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Lhe Apolication of the Thinking cf Paule IFreire 4o the develepnens

O

of Religious Bducation in British Schoolis
Bileen Zlizadeth Belledt

The thesis begims with a coxiticel &nalyéis of Paule Freire’s worlk,
Brief blographicel defaiis are followed »y en cutline of %the roots
of FPreire’s ghilosophy and cm sccound of his specific lideracy
nethod, The study then conceatrates cn the broader educaticmnl
perspectives behind his method in an attemp? tc show hat, vhile
his thecry has situated origins, 1%s appiicaticns are polentially
much wider, The Thesis then moves on to an examimsticn of the
educational implications of Freire’s concept of man, This shoxrier
section is, nevertheless, inporiant, as, for Freire - ‘Bvery
educational practice implies a concept of men and the world?,
Central themes in Freire'’s "wision of man' are examined and a
critical evalvation of the more general educational implications

of his concept, offered for consideraiion.

The final section of the Thesis explores the implicatioms of <¢the
thought of Paulo Freire for the development of Religious Education,
Follewing a2 survey of main ‘trends’ in Religiocus BEducation from
1944 to the present day end an cexamination of the reistionship
between theology and approaches to Religious Education a new
approach is suggested from the perspective of Paulo Freire, vho,
himself represents the inter-action of educational and theological
ideas. Ageinst the background of Liberstion Theology, the

study attenpts to show that Freire makes a significant contributien
to the development of Religious Education in terms of gpproach
rather than method. Preire’s °Cultural Action for Freedom®

is offered as an exciting and genuine opportunity for develomments
which represent a nevw unity between theory and praxis. Acknowledging
the centrality of ‘choice’ the Thesis recognises that the new
approach may ultimately be rejected, but concludes that the voice
of Freire is a challenging one and one that invites us %o make

our starting point reality and not ideas’,
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SECTION OIE

PAULO FREIRE, THE MAN, HIS METJOD
AND HIS EDUCATIONAL IDEAS
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CEAZITR I = Z2WTL) FRLTRE - 4o BRI BIOGRA MY

"Heading the vorld prececeds reading the worde.... Languzge

and reality ere dynsmically intertwined® (%)

To reach a critical undersiending of the writings of Brazilian
educater Pesulo Freire, it is impcrtant that here at the cutset,
tne relaticnship tetween his text zrd his own centext be made
clear, To re=rezd the world of Paulo Freire is to more fully
understand those essential moments of his life, which form a
natural precursor to a resding of his word,

"nought and study zlone did not produce Pedagogy of the
Oppressed; it is rooted in concrete situations.....” (2)
Born in Recife in 1921, Freire recalls that particular world
df childhood that was to prove so significant.

¥1 see myself in the averazge Recife house vhere I was born
encircled by trees, : :

The old house, its bedrooms, hall, attic, terrace = the selting
for my mothers’ ferns - the back yard where the terrace was
located, a2ll this wzs my first world, It was a colourful
world whose texts, words, letters..... were incarnated in the
song of the birds..... in the whistle of the wind..... the
color of the foliage, the shape of the leaves, the fragrence of
flowers® (3)

Animals were an integrzl part of the Preire family life oo,
Freire recalls the wey the “family cats rubbed themselves coyly
against our legs” or "the ill-humour of Joli, my father's old

black dog when one of the cazts carelessly approached too near” (4)

In 2 paper origineslly presented at the opening of the 3Brazilian
Congress of Reading in 1981, Freire recaptures many otheraspects
of those early Recife days when he did "not yet read words™,(5)
his fear of ghosts, the elegant gas-lamps in the old neighbourhood
and the fragile light of the lamp-lighters taper as he walked
through the shadowy streets. This then wes Pzulo Freire's

world, the world out of whose familiarity he grew to that deep
perception through the reading of the word. His parents, he
says, teught him by their love and example to prize dialogue and
the choices of others. His mother wes a devout cétholic9 but

his father wes not and Freire szys "it was precisely my parents

\:
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vio Introduced me to vezzding the word =2t # certein momént in

“his rich experience of understarding my Inmmedizte world,” (§)

Tor Freire, rezding flowed naturelly from his perticuliar wvorlds
"I lesrned to rezd and write on the ground of the beck yaord

of my house, in the shade of the mango tree with words from my
world rather than from the wider world of my perents. The

ecarth wes my blacktcard, sticks my chali.® (7)

Freire's family were middle cless but suffered severe financial
reversal in the Great Depression aznd the young Paulo experiencead
first hand what it meant to go hungry. It was this that made
him resolve to dedicate his life “to the struggle against hunger,
so that other children would not have to know the agony he was
then experiencing.” (8) Indeed his bock‘Pedagogy of the Oppressed
is dedicated to “The oppressed, and to those who suffer with them
and fight at their side.” (9)

From those early days mzking words in the dust of his backyard,
Freire moved on to Eunice Vescanellos private school and later,

as a secondary school student, he reczlls 2 fundamental moment

in his adolescent experience.

*1 would like to go back to a2 time when I was z secondary school
student, There 1 gained experience in the criticel interpretation
of texts, read in cless with the Portuguese teachers help.coss
Those moments did not consist of mere exercises zimed at our

simply becoming aware of the existence of the page in front of

us, to be scanned mechanically and monotonously spelled out,
instead of truly read..... rather moments offered to our restless
searching, including that of the young teacher, Jose Pessoa,” (10)
After completing high school, Freire proceeded to Recife University,
where he enrolled in the faculty of law z2nd studied to be a

teacher of Portuguese.

A doctoral thesis om the teaching of zdult illiterates was

submitted to the university in 1959 and he wes later appointed to

a chair in the history and philosophy of educztion. In 1962

he was made co-ordinator of a programme to promote zdult literecy

in Brszil. In the errly 60°'s Brazil was =2 restless nation,
Numerous reform movements werespringing up and there was widespread
illiteracy. Out of a population of 34.5 million, only 15.5 million
could vote because eligibility for the franchise wzs dependent upon

the ability to rezd and write. It wes into this context that
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Treive, in his capecity as Zirector of thz lasionsl Literacy

)
§
[

Irogramme, a now “eminent, influerntial and to some extent highly

(W)
m

dangerous figure” {i1), launched his culture circies, It vas

in these gatherings of groups of ‘campesinos’ that Ireire and his
collieagues erranged discussions on such tepiecs as democracy,
illiterecy, reticnolisation ete, iIntrcducing the fopics by aears
of pictures or slides which then led o o dialcgue in which they
exchenged viewpoinis with non-literates. {4 more delailed
description of Freire’s literacy methed appears later.) Freire's
teams worked throughout the country and clsimed unqualified success
for their literacy programmes, The Metodo Faulo Freire wes even
said to teach adult illiterztes to read and write in as brief a
time =s 45 days. The secret of success lay in the fact that
Freire's teams were not simply trying to teech the mechznics

of reading. The Metodo Pzulo Freire was concerned to present
"participation in the politicel process through knowledge of
reading and writing as a desirable and attainable goal for all

Brazilians™.(12)

For many however Freire'’s methods were outrageously radical and
vhen, on April lst 1964, the government was deposed by a military
coup, Freire wss arrested and jailed for around 70 days. Eventually
he was granted political asylum in Bolivia but this was short
lived, as, 15 days later, Bolivia 2lso experienced a coup. And
so it was, that in late 1964 Paulo Freire arrived in Chile, where
he stayed some five years. Having become involved in the Chilian
Lgranan Reform Corporztion, Freire wrote up his Brazilian
experience in the work 'Education - The Practice of Freedom!,
published in Rio in 1967. Two years later 'Exiension orx
Communication® was published in which Freire examined the problems

of Qgrarian reform,

It wes, however, five years before this work zppeared in English
and it wes preceeded by enother major work 'Pedagogy of the
Oppressed’ in 1970. On leaving Chile in 1969, Freire accepted
an invitation to be a visiting professor at the Harvard University

Centre for Studies in Education znd Development.

This move brought him into a different cultural experience, which
had significant impact on his thought. America, st this time,
gave Freire contact with other radicel critics of education, such

#s Iven Illich, 2nd the American scene zwzkened in Freire the
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rzalisation that repression and powerlessness were not only
symptomatic of 2 third world culture, His message begen to
assume a wider significance and when, in 1970, he wrote a series
of articles for "The Zarvard Educational Review', later published
as ‘Culturel Action for Freedom’, Preire’s worik cleerly showed
this wider applicezition, tUriting in the inireduvction to that
booklet, Freire strtes thet although he bzgen “es a men of the
Third Yorld....."{13) presuming to have a voice in the culture of
silence, his messege is to: Y211 those who, whether they live in
these cultures which are wholly silenced or in the silent sectors
of cultures which prescribe their voice, ore strugglihg to have

a voice of their own".(14)

So, the messzge begun in Latin Americs began to find echoes amongst
the oppressed of the First World wherever, in fact, people

attempted to redefine the reality in which they lived,

Having found a sympathetic audience for his ideas in North America,
Freire spent the first hz1lf of the 1970°s travelling all over the
world, lecturing znd devoting his efforts to assisting with the
educational progremmes of newly independent countries in Africae
and Asis. He took up a2 new sppointment zs special consultant

to the Office of Education at the World Council of Churches in
Geneva and established the Institute of Cultural Action in 1971.
One of the more recent publications of Freire’s work published

in 1978 under the title ‘Pedegogy in Process® outlines his work

in Guinez Bissau. Lzte in 1979 President Figuerido granted
emnesty to 5000 Brazilian exiles and dissidents, including Freire
and so, for the first time in fifteen yeers, he was sble to revisit

his homelgnd,

This brief outline of Freire'®s 1life and works hes, hopefully,
served to situate his thoughts 2nd idess in his own practice. Any
understanding of Freire must lave a grasp of the life-experience
from which his theories hsve emerged and taken shape., Now in

his sixties, those theories continue to emerge as Freire finds

himself in that intense process of action and reflection,
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YMore importantly, however, this introduction has atiempted to show
that what begen with Freire’s own work in North-Ess% Brazil from
a first<-hand experience of hunger, success, repression and

exile hes, over the deczdes, spoken to & far wider audience of
Teor_e everywiasre whe are trying to bring abou® a more humane
socisl order, Treirve is explicit that " the concept of the

third world is ideologicsl and political, not geogresphic®.{15)

His own beciground is e necessary starting point but wherever

education is discussed, Freire is relevant.

"He is a gadfly in the best Socratic tredition and spezks to

every educetor”(16)



CHAPIER I1 = “ROOTSY

A bare outline of the situaiion in which Freire grew up is
ingufficient for a2 complete understanding of the essential

background to his thought.

“Understending Freire not only reguires us to unravel the ccmplex
febric of his thought, but 2lso to delect its origins, traditions

and disperate borrovwings.“(1)

His thinking is a synthesis of many strands and it is precisely
this rich diversity of origins that makes Preire'’s writing relevant
on a wide sczle. It is the purpose of this chzpter to show that
Preire's writing is not only of interest to Brazilians, by

attempting to unravel that ‘complex fzbric of his thought®,

It would be an impossibility and not an over-fruitful exercise,

to attempt to identify Freire's intellectual roots in their
totality, but a broad framework of major influences is a
possibility and a useful exercise, The introduction offered a
sketchy view of the social, economic, political and educational
melting pot in which Freire's theory wes conceived - a little more

detail with regerd to the Latin American beckground is needed here.

a) latin American Background

Freire saw Brazil as a society in transition, 2 society gradually
opening up ond experiencing z new sense of nationel cohesion

and identity. Ee supported moves by Brazilian intellectuazls to
establish an authentic national culture and saw in the formation

of ISEB (Institute Superior de Bstudos Brasilleros) "an experiment
of the greastest importance in grzduzte and university instructionv(2)
ISEB intellectuals took Brazilian.reslity as their project, rather
than perceiving it through Furopean eyes. In this context

FPreire's work in literacy developed as "wholly consonant with the

emerging Brazilian national consciousness®(3).

Alongside Brazilisn nstionslism, Freire, wes also considerably
influenced by Buropean and North American liberslism. "Education,
The Practice of Freedom, quotes from Popper, Dewey, Whitehead and
Manrheim among others, From Popper, Freire glezned his notion of
Brazil in the process of opening and the ides that in this
transitional phaseeducation plays a crucial role. However, its role
is limited - education is not in itself, capable of effecting the

changes necessery to move a2 nation from one epoch to another. As
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co—ordinator of The Acdult Education Project ot .L;ecife9 Ireire
demonstrated his indebitedness to Dawey and Mannheim, Freire's
contention that "before it becomes a politicel term, democracy

is a form of life“{4) is reminiscent of Devey and he also endorses
Fannheim’s argurent that "as democratic processes become more
widespreed, It Is difficul? and undesirsble to zllow the messes
to stay in ignorence”(5). FHence, Freire'’s attempt to design an
education programme aimed at producing a critical consciousness,
or conscientizacao, so adults could actively psrticipate in the
“emerging forms of the democratic 1life"(6), Whitehead spoke of the
transmission of inert idezs and Freire sought vitality in
education, His analysis of conscientigation inUEduca‘tion9 the
Practice of Freedom? is located firmly within a liberal democratic
fremework. He closesGEducationg The Practice.of Freedoﬁ»with an

affirmation of Mannheim’s notion of militant democracy.

"A democracy which does not fesr the people, which suppresses
privacy, which can plan without becoming rigid, which defends
itself‘without hate, which is nourished by a2 critical spirit
rather then irrstionality"(7) Later discussion of conscientization

wzs couched in more revolutionary terms.

If the Latin American context, with its situation of dependence
upon foreign culture forms the first m=jor background to Freire's
thought, modern theology and cstholic radiczlism contribute the

second,

b) Theological Background. ..

Key theologians had a substantial impact on Freire and, taken
zlongside the Brazilisn phenomenon of grassroots, catholic,
politiczl and cultural movements for social chenge, these
influences prepare us to see, without surprise, why a catholic
like Freire ce2lls into question, in a fundezmental wey, the failure
of traditional education to produce Christians who can function

as effective a2gents for change in contemporary society.

Freire's statements on God and the church are vigorous expressions
of the need for social engagement and action by professing

Christizns.
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Lz writes:“weshing ons’'s konds of the conflict tetween the powerful

and the powerless meesns to side with {the powerful, not to be
neutrz1".(8)
Cr "I can’t reconcile Christian love with the exploiitetion of

human beings”(9)

In the btest fredition of liberation theologians such as Juan

Luis Segundo, Gustavo Gutierrez and others, Freire is concerned
tha{ the churches must address themselves to the here and now.

