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APSTHACT

towards national sovereignty.

Ld ait-, creation of the no. ..cioii.t »».

philosophies upon K formation of the "useful" ran,
T* M4mine



and all the political implications associated with this idea, is

the Third World aiming at a goal which will destroy man as a critical,
unique individual capable of rational, unindoctrinated thought?

Or is indoctrination a necessary part of this "education"? If

future prospects look bleak.
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INTRODUCTION

Thie paper will attempt to come to some understanding of the
following issue* Is "education" for the developing Third
World countries to be evaluated according to the same principles

as our concept of education in the developed Western world?

A brief survey of some contemporary Western philosophy of

education will he made. This will be contrasted with some of the
priorities and aims of education as a prerequisite for "development".
A brief case-study of educational policies and reforms in post-
revolutionary Cuba will serve as an example, albeit not wholly

typical, of a developing nation.

The problem under consideration may he summarized as follows:
la education merely a means to some extrinsic state of affairs, or
does it have no other goal, os some philosophers maintain, th,m

the development of the educated man?

To use the terminology of T.S.Kuhn (1962), the paradigm within

which contemporary philosophers of education work is different from,
and may conflict with the framework of concepts used by educational
development-planners. Their points of departure, their comprehension
and interpretation of the available "facts"} the problems they attempt
to solve, have little common meeting ground. To several philosophers,
the concept of education is associated with concepts of autonomy,
rationality, critical thought, intrinsic worth, interest, knowledge
and understanding, objectivity and truth. To others, and most
specifically to development planners, education must be utilitarian
and is linked with goals such us nation-building, training of man-
power, economic development, political socialization and the creation

of a leadership cadre.



Perhaps it. is possible for the two paredignis to merge. Post-

revolutionary Cuba will servo as a easc-study to examine whether

this merging has been achieved, or if education, when it is placed

in a position of subservience to other goals, must necessarily
become distorted into related concepts ouch as schooling, training

or indoctrination.



Till: CONTETT OF MM’CATION

It in not with the radical "deachoolera" of Western educational
circles that I wish to contrast the dove lopment—planners, but with
the rather more purist approach cf Jlritish academia. What follows
is necessarily brief and selective, but provides, hopefully, a

working outline of what "education" may be understood to entail.

Education has to do with know’edge and understanding - knowledge in
depth and breadth - not simply "know-how or e knack", or a too narrow
specialization (Hirst,P.H, and Peters,R.S.(1970)(p 25). A distinction
must be made between educating a man and training him, because

education is not compatible with any "narrowly-conceived enterprise".

In this sense, a man who is becoming educated is changing to a sig-

nificant degree, and this change - (and this second point is strongly
emphasized by Hirst and Il'eterr) - is necessarily change in a worth-
while and desirable direction. What may be considered to be worth-

while becomes a rather cumbersome issue, not entirely satisfactorily

solved by Peters's "transcendental argument" (Peters U.S. 1966).

One can more easily come to grips with Hirst's elaboration of what
knowledge may encompass. Knowledge, according to Hirst, is not relative,
as has been proposed by, amongst others, Mannheim, Marx and Kuhn.
Knowledge is an accumulated history of Ran'« "ttewpt to understand
and appreciate the world we live in. Man may be said to view the
world from various distinctive perspectives. These may be elaborated
upon, or brought into focus more precisely, but there remain certain
definable "modes of understanding”" or inter-related conceptual frame-
works which Hirst describes as "forms of knowledge", each with a con-
ceptual network peculiar to itself, and each possessing its own unique
tests for truth and validity, and its own standards of objectivity
(Hirst,P.H., in Archambttult,R.D.(cd.) .1965). In fact, Hirst makes

a bold attempt to outline eight such branches* mathematics, empirical
science, human science, morality, aesthetics, philosophy, religion

and history. These are the "public modes of experience".



Education is the development of the rational mind, and the educated
man must be competent to exercise his rational and critical judge-
ment in each of these various form of understanding and to distinguish

between them and their appropriate tests for truth.

Hirst's exact classification of knowledge into eight branches may be
disputed, or regarded as merely provisional| but his approach to
¢he problem of knowledge and its connection with education seems to
be useful and sound. If it is found to be acceptable, his thesis
provides grounds for suggestions of a universal and compulsory pro-
gramme of study for the development of the ideal of the educated

man, be he Briton, Ugandan or Pole.

To return now to the central issue of what is worthwhile in education;
why, for instance, are these "forms of knowledge" more worthwhile
than, as has been suggested, skittles, pin-ball, or blowing up frogs

with bicycle pumps?

A. Philips-Griffiths (1965) distinguishes between activities which
are regarded as an end and those which are considered ?s a means.

No activity is of much value unless it is guided hy certain recognized
standards of achievement or failure and necessitates some degree ci
strenuous effort. Activities of value are said to I*o "absorbing",
"interesting", "fascinating", end are varied and capable of infinite
development without mere repetition of modes of action. Such activ-
ities possess "reciprocity". They require us to give varied and
unpredictable responses. Our action is not merely mechanical but

totally absorbing.

Griffiths makes on interesting observation which is of relevance
to what is to be discussed later as regards Third World education;
"Some very important activities derive their value

from their effects rather than what they are in themselves.
We may continue with them very wisely when they arc mech-

anical, uninteresting, effortless or dull; but unles* we
are road this will only he because we arc concerned with
some further end they happen to serve. Emptying dustbins

neatly might, just possibly, be an interesting task at
first, but it would make an odd permanent hobby. Nevertheless
the efficient disposal of waste is undoubtedly of the utmost
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value. But we must not, because impressed by the
important by-products of human activity, forget that
some human activities have a value of their otn.
Iftnptying dustbins will, we hope, one day be done
entirely by machines; but not our dancing or our
conversation".

To pursue an activity as an end in itself is to learn to love that

activity, and the pursuit of learning - the study of history,
physics or philosophy - is undeniably an activity whose objects
possess reciprocity and universality. They are public and objective
in a way that other activities are not, and they all involve the

pursuit of truth.

An interesting observation may be made; the so-called "liberal-arts"
i.e. the humanities and the social sciences, are often contrasted
with those studies having an immediate utility such as engineering,
buainess-administrati on, forestry etc. But, what makes the distinction
should not he the field of study, but the way in which it is pursued
i.e. for il 1 intrinsic interest as opposed to some means to an
extrinsic state of affairs. Technological problems may be objective,
public problems in exactly the same vuv as problems of physics or

literary criticism.

Similarly, P.Herost in Peters, R.S, (cti.)(1973), distinguishes between
work and labour to illustrate his concept of an activity of intrinsic
worth. Work is absorbing, has standards of excellence and has as

its "opus" the search for truth. Labour, on the other hand, is

alienating and demands some form of extrinsic reward.

The accounts of P.S.Wilson (1971) and R.S.Peters (1966) both focus

upon tne difference between intrinsic and extrinuic justifications

of educations? activities. Pet.- a distinguishes between "curriculum
activities" and games, both of which arc pursued "for their own
sake". However, curriculum activities "are associated with a

certain seriousness about their cognitive content, and are not
"hived off from the business of living". Activities such as science,

history, etc, are "serious in that they illuminate other areas



of life." They have a wide-ranging cognitive content which "spills
over and transform* u man's view of life". Hut most importantly,
these activities are connected with a "search for truth"; and
some activities troio than others best exemplify, or most explicitly
embody disciplined, rational enquiry, and thus should be at the

centre of a compulsory, universal curriculum.

It is here that the view of P.R. Wilson disagrees with that of
Peters (and Hirst). At the centre of Wilson's argument is that
the learner should be motivated by interest, by absorption in the
matter being studied, or * that any activity which is not harmful,
trivial, dangerous or immoral, if pursued in a disciplined manner,

is intrinsically worthwhile and thus educationally justifiaole.

"If he is seriously studying the doing of anything, then
he is engaged already in tryinr to be more rational about

it .... What is of fundamental importance educationally
is whether or not his inquiries (whatever they are), are
being engaged in for their intrinsic interest. What makes

his curriculum educationally worthwhile is not the presence
on it of any particular school subject, but the presence
in it of serious thought about whatever he is doing'. (pbG).

Wilson attacks the "needs" approach to the justification of
education. Needs presupposes goals , which in turn, precuppose
values, and societal and individual needs may often conflict.
Schooling is then seen as a means to an end which lies outride
the process itself. Schooling may indeed be justified in these

terms, but not so education.

The educative task of teachers is to help learners to understand
and appreciate more fully, and to practise nore effectively, some
of the things which they find interesting, md to help them to
choose sensibly which of their interests to follow. Education
is whatever develops the learner's capacity for valuing, and las
inclination to pursue what is valued in a disciplined manner, so

that he will come to see more of its intrinsic significance.

In Wilson's terms of education, the only "use" of education is to
get people more educated, and its only end is more education.

Similarly, the only "needc" which education satisfies are educational



needs. So, in o sense, we cannot, ask what external features

Mustify" education.

"On this view, whether the actual activities
pupils are engaged are cookery, gardening, mathematics,
cricket, hopscotch, wall-climbing, history or anything”
else, is of no particular educational significance
(p83).

in which

This is a fairly extreme view, countered in part by Philips-

Griffiths's description, mentioned earlier, of the reciprocity of

certain fields of study* am compared with others.

Balancing delicately and usefully between the two more extreme and

opposing views of Peter, and Wilson, is J.P.White's "Towards a

Compulsory Curriculum"*1973). The argument is that the "objectives

of curricula should be the same for all children". There may often

be considerations which override the application of the moral

principle of liberty - Iin this case, freedom to learn whatever

one wishes to learn). These considerations have to do with,

firstly, the general good or the good of society, and secondly,

with the individual's own good. This poses the traditional

philosophical problem of what embodies the "Good for Man".

White recognizes the logical priority of intrinsic over extrinsic

good. "What is good extrinsical ly is good ultimately as a means

to something good in itself." (P7). Many activities may be worth-

while in themselves, but it does not follow that they are educa”

tionally worthwhile. Conversely, if it cannot be shown that scieuce

»,d art are intrinsically worthwhile for everyone

- (someone may
still prefer playing the horses) - it still

remains possible that

they are educationally so.

All children mu.t cone to kno. .bout the .hole renge of -eti.iU c,

ind ..... Of life" Which they win h.y. to choo.e fro.. If thi.
instruction ent.il. "te.por.ry" restriction of liberty, .t
so Tbit. ..ir , ... to ensure the child's .ut.nomy .t a later s.uEFo.

Wblt. divides intrinsic.,ly worthwhile activities int. two categories,

Category 1 activities are those which have to be formally taught,



as no understanding of the activity ie logically possible without
actually engaging in the activity.
Category 2 activities are those of which come wunderstanding is

possible without the individual engaging in the activity.

Examples of Category 1 activities are given as - (and the list
does not presume to be exhaustive) - mathematics, communication

(language), physical science, aesthetics, philosophy.

Examples of Category 2 activities are foreign languages, cookery,

cricket, woodwork, and other vocational or leisure activities.

Category 1 activities open the door to an understanding of all sorts
of Category 2 activities; for instance, a knowledge of a mother-
tonguc facilitates an understanding of what it might be like to

apeak a foreign language.

The consequences for the curriculum of this dichotomy of activities
are that, given that a pupil oust come to understand all possible
kinds of activity before his education can be said to be "complete
he must be compelled to engage in those activities which ate unin-
telligible without such engagement, i.e. Category 1 activities.

However, "compulsory initiation must be kept to a basic minimum.

In the same way, pupils must be given some understanding of the

various "ways of life" or guiding principles by which men live,

e.g. the pursuit of truth, altruism, power, wealth; and towards
this goal, "subjects" such as history, philosophy and literature
play a significant role - in this sphere, as a means to an end.
White also emphasizes the "practical component" of the curriculum

that which enables the learner to integrate what he has learned and
to understand the relationship of means to ends, and the obstacles
in the way of achieving these ends. He suggests that some under-
standing of economics, political science, sociology, psychology,
and most importantly, information concerning careers and job-

opportunities, are an integral part of the school's educational

activity.



1A rational education r.hould give due weight to extrinsic and

intrinsic values". (pGO).

White argues against Hirst's thesis that one cannot ask for a
justification of education, as to ask for a justification of
rationality is to be committed already to seeking rational know-
ledge in the very asking of the question and the seeking after
reasons. White maintains that education is, nevertheless, inst-

rumental; its goal is the development of autonomous persons,

R.F.Dearden, in his article, "The Aims of Primary Education",
(Dearden, R.F. in Peters, U.S. (ed) 1969), attempts to wade through
the difficult issue of what is valuable, and thus, what should be
included in en educative curriculum. Despite our "pluralistic"
society, there does remain a quite substantial consensus on what
is basically valuable for personal and social competence in our

form of life.

Dearden emphasizes the value of personal autonomy. The autonomous
person is contrasted with the indoctrinated person; he is able to
test the truth of things for himself by the critical evaluation
of all available evidence. Autonomy implies choice, and Dearden
makes an important observation: [T granted that it is I
who am to understand and choose, then what is worth understanding

and what deserves to be chosen?" (P 32).

* curriculum problem is far from solved by acceptance of tie

principle of autonomy. This principle - autonomy, the exercise
of choice - ©presupposes a well-grounded underst anding of one's
situation in the world; an insight into the basic ways in which

human experience has, as a matter of historical fact, been developed
and elaborated. This brings us hack to Hirst'a outline of the

forms of knowledge which have a central connection with the exercise
of personal autonomy. Autonomy presupposes some mastery of an
appropriate body of knowledge or skills. This initiation is essential
before individuals can sensibly "strike out on their own". Without

this basic content, reference to "autonomy" becomes a meaningless,

pseudo-liberal gesture.



Let us now moveon to what may Le der.cribod as a more utilitarian
understanding of the concept of education. I have chosen as a
succinct and lucid example of such thought,Robin Harrow's chapter

on "iVhat Is Worthwhile" (Chap.11 , 1975).

