national educational projects, reforms and 
innovations, packaged or otherwise.

Peru is an extremely interesting exception 
among the countries studied in its creative but

apparently short-lived outburst of educational 
reforms conceived within a national project 
relatively coherent in its objectives if not in its 
execution, juxtaposed to or competing for 
attention with other radical reforms in systems of 
agricultural and industrial production and in 
popular participation guided from above. The 
two studies carried out for the Project'® 
emphasize the contradictoriness of the process, 
com bining tech n obu reau cratic  au th o ri
tarianism and denial of the legitimacy of class or 
interest-group struggles with stimulation of the 
entry of wider population strata into struggles to 
control their own livelihood. The main lesson 
seems to be one previously taught by Mexico’s 
socialist education of the 1930s: the extreme 
vulnerability of educational innovations to shifts

information; at the same time they may provide stimuli for 
the acquisition or preservation of literacy without the 
intervention of the schools.

' ° J o s é  M a to s  M a r , Educación, lengua y marginalidad 
rural en el Perú, U N E S C O / E C L A / U N D P  P r o je c t  o n  
D e v e lo p m e n t  a n d  E d u c a t io n  in  L a t in  A m e r ic a  a n d  th e  

C a r ib b e a n , D E A L C / 1 0 ; a n d  J o s é  R iv e r o  H e r r e r a ,  op. cit., La 
educación no form al en la reforma peruana.
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in the outlook of the power-holders, the force 
and complexity of societal resistances to such 
innovations, and the incapacity of such 
innovations to bring about self-sustaining 
changes in the society.

However, the experience of the Peruvian 
reform is very suggestive in relation to the 
principles summarized above. The reform was 
able to link itself to a national project and showed 
abundant creativity in devising new educational 
forms. Could k  have consolidated itself better if it 
had applied a strategy incorporating an objective 
understanding of the relevant actors, in 
particular the teachers and the clienteles of 
traditional education, and if it had restrained its 
fragmentation of new approaches? In such a 
case, in the absence of the ‘hiding hand’, would 
the reform strategy have been to coûtions and 
‘realistic’ to have had a significant impact?

Guyana seems to be another exception, but 
the study prepared for the Project“’, with a focus 
on the values and occupational preferences of 
secondary students, does not throw light on the 
extent to which a well-defined national project 
advanced by the Government represents a real 
commitment by forces in the society, or the 
extent to which the educational strategy goes 
beyond the formal inculcation of the values and 
symbols of the national project. One suspects 
poor correspondence between the symbols and 
the students’ observations of the social order. If 
farming and fishing, for example, are really 
unskilled low-wage occupations in Guyana, as 
the text accepts, it is not surprising that 
secondary students reject them, however much 
teachers and schools texts insist on their 
importance. Without a change in the 
technological level of the occupations and in 
their remuneration, propaganda through the 
schools on the importance of food production 
would probably result mainly in scepticism 
concerning the seriousness of the national 
project. This conclusion may be of general 
relevance for the inculcation of official national 
projects through the schools.

In a third case, Ecuador, one finds a 
pronounced contradiction between the
well-developed capacity of the planning agency 
to diagnose and criticize both the national style of 
development and the educational system, and 
the persistence of developmental and
educational patterns in which the deficiencies 
and distortions common to most of the region 
seem to be particularly pronounced. Here the 
question of the efficacy of planning bodies as 
agents of societal change comes to the fore. In 
settings in which the prospects for conventional 
planning, aspiring to control the future, are 
mediocre, can the function of social criticism or 
denunciation, carried out by the planning 
agency over an extended period help change the 
consciousness of the dominant forces and thus 
national educational policies?*^.

Throughout Latin America and the 
Caribbean, all of the groups pressing for access 
to more education have shaped their tactics on 
the basis of the presumption that education in 
schools with formal selection mechanisms 
leading to formal certificates or credentials is 
‘real’ education. While some of the clienteles, 
particularly in higher education, have tried to do 
away with certain selection mechanisms, they 
have retained the conception of the end product 
as the credential entitling its possessor to a 
certain level of employment. The supposed 
sources of demand for qualifications imparted 
by education, the employers, have supported this 
bias by basing their selection procedures on level 
of formal education and status of the institution 
attended, with much less attention to the 
matching of specialized qualifications to the job 
in question. Legal restrictions on the exercise of a 
wide range of occupations, some requiring only 
modest skills, have strengthened credentials.

Thus, innovations, centering on education 
outside the schools or dissociated from formal 
credentials generally face an apathetic or hostile 
environment, whatever conceptions of the 
developmental functions of education inform 
them, and even in settings where the family or

'® Sar B ,  K h a n  a n d  U n a  M . P a u l, Social values of 
secondary students and their occupational preferences in Guyana, 
U N E S C O / E C L A / U N D P  P r o je c t  o n  D e v e lo p m e n t  a n d  
E d u c a t io n  in  L a t in  A m e r ic a  a n d  th e  C a r ib b e a n , F ich as/ 8.

' ’ J U N A P L A , Desarrollo y educación en el Ecuador 
(1960-1978), U N E S C O / E C L A / U N D P  P r o je c t  o n  
D e v e lo p m e n t  a n d  E d u c a t io n  in  L a t in  A m e r ic a  a n d  th e  

C a r ib b e a n , D E A L C / 2 0 .
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community insists on functions for teachers 
other than teaching children, as in rural Ecuador 
or Peru. The environment would presumably be 
much more receptive in situations of 
revolutionary transformation, in which the 
whole system of stratified credentialism linked to 
the distribution of power has become obsolete, 
but the example of Cuba suggests that these 
situations would be transitory, followed by a 
return to educational selectivity and formal 
credentials, presumably more directly relevant 
to the kind of society being constructed. Also, 
non-formal educational initiatives aiming to 
‘conscientize’ disadvantaged groups to 
understand and struggle against their 
disadvantages can gain a precarious hearing; but 
the incompatibility of these with the structures of 
power usually results before long in their 
suppression.

One study prepared for the Project 
suggests important qualifications to the above 
generalization, and also suggests that non- 
formal education, or ‘incidental education’, as 
the study in question calls it, may take root where 
it has not been looked for: in the efforts of 
members of peasant movements, trade unions, 
etc., to acquire the kinds of specialized 
knowledge and skills that will help them cope 
with emerging challenges and opportunities, 
permitting a kind of immediate relevance not 
achieved either by the formal educational system 
or by the more ambitious non-formal edu
cational schemes devised by intellectuals, such as 
those of Peru.

In the absence of situations in which 
non-formal education can be associated with the 
reality or at least the hope of societal 
transformation, or in which organized groups 
have to improvise to meet real new 
opportunities, the social strata envisaged as the 
main beneficiaries of such education would be 
justified in viewing it as a disguise for inferior 
education perpetuating their disadvantages, 
aimed at making the poor into conformist and 
productive poor, as Aldo Solari has indicated, 
while enabling the State to evade the major 
redistribution of educational resources that

would be needed to meet the proclaimed 
objectives of social equality and integration.*^

One can also raise the question of potential 
societal receptivity to educational innovation in a 
broader sense. The more radical proposals for 
innovation, whether or not they envisage doing 
away with the school, reject the conception of 
‘education’ as a process of information, 
indoctrination and socialization taking place in 
formal settings during a fixed part of the 
life-span, in favour of an ‘educational society’ in 
which education would have as permanent and 
pervasive a role as religion has had in many 
societies up to the present.

These conceptions offer an inspiring 
intellectual frame of reference, but suggest 
certain doubts, in addition to the doubts as to 
whether they correspond to the real capacity of 
reformer-planners to influence what is going to 
be done in the name of education in Latin 
America during the foreseeable future. Do they 
represent a tactic (presumably unconscious) of 
educators aspiring to become the priesthood of 
‘another development’? Is a society centred on 
self-education possible or desirable? Could such 
a society avoid falling into ritualistic celebration 
of its own culture? Is there any historical 
evidence that the masses of the population would 
respond creatively over the long term? Would 
not ‘permanent education’ be as demanding as 
‘permanent revolution’? The experience of the 
national societies, such as the Scandinavian, that 
have achieved the widest range of opportunities 
for continued self-education seems to show that 
receptivity and creativity have their limits.

Altogether, it seems plausible to expect that 
educational content, objectives and distribution 
in Latin America will retain a considerable 
measure of continuity, with most innovation tak
ing place within formal school setings and with 
some mechanisms of selectivity and terminal 
credentials. Educational change, as in the past, 
will more often lag behind than spearhead 
societal change. For the immediate future, the 
prospect for most countries of the region is not 
one of transition, whether harmonious or

‘ ® R u b én  M a id a n a , Educación y reforma agraria en 
Honduras: el fenóm eno de la educación incidental, m im e o .

'® A ld o  S o la r i ,  “D e v e lo p m e n t  a n d  e d u c a t io n a l  p o lic y  in  
L a t in  A m e r ic a " .  CEPAL Review, N o . 3 ,  f i r s t  h a l f  o f  1 9 7 7 , 

p p . 5 9 - 9 1 .
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violent, to coherent new national projects, setting 
different tasks for education and bringing a 
redistribution of power and resources permit
ting accomplishment of such tasks. The prospect 
is rather for an exacerbation of the 
contradictions already visible in educational

expansion, with continual shifts in policies aim
ing to palliative or suppress the contradictions, 
withing a wider setting in which all aspects of the 
transnational capitalist style of development and 
the consumer society will become more unstable or 
more precariously rigid.

IV
The clienteles of education and prospects for positive 

change: bureaucratization and creative resistance

Under these conditions, a continuing struggle by 
national educational authorities and planners to 
achieve or maintain a reasonable degree of 
efficiency in the educational system in relation to 
relatively traditional objectives, ranging from the 
universalization of literacy, through the 
diffusion of common national values and cul
tural symbols, to preparation for participation in 
a technological society, will be legitimate and 
desirable. Such efforts will partake of the 
centralization and standardization that have 
been justifiably criticized. The State is unable to 
function otherwise, particularly under 
prevailing conditions of overlapping crises and 
overloading with demands. Creative resistance 
to such centrailization and standardization is also 
necessary, and it may be worthwhile to speculate 
as to how such creative resistance might come 
into being and help reshape the educational 
systems without a utopian triumph over their 
bureaucratic antagonists.

Let us take a look at three clienteles of the 
educational systems —the university-educated 
youth originating in the middle strata, the 
teachers, and the marginalized or excluded 
poor— as potential sources for such creative 
resistance. It goes without saying that this look, 
directed to questions that have been the object of 
so much controversy, will be dangerously 
superficial, and arbitrary in its emphasis.

The hypertrophied and segmented systems 
of higher education are particularly impervious 
to any kind of coherent policy emanating from

the State, other than authoritarian purging and 
curtailment. The earlier functions valued by the 
forces controlling the State —socialization of 
élites and formation of higher-level 
professionals and technicians— were long ago 
privatized and withdrawn into enclaves within 
higher education. The later functions of provid
ing stratified outlets for pressures for upward 
social mobility and of postponing to the next 
generation the direct struggle with the middle 
strata over income distribution have been 
overwhelmed by the growth and proliferation of 
institutions.^  ̂ One finds separate specialized 
education for the economist technobureaucrats 
(largely abroad), the military, the church, even 
the critical intellectuals (these last expelled from 
the universities to research centres such as 
CEBRAP or abroad). The gap between future 
élites and counter-élites and the mass of students 
from the middle strata has widened; the 
environment for a common language or 
framework of ideas is lacking. Meanwhile, the 
possibilities for ‘spurious absorption’ of the 
output of higher education are reaching their 
limit. Authoritarian régimes are beginning 
simultaneously to cut both the supply (by 
restricting higher educational enrolment) and 
the bureaucratic labour market.