In the trsdition of Christ he rules out indifference to such
guestions as hunger, thirsz, homelessnessyand expresses the desire
that the Church practise what it preaches with fundemental

urgency in tackling socizl reform.

Freire has little time for explenations of socizl injustice in
terms of the *Will of God'. “As 2 child, I knew many priests

who went out to the peasants saying 'Be patient. Tais is God's
will, And eanyway, will earn heaven for you.' Yet the truth of
the metter is thet we have to earn our heaven..... we have to build

our heaven, to fashion it during our lifetime, right now.”(10)

Further, Freire declzres, "God is an invitation to me to make
history, God is thus a presence in history, he is not my boss
but my friend.”(11)

Freire's Christianity then is 2lweys an expression of compessionste

active struggle for the liberation of humanity on eerth,

The roots of Freire's Christian beliefs lie, not only in the
papel encyclicels of 1961 and 1963 - Mater et Magistra and Pacem
in Terris., both of which had profound consequences for the
catholic world, marking a distinct shift in the definition of
socialisation = but z2lso in the theological writings of Teilhard
de Chardin, Henrique de Limz Pe Vaz, Emanuel Mounier and

R. Niebuhr. A1l helped Freire to clarify his thought on the

church, religion and education.
"For Freire, the formulations of Teilhsrd and Vaz are crucizl%(12).

Freire quotes Teilhard when he s2ys thet we zre not only beings

2
who know butgbeings who know they know (13). Echoing Vagz,
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“reire conternds “consciousness of and acition upon reality zre
inseparsble constituents of the transforming act by which people

become beings of relation."(14)

Freire further uses Teilhard dc Cherdins concept of hominisation
to show that "In becoming hominised in the process of evolution,

people become capable of heving a biography®.{15)

Early in his intellectual development, Freire read the works of
Emmanuel Mounier, a French intellectual who wes =z catholic critic
both of Christiznity and of European rationzlism,

Yiounier sought to prove thzt "the impulse to recreate the world,
which receives so much Christian disapproval, has a Christian
origin”.(16) lany of Mouniers themes, e.g.history. has a meaninf,
history drives towards the betterment and liberztion of mankind,
mzn has ‘glorious mission of being the agent of his own liberation’

find expression in Freire.

Mounier siressed the Christiesn task of making visible the
spirituel activity of their Crestor - his personalism - was an

optimistic perception of the world znd e summons to action.

Mouvnier was further concerned with zuthenticity attained by honest
choices and this emphasis underpsnned the horror Freire, among
others, felt, towards any attempt 2t curtailing the freedom of
choice of the people. The impesct of Mounier®s work can most
clearly be seen in Freire's concern to facilitate dialogue.
Dinlogue facilitates humen communicstion by which people become

'aveileble’to one another.....”(17)

To impede such is to deny; our zuthenticity. Llongside the
writings of various theologians, the humanist orientetion of the
political stance taken by ceatholic radicels in Brazil wzs also
endorsed by Freire. Social humzhnism was seen by him and many
others, zs far preferzble to the politics expressed by the Brazilian
Communist Perty.

c) Freire's Own Politics

"In terms of broad political positions - conservative, liberal,

socialist - Freire today would be firmly in the socizlist camp”(18).



There are meny diverse positions which can looseiy be subsumed

under the heading ‘socialism’ -nd most elements are at work

in Freire'’s thought. There are three main areas of contribution:
1) hunanist socizlism

2) revolutionery socialism

3) larxist socielisn

There zre meny exemples of humenist socizlism in Freire, Adherents
to the position believe in the idezl of human unity znd “express

an optimistic faith in the future of humanity”.(%9)

Freire goes further, "A pronounced characiteristic of Freire’s
political and educational theory is the support he gives to
charismatic revolutionary lezders”.(20) Recognising that the
dizlectical relations between oppvosing clesses can only be resolved
through the struggle of the opp.'essed for their liberation, Freire
endorses revolution as the central component of his pedagogy of

the oppressed,

Robert Mackie maintains that "Paulo Freire’s politics are most
correctly conceived in terms of a revolutionary socialism. This
has it%s initial roots in humanism and netionzlism, but is radically
transformed by his adoption of some aspects of Marx, espoussl of
revolution and violence, azlong with z clear recognition of the

need for revolutionary lezdership™.(21)

The sources of Freire'’s revolutionary socizlism are lesrgely to
be found by reference to the writings of Fromm, Memmi and Fanon |
Freire draws on Fromm when he contends that the oppressed are
'"fearful of freedom’ because they have Yinternalised znd adopted

the image of the oppressor’.

Memmi and Fanod. feature prominently in Freire’s anzlysis of
oppression -nd liberation. Freire's work echoes Memmi'’s words,
"1 am unconditionzlly opposed to all forms of oppression. For
me oppression is the greztest calzmity of humanity. It diverts
and pollutes the best energies of humznity - of oppressed znd
oppressor alike.v(22) And further Memmi'’s description of the
essentizl dilemma focing the oppressed, "It is not easy to escape
mentally from 2 concrete situaztion to refuse its ideology, while

continuing to live with its actuel relationships.”(23)
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Fromm and Iermi hequeathed hupanis+t legscies to Freire, but
confronting revolution as a poiitical solution brings Freire to

Marx,

é¢) The Merxist Roos

e

The Merxist critigue of society is extremely populax among ihe
Catholic Left in La'tin'_fl.mericao Freire, as =z Lztin Americzn,
cenfronted by contrests between rich and poor, powerful and power-
less, is a ready receptacle for the Marxist view of history. Just
as Marx affirmed that people change circumstances, so Freire
locates the roots of his pedagogy in the need for critical
intervention by the oppressed in their reality. For both Marx
and Freire, lamguage is consciousness in practice and consequently
¥reire's approach to literacy involves more than s mere mechanical
domination of techniques, Consciousness and activity are, for
Farx and Freire, = unity conceived in terms of revolutionary
praxis. Preire understands that the revolutionary praxis he
advocates will take place in a context of class conflict, but
central to the struggle, in Freire's politics, is the role
assigned to the revolutionary lezders. Leaders who have exerted
a decisive influence on Freire include Kao, Cezstro, Che Guevaora,

Csmillo Torres and Amilcar Cabral.

Mao Tse~-tung’s remark:

"W'e must tezch the masses clearly what we have received from them'.
confusedlecontains for Freire z whole dialogiczl theory.. Of
Guevara Freire writes:

"Che Guevaraz is an example of the unceasing witness revolutionary
leadership gives to dialogue with the peopieccoc.o™ Guevara

did not hesitate to recognise the capacity to love as an indispen=

sable condition for authoratitive revolutionaries®(24).

Mao, Castro, Guevara, are symbolic, for Freire, of the leadership

he desires.,

Freire does not pay the same degree of attention to the political
and economical bases of power as does MHarx. Mackie meintains
"Freire deserts Marx at the very point where Marx is most
effective™(25).
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e) wxistentialism

Finally, any *reatment of essential beckground to Freire’s
thought would be incomplete without reference to the Existential
root, Preire quotes liberally tlwoughout his works from Sertre,
Jespers, eidsggon Gamu%>3uber and Marcel., Freire's concern for
‘true acts of knowledge', for authenticity in education for
freedom for men and women to become subjects, for a horizontal
relationship of mutual trust ckharacterised by dialogue-all are
existentialist themes. He endorses Karl Jasspers:

“dialogue is the only way, not only in the vital guestions of

political order but in all expressions of our being"(26).

Dialogue, 2s the essential tool for subjects who not only interpret
the world but seek to trensform it, owes much in definition to
Martin Buber’s 'I-Thou' relationship - one of pure dialogue,

?eeoo the dialogical I, however, knows thst it is precisely the
thote.o... which has called forth his own existence..... The I

and Thou thus beccme, in the dieslectic of these relationships,

two thous which become two I°s."{(27)

Freire’s literacy prrgramme is largely based on the insight that
Ythe oppressed cen only perceive how they have been conditioned
when they are confronted with problems arising from their

existe ntizl situation".(28) He repudiates what he terms the
banking concept of education or what Sartre calls the 'digestive’
or 'nutritive' concept of educstion. Irdeed his literacy
mogramme is an application of Sartire’s critigue that ’'to know

is to eat’. The nutritionist view of education is exemplified

in those literary programmes concerned with the illiterzte as

being "thirsty for words'. For Freire, such programmes understand
people a2s mere objects of the literacy process, He drews a

sharp distinction. "To be an act of knowing" says Freire, "the
adult literscy process must engage the learners in the constant

problematising of their existential situations".(29)

In summary, therefore, Brazilian, Cstholic, Marxist, existentialist -
Freire is influenced by 211 of these. The variety of sources
drzwn on by Freire and the numerous intellectual and philosophical

strands present in his work must serve to illustrate that his
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thought is much more than perochial, His is zn intellect botin
curious and provocative. He hns been czlled many things -

'a Theologian in disguise®, ‘an idealist’;, 'z communist’, but
his multi-coloured phiiosophy can only chzlilenge those who

encounter himy to » re—appreissl of their own viewvoini.

This survey of importan®t themes and influences now leads us *o
a more detsiled, critical examination of his methed and

underlying philosophy.
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CEAPTER 3 - "THD TZHPCRTAVCE CF THR ACT OF HSADINGF = An Cutlinp of
the Literszcy lMetodo Paulo Freire
There are two weys of looking at Freire. The first is to focus
on his specific literszcy method and the second is to examine the
weys in which he arrived at that method, An analysis of the
broader educational issues which lie behind the Freire Literecy
progremme will constitute the grezter part of this present study
as it is precisely through such a procedure that the wider
applications of his work cen possibly lead us to a new approach
to the teaching of children .n general, and Religious Educztion
in particuler. However, at this stazge, snd in order to equate
theory with practice, a brief outline of the literscy method is

considered necessary.

The Literzcy Method

Freire first lesunched his literscy programme in the villages and
slums of Recife with a group of five illiterztes "of which two
dropped out on the second or third day®(i). Prior to the
commencement of his programme, Freire had long been convinced,
along with Mannheim, that "as democratic processes become wide-
sprezd, it becomes more and more difficult to permit the masses

to remzin in 2 state of ignorance” .(2) The rezlisation that a
definition of ignorznce could not be limited to illiterzcy but
necessitated the inclusion of the mrsses lack of participation

in the historical process, lead Freire, from the beginning, to
'reject the hypothesis of a purely mechenistic literacy pro-
gramme".(3) He wished to offer the people an introduction to the
democratization of culture, a programme in which they were subjects
in the act of knowing and not mere recipients of donated texts.

In Freire's own words "We wanted to offer the people fhe means

by which they could supersede their magic or naive perception

of reslity by one thet was predominantly critical.(4)

With these aims in mind9 how did Freire znd his collezgues set
about implementing their method? First, aznd foremost, acceptance
was sought of certain necessary conditions by the politicel
suthorities, in the specific locality where the literscy programme

was to take place. Freire describes these conditions when relating
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details of his latest literacy wori in Sac Tome and Prircipe.
“Perhaps I should say e word about how I understand my relstionship
as a consultent to = government thast has requested my assistence.
Neither my wife nor I regsrd a consultant as a cold neutrel,
uncomnitted figure..... on the contrary, it seems to us that the
consultent’s role is a political one..... It is our position
therefore, that sgresment on fundementals is indispenseble to the
consulting relationship. I would find it impossible; for example,
to collaborate even minimally on a literazcy campsign sponsored

by a government that does not represent the pesople.”(5)

Having assured themselves of shared common grourd, and geined

assurance that there will be no partisan interference, the next

step in the implicstion of the Metodo Paulo Freire is to

investigate the life and vocabulery of the community concerned.

With this as a priority} Freire’s teams would visit the ares

and gzther together significant words used by the community. This

research wrs carried out by meens of informal encounters with the

local inhabitants and often interviews revezled unexpected dis-

coveries about the exubersnce and besuty of the people'’s lenguage.

The zrchives of resezrch tez+s working in North Eest Brazil are

full of such exemples. "I want to learn to resd =nd write™, szid

an illiterate from Recife, "so that I czn stop being the shadow

of other people."(6), or "I have the school of the world"”,(7)

said an illiterate from Southern Breszil,

From this field vocabulery research and not from the educators

personal inspiration, 2 list of generative words was constructed.

These words were chosen with a double criterion in mind:

a) a word's emotional impact and capacity to generste discussion

and

b) its syllabic value, i.e. its potentizl to unfold phonetic
difficulties for the lesrner and its peculisr consiruction, -
they all had three syllables.

¥reire and his colleagues decided thst no more than seventeen words

are necessary for teeching adults to read and write such langusges

»s Portuguese or Spsnish. Having chosen the generstive words,

careful anslysis wes brought to beer on the seguence in which the
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words were toc be presented = words thet nemed concrete or
femiliar obJjects aeppeered first, whilst those neming more sbstrect
social 2nd politiczl rerlities sppeered lazter in the list,
The next phase in the development of the literscy progremme
involved the creztion of Ycodificeticns®. Codificetion.was tn
method by which representations of typical situations encountered
by members of the group were projected on to slides or pictures,
These representations then functioned zs chalienges conteining,
as they did, coded problem situations to be 'decoded® by the
perticipants with the 2id of the co-ordinator (teascher), The
generative words were set into the relevant codificstions. Ireire
gives the exemple of the word “tijolo’ (brick) zs 2 first generative
word placed in a2 situation. The ’‘situation’ described is one
representing construction work. After discussing the pictorial
revresentation, shown first without the word tijolo - a discussion
involving a wide r=nge of topics generated by the picture - such
as building with bricks, their own homes, better housing etc. = 2z
second picture is introduced showing the construction scene
alongside the word tijolo. In the third picture the word tijolo
appears in isolation and theresfter as ti-jo-lo. Beginning with
the first syllable the group is motivated to learn the whole
thonetic family, resulting from the combination of the initisl
consonsnt with other vowels and so on withthe second and third
femilies introduced from the syllables jo and lo. The most import-
ant moment arises when the three femilies are presentied togethers

tg=te-ti=-to-tu

ja=je=ji-jo-ju

la=le-li=1lo-1lu
One by one the group then begin to 'mzke' words with the combinations
available, The presentztion of the three families is called the

‘cerd of discovery’.