Barrow maintains that no activity is necessarily worthwhile. The
criterion of worthwhil«ness is pleasure, pleasure for both the
agent and for society. However, some activities, because of their
nature, have a more instrumental value than others. How do we
choose between Bingo and literature if both activities give an
individual equal amounts of pleasure? "A reasonable contention io
..... that the community would suffer more if it lost the sort of
people who takepleasure in literature than if it lost the sort of

people who takepleasure in Bingo." (p 159).

Thus, there are some activities which contribute more to increasing
pleasure generally, 1i.e. in society as a whole, and it would be
desirable that people should come to find pleasure in such activ-
ities. It is through education that people may be initiated into,
and come to take pleasure in activities that they may not otherwise
have taken pleasure in. Education should attempt to develop people
who will want to contribute to the maximization of pleasure in the

community.

What are the desirable characteristic; which educational activities
should cultivate ? Barrow suggests the following three: a tend-
ency to want to know the reason why; a concern for coherent reason-
ing and ability in reasoning; a concern to understand other people
ai.d an ability to do so. These characteristics would go some way
towards preventing unjustified and dogmatic conviction, erroi, and
failure to take account of others, and in these ways must contribute
to the sum of happiness. It is an empirical matter as to which

activities most effectively achieve these ends.

Barrow distinguishes between different types of knowledge or ways

of reason'ng. There is philosophical knowledge - knowledge which
cannot be arrived at by empirical enquiry; secondly, there 1is
scientific knowledge which revolves around empirical enquiry; and

thirdly, there is mathematics, which is accorded a "sui generis"



status. Participation in those three activities night develop
two ol the three desirable characteristics; curiosity and rationality.
Parrowls third desirable characteristic, that of empathy, in promoted,

so he maintains, through the study of literature.

Thus, what is educationally worthwhile for all <children, he suggests,
is initiation into literature, moral philosophy, mathematics and
history - literature, as it is likely to promote empathy; moral
philosophy, as this the most appealing representative of spheres

of philosophical enquiry; mathematics because of its unique status
and its utility; and history, (perhaps the least well-argued case),

as the'vehicle for initiating the child into scientific knowledge".

The utilitarian argument, which is of major significance when we
move on to consider the role of education in the Third ‘'orld, is
that pursuits or activities are the more worthwhile insofar as
they tend to promote pleasure, end that it would be more worthwhile
for people to take pleasure in those activities which contribute
to the promotion of pleasure in general rather than in those

activities which only provide immediate pleasure for the agent.

Thus, education is not seen as an initiation into intiinsi ally
worthwhile activities, but as a moans to human happiness, and
specifically, the happiness of the community at large, if it
could be proved that concern for the development of lationality
vou id be likely to lead to more misery than th«* culti vation of
irrationality would do, then the cultivation >f Irrationality

would bo preferable. Hut we have no reason <u at opt this belief.

In summary, we have elaborated on the concept of education

as having to do with initiation into worthwhile knowledge and
understanding. Where philosophies .nay diverge is in their clarif-
ication of exactly which activities are worthwhile. Opinions range
from the valuing of anf activity solely because of its interest
to the individual, to activities which are necessarily of value

to everyone because they most embody rational thought as found
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within the various forms of knowledge, to more utilitarian and
llneeds"-bafled views of education a; being of value both to the
individual and to society in general. In the following chapter
wo shall see how the extrinsic value of education is emphasized
to a greater extent with regard to the "uses" and "goals" of

education in the developing Third World.
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cnAPTESft 11

EDUCATION ANm THE THIHD WQUI n

The following quotation®* from educational planner* in developing
countries may serve to illustrate the wide range of views a*
regards the role of education;

"One man who creates goods is better than ten men who
think and create nothing".

(Guinean Republic Party Conference
Quoted by Rekou Tourd in Cowan,
O'Connell and Scanlon (ede.), 1965)

"Certainly, most people would agree that education is
desirable even if it contributed nothing to material output.

(W. Arthur lewis, in Cowan, C'Connell
and Scanlon (eds.), 19C5)

W. V. Rostow has pointed out that in developed countries, three
main interests have competed for attention; power in the world,

the increased welfare of the people, end the mass consumption of

goods and services. In developing societies, there may also ho
said to be three dominating concerns; economic development, the
growth of political unity and nationhood, and the maintenance of
a particular social system. It is believed that education has a

part to play in all of these considerations.(Curls,A. (p76) (1973).

The present chapter doe* not aim to define what education actually
doea achieve, but what development-planners and educationalists
maintain that it should achieve. In other words, the discussion
is not focussed around whether education (or schooling) actually
is a prerequisite for economic development, for example; what is
illustrated here is how development-planners in the educational

sphere define their concept of education and its role in the devel-

oping countries, and what other concepts are linked together with

this concept of education.

P.th.p. . not. to com,tor ..tr.u. .i.« of tno.lodgo n. b.in*
cultur.-relotive »«uld ho .ppropri.t. before « l.onch Into the
di.cue.ion below. It -ej be objected that ednc.tion end knowledge

to the "need." of eocb particular eoclot, and therefore
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there cannot he tmy useful comparative study made across cultural
barriers. However, in its extreme form, this thesis do,?# not
stand up well to rcrutiny. For objective knowledge is not relative
to the individual who tries to undo*stand the world he lives in.

We share a common reality, or, in Wittgenstein's terms, a common
"form of life" (Harolyn, rR.w,, in Dearden, Hirst and Peters (eds)
(1972). How we conceptualize our understanding of the world is

not a matter of mere convention.

"It is not a matter of convention that human beings are
vhnt they are and have the perceptual opparatus that they

haw; aud it is not a matter of convention that the
world is as it is and that things affect our senses
in the <my that they do. Given this, there are clearly

limits to the extent to which our concepts muy change."

(Hnmlyn, D.W,, in Dearden, Hirst and Peters
(eds) 1972).

If, as Kuhn maintains (Kuhn, T.S. 10G2), we live in different

"paradigms", each one almost impenetrable to inhabitants of the
other, and there are no ultimate, herd facts, from where do
Kuhn's "anomalies" originate, if not from rubbing up against the

real reality which, by implication, must exist?

Although few educationalists may maintain that knowledge itself
is culture-relative, many philosophies of education nay have their
origins in this line of thought. For instance, Wallace (Wallace,
A.F.C., quoted in Paulston, H.G., 1972), has outlined a number

of provocative propositions concerning the value orientations oi

a society and its learning priorities. In answer to the question.
"What should e man learn?" he contends that this will always he
more or leas imposed by the community and by its culture. [ rom

this perspective, education is a cultural process to produce
functional adults in any given society. What a man is expected
to do in his life will depend upon the society in which he lives;

and what he is expected to do determines what he is expected to

learn.
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What are the "needn" of a developing country? What is this
"developed" state of society that i« considered to be more desirable
than the present state? V/hat is "development" — obviously a

value-laden term which would benefit from a little clarification?

A Dutch team of social scientists at the University of Amsterdam
hove attemptedt with a considerably scholarly and methodical
appreach| to tackle this question. (Droogleever Fortuij», A.B. and
Oud, P.J» (eds) 197*1). They define the concept of development

in terras of tile realization of values and go about this task by
giving a general survey of studies - sociological and psychological
of the needs, values and goals of man and how these relate to educ-
ation . Their aim is to construct a fairly comprehensive synthesis
of the many studies of human values, and to focus upon whether or
not consensus exists as to a set of values that is more or less

universal.

As a result of the team's survey of theoretical literature including
the writing of Maslow, Myrdal, Dahl and LindbJom, Etzioni, Laasweli
and Kaplan and others, as well as a study of several policy speeches
of Third World leaders, they are able to formulate a definition of

the concept of development:

"Development is a process that leads to a situation in
which all members of a uocial system live in freedom
and equality i.e. a social system that provides for
equality of power of all its members by guaranteeing
each member equal opportunity to maintain or increase

to the same extent......... his participation in decioion-
muking, knowledge and wealth, as required for his
optimal degree of physical and mental wellbeing".

(P 42)

The team concludes that the central values implied in the literature
from developing countries can be seen to correspond with t.ie
values predominating in the theoretical literature. A set of
human values is formulated an follows: physical wellbeing,

mental wellbeing, participation in decision-making, knowledge

and wealth*



The following enolysis is e summary of the investigations of the

Dutch team:

1. Physical wellbeing! the physical health and security, the

unimpaired maintenance of the human organism — including the
satisfaction of biological needs; this consists of the following
components!

(a) absence of hunger, thirst, sickness and defects;
(b) sexual satisfaction;

(c) alternation of stimulation and rest of the senses (e.g.
waking and sleeping);

(d) appropriate physical environment (protection against
climatic conditions).

2. Mental wellbeing; the psychological complementof physical

wellbeing, <consisting of the following components:

(a) freedom and equality; perception of equality of power;

(b) self-realization| the development and expression of one's
own capabilities, (inter-alias creative capabilities);

(¢) security; the perception of order, predictability of

events, and safety;
(d) belongingness! being a member of groups that one likes;
(e) affection: the perception of being liked or loved (or the
active reciprocal: altruism);

(f) wvariation in activities;

(g) aesthetic satisfaction.

3.Participation in deeision-rnking: the opportunity to influence

the decisions that concern oneself.

4. Knowledge; to know and understand the nature of things, as

well as the skill to apply these insights.

5. Wealth: the ownership or use of material goodsof anv kind.

(p 38)

It is the value of knowledge which is most closely connected with

educational Institutions.



The diagram below (Drooglecver el el p 39), chowa tliet each

value is not only an end in itself - (an intrinsic value), but

also an instrument for the realization of other values. Wealth
and knowledge in particular, have a high instrumentality with

regard to all other values, while the intrinsic character is

most pronounced in the case of mental and physical well-being.

Wei \being’

1Aervto I col A Main instrumental
wfcttLeifxg t/clibeir\A relation

Secondary instruments T
relation
Parti c\p- W ealth
ati oft. in
<teci Lior,-

i*v&k.ing'

Knowledge.

r31)
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Where, in the last chapter, the emphawi* warn on the intrinsic
worth of education, knowledge, am seen in the preceding diagram,
has a direct bearing on all of the other values mentioned, and
can beinstrumental in the creation and maintenance of physical
and mental wellbeing,power and wealth. Where then, do we find

a place for the pursuit of “knowledge for its own soke?"

President Julius Nycrere of Tanzania write* with typical clarity,

(Nyerere, J.K. (1968)i

"The pursuit of pure learning can he » luxury in society}
whether it is or not dej de upon the conditions in which
that society lives; ... when people are dying because
existing Knowledge is not applied, when the very basic
social and public services are not available to all members
of a society, then that society is misusing its resources
if it pursues pure learning for its own sake .......
Extending the frontiers of knowledge is important for
humanity.............. Putin all things there are priorities,
and we have to look at the iimrvdic.te future and the
immediate present and decide what it is that universities
in our kind of society can at present most useful ly give

to the world of which we are a part ...... Whether in a
developing country or elsewhere, a university does not
deserve the nar 1*¥ it doe* not promote thinking. Put

our particular %ent problems must influence the
subjects to N ught is given, and they must influence
too, the appro both in university-promoted research

and in the content of degree syllabuses, the needs of our
country should b< the determining lactor -«

(p 179 - 186)

An interesting suggestion made along these lines by Todnro,
(Bell Agio Coferonc. r.pcr., (10??), i. th.t the uni.er.it,,

in.to,id of beinft orRuniicd according to the traditional lacult,

framework, could be focuc-d around major notion, development
problem are,., for e,ample, wuni.or.it, di...,o. .uch a. Agri-
cultural Production and Suppl, - (production, ro.ource u.e,
price., voge>, finance, mechanization, .tornge, marketing,
and formal and non-form.l education,, Economic mad Social

A ffair. - (population problem., po.ert, and unemployment,
rural and urban development, .octal -d economic p.llc,),
Bi.i.ion of Health - (medicine, nur.ing, p,rer.oi...ien»l.,

nutrition, etc.), DIl.i.ton of Cultural Affair. - (language..
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cultural .tudt,., art,, literacy). Other devclcnment Prcblc,,,
,uch a, industrial production, hou.ing, peer and water-supply,
transport, fuels, and communication facilities could also be

tackled by similar diTi.ione .,tb the needed disciplinary inputs.

Most thought concerning the expected role of education in under-
developed countries falls into four m,i, categories, bet.een
which the dividing lines are often hazy. The four functions

of education may he seen as the development of a competent lahou--
force| nation-building; the creation of a leadership cadre;

and social and socio - cultural development.

Due to the influence of resolutions agreed upon at a conference

of African states on the Development of Education in Africa, jointly
organized and convened by the Director-General of UNESCO and the
Executive Secretary of the U.K.Economic Commission for Africa,

held in Addis Ababa in 1961, it is now becoming a part of the
philosophy of education in contemporary Africa and elsewhere in

the Third World, that education should be geared to manpower

needs.

Traditional education has always existed in these countrie -

For instance, in Africa, education was informal and imparted by
the older generation to the young. Everything the young were taught
had relevance to the life and culture of the community and to the
life they were expected to lead. The goal' of traditional education
were clear. Skills for coping with the environment and for making
a living were taught. I11 tieir conditions, and with the available
knowledge and technology, the skills to be learned were few, end
could be imparted through informal methods. Traditional Africa
did not have open to it the different occupations and specializations
that the introduction of Western science and technology and the
beginnings of industrialization have made available and essential.
In the new situation, training the young to earn their living is
discussed in terms of facilities for producing technologists,
scientists, engineers, doctors, economists, administrators, teachers
and the like, but all this is basically an extension of the trad-

itional concept of imparting to the young the skills necessary for

successfully coping with the environment.
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Richard Jolly (1110!)) .rite, that the central economic qoe.tion of
oor time in .hy noice countriea Kro. faster than others. Fe.
persons »ith recent experience or the less de.eloped countries
of the world doubt the need for their social and economic develop-

ment. bvpouding education is seen as a vital part of this develop-

wont.

Litet&cy levoio rnd ocooo and tmiversity enrolments are now

cowron ly nsed as frtati.«ticol measures of development* In developed
countries, according to Jolly, it is clear that increased product-
ivity Ims resulted from not only an expansion of the labour force
and physical capital, but from education and training. In
developing countries, development demands an infrastructure, in
particular, an educated and enterprising labour force. This interest
in education was emphasized by Vaizcy, ("The Economics of Education",
1062), Clark, ("Coat and Quality of Public Education", 1963), and

others.