Presumably both the forces controlling the

'̂*See Germán W. Rama, Condicionantes sociales de la 
expansión y segmentación de los sistemas universitarios, Buenos 
Aires, mimeo, 1980.
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State and the clienteles of higher education find 
the situation frustrating, but a minimum of 
consensus on acceptable ways out of the trap is 
not in sight. Here if anywhere the possibility of 
constructive change depends largely on the 
capacity of the clienteles of learn through 
experience and formulate their own projects. 
However, the contradictions of higher education 
derive so complexly from the contradictions of 
the style of development itself that the likelihood 
of the clienteles —especially those now losing 
their precarious foothold in the privileged 
consumer society— taking the lead in changing 
the style of development may be somewhat better 
than the likelihood of their making realistic 
demands for reforms in higher education.

The educated and frustrated youth have 
repeatedly been nominated for the honour of 
leading the way to alternative styles of 
development, through their supposed capacity 
for criticism, mobilization and action not 
altogether determined by their social origin and 
their expectations for personal gains. 
Experience in Latin America and elsewhere 
warns against over-generalization on ‘youth’ as a 
category, and also suggests that significant 
minorities among the educated youth are 
capable of taking a leading role, but only in 
relatively exceptional conjunctures and for brief 
periods.

Their capacity to criticize the society and act 
on their criticisms is likely to be as superficial as 
present higher education itself, which cannot 
support an adequate understanding of nàtional 
or world trends or options; or as segmented, 
since the different combinations of institutional 
quality and class origins of students lead to 
different reactions and demands. Resentment 
and frustration over inability to achieve personal 
goals are poor and dangerous foundations for 
criticisms of the style of development. 
Mobilization is likely to take forms easily 
repressed by the Slate or self-destructive because 
of the violence of the internal conflicts it 
generates, its manipulation by factions, and the 
divorce between its demands and tactics and 
those of other sectors of the society, including 
those sought as allies by the mobilized youth. As 
long as ‘spurious absorption’ into public 
employment remains a viable option, the pattern 
of ‘compulsory revolutionary service’ in the

universities, followed by conformism in the 
bureaucracy, is likely to persist.^'

The fact that minorities among many 
generations of students since the 1920s or even 
earlier, long before the massification of the 
universities, have mobilized to demand reforms 
in the universities as well as the societies suggests 
further questions: Are student movements 
capable of learning from history? Is anyone 
trying to teach them the lessons? What lessons?

The major differences between the 
situation of the students in these earlier periods 
and today are the greater numbers involved, the 
degree of segmentation of institutions, the 
collapse of selectivity mechanisms, and the 
prospect of a reversal imposed by the forces 
controlling the State after decades of continually 
widening access for the urban middle and 
lower-middle strata of the population. The 
private white-collar service-sector occupations 
characteristic of the transnational style of 
development may absorb greater numbers, with 
no practical necessity for prior university-level 
education, but they can hardly absorb a higher 
proportion of the youth facing exclusion, who 
are continually increasing in numbers through 
demographic growth and the momentum of 
previous middle-stratum expansion. One can 
expect a good many of the governments to devise 
mechanisms of mobilization and regimentation 
(including extended military service and civilian 
‘youth services’) to replace the universities’ 
function of delaying the entry of youth into the 
labour market and giving them at least the 
illusion of mobility and social usefulness, but

^ 'F o r  a n  u n s p a r in g  d ia g n o s is  o f  th e  c o n tr a d ic t io n  

b e tw e e n  s tu d e n t  a c tiv ism  a n d  m id d le -s tra ta  a s p ir a t io n s , see  

c h a p te r  I I I  o f  C a r lo s  G u z m á n  B e c k le r , Colonialismo y 
revolución, M é x ic o  C ity , S ig lo  V e in t iu n o  E d ito r e s  “q u a lm s  o f  

c o n s c ie n c e  a r e  th e n  s o o th e d  aw ay th ro u g h  p o lit ica l activ ity . 
T h i s  a c tiv ity  is m o r e  v e r b a l th a n  a n y th in g  e ls e . N e v e r th e le s s , 

t h e  id e a  o f  ‘d e m o c r a t iz in g ” th e  u n iv e rs itie s  a n d  ‘o p e n in g  
th e m  u p  to  th e  p e o p le ’ f ig u r e s  in  all th e  s lo g a n s  a n d  b a ttle  

c r ie s , e s p e c ia lly  in  th e  la s t tw e n ty -fiv e  y ea rs. In  v iew  o f  fo r m  
o f  th e  s o c ia l s t r u c tu r e ,  it is im p o ss ib le  fo r  a  m e m b e r  o f  th e  

u n d e r p r iv i le g e d  s tra ta  to  g e t to  th e  u n iv ers ity , s in c e  h e  will 
h a v e  d if f ic u lty  in  g e tt in g  p a s t th e  th ird  g ra d e  in  p r im a r y  
s c h o o lin g , i f  h e  g e ts  th a t  fa r .

C o n s e q u e n tly , th is  ‘o p e n in g  u p  to  th e  p e o p le ’ re a lly  
m e a n s  still m o r e  a d v a n ta g e s  f o r  th e  b o u r g e o is ie , w h o  a r e  th e  

j> eople w h o  a c tu a lly  d o  g e t to  th e  u n iv e rs ity ” (p a g e  1 7 4 ) .
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with quite limited effectiveness. Continuing 
resistance to these trends by youth of the social 
strata in question seems inevitable, in the 
university setting and elsewhere, but proposals 
from outside for infusing coherence and 
creativity into this resistance are bound to seem 
ingenuous. Creative resistance will require 
changes in values, or possibly a return to basic 
values of democracy and solidarity now 
discredited by ritualistic incantations, a diffusion 
of alternative national projects deserving 
support, and a realistic appreciation of the 
painstaking effort of converting such projects 
into reality. The most damning criticism of 
higher education is that it has contributed so little 
to these requisites for creative resistence.

The teachers constitute another clientele of 
the school systems that should, in principle, be 
capable of creative resistance to centralization 
and standardization, recognizing the challenge 
to adapt education to the setting in which they 
find themselves and to force problems on the 
attention of the higher authorities. In most 
countries of the region, primary school teachers 
are now one of the largest occupational 
categories, and their numbers give them a 
potentially powerful voice as an organized 
interest-group. Evidently, however, the 
repetitious task of teaching, under unfavourable 
physical and cultural conditions, confronted by 
unrealistic and erratic bureaucratic norms, 
without convincing and inspiring opportunities 
to participate in a national project, encourages 
routinization or an organizational concentration 
on wage and job-security demands rather than 
creative resistance. One of the Projects's studies 
suggests that even where the teachers have 
acquired important functions of community 
leadership and intermediation with the 
authorities this has been at the expense of their 
dm and interest devoted to te a c h in g .fh e re  
have been no recent counterparts to the heroic 
role played by Mexican rural teachers during the 
1930s. The primary school teachers, after all, 
belong to the lower reaches of the middle strata

^ ^ P ro ce so  p e d a g ó g ic o  y h e te r o g e n e id a d  c u ltu r a l  e n  e l 
E c u a d o r ,  U N E S C O / E C L A / U N D P  P r o je c t  o n  D e v e lo p m e n t  
a n d  E d u c a t io n  in  L a t in  A m e r ic a  a n d  th e  C a r ib b e a n , 

D E A L C / 2 2 .

that have sought upward mobility through 
education, and their 'professionalization' 
through the inclusion of teacher-training in the 
universities, has fostered the quest for 
advancement through formal credentials 
without giving them training relevant to their 
future working conditions or stimulating 
creativity.

To the extent that the forces controlling the 
State can acquired and adhere to a clear and 
realistic idea of the role of education in their 
national project, the problem of linking the 
teachers to this project should not be so 
intractable as the problem of transforming 
higher education but, as the difficulties of the 
Peruvian reform illustrate, effective solutions 
will require patience and a thorough 
understanding of the motivational and 
ideological differentiations among the teachers 
so as to enlist allies, neutralize opposition, and 
overcome inertia. For the reformer-planner, 
confronting the enormous mass of poorly 
trained and motivated teachers and working 
with the limited resources the State can be 
expected to make available, tactics of ‘leavening 
the dough’ seem most promissing; creation of 
innovative training centres and refresher 
courses, mass distribution of texts stimulating 
thinking and opening new perspectives for 
teachers generally starved of reading materials, 
etc. The indispensable precondition is a national 
setting that stimulates or at least permits 
interaction between the teachers and forces 
proposing to transform the style of 
development.

The Project's studies confirm what was 
already pretty well known —that educational 
systems have not been able to incorporate the 
children of the rural workers and peasants 
except in token fashion, and that further 
quantitative expansion along present lines does 
not promise to remedy this. Such a situation, 
although intolerable in terms of the professed 
values of the educational systems, does not 
generate perceived ‘problems’ or threats for the 
future to anything like the same extent as the 
hypertrophy of higher education. The groups in 
question may be able to formulate autonomous 
conceptions of their educational needs, as 
peasant communities have done for generations, 
but they cannot force them on the attention of
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the State. In any case their conceptions are 
bound to lag behind the changes in social and 
economic patterns that the children will 
confront. A ‘concentrating and excluding’ style 
of development does not require education, 
beyond a rudimentary literacy, for these groups 
and would be unable to allocate occupational and 
other rewards to the recipients if  it were 
forthcoming. Up to a point, the ‘regressive 
absorption’ of part of the population into casual 
labour and personal services at minimal incomes, 
facilitated by lack of education, is just as 
compatible with the style as is the ‘spurious 
absorption’ of other parts into bureaucratic 
employment on the basis of educational 
credentials.

Naturally, the educational efforts of the 
State respond to other considerations also, 
including political values and international 
standards calling for universalization of primary 
education as well as the need to absorb the output 
of teacher-training institutions, and the 
disadvantaged strata are not altogether barred 
from making educational demands and devising 
their own educational tactics. In most cases, 
however, these factors are not strong enough to 
bring about a major reallocation of resources and 
rethinking of methods.

Stated baldly, the proposition that one or 
two years of schooling in a language they do not 
understand when they enter the school will be 
useful to peasant children is too implausible to 
obtain any credence; yet rural educational 
policies amounting to this have persisted and 
extended their coverage over several decades in 
various countries. Even in settings in which the 
language barrier between teacher and pupil is 
not present and the average period of schooling 
is longer, the incongruity of the schooling with 
the living conditions and cultural background of 
the children and a teaching schedule based on 
the unrealistic supposition that the children will 
complete the full primary course reduce the 
likelihood of imparting permanent literacy. The 
studies of Ecuador and Peru indicate that 
‘education’ of this kind can consolidate itself as a 
ritual, in which some actors pretend to teach and 
others pretend to study, without any sufficiently 
coherent reaction from the families of the 
children to force a change.

Other studies demonstrate, through the

widely differing examples of Costa Rica, 
Paraguay and the English-speaking Caribbean 
countries, that a better approximation to 
universal primary education is possible in poor 
and predominantly rural countries through 
conventional schools. These are all small 
countries in which the impact of the ‘concentra
ting and excluding’ style of development has 
been relatively late, limited and different from 
the impact in the large countries.