It is important to note here thet Freire end his collezgues chose
to avoid the use of books or primers on the grounds that these were
mechanicsl = did not lend themselves to flexibility in discussion,
Treire felt that such primers discourzged people from expressing

and writing their own ideas snd words, To underline his view in
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Culturel Action for Freedom Freire puis forward exemples from the
reading texts being used by the olficisl aduit literzcy cempzigns
in rural znd urban Letin America, Students in these schemes
studied such texts as "Eva saw the grzpe’® or 'If you hemmer a
nail, be ceraful not to smash your finger-®. Freire commentis:
"Analysis of these textsreveals then, 2z simplistic vision of men,
of their world, of the relztionship between the two, and of the
literacy process which unfolds in that world.”(8) Such texts
then deprive the illiterate of ¥authentic dimension es:%hought
language in dynamic interpley with realityecoo. They are not

autrentic expressions of the world." (9}

Contrast these with the resding matter used in the Metodo Paulo
Freire, a reading matter created by the students themselves who,
writing words with their toolé on the dirt rosds where they were
working, composed their words from the syllsbicy  combinztions
they hed leernt. These "sowers of the word”(10) not only

wrote words, they discussed ideas and came to understarnd 2 little

better their role in the world,

"Before the Agrarian reform my friend I didn% even think., Neither
did my friends" V

"Why?" we asked.

"Because it wasn't possible., We lived under orders. We only

had to carry out orders. Ve had nothing to say."(11)

Or from snother member of a literrcy tulture circle’:

“When all this land belonged to one LghHfmnmdio there was no reason

to read 2nd write, e weren't responsible for anything, The

boss geve the orders and we obeyed. Why read end write. Now

it’s a different story. Take me, for example. In the ssentamiento,
I am responsible not only for my work, like all the other men, but
also for tool repairs, When I stertied I couldn't read,; but 1

soon realised that I needed to read and write. You can't imagine
whzt it wes lile to go into Seantiago to buy perts. I couldn't

get orientated, 1 wes 2fraid of everything - afraid of the big

city.o... Now it's a1l different."(12}
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"n 1968, a Urugueyan team published a smzll book *You Live cs

hta

You
Cen' — the contents of which were teken from tape recordings of
literacy clesses. The whole book is an expression of the thought
world of the authors, the ‘sowers of words', who were in the prccess

of emerging from the culture of silence,

Freire writes: "Yes, these ought to be the reeding texts for people
lesrning to read and write znd not ‘Eve saw the grepfccoss
Intellectuslist prejudices and above 21l class prejudices; ere
responsible for the nesive znd unfounded notions thet the people

cannot write their own texts....."(13)

How did the literacy metinod function? A plece to meet was
arranged, co-ordinators were carefully selected and trained, a
circle of culture wss formed comprising 25-30 non-literates. When
the group convened, the following procedure wes inaugurated.
VFeetings were held every week night for 6-8 weeks. The first

2-8 sessions were devoted to analysing 16 key pictures, at the

next session the first generstive word was introduced and at the
end of the session perticipsnts were encouraged to mske up new
words from the card of discovery. At the remzining sessions

other generztive words were introduced, one zt = time.

that were the results of Peulo Freire's literzcy campzaign?  Freire
himself comments, "We were amezed by the results."(14), end

during the twenty first hour of study one of the non-literates wrote
confidently, "I zm amazed ot myself.” Cynthis Brown writes,

"Those who finished the literscy course perhaps three-quarters

of those who begen, could rezd znd write simple texts, mske

somet-ing of the loczl newspapers and discuss Brzzilian problemsc"(15)

A participent in Rio Grande de Norte, discussing the fact that he
and his comrades knew how te brand their names, commented, "It
means to copy our name..... we learn it by hesrt..... we have to
brend our names - the lzndlord gets us a voting certificeste and
sends us to vote for whom he wantseoe. .o But now, we zre going to
unbrend our names, to really leern to write and then vote for

whom we went,"(16)
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The militery coup in Brazil in 1964 terminsted the literacy
programme. Preire’s involvement in literrcy progrezmmes in later
yeers in many pleces around the world end most recently in Guinea
Bissau, have shown that each progremme haes to be cerefully plenned
in the‘specific context of the couniry concerned. Adult literacy
programres can not simply be a transference of the Brazilien

me thod . Nevertheless, the Freire method has hed continued success
in different environments and hes served to reinforce Freire‘s
belief thzt a prime motive in any literacy campaign must be to
enable the psrticipents to stand apert from their situation.
Perticulsrly significant is a2 memory Freire reczlls of 2 culture
circle in 2 smell fishing community in Monte Mario. The generative
word 'bonito'’, 2 locel fish, had been codified by means of a
picture showing the village with its typicsl houses, boats and

z fishermen holding a bonito. The class studied the picture then
four members looked out of the window to the world outside and

said "It's Monte Mariocso.. That’'s what Monte Mario is like and

we didn't know it."(17)

In that moment, the participants had assumed the position of
'observing subjects’, They had put distance between themselves

and the world and come to know it in a new way.

Literacy in 30 hours? An evaluation of The Paulo Freire Method
in these terms alone would constitute z gross underestimation.
Hopefully, this brief outline has initiated the process of un-
covering the wider socia% educational implications of Freire's
methodology. At the outset;, it must be made cleesr that we are
not dealing here with z mere set of new literacy jargon. True,
by replacing teacher with co-ordinzstor, lectures with dialogue,
pupils with group participants, clszsses with culture circles, the
impression czn easily be given that this is simply an interesting
word game, Yet, the crux of the matter can be perceived in
Freire's own words thats "I rlways saw teeching adults to reed and
write as 3 political =zct, an act of knowledge and therefore zs a
crestive act."(18) Thie is the significent contribution of
Paulo Freire that "lesrning to rezd is a political act®(19).
Through the culture circles in the villages of Brazil, Chile,

Guinea, Bisszu and elsewhere, Freire hes demonstrated thet the
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cnief aim of his literscy process is not perdly the technicel
mastery of the written word - as he szys in Cultursl Action for
Freedoms

“Only someone wWith a mechenistic mentelity which lerx would cell
grossly mechenistic, could reduce zdult Literacy leevning to a

Y

1y tzchnicel zction,”{2C)

nuTe

"reire was concerned to bring about e gquelity of consciousness,
a chenged agwareness whnich peopnle could express through language
and action, Having convinced the people of their own worth:
"1 make shoes and now I see that I em worth as much es the PhD
vho writes books."(21)

or:

“Tomorrow", szid =z street sweeper in Brasilia, "I'm going to go
to work with my head high."(22)

Freire made it possible for them to rediscover the wvalue of their own
person, Freire's aim wes to show his group perticipants that they
were, in fact)makers of their own culture. Through discussion of
the key pictures depicting the difference between nature and
culture, Freire'’s colleagues demonstrazted that however denuded of
dignity,men can know as conscious beings, can act on the world and
transform it. This transformation from a neive magical zlmost
fatalistic view of the world prevalent among the illiterate members
of the culture circles was Freire's mzin objective in the app-

lication of his literzcy method.

For Freire:

"acquiring.literacy does not involve memorising sentences, words
and syllebles - lifeless objects unconnected to an existential
universe - but rather an a2ttitude of creation znd recreation, a
self trensformation producing a stence of intervention in one's

context."(23)

Thus, the pictures of existential situations enabled people to
reflect on their former interpretation of the world.,...
"It's lMonte Merid srndwe didn’t know it..... before going on to

read the word."(24)
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Learning to read, fer Treire, is simnly & maiter of zssembling

written expression for what can be seid orally.

The concept cof conscientization is crucisl to any understending
of Freire’s literazcy progremme and educational zims. When
education end literascy liberete, they shetter the silence znd
bring people ito 2n svrreness of their condition and to their
democraztic rights to pexrticipste in meking cdecisions regerding

the problems of their existence.(25)

By incressing self-zwareness, self confidence, Freire wes concerned
to develop an emergent understanding - en understending of the
iliiterste® significance in the world. This deliberate zim of
awakening people from the dehumenising effects of life brings to
the fore the undeniable politicel content of Freire'’s literscy
programme, The only valid form of literacy trsining is one which
enzbles the leasrner to intervene in reslity to demythologise

and decode their culture. Thus, ‘when sdults learn to reed end
write, they begin to take initiztive in sheping history in the

seme wey thet they begin to remzke themselves!'(26)

The learner is not a mere recipient of the teacher's word, he is
encouraged to speck his own word,
"Learning to resd znd write ought to be an opportunity for men

to know what speaking the word rezlly meanso"(27)

It is not sufficient to dominete rezding and writing techniques,
questions need to be answered about what is written and why.

Freire certzinly wanted¢ to tesch adult illiterates the techniques of
te rerding process but, as has been shown, more thezn thag)he

wished to present people with a clezrer world view and =z greaster
understending of their own life-situztions, It would be e

mistezke to evzluate Freire's contribution in purely 3rd world terms.
We, in the first world, can re-think scme of the basic zssumptions,
which underlie our educztionzl process., Those of us who zare
engsged in the task of tezching can learn from Freire that we can
give (children) the power to be the "architects of their own

liberztion®.{28) Too often children lesve our schoolg, having
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mastered the literzcy technique, buit fer from literzte. teyne
0'Neil puts forward the following pleas

“Let them le=rn to rezd. BDeon'’t tersch them, let it emerge =s
they go zbout tzlking snd telling of the riches they zlresdy
POSSESToocoe Keep 211 the words snd the world together rnd

thern involved in i%t.7(29)

This is the velue of the Freire epproszch, It is 21 =pproszch
which binds inextriCPlex the resding of tre world with the
resding of the word, It recognises the need for those who have

“"been denied the right to speek their word, to reclzim it%,(30)
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CHaritR 4 A0 2XALTEATLON OF TG CRITEAL TllzS IN FREINSS

ZDUCATICKAL TECUGHT

“In the United States, we are gredually becoming awzre of the work
¢f Peulo Freire, but thus fer, we have thought of it primarily

in terms of its contribution %c the education of illiterate

adults in tne Third Vorld, Zf, however, we teke e closer look,
we may Ciscover that his methodology as well zs his educational
philosophy #re as important for us as for the disvossessed irn
Latin Americe? {1)

that are some of the central principles around which Freire’s
pedagogy is bezsed? Thus far, this study hes focused on Ireire’s
literscy method and although Freire'’s main concern has been the
anslysis of the needs and interests of adult illiterates, he
nevertheless insists that those ssme philosophical considerations
should permeste all education,

"It is not a metter of memorizing and repesting given syllables,
words snd phrsses, but rather of reflecting critically on the process
of resding and writing itself and on the profound significance

of language.®(2)

The intention here is to examine those themes in Freire's educational
thought which have that wider significance but, more espvecially,
those which are most relevant to the subject of Religious Education
teaching in British schools., Aspects of Freire's own authentic
perspective on education will be criticslly explored in =z general
fashion at this stage and more singularly pedagogical issues
relevent to religious education will be exomined, in detsil in the
final section of this study. Above éll the aim is to provide new
insight, fresh hope 2nd provocative models zs we face our own
educational situation and pot simply to recommend a simple
transference of the Freire method - this would be a misrepresent-
ation. If, however, we can take time to distznce ourselves from
our own educational scene we may yet find ourselves involved in a
re-zppraisezl of the very meaning and method of educztion as

"over the yeesrs (Freire) has engeged in = process of study and
reflection #nd hes produced something guite new znd creztive in

education philosophy®.(3)
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a, The Impossibility of Feutrzliity

¥ eoes. neutral educetion cennot exist - in whatever field.%{4)

Any asppreciztion of tre work of Pzulo Freire must tske into zccount
the frct thet kis emphasis on .the non-neutrelity of educsztion wep-
resen’s one of his most fundamental theses, A person=l fooirote
endorsing the words ‘education cennot be neutrsl™ in an article
entitled ‘Educstion: domesticatior or liberstion’ revesls that
Preire himself considered this issue central:

¥1 heve insisted on this point in various different studieso”(S)

What does Freire intend the resder to understend by this contention?
Behind his statement lies an even more fundemental belief:

"Every educationzl practice implies z concept of man and the
world."(6) TFreire's concept of men and the world is an optimistic
one - he opts for 2 belief in men's potentizl to be more, in his
ability not only to name the world but to trensform it. His

optiorn then is for the liberation of man. Beginning thus from 2
'theory of man', Freire presents all educztion rss falling into

one of two ceztegories:

"Education cannot be neutral..... its role will alwzys be either

in the service of the ‘domestication’ of men or their ‘'liberstion’'"
(n. What does Freire mesn by the ‘domestication’® of me ? What
view of man does such an educator possess whose theoretical

stance, whether he is aware of it or not, is for the ‘'domestication’
of man? Education for domestication is synonymous with a

specific view of the nature of reality. Such a view is founded

on 2 belief that concrete rezlity consists only of physical things
and that people and rezlity together exist only as objects to be
anzlysed as though "the world were an znatomy laboratory in which

a body is enalysed".{8) The aim of such an educztionszl per-
spective is;according to Freire, quite clesr. It is an option

for conformity, the preservation of the existing structure and

a means to enable people to fit in with the status quo. System-
atic education constitutes, for Freire, a superstructure eznd
functions as'an instrument to maintein the infra-structure in

which it is generated”.(9) This is the basis for the non-viability

of educationzl neutrezlity. A domesticating education will,
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serves and it is this view of education - as zn instirunent for
social conirol - wrich charzcterises domesticrstion, P eoeoss thus
education for domesticetion imposes the mythificetion of the

world instesd of its truth." (10}

What is the elternetive? The opposite to educ=tion for domestic-
ation is education for "liversziion’. This view cdoes not see

reality ss s mere fact, but rsther “includes the wezys in which

the people involved with these facts perceive them."(171) In this
way, the people are not objects but subjects in the act of knowing.,
The zim of ‘education for liberstion' is not, therefore, the
mainteinence of the status quo but rather the resdicel trensformetion
of society. In the process of humanising liberation, "action and
reflection end dialogue actueslly begin to transform the social

cultural reslities of onds life",(12)

Freire'’s own educational theory regsrding the impossibility of

2 neutrsl educetion is thus very cleer cut. In the Brezilien
situstion in which he worked his purpose was to bring about
“cultural action for freedom"'. The success of his prectice cannot
be denied but cen the themes of his educetionzl theory be verified
under wider scrutiny? John Eliass offers a2 timely reminder heres

"

seeso SUCcess in practice obviously does not mean itruth and

consistency in theory....."(13)

There are several questiions arising from the Freirian st-tement

that there czn be no neutral education. What of those subjects
which, by definition, imply azn impartiel view? Scientific resesrch
must surely deel with subject matter in zn objective fashion?