Some piogress has been made by practitioners in developing countries
in sianpower planning as a technique for estimating the numbers of

< gitecrs, craftsmen, etc., that must be trained if development
is to proceed. The aim is to analyse the economic problem in
Operational terms, both on the side of demand and supply. Man-
power planning begins with the number of educated persons needed

to achieve certain objectives and works back to the numbers of

students which must be enrolled to produce the required "future

stocks" e

"It i* only be a quantitative manpower approach that a

make this possible. (j,»-* , Ref (1969)(P xvi).

I. thi. aenac» education I,.cornea a ¢.Uer of -ini.Uine « .t. and
mcaxinizing return, to invo.taunt of human re.ourc. Area, of

concern ....elated with thi, central l.ene are the employment e

....... - the nuniher of graduate, often exceeds the

absorptive
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capacity of the »e yet underdeveloped economy), the "qualification
spiral -her. increasingly higher academic qualification, arc

demanded as the number of graduates grove, adult, rural, vocational
and technical education, and in-service training, vagc-stmctures,

and the political strategy of .inning national support by extending
educational facilities.

Fundamental to this approach, as we have noted, is the assumption
that school iiu\ is a means to an end - not necessarily an economic
end, as the demand for educated persons may be for political,
social, or any other reasons - but an end in the sense that "the
purpose of schooling is to become educated rather than to enjoy
the process of schooling for its own sake ... Individuals see
beyond the process of schooling to the benefit it will bring them
later", writes Jolly, (p 143)¢

(The conceptual gaps in the terminology used in Chapter 1 and here

are clearly illustrated in the above quotation).

Jollv does not argue the point that education in the Third "orlet
should be primarily needs-based; he assumes this es inevitable.
He writes that once the demand for education to meet the needs of
the economy has been determined, the demand for other purposes con
be added to it. He does add that usually, economic priorities

for man-powcr will exceed non-economic priorities at the higher
educational levels, and so determine the quantity of education

to bo provided, .bile at the lover levels, the reverse is generally
true, and social and political factors .ill be the crucial ones.
The desired "stock." of educated persons con be based on vhutcver
motives outer the consideration, of those responsible for caking
the policy - the need for a literate electorate, the political
desirability of offering primary education to all, i.e. equality
of educational opportunity, the social advantage, of giving

everyone in the population a minimum basic education, etc.

dependent on agriculture . A 148)
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vowauf

, 16 Dumont writes about the need for relevance of education under

the compelling chaptor-titlei "If your sister goes to school,
your next meal will be your fountain-pen". (Dumont, R., in Cowan,
O'Connell and Scanlon (odsj. 1065). Dumont, among others, insists

upon the creation of a predominantly agricultural economy in the

underdeveloped country; the training of a rural population, including
girls and women, in the more efficient use of land. Instead of this,
education is now seen as a means of escape from the land, and a means

of entering the elite class of civil servants.

"Even in the deepest bush, everyone knows that the official
with the clean hands mokes a nice income without hard work.
After a few yearn of education, few are willing to return

to the soil and many join the ranks of the unemployed

in the urban areas."

Education must be relevant and useful, and this means agricultural

training.

"It is stupid to insist that exactly the same instruction
must be given to the son of a Paris workman and to a
Detsileo rice-farmor - people who come from totally

different environments." X
(P -« o

Eduction must not train people .ho ore "crippled in their finger.".
Education emit be tied to productive .ork. Thi. i. not . "cut-rote"
education. Dumont remind, u. that Europe could not provide free,

uoiver.nl education until it hod reached a .tag- of economic develop-

ment that moat underdeveloped countries hove not yet

It I. interesting to note that the .ork of Dumont ha. strongly

influenced the "secif-sufficiency" policy of Nyerer. in Taosnnia.



Another influential educationalist, P.H.Coombs, (1073), has formulated
a list of'minimum essential learning needs"*

(a) Positive attitudes toward co-operation with and help of one's
own family and follov-men, toward work and toward community and

national developmentj not least of all, toward continued learning
and toward the development of ethical wvalues;

(b) Functional literacy and numeracy;

(¢) * scientific outlook, and an elementary understanding of the
procealC* of nature;

(d) Functional knowledge and skills for raising a family and
operating a household;

(e) Functional knowledge and skills for earning a living;

(1) Functional knowledge and skills for civic participation.

This summary reveals a broader view of the role of schoolin'/,
emphasizing priorities other than economic, and links Coombs with
educationists such as h.A. Pusia (1064), who perceives education
in a fuller sense. He concedes that as education in the under-
developed countries ic linked to the building of new societies,

the raising of standards of living oust be one of its most urgent

tasks.

"This emphasis, however, tends to becloud the ultimate goal.
There has been a tendency to see development sglely in

*ocioty.* (p go)

mentioned above.
_ A- those who protest that

4 'l. 5



25

If he is allo!,cl freedom to develop rational plena for
economic development, there will eventually be enough
money to pay for all the education anyone could wish".

(Curie, A., (1073) p 79).

What are the expected functions of schooling in terms of social
goals? In the developing countries a new social order is being
created, and schools and colleges are seen as instruments for
preparing students lor the social changes likely to occur in the
immediate future as far as they can be foreseen. Dusia points
out that educating for a new social order compels a consideration
of ends. It i» essential to have a sense of direction, especially
vhen so much is changing and there is such a flood of new ideas
and so much uncertainty about old values and standards. On the
one hand is a striving for progress through science and technology,
and on the other, for a sense of identity and continuity through
a country's own culture. In this way, social change sets various

tasks for education.

Education ray have a vast social impact in spheres such as literacy,
health and hygiene, agricultural and vocational training, and
fuller participation in political and civic life. Education need
not be limited to the more familiar, (orm .. institutionalized
schooling, but may be broadened to include non-formal and adult
education, as well os rural training centres, district farm
in.titut.., .octal ..Ifa.o c.cwaitT department., jonlh and
voluntary organi.ntloua. vocat.onal training «cl.oo!a, in-.errtce
training, p.rt-tic, and corre.pon,lance coura.a, and univera.ty
eitrn-Rural department.. Th. -cope of non-forr.! and adult
education ha. been .id. and varied. 1- thi. aen... oducn .on

1. acen a. "an in.trunont for creating a h.r.oni.u. c.»«n.

5 .

(Musia, p 68).

to achieve an wnaer, tan,ling .ho nay

group., and to develop active, reel ,d,cation i»

Participate in the politico! process

) ) ) . "Kvei yone has a
a. having an egalitarian a. mit6ht..

states UNESCO's Universal Dccla

to education",
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Again, Buaia sound, the liberal note lor the creation of what may
be called the "educated man" rather than useful cogs in the
economic wheel. The ultimate objective of an education system
ia the development of a certain quality of man and a certain
quality of aocial "i“fe. It is in the public interest that the
education syatvu”“citizens who arc able tc exercise the discrimin-
ative function of judging issues soundly and responsibly. To do
mOf there must be freedom of access to different ideas, and to
discussion and expression not barred by political expedience,

subservience, fear or ideology.

Besides the goals of economic development and social harmony,
education may he expected to play a part in the creation of a
cultural and national identity. The developing countries often
seek to rediscover and preserve their cultural heritage and
history neglected under colonial rule, as an expression of their
independence and as n si; n of their newly-found nationhood.

The rise of L'uropean nationalism in the 19th century was also
associated with this emphasis on education. Contemporary Soviet
education too, is well spiced with moral and political indoctrin-
ation aimed at the creation of the "New Soviet Man" who will

further the aims of the U.S.C.II.

Through education, national and international languages are learned,

making possible cohesion between citizens who may have tribal

diffcrenccn, for example, as well as communication between
nations. Moreover, education may instil) in the student a sense
of a nation's cultural heritage and future. In addition, the

educated man is capable of being instructed in the "political

faith" of his leaders. Viewed in these terms, education 1is

worth almost any price.

A. Curl, (1973), naintnln, th.t th, riporou.lT pursued .commie
dorelopm.nt .. ouch, 1. not the principle objective of «.«t
developing countriee. For e new country - ond ho point, out

ttmt more thorn one third of the nation, of the world ore !'e,,

than twenty year, old - the eotohli.hment of on ideology, on
ethon, , woy of life, » notional identity, 1i. a matter of primary
importance. education may he viewed no on important element in the

t.nsk" of creating a nation.
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It is education which is responsible for the creation of the

leadership cadre, the literate "ruling class" or group. In a

highly developed country, the number of persons whose influence

spreads beyond their face relationships is extremely large;

but in a developing state, the people with influence are not
hard to identify. Power is more concentrated in them, and the

scope for the intrusion or self-interest is grcatex. Education,

which often serves to alienate the ruling elite from its back-

ground, should foster in the leadership an interest in promoting

the welfare of the majority, and the capability to administer its

responsibilities with efficiency and judgment.

Curio maintains that it is possible that change towards develop-

ment may not take place due to the vested interests ol the leader-

elite who, in their struggle to maintain their position, do not

direct their efforts towards the utilization, through such measures

us education, of the skills and talents of their people for the

development of their country.

Education mat create a number of persona sufficiently trained and

educated, (in moral tore too), to be professionally and technically

indispensable, and sufficiently numerous to compete vith each

other and not to be subordinated to the power strugele of the ruling

group. Ibis would prowide a strong basis for the siable growth

of administration, education and technology, through which the
latent talent, of the population could bo developed. This could

be described as laying the basis for democracy.

ind education cannot be mpt



In aSHP.ssing now forms of education, we nuat not limit ourselves

to the preconceptionH of European or American academic life. This

does not mean that we should abandon the search for truth, because

without it there can be no worthwhile basis for learning; but we

must learn to seek it by new means. To remain obstinately static

in changing situations may distort the truth which we are trying

to safe-guard.

R.S.Peters (Niblett,W.U. (ed.) 1973) tells of the philosopher

who was castigated by the Marxist for trying to understand the

world rather than to change it. When asked what he proposed to do

when he had achieved the classless society, the Marxist admitted that

he might then get around to the
W6,, doing

sort of thing that the philosopher

to which the philosopher replied: "I guess I am

ahead of my time then!"

r.thap. Vhi. .n.cdoie i. u.cful in thnt, firatlj, it point, out the

exi.tonce of n tin.o-.culo h, .hich prioritie. bo .oichod, »nd

.econdly. it rouffirm. th. ovoutn.I over-riding vorth of th. intriu-
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CHAPTER 111

Ent'C\TIUK IN CUP.y I A C,SE-STUDY.

Why Cuba i« uf particulnr interrr.t lo PHICM<ionuli»ts.

The Cuban revolution has entranced or troubled the minds of scholars,
reformers, revolutionaries, publicists and politicians throughout
the world. It has done so because of the compelling alternative
which it offers to the inequities of neo-colonialism and capitalism
in the Third World, and because of its rather remarkable accomplish-
ments in the face of severe obstacles* an American blockade, the
early exodus of its professionals, and shortages of every kind.

With increasing emphasis, the revolution has attempted to link the
building of a more just society to ChS’s vision of "the new man".
Education is seen as being crucial to the realization of that

vision and fundamental to Cuba's struggls to overcome underdevelop-

ment.

"The radical has a passionate faith in the infinite
perfectibility of human nature. He believe.? that by
changing man's environment and by perfecting a technique
of soul forming, a society can be wrought that is wholly
new and unprecedented."

(Eric Hoffcr, quoted in Eagen,U., 1969).

In ten years Cuba has seen the advent of Leninist politics, agrarian

reform, oduc.tion.l roorB.niz.Uon, economic tron.for.aUon., -uvl
intern.tiorm! re.llBnm.nt. - .11 dr.fted .t . r.t. th.t U.ve.
outsider. .. ..11 .« Cuban, he.ildered. The m.,ner, p.ee end

,. lnitude of these tron.form.tion. m*. the Cubnn e.peri.ne. r.die.l.
It i. the effort to create the ... Cuban and . ... Cub. th.t 1.
furdement.,1, linked -ith edue.tion. In the Cub”r vie., there

be no succe.nful and enduring change "th.ut the education “nd
re-education of the Cuban ....... A. C..tro ha. ..id,

revolution i. an ,, t, .ordinary pro.... o. education

A -j.A.tion arc the same thing."



The Cuban elite is not alone in giving

a high priority. Aa sturlcnts

at

least since the time of Plato, all viable political
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"the making of citizens"
of politico have been pointing out

systems

develop procedures for creating the types of citizens thought

necessary for their survival and growth.

systems, many different kinds of institutions

In various political

ploy a part in

citizenship training, oniony them the family, the church, the

mass media, schools, peer groups,

youth organizations, religious

and social clubs, and political parties.

The

ized from the ground up on principles

diametrically opposed to those of the preceding reginc.

economic and political bases

The
h.»
the
and

has

more than five per cent of the population

most highly skilled - have fled.

from the old order has been Cuba's economic dependence on sugar,
dependence

early 1960's. Pern nations have ever undergone

leaders of the Cuban Revolution seek a new society, one organ-

different from and often

The social,
of Cuban life have been transformed.

pre-Castro system of land-ownership is gone} private enterprise
beon destroyed| eduction has been restructured and nationalized;

politics of Patiala have (-iven say to the politics ol Costco
the Cuban Communist Party; dependence on the tuited States

been replaced by an alliance «ith the Socialist countries;

- including many of the

Perhaps the only major hold-over

a

that the rdgime tried unsuccessfully to break in the

such massive Irons-

formations in »o short a Vimo.

The

dramatic success of the "Year of Kducation" in 1901, brought

caste and class.
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Cubans readily admit that the innovations have not been without

their short-c minira and dilemmas* However, Cuba's commitment

to change an | improvement is responsible for the advance which

its achievement represents.

A crucial problem facing educational policy-makers of many less

developed countries today, is to determine which of the two generally

recognized major aspects of development they should strerst economic

development or social justice. Unfortunately, the two might seem

to be mutually exclusive with regard to education, with the result

that policy-rankera must give priority to one at the expense of the

other. Economic growth isoften thought to necessitate a narrowly-

based educational structuredesigned to train a highlytechnological

elite. Social justice would seem to require just the reverses an

educational system geertd to offer at least a little general educ-

ation to the many.