In the latter, vested interests supporting 
the maldistribution of educational resources and 
bureaucratic rigidity of the system would hinder 
a genuine shift of priorities to primary education 
for the disadvantaged strata, even if the forces 
controlling the State were genuinely determined 
on this. At the same time the capitalist 
modernization of agriculture and the
consequent maginalization of much of the rural 
population pose two completely different 
functions for primary education: a) qualification 
of an agricultural labour force to use machinery 
and modern productive techniques; b) 
preparation of the remainder of the rural youth 
to migrate and seek non-agricultural
emploment. The first function does not require 
universal primary education, and the dominant 
forces are likely to be too ambivalent about the 
second to allocate major resources to it. For one 
thing, they would prefer a reduction in the rate 
of cityward migration, although they have no 
clear policies for keeping the excess population 
on the land; for another, most of the migrants 
will enter the urban economy in unskilled 
‘informal sector’ occupations requiring only a 
minimum of literacy that most of them can 
probably pick up in the couse of urban living.

If the style of agricultural modernization 
should regain its dynamism and count on 
favourable export markets, one might expect a 
continued slow expansion of rural primary edu
cation, responding to the mixed motives and 
pressures noted above, with many localized 
projects for reform but no major changes in the 
déficiences of content and distribution. Under 
such conditions, the generally deplored late 
entry into the school might make sense for the 
rural entrant. If a year or two of schooling is the 
most that he can exf>ect, it is more likely to leave 
something lasting if it is experienced immedi
ately prior to entry into the labour market.
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If  the present crises were to bring about a 
drastic shift in structures of power at the national 
level, with new régimes dependent for survival 
on mobilization of rural as well urban masses, 
one might expect an accompanying shift in edu
cational priorities and approaches: mass literacy 
campaigns drawing in the educated youth; a 
strong, probetbly over-optimistic realiance on 
rural primary schools as centres of community 
mobilization and cultural change; a drawing of 
individuals from the disadvantaged strata into 
leadership positions requiring them to improvise 
their own education. Such a transformation is 
easier to envisage in some of the poorer, smaller 
and more rural countries than elsewhere.

For the majority of countries, an immediate 
future of ‘crisis management’ seems more 
probable than either stable continuism or 
transformation. One aspect of crisis 
management might well consist of policies 
designed to keep the rural population on the

land and obtain from it more adequate supplies 
of basic foods. The manageable dimensions of 
urbanization, on the one hand, and the 
combination of rising food shortages, prohibitive 
costs of imports, and breakdown of modern 
large-scale agriculture because of high energy 
requirements and other factors, on the other, 
might force the State to allocate resources to the 
promotion of modernized versions of 
labour-intensive peasant agriculture. Such 
policies would, among other things, provide 
clearer justifications and content for rural 
primary education. They might also give the 
peasants more leverage for influencing the 
education of their children and for devising 
‘incidental education’ bypassing the schools. At 
this point, however, one is tempted to stray into 
speculations useful to the planner-reformer only 
to the extent that they stimulate him to prepare 
for an indeterminate future, or alternative 
futures.
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Economic Survey of Latin America, 1981, E C L A , S a n tia g o , 

C h ile , 1 9 8 3 , 8 6 3  p a g e s ,

T h e  Economic Survey o f Latin America is a n  a n n u a l  p u b lic a tio n  

w h o se  p r im a r y  o b je c t  is to  d e s c r ib e  th e  m a in  tr e n d s  in  th e  

e c o n o m ic  d e v e lo p m e n t  o f  L a t in  A m e r ic a  d u r in g  th e  y e a r  to  

w h ich  i t  r e fe r s .  In  P a r t  O n e  o f  th e  Survey f o r  1 9 8 1 , th e  g e n e r a l  
fe a tu r e s  o f  th is  d e v e lo p m e n t  a r e  p r e s e n te d , s p e c ia l a t te n t io n  
b e in g  d e v o te d  to  th e  in te r n a t io n a l  c o n te x t ,  e c o n o m ic  g ro w th , 

e m p lo y m e n t  and, u n e m p lo y m e n t , th e  e x t e r n a l  s e c to r  a n d  
p r ic e s  a n d  w ag es . I n  P a r t  T w o , e v e n ts  in  3 0  c o u n tr ie s  o f  L a t in  

A m e r ic a  a n d  th e  C a r ib b e a n  a r e  in d iv id u a lly  re v ie w e d , a n d , 
lastly , a  s ta tis t ic a l a p p e n d ix  g iv e s  th e  e f fe c t iv e  re a l e x c h a n g e  

r a t e  in d e x e s  f o r  e x p o r t s  a n d  im p o r ts ,
G e n e r a lly  s p e a k in g , th e  Survey in d ic a te s  th a t  d e s p ite  

th e  im p re s s iv e  g ro w th  e x p e r ie n c e d  by  L a tin  A m e r ic a  s in c e  

th e  e n d  o f  th e  S e c o n d  W o r ld  W a r , its d e v e lo p m e n t  is still 

la rg e ly  c o n d it io n e d  by  e v e n ts  ta k in g  p la c e  o u ts id e  th e  r e g io n . 
W h a t  is m o r e , th e  tr a d e  a n d  c a p ita l  flo w s w h ich  lin k  it w ith  th e  

in d u s tr ia liz e d  c o u n tr ie s  h a v e  a c q u ir e d  g r e a te r  re la tiv e  im 

p o r ta n c e  s in c e  th e  o il c r is is  o f  1 9 7 3 ,  so  th a t  th e  r e g io n  c a n  

h a rd ly  d iv e r g e  fo r  a n y  le n g th  o f  t im e  f r o m  th e  b a s ic  tr e n d s  

p r e v a ilin g  in  th e  in te r n a t io n a l  e c o n o m y .
N e v e r th e le s s , o n e  o f  t h e  m o s t  n o ta b le  f e a t u r e s  o f  th e  

1 9 7 0 s  w as th e  a b ility  o f  th e  L a t in  A m e r ic a n  e c o n o m ie s — ev en  
th e  n o n -p e t r o le u m -e x p o r t in g  c o u n tr ie s —  to  m a in ta in  
v ig o ro u s  g ro w th  d e s p ite  th e  u p sw in g s  in  p e tr o le u m  p r ic e s  in  

1 9 7 3  a n d  1 9 7 9  a n d  th e  s u b s e q u e n t  re c e ss io n  a n d  d e c e le r 
a t io n  o f  th e  in d u s tr ia liz e d  c o u n tr ie s ’ e c o n o m ic  g ro w th  in 

1 9 7 4 - 1 9 7 5  a n d  in  1 9 8 0 ,  re s p e c tiv e ly . In  o n e  way o r  a n o th e r ,  

th e  re g io n  s e e m e d  to  b e  s u c c e s s fu lly  o v e r c o m in g  its 

d e p e n d e n c e  o n  e x t e r n a l  fa c to r s . I n  1 9 8 1 , h o w e v e r , th e  
e x t e r n a l  e v e n ts  r e a s s e r te d  th e ir  in f lu e n c e , a n d  th e  L a tin  
A m e r ic a n  e c o n o m ie s  o n c e  m o r e  fo llo w e d  in  th e  fo o ts te p s  o f  

th e  re s t, w ith  a  b r u s q u e  d r o p  in  th e ir  r a t e  o f  g ro w th  fr o m  
5 .9 %  in  1 9 8 0  to  1 .7 %  — o n e  o f  th e  lo w e st o f  th e  re g io n ’s 
g ro w th  ra te s  in  th e  p a s t 4 0  y e a r s , a n d  n o t v e ry  d i f f e r e n t  f r o m  
th a t  o f  th e  O E C D  c o u n tr ie s . T h u s ,  in  1 9 8 1  th e  e v o lu tio n  o f  
th e  L a t in  A m e r ic a n  e c o n o m ie s  w as a g a in  la rg e ly  d e te r m in e d  
b y 'e x te r n a l  e c o n o m ic  fo r c e s  a n d  e v e n ts  a n d , t h e r e f o r e ,  w as 

m o r e  c lo s e ly  a d ju s te d  to  th e  e v o lu t io n  o f  th e  in d u s tr ia liz e d  
c o u n tr ie s ,  w ith  w h ich  it  is in e x tr ic a b ly  lin k e d .

Las encuestas de hogares en América Latina (H o u s e h o ld  

su rv e y s  in  L a t in  A m e r ic a ) , “C u a d e r n o s  d e  la  C E P A L "  
s e r ie s , N o . 4 4 ,  S a n t ia g o , C h ile , 1 9 8 3 , 1 2 2  p a g e s ,

T h e  th r e e  s tu d ie s  c o l le c te d  in  th is  v o lu m e  s u m m a r iz e  th e  

e x p e r ie n c e  th a t  E C L A  h a s  g a th e r e d  in  id e n tify in g , sy ste m 
a tiz in g  a n d  d e a lin g  w ith  th e  m a in  p r o b le m s  c o n f r o n t in g  
r e s e a r c h  o n  s o c io -e c o n o m ic  a n d  d e m o g r a p h ic  v a ria b le s  
th r o u g h  h o u s e h o ld  su rv e y s  in  L a t in  A m e r ic a .

T h e  f ir s t  p a p e r ,  “L a s  e n c u e s ta s  d e  h o g a r e s  e n  A m é r ic a  
L a t in a : u n  p a n o r a m a  d e  lo s  p r in c ip a le s  p r o b le m a s ” 

(H o u s e h o ld  s u rv e y s  in  L a t in  A m e r ic a :  a n  o v e rv ie w  o f  th e  

m a in  p r o b le m s )  d is c u s se s  th e  p o te n t ia l  o f  th is  s ta tis t ic a l in 
s t r u m e n t ,  a n d  th e  p r e c a u t io n s  th a t  s h o u ld  b e  ta k e n  in

a p p ly in g  it to  r e s e a r c h  o n  d e m o g r a p h ic  v a r ia b le s  a n d  in te r n a l  

m ig ra tio n . S p e c ia l a t te n t io n  is d e v o te d  to  r e s e a r c h  o n  e m 
p lo y m e n t, th is  b e in g  c o n s id e r e d  th e  m o st im p o r ta n t  o f  th e  

s u b je c ts  f o r  w h o se  stu d y  h o u s e h o ld  s u rv e y s  a r e  u se d  in  L a tin  
A m e ric a . T h u s ,  a m o r e  e x h a u s t iv e  a n a ly sis  is o f f e r e d  o f  th e  
p r o b le m s  th a t  a r is e  in  c o n n e c t io n  w ith  m e a s u r in g  th e  e c o 
n o m ic a lly  a c t iv e  p o p u la t io n ,  u n e m p lo y m e n t  a n d  u n d e r 

e m p lo y m e n t in  th e ir  v a r io u s  fo r m s . T h e  m e a s u r e m e n t  o f  
lev e ls  o f  liv in g , ta k in g  In to  a c c o u n t  th e ir  d iv e r s e  c o m p o n e n ts , 

is th e  s u b je c t  o f  a  s p e c ia l c h a p te r ;  la stly , th e  p r o b le m s  re la t in g  
to  s a m p le  d e s ig n  a n d  th e  q u a lity  o f  d a ta  a r e  ta c k le d .

T h e  se c o n d  s tu d y , e n t it le d  " C o m p a r a c ió n  e n t r e  

e n c u e s ta s  d e m o g r á f ic a s  p r o s p e c tiv a s  y r e tr o s p e c t iv a s  p a r a  

e s t im a r  n iv e le s  y d ife r e n c ia le s  d e  m o r ta lid a d . L a  e x p e r ie n c ia  
d e l C E L A D E ” (A  c o m p a r is o n  b e tw e e n  p r o s p e c tiv e  a n d  

r e tro s p e c tiv e  d e m o g r a p h ic  su rv e y s  as r e g a r d s  e s t im a tin g  
m o rta lity  lev e ls  a n d  d if fe r e n t ia ls .  C E L A D E ’s e x p e r ie n c e )  
i llu s tra te s  th e  u se  o f  h o u s e h t jld  su rv e y s  in  th e  fie ld  o f  
d e m o g r a p h ic  m e a s u r e m e n ts . I t  d e .scrib es th e  e v o lu tio n  o f 
C E L A D E ’s c r i te r ia  a s  to  th e  ty p e  o f  su rv e y  th a t  s h o u ld  be 

u se d , in  th e  lig h t o f  th e  p r o g re s s  m a d e  by th e  te c h n iq u e s  o f  
d e m o g r a p h ic  a n a ly sis .