Indeed, if people are invited to participate in the reseaxrch,

results will not be in the pure form required, Freire would

counter such objections with the following stotements: "We could
add to all this, the myth that science is neutral, thst the scientist
is impartizl, the myth of whzt must necesszrily come out of his

lack of preoccupation with the zims 1ls2id on the results of his

sctivity as = scientist.”(14)
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The neutrality of sciernce thus constitutes =z myth. The vpossibility
of any kind of ’results in ¢ pure form® from the research of sccial
scientists is simileriy dismissed. To think of science or technology
as neutral is, for rFreire,to think only in terms of productivity

and people as objects of resesrch, "This is 2 bourgeois policy,

a capitalist method.cooo It is deplorable to find pecple celling
themselves social scientists thinking like that.®(15) It is at
suck 2 point that Freire's philosophy is most vulnerable. Altrough
there is merit in his statement that “the very scientists wriing up
their own resesrch..... cznnot escape from their own subjectivity."{18)
and a2 salutory lesson to be learned in his warning that an over
emphasis on neutral technology relegztes people to the role of
objects, there is, nevertheless, a tendency demonstrated here to

see fundamental issues in a very polarised wey. Tnis leesds on to

a further gquestion - Can educstion be evzluzted in such hard and
fzst terms? Does Freire's experience in the Third World cloud his
vision, in that he sees no grey areas, only bleck snd white? The
educstionzl process, he says, functions in one of two weys, es
either #n instrument of domestication, or liberation. Eis mezjor
works zre peppered with dizmetrically opposed slternatives. He
spezks of ‘dominator snd dominated, oppressor end oppressed, subject

and object’, William S Griffiths hss commented:

"Freire sees only ‘good guys® and 'bad guys'®, he zcknowledges no
middle ground.®{(17)

There is a denger in applying simplistic opvressor and oppressed

dichotomy to =21l societies,

If it is impossible to talk about the neutrality of education, the
neutrelity of the church is also a non-sterter. Freire writess
"When they insist on the neutrality of the church, in relstion to
history, or to political action, they teke pecliticzl stends, which
inevitably favour the power elite, against the masses. "Washing
one's hands® of the conflict between the powerful and the powerless

meezns to side with the powerful; not to be neutrsl."(18)

Here egein, Freire recognises only two opposing views on any problem.

Is his perspective on reality an over-simplificztion? At times
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his Third torld practice repraessnts astrength = thet unity of theoxy
and practice seldom found - at other times it restricts the more
generzl application of kig theory. In the Western World, issues
can rerely be so simply categorised in terms of one kind of
relestionship. The rigid "Viclorian® concept of zight znd wrong

2s absolutes finds little suvvort in the °‘woolly’® srees of moral
issues 1984=style. “The ristekes mede by too facile a translsiion
of Freire's methods into other cultural situations could be

minimised by 2 more pluriform theory of relationships.®(19)

Any insistence on the non-neutrzlity of educztion must beg the
guestions Is all education political educztion? In a conversation
with Professor Izn Lister Freire remarked:

"I would like to say this to teschers. By teaching, they are
engrged in a political process, so they have to be clear zbout

this in order to mzke their choice..... Educetors should imow

they are political beings.”(20)

Traditioneslly, educstion hes cleimed a politically neutrel stance

and consequently Freire's words have a surprising, if not revoclution=
ery, ring to them. It would be ezsy to dismiss his words, rele-
gzting them to only Third World significence, but a closer look at
what Freire is saying here could have a profound impact on the
development of our own educational philosophy. If educztion is

both 2 politicsl znd cultural sct besed either consciously oxr
unconsciously on z theory of man, Freire chsllenges us to examine

the actuzl politics of educaztion znd the way in which those

politics educate us,

"Freire's greatest potential contribution to the reform of American
Education, however, lies perhasps in his challenge to us %o probe
the view of man on which we base our education zs well as our

political structures and processes."(21)

Certainly, Freire lerds us to exzmine that set of assumptions on
which rests the institution of school and in turnm to en evaluation
of these assumptions., He reminds us thats

"Educetion cannot be reduced to the activities of schools and
universities beczuse vwe cannot think of Educstion without thinking

of power, political power."(22)
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1t mey well bz that provious attempis to reform sspects of cur
educstional system have had only limited success as a result of
failure %o recognise that political power. Treire challenges us
to analse schools in terms of their total connecticn with the
dominant culture.

“Hiz direct concern with educetion as a mesns for peliticesl and

oliticel chansre must

|
i
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cultural change chellenges he cencept t
precede educational charge = that it is necessery to alter political

control before snything meaninzful can happen educationally,“{23)

"Recognition that all education is political educstion does not,
however, leazd to an overt paerty-pnolitical stence on the p=rt of
teachers, es some heve thought,"(24) "Where the educestionel
practice is such that social structures are not discussed as a
problem to be unveiled, the role of the educestor must not be to

<

impose liberty but to respect the right of the educ=tors to chcose

ard to "lesrn how tc choose bty checosing?.7({25)

Can a neutral stance be legitimately upheld? Freire clezrly

[O]

stertes that any claim to neutrality in the field of education i
en 1llusion - a smokescreen to mzsk the interestsof entrenched
groups. Trose who make such cleims zre, says Freire, either

naive or subtle,

™e nzive view is one thet maintzins thet the hesrts of men can be
transformed, while the sociel structures which mzke those hearts
sick’® sre left urchanged. ™e subtle shere this view but "mask

o realistic understending behind a claim of neutrslity."(26)

Both groups are ceught up in the ideology of the ruling clazsses and
therefore not neutrzl, As far back as 1940, F Clerke wrote:

"If the word 'ideology' had not slresdy been ruined for any precise
use (heving been employed so much recently es equivelent to ‘creed’
or ‘doctrine’) we might cite English writers upon educastion as
illuminating exsmples of it, For strictly, it would seem, the
word applies to exsctly this phenomenon - the urdetected influence
unon what is supposed to be generelized thought of the interests
and zttitudes of nationel, class ard other groups by which the

writer or thinker hss been formed."(27)
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“reire ¢cells stterntion to this ‘undetected influencef,

The pretence of neutreslity cen be sustzined by the introduction of
modernising technicues, Freire rejects pillistive reforms = those
which cen be recuced to libersting students from blrockbozrds, siatic
clezsses ena text book curriculas by offering them arojectors,core
dynsmic clipsses and a nevw technico professionzl style teaching,
These so=czlled nesutral technigues are still instruments for the
domesticetion of rmen. Such modernising hes been one of the guises
employed by the church to lay claim to neutrality. Freire cells on
the church to be ‘'prophetic’®.

"Becruse it thinks critically this prophetic church cannot think

of itself 2s neutrs1."(28)

The prophetic position demands ezn ideological choice - a critical
enalysis of the sociel structures in which conflict tezkes place

and in this respect czn never be neutrel.

Is it su”ficient then to merely stete as a fact "Education is

not neutral’. Not so. This is only the starting point. Aware-
ness of the fect is not knowledge of it, and it is possible that
even perception of the fact can leed those who so perceive the true
role of educetion to disguise it and still opt for domestication.
Freire offers the prophetic approach as a means to education for
liberation. It lays no claim to neutrality and =s such represents
a risk, It demends that we go beyond deceptive appearances, that
we detect influences and seek the raison d’etre of facts; the
relationship betweer different facts and the totality of which they
are a pert.

"It is fundementzl for us to know that when we work on the content
of the curriculum when we discuss methods and processes, when we
plan, when we draw up educational policies, we are engzged in
political zets which imply an ideological choice. Whether it is

clesr or obscure is not important."(29)

Yhzt then is the velue of a none—neutral view of educetion? How

~

cen it help us in an appraiszl of our own educational zims? If N
. . . . X A . /
educetion is to be for liberstion. Freire invites us to consider
the proper reletionship between education znd social criticism,

George S Counts wrote: "Dare the schools build = new social order?"

(30)
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The word ‘dzre’ here is significent. 2t ras elresdy been implied
thet education for libersiion involves risk, It is a risky busi-
ness becsuse such an option involves 2 commitment to the idez that
ecucrtion should prepare those involved in it o crezie z scciety
with fewver impsxfections *hzn *he present cone. Tn fthlc respect

-

educetion misht be deliberriely cesigned to counteract the
deminant values of the larger environment. % runs the risk of
being cztegorised es subversive or anarchic, Criticsl conscious-
ness may le-d to disorder. Should educstion take on this critical
role? If so what role should the tescher play? o what extent
must the educator direct his energies towsrd counteracting dominant
valuegwhen he judges them to be unjust. This is a constznt
dilemma: “how to free the child yet shape it; how to free the
child from indoctrination into & kind of society thet we want to
change and yet to shape it for the fight for freedom and for

change®, (31)

There is no easy snswer, Traditionally, schools have tended to

be a conservative force in scociety, designed to support the status
gquo. Theoretically we assert that students should be helped to
leern how to think critically but in practice critical thinking

is often restricted, I+ is zgain thet element of risk. If we
essume a position of non-neutrszlity, the price may well be the loss
of stebility. Vhat Freire is szying is thet the alternstive -
pley it safe, don’t rock the boat etc. only leads to a domesticating
educsztion - blend, szfe,respectable, non-controversisl,

"The highest purpose of education is not to train students for
specific roles, but to help them gzin some understanding of the
meezning of their lives »nd to become more sensitive to other

people."(32)
It is an epprozch worth testing.

A finel guestion needs to be answered: "Is the Freire mettrod
itself indoctrinative, domesticating or manipulative. Does he
simply impose on people another view of reslity?" Some critics
have been led to believe that Freire's insistence that there is

no such thing as neutrzl educstion implies thet hig own educstionsl

prectice pretends to a neutrslity not possessed by others. This
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significantly it is ‘pertisl in favour of humanisztion”.{33)

Freire raises the importsnt question of whether it is possible, or
even desirable, to educate in a value free manner. His contention
is that it is not. Ee cecnfronts our npre-corceived nctions of
neutrality, exposes ther for the illusicn thsy are snd offers an
alternative, Ee would no doubt endorse the view of the writer

to the churches 2t Laodicesa:

“You are neither cold nor hot, I could wish that you were either
cold or hot, But since you are lukewarm..... I intend to spit

you out of my mouth."(34)
There c-n be no 'lukewarm’® in the Freire approach,

b) Conscientizstion

¥ eeee. my actual crime wes that I treated literacy as more than a
mechaniczl problem and linked it to conscientizacao, which was

*dangerous ', " (35)

Although the concept of ‘conscientization® is fundementzl to Freire's
understanding of both literacy snd education, he is not, as is
generally thought, the author of the term. The word in fact
originated from a series of discussions held by professors at

ISEB (Instituto Superiorde Estudios Brasilinos) and it wes Helder
Camzra, the Brezilian Bishop, who spread it ond transleted it into
English, However, Freire himself endorses the view that the

concept is central in eny exemination of his educationsl idees,

M eeo. When I heerd the word ‘conscientization® for the first time,
I immediately realised the depth of its meaning because I was
absolutely convinced that education, as a practice of freedom,

is an zct of knowing, a critical approach to reality, necessarily

then, this word became part of the vocabulary with which I

express my pedesgogical thought."(36)

What is conecientizetion?(37) (Its Brazilisn form, keeping its

original spelling ‘conscientizacao’ is probably more accurszte.)

Firstly, conscientization® is a process; it is that process
through which men as ‘knowing subjects' achieve a deepening aware-
ness both of the socio cultural reality which shapes their lives

and of their cepecity to transform that rezlity."(38)
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e +term has its crigin in the word ‘conscious’ and is therefore
clesely related to the urderstanding one has of conscisusness

in its relationshins with the world. The process seeks %o affirm,
seriously, the socizl dimensions of any theory of huran learning.
Two schocls of thought on this issue gre sigrificant here. One
cen te trecced back to Yary ernd the other to Iraud. Both are,
nowaver, agreed that mesn is victimised by ‘false consciousness’
from which he must be freed, in order to be fully hurman. Tor
lMarx, it i1s the exploitative socizl reality which produces the fzlse
consciousness, whereas for Freud, false consciousness is the result
of the projection of illusions on to the cultural reality. Paulo
Freire’s conscientization process derives from the former school

of thought. He uses a Marxist znelysis in his theory of con-
sciousness. He calls the lowest level of consciousness ‘'intran-
sitive consciousness’. This primery stege is characterised by a
pre-occupation with manfs most elementary needs. It is =

spontaneous zpproach to the world asnd not a critical one,

"At this level of spontaneity, man simply experiences himself with
that reality which is with him - his mind dces not yet take a

critical stand."(39)

The next stage can be defined as the post-primary or ‘megical
consciousness’® stage. Elsewhere, Freire also uses the term ‘semi-
intransitive’, This is the prevalent level of consciousness to
be found in the emesrging societies of the Third World. It is the
consciousness of the culture of silence, charecterised by a fatal-
istic mentality, “which leads men to fold their arms, resigned,

to the impossibility of resisting the power of facts".(40). As

2 serious guestioning of the concrete situztion begins, however,
the third level of "naive or semi-transitive consciousness is
reached, At this point there is indeed a perception of reality
which includes a certein kind of knowledge of it. This is the
'doxa' referred to by the Greeks and is the level of opinion or
belief, It is not yet ‘conscientizacao’. The Metodo Paulo
Freire was =n attempt to offer the people the meens by which they
could supersede their neive pesrception, so thet they could zssume

2 predominently critical attitude = they could exchange their
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pertial doxs for the full lofos of reslity, ireire refers to the
former level as the °‘prise de conscience'! and it is only through
the process of conscientization that the highest level of critical
consclousness is reesched, Concientizacao is thus the deenening
of the °‘prise de conscience’ and implies geinsz throush the
sponteneous stege to g critical one.

"The more one acqulires conscizsrtizacao, the nore one discovers

reality." (41}

Conscientization cennot exist without praxis. Action and
reflection charzcterise Euman prexis and it is for this reeson
that man cen look 2t the world from a distance, Critical con-
sciouéness is, therefore, the authentic union of action and
reflection - not brought about by intellectual effort alone but
through praxis. Conscientizrtion does not stop =t the stzge of
Ythe revelation of reality - it is not something whick is,; but
something which is becoming and, therefore, a process, Freire has,
more recently, been self-critical in this respect. In a talk
entitled “An invitstion to conscientization and deschooling”, he
comments on the fact thzt he had previously considered the moment
when soci=1 reslity is reveazled to be sufficient psychologicel
motive for attempting %o trasnsform reality:

"It was as if I were seying thet to discover reality alresdy meant

to transform it."(42)

However, in later works he does not take the same position and
werns zgainst educators who do not see the politicel implications.
It is impossible, says Freire, to telk of a 'strictly pedagogical
conscientization®.