Cuba has attempted, with some success, to maintain a balance between

there two aspects. This fact alone makes the country's efforts

in this field both exceptional and interesting. Cuba is wunique

in Latin America in that she has included in the definition of

development a third goal - that of forming better human beings -

which she. is also trying toreach through education.

One dU.gr.., .ith ..... or .11 of Cub.'. poll.*...
or.tructur., but on. c.nnot ignore tb. dr.nmtic ,te», t”.n T
Fidel Castro'. goeernnent vo.ard devcloj.nent. *

transplanted holus-bolus.

Pre-revolutionarv.

C,b.". oc.up.tion opened in n.r.n. bet.ecen

beg.n teaching, c.nhu.® « IaTPIa Pesevvery in— 1833\
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there were no more than tiixty schoola on the

island which, since
1728 had had its

own university. Toward the middle of the 19th
century, some efforts to reform ond expand education were made,

but educational centres were the breeding grounds of anti-Spanish

and anti-colonial sentiment. By 1894,

ninety per cent of the

population still received no formal education.

A fter "freeing" it

from Spain in 1898, The United States
Cuba’s

established
first comprehensive

system of primary schooling, 'ly the

turn of the century, over one-third of Cubans were literate

and the
illiteracy rate continued to descend gradually.

Educational
policy attempted to ensure

that teacher-training, textbooks and

Other a.pects of eduction would not counter tor,can concepts end

interests. Whatever the eli-n influence, however, pre-rcvolvHonary
Cuban eduction reached a reasonable level of development by Latin
American .tan. ¢ ds. The problem ... that these standards were

"alienation" of the people.

E e s s f
Population Census, about two t A geventy-two per cent

"r,z 1 t% e ';;1iu .. .er, " 0. 0., u -1c¢
of the economically scui
1971) (p 474).
Thus, on the eve of the independent
*ith a largely proletarian lab A ¢,Fllimti,, of both the
producers. This fact is centra A

NLot.on . Men and .omen

opportunities and the objee i'e ~ rce of inConje and with little
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or no control over thnir hours or conditions of work. Strikes were

ineffective ns there were n-ony unemployed who would gladly take the

places of the dissident strikers. The economy vur characterized

by a highly developed division of labour. Moreover, n hundred years

of nationalist struggle, and decades of radical labour organizing

had made Cuban workers acutely aware that their interests were not

those of the Cuban and North American capitalist class. Thus Cuban

workers could not have had any intrinsic irterest in either the

product of their labour or in the process of production. Cuban

workers worked in order to survive.

Samuel Cowles states the corrcspondance principle that "the social

relations of production arc replicated in the schools". Capitalist

societies, characterized by a hierarchical division ol labour,

need a relatively small group - the future technical and managerial

personnel - who plan, decide and rule, while a much larger group

develop the capacity to follow instructions in "boring and alienating

jobs". This stratification of the labour force is partly accomplished

in the schools, through different amounts and types of schooling ior

different children. Thus, the class structure is replicated in

the school system. The correspondence between education and the

economy is vividly illustrated .n pre-revolutionary Cuba, fconcmic

stagnation was matched by educational retrogression. The payable

d.ti (1053 Population C.n.u.) indicate, that the percentage of

.choc,-age Cuban, .ho never attended .Cool at a, ro.e over the

average was sixty-four per cent.

quoted in Bowles, S., 1071).

the United States was equally reflected

Cuba's economic dependence on of technical, research
b

The concentration
in her educational system. [ A Aort, Americans - often

and managerial functions in t!l°

,tate of Cuban higher
C,,.. - manifested itsolf
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education. Enrollments in higher education had riaen during the
pre-revolutionary decades, in answer to the needs of the Cuban
upper-middle claws. Nevertheless, Cuba had proportionally fewer

students enrolled in higher education in 1958 than less dependent

Lotin American countries at similar levels of development.

Thus, although theoretically open to the many, Cuban public

education served the few, and being of low quality, it did not

even do that very well. Many schoola, particularly those in remote
areas or poor urban neighbourhoods, were ill-equipped. Corruption
was widespread; posts offering tenure could be purchased by "teachers"
who never set foot inside a clasiroom. Huge suras were swallowed up

in "administration". An ex-rainister of education referred to the
country's school system as "a shame .... a dangerous menace to

the Cuban nation". (quoted in Jolly, 19C4.)

Further, the education system prepared the Cuban labourer for his

future "alienation":

"To he well adjusted and content, individuals and communities
need at least the three following attributes: 1) a sense
of identity and worth, an awareness of and satisfaction

with what is unique in past and present history, and future

prospects ol oneself and one's community; 2) the present
and continuing possibility to influence effectively both
personally and collectively, the major decisions eflecting

(Gillette,A., 1972)(p 6),

Cuban society lacked all three characteristics.

Cuban education ... Co-,,.eU.7 unbalan ed in term, of rural and

urban education and primary and aec.ndary Mle .r

and twenty-four .ere engaged in higher education.
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Such statisties were typical, writea Thomas. "Cuban education was

ambiguous. In some sections cl society Cuba was as bad us Asia,

in some as good as Now York." (Thomas, H., 1971)(p 1135).

The educati onal aims of the K<volution

Pre-revolutionary education in Cuba reflected and perpetuated an

elite-based social stru- turej a labour force unsuited to modernize

the economy; and a society characterized by individual

ive alienation. The Revolution's

and collect-

educational goals have aimed at

the removal of these obstacles to development. Education figured

prominently in the earliest reforms urged by Fidel Castro's

movement. When it took power in January 1959, the revolutionary

government appeared to accord roughly equal stress to two educational

aims} to make education available to all, and to transform

education into a force

for economic development. From 19C.1, when

the social! t orientation was made explicit, (and particularly

after the 1965 political re-organization), increasing emphasis was

pLc.d o= . goal that ... unique in the .tern heuLpberei the

of education ¢, a .ay to cvcrceu, individual and collective

.Henntien. In addition, through education,

{lope, to e.tahli.h national

the Revolution
.overetgntj end to Iree Cub. from

old dependence on the Inited States.

i T} n of education f
as’ a m anism that wii

citizen regardless

schools in "Cuba libre" would be educational oppor-
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Hevoluti on>»ry Cuta differ, from other lor, d.T,loped countrio,

vho arpiro to unirora.l education, first, the llovolution ... not
content noroly to moke thin l.a.ic huaon right a p..nihility, it
nought olno to make it ,m effective reality. Second, the Revolution
not out to change the country', attitude, to education, in the new
view, education wa, not .omelhin,; that could be taken or left

according to individual de.irc. It wan a vital national necen.ity,

a duty as nmch oa n right.

The educational duty o, , ,ns iti not Minitod to learning. Those
alreduj poyavsaing uooe education may not sit by passively while
tber.' is i. chronic shortage of teachers to meetthe new demand for
education. The double nature of the duties ic summed up in a

1061 s10f,an (now adopted in Chile); "If you know, teach; if you

don't know, learn".

The goal of raam education has become something of an obsescion in
Cuba. Some may smile at what they see as a naive faith that
education will save Cuba's continuing difficulties, (11Hch,I.,

in ITa Pelle, T.J. (ed.) 1972); but one can eaai l, think of
obsessions far more dangerous than this (for instance Cuba's
present mi litory drive). Through education, Cuba attempted to
replace the rigid class structure of capitalist Cuba with a class-
less and egalitarian societr, to eliminate sexism and racism,

and to end the city's economic and political domination over the

country;5de.

Kdurutl on for rc'nonic growth

A most importan* objective of the educational revolution was to
expand and utilize fully the society's productive capacities.

The Cuban economy, stagnant for the half centuiy prior to tin
Revolution, was to be transformed into a rapidly growing system
capable of ensuring increasing abundance for all. It is interest-
ing to note that just as the new government was formulating its
educational policies, UNESCO's general conference (1900) was for
the first time viewing education as a factor in economic develop-
mont in addition to necing a cultural and social force,

moved towards treating education not only as an intrinsic human

right, but also as a crucial means of supplying the nectary

manpower for development.
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Th, to., of economic development required firstly, the occ,piece
of the need for ot.te intervention to impose . rational net of
prioritiao on « .yotem vhich had proviouolj eorved the ta.to, of
an elite. Second, it meant that the,, prioritie, re-ordered the
kind,, level, and proportion, of .kill, produced, and the teaching
cod to produce them. In particular, ,tre,, laid on giving
practical training to technician, both to repl.ee the exieting
euPIl'ly (vhich ... being rapidly reduced by emigration), and to
increase .ub.tantially the national oupply. In addition, education
eculd have to be re-.haped to transmit new attitude, about aclen'e
and technology. The technician and the labourer would he revered.
(Fidel Castro* a lawyer hy training, has schooled himself in

agronomy - although not always with happy results).

Not jnly does education influence the economy via the forces of

pr duetion, but it also plays a role in the reproduction of the
social relations of production: the inculcation of values, expect-
ations, beliefs and modes of behaviour required for the adequate
performance of adult work roles. This "hidden" aspect of schooling
is primarily conveyed not by the formal curriculum, but by the
social relations of the schooling process itself. Whether estab-
lished relations are competitive or cooperative, whether relations
between students and teachers are authoritarian or democratic, and
whether relations between students and their work are alienating
or creative, are as much indicators of what is taught in schools
as are texts or formal curricula. The social relations ol Cuban
education were to be transformed to develop t'e new socialist man

fit for a variety of different labours, and motivated towards the

service of society as a whole.

The new man

The Cuban eitUen ... net enly to live better, he ... t. be better.
To thl. end, the tevolution embraced the K.rxt.t dream of creating
an integrated, unalienated human being, and education ... to be

central te th, proce.s of creating thi, ne. .oci.li.t man. If

the achool, of the pre-revolutionary period socinlixod worker,
f.r a competitive, alienating work environment, new form, o

education would be n,c,, .ry to accompany the development ef the

new man.
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! ,n h,* “"are “ "« *h» “ r-.pon.iv. to colla fro. the
authorities. Such definitions of the good citizen, rooted

thej nr. in behaviour, are clearly eaoier to formulate than
definition, of the good .ocioty, and provide an immediate and
flexible guide to action. There are, hovever. important =octant.
like cooperation, eg.lit.rianiom, ..orifice, o.rvice, hard vork,

eelf-improveinent, obedience and incorruptibility.

"We eco the new men ea erisinp from the huge educational
programs that the revolution has started, from the troops
that protect our Fatherland arai.ist the threats and
ARgrcsaiooa of the imperialist .»nemj, from the heroes
of the fight against counter-revolutionary bandits, from
the permanent voluntary laborers, from the women who
march oil to agriculture, from the efforts undertaken
by the labor movement and the Vnion of Young Communists
tobil'l'corporate thousands of workers into agricultural
jobs".
(editorial in Granma, quoted in
Fagen, p 17),(1969).

At first, the goal of creating on unalienatcd new nan was more

of a philosophical slogan than a well-defined concept. In 1965
however, Chf elaborated the idea in a letter to a Montevideo weekly,
(quoted in Gillette,A., p 9) (1972). The new mman seems to have
at least three main characteristics?® Firstly, he describes the
Cuban's need for a sense of identity, both as an individual and
as a member of society, a need to belong to and contribute to

an authentically Cuban process; a second attribute of the new
man is that he will play a role in shaping his own destiny.

Under capitalism, he writes, "man is controlled by a pitiless

code of la-s which is usually beyond his comprehension", let
alone hin control. In reaction to capitalism, then, the goal

is to shape u mew man who understands and can therefore control
the forces shaping his future, assuming that mechaniome of control
exist, (a subject Chf also deals with). Thirdly, the new man
will bare a radically diff.r.nl kl.d of relation.hlr to hi. work,
he will begin to realize hi. fell .tatoro a. a human being through
the work accomplished. C.,6 writ.., "Work will repre.ent an

-tlon of hi...If, reflecting hi. contribution to the common life,

the fulfilment of his social duty".
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Izution, th, .0O.t welsesrdly,g ..rk .. tlriM...
.uch cnno-cutting. w.g, -inc,,, tlrea beliig 1U ¢

although rorj gradually.

>m.t are the .... for,, of education which .ttc.pt to relic, the,
thre ...in objective of the Revolution - to de.ocr.tiz, odue.tio.
to o.ke It . force for .co.o0.ie development, ed to zh.pe
socialiat man?

afion - nchievrmnntm and problens

It must he stated at the outset, that although Cuba is similar to
other latin American countries in many aspects, in many others it

is atypical. Both critics and supporters of the Castro regime

see the Cuban fl» volution as a model for other nations seeding to

shackles of backwardness and political dependence.

throw off the
But many interpreters of the Cuban experience over-estimate its

transfer value.
but a few Cubans spoke Spanish as their mother-tongue;

Firstly, all
there as elsewhere; physically,

Roman Catholicism never flourished

Cuba is compact and has a reasonable network of communications;

politically, partly because of its
against two successive foreign masters,

insular situation, and partly

because of its struggle

it was a nation as well as a state; economically it was already
relatively developed in terms of per capita income, if not of

income distribution, and was fairly industrialized.

oquitable
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Tbe CO,mt,7*1dC attractive picture than the

urban are... illiteracy, poverty, poor health and ee.aon.)
euployuent .ere vidoepread. There ..re few .ch.ale, fever elini.e
had road., impure ..ter, and little electricity. If not under-

developed in the overall eonae, Cub. ... unevenly and inharmoniou.l

developed in the manner character!.tic of many other Utin American

nations.

In addition, for better or for worse, the Cuban Revolution bears

the indelible imprint of one man - Fidel Castro. Much nay be

said against him, but some of the things which have been said in

of him are that he is extremely intelligent, energetic,

praise
end a gifted orator. Perhaps his

proud, an astute politician,

most important asset is his charisma.

"For many, the Revolution remains incarnate in Fidelj

be is the prophet who led his people out of the
Batistiano wilderness, turned hack the Yankee hordes,

now constructing a promised land of full

and is
employment and social equality ....... Castro's
presence - both physical and symbolic - has

been a key element in all revolutionary programs
undertaken in the new Cuba".
(Thomas, H., 1972) (p 27).