L a s tly , th e  p a p e r  e n t it le d  “ D e s c r ip c ió n  d e  las c a r a c te 
rís tica s  d e  las e n c u e s ta s  d e  h o g a r e s  d e  t r e c e  p a íse s  d e  A m é r ic a  
L a t in a  p a r a  la  m e d ic ió n  d e l e m p le o , d e s e m p le o  y s u b e m p le o ” 

(D e s c r ip tio n  o f  th e  c h a r a c te r is t ic s  o f  h o u s e h o ld  su rv e y s  in  
th ir te e n  L a tin  A m e r ic a n  c o u n tr ie s  f o r  th e  p u r p o s e  o f  m e a 

s u r in g  e m p lo y m e n t , u n e m p lo y m e n t  a n d  u n d e r e m p lo y m e n t)  
p r e s e n ts  a c o m p a r is o n  o f  th e  v a r io u s  c o n c e p tu a l  a n d  

m e th o d o lo g ic a l c o m p o n e n t s , o f  th e s e  su rv e y s  a n d  d raw s 

a t te n t io n  to  th e  d iv e rs ity  o f  th e  c r i t e r ia  a p p lie d  f o r  s im ila r  
p u r p o s e s  a n d  th e  c o n s e q u e n t  d if f ic u lty  o f  o b ta in in g  
h o m o g e n e o u s  a n d  c o m p a r a b le  re su lts .

Las cuentas nacionales en América Latina y el Caribe
(N a tio n a l a c c o u n ts  in  L a tin  A m e r ic a  a n d  th e
C a r ib b e a n ) ,  “C u a d e r n o s  d e  la  (T ',P A L "  s e r ie s , N o . 4 5 ,

S a n tia g o , C h ile , 1 9 8 3 , 1 0 9  p a g es .

E v e r  s in c e  E C L A  c a m e  in to  b e in g , o n e  o f  its  c o n c e r n s  h a s  

b e e n  th e  p r o g re s s  o f  m a c r o -e c o n o m ic  m e a s u r e m e n ts  in  th e  
r e g io n , s in c e  th e y  a r e  c r u c ia l fo r  th e  q u a n t ita tiv e  a n a ly sis  o f  

m e d iu m - a n d  lo n g - te r m  d e v e lo p m e n t  p r o c e s s e s  a n d  th e  
a n a ly sis  o f  s h o r t - te r m  tr e n d s  in  th e  L a t in  A m e r ic a n  e c o n o 
m ies , as w ell as fo r  p la n n in g , f o r  th e  d r a w in g -u p  o f  e c o n o m ic  
p o lic ie s  a n d  f o r  a p p r a is a l o f  th e ir  e f fe c ts .

T h e  p r e s e n t  Cuaderno r e p r e s e n ts  y e t  a n o th e r  e f f o r t  in 
th is  d ir e c t io n , a n d  a im s  a t u p d a tin g  d e s c r ip t io n s  a n d  d ia g 

n o s e s  a p p e a r in g  in  e a r l ie r  v o lu m e s  in  th e  s e r ie s  o n  th e  

q u e s tio n  o f  th e  a v a ila b ility  o f  n a t io n a l  a c c o u n ts  e s tim a te s  a n d  

th e  m e th o d s  u s e d  by c o u n tr ie s  in  p r e p a r in g  th e m . I t  is a lso  

in te n d e d  to  p r o m o t e  f u l le r  d is c u s s io n  o f  th e  p o ss ib ilit ie s  o f  
e x p a n d in g  th e  c o v e r a g e  o f  th e s e  e s tim a te s  so  as to  
in c o r p o r a te  s u b je c t  a r e a s  w h ich  h a v e  b e c o m e  in d is p e n s a b le  
in  a n a ly sis  o f  th e  o p e r a t io n  o f  th e  L a t in  A m e r ic a n  e c o n o m ie s  

a n d  o f  its c o n s e q u e n c e s  in  te rm s  o f  e f f ic ie n c y  a n d  w e ll-b e in g . 
I t  lik ew ise  se e k s  to  in d ic a te  s o m e  p r o m is in g  p o ss ib ilit ie s  o f  
im p ro v in g  u p o n  th e  q u a lity  o f  th e  e s tim a te s  m a d e  a t p r e s e n t ; 
a n d , la stly , to  c o n tr ib u te  to  th e  e m e r g e n c e  o f  a  c o n s e n s u s  
a m o n g  p r o d u c e r s  a n d  u s e rs  as to  th e  p r io r it ie s  a n d  g u id e lin e s  

th a t  s h o u ld  g o v e r n  th e  d e v e lo p m e n t  o f  e s s e n tia l  e c o n o m ic  
s ta tis tic s , in  o r d e r  to  p r o v id e  th e  L a t in  A m e r ic a n  c o u n tr ie s  

w ith  d a ta  b a se s  w h ich  w ill b e  r e le v a n t  to  th e  a n a ly sis  o f  th e  

p r o b le m s  th e y  h a v e  to  fa c e ,  w h ich  will b e  c o n c o r d a n t  in
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q u a lity  a n d  t im e lin e s s  w ith  th e  c o m p le x ity  a n d  u r g e n c y  o f  

th e s e  p r o b le m s , a n d  th e  p r o d u c t io n  o f  w h ich  w ill b e  in  
k e e p in g  w ith  th e  c o u n tr ie s ’ a v a ila b le  r e s o u r c e s  a n d  w ill f it  
h a rm o n io u s ly  in to  th e i r  in s titu tio n a l sy stem s.

A  p r o v is io n a l v e r s io n  o f  th is  d o c u m e n t  s e r v e d  a s  a 
b a s is  f o r  d is c u s s io n  a t  th e  L a t in  A m e r ic a n  S e m in a r  o n  
N a tio n a l A c c o u n ts  (M e x ic o  C ity , 1 0  to  1 4  A u g u s t  1 9 8 1 ) ,  

d u r in g  w h ich  th e  p a r t ic ip a t in g  c o u n tr ie s  e x c h a n g e d  a  g r e a t  

d e a l o f  in fo r m a t io n , k n o w le d g e  a n d  e x p e r ie n c e  o n  th e  
p r a c tic e s  fo llo w e d  b y  e a c h  o f  th e m  in  th e  p r e p a r a t io n  o f  its 

n a tio n a l a c c o u n ts , a n d  w h ich  a f fo r d e d  a n  o p p o r tu n ity  f o r  

co lle c tiv e  e v a lu a t io n  o f  th e  e x is t in g  s itu a t io n  a n d  o f  fu tu r e  

p r o s p e c ts  f o r  th e  d e v e lo p m e n t  o f  n a t io n a l a c c o u n ts  in  L a tin  
A m e r ic a . T h e  p r e s e n t  re v ise d  v e r s io n  in c o r p o r a te s  th e  
c o m m e n ts  a n d  e lu c id a t io n s  e m a n a t in g  f r o m  th e  S e m in a r .

T h e  s tu d y  is d iv id e d  in to  tw o c h a p te r s  a n d  f o u r  a n 

n e x e s . I n  th e  f i r s t  c h a p te r  th e  c o n s o lid a te d  d a ta  f o r  th e  g r o u p  
o f  c o u n tr ie s  c o v e r e d  b y  th e  s tu d y  a r e  p r e s e n te d ; in  th e  s e c o n d  
in fo r m a tio n  o n  in d iv id u a l c o u n tr ie s  is g iv e n , e x c e p t  in  th e  
ca se  o f  th e  C e n t r a l  A m e r ic a n  Is th m u s , w h e r e  th e  d a ta  
a v a ila b le  d o  n o t  a llo w  o f  a n  a d e q u a te  b re a k d o w n , a n d  in  th a t  

o f  b i-n a tio n a l p r o je c ts ,  s in c e  p ro v is io n  o f  th e  c o r r e s p o n d in g  
e q u ip m e n t  c a n n o t  b e  a s s ig n e d  p ie c e m e a l to  th e  p a r t ic ip a t in g  

c o u n tr ie s . H o w e v e r , t h e  n o m in a l  p o w e r  r e p r e s e n te d  by 

b i-n a tio n a l p r o je c ts  is  in c lu d e d  in  th e  in fo r m a t io n  f o r  e a c h  

in d iv id u a l c o u n tr y , t a k in g  in to  a c c o u n t  th e  a r r a n g e m e n ts  f o r  

p o w e r d is tr ib u tio n  a g r e e d  u p o n .

I n  a n n e x  1 c o u n tr y -b y -c o u n tr y  d a ta  o n  te c h n ic a l 
c h a r a c te r is t ic s  o f  h y d r o e le c tr ic i ty  p r o je c ts  a r e  g iv e n ; in  a n n e x  
2 , o n  th e r m a l p r o je c t s ;  in  a n n e x  3 , o n  tr a n s m is s io n  lin e s ; a n d  
in  a n n e x  4  o n  t r a n s f o r m e r  su b sta tio n s .

Demanda de equipos para generación, transmisión y trans
formación eléctrica en América Latina (D e m a n d  f o r  
e le c tr ic i ty  g e n e r a t io n , tr a n s m is s io n  a n d  t r a n s fo r m a 
t io n  e q u ip m e n t  in  L a t in  A m e r ic a ) ,  “C u a d e r n o s  d e  la  

C E P A L ” s e r ie s . N o . 4 6 ,  S a n tia g o , C h ile , 1 9 8 3 ,  2 0 1  
p a g e s .

I n  c o l la b o r a t io n  w ith  th e  U n ite d  N a tio n s  In d u s tr ia l  D e v e lo p 

m e n t  O r g a n iz a t io n  ( U N ID O )  a n d  u n d e r  th e  a u s p ic e s  o f  th e  
U n ite d  N a tio n s  D e v e lo p m e n t  P r o g r a m m e  (U N D P ) , E C L A  is 

w o rk in g  o n  a  p r o je c t  w h o s e  o b je c t  is to  a n a ly se  th e  p r e s e n t  

s itu a tio n  a n d  f u tu r e  p r o s p e c ts  o f  L a t in  A m e r ic a n  p r o d u c t io n  
o f  c a p ita l  g o o d s .