"learning, for Freire, is the totazl process of becoming aware of
the concrete situation in which one lives, understending how that

situstion msy be changed, then acting to change the situationo"(43)

Conscientization in Freire'’s own Practice

For Freire literscy and post literscy training represent both the
tool and the result of conscientization. The formestion of the
culture circles was carried out under the firm conviction that the
problem of tesching adults te read must be exsmined in relation to
the "awakening of their consciousness".(44) The reading programme

thus attempted.to move learners from naivete to critical analysis
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throvgh the literzcy wrocess. Tne metnod was, thsrefcre, zn
introduction to the democretisation of culiure. Men were considered
as subjects capable of engeging in relations with the world, I'reire
tool people a2t the point of their emergence from a naive perception

of rezlity and helped them move to criticel trensitiviity through

dirlogue and ithe use of fresh conient and new technigquss such es
‘codificeztion”, Through decodin' Freire writes:

Y“the learners grzduszlly, hesitatingly znd timorously plece in doubt
tke opinior they held of reality and replecce it with 2 more =znd

more critical knowledge."(45)

The circle of culture was not, in itself, the sole instrument

in the development of critical consciousness. Freire himself
notes that this awezrenessoccurred in the concrete context of

their lives? Vhat the theoretic context or culture circles did
offer was the regzson for their exploited condition. The Metodo
Paulo Freire wss one which zimed to be both the instrument of the
learner as well as of the educator, it emphasised that in educating
adults one must make it possible for them to achieve critical
consciousness “so that they can teach themselves to resd and write%,
(46) The Post Literacy phase was further developed to encourage
what Aldous Huxley termed the” srt of dissociating iders = in this
way participants were helped to distinguish between education =nd
propeganda.

¥hat is the Relevance of the Process of Conscientization for our
own Educational Practice?

t would be tempting to dismiss the process of conscientization
as something specifically Third World or to conclude that it refers
only to specific literacy methods in the trsining of Latin Americen
adults. ) similar error would be the often argued contention

that conscientizztion is ineppropriate in complex societies. Such
an zssertion disguises the mistsken claim thet Thied . World
societies 2zre not in themeelves complex, Freire himself hes said:
"Conscientization is not a privilege of the Third World, since it

is a human phenomenon,®(47)

A1l human beings are, by virtue of being human, involved in a
permanent process of conscientizestion. whet does change is the
context and objectives of conscientization. It is true, neverthe-

less that in attempting to see the wider implications of Freire's
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conscientizalion corncept, severszl rmoiguities ond distortiors hrve

occurred. Some educztors hirve given to the conscientizaticn nrocess,
wowers thet it has noi. The word itself hrs sssumed ~lmozt super-
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of healing socisl irnjustice by cnsnzing the conscience of men and

[aecheety

Woren, then the ’s»ell? is brelrea the very wrole of subjectivity

and canaclty of ren to transforr reslily iz denied, Tie very wnrocess
zimed at demythologising weality hrs in itself become z mythe

Preire writes, “one of my mein tasks, while working for the “orld
Council of Churches, hszs been %o sirip awey the myths surrounding

conscientization.®(48)

It is not possible, then to trensplant conscientizstion - it is
undesirsble to transfer thst which is done in different ways in
different areas of Letin America to znother historicsl spzce without
due resrect for that different context. This is not to sy that
conscientizstion is not in itself viable, rather, it is the trans-
planting thet is non-viable ss this inevitably brings asbout the
bureaucratizstion of the process, Conscientizstion is trensfermed
"into a reinbow of sclutions..... ancther wezy of making 2 myth out

of it,"(49)

What positive contributions can be mzde? How can we find the

process of conscientizstion?

Primarily, the concept implies z b:sic starting point, i.e. the
distinction beiween educetion =s an instrument of domestication end
educztion zs an instrument of liberation. Conscientizacao is not
possible in the former, as in this process, education is =zn act

of transferring knowledge. Conversely, however, educstion for
liberztion is conscientizing education for it is an act of knowing -
a search by =211 to discover something. Education in this way

tries to mzke and not simply stete history,

Through continuous questioning of culture, a libersting education

truly communicates by removing slogzans.

Conscientization is interesting from another viewpoint. It places
leerning in direct relationshin to the entire culturel situation
in which peonle live, Freire emphesises the politicel nsture

of education:



“Zor Treire educetion is clesrly a sub-system dependent upon

political and economical structures,”{50)

Conscientizetion mekes this conitribution. It guards against
thinking of educetion in isolsticn frem the vower which establishes
it, It zveids the reduction of education to absireset values by
its insistence *hezt education cazrnot be cdeisched from corncrete
reality. Fducetion, thus operates 28 = lever for

aticn of reality.

Conscientizztion offers e clearer understanding of its own limit-
ations, for rfreire, education does not form society in =z certain
way, rother society having formed itself in a certain way, establishes
the education to fit the values which guide society. Freire

thus plsces emphzsis, not on methods and technigues, but on the
overall character of education, Those who uphold the view that

if education mainteins scciety, it is because it can transform that
which it mrinteins zlweys forget, seys Freire thet "the power which

crezted it will never zllow educztion to be turned against it."(51)

What then is the point of conscientization if the educator cen
apparently do notking? Freire contends that even limited effort
is worthwhile and suggestis:

1T

In history one does whzt is historically possible znd not what

one would like to do."(52)}

Perheps e closer examination of the 'historicelly possible’ would

lend a more purposeful view of educztionzl reform,

Tris 'total-view'® approach factilitated by the concept of
conscientization, mazkes a further coniribution. It helps to
highlight those aspects of human learning which are often ignored.

It focuses on the circumstences in which learning takes plesce; the
relationship of learning to aétion the way in which we internalise
the values of society. Freire encourages us to confront more deeply
the social, culturel and politiczl sonsciousness theat exist in
society. His philosophy is relevant in eny eppraissl of current

educ~tions1l method and any consideration of educestionsl chenge.

"He forces us to think of the historic role 2nd the vocztion of

schools as the democrztic socizlization of those who zre schooled.
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He challenges the individuelistic concept of learning and focuses

on that lerrning process which is fundamentally s socizl reality."
(53)

It may be that sbove all the mejor contribution msde by Freire's
concept of conscientization is the insight it offers that 211 men
are czpable of sus?aining a critical relationship with their
environment, Conscientization is not the prerogztive of a
particular class or group, rather it is the right of overy men to
be more aware. Freire reminds us that even ordinary people can
come to grips with grest idees if they are presented to them in a
manner and approach which is meaningful znd moreover relevant in
their daily lives.

"It is remerksble to see with whet enthusiasm these illiter=ztes

engage in debate....."(%4)

The awakening of consciousness is necessary so people can not only
critically anslyse their world snd thus zttain freedom, but zlso

become aw-re of their own dignity as human beings.

The mythification of reszlity reduces human beings to things,
conscientization enables men to fulfill their humanity to become
more human. The growth ito critical consciousness, as people work
together to chenge their oppressive living conditions, helps them
to reject the culturzl myths that prevent their clear perception

of reality.

Freire's work is a vote of confidence. If he has succeeded in
demonstirating thzt the most powerless and marginal of pezsants can

be inducted into a life of responsible praxis, one is led to believe
that similar results are possible however degraded the circumstances.,
People everywhere can become awere of their own dignity as human
beings.,

There are problems, however, with Freire's concept of conscientization.
Some have zccused him of z hidden elitism, not leazst of these Peter
Berger who speaks of Freire's conscientization in terms of "conscience
raising®.(55) Freire.is wide open to this charge but it is, I

feel, a charge based on 2 misunderstanding. Freire is clear thet

the process of conscientizetion z1lso implies the awereness that
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rncbody cen ever literatis another, T¢ de so would be to trest
peonle as objects. No-cne cen give freedom to snyone else, zll
must join together to perticipate in their own liberztion. Freire
is not interested in thet elitist educsztional approsch which seeks
to produce lmitstions of the educator - this represents education
for domestication and not libesration. If, however, the chsrge

of elitism is founded on flimsy evidenceawherenin fact, reire is
rather vague and open to criticism is on the guestion of the
emergence of leaders. More will be szid on this subject at a
later stage in this study, suffice it to say, at this point, thst
Freire is never totzlly convincing and often rather sketchy on this
matter. Eow can he be sure that the conscientived leaders will
not become oppressors themselves? Oppressive regimes could make
use of the conscientization concept to achieve exactly opposite
ends. Although he counters the elitist charge with a strong
affirmetion thet the development of criticel consciousness is a
joint develomment, the roles of those who act as educstors
zlongside the educstees is still uncleszr. He emphasises that

only those who heve undergone the 'Easter Experience’ and effectively
participsted in the rebirth to emerge on the side of the people

czn become leesders, However, he does not fully examine the
practicel espects of how, in history, specialists in educsztion for
liberation emerge. Further guidence is needed on how to act
realistically in the actual work of education, how, in fact, to 'do
in history what is historically possible’, The success of Freire's
own conscientization programme in Brezil did not provide sufficient
besis for resistence to the militsry goup d'etzt which swept away
the hopes, born zmong the peasznts who hed experienced conscientiz-

stion,

in equally importent criticism on the subject of conscientization
is the chsrge that when a theory of learning is subordinsted to
politicel asnd sociesl purposes, thet theory is itself open to claims
of indoctriniation znd menipulaftion. After 211, the themes chosen
for discussion zre simply the ones with the gresztest capscity for
challenging the existing socizl order. Freire is zdemant thet
such 2 challenge consistently comes through free dialogue but can

he rezlly esczpe the chszrge of msnipulstion? Surely the values
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of the educetors were presenit in the codificationg?, Vs not another
view of socisl rerlity simply imposed upon the members of the

culture cirecles? treire hes admitted himself that the danger of
manipulation exists but contends thet his gosl is simply to encourszge
people to lezrn by heving them challenge the ceoncrele reslity of
their lives. Ee would srgie that the freedom and rationsl =bility
of the leevners is zlways respectled. In answer to those who

accuse him of subtle manipulation, bz would sey this:

"The reactionary pesrty must, of necessity, svoid by all meens, the
creation of cless consciousness among the oppressed. The
revolutionary party finds this to be one of their important tasks...
I don't want to say that the revolutionary pesrty hes to creste in
every historicezl situstion, theoretic contexts - o5 if these were
revolutionery schools to prepsre people to make the revolution®.

I've never clezimed this, tthat I did say, znd I repe=t it here end
novw, is thet the revolutionsry psrty which refuses to lesrn with

the mseses of people..... 1is not revolutionary. It has become
elitist., It forgets a fundsmental point of Merx in his third thesis

on Feuerbach: "The educztor himself needs educztion'."(56)

Conscientization, then, zlthough 2 pzinful process czn never be =n
imposition or z menipulstion,
"I cznnet impose my opinions on others., I czn only invite others

to shere them, discuss them."(57)

Finelly, whet of the cherge thzt conscientizztion is snerchic and
will therefore lead to disorder? This has been a constsnt fear
for many who have enccuntered Freire's idees. There hazs been
debzate that the conscientizztion of people will lead to fanaticism,
In 2 trezining course about the Freire method, = former fectory worker
made this comment in aznswer to zccusations of fanaticisms

"I cen't say thst I've understood everything you've said just now,
but I cen szy one thing -~ when I began this course I was nszive and
when I found out how naive I was, I started to get criticzl, But
this discovery hasn't mazde me a2 fenatic, znd I don't feel any coll-
apse either."(586)

More importantly this question of the enarchic consequences of
conscientizstion disguise = deeper fezr on the pasrt of the question-
ner, It is the feesr of freedom. Conscientizztion threztens the

status quo = the resson Freire found himself in prison. Those who
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farr freedom confuse freedom with the mrirntainence of the siztus
qQuo. But conscientizetion is historicel commitment, The more
we rnalyse the perception of reslity, the more we expose that reslity

N

to discover the myths thrt deceive us end help-sustain dehumanising

structures, Conscientivetion is, therefore, an option for
cormitment ~ “1 either comzit myself to the hisforic process wit
211 the risks..... cr I remrin ouiside it,"(59)

It is 2 demending process not "zn intellectual hobby™{60). rreire's

concept offers s fresh questioning of our own educztionel prsciice by
means of & theory of humen lesrning thet hes been elzborzted follow-
ing & unique prectice. Through an understending of the poverty
experience in the slums of Recife, Freire derives his methodology

of conscientizstion arnd invites us to 2 problematic approech to our
own cu.ture, He is, in his own words, & Pilgrir of the obvious'

but chellenges us to en zlternative wsy of looking =t the seemingly
obvicus through z rsdicel re-examination of existing forms of

education,

M=o's formule for cultursl zction wes:
"progressing from emotionel knowledge tc 2 rational perception of

rezlity,”

A dengerous progression, perhaps, but worthwhile for:

"the more men =re conscientizwed, the more they exist, not just live."