The revolutionary content of Cuban education is conveyed primarily

outside the classroom. It is in the fields and the factories, at

as much as in the schools, that one finds the development

least

of a new concept of education.

In numbers, the changes in education since the Revolution seem

immcn.ely beneficial. Half the children of primary school age

had no education before 1059. Today they all receive eomo teaching
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7 “d*‘ h*lr -ilHon pnpn.
>«2)(p 1127). The,.

"ef-r,

instead of 720,000 1i,, 1088
50,000 primary .cll00l “*>H-

1958. A much bi, .r per,.,U|l$, J

*k "tgte

scholars to secondary schools than

out of 400,000 of the appronri.. mrrEem *¥pout >90,000

go to kinder *ince >907,

nearly all infants

In 1964-3, the Ministry of FduTt " 4511 d<17 on*»r >s.

adult education of 484 ” >n
- r Z _
rher. remain serious shortage, of hooks, tocher, c¢cd school-

rooms. However, the content of education in revolutionary Cub.

"old-fashioned",

there is learning by rot. and ml...

remain,
and team spirit, and

There i. an emph.si. on physical fitn...
schools from secondary 1,

all teach

a port in all .1

mi litary training play,
the names of state farms,

Upwards. Pictures, slogans,

think of their lives as intimately related to

young Cubans to
Revolution el.ewhcr......... a.Thomas i, "an imperial

education through the looking-glass".

In higher education too, at first sight, the achievements see*

There were .10,000 technical
compared with 6,250 an 25,000 respect-

remarkable. school pupils and 40,000

full-time students in 1069,

ively in 1958, and if the increase of university places has been
it is because, in an agricultural country,

been emphasized at the cost of historians,

students have to take a year's

relatively slight,

technical education has

law-students. All
spend fifteen days a year in a

like school children, during the

philosophers and

course in dialectic materialism;

military camp; play their pari,
in "productive labour"; and serve a number of hou-s a

vacations,

Most available textbooks are direct trans-

veek in the militia.
The teaching in some departments

lations of Russian texts. s

year students. University autonomy has come

mostly done by final
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to an end, and although student

running of the institutions i, Plirt,icir,ate in the
important respects tj6d to the needs * 6r<) In all

of the student. In 1965 economj, and not to the

desires

suspected of a lack of enthusiasm fT T " ¢ °f all 8tud«nts

Castro denounced the "wall of th N ~ Revolution. In 1966
the

University. He looked forward u [ [ T

Hie literacy carnjiai»n, 1Qni.

locate and to teach the one quarter

the literacy brigades was to
This objective

Cuban population which was illiterate.
- (the illiteracy rate

). Over » quarter of a million

or so of

vas virtually accomplished reported at

the end of the campaign was 3.9%
"aiphabetizador,"
100,000 students joined the campaign when

1961, and almost

were drawn from the school

literacy teacher, or
system itself. Over
the year on April 15th,

schoo 1s were closed for
in the country participated.

11 the professional teachers
spare-time adult volunteers were mobilized.

in rural areas, the alpha-

In

addition, 121,000 As
illiterate population

disproportionately from urban areas -
living and working with the

most of the lived
betizadois - spent long

away from home, often
The campaign encountered obstacles

logistics of

periods "carnp-

esinos" whom they taught.

euch as C.I.A.- financed counter-revolutionaries,

feeding and supervising such a large number of teachers

transporting,
Also, training was not

who often worked singly or in small groups.
and the economics of the operation were questioned

always adequate,
Would it not

hy some; was the closing of the
have been wiser to concentrate on the potentially productive sectors

schools necessary?

the illiterate population?
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involved in J objective.: the

pupils Fero actively
they attained the allegiance of and® o''"c*tin«al revolution,
of the Cuban peasantry, and in ! * h(ittor understanding

illiteracy in the adult populationV A yeor»
"

3.9?, the illiteracy rate i»

the lowest in the world. " Anerios and one of

But nose adult literacy cnsi. to », T,,..d ., s

— E -

L = H ~ =
eamed their primary school diplomas.

School—to—the~country

A second revolutionary aspect of educational policy i. the "e.cuele

school-goes-to-thc-country programme. The educational

labour has repeatedly been emphasized by the
and in

*1 campo , the

value of productive
revolutionary leadership. In part as recognition of this,

part to augment the agricultural labour supply, entire schools

*¢>ve to the countryside for extended periods to harvestcrops and
other .agricultural work. School*—to—the—eountryside have since
become echools-if£-the-countryside, all boarding-schools at the

junior high school level.

in the morning and work in the fields

attend formal lessons
students have

Classes

in the afternoons and vice versa. In the evening,

in extra-curricular interest circles.

individual study or take port
Alternate weekends are devoted to home visits or to special programmes
*uch as political education and excursions. The student-body is

divided into brigadee
taaigncd a plot of land for which

of aoout thirty members, and each brigade is

it has full responsibility. The



teacher/supervisor ,,rk, alo,e,id,, .. s
P"P>1», and , brig,je.

leader la elected by the pupila.

the doubtful N for'ien visitors

to IThe schoola reassure

and that despite the , "* not =hild-

labour-comps,
ChiMre®’* academic

reeords are veil above the national

schools, besides reducing

and mental work T« ,»
» €& o eelr-eupporting.

the differ® * 77 "ay, the

physical er’°nc®? in status between

Assuming that those schools i, thp , 4
noA COn8lder«“ to be

successful, and continue to fiaanc,,
A certainly

be generalised. By February 1973
" *chools had actually

been opened and were working Mar

to other educational levels.

got spread from junior high school

Interest circles

schools mowed to the workplace - the productive

Not only are the
the curriculum by means of

I1feM f the nation ie integrated into

de intercs". They are
but are oriented exclusively around

circulos similar to the extra-curricular

activities in other countries,
activities. Many of the scientific and technical

productive
the field

:k students are doing.

interest circles are related to
fruits, parasitology and

groups working on citrus
They thus make a rco’ contribution

and thus to the nation.

**°ng these art..

agricultural mechanization.

to the productive capacity of the
interest circles
film-appreciation and plastic

school

There are also cultural dealing with themes

theatre, literature,

*uch as dance,
of most of the cultural

*rts. The main goal

the surrounding communities.

groups is to put on

shows in
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A society which foregoes the use of wage incentives needs an
alternative means of encouraging young people to enter particular
occupations. Thus, ttv, interest circles provide a means of
informing young people about the content of various occupations,
while at the same time stimulating interest in careers that are

likely to make a major contribution to national development.

The role of students themselves

The vast and rapid expansion of formal education led to rocketing
teacher-pupil ratios, ill-trained new teachers, double shifts,
multi-level schoolrooms, and lack of equipment. Perhaps in the
early years, the record of quantitative expansion was achieved
at the cost of quality. But authorities have increasingly

stressed the importance ot quality in education.

Toovercome teacher shortages (which are now down to respectable
levels), students were encouraged to study in groups, that is,
to pursue collective rather than individual study. The process
of expo ding knowledge and competence was seen as a group effort,
end elements of competition in the classroom were to be minimized.
Although recently the importance of individual study has been
re-emphasized, the collective spirit is maintained in the monitors
programme. Each class selects a student or a group of students
in each subject to help the rest of the class. Their role is
I'fin.rily in leading group dl.cuo.ione, helping individual, vho
were hiving difficulty, teking charge of clas.e. being taught by
educational t.l.vi.ton, and .iml.r activitiee. Thi. program,
ha, proved oo effective in diversifying .ourceo of learning, and
a. an educational e.perience for the no.itor., that it .ill

continued even when the teacher-ehoi tage i*

Rural education

distribution of the labour force n N ortiOn of the total

there has been a gradual decline in the j P developing

population living in the capital, in con ros

countries.
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pro,idea boarding a=ecc,,d,ti,, in Uac.oaaibU al.7 I

in isolated mouat.ia areas go to "teach,,.. CClltrel,.

Kkek* fxe * °r iMtniCM - . «d relaxation
Attempts to strengthen teacher.- incentive, to vorh in rural
areas are made. 1. primary school teacher-training, the emphasis,
rom e eeginn.ng, is to work in rural areas. Training take, place

in mountain school, .here the tough conditions harden teacher, to
difficult rural living, and through the association of the mountain.
»ith the revolutionary guerilla movement, .in dedication to the
Ilevolution. Teacher-training is provided to put across teaching
methods for the one-teacher school .here children of many grade,
are in one classroom. In addition, rural are instilled

among the students.

At the risk of oversimplifying a complex situation, we can sey

that the main thrust of current practice seems to be toward engaging
as nany citizens as possible for as long as possible in productive
work in rural and openly anti-urban environments. This is, of
course, the experience of the brigadietas generalized to other
sectors of the population. Thus for schoolchildren there is the
schools-to-the-countryside plan, which each year takes tens of

thousands of students with their books and teachers to rural areas

for forty-five days of study and work. For other young people,
there is semi-permanent residence on the Isle of Fines - rena ed
the Isle of Youth - with its special emphasis on forming the

first generation of true Communists in a setting of equality and
sacrifice, (see below). For the adults of the capital, there is
the Cordfin or greenbelt around the city, a program to make the
urban complex self-sufficient in foodstuffs by bringing adjacent
lands under cultivation. Sometimes called the I.Is of Youth
for the middle-aged, the CordAn represents the implementation
of the strain in revolutionary doctrine that views agricultu
work as essential for liberating the urban masses from their
city values and bourgeois ways. In addition, the.e is tie ann

quota of "voluntary" agricultural labour for all, (see below
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-'Ftvsent an effort to »n*k

A e

and more Cuhanw the integrated, formally N~ Pliable to more

revolutionary elite as central to t|lIr 0Xl,°rience 8een by the

traneformaticn of govern

Bent and inntitutiona. They are an
education and "learning by doing" to the ~ introduce practical
University education

1 T 1 Progr#*« ' « th' »I th. universitr
th, e i. th.t .eh.U, 7 work in unl, r<itie, 7>

.hould be int.gr.ted .1th the prodncti.e ..ti.itie. of the ..tie.

The direct icpleoent.ti.n of thl, objective h.. 7et to be worked

ont, but .pecific project, .re under..,. Student, .tudying ece.onic,

*Irend, spend . con.ider.bl. M,ou=t o, time .tUched to to. v.riou.

*iniatries with economic responsibilities, doing applied research

and attempting to improve programmes. Sociology students carry out

community studies concerning the process of adjustment to life in

the new towns. Thoue in the school of engineering work on irrig-

ation projects or on terracing. Nearly every faculty in the

University of Havana is involved in at least one development

programme. Even the students in thi faculty of letters carry

out rural surveys of the cultural and educational needs and aspir-

ations of the "campesinoa". Teachers qualify through on-the-job

certification combined with part-time study.

i

As all students are to be workore, so all workers are to be students.

There are plans to set up faculties of the university throughout

the island, some located on industrial plants and other productive

units. Ultimately, the central physical facilities of the university

are to be devoted exclusively to advanced research, with instruction

in the traditional sense decentralized in n number of widely separated

units.

In 1961 initial measures were taken to meet Cuba's needs for

trained manpower. New criteria were introduced governing the

granting of scholarships in higher education. Just ov»r two-fifths

engineering students received scholarships, and

of mechanical

figure for medical students was one quarter. However, on y

of law and government were assisted,
As a result,

twentieth of the students

*hile not a single philosophy student received aid.

the number Of students specializing in different areas changed

markedly during the first decade of the Revolution.
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The major shift came ia the creation

from no students before the Itevoluti

cace or technology.

In the middle of 1DGO, freedom jn t . )
in the University of Havana was

A now boaid of

minority of pro-Fidel is la students.

and were dismiss'd by it. ﬂ}g government endorsed the board of

governors as a policy-making body and approved a committee of

University Reform to change the curriculum,
of the university. Writes H. Thomas (1972):

the administrative

procedures and policies

"The manner in which this ancient university lost its

was deplorable. Nevertheless (the University's)
in the past hud led to often to licence, its
institutional fabric was so rotten with politics and
gang-wari are, that rere reform could arguably never

have altered tho fundamental disequilibrium"

(p 1287).

liberties
libe: ties

The corruption and inefficiency of many teachers had given the

University a terrible name.

In practice, the universities were Marxiet-Leninist in bias by the

epriog of 1061. The University was later to be harnessed to the

needs of the economy. Matters such as the abolition of arts

courses were in the air. Heads of departments were all safe

Revolutionaries. Students were far more strictly disciplined

than ever before. Attendance at lectures was virtually compuls ry,

length of hair, tightness of trousers and lengths of skirts were

strictly regulated. Those who did not wish to join the militia

*ere in difficulties.



40

TechnoloRical inatiiutoM

A

lle., riCntation did not fo=,, ,, U ,7 ,» hlghcr ...,

0 * A .
o il Hf“VA{(hnintr e 2 A uuuuvion, aa often
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terminal secondary education in these field*
108 180 “s to meet middle-

1,M | manpower r»,,u,r,m,,ta), receirad M | rec«gniti,n i, Cuba

I,, the firet nine ,.,,r, of the llerolution, there were treated.

23 technolop,eal .chool, to train .hilled worher., 13 technol-
opical in.titute. to train middle-level technician, for induetrj,

21 technolopical in.titute. to train middle-level technician, for
agriculture and animal hu.bnndrjr, and .peci.li.ed junior and .enior

high schools linked to the development of fishing.

Much attention has been paid to making a scientific attitude part
of the education of every Cuban. More narrowly conceived, this is
seen as a kind of vocational training, the teaching of skills
needed to run a more modern and dynamic economy. The scientific
attitud- implied an appreciation for the part science and technology
ploy in the entire developmental process. "What port can the
scientifically illiterate man, the technologically illiterate man,
possibly have in the community of the future?” Castio has asked

on many occasions. Furthermore, the notion of Communist man

as a technologically trained and sensitive man is increasingly

being linked with the concern for moral incentives.