A s a  s te p  fo r w a r d  in  th is  e n te r p r is e ,  d e s ig n e d  to  e n 
s u r e  th a t  th e  r e g io n  ta k e s  b e t te r  a d v a n ta g e  o f  th e  o p p o r tu 

n itie s  f o r  in d u s tr ia l  p r o g r e s s  a f fo r d e d  it  by  its o w n  r e q u ir e 
m e n ts , a  se t o f  s tu d ie s  h a s  b e e n  u n d e r ta k e n  f o r  th e  p u r p o s e  
o f  a s s e s s in g  d e m a n d  in  th e  m a in  s e c to r s  o f  p r o d u c t io n , w ith  a 

view  to  s u b s e q u e n tly  id e n tify in g  its  c h a r a c te r is t ic s  a n d  

w e ig h in g  th e m  a g a in s t  th e  su p p ly  ca p a c ity  o f  th e  c o u n tr ie s  o f  

th e  r e g io n .
S in c e  th e  c a p ita l  g o o d s  u n iv e r s e  is v ery  w id e a n d  

v a r ie d , it h a s  b e e n  th o u g h t  a d v is a b le  to  g iv e  p r io r ity  to  th e  
s e c to r s  w h o s e  d e m a n d  c o r r e s p o n d s  m a in ly  to  b o ile r m a k in g , 

h eav y  a n d  s e m i-h e a v y  m e ta lw o rk in g  in d u s tr ie s  a n d  
im p o r ta n t  e le c tr ic a l  e q u ip m e n t . T h is  p r io r ity  is ju s t i f ie d  by 

th e  re la tiv e  m a g n itu d e  o f  r e q u ir e m e n ts  a n d  by  th e  fa c t  th a t  
m u c h  o f  th is  e q u ip m e n t  c a n  b e  m a n u fa c tu r e d  w ith  
11 J in p o n e n ts  o f  v a ry in g  le v e ls  o f  c o m p le x ity , a n d  th a t  m a n y  o f  

th e s e  c a n  b e  p a r tia lly  m a d e  by e n te r p r is e s  a t  d i f f e r e n t  s ta g e s  
o f  te c h n o lo g ic a l  p r o g r e s s . In  o th e r  w o rd s , p r io r ity  h a s  b e e n  

g iv en  to  th o s e  s e c to r s  w h o se  d e m a n d , a p a r t  f r o m  its 

s ig n if ic a n c e  in  te r m s  o f  a b s o lu te  m a g n itu d e , co u ld  
c o n c e iv a b ly  b e  m e t  w ith  lo ca lly  m a n u fa c tu r e d  p r o d u c ts  by 

m e a n s  o f  a  r e g io n a l  c o -o p e r a t io n  e f f o r t  in  w h ich  th e  

in d u s tr ie s  o f  th e  s m a ll a n d  m e d iu m -s iz e d  c o u n tr ie s  co u ld  

p a r tic ip a te .

I n  c o n fo r m ity  w ith  th e  fo r e g o in g  g u id e lin e s , th e  
p r e s e n t  s tu d y  is  d ir e c t e d  to w a rd s  s h o w in g  t h e  d im e n s io n  a n d  
m o st o u ts ta n d in g  c h a r a c te r is t ic s  o f  th e  d e m a n d  fo r  

e q u ip m e n t  d e r iv in g  fr o m  p r o g r a m m e s  f o r  th e  e x p a n s io n s  o f  
e l e a r i c  e n e r g y  g e n e r a t io n , tr a n s m is s io n  a n d  t r a n s fo r m in g  
c a p a c ity , in  17  c o u n tr ie s  o f  L a tin  A m e r ic a , d u r in g  th e  p e r io d  
1 9 8 0 - 2 0 0 0 .

Establishing container repair and maintenance enterprises 
in Latin America and the Caribbean, “ E s tu d io s  e  I n 

fo r m e s  d e  la  C E P A L ” s e r ie s . N o . 2 4 ,  S a n tia g o , C h ile , 
1 9 8 3 , 2 3 6  p a g e s .

In  an  e f f o r t  to  c r e a te  a  s u ita b le  e n v ir o n m e n t  f o r  th e  c o u n tr ie s  

o f  L a tin  A m e r ic a  a n d  th e  C a r ib b e a n  to  c o l la b o r a te  w ith  o n e  

a n o th e r  in  th e  e s ta b lis h m e n t  o f  c o n ta in e r  r e p a ir  a n d  

m a in te n a n c e  e n te r p r is e s ,  in  M ay  1 9 8 0  th e  E C L A  T r a n s p o r t  

a n d  C o m m u n ic a t io n s  D iv is io n  s ta r te d  w o rk  o n  a p r o je c t  o f  
tw o y e a rs  d u r a t io n  e n t it le d  “ E c o n o m ic  c o -o p e r a t io n  a m o n g  
c o u n tr ie s  o f  L a t in  A m e r ic a  a n d  th e  C a r ib b e a n  f o r  th e  e s ta b 
lis h m e n t o f  c o n ta in e r  r e p a ir  a n d  m a in te n a n c e  e n te r p r is e s ” . 

T h e  a c tiv itie s  p r o g r a m m e d  u n d e r  th is  p r o je c t  in c lu d e  th e  
d r a f t in g  o f  th e  d o c u m e n t  r e f e r r e d  to  h e r e ,  w h ich  is n o t  in 

it s e lf  a  m a n u a l o n  th e  s u b je c t ,  b u t n e v e r th e le s s  d o e s  p r e s e n t , 
in  b ro a d  o u tl in e , s o m e  o f  th e  m o s t im p o r ta n t  e c o n o m ic , 

in d u s tr ia l a n d  o p e r a t io n a l  r e q u ir e m e n ts  f o r  th e  
e s ta b lis h m e n t o f  s u ch  e n te r p r is e s .

In  so  vast a  t r a n s p o r t  sy stem  as c o n ta in e r iz a t io n , 

c o u n tr ie s  o f  th e  r e g io n  w is h in g  to  p a r t ic ip a te  in  it m u st 
c a r e fu lly  s e le c t  a n  e n tr y  lev e l f o r  w h ich  a ) th e  s u p p o r t iv e  

in fr a s tr u c tu r e s  e i t h e r  e x is t  o r  c a n  easily  b e  e s ta b lis h e d ; b ) th e  
u n d e r ta k in g  is lo c a l in  n a tu r e ,  i .e . ,  n o t  s u b je c t  to  in te r n a t io n a l  

c o m p e tit io n ; a n d  c )  th e  w o rk  in v o lv ed  is la b o u r - in te n s iv e . 
A lth o u g h  th e s e  c r i te r ia  f o r  e v a lu a t in g  a n  a p p r o p r ia te  lev e l o f  
e n tr y  in to  a n y  te c h n o lo g y  m ig h t se e m  to  p r e c lu d e  

p a r tic ip a tio n  by  s o m e  L a t in  A m e r ic a n  a n d  C a r ib b e a n  
c o u n tr ie s  in  c o n ta in e r iz a t io n , s u ch  is n o t in  fa c t  th e  ca se ,

A s is d e m o n s tr a te d  a t  s o m e  le n g th  in  th is  b o o k , th e  

c o n ta in e r  r e p a ir  a n d  m a in te n a n c e  in d u s try  s a tis f ie s  th e s e  

r e q u ir e m e n ts . N o n e th e le s s , s in c e  c o n ta in e r s  c o n t in u e  to  b e  
m o d ifie d  to  e n h a n c e  th e i r  s t r e n g th  a n d  h a n d lin g  fe a tu r e s ,  

th e y  a r e  th e  s u b je c t  o f  e v e r - in c r e a s in g  lev e ls  o f  te c h n o lo g ic a l 
s o p h is tic a t io n . I t  s h o u ld  b e  u n d e r s to o d  th a t  a s  tr a n s p o r t  te c h 

n o lo g y  b e c o m e s  in c re a s in g ly  s o p h is tic a te d , it w ill b e  fo u n d  

m o r e  a n d  m o r e  e x p e n s iv e , its  l ife -s p a n  w ill b e  s h o r te r ,  a n d  

o p e r a t io n a l, c o n s t r u c t io n  a n d  r e p a ir  sk ills  w ill ta k e  lo n g e r  to  
le a r n . F o r  d e v e lo p e d  c o u n tr ie s  w ith  s u f f ic ie n t  f in a n c ia l  r e 
s o u rce s  to  in v e s t in  th e  n e c e s s a ry  fa c ilitie s  a n d  e q u ip m e n t , 

a n d  q u a lif ie d  p e r s o n n e l  to  p e r fo r m  r e p a ir  a n d  m a in te n a n c e  
task s, th e s e  r is in g  lev e ls  o f  te c h n o lo g y  h a v e  n o t  c r e a te d  an y  

in s u rm o u n ta b le  p r o b le m s . I n  c o n tr a s t , o w in g  to  s c a r c ity  o f
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i in a n d a l  re s o u r c e s , sk ille d  p e r s o n n e l  a n d  s u p p o r t iv e  in tV a ' 
s tr u c tu r e s , L a t in  A m e r ic a n  a n d  C a r ib b e a n  c o u n tr ie s  fa c e  th e  

v ery  re a l r isk  o f  b e in g  so  o v e r ta k e n  by  su ch  te c h n o lo g ic a l 
c h a n g e s  th a t  th e y  m ig h t b e  u n a b le  to  p a r t ic ip a te  e f fe c tiv e ly  in 
th is  g ro w in g  in d u s tr y . T h u s ,  w h ile  r e p a ir  te c h n o lo g y  is still 

w ith in  th e  r e a c h  o f  a ll L a t in  A m e r ic a n  a n d  C larib b ean  

c o u n tr ie s ,  a p p r o p r ia te  s e c to r s  in  e a c h  c o u n tr y  s h o u ld  
e v a lu a te  n o t  o n ly  th e  fe a s ib ility  o f  e s ta b lis h in g  c o n ta in e r  

r e p a ir  a n d  m a in te n a n c e  e n te r p r is e s  b u t a lso  th e  u s e fu ln e s s  o f  
s u c h  e n te r p r is e s  a s  a  t e c h n o lo g ic a l  b a s e  f r o m  w h ich  o th e r  

a r e a s  o f  c o n ta in e r iz a t io n  m ig h t  b e  e n te r e d .

Drinking water supply and sanitation in Latin America, 
1981-1990, “E s tu d io s  e  I n f o r m e s  d e  la  C E P A L ” s e r ie s . 
N o . 2 5 ,  S a n t ia g o , C h ile , 1 9 8 3 , 7 0  p a g e s .

T h is  n u m b e r  o f  th e  “ E s tu d io s  e I n f o r m e s ” s e r ie s  b r in g s  to g e t- 

to g e th e r  th r e e  p a p e r s  o n  v a r io u s  s o c ia l a n d  e c o n o m ic  a sp e c ts  
o f  t h e  I n te r n a t io n a l  D r in k in g  W a te r  S u p p ly  a n d  S a n ita t io n  

D e c a d e  in  L a t in  A ,m e rica .

T h e  f i r s t  o f  th e s e  “T h e  f in a n c ia l  d e m a n d s  o f  th e  I n t e r 

n a t io n a l  D r in k in g  W a te r  S u p p ly  a n d  S a n ita t io n  D e c a d e  in 

L a t in  A m e r ic a ”, is a  s tu d y  o n  th e  f in a n c ia l  r e s o u r c e s  th a t  will 

b e  r e q u ir e d  i f  th e  c tb jec tiv e s  o f  th e  D e c a d e  a r e  to  b e  a c h ie v e d . 

I t  p r e s e n ts  in  s o m e  d e ta il ,  f o r  e v e ry  c o u n tr y  o f  th e  re g io n , 

e s t im a te s  o f  th e  in v e s tm e n ts  n e e d e d  a n d  d is cu s se s  th e  p o s 
s ib le  s o u r c e s  o f  f in a n c in g  f o r  th e s e  in v e s tm e n ts .

T h e  s e c o n d  p a p e r ,  “T h e  p r o v is io n  o f  d r in k in g  w a te r  
a n d  s a n ita t io n s  s e r v ic e s  to  th e  r u r a l  p o p u la t io n  o f  L a tin  

A m e r ic a ”, d e s c r ib e s  th e  p r e s e n t  s itu a tio n  in  th e  re g io n  a n d  
s u g g e s ts  s o m e  o p p o r tu n it ie s  th a t  th e  D e c a d e  o f f e r s  fo r  

r e c o n s id e r in g  th e  p o lic ie s  a d o p te d  to w a rd s  th e  p ro v is io n  o f  
w a te r  su p p ly  a n d  s a n ita t io n  to  th e  ru r a l  p o p u la tio n .