(61)
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CEAPIER 5 - ¥EWINE'S THWCHY CL BLOwLDGE

"2ducation is above all a certain theory of knowledge put into

practice,” (1)

Taulo Freive'’s theory of lknowlasdge is crucisl in any understanding
of his pedagogy. Michael Matthews, in 'Knowledge, Action and Power’
(in 'Literacy and Revolution® edited by Robert Mackie) has commented:
“An educstor without an epistemology is like a sailor without a
rudder - blown around by whatever fads, fashions snd ideologies

dominate the current educstional scene."(2)

Freire is no distressed sailor! He is certainly not tossed around
by every wind of doctrine. He himself has recognised the
necessity for discussing epistemology in any discussion on educ-
ation. He goes still further and suggests that, although there

is undoubtedly an epistemoclogy which determines the method, "both
epistemology and method are cdetermined bty the ideology which is
behind".(3)

Vhat epistemology lies behind Freire’s educetional thought snd by
what ideology is his methodology determined? These questions form

the main concern of this psrticuler section,

Firstly, it must be steted that, aldthough Freire's epistemology is
possibly the best developed pert of his theory, we are not dealing
here with a systematic elaboretion concocted by a philosopher in
some renote institution. FPreire’s theory of knowledge begins

with his cwn existential situztion end that of his ‘peasant’
leerners, This experience constitutes the first aspect of Freire's
theory of knowledge - knowledge is intimately linked with praxis.
"The a2ct of knowing involves a dislectical movement which goes

from action to reflection and from reflection upon action to new
action."(4)

This, then, is Freire's main sssertion, trat knowledge comes out
of reflection upon the actions of questioning subjects 2nd thet by
perticipation in such reflection men transform their world.
Consequently, a further aspect of Freire’s epistemology is thet
the z2ct of knowing is the tesk of subjects and not objects.
"¥nowing, whestever its level, is not the act by which a subject
transformed into an object docilely and passively accepts the

contents others give or impose on him or her, Knowledge, on the
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contrary, necessitcies the curious precsence of subjects confronted

with the world,”(5)

Here Freire echoes the words of Erich Fromm:
"Enowledge means that the individual mskes his own wey, learning,
feeling and finally coming to a conviction without heving an

"irresponsible omninion’."/(§)

Preire'’s epistemology is novhere more clearly defined than in his
insistence that ‘knowledge is a process’. It is not something
which is becoming, rsther, something that is in the meking. This
assertion offers the means of overcoming the dichotomy between
existing knowledge and the creation of knowledge. Thus,
"Knowledge is not a fact. It is not a peckage, Knowledge is a
process which demends the trznsforming action of human beings on

reality."(7)

It is this active making and remaking of knowliedge through lenguage
and dialogue thet distinguishes Freire's theory of knowledge from
other classical conceptions of knowledge. Indeed Freire is
critical of bath the Socratic and Plztonic definitions, Socrates
wes concerned with definitions =2nd his sezrch for definitions was
assoclated with the thesis thet virtue was knowledge. Thus,

the Socratic definition conceived of knowledge as knowledge of the
thing defined but further to this, Socrztes was concerned with
Judging the definition in the light of some other knowledge and,
therefore, advocated a particulzr method of cross-execmination as the
best mezns of ettaining knowledge. The thesis that virtue is
knowledge is the thesis thest to know what 1s good is necessarily
to do whet is good and assumes the further idezl of determining
what is good by a systematic method of inquiry. This method,
Socrates assumed, would yield knowledge of what is good as opposed
to the many and verious opinions as to what is good. Aristotle
confirmed the Socrates® ideal of knowledge wes closely associated
with a search for definitions. He wrote that Socrates:

"believed that knowledge of virtue was the end and inguired what
justice is and what cour=ge is, =2nd so with each of the parts of
virtue..... for he thought that all the virtues were forms of
knowledge, so that to know what was jus§>was at the szme time to
be just."(8)
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Xnowledge is %o bo attained, in the Socretic sense, by 2 gquestion
gnd snswer method of discussion, seeking =2 definition which can be
considered adequate if it is sccepted zs correct by the interloc-
utors,

‘reire corments thet such a view egueting knowledge with virtue

(1

N

did not constitute a irue pedagogy of knowing even though it ves
dialegic?,{9) Although agresing with Plato about the necessaxy
conditions for knowing, i.e. thst man vas capable of a ‘prise de
conscience’ and that passage from doxa to logos was indispensible
for men to gain truth, ¥reire regards such a definition as in-
zdequate in that:

¥For Plato, the prise de conscience did not refer to what man knew
or did not know or knew badly about his diszlectical relationship
with the world; it was concerned rather with whet man once knew
and forgot at birth. 9YTo know wes to remember or recollect
forgotten knowledge."(10)

In Plato the term ‘pris de conscience’ indicates an awereness but

in Freire this awareness cerries with it an indicsztion thst aware-
ness must necessitate tsking some kind of action. Conscientization
must supersede the ‘pris de conscience’~ awareness must become crit-

’

ical consciousness,

For Freire - the overcoming of doxz by logos can only occur in the

'dialectical relationship of men with his world?’,

This is a valuable Freirien insight, thzt = person es ¢ conscious
body czn not only know the existing knowledge, but know new know-
ledge. It is in this sense that knowledge is a process, for it
implies transformztion 'When we know', says Freire, ‘we transform,
No knowledge is ever complete. Ve see as the writer to the
Corinthians put it, through a glass darkly' and this is because
reality is =zlways changing. Knowledge depends on the uncovering
of rezl problems znd azctusl needs but in order to dezl criticelly
with reazlity and to penetrate the raison dfetre of cur situation,
Freire meintains thet a brsic operation in the zct of knowing must
be the ability to gain distence from the knowable object.

“Trom the point of view of = fheory of knowledge, this means that
the dynemic between codification of existential situstions and

decodificztion involves the learners in 2 constant reconstruction
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of their former ‘ad-miration® of realityeecos. For this reason,
there is no act of knowing, without ‘admirstion’® of the object

to be known."{11)

freire thus stresses the active part the mind pleys in knowledge
acguisition. To know thirngs is 21so to krow them in rezlstion -
to know how the part articulates with the whole. Here similiarities
between Plsto/Socrates end Freire himself are evident - "we know
in order to do' rather than be told. S0, for instance, a peasant
in one of Freire’s culture circles tells the story of going for
tractor parts in Sgntiago. He needed knowledge in order to act.
When he wasn’t responsible for anything'®there wzs no reason to
read and write'.....'Now it’'s a different story..... I am
responsible not only for my work like all the other men,; but also
for tool repairs. When I started I couldn't read, but I soon

reglized that I needed to read and write....."(12)

Freire calls for the 'total visica' which we call knowledge and
demonstrates a more complete understanding of the epistemological
cycle which does not end at the stage of acquiring already existing
knowledge but continues on to the stage of accepting and re-creating
new knowledge. This type of epistemological cycle binds together
both action and reflection and subjectivity and objectivity, Since
the%’knowledge results from this constant interaction between
invention and re-invention, learning cannot authentically take place
outside of enquiry or apart from praxis. We cannot dichotomise

existing knowledge and the knowing act.

If Mzrx was insistent in saying that man is a socizl being, Freire
also consistently recognises the necessarily social nature of
thoughts

"The ®I think' is enhanced if the °'we think® is enhanced and this is

an epistemological basis for dizlogue."(13)

This emphasis on the socizl dimension of knowledge is important in
Freire, It brings into focus his central notion of conscientization
which occurs zmong men and women who live in social structures.

This removes Freire's epistemology from the level of the individual
and again emphasises the historical aspect of the theory of knowing

recognising once more that 'it is toital vision we call knowledge®.
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Tor Preire, critical consciousness sees facts "in their casual

snd circumstential interrelstions®.(14)

Freire is not a nessimist. Knowledge is possible but knowledge
is for a purpcse and thai purpose is action, Kncwledge does not
exist for its cwn sale = ve know in order to do or to nmut it in

Freire’s oun words: “we kncw to the extent thet we “rensform™.,(15)

In the Freire approach, kncwledge does not come as z slegan, it is
not a matter of techniques, gsmes, gimmicks or metheds, but rather
as Brigham has written "z whole stance;, a matter of besic relation-~
ship”.(16}) Knowledge is a "fundamental way of being for individ-
uals who work to re-creztes the world which they inherited ard in
this process of construction and re-=construction mszke themselves,

They are because they are in a process of becoming."(17)

"There is undoubtedly an epistemology which determines the method
and both epistemology and method zre determined by the ideology
which is behind."({18)

The ‘Banking Concept’ of Education

"If my choicec.... is a domesticeting one, then education for me

is a mere act of transferring knowledge."(19)

Tow, what I went is Pacts. Teach these boys and girls nothing
but Facts. Fezcts alone are wanted in life. Plant nothing else,
and root out everything else, You can only form the minds of
ressoning animals upon Factis. Nothing else will ever be of service
to them.oo..”

The speaker and the schoolmaster and the third grown person present,
all becked g little and swept with their eyes the inclined plzne

of little vessels then and there arrenged in order, ready to have
impexial gallons of facts poured into them until they were full

to the brim.%(20)

Charles Dickens' character of the austere school tezcher, one

Mr Gradgrind, is a classic embodiment of the view thet knowledge is
most successfully acguired by inert objects and as such is a

vivid representation of the Freirian concept of ’banking education’,

The banking concept is portreyed by Freire as one of two possible
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ways in wvhich ecGucation cagn be practised. Educetion in the ‘Grazd-
grind’ mould is "an act of depositing’ in which the teacher deposits
a corpus or psckege of knowledge on the students, who in their turn
act as empty receptecles for parcels of factis bestowed upon them,
Banlking education thus begins from the feolse undersctending of nen

as objects, This typ2 of educetion is 2 mere act of itranslferring
knowledge. The educetors recognise themselves zs those vho possess
the knowledge. That kncwledge is necessarily a facti, something
static znd the task of those in possession of such fzcts is to
transfer that knowledge to those who do not know,

"oe....knowledge is a gift bestowed by those who consider themselves

knowledgeable upon those whom they consider to know nothing."(21)

in such a way men as recipients of prescriptions for the illness

of ignorance are viewed as objects. Eimilerly Jean Psul Sarire
has referred to this educstive method as the ‘'digestive’® or
"nutritive® concept of education in which knowledge is ‘fed?® by the
tescher to the students to "fill them out’. Hence such imagery

as '"hungry for knowledge', 'a thirst for facts' etc,

By what method is this transference of knowledge carried out?

The centrzl characteristic of the Banking method is narration aimed
at encouraging memorization. It is 2 mechsniczl process whose
narreztive style offers limited scope for action, Participation

on the pert of students extends only azs far &s receiving, filing

or storing the deposits. "Educstion of this type¥ says Freire,

"is suffering from narrstion sickness..... The outstending character-
istic of this narrative educztion is the sonority of words not their
transforming power,” Students are thus encourazged to adzpt to

the world:

"The educated man is the adapted man, beczuse he is more "fit'

for the world."(22)

Fundamental, therefore, to the banking concept is the understanding
of men 2s menzgeeble beings, The ‘why' of educetion is reasoned
to be the adapiztion of individuals to the estsblished system of

velues "man must submit to history".(23)

If the educetors zim is to ‘regulste the way the world ‘enters into’
students, the less likely it is thst such students will develop

critical consciousness,
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"Banking education is ulilised to avoid the threet of stucdent

conscientization,V(24)

Implicit in such a concent, thern is the assumption thet there is

a dichotomy between men and the world; man is merely in the world,
not with the world or with others, Banking methods not only
dichotomise tezcher from stucdent znd teeching frem lesrning, bui
through a fragmentation of consciousness dichotomise men from the

world.

In summary, banking educstion is for isolated individuels who zct
as empty containers; it consists of the trensference of '’rezdy-
mede’® peckeges of informstion by those who are in possession of
the knowledge and proceeds by wey of mechanistic repetition and

memorisation to adapt men to history.
On whet grounds does Freire reject this educetions1l concept?

Benking educestion, cleims Freire, minimises or znnuls the students
crestive pover, By integrating the oppressed into the structures

of oppression, the possibility of men becoming °'beings for themselves'
is denied, The more students work at storing, filing and catalog-
uing deposits, the less they develop critical consciousness,

Banking education proceeds, therefore, from a fzlse premise, it sees

men 28 objects,

In the Banking concept, tezchers are not in the 'business' of
communication, Communiqués heve repleced communicaticn. The
process is thus a.vertical one and a one-wsy process at thet. The
focus is on the teacher and not the student, z pertnership is pre-
cluded.™e Banking concept says Freire serves the interests of
oppression:

"Besed on 2 mechanistic, static, naturslistic, spztizlised view of
consciousness, it transforms students into receiving objects. It
attempts to control thinking and action lezds men to zdjust to the

world and inhibits their creative power."(25)

Banking education sttempts to conceal certain facts which explain the
way men exist in the world by mythologising.reslity. It resists

diclogue and fails to acknowledge men as historicel beings,

Those who utilize the banking method, knowingly or unknowingly, fail
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tc perceive that the deposits themselves contein contrsdictions

about reality. If men are searchers, sooner or later they may

“~

perceive ihe contrediction in which banking educestion seeks to
maintzin them and then they will engege themselves in the struggle

for their own libersition.

Freire contends thet the truly committed must reject the benking
concept in its entivety and offers us 2zn zlternstive ideclogy = the

ideology of liberstion,

Problem-Posing Educetion

"It is not difficult to come on the practice of domestication.....
in systemetic education. In the primary and secondary schoolS.cocsos
we are witness to the transfer of knowledge and not the sesrch for
knowledge."(26)

If banking education epitomises the ‘transfer® of knowledge, Freire's
problem=pcsing method is an opportunity to participate in the sesrch
"I have to heve another concept of epistemology which determines
another methodology. So educztion for me now, no longer, is

transference of knowledge but on the contrery, an act of knowing."
(27

How is this radical educationzl concept charzcterised?

The educationzl goel of deposit meking is zbandoned in favour of

a problem-posing method which seeé man not s en isol: ted ‘ignorant’
being, but =s m:n in his environment, rich in experience. In the
banking concept, students are not called upon to know but to
memorise but in the problem-posing method, students are no longer
docile listeners but criticzl co-investigators in dizlogue with the
teacher, They are active human beings discovering the object

of their knowing:

Heee.o the conception of education which recognisesna°°° that it

is a gnosiological condition challenges them to think rather thaen

memorise,” (28)

If the banking method viewed men zs objects, problem-posing education
enzbles teachers and students to become subjects of the educztionesl
Trocess,. The educstor is z cognitive subject who recognises not

“I think, therefore, I am,” but “we think, therefore, we zre”.,(29)

Thus, this alternative concept of educztion responds to man’s



vocation ©o be a subjiect snd, whereas benking education suffers from
a fragmentection of consciousness, the ecduceztionzl content of the
preblem=nosing gpproech corresponds to the problems of emesrgent

consciousness., Problern-posing affirms men as 'beings in the

o

-

rrocess of beceming’ end is cired a2t making men criticel ¢f fhe
established systexr of velues, Fen co not, thereflore, subzit to
history: men meke history. Xnowledge is no longer ¢ prepered
package, but is to be discovered, The role of the problen-posing
educator is to creste, together with the students, the conditions
under which knowledge st the level of doxa can be superseded by

"true’ knowledge at the level of the logos, Consciousness is not
something to be kept submerged, but rather is encourzged to emerge

in the critical intervention in reality. Men thus develop their
power to perceive critically the way in which they exist znd to
consider their relations with the world to see the world in process...
in transformztion. In this wezy, the role of educstion is the
unveiling of critical consciousness as leerning consists of
problematising reslity.