In the more modern society of the future, the opportunities for
integrating work with life, for deriving pe-sonal satisfaction
from confronting problems and bringing knowledge to bear on their
solutions, will be increased. The distinctions between manual
and intellectual work will become blurred, and both <or individuals
and for society in general, t«e separation between education and
production will bo bridged. Technology will not only lead to
abundance of material goods, but will contribute to e ' ¢

allination */ enabling more men to work at callings instead

job,,.
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icchnical siivlcn'ts' work is by no means exclusively concerned

with technology or designed to produce people of narrow competence,
iftiile about half their study is concentrated on the speciality,
the other half is devoted to general education, which includes
both technical studies at the pre-vocational level and Spanish,
physical education end socio-economic studies (history, civics
and current events). The shortage of equipment that may have

been experienced at the start of the Revolution seems to be well

OL the way to solution.

Cuba has made no detailed projections of manpower needs. There

is a highly flexible approach, and as there are shortages in almost
all technical areas, education does not seem to be anywhere near
over-producing with regard to the absorptive capacity of the economy.
The peopl"” do generally seem to get jobs that require the kind and
level of skill that they possess.

Adult odiicati on

In addition to the literacy and follow-up campaigns, there were
worker-farmer improvement courses to enable those with a third-
grade education to continue up to the sixth grade. Cost-1 ree,
part-time study in classrooms located at places of work, make it
possible for a working person to continue right through secondary
school and into university. A rough average of ten per cent of

workers and employees are engaged in this kind of parallel

education.

More epeci ficel ly linked to technical treininc ore the technical
course, orgunized chiefly in factories, giving both thcoreticnl

end practical training to worker, on the Job. Omthird of Cuba's
Industrial worker, were enrolled in these course, at one point.
Alongside those major programme, were many other course, tailored
to the needs of small group, with specific needs. Feoplo's schoo «
catered for small craftsmen (e.g. hocmakers), whoso trade. w«r.
being industrialized, and crash seminar, were hold in sugar-mzll.
and other enterprise, to teach administration to worker, and
employee, who suddenly found themselves running the firms where

they had worked. A. man, student, had to be reached a, ,.ss. l«.



51

Scheduling was designed to coincide with seasonal free-time of

people like farmsers.

It ia difficult to assess with any precision the impact of s-u a
out-of-school programmes, but it seems likely that they contributed

greatly to avoiding disaster in the mid-sixties.

Another concrete type of non-formal educational activity is the
"People's Cultural Groups". These new institutions, which are
being established in Cuban towns and cities, arose from the need

to stimulate and satisfy the intellectual needs of citizens end

to encourage self-education. The programme is designed by the
members of the group, and debates, lectures and. creative activities
take place. When each cycle of weekly or monthly sessions is
finished, some artistic or cultural eventis held, at which certif-
icates of credit are awarded for completion of the course. According
to R.F.Perez, (1974), a Cuban writer, "these new institutions,
which constitute 1true universities of the people*, have found
difficulties in channelling the human resources that can be drawn
upon to make a cultural contribution in any community. However,
this complementary activity of non-systematic education will

certainly develop further".

The Isle of Youth

The Isle of Pines was in 1966 renamed the Isle of Youth , and
became the centre for agricultural experimentation carried out
without pay and without expenses by an ever-increasing number of
Cubans from the age of twelve to twenty-seven. The island is
separated from the main island by about thirty miles. At various
times during the preceding centuries, the island was a haven for
pirates and escaped prisoners, later becoming the site of the
so-called "model prison", a group of austere, circular concrete
build ngs used in the 1940's, 50's and early 60's for both
common and political prisoners. (It was here that Castro and

his companions were held after their abortive attack on the

Moncada Army Barracks in 18530



During the first years of the Revolutionary Government, little
changed on the Isle of Pines. It remained a place of detention,
thin time for political opponents of the Castro regime. It is
possible that as many as 15,000 men were held on the island
during the mid-1900's, the peak years of political imprisonment.
Today, all the prison camps have been closed or converted into

schools. Their inmates have either been "rehabilitated" or taken

to camps on the main island.

In one ol the most audacious of the social and educational
experiments of the Castro government, in 1966, the first contingent
of young Cubans started arriving on the island. Some came to live
and work for only short periods; others pledged to remain on the
island for two years, this pledge being morally binding rather
than formally so. A philosophy of social and political formation
was articulated to explain and promote the venture. It is felt
that on this sparsely populated, scarcely developed and poorly
endowed island, a new breed of young Cuban, a true Communist youth
will be formed. Away from the influence of city life and the
older generation, and under the direction of the Party, these
Cubans will become the first generation of truly "new men". The
Spartan atmosphere of the Isle of Youth will tench them the meaning
of sacrifice, cooperation, selflessness and discipline in hard
work. It is the philosophy of the schools—to-the-countryside"
movement carried to its logical extreme. The island's pre-
revolutionary population of about 10,000 has now swollen to

about 40,000, and the agricultural plans for the island are

extremely ambitious.

At the encampments for younger people, schooling is combined
with agricultural work. Class instruction, sports and drill
take place in the afternoon. The school encampments are usually
of a vocational sort. As on the main island, these schools have
a decidedly military cast, and are run by a special section of
the Ministry of the Armed Forces. The internal discipline of the
schools resembles that of basic training, and the male students

can fulfill their military obligation while they work and study.
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There ie aleo a special school encampment for what the Cubans

call predelinquent boys, where they are "rehabilitated" and made

into"useful citizens". The directors of the camp express
unqualified optimism that here onthe Isle of Youth,

youngsters can be transformed.

even these

The Corrmittees for the Defence of the Revolution (CPU)

In September 19G0, I-idel Castro formally launched the Committees

for the Defence of the Revolution. These formed a system of

"collective vigilance" so that:

"everybody will know everybody else on his block, what
they do, what relationship they had with the tyranny,
(the Ratista government), what they believe in, what
people they meet, what activities they participate in.
When the masses are organized, there isn't a single
imperialist who 'san operate."
(Fidel Castro's speech from the
Presidential Palace, 19(51)

In a mass meeting in support of the Revolutionary Governmenty»

the following oath forced part of the document "ratified" by
the audience in public assembly:

"We swear to increase our revolutionary vigilance at work,
at home and in the streets in order to uncover counter-
revolutionary conspirators, saboteurs and propagandists
of imperialism and the counter-revolution, and to silence
them r turn them over to the revolutionary authorities.

(Fagen, R,, 1969, p"0)

The CDR were to be block or neighbourhood committees that would

draw their membership from and exercise surveillance over given

residential areas. CDR were also formed in factories, stores,

administrative offices and schools. If Castro's figure, are to

k. taken .» correct, .ithin one jeor, . me. orgonirntion ef

.ell over one .tllion member, h.d been created In n country

only seven million inhabitants.



and programmes, and to protect both the material and the aocial
resources of the Revolution. In contrast to other mass organizations,
the CDR were designed to incorporate all Cubans of fifteen or older
who were disposed to work for the Revolution. Of course there was

no room in the organization for "enemies of the people, parasites,

exploiters, and those who don’t work."

The relationship of instrumental activities to education in citizen-
ship was underlined in a newsprper editorial writtm to honour the
sixth, anniversary of the CDR:
"This extraordinary working force (CDR), oriented and directed
toward accomplishing tasks - in local administration, recreation,
social service, mass education and public health - no doubt
constitutes a form of organization that not only will be
useful for doing pressing and immediate jobs, but also will

eid decisively in the formation of a new collective conscience
concerning the acceptance of social responsibilities. "

Ideally, the local committee plays its educative role in bringing
together all those who are willing to work for the Revolution, and
provides them with immediate opportunity for serving the local
community which is seen as contributing directly to the higher
goal of service to the nation. The fundamental responsibility

of the CDR was *9 be the great "teacher" of the Cuban people.

The Committees arc also involved in an extensive, more narrowly
defined programme of political education. This refers to formal
or semi—formal classroom instruction in the basics of Marxist—
Leninist thought and the ideological underpinnings of revolutionary
policies. At first, this instruction took the form of weekly
neighbourhood meetings or seminars, in which key speeches of the
revolutionary leaders were discussed, governmental programmes and
policies explained, and the civic training manual of the Rebel Army
was studied. The seminars evolved into study circles led by
scarcely trained local committee members. More intensive seminars
met three evenings a week for three months under the guidance

of members who had slightly more background than the others.

Of coursei the (D, .y.te. left the p.th .id, t. corruption end
ueo f,, pereon.l «.i., but hec.u.e of it. copi.Ury-.th, organU.ti.n

throughout the notion, invoicing ol-o.t the entire popul.tlo. of
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Cuba in aome fashion, tho CDR appeared to be an administrative
arm of the state. It was the leadership’s most effective way of

reaching quickly into every corner of the island for administrative

purposes.

"Heroic Vietnam"

The "Jornada do Giren" is an annual period of national mobilization
commemorating the defeat in 1961 of the invading exile forces at
the bay of Tigs, or Playa Girén. During the thirty-day period, tens
of thousands of city-dwellers are mobilized to go the countryside
to Vu.* on agricultural projec Those already working in
agiiculture are expected to dedicate themselves to making some
extra effort in support of the national mobilization. Only skeleton
crews are left in Havana to man tho bureaucratic apparatus of the

state.

The mobilisation has two purposes; firs ly, it is a learning and
formative experience for those who participate in confronting some
of the hardships of rural life; and secondly, there is the contri-
bution made to the general agricultural effort by this arrival of

urban workers.

The encampment of the Cuban Ministry of Foreign Relations is known
es "Heroic Vietnam". While some e;.t rone, other members of the
ministry, including the women, do e easier work of cleaning,
weeding and fertilizing the fields by hand. Neither dress nor
physical appearance, nor rhythms of work enable one to guess "hat
job a person might have in the city during the rest of the year.
Here all wear boots, rough olive or blue pants, long-sleeved denim

shirts, and usually a peasant's broad-brimmed hat.

Tho School, of Ki-volutloni\rT Instruction (laR)

Th. SChOOl, of Revolutionary Instruction were founded in the
latter half of 1960. From their founding to their termination in
1967, they had on, fund.mout.l purpo... "the ideologic!formation

of revolutionaries, and th.n, by mean, of the revolutionaries, the
ideological formation of the rest of the people." (Castro, 1961,.

Tv. hey aspect, of tho operation of the echool. remained uncranged

from th. beginning, firstly, ideological formation in the MR



56

ftlwaya meant training under the philoaopli "al umbrella of Marxism-
Leninism as that doctrine was understood .v the Cuban leadership.
Secondly, the schools were never "public" or open. By one method

or another, a person was chosen or appointed to attend the EIlIt.
Selection was in the hands of the leadership, and criteria for
membership were intended to be those that would benefit the Revolution,
not the individual. The need was not just for an expanded programme
of ideological training, but for the education of Marxist-Leninists

in a revolution going Marxist with neither a party to supply the

cadres nor a rich indigenous Marxist tradition to draw on.

The schoole began modestly. In January 19G1, twelve provincial
schools, all boarding schools, were opened with more than 700 students
enrolled for three-month and six-month courses. The schools were
plagued with many problems; the educational level of the students
was very low - mnominees had only to be able to read and write;

the teachers were only slightly better prepared than the students -
hundreds of teachers were only recent graduates of the schools
themselves, and they had to teach what Castro has referred to as

"the most complex scie ce"; the materials from which one might

teach Marxism-Leninism, especially to a poorly educated student-

body were in very short supply - (examples of such texts were
some of Castro’s speeches). Finally, it was not clear as to whom
the schools were for. Errors of "inadequate selection" plagued the

EIR in their early stages. Nevertheless, many of the graduates
were given impressive responsibilities in the developing political
apparatus of the Revolution. They became instant leading cadres,
examples of a career pattern that (as it subsequently became

necessary to point out) could not be followed by later graduates

of the schools.

The eyetcm expended ta include bn.ic, previnci.l u,d, .t it. highest
leveli national .ch.el.. Ha.ic -"eel. .ere often tied to large
factories, .ug.r central,, people', farm., and ad.ini.tr.tie. o
The, .ere either full-time or part-time hoarding .ch.ol. .her. the
.indent, .pent eight hour, during the afternoon and e-"1"" ~
...king in the morning at their regular johe. The cour.e of .tud.

..] r——rr.véw—fivo to sixty days.



57

In 19G3, the lengths of the courses were -extended: Dbasic schools
to five months, provincial schools to nine months, and the national
schools to ten or eight .-en months. The primary purpose of the

expanded course schedule was to allow the schools to enter into what

later came to be called the "political-technical cycle". 1963 was
the "year of the great economic rethinking". Agricultural develop-
ment was seen as the key to Cuba' : immediate economic future, and

increased productivity by means of technology was the key to agricul-
tural development. This policy was reflected in the programmes of
the LIU. ‘he schools had to contribute to a "consciousness of the
technical revolution". An introduction to Marxism-Leninism would
henceforth form only part of the training experience. An under-
standing of Cuban economic realities, the elements of technology,
and the application of this technology to the productive process

would also be required.

However, in 1967, the endless debate about the problems and short-
comings of the LIIt was ended. The entire EIR system was gradually
phased out. Fy 1968, the last LIU had been closed. In addition to
the problems mentioned earlier, Castro showed his dissatisfation

with the notion that one can learn to act in a truly revolutionary

fashion simply by studying Marxism-Leninism.

The media and the arts
4

The regime ran theatres, cinemas, television centres and musical
activities and sent the Havana state orchestra around the country.
The question of political commitment in the arts led. to a famous
discussion between Castro and selected intellectuals in 1961, the
ultimate consequence of which was the establishment of a Writers'
Union directed by government officials. The revolutionary government
also reconstructed the old Council of Culture which became
Comuainistically orientated. Sculpture, concerts, music, dancing

and theatre were dominated by an insistence on a revolutionary

conscience".

Publishing houses were now under the government, even though there
had been none of any substance before. The difference was that

in 1959, it would have been possible to publish, at one a own
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expense, a book attacking the regime in Cuba, whereas in 1DGI, it

was not. The same held true of newspopers. Foreign newspapers

and journals were no longer sold.

Both television and radio continued to serve as a perpetual means
of projection for the government. Even when there was no occasion
foi public celebration, a record of one of Castro's speeches could
be heard at one o'clock every day on the radio. In the streets

revolutionary songs still blared from gramophones.