T h e  th ir d  a n d  f in a l  p a p e r ,  a t ta c h e d  a s  a n  a p p e n d ix  
e n t it le d  " T h e  I n te r n a t io n a l  D r in k in g  W a te r  S u p p ly  a n d  S a n i
ta tio n  D e c a d e : T h e  s i tu a t io n  in  L a t in  A m e r ic a  o n  th e  e v e  o f  

th e  D e c a d e  a n d  th e  p r o s p e c ts  f o r  th e  f u t u r e ”, w as p r e p a r e d  
jo in t ly  b y  E C L A  a n d  th e  P a n -A m e r ic a n  H e a lth  O r g a n iz a t io n ; 

a  b r i e f  in tr o d u c t io n  to  th e  o r ig in s  o f  th e  D e c a d e  a n d  a n  
o v e rv ie w  o f  t h e  w a te r  s u p p ly  a n d  s a n ita t io n  s i tu a tio n  in  th e  

r e g io n  is  fo llo w e d  b y  a  s tu d y  o f  th e  s t r a te g ie s  b e in g  ev o lv e d  to  
a c h ie v e  th e  o b je c t iv e s  e s ta b lis h e d  by  g o v e r n m e n ts  f o r  th e  
D e c a d e .

Los bancos transnsicionales, el Estado y el endeudamiento 
externo en Bolivia ( T h e  t r a n s n a t io n a l  b a n k s , th e  S ta te  

a n d  e x t e r n a l  in d e b te d n e s s  in  B o liv ia ) , “ E s tu d io s  e  I n 

fo r m e s  d e  la  C E P A L ” s e r ie s , N o . 2 6 ,  S a n tia g o , C h ile , 
1 9 8 3 , 2 8 2  p a g e s .

o th e r  c o u n tr ie s  in  o r d e r  to  m a k e  a  m o r e  in te g r a l  a p p r a is a l o f  

th e  n a tu r e  a n d  e f fe c t s  o f  th e  a c tiv itie s  o f  th e  t r a n s n a t io n a l  

b a n k s  in  L a tin  A m e r ic a , a n d  th u s  c o lle c t  fu l le r  b a c k g r o u n d  
in fo r m a tio n  o n  th e  ro le  o f  th e s e  in s titu tio n s .

T h e  s tu d y  a d o p ts  tw o  c o m p le m e n ta r y  a p p r o a c h e s : 
an a ly sis  o f  th e  t r a n s n a t io n a l  b a n k s  a n d  r e f e r e n c e  to  th e  B o l i 

v ian  S ta te . T h u s  it  e m b r a c e s  th e  tw o m a in  p r o ta g o n is ts  o f  th e  
m assiv e  b o rr o w in g  th a t  to o k  p la c e  in  th e  1 9 7 0 s . A s a re s u lt , 

th e  stu d y  is d iv id e d  in to  th r e e  p a r ts : o n e  d e a lin g  w ith  th e  

tr a n s n a t io n a l  b a n k s  a n d  a  s e c o n d  w ith  th e  S ta le ,  w h ile  th e  

th ird  a im s  a t c o m b in in g  th e  tw o in  a  s y n th e s is  w h ich  lea d s to  
c e r ta in  c o n c lu s io n s  a n d  r e c o m m e n d a tio n s .

P a r t  I  ( c h a p te r s  2 , 3  a n d  4 )  d is cu s se s  th e  p r e d o m in a n t  

s h a r e  o f  th e  tr a n s n a t io n a l  b a n k s  in  th e  f in a n c in g  o b ta in e d  by 
th e  c o u n tr y . C h a p te r  2  in d ic a te s  in  b r o a d  o u t l in e  th e  fa c to r s  
th a t  in f lu e n c e d  th e  e x p a n s io n  o f  th e  tr a n s n a t io n a l  b a n k s  in  
th e  p e r ip h e r a l  c o u n tr ie s  d u r in g  th e  1 9 7 0 s , a n d  a n a ly se s  th e  
s p e c if ic  c ir c u m s ta n c e s  a c c o u n t in g  fo r  th e ir  p e n e tr a t io n  in to  

B o liv ia . C h a p te r  3  s tu d ie s  th e  te rm s  a n d  c o n d it io n s  o f  th e  

b a n k  lo a n s  g ra n te d  to  th e  c o u n tr y ; w h ile  c h a p te r  4  s k e tc h e s  
th e  d i f f e r e n t  le n d in g  s tra te g ie s  o f  th e  v a r io u s  c r e d it  in s ti

tu tio n s , b o th  f r o m  th e  g lo b a l p o in t  o f  v iew  a n d  fr o m  th a t  o f  

th e ir  in d iv id u a l a c tio n ,

P a r t  I I  ( c h a p te r s  5 , 6  a n d  7 )  a n a ly se s  w h at is k n o w n  as 

th e  m u lt id im e n s io n a l S ta te , in  c h a p te r  5  th e  S ta te  is sh o w n  to  
b e  n o t  so  m u c h  a  h o m o g e n e o u s  a s  a  h e te r o g e n e o u s  a n d  

m u ltid im e n s io n a l e n tity , w h o s e  d iv e r s e  in te r e s ts  ca ll fo r  s u 
p r e m e ly  d e lic a te  a n d  c o h e r e n t  h a n d lin g , to  av o id  c o n tr a d ic 

tio n s  w ith in  th e  S ta te  a p p a r a tu s  a n d  th e  c o n s e q u e n t  w e a k e 
n in g  o f  th e  b a r g a in in g  p o w e r  o f  th e  S la te .  I n  c h a p te r  6  th e  

p la n n in g  sy ste m  a n d  th e  in s titu tio n a l m a c h in e r y  to r  c o n tr o l 
lin g  e x te r n a l  in d e b te d n e s s  a r e  re v ie w e d , a n d  it is n o te d  th a t 

th e  p r e s s u r e  e x e r te d  by n a t io n a l  g r o u p s  (w h o  w a n te d  to  

b o rro w ) a n d  b y  th e  t r a n s n a t io n a l  b a n k s  (w h ich  to o k  p a in s  to 

in c re a s e  th e  su p p ly  o f  r e s o u r c e s  f o r  th e  c o u n tr y )  c r e a te d  
c o n d it io n s  in  w h ich  b o th  th e  s p ir it  a n d  th e  le t te r  o f  th e  

c o n tr o l  sy stem s w e re  s u b v e r te d , to  th e  d e tr im e n t  o f  a  wise 
p o licy  to w a rd s  th e  n e g o tia t io n  a n d  a llo c a tio n  o f  fo r e ig n  

c u r r e n c y  re s o u rc e s . C h a p te r  7 a n a ly se s  th e  u se  o f  b a n k  lo a n s  
by th e  p u b lic  s e c to r , a n d  by  p u b lic  e n te r p r is e s  in  p a r t ic u la r . 

T h r o u g h  a s tu d y  o f  th e  b o r r o w in g  e x p e r ie n c e  o f  c e r ta in  
le a d in g  p u b lic  e n te r p r is e s ,  a n d  o f  th e  c o u r s e  fo llo w e d  by 

th e ir  p r o je c ts , a n  a t te m p t is m a d e  to  sh ow  th a t  th e  a p p lic a t io n  
o f  re s o u rc e s  fe ll  f a r  s h o r t  o f  th e  g o a l o f  o p tim a l u tiliz a tio n .

P a r t  I I I  o f  th e  s tu d y  e n d e a v o u rs  to  sy n th e s iz e  a n d  to  
a n a ly se  in  c o m b in a t io n  th e  tw o v ie w p o in ts  c o r r e s p o n d in g  to  

p a r ts  I a n d  11; a n d  s o m e  r e c o m m e n d a tio n s  a r e  a lso  p u t 
fo r w a rd , b o th  f o r  th e  b a n k s  a n d  f o r  th e  c o u n tr y , w ith  r e s p e c t  

to  f in a n c in g  p o lic ie s  a im e d  a t a v o id in g  a  r e p e t it io n  o f  w h a t 

a r e  n ow  s e e n  to  h a v e  th e  m is ta k e s  o f  th e  p ast.

O n e  o f  th e  c h a r a c te r is t ic  fe a t u r e s  o f  th e  1 9 7 0 s  w as th e  
e m e r g e n c e  o f  th e  tr a n s n a t io n a l  b a n k s  as th e  m a in  a g e n ts  f o r  
th e  t r a n s f e r  o f  e x t e r n a l  s a v in g  to  th e  d e v e lo p in g  c o u n tr ie s .

I n  v iew  o f  th e  im p o r ta n c e  o f  th is  p h e n o m e n o n , th e  

o b je c t  o f  th e  s tu d y  in  q u e s t io n  is to  c o n t in u e  a n d  e x p a n d  th e  
w o rk  a lre a d y  d o n e  b y  E C L A  in  P e r u  (s e e  R o b e r t  D e v lin , Los 
ban£os transnadonales y elfinanciam iento extemo en América Lati
na. L a  experiencia del Perú, 1965-1976 , E C L A , S a n t ia g o , C h ile , 

1 9 8 0 )  by  e n la r g in g  th e  d a ta  b a s e  a n d  e x t e n d in g  th e  a n a ly sis  to

Estilos de desarrollo, energía y  medio ambiente: un estudio 
de caso exploratorio (D e v e lo p m e n t  s ty le s , e n e r g y  a n d  

e n v ir o n m e n t :  a n  e x p lo r a to r y  c a s e  s tu d y ), “ E s tu d io s  e  

I n fo r m e s  d e  la  C E P A L "  s e r ie s . N o . 2 8 ,  S a n tia g o , C h ile , 
1 9 8 3 ,  1 2 9  p a g e s .

T h e  in te n t io n  in  th is  e x p lo r a to r y  c a s e  s tu d y  is to  a t te m p t to  

re p ly  to  th e  fo llo w in g  q u e s t io n : a r e  d e v e lo p m e n t  s ty les  c o n 
ce iv a b le  th a t  n e e d  less  e n e rg y  p e r  c a p ita  a n d  p e r  u n it o f  g ro s s
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However, other important effects of edu
cation still remain, among which we would 
chiefly single out its effect on women, as regards 
the reduction of the birth rate, as well as the 
inculcation of habits of learning and behaviour 
which make for a general increase in adapta
bility. This last characteristic, above all, may be 
much appreciated by enterprises, inasmuch a it 
could easily be translated, in operational terms, 
as productive ‘docility’.

Alongside what we have very briefly de
scribed as the socio-economic approach and as the 
socializing approach, there is at least a third 
approach which seems to us more essential and

possibly irreplaceable: that o f  formation. This is a 
specifically political approach, not necessarily 
linked to formal schooling, but committed to the 
process of forming citizens, in which the cultural 
dimension is also an essential ingredient. 
Certainly to educate is also to train human 
resources, still more to socialize, but primarily 
and in essence its purpose is formative, or, in other 
words, it should develop the creative and 
participative potentialities of the individual and 
of society. In this regard education is 
irreplaceable, and an essential factor in 
development.

I l l
Education and participation

What the lack of education means for the illiter
ate or for persons with insufficient schooling 
might be summed up as being deprived o f fitness for  
the exercise of citizenship.

The essence of citizenship cannot be re
lated to specific ideologies of actual democracies, 
inasmuch as these are only possible and relative 
prescriptions, but to the general objective of 
socio-economic and political participation, over 
an above and in spite of the systems in force.

It is important to grasp the tenor of this 
type of relation between education and partici
pation, which is not mechanical or automatic. 
However much evidence can be collected to 
suggest that an educated people is a free people, 
the social sciences have been unable to inerpret 
it as necessarily implying a cast-iron link between 
education and liberty. On the other hand, there 
is no difficulty in perceiving likewise that to be a 
democrat it is not indispensable to be able to 
read. The most extravagant ideologies are 
generally forged by intellectuals, or, in other 
words, highly educated persons, as in the case of 
Nazism, authoritarianism, racism, colonialism, 
and so forth.