Education can take consciousness as z starting point by performing
what Freire calils zn archaeology of consciousness, The archeeoclogy
of conscicusness invites men and women who are at a nsive level of
consciousness "..... in which they cannot express their word.....

to know that they cen know".(30)

thereas Banking methods dichotomise man and the world, problem-
posing education considers men in their relation with the world.
In the very incompleteness' of human beings lies the roots of
humanistic education. Educztion must be zn on-going activityy

if knowledge is not static it is impossible to transfer it as it
is ih the process of becoming day by day. The educator does not
possess the knowledge, he knows rather thzt he does not know in a
complete or total wey: knowledge is thus a proceés not a fact and
educaters =1re in the business of transformetion and not transfer-

ation.

Problem-posing bresks the verticel one-wzy pattern of the berking

approach and replsces it with a two-way horizontal relationship.
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“roblem=posing educriion is continuelly remsde in praxis, it does
not reirfor ren's fatrlistic attitudes bu% presents the reglistic
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It exists for men in his environment and iszimed. =t meking bim
criticelly conscious, “he method proceeds by way of investiration,
themstisstion and problemestisation and placing consciousness zt the
centre demythologises rezlity in order to facilitzte the creztion of
new kriowledge° Educztion is thus a relsztionship between subjJects
in the sct of knowing znd crallenges boih teszchers and students

to see reszlity =s transformable. Problem~solving educstion is,

therefore, ‘cultursl zction for freedom®.
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As with cerlier actounts of Freire's envrzsis on neutrality amd
conseicntization, the main criticisn of his educationzal ideas sitexs
frem his all fcveasy divisisn cof the huran rece infto oppresser
gl oppressed anq;as e comseguenste, educaticn is seen o8 a simple

ne

< o

choice = cither for domestication or ;Lboratleno
“Yhoweas banking education ansesthetises and inhibits creative
pover, problem=posfng educa}ion involves a constant unveiling of

reality.”(1)

Is it really as simple as this? Can not education sometimes
cohtain.eiemenis of both end is it necessarily true that 2 process
which‘pfizes knotrledge for its own salke is always, in.each and
every case, anaesthetizing? Do we mot§ just occasionally,
operate . ad & level_somewhére‘invbetween? Freire woﬁld<natural;y
say tﬁa%.°50cewhere in between® is no more or less than an éptién
for the ‘oppressocxr?® but maybe heo:is maling here & peculiarly Third

World comment.

Is PFreire merely offering a new set of jergon?

"Instead of a teacher we had a coqofdinatorg instead of lectures
dislogue, instead of pupils group participants, instead of alien-
ating syllabi compact programmes were broken down and codified into

learning units."(2)

A% g quick glanceg it would seem that Freire is sioply offerlng ug
a dlfferent set of labels and it would be easy to @ismiSl him wzth
a ‘ve've heard it all before, this is nothing new' attitude. Hovw-
ever, taken in the tofal context of his own practice: and not just
ag an isolated set of terms, we can penctrate beyond this super-
figial rejection of Freire and see that, although he is not saying
any#hing particularly ‘original’;, it may.yet turn out to be |
re&olutionary

"On the subgect of originality, I have always agreed with Dewey
for uhom orlginality does not lie in the extraordlnary ard fancxfml
but in puttlng everyday thlngs to uses which had not occurred to
othersow(B)

Bruce. Bosﬁon9 in an article entitled *Notes of a Loving Critic’
hes made an interesting criticism of Frelre s theery of krowledgeo

Bosﬁon”clalmg thet Freire's ep}gtemology is ‘at odds with itself,
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“His epistemology wes errived at inductively. What is objectionable
is thet when the whole maitrix of theory and praxis is presented,

the reverse order is followed, A theory of knowing is developed
then a method is advanced which corresponds to the theory, then a
situation is evolved in which 3he metnod can be or hes been used,

As Frelire works he proceseds inductively as he spesks he preceeds

deductively."(4)

I cannot agree with Boston’s view, Taking Freire'’s works, talks,
lectures, discussions as a whole, the most abiding impression is

of one who speaks from experience, If his epistemology is st

odds with itself, as Boston meintains, this ‘'impression® is presented
surely by Freire's honest effort in stending bezck from his exist-
ential situation in order to eveluste it and recrezte new possib-
ilities. It is in this sense thet he clerifies his experience

and deduces his theories, constantly re-clerifying them {irough
conversation with hundreds of people around the world., A method

is not "advanced to correspond with a theory™. Rather theories

are deduced. from an evaluation of experience. Freire constantly
reminds his listeners of the fallzcy of borrowing his theories,
wholesale, without due attention to the local situation. Eis letters

to workers in Guines Bissau are constantly indicative of this,

Perhaps a more valid criticism, at least for the purposes of this
project, is that made by Professor Izn Lister. Ee suggests thzts

"The greatest wezkness of the Freire method is political."(5)

Here we have a strznge peradox. Freire has 2lways insisted that
"we cannot think of education without thinking of power, political
power?(6), and alrezdy in this study this emphasis has been singled
out as & 'strength’ in FPreire in that he encourages us to see the
underlying issues behind our educationzl philosophy. However, in
an examination of Freire’s educational philosophy in the context

of our own schools, here in Britain, this political issue may well
prove to be a stumbling block. Boston mzkes the point clearly:
“His pedagogical stance is one geared to explosion..... what mighkt
be more useful is a pedagoegy geared to erosion - the systematic
undermining of the social, political and culturzl assumptions which
perpetuate not only the slums of Rio and Harlem, but z2lso the board

rooms, university lecture halls and legislstive classroomso”(7)
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Tre point is vell mrde, althoursn to te feir fo him, Zreire has
distinguished betueen ’systematic education’ which can be changed
only by radical political power and 'educstional projects' which

can be cerried cut in the process of joining the oppressed in their
organising and dcvelonmnent - nsedless to say, the practical methods

for carrying out the laiter are never too clearly draun,

However, Lister®s criticism deserves stienticn. A misguided
transplant of the ['reire educztional method could well be confront-
ationist, whereas in many societies a steady picking sway st the
dominent culture, or, as Boston hes called it, "a kind of educstional
guerilla warfare skirmishing here, digging out 2z foundation stone
there, inserting a wedge somewhere else,”(8) may well be more

likely to succeed.

Conscientization has, nevertheless, 2 significant politiczl dimensien,
It is not simply a process of increazsed aswareness but one gezred to
fhe radical transformation of social reality. It is importent
here to remember thrt most of Freire's work was done with adults
and wes cazrried out outside of any traditional institution. Ve
are concerned here with the application of Freire's thought to the
educztion of young people (and in perticular religious education)
within the institution of the school. How cen social and political
action be related to the educational needs of children? Let

it first be made clegsr that Freire is not ageinst institutions or
even a member of the Ivan Illich °deschooling’ group. He cells

us to zsk imporitent questions suck as: ‘Ywhom the schools zre
serving', "against whom are they working" etc, and then relztes the
political/socizl aspect to a need to create 'free spasce’ within the
institutions. He would not agree that young people have nothing
to do with politics and believes it is possible to challenge young
people to understand how and why society works. In this sense,
therefore, Freire is relevant. His is not az ples for a generzsl-
ised educational effort, but rather:

"individually..... we could have some kind of experience in islands,
of‘chpllenging the young people, concerning political questionsc....
e don't need a branch of political science to teach students
politics, Ve can discuss politics through langusge for example,

or through geogrzphy or history."(9)
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It mzy be thet we can 2lso discuss suck issues in Religious

Fducation,

Perhops the most zntzgonistic view of Freire’s ‘problem-vosing’
method is to be found amongst those grouns of ‘eduvcatcrs'® who

AN,

consider Freire’'s pethods interesting bu’ fer too itime=comsuming.

v,

Freire hireself has encountered this ob
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on several
various seminars where his methods have been consicered non-vizble
beczauses
B eeeeo Tesulis are slow, uncertasin end long Gravwn-out..... this
time westing cannot be justified. In choosing between dizlogue
end enti-dizlogue, we choose the latier because it is more rapid.”({10)
Relzated cuestions also involve the ccntention that there =zre some
areas of knowledgerfor example technical knowledge where 'rapid

deposits® of that knowledge are nezcessary for ressons of speed.

Cne cen imeging these otjections finding rezdy expression and supp-
ort in most staff rooms in British schools, Freire'’s answer to
such guestions is to re-zffirm that the objectors reveal a ‘false

Fa

conception® of the way knowledge is acquired. There is no real
argument against. this answer, it may, however, be a frustreting
answer, for Buthentic’ education in the Freire mould must, of

necessity, be 2 long, srduous process,
Whet is the value of Freire's Educrtionasl Appro=ch?

"The brillient quality of TFreire'’s sznslysis is relevant to any
educationsl programme. As a serious scholer he demerds cereful

study in our own country."(11)

Freire hes =z vositive contribution to make. He offers new insight
on the fundamental issues which underlie traditionsl methods, It
is not an imposing analysis but rather presents us with & choice -
whether or not to continue to utilise the benking concept of
education or to.opt for the 'problem-posing' szpproszch and all the
possibilities thoat option might entail. Freire chellenges us to
exsmine cven the very word educztion. Iven Illich hzs seid this
about our use of the term:

“The word ‘education’® wes invented ard ther remcrincd pretty constant
in the meesning until very recentiy. It wes usec exclusively to
designate = look it up in the dictionary - the heteronomous

production of = set velue of lesrning (cs opposed to the non-
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alierated lzzrning in comtzct with realitly;.“{92)

=&

Freire would agree with Illich, thst schools are, in fect, instrum-
ents of social control and will remain so zs long as they maintain
the ‘wrong psrception’ of their task..... which is to transfer to

the students the existing knowledge”.(%3) His educationzl method

is not only negative and concerried with what schools zre and wvhy
schools 'fail?, but it is a2 positive philcsophy bzsed on whet schools
might become througnh an active attitude by which it is possible to
create knowledge. This is Freire's major contribution, his emphasis
on the centrality of creativity, He offers 2 welcome altern-tive

to the ever-incressing cempaign for inculcating the three R's or

the °Back to Basics' bandwagon, In an article entitled ‘'Creativity
at the Centre' Gerald Haigh hes written:

"It is in =z sense trzgic that there is this continuing need to
re-iterszte - the notion of primsry education as process..... The
need arises because there 1s z continuous groundswell and every now
znd again z fairly sssertive, bubbling up of attempts to bring the
primary curriculum to account by means of messuring it agsinst

objectives, or in terms of acquisition of basic skills.?(14)

Freire restores creztivity to the centre. He would nc doubt zgree
with Haigh that:
"everything in the primary school must start from creativity and

without it, there is nothing worthwhile."(15)

Freire's analysis offers a further choice. It is the choice
between authority centred learning or autonomous learning. Auth-
ority centred learning is an approach bzsed on the banking concept
of education. Michzel Rossmann, in ‘On Learning znd Social

Change : Transcending the Totalitarian Classroom' has identified
the autonomous leasrner as one who 'knows how 1o formulate problems...
identify the relevent sources of informszticn..... choose or create
procedures,_evzluste his own skills or, stated very locssely, they
include the 2bility to know what he wents {or needs) to learn, the
ability to see clesrly the process of his lesrning and the ability
to interact with others..... Cut of 211 this he is able to create
useful Ikmowledge. Let us ceall him 2n zutonomous lezrner, for

he directs himself."{16)

if our choice is a significant critique of traditional methods,
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rroblem=posing method deserves serious considerstion.

D
s

reire’s view gives to education®z better sense of history®,{17)
if schocls ere nct to be trapped in *he dichotomy which divorces

’ -

’ Y, the clzssrcom wlill, rore

krowliedse from the knowing zct
and more, ve concernsG with ithe discussicn of ceuses woiher than

the effects cf 211 sspects of imowledge,

"Devesiting in the classroom must give wey to problem-nosing, so
that the students are required to examine, to know, aznd to transform

their world and thus perticipate in genuine communication.”(18)

The curriculum will no longer represent ‘szn ivory tower of ideasg
rather, by teking as its starting point themetic investigation, the

curriculum will become, more znd more relevant,

It may well be 2 misteke to spezk of Freire’'s pedagogy. A better
term could te ‘andragogy’- the art and science of helping ‘adults’
le:rn, If we cen tzke the risk and refocus on lesrning rether
than teesching, the quslity of our education mazy well be improved.
Lducation can thus cperate to emencipste and not subjugate the
individual, t is & demanding choice but, nevertheless, 1t is 2
demand for the grezt and not the mediocre. By inviting people to
believe in themselves, by expelling the myth of inferiority, we
may not yet have the whole enswer, and we may hzve meny problems,

but we mey yet do something towsrds the realisstion of the

¥ possible dresm.®(19)
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"In the educetional nrocess for libersiion, educator and educatee
and educatee-educstor zre both cognitive subjects before knowable

objects which medieate them.”(1)

ja2s
4y

£ tke

r

v fundementsl issuve in Freire’s pedegogy is the resoluiion o
teacher-student coniradicticn. The problem=posing method sdvocated
by Freire postulates z breek with the itraditionzl verticsl relation-
ship which is presumed to exist between itescher and siudent. “or
Freire, tesching can never be carried out “from the top down, but
only from the inside out, by the *illiterste’ himself with the

collaboretion of the educetor.®(2)

£ new term emerges, therefore, -~ "tezcher-student with students-
teechers?, Thus, the tezcher is no longer simply "the one who
teaches' but one who is himself taught in dizlogue with the students.
Freire endorses the stztement of Marx: "The educztor himself needs
educeting."(3) The relastionsnip does not stop there. The students
in turn, while being taught, =2lso tesch. This type of education is
therefore a horizontal prrinership or % joint endesvour involving
teecher end students who become teschers-students.:snd students-
teachers, all growing, lesrning znd creating.”(4). It is in this
sense thet the dichotomy between teacher and lezrner is dispelled.

In & domesticeting prectice (the banking concept)9 where educstors
are the ’possessors of knowledge' and educstees ‘empty pots' to

be filled by the educators menipuletion, says Freire, is a central
connotation as the verticel relationship between educator and
educatee implies that the second are the objects of the first.