Thus the government plans and directs all activities in the
cultural sphere so that they may be in accordance with the politicsi
culture of the state. Theatre in a medium for ideological trainir,”

and political and cultural improvement. In a lacerating attack

on the regime, Garcia writes;

"Broadcasts may play a special role in taking the truth of
the Revolution to the people. Constant jamming of outside
broadcasts, in particular the medium-wave of *Toice of
America', ensures that the Cuban is carefully protected
from other versions of the 'truth'. "

(Garcia, J. R ,(1965) p 44).

The Army

The army in Cuba may be seen as an educative instition* The
government has increased military regimentation partly in an effort
to maintain its power by marking out signs of dissent and suppressing
them before they can spread. Conscription provides one of the most
effective ways of keeping a check on the activities of Cuba's young
men. In Cuba, it also provides the regime with a cheap and mobile
labour force, involved in sugar and coffee harvests, and road-building,

amongst other productive activities.

No men between the ages of 14 and 28 are allowed to emigrate.
Sessions of political indoctrination would form port of the conscripts'
duties in order to instill in the soldiers "devotion to the revolution
and international proletarianism". "Layabouts of working class

origin will be rehabilitated in the array" (Raul Castro). In fact,
drafting into the army is often used as a punishment for those who

continually fail examinations through lack of self-discipline and

for those who "misbehawo"e
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The sociely is the achool, hiBtory the univoraitie*

On n more optimistic notes at a UNESCO conference in 1970, a
report was presented entitled "The Educational Movements Cuba,
1969-70, (International Conference on Public Education, in "School
and Society", 1971). The report describes a situation in vhich
there is a "birth of wide social motivations by which the people
organize thornselves and participate enthusiastically in the total
educational experience which converts society into one large
school with undreamed of resources provided by the audacity and
creativity of the masses. the method and content of a true
education are always part of a social context" (p 383). Education
is for Communism and in Commun am and
"in cur search for correct roads to now education, we have
availed ourselves of three important experiences, which,
for us have been like three universities; the war of
liberation, considered as the supreme cultural fact of
the history of our country; the literacy S5pop6e of 1661
which revealed to the youth the true dimensions of the
misery and poverty we had inherited; and the ten-million

ton sugar-cane harvest, which, in addition to being an
economic fact, has profound political and social implications".

Deficiencies and dilerr’iga in Cuban education

The Cuban Revolution has been remarkably successful in creating

a new social and economic order. In the educational sector,
quantitatively speaking, there have been great gains. In primary
school enrollment, Cuba has moved from 20th place in Latin America
in 1950, to 5th place in 1960, (Pauleton,R.G. 1971); in adult
literacy from 12th to first place; and in the number of primary
school teachers per 100 children of primary school age, from 23rd
to 6th place. The primary school teachcr-pupil ratio during this

same period has dropped from over 41 to about 30. Qualitatively,

however, there are still deficiencies.

Cuban eduction continue, to .offer n number of ieficieneie. th.t
.everely limit the pc.ibility of graduating youth .ho are both
red and expert”. Internal efficiency of primary .chooling 1i.

1,., i.e. only about dO? of it. .tudent. .ho begin grade 1 complete
grade 8. Many teacher, are poorly prepared - nearly one half

the 17,000 primary teacher, in 1068 .ere "mae.tre. popul.re.

with minimal training.

Vv I WTS
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In order to confront the existing problems and to begin the process
of formula'sng a new educational policy, the Ministry of Education
convoke' ine irst National Congress of Education and Culture in
Havana, V«i11 1U71. Over ItOO delegates from the various teacher
unions and educational organizations participated in the sessions.
Also present was the vice-president of the Soviet national planning
agency, and a large governmental delegation from Sweden, in Cuba
to negotiate a technical assistance programme. The Congress origi-
nally had three specific objectives; to gather concrete examples
of educational problems from all levels and types of instruction}
to identify key factors influencing the work of educators; and to
offer recommendations which would serve as a basis for educational
policy in the years to come. The major problems discussed by the
delegates ma) be summarized as followsi-

The demands of teach ini, the norms of socialist morality involve

the introduction oi greater discipline. Student and teacher
absenteeism, dropping out of school, disrespect for social property
and lack of correct study habits, reflect this serious problem.
Work-study programmes must be planned better and combined with
vocational guidance so as to avoid 1cp-sided specialization instead
of integral development. Student participation in productive work
contributes powerfully to ideological formation. Experience to date,

however, must be analysed with great care.

Efforts to increase and improve teacher-training centres should be
given first priority in plans to provide more and better teachers.
~Pecaune teachers are "basically responsible for the 1ideological
format ton of the new generation, wo must establish strict standards
for educational workers". Moreover, teachers must be evaluated
periodically on the basis of their conduct, aptitude, technical
education and "political aspect*"l
Educational programmes must be subject to evaluation and modification.
An innovative, experimental approach to instruction based on research
evaluation is essential if the revolution in education is to move
ahead efficiently and rapidly.
The Congress made a detailed analysis of environmental influences
on education. Emphasis was placed on the urgent need to strengthen
the role of parents in school councils, and to enlarge the con-

tribution of political and mass organizations to parental education

Further conferences were scheduled.
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U .,.u,d bo u.ontloned that C,b,.s odaoatioaa, r.vo,,t,,, ha. c,,,.

at an ow»or.,0a» cct. 1,, ,9t0 t. 09, .bet of Cubl,,,

tot., product-vc c.pacit, ... devoted to Corn.. .chooHo,. S.n,,u .
(.971), .tote, that thi. figure 1. ... am.ag ,,ajor countrie”
of the world, rich or poor'.. However, the debt i. gro.ihg
(preci.e data are uuarai.ahU here,, N,d .. n.rr, Heckord put. it,(',97,'
Rue.ia could not afford another revolution like Cuba-,. He.e.er

the dependency on the United State, ha. been broken. The formation
of research institute, in virtually every major arc. of production
and the expansion of scientific and technical studies at the highest
level, are leading to Cuba's national sovereignty - ,t least foreign
mcientiste, technician*, and other highly skilled workers play a
less significant role now than they did prior to the Revolution. It
mist be stressed that, far from heinr a costly luxury, the returns to
education, particularly at the primary school level, have made an

important contribution to the forces of production.

The school system has played an important part in the breaking down
of class structures and other forms of social inequality. There

can he little doubt that the selection process in schools has been

drastically altered. Many mor» blacks, children of rural workers,
and women now achieve higher levels of educational attainment. But,
of course, vestiges of racial and class distinctions remain. Thes'
may be seen in the higher drop-out rates of rural children and their

lower rates of school attendance. Put these facts should not obscure

the gian>t strides made towards a more egalitarian society.

In the clsasrooin, while much has changed, much has also remained
the name. The methods of instruction remain, on the whole, teacher-
centred and authoritarian. Exams and grades still seem to be a
central element in the motivation of students, thus main-siting
structure of rewards external to the process of learning i >

and annfagouti to wages in a capitalist 1about ninl

The dec,.ion to e.pha.i,. primary .Co.,lag ¢, ether ba.le .dae.tie.
rather than higher education Illustrate, another dilemma-
the development of Cub.'a oun technical, .cientific and o mu

rativo capacitle. would ..... been better .erved by . - 0o r.*pid

expaneion of higher education, the proportion

objective necessitated the decision o n ipvels of schooling.



While policies arc not intended to lead to the e» ,ablieb?r*i». of a
technocratic elite, other policies seeto to run against this coicmit-
mont. 1he need to fill high-level positions has nosed the temptation
to give special educational opportunities to especially gifted students.
A secondary school for an Intellectual elite has been established in
Havana, and as of 19C9, plans were under way to establish others in
the remaining provinces. The students at this school were chosen
primarily on the basis of their scholastic performance. Here, teaching
and other resources are superior. Although the students seem well
aware of their social obligations to share the skills and knowledge
being imparted to them at the expense of the society, even in a
socialist society, a school system which stratifies children at at
early age on the basis of ability, is likely to produce a class

structure and a sense of hierarchy in the consciousness of its

students. The elitist elements built into this type of education,
inUn.ified bj .. .Imo.t rm.ntic f.ith in the .ei.ntiNc etpert,
nro clent. E.rly rucotionnl grouping i« »l»o likely to conflict

Uith the pur.nlt of o clo.eloM. .oci.ty, cut the.. teniiencL. noed

not b. deci.ive if they .re countered in other . ... of .oci.l policy.

4,..domic ..P.ct. of .tudcnt ee.luntion.

Oarci., * Chilean A Y otler N Lu2k.

the Cuban regime

Wl wi T E r r



ho admits that the regime can claim noioe real achievementst the
literacy programme, rural education, the vast projects of the school-
cities like that called "Camilo Cienfuegos" which will eventually
house 20,000 pupils, grants and scholarships, vocational education,

the education of peasant women, crdchce, correspondence and evening
courses.

"All this is to the credit of the Cuban government. But
there is another side to the picture. With the expansion
of education has come a change in its nature as the regime
has sought to exploit learning to perpetuate Communism in
Cuba. A child goes to school to he moulded into a Marxist-
Leninimt pattern of unquestioning thought and obedience

to the Revolution ... acrop of people who will accept
the lack of freedom, poverty, and the hardships of Communist
Cuba". (p 15).
"There is not even the cold comfort of official pretence
of academic freedom. School directors roust be convinced
socialists ... the Party roust be the G"Wing force
in the policies and activities of the education boards

(p 18).

G.rcin .r.ti.n. ho., io tho ouo-er of 1003, -e.rl, fir. hundred t...h.r.

re.lr.n-d ». . protest ogoin.t lucre..ed regimentotion in their .choo
I | P i | | i i P
of it. jouth”. (p 21).

w m m m

Thirdly, -h.t doe. the future hold?

S11111
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than being bettor lomorrow. It no, .oem= probable that in both

tac fo.mul an,] parallel systems of education, a skill structure is
being built that ,ill enable Cuba to do wore than ju.t survive.
Thu., the shift to technical and scientific education is a necessary,
but not a sufficient effective for education. Ho, the ne, economic
capabilities are used depends upon the attitudes and values (the
level of 1conciencia') of those who have learned the skills; and
the level of 'conciencia' is largely determined by the degree »f

successattained in educating the "ne, man".

To (juote S.Howies, (1971) (p499)«

"Can forms of work-orgnnization and technology he devised
which represent both an advance in the forces of production
and a step towards social relations of production which
enhance rather than inhibit personal liberation and self-
development? Can educational forms and techniques be
developed which will allow the effective transmission of
the needed productive skills as well as the development

of values and commitments conaistcit with the revolutionary
ideology? The answer to both of these questions, I believe,
is yes ...... The continuing search for new social relations
of schooling - at once both productiveandliberating -
seen a likely to bear fruit if it does notsuccumb to
immediate pressures to gear the school system solely to
meeting the manpower requirements of economic growth.

The search for these new social relations of education

is the challenge now facing Cuban educators in the attempt
to create simultaneously what Ch# termed 1the two pillars
of socialist construction: the formation of the new human
being and the development of the technology'. "

With regard to the second question, it cannot be denied that indoc-
trination ie . port of the Cuban education ayalom. I.A.Snook,( 10Td) ,
ha. described the indoctrinated peroon aa one who, being preeentod
»,lth good e.id.ne. to the contrary o. hi. belief., will nev.rth.loe.
refuse to modify th.ee belief, in accordance with the .Tidenco.

There 1. no doubt that Cuban, are not free to criticUe, or eeen

t. doubt official Cuban .deology. Education in Cuba doc. not attempt

to develop the .ut.no.ou. individual, an individual p...e..ing

Marxi st-Leninist doctrine.
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Youth ia, in general, the group moat cxpoaed to the revolutionary
experience. They are seen as the hope of the future and are given
special opportunities to participate in revolutionary activities.

It would ncem, moreover, that young people are especially available
psychologically for being recruited into and affected by th<”revolu-
tionnry experience. They are encouraged by the regime to participate
precisely at that stage of life when - an Erik Erikson has emphasized -
they ere searching for a sense of the self, a sense of identity that
is relatively unambiguous, action-oriented, and ideological. Environ-
mental exposure and psychological readiness come together in what
Erikson calls the indoctrination experience. The adolescent is
willing to accept the "lack of privacy" necessary for the indoct-
rination experience. This lack of individual privacy is one of the
most striking features of Cuban life. To the young, the sense of
self-importance is profoundly reinforced by participating in activities

that are clearly of national importance.

R. Fagen, (1069), writes*

"Owing to the closure of debate and self-examination, the
channelling of energies into societal service, and the
conformism encouraged by the attacks on egoismo, Cuban
youth may not be growing up with highly developed critical
skills - with regard to either themselves or the new

social order".
(p 157).

However, the Revolution gnlne It. Impetu. from the inculcation of
revolutioner/ ideology in the mind, of it. follower.. P.rhnp.
the ndmlruble Innovation, brought about in Cuba could not have
succeeded a. they have without thi. indoctrination. They cannot
be ...n in i.ol.tion fro. the Revolution. A. Ca.tre articulate..

pWithin the Revolution, everything, oot.id, the Revolution, nothing

(Reckord, B«# 1971 )-

1. eincere in hi. aff,r»t, . that «». can nave norther concept”

rooocosoy -0 Lt . , , - - - -



U'® P°lentla! faculties, all the potential intelligence of the
people are developed to their highest degree", (quoted in Inter-

national Conference on IHiblic Education, 1071 ).

A* to the future, it may be naked whether the new generation will
be ready in the future to hand over the torch to freoh generation*?
Or will the present generation of youth lenders turn, with the
passing of the years, into beings suspicious of new changes, the
"conservative" target, therefore, for criticism or hatred by a new

wave of "liberals" or "humanists"?

The latter eventuality is surely the more probable, as is suggested
by a "hippie" cult and its repression in 1968, and by the high
percentage of young people among criminals in the crime wave of
1068-0, and by the number of those who would clearly like to leave
Cuba but cannot do so except illegally® Thomas writes, as always

with great perception and sensitivity;

............. in the end, many people, perhaps most people
usual ly come round to the view that private ease and
entertainment are worth more than all the creeds in the
world".