Perhaps it may be useful to distinguish be
tween two main dimensions in this field; the for
mative and tfie cultural. Education in the 
formative sense is a strongly humanistic project.

based on the creativity and potentialities of the 
individual and of society, and promoting by 
natural means the cultivation of the participative 
area. It takes the educand to be the protagonist in 
the process of formation of an individual with 
rights and duties, capable of self-determination 
and of adopting a creative position vis-à-vis the 
world and society. It is in this sense that it is 
asserted that education is less concerned with 
training human resources for the economic 
system, than with forming citizens. This is not 
prejudicial to the work approach, since work 
forms part of the citizen’s life, but work is seen as 
a right of citizenship, not the reverse.

Education as cultural achievement becomes 
a consequence of the cultural process, this latter 
being understood as the artificer of community 
identity and the context of self-promotion.^*^

' ' .S e e  th e  N a tio n a l In s t i tu te  of E d u e a t io iia i  S tiu lie s  
a n d  R e s e a r c h  { In s t i tu to  N a e io n a l d e  E s tu d o s  e E e s ijiiisa s  
E d u c a d o n a is  —  IN E P ) ,  A l}rofmi(>naliz(i{ào do ensitio n<t l.ei 
5692171, B r a s il ia , M in is try  o f  E d u c a t io n  a n d  C u ltu r e ,  UIHli: 

c f .  th e  c h a p te r  o n  w o rk , th e  c o n c e p t io n  o f  \vt)i k a n d  e d u 
c a t io n  (“T r a b a l l io ,  c o n c e p t ;à o  d e  t r a b a ll io  e d u c a r l o ”), p p . 11 
et seq.

'® See  P. D e m o , La dimensiori cvlturelle de la politique 
sociale, p a p e r  d r a f te d  f o r  U N E S C O  (in  p r e p a r a t io n  fo r  th e  

M e x ic o  m e e t in g  o n  c u l tu r e  in  A u g u s t  1 9 8 2 ) ,  B r a s il ia , m im e o 
g ra p h e d  te x t , D e c e m b e r  1 9 8 0 .
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I t  c o n s is ts  in  a c o m p ila t io n  o f  th e  p ro v is io n s  o f  th e  

C o n v e n tio n , to  w h ich  h av e  b e e n  a d d e d  th e  re le v a n t e x p la n a 
to ry  n o te s , th e  w h o le  b e in g  o r d e r e d  in  fo u r  c h a p te r s  w h ich  

sh o w  th e  p r o c e d u r e s  p r io r  to  a p p lic a t io n , th o s e  r e la t in g  to  

th e  a p p lic a t io n  p r o p e r ,  a  r o u t in e  to  b e  fo llo w e d  fo r  e a c h  

t r a n s p o r t  o p e r a t io n  a n d  th e  a s p e c ts  c o n n e c te d  w ith  th e  
g e n e r a l  a d m in is tr a t io n  o f  th e  t jo n v e n t io n . I t  is h o p e d  th a t 

th is  p r e s e n ta t io n  w ill h e lp  to  m a k e  th e  v a r io u s  p ro v is io n s  o t 
th e  C o n v e n t io n  m o r e  c le a r ly  u n d e r s to o d , a n d  m ay  a lso  b e  o f  

u se  to  c o u n tr ie s  fo r  th e  p u r p o s e s  o f  th e ir  in te r n a l  r e g u la t io n s , 
a s  w ell as f o r  th e  in s tr u c t io n  o f  c u s to m s  a n d  ro a d  tr a n s p o r t  
p e r s o n n e l.

E c o n o m ic  C o m m is s io n  f o r  A f r i c a  (E C A )  a tid  F ,c o n o m ic  

C o m m is s io n  f o r  L a t in  A m e r ic a  ( E C L A ) , África y 
Am érica Latina. Perspectivas de cooperación 
interregioitial (A fr ic a  a n d  L a t in  A m e r ic a , P r o s p e c ts  

f o r  in te r r e g io n a l  c o -o p e r a t io n ) .  U n ite d  N a tio n s , S a n 
t ia g o , C h i le ,  1 9 8 3 ,  2 8 8  p a g e s .

I n  F e b r u a r y  a n d  M a y  1 9 7 7 , a t  m e e t in g s  o f  th e  m e m b e r  S la te s  
o f  E C A  a n d  o f  E C L A , th e  c o u n tr ie s  o f  A fr ic a  a n d  L a t in  
A m e r ic a  a d o p te d  re s o lu t io n s  3 0 2  ( X I I I )  a n d  3 6 3  ( X V I I ) ,  

r e p e c tiv e ly , o n  th e  s t r e n g t h e n in g  o f  th e  e x is t in g  la c ilit ie s  
fo r  t e c h n ic a l  c o -o p e r a t io n  a n d  th e  p r o m o t io n  o f  n ew  p r o 

g r a m m e s  o n  te c h n ic a l  c o -o p e r a t io n  a m o n g  th e  c o u n tr ie s  o f  

th e ir  r e s p e c t iv e  r e g io n s ,  to  th a t  e n d  m a k in g  u se  o f  th e  r e 
g io n a l c o m m is s io n s  w ith in  th e  fr a m e w o r k  o f  th e ir  m a n d a te  

a n d  o f  th e  r e s o u r c e s  a v a ila b le . P u rs u a n t  to  th e s e  r e s o lu tio n s ,

th e  S e c r e ta r ia ts  o f  th e  tw o c o m m is s io n s  a g r e e d  u p o n  th e  n e e d  

to  d e f in e  s p e c if ic  s tu d ie s  to  b e  jo in tly  c a r r ie d  o u t  o n  th e  basis  
o f  th r e e  k ey  s e c to r s : th e  d e v e lo p m e n t  o f  h u m a n  re s o u rc e s , 

in te r r e g io n a l  t r a d e  a n d  s c ie n c e  a n d  te c h n o lo g y .

T h e  fu n d a m e n ta l  o b je c t iv e  o f  th e s e  s tu d ie s  is th e  p r o 

m o tio n  o f  re c ip r o c a l  e c o n o m ic  a n d  te c h n ic a l  c o -o p e r a t io n  
b e tw e e n  A fr ic a  a n d  L a tin  A m e r ic a , i .e .,  th e  id e n tif ic a c ió n  an d  
fo r m u la t io n  o f  p o ss ib le  jo in t  a c tiv itie s  to  b e  u n d e r ta k e n  by 

th e  c o u n tr ie s  o f  th e  tw<i re g io n s . T h is  c o -o p e r a t io n  m ig h t 
ta k e  a n y  o f  th e  fo llo w in g  fo r m s : c o -o p e r a t io n  b e tw e e n  
g o v e r n m e n ts  o f  t h e  tw o  re g io n s  th r o u g h  b ila te ra l a g r e e 
m e n ts ; b e tw e e n  a L a t in  A m e r ic a n  c o u n tr y  a n d  s ev e ra l 
A fr ic a n  c o u n tr ie s ,  o r  vice uertu ; b e tw e e n  tw o  o r  im trc  L a tin  
A m e r ic a n  c o u n tr ie s  a n d  tw o o r  m o r e  A fr ic a n  c o u n tr ie s ;  o r  

b e tw e e n  s u b r e g io n a l  o r  re g u tn a l in s titu tu tn s  in th e  tw o 
re g io n s . I t  is h o p e d  th a t  th e s e  fo r m s  o f  c o -o p e r a t io n  m ay  lead  

to  th e  p a r t ic ip a t io n  o f  n o n -g o v e r n m e n ta l  e n t it ie s  b o th  in 

A fr ic a  a n d  in  L a tin  A m e r ic a .

T h e  p r o p o s a ls  a n d  re c o m m e n d a t io n s  a p p e a r in g  hi 

th is  d o c u m e n t  a im  a t th e  e v e n tu a l p a r t ic ip a t io n  o f  a ll th e  

c o u n tr ie s  o f  th e  tw o r e g io n s  in  c o -o p e r a t io n  a c tiv itie s  a n d  

s u g g e st a  f r a m e w o r k  in  w h ich  th e s e  c a n  b e  c a r r ie d  o u t. T h e  
d i f f e r e n t  c h a p te r s  a n a ly se  th e  c u r r e n t  s ta in s  o f  i n te r r e g io n a l  
c o - o p e r a t io n  b e tw e e n  th e  c t )u n ir ie s  o f  A f r ic a  a n d  L a t in  
A m e r ic a , w ith  s p e c ia l r e f e i e t i c e  to  th e  th r e e  s p h e r e s  m e n t io 

n e d , 'I 'h c y  a lso  r e f e r  to  th e  n a t io n a l, s u h r c g io n a l  a n d  r e g io n a l 

in s titu tio n s  e x is t in g  in  th e  c o u n tr ie s  o f  th e  t w o r e g io n s  w h ich  
m ig h t  b e  u s e d  to  p r o m o t e  e c o n o m ic  a n d  te c h n ic a l  c o 

o p e r a t io n  a n d  to  se rv e  a s  its in s tru n ie iU s , a n d  su g g e st v a rio u s  

o th e r  m e c h a n is m s  fo r  p u t t in g  th is  c o -o p e r a t io n  in to  e ffe c  t.
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p r o d u a  th a n  w o u ld  b e  n e c e s s a r y  i f  t h e  p r e s e n t  s ty le  w e re  

p e r p e tu a te d , a n d  th a t  c a n  b e  s u s ta in e d  b y  a  m o r e  d iv e r s if ie d  

e n e r g y  b a s e , le s s  d e p e n d e n t  o n  h y d r o c a r b o n s ?

I n  r e s p o n s e  to  th is  in q u ir y , t h e  e n e r g y  p r o b le m  is  

e x a m in e d  f r o m  th e  a n g le  o f  d e v e lo p m e n t  sty les  a n d  f r o m  
th a t  o f  th e  im p a c t  o n  th e  L a t in  A m e r ic a n  e n v ir o n m e n t  th a t  

w o u ld  b e  p r o d u c e d  b y  th e  v a r io u s  e n e r g y  o p tio n s , u s in g  f o r  

i l lu s tra tiv e  p u r p o s e s  th e  in d iv id u a l c a s e  o f  C h ile .
A s a  f i r s t  s te p , th e  e n e r g y  s itu a t io n  in  f o u r  d e v e lo p e d  

c o u n tr ie s , i .e . ,  F r a n c e ,  J a p a n ,  S w e d e n  a n d  th e  U n ite d  S ta te s , 

is  a n a ly se d , a n d  th e  c o n c lu s io n  is r e a c h e d  th a t  th e  o b je c t iv e  o f  

a t ta in in g  h ig h  le v e ls  o f  in d u s tr ia l iz a t io n  a n d  w e ll-b e in g  d o e s  

n o t  n e c e s s a r ily  in v o lv e  r e a c h in g  th e  a lm o s t a s tro n o m ic a l 

le v e ls  o f  e n e r g y  c o n s u m p tio n  th a t  c h a r a c te r iz e  th e  U n ite d  
S ta te s . A t te n t io n  is d e v o te d  to  th e  e n e r g y  c o n s u m p tio n  p a t

te r n s  o f  th e s e  c o u n tr ie s  a n d  th e  w ay  in  w h ich  th e y  h a v e  
e v o lv e d , t h e  in d ic a to r s  u s e d  b e in g  e n e r g y  c o n s u m p tio n  p e r  

c a p ita  a n d  p e r  u n it  o f  g ro s s  d o m e s t ic  p r o d u c t  (g lo b a l a n d  
s e c to r a l) ,  re la t iv e  d is tr ib u tio n  b y  p r im a r y  s o u rc e s , a n d  th e  
e le c tr i f ic a t io n  c o e f f ic ie n t .