(Thomas,H.,(1972) (p 1430).



CONCIVSI ON

trom vhat haB beun elaborated in Chapters 1 and 11, it will be
aeen that two broad concepts are being outlined here - concepts

that contrast radically: that of the "educated mar." andthat

of the"uscful man".

Maslow'a theory of motivation (1954), which describes a hierarchy
of human needs, makes, it would seem, a similar distinction. As
Dearden pouts out (1966) (p 18), Maelow differentiates between
"deficit" (physiological) and "growth" (cultural) needs. One

need succeeds another; as "lower" hungers are satisfied, "higher"
hungers emerge, e.g. "self-actualieation", to use Maslowla term-
inology.

If the worth of human life can be defined in tjrma of the satis-
faction of needs, then it may be argued, and forcefully in the case

of the underdeveloped countries, that pressing physiological needs

must be catered to first. P.S.Wilson (1971) attacks Maslow on the
well-founded grounds that needs presuppose values. Even the need
for food presupposes that one values life, however, life generally

Joes seem to be valued even in the dire st circumstances, so we may

accept as reasonably sound Maslov's emphasis on the primacy of physio-
logical needs. According to Maslow, there are safety needs, belonging-
ness and love needs, eev > needs, need for self-actualnation, desire

to know and understand, an I aesthetic needs. The order and number

of the other needs may be challenged.

Conclu.ion. regardinn pri.riUa. in Third W.rid .duc.U.n arc
difficult ta d.M. If it is not poc.ibl. to c.ti.fy .11, or at
leaot mart of the need, mentioned above, bearing in mind the limited
r.aourcea of th. developing cauntri... which ne.d. .honld be mot

fir.t? W, mar war that ba.ic need, for the phy.ic.l and ...norni.
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countrica at ftrat deliberate neglect the formation ,f the
educated man"? - becauae this i, pr.ci.elj “hat they .ill be
doing. Tin, .ill be catered to later? Perbap. not, on. may argue.
It take, educated men to value the goal ofcreating educated men. In
Baud'a "Anthem" (1946), the man .ho ha, proven him,.If to he of

a high and original intelligence 1, chonen to be a Street S.ecper -

only the mediocre may be Scholar, a. they present no threat to the
State.

The crucial problem ie whether or not "collectivized man", as the
new Cuban man may bo perceived to be, will be able to step outside
of his "paradigm" to view matters from a new perspective of self-
actualization through education rather than from a totally needs-
based view of what the education system hopes to achieve. Says

the hero in "Anthem"(pp 110 - 112)i

"Neither am I the means to any end others may wish to accom-

plish. I am not a tool for their use. 1 am not a servant
of their needs........ I guard my treasures: my thought,
ny will, my freedom ..... I am neither foe nor friend to

my brothers, but such an each of them shall deserve of me."

The word 'We' "must never be placed first within man's
soul, else it becomes a monster, tiie root of all the evils
on earth, the root of man's torture by men, and of an
unspeakable lie ... It is the word by which the depraved
steal the virtue of the good, by which the weak steal the
might of the strong, by which the fools steal the wisdom

of the sages". <

We would not be justified in characterizing contemporary Western

education as having attained P.s.Wilson's ideal of pupils having

to work only at what is found intrinsically interesting. Perhaps

this is as distant a dream for us as it is for the Third Horld.

However, it j s acknowledged as being a goal of worth. What ie

o.inou, 1. that, >f it 1. a being of value
opinion, of the developing nation., it may never be de.ired or

lued at a later atage. There may be no back-.topping, total-

itarian atate. carry their oro momentum.

Coll.ctiviam, a. portrayed in the Cuban c.ae-.tudy, ha. given the
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reroliitionftry m,n moci.ll.d in tru,, Mnr,i«t-Leninist for.. Thor

,00k “  th- of masu-oriontod, obediont
marching off to other continent, to "spre.d the .ord of the Rerol-

ntion", and protest ..aklj upon ,i, 1, g the ultimate consequence.

of their philosophy, "Hut this i, not .hat meantl" (A™ Band,
(1946)
Certainly, as was discussed earlier, Cuba had fewer problems than

the average Third World state and,mainly in this way, is atypical
of them. But Cuba shows certain oigns of being the society des-
cribed in "Anthem" where the word "I" no longer exists, and use
ol it is punishable by death. The basic essential for an indoctrin-
ating society - lack of privacy - most certainly is a striking

feature of Cuban life, and dissension necessitates "Rehabilitation".

To conclude! if it might be possible - and this seems unlikely -
for underdeveloped countries to cope with material difficulties at
first, yet never lose sight of the aura surrounding the concept of
the educated man, of knowledge pursued through interest and for its
own sake, of principles held through rational, critical enquiry -
then perhaps the Ayn Hands, George Onrells and Aldous Huxleys of the

world may not be proved all too justified in their pessimism.

Perhaps one may smile (perhaps not?), at the extreme, cynical view:

Heberto Padilla's "Instructions for entering a new society":

The first thing: you must he
optimistic. " .
The second: neat, restrained and obedient,

(you should have passed all the tests in sports).

And finally, walk
Hko every member:
one step ahead, and
two or three backwards:
but always applauding.
(Quoted in B.Reckord, (1971) (p 43).



BIBLIOGRAPHY

Abernathy, D.B, Tj?e,PoH tloal Dilemma of Popular Education -
A"-African Case, Stanford, Ca.f Stanford Univ. pres8TI1969.

Allen, G.E. "Science, education and culture in revolutionary Cubal
Educational Dlerent. 40: 51 - 54, Oct. 1974.

Baler, K* "Autonomy ao an Aim of Moral Education”, in Langford, G.
and O’Connor,BJ(ode.) New Essays in the Philosophy of Education,
London, Routledge and Kegnn Paul, 1975.

Borrow”"R. Moral Philosophy for Education, London, Shoe String,

Bonachea, R.E. and Valdda, N.P. (eds.) Cuba in Revolution. pp422-55,
New York, Anchor Books, 1972.

Bowles, S. "Cuban Education and the Revolutionary Ideology",
Harvard Educational Roviow. Vol.41 No.4 : 472 - 500, Nov. 1971%*

Busin, K.A. Purposeful Education for A frica, London, Mouton A Co.,
1964.

Carnoy, M. Education as Cultural Tmporlnliaro, New York, David McKay,
1974 .

Castle, E.B. Principles of Education for Teachers in“fricaj

Nairobi, Oxford Univ. Press, 1965.

Chadwick, L. "Cuba: schooling the whole nan", TimesJliucational
Supplement, 2987:10+. Aug. 10th., 197*-.

Chen, T.H. "New Socialist Man", Comparative Education Review,
1J: 00-95, Feb. 1969.

UNICEF, 1975.

praegar, 1975



71

international nevelomelt™mvl ng Countries",
Droogleever ?ortuijn, A.B., and Oud, P.J., Values of Development
and Lilucatlonal Coals, CESO-NUT'KIC, University of Amsterdam.
Aug. 1974.
Dumont s R. Cuba, eat-il soclaliste?, Paris, Ssuil, 1970.

Dumont, R. False Start in A frica. London, Andr<* Deutsch, 1966.

Fagen, R.R. The Transformation of Political Culture in Cuba,
Stanford, Ca., Stanford University Press, 19&9"~

Fagen, R.P., and Cornelius (jr.) W.A. (eds.) Political Power in

Latin America - Seven Confrontations, New Jersey, Prentice -
Rail Inc., 1970*".

Foster, P. "Dilemmas of educational development* what we might
learn from the past", Comparative Educational Review, 19: 375“435»
Oct. 1975.

Carcia, J.R. The Cuban Showcase, London, Polemic Press Ltd., 1965.

Sillettc, A. _Cubaes Educational Revolution., Fabian Research
Series To. 30?, London, 1977?.

COldenber::, B. The C:V*n Revolution and Latin America, London,
George /lion and Unwin Ltd., 1973.

Hamlyn, D.V. TvVu~rheory Of Knov/lodgo, London, Macmillan, 1970.

"ANMNPeter; TB ."rr.ds!)y!'~unr2zZ " A
London, Routlcdga and Kegan Paul, 19(2.

Mar. 1975. w



72

Vol. 21; 14? - 7, 1959.
Vol. 22% 129- 52, 196n.
Vol. 2?2%¥ 102 - 107, 1961.
Vol. 24: 91 - 98, 1962.
Vol. 25: 107 - 10, 1967?.
Vol. 26: 92 - 96, 1964.
Vol. 27: 105-100, 1965.
Vol. 20: 102-106, 1966.
Vol. 29: 115-121, 1967.
Vol. ?20: 122-130, 1960.

James, ). Cuba - the flrnt Soviet sntonite In the fmerlc”s,
New York, Avon Book Division, 1961.

Jolly, R. "Education - the pre-revo'utionary background", in
Seers, D. (cd.), Cuba - the economic nnd soclp! revolution,
Chapel Hill, Univ. of North Carolina preas, 1964.

Jolly, R. Planning Education for African Development, Nairobi,
Fact African publishing House, 1969.

Tollv. R. Education in A frica, Nairobi, East African Publishing
House, V ftT.

Tollv. R. "Contrretc in Cuban and African Educational Strategies",
in Lowe, Grant and Williams (ed;..), Education and N ation-""ding
in the Third World, Edinburgh, Scottish Academic Press, 19/1.

- L] n - e*raaarcrijA - s & K -] oo EEL

S fe ;'IB ItBTO VJIBIW . WIW"

- e ,l L
Chicago, Rand Ec ally ¢t O 176..

Kuhn, T.S. r"trufituro of S 1f1° TTnl.. P « ..
1962.

California, 1972.
5 .- a w X

Levis, *rtherw. "Question In Urics,
Covan, L.O. et ax., 1,  =ccmmmmeeeee
London, Tall M.ll Press.

” s , » ani vmloms. T.B. (ode.) Muoj*onjmd
“ '"’kuon-ruil the Third World, Edinbur*. Scottish Academic

Press, 1971.



73

Maslov,”A.H. .Motivation and Personality, New York, Harper and Row,
Moorman, P. "School for life is cornerstone of the nermrment
revolution", Times Educational Ruunlement. %l7n , 1A 17.

Mar. 5th, 192C~ e

Morray, J.P, “hc Second Revolution in Cuba, Monthly Review Press,
Mew York, 1962."

Nyerere, J.K. freedom and Socialism - A Selection from Writings
and Speeches, 1965 - 19&7. Bar ea Salaam, Oxford UnivT Press,
1960.

Paulaton, R.G. "Revolutionizing educational policy in Cuba",

School and Society, 99: 452-3, 1971.

Paulnton, R.G. "Cultural revitalization and educational change
in Cuba," Comparative Education Review, 16: 474-485, Oct. 1972.

Pauleton, R.G. "Cuban Rural Education; a strategy for revolutionary
development". World Yearbook of Education 1974, pp234-260.

Percra, He "Women in a new social context in Cuba", p~trnational
journal of Adult and Youth Education, 14, Ho. 3 : 144-49,

Perez, R.F. "Ron-formal education in Cuba," International Review
of Education, 20, part 4: 514-516, 1974.

Fen ~ ~ t7 w 1 (" r>och
London, Faber and Faber Ltd., 19u3-

peter., H.S. London, »ll.n end Unwin, 1966.

Peters, U.S. (ed.) o.w.peetlv.. on Pl.wd_ai, London, Bontled”e end
Kegan Paul, 1969-

petero, U.S. f.t.0Q.onhv of Udn.otlon, Oxford Univ. Press, 1975.

and Kogan Paul, 19&5.

MMa, ........ ~

nead; J ;!;at’¥! A u r S i r an , 151-153. j-n. 1970.
Reokord, *. * v ~ ,t .~ ~ la a pstLorv mconversations
in Cuba", London, Andrd Reutech, 1971«

Rostow, W.W. The Stereo of Economic Growth, England, Cambridge
Univ. Press, 1961.



74

A London, tUcmlUan
Salkey, A. vanajonrnal, U.K., Pelican Books, 1971.
Ueers, D. Cuba - the Economic mnd Social Revolution", Chanel Hill.

Univ. of North Carolina Prose, 1974"

Sokou TourS, "Education and Social Progress", extract from Sek'ou
Tourd, Guinean Revolution and Social progress, Conakry,
Government of the Republic of Guinea, 1963 (pp265-79), in
Cowan, Ili.G. et al. (eds.), Education and Nation-Buildin? in
A frica, London, Pall Mai? Procs, 1975.

Sheffield, J.R, (ed.) Education, Employment and Rural Development -
Report of the Kericho Conference 'Konyal, 19%&l Nairobi,
East African Publishing House, 19&7%*

Snook, I.A. Indoctrination and Education, London, Routledge and
Kegan Paul, 1972.

”Star" 1 #Teachers from Kindergarten", Johannesburg, Feb. 25th, 1976.

symposium § "Education and Development", Harv rd Educational Review,
45 % 157-256, May 1975.

Thomas, R. Cuba - or the Pursuit of Freedom, Eyre and Spottisvoode,
London, 1971

Todaro, M.P. et al., "Education and Development Reconsidered", in
the Fellatio Conference Papers: University Development an
National Development, Date ?

1967.
White, J.». — " compulnorV Education, London, Routledge and

Kogan Paurr " TT -

Wilson, P.S. Tnter~st and T cipllne in Education, London,

Routledge and Kegan Paul, 19/1.



Author Kramer S
Name of thesis Education and the Third World - A Cuban Case study 1977

PUBLISHER:
University of the Witwatersrand, Johannesburg
©2013

LEGAL NOTICES:

Copyright Notice: All materials on the University of the Witwatersrand, Johannesburg Library website
are protected by South African copyright law and may not be distributed, transmitted, displayed, or otherwise
published in any format, without the prior written permission of the copyright owner.

Disclaimer and Terms of Use: Provided that you maintain all copyright and other notices contained therein, you
may download material (one machine readable copy and one print copy per page) for your personal and/or
educational non-commercial use only.

The University of the W itwatersrand, Johannesburg, is not responsible for any errors or omissions and excludes any
and all liability for any errors in or omissions from the information on the Library website.