T h e  s e c o n d  s te p  in  t h e  s tu d y  is th e  c o n s t r u c t io n , w ith  
r e f e r e n c e  to  C h i le  a n d  to  a  th ir ty -y e a r  t im e  h o r iz o n , o f  

d i f f e r e n t  s c e n a r io s  o f  e n e r g y  su p p ly  a n d  d e m a n d , l in k in g  

th e m  w ith  th e  p r e v a ilin g  d e v e lo p m e n t  sty les  ( r e fe r e n c e  

s c e n a r io )  a n d  w ith  tw o  o t h e r  s c e n a r io s  (A  a n d  B )  c o r r e s p o n d 

in g  to  p o ss ib le  a lte r n a t iv e  d e v e lo p m e n t  sty les . S c e n a r io  A  w as 

c o n s t r u c te d  o n  th e  a s s u m p tio n  o f  fa ir ly  in s ig n if ic a n t  c h a n g e s  
in  th e  p r e v a ilin g  d e v e lo p m e n t  s ty le , t h e  o n ly  o u ts ta n d in g  

fe a t u r e  b e in g  th e  s a v in g  o f  e n e r g y . T h e  a lte r n a t iv e  s c e n a r io  B  
e n v is a g e d  th e  in tr o d u c t io n  o f  su b s ta n t ia l  c h a n g e s  in  s o m e  o f  
th e  p r o c e s s e s  m o s t  c h a r a c te r is t ic  o f  th e  p r e d o m in a n t  s ty le  o f  
d e v e lo p m e n t.

T h e  c o m p a r a t iv e  a n a ly sis  o f  s c e n a r io s  w a rr a n ts  th e  
a s s e r t io n  th a t  b y  m e a n s  o f  c e r ta in  c h a n g e s  in  th e  d e v e lo p 
m e n t  s ty le , it  w o u ld  b e  p o s s ib le  to  r e d u c e  to ta l e n e r g y  c o n 

s u m p tio n  by  a b o u t  2 0 %  a n d  c o n s u m p tio n  o f  h y d r o c a r b o n s  

by  a p p r o x im a te ly  5 0 %  in  r e la t io n  to  th e  ‘n o r m a l’ t r e n d , o r  
r e f e r e n c e  s c e n a r io : th e  v a r io u s  im p lic a t io n s  o f  th is  s ta te m e n t  

s h o u ld  b e  e x p lo r e d  in  f u t u r e  r e s e a r c h .

in te r d e p e n d e n c e  e x is t in g  a m o n g  th e  v a r io u s  s e c to r s , b e fo r e  

s u b s e q u e n tly  u s in g  th e  re s u lts  o b ta in e d  in  o r d e r  to  d ia g n o s e  

th e  r e a l  e c o n o m ic  s itu a tio n  a s  p r e c is e ly  as  p o ss ib le , a n d  th u s  
to  fa c i l i ta te  s h o r t -  a n d  m e d iu m -te r m  s e c to r a l  a n d  g lo b a l p r o 
g r a m m in g .

T h e  in p u t-o u tp u t  ta b le s  h a v e  a ls o  p la c e d  a t  th e  
c o u n tr ie s ’ d isp o sa l a  f r a m e  o f  r e fe r e n c e  f o r  th e  g e n e ra tio n s  o f  

e c o n o m ic  s ta tis tic s , s in c e  th e i r  fo r m u la t io n  h a s  th ro w n  in to  

r e l i e f  th e  la c u n a e , lim ita tio n s  a n d  p r io r it ie s  in  r e s p e c t  o f  

in fo r m a t io n  r e q u ir e m e n ts . O v e r  th e  m e d iu m  te r m  th is  f r a m e  

o f  r e f e r e n c e  h a s  b e e n  th e  c a u s e  o f  a n  im p r o v e m e n t  in  th e  

q u a lity , c o n s is te n c y  a n d  t im e lin e s s  o f  s ta tis t ic s  o f  th is  ty p e . 

A tte n t io n  m u s t b e  d ra w n  to  th e  fa c t  th a t  th is  m o d e l, by  its 
in te g r a t io n  in  th e  N ew  S y s te m  o f  N a tio n a l A c c o u n ts , h as  

b e c o m e  a  n e c e s s a ry  to o l f o r  th e  a p p lic a t io n  o f  th e  s y ste m , o f  
w h ich  it is o n e  o f  th e  k ey  c o m p o n e n ts .

T h i s  d o c u m e n t  in c lu d e s  th e  f in d in g s  o f  m o s t  o f  th e  

s tu d ie s  p u b lis h e d  u p  to  J u n e  1 9 8 2  in  1 7  c o n u n tr ie s ,  a n d  
c o m p r is e s  1 8 2  ta b le s , w h ich  a s  a  g e n e r a l  r u le  c o n ta in  th e  
fo llo w in g  e le m e n ts :  a ) ta b le s  o f  v a lu e s  o f  in te r s e c to r a l  

tr a n s a c t io n s  in  to ta l, d o m e s t ic a l ly -p ro d u c e d  a n d  im p o r te d  
g o o d s  a n d  s e r v ic e s ; b ) th e  m a tr ic e s  o f  te c h n ic a l  c o e f f ic ie n ts  o f  
to ta l, d o m e s tic  a n d  im p o r te d  in p u ts ; a n d  c )  th e  m a tr ic e s  o f  

d ir e c t  a n d  in d ir e c t  d o m e s tic  p r o d u c t io n  r e q u ir e m e n ts  p e r  

u n it  o f  f in a l  d e m a n d  f o r  d o m e s t ic a l ly -p r o d u c e d  g o o d s  a n d  
se rv ic e s . F o r  s o m e  c o u n tr ie s , th e  s ta tis tic a l s tu d ie s  p u b lis h e d  
h e r e  h a v e  b e e n  s u p p le m e n te d  by  ta b le s  o f  te c h n ic a l  c o e f 
f ic ie n ts  p r e p a r e d  by E C L A , th a n k s  to  w h ich  a  m o r e  

h o m o g e n e o u s  a n d  a  m o r e  ea sily  u s a b le  p r e s e n ta t io n  h a s  b e e n  

p o ss ib le , e s p e c ia lly  in  th e  c a s e  o f  r e s e a r c h  r e la t in g  to  m o r e  
th a n  o n e  c o u n tr y .

T h e  s ta tis tica l m a te r ia l  c o m p ile d  is a c c o m p a n ie d  by  a 
b r i e f  c o m m e n ta r y  o n  th e  g e n e r a l  c h a r a c te r is t ic s  o f  th e  m a tr i
c e s  p r e p a r e d , a n d  a n  a c c o u n t  o f  th e  m a in  m e th o d o lo g ic a l 
p r o b le m s  th a t  a r o s e  d u r in g  th e ir  c o n s t r u c t io n .

T h e  c o m p ila t io n  is c o m p le te d  w ith  a  list o f  b ib li

o g r a p h ic a l  r e fe r e n c e s  w h ich  u p d a te s  th a t  p u b lis h e d  in  th e  

d o c u m e n t  e n t it le d  El sector externo en las experiencias de insumo- 
producto en América Latina (E / C N .1 2 / L .1 0 1 ) , 1 9 7 3 .

Tablas de insumo-producto en América Latina ( In p u t -  
o u tp u t  ta b le s  f o r  L a t in  A m e r ic a ) ,  “C u a d e r n o s  E s ta d ís 
t ic o s  d e  la  C E P A L ” s e r ie s , N o . 7 ,  S a n t ia g o , C h ile , 1 9 8 3 , 

3 8 3  p a g e s .

T h e  o b je c t  o f  th is  Cuaderno is to  p r e s e n t  th e  r e s u lts  o f  th e  

m a in  in p u t-o u tp u t  s tu d ie s  p r e p a r e d  in  th e  L a tin  A m e r ic a n  

c o u n tr ie s . T h e  in te n t io n  in  p u b lis h in g  th e m  is to  s tre s s  th e  

im p o r ta n c e  o f  th e  s u b je c t  in  th e  f ie ld  o f  e c o n o m ic  s ta tis tics  

a n d  to  p la c e  a t  th e  d is{X )sa l o f  in te r e s te d  p a r tie s  a  v o lu m e  

c o n ta in in g  a ll th e  r e le v a n t  m a te r ia l  th a t  it  h a s  b e e n  p o ss ib le  to  
c o l le c t  in  th e  r e g io n .

T h e  in p u t-o u tp u t  m o d e l is a  v a lu a b le  in s tr u m e n t  o f  
a n a ly sis , s in c e  it  n o t  o n ly  a f f o r d s  a  c o m p le te  d e s c r ip t io n  o f  th e  

o r ig in  a n d  d e s t in a t io n  o f  p r o d u c t io n  in  a  g iv e n  p e r io d , b u t 
a lso  re c o r d s  t r a n s a c t io n s  b e tw e e n  th e  s e c to r s  o f  p r o d u c t io n  
a n d  th e  sa les  m a d e  by  th e s e  to  th e  f in a l  d e m a n d  s e c to rs .

T h e  fu n d a m e n ta l  a im  o f  th e  c o u n tr ie s ’ e f f o r t  to  d raw  

u p  th e ir  in p u t-o u tp u t  ta b le s  h a s  b e e n  to  o b ta in  p r io r  

k n o w le d g e  o f  th e  s t r u c tu r e  o f  p r o d u c t io n  a n d  th e  r e la t io n s  o f

Manual for the application of the TIR Convention, E C L A ,

S a n t ia g o , C h ile , 1 9 8 3 .

T h e  T I R  C o n v e n tio n  is a n  a g r e e m e n t  o n  c u sto m s  t r a n s it  

u n d e r  w h ich  th e  a c tio n  o f  th e  c u sto m s  a u th o r it ie s  in  th e  

s ig n a to ry  c o u n tr ie s  c a n  b e  c o n c e r te d  so  as  to  fa c i l i ta te  th e  
o p e r a t io n a l  a n d  d o c u m e n ta r y  p r o c e d u r e s  r e la t in g  to  th e  

tr a s in t  o f  m e r c h a n d is e  in  ro a d  t r a n s p o r t  v e h ic le s  o r  in  c o n 

ta in e r s .
I f  th e  C o n v e n tio n  is fu lly  to  a c h ie v e  its o b je c t iv e s , it is 

in d is p e n s a b le  th a t  th e  c u s to m s  a u th o r it ie s  o f  th e  C o n tr a c t in g  
P a r tie s  s h o u ld  p e r m a n e n tly  m a in ta in  a  c l im a te  o f  g re a t  

m u tu a l c o n f id e n c e  a n d  a n  a t t i tu d e  o f  e f f e c t iv e  c o -o p e r a t io n  
in  a ll m a tte r s  c o n n e c te d  w ith  its  p r a c t ic a l  a p p lic a t io n .

T h e  p r e s e n t  Manual h a s  b e e n  p r e p a r e d  by  E C L A  as  a 
c o n tr ib u t io n  to  th e  s te p s  ta k e n  by  th e  M e e t in g  o f  M in is te rs  o f  

P u b lic  W o rk s  a n d  T r a n s p o r t  o f  th e  c o u n tr ie s  o f  th e  S o u th e r n  
C o n e  to  o b ta in  th e  a p p lic a t io n  o f  th e  1 9 7 5  T I R  C o n v e n tio n  in  

th e ir  c o u n tr ie s .