When this psttern is broken and replaced by partrership, the

educestor invites the educatee 'to know in a critical way' and there
is no such dichotomy as that between mznipulstor and manipuletee,
This is because a dialogicsl process has, in fact, superseded a

prescriptive one,

Two cruciszl questions grise. tihat is the role of the teschers in

the process of knowing snd whet is the rocle of the students?
rreire mrinteins that a te-cher is on inductive presence in ¢ sroup

of ingquirers. Ee is a subject seeking to know with other subjects

in an attempt to develop a synthesis between tescher-student and
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student=tezcher, The tezcher recognises the role studenis play
in the re-creation of knowledge and seeks to involve them in the
preparetion of their own further education. Mary Louise Somers
hes celled this process ‘engaging the learner’,

"If the tescher is to engrge tne learrer in genuine lesrning, he
must assist the clzssroom or unit system to drew deeply from his
background of individusl life experiences, and to use the rich

resources of thought, feeling and zction of each leesrner.”{5)

It is an imporiant task for any tescher to recognise these ‘rich
resources’, Freire's own experience led him to scknowledge that
the pessants in his culture circle had their own ‘knowledge’.
"tihat can one presume to ‘teach’® an adult who affirms °'I heve the
school of the world %" (6)

Tre teacher suggests rather than pre-determines generstive themes.

E2z presents cognitive mzterial for consideration znd then reconsiders
his esrlier presentations in the light of his students'® consider-
ations. The teacher does not possess his materisl as his property.
Rather the meterizl is the teacher's reflection on the students
reality or better still, it is material prepsred by the students
themselves: this wss Freire'’s own practice when members of his
literscy groups crected their own reading matter by scratching

words in the dirt road where they worked.

Freire preferred the word ‘co-ordinator’ to that of teacher.
However, given that his work was with adults 2nd took place outside
formal institutions, he himself sees his theory on the crucial
relztionship between educstor and educatee as a link between his
own Third Vorld practice and our own educstional work. in a dis-
cussion with Izn Lister in 1976 he commented:

"lihen people spezk about complex societies like yours here, it is
as if they were saying that the Third World is not complex, but it
is also complex. There is z difference of levels of complexity.
For me the real problem, the real question we have, is once agzin
th

end technigues we use, FPor example if you tzke only one point,

[

"political charscter of education’ which conditions the methods

the relztionships between the educetor and educatees in the process

of education."(7)
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Teking this oaz zointy, it follows, in snswer to *the questica™
is the role of the teacher-"v that the tezcher’s role, in the Freire
practice of ¢ducation must be a clearly defined one. Zducetors

have to choose which side they are on. They must emphasisce either

£

the 'false consciousness?® of the edwvcatees or their ‘ecritical

m

J A

consciousness’, Zducators must examine themselvesy; they must
know Ywhet to co, how, vhen, with whom, vhy, for and rgainst
whom" , {8}

"Yhat seems fundamental to me is the clesr-cut position which the
tercher must assume in relation to the politicel option; this
implies veglues and principles, a position with respect to the

"possible dream’ that is to be accomplished.™(9)

Once his options ere clear, how cazn a tezcher become a 'good’
teacher: how cen he initiate the ‘possible dream®? In a letter

to the co=ordinator of 2 culture circle Freire lays down guidelines:
“In order to be able to be a good co-ordinstor for 2 ‘cultural-
circle’ you need above 211, to have fzith in man, to believe in his

vossibility to éreeteg to chenge things. You need lave."(10)

This *faith in the people® is parazmount in Freire. He stresses
repeatedly thst the efforts of sny educator must be imbued with a
rrofound trust in men and their creztive powver. Faith in the
students must preceed any curriculum development in order to
achieve an authentic praxnis. It is a trust in students'® power to

reason snd reflect thet the tescher must zctively demonstrate.

A further necesszry quality is humility:
"You as the co-ordinator of z ‘cultural circle’® must be humble, so
that you can grow with the group, instezd of losing your humility

and claiming to direct the group - once it is enimeted."(11)

With feith, love, humility, as pre-requisites, how does the teacher
operate in the learning process? Freire offers the following
advices

"During discussions do =11 you can to ensure that the entire group
participrtes8..... become 2z prrt of the group..... respect the
significarce that the group aitaches to materisls..... Seek to deepen
the znzlysis until the situation presented as a problem is criticised.

Do not move ahead of the group.cco.
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It is imporf

snt thet you telieve that each nseting with your group
will leave both you and the members enriched..... Seek to have

2 critical posture. (12}
How does such an educator emerge?

“Underlying the eniire methcdology of TFreire end his own commitment
to educetion zs 'cultural =ciion for liberation® lies the Leostex
Theology of death 2nd resurrection.”(13) This is the key. Preire
hes written:

"He is an educztor who has tc live the deep significance of
Easter.®(14)

Vhat does Freire intend us to understznd by his use cf this Biblical
concept?

Fe)

In order to practife educstion es the 'practice of freedom' the
educstor hes to ’'die’ gs z unilatersl educator of the educatees

in order to be ‘re=born’ agsin ss the educator-educastee of the
educatee-educators. This willingness to ‘die® to oneself is,
furthermore, a daily experience. Yet again, this is not a oﬁe—wey
process for, writes Freire, Yon the other hznd at the moment a2t
which the educestor for liberstion is dying zs an exclusive educstor,
he zlso hss to challenge the educatees in order f{or them to die as

exclusive educatees in order to be born agsin as educztors."(15)

Without this Easter experience, there can be no valid engzgement
in the practice of 'educstion for liberstion’. The experience is
not simply necessary for educztors within = school, it is absolutely

indispensable contends Freire, “for the revolutionary lesdership”.

The second crucizl question concerns the role of the students in

the process of knowing. Clearly, students zre to be ‘'subjects in
their own right’. The students share with their teachers inform-
ation, ildees and perceptions. They are to be involved, responsible,
learning from each other as welil as from the teacher, The student
operstes =s 'zn autonomous learner’, as Brigham puts it "freed up

rather then irculcated down".(16)

In the Benking concept of education, students zre merely celled

upon to memorize contents narrsted by the teacher. They are
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dozile listeners. in the probleme—nosing situation students, as
critical co-investigators, are called upon to 'know' and together
with the tezcher, to help create conditions under which knowledge
at the level of doxa can be superseded by knewledge at the level
of loges, Iere zgain the erroneous nature cf the 'banking
concent’® ig demenstrated. Not only does it soparate tescher Zrom
student; but also men frcecm the worid. The role of the student
is necessarily critical. As emancipated individuels rather than
standardised human beings, students are given the opportuniity to
become 'fully literate’ and this, for Freire, implies 'political
literacy’®. Learners are asked to °think® not psssively receive

prefabricated knowledge and through such learning they also teach.

The Importance of Dialogue

"To know which is always a process, implies a dialogical situation,”

(17)
The central characteristic of the problem posing method is dialogueg
it is the principle by which the banking comcept can be opposed.

"The quintessence of dialogue is the worg”(18)

FPer Freire, the word hzs two components - reflection and action.

He is critical of the traditional curriculum because he says it is
based on words divorced from reality - 'alienating blsh’, In an
authentic dialogical situation both teachers and students ere

engaged in the constant problematisation of their existential sit-
vation and, therefore, "teaching is an apprenticeship in neming

the world?, The dialegical relationship which is necessarily implied
when knowledge is re-created with the students and not transferred

to the students must begin before the clessroom programme is
organised, Communication is the central theme and questions such

as 'how do the students think,what is their vision of the world'

are important preparatory considerations. Dialogue is not simply
ancther technigue and for this reason it permesztes the whole education-

al process - it does not operate zs an aliternative classroom method.

Tor Freire, dizlogue is what learning is all about. In his frame
of reference educsztion is designed 2nd experienced as intimately

linked with all other aspects of life,

"It is to devote oneself to the constant transformztion of reality...
dislogue is the content of the form of being which is particulesly
human.”(19)
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Sirlogue is an existentisl necessity, it ig the encounter betueen
men mediated by the world. "It consists irn people meeting tog-
ether in a spirit of trust, humility and co-operstion..... to
make and remeke kncwledge, which will help them to transform the
world," {20)

True dialogue recuires critical thinking = it zenerates critical
thinking and above all cecmownication.
"Yithout dialogue, there is no ccmmunication and without communic-

ation there can be no true education.®(21)

Dialogue cannogpby its very definition, invade, menipulate or

'‘make slogezns’®, On the contrary, dizlogue awakens an avareness,

In educetion it begins with themetic investigation,

"The important thing from the point of view of libertarian education
is for men to come 1o feel lilkte masters of their thirking by dis-
cussing the thinking and views of the world explicitly or implicitly
manifest in their own suggestions and those of their comrades.
Because this view of education starts with the conviction thet it
cennot present its own programme, but must search for this progrsmme
dialogicelly with the people, it serves to introduce the pedagogy

of the oppress ed in the development of which the oppressed must

participate.”(22)

Dialogue thus corresponds to the essential nature of pep who are

"essentially communicative creatures.®(23)

L Critical Assessment of the Dizlogical learning Process

L cursory glence at Freire's resolution of the teacher-student
contradiction frequently begs the question: "Is the role of teachers

to be ultimately eliminzted?®

Freire's theory certainly seems to demand a radicsl revolution of
traditional knowledge structures znd a re-appraiszl of the role of

the intellectusl. Not surprisingly, meny educators have felt their
own position not a little threatened by Freire'’s epprozch, Eow-
ever, Freire has insisted that he is not against the intellectual (24)
but in favour of =z new kind of intellectusl sheped through the dia-
lectic between practiice and theory. Neither is he against the

professor,
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9T 4think that ve nced educctors but educelors vhe sre also educelecs
vho are not the possessoxrs of knowledge of the truth, dbut vho are

able to lesrn with the educatees together mediated by reality.”(25)

Teazchers are not, therefore, to disappeer =nd dialogue does not
necessarily deny the legitimacy of exvert knovledge, Zxpert
lknowledege is an integral pert of educsztion through conscientizaztion
althousgh, szy., Freire,“such knowledge should be utilized without

the oppressive consecuences implicit in the banking sporoach, Bech
person makes a unigue contribution: through his own area of expertise
but the ultimate objective must be the problematisation of
reality."{26) The inductive presence of the teacher gradually
gives way to the synthesis in which tescher-student and student-

teachers become subjects in the knowing process,

Severzl wriiters znd educrtionslists heve, hcwever, expressed serious
doubts zboutl the relationship ¥reire suggests between teschers znd
lsarners, 4t central point of issue hes focussed on Freire's use

of the term ”g;ster experience’. This mystical transformation

of leaders (both educationzl end revolutionary (27) ) by an act of
moral and religious will has been criticized on 2z number of grounds.
The first of these is based on the fazct that Freire’s ‘rebirth?
process is obscure, vague and lacking thorough znalysis, This is
linked to the view thzt the whole theory of the emergence of leaders
hes an insufficient material base and therefore rune the risk of

becoming mere sbstraction, or simply lyrical rhetoric.

'"Freire trades on hope rather than prediction, feith, rsther than

expectstion and love rather than political realismo“(Zg)

Faith in man hss szlways been an a priori condition for Freire but
does the evidence of history support his optimisms Mznfred

Stenley has written:

"both church and secular history suggest that the saintly educsztors
whom Freire depends on to keep his revolution honest, would turn

out to be in short supply.”{29)
Even third world precedents do not give us grounds for optimism.({30)

Has Preire simply offered us an ideeslistic gision?
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“ris emphesis is act en ‘bolrock’® scciel realities but wron
communion, trust znd dizlofsre..... No=one would dispute the desir-
ability of these quelities - but do they arise from an act of will-

a utopian idea or from a concrete historiczl process?(31)

Others, arong them Griffiths and Mackie, wvould endorse the view

thet Freire is, in fact, ideslist, Yackie quoltes Freire’s glrost
romantic tendency Yo idealise revelutionary leeders such as Iiro,
Fidel Castro and Che Guevara, wvheress Griffiths accuses Frzire of
rostulating Ya utopian scheme offering a simplistic solution to

the problems of the world."(32) However, his emrhesis on gualities
such as love, trust snd commitment does not necessarily suggest

that Freire has ignored the economic basis of the political struggle.
His position is a salulcry reminder of the denger of presuming that
if you chemnge economic conditiors you will change the nan. Per-
sonally I trke the view that Freire is in fact being more realistic
forﬁwithout the gueslities of faith, love and humility, the whole
process is worthless, It is only with such qualities that Freire's

anprozch can possibly work,
Is Freire’s approasch Utopian?

Pierre Furter, in defence of Pszulo Freire's zpproach hss indicated
a2 certain ambivalence not always epprecisted in the use of this
term:

"The term mzy designate the illusory, fentastic and the unsttain-

able as well as the refusel to sccept the ’status guo’'."(33)

Freire’s theory appesrs to be characterised by the former definition
but to evaluate his work =t this level would be to miss the point

of his optimism, nemely the possibilities of being utopian - man's
cepacity to be more, Any relsztionship between teascher and student

imbued with this latter hope must be the richer.

Freire has further been accused of 'hidden elitism. Leach hes
written:
"He seems to imply that leaders 'help' to stir the faculties of the

oppressed..... they initiate dizlogue."{34)

Although this is z vulnerable position in ¥Freire's theory his
emphasis on partinership, lowe and humility would appesr to counter

this, A relationship besed on love is not:



“boestfrl or proud®{35). It mey be thet et *he end of the process
the professor is still the professor and the pzssant is still the
peesant®(36), but the one is not the object of the other. Cer-
tainly dialogue itself can be used to engineer a more potent teaching
gsituetiorn and therefore the threat of hidden elitism with ail Its
meniptlstive possibilities will zlweys be a denger but Freire

never expected his ‘Easter experience’ to be azn essy wvay; the

risk of misuse is ever-present and so is the challenge.

Preire’s emphasis on dizlogue has been gquestioned on the grounds

of its inconsistency. On the one hand Preire insists thst it

is necessary to trust in the oppressed” and on the other he praises
Che Guevara for his exhortation thet the “revolutionsry be always

nistrustful of the pecple®.,

This certainly appesrs to be contredictory, but Freire himself
claims thet he is simply being realistic. He is probably trapped
here by his own theory and this remsins an inadequetely answered
guestion end a peculisr tension in his writings. Dialogue

cznnot take place, according to Freire, between antagonists. This
hzs led Griffiths to comment thét Preire does not allow free-
expression of opinions, thzt he silences dissent. This is

surely & misrepresentztion, Freire is merely emphasising the

need for true communication and trust znd the necessity before any
successful dizlogue can take plzce of "dying to oneself®, ICezlist
perhaps, but who could reglistically suggest that dizlogue could

ever be authenticzted in an stmosphere of antsgonism?

The relztionship between educstor and educatee proposed by Freire
and mediated through dialogue is not without its weaknesses and

the fact thet the ssme principles govern Freire'’s view of the roles
of both the educezior and the revolutionsry lezder presents problems.
The connection between language and politics is not zlways so

obvious in societies which lack "pivotal cleshes between cultures®.

(37
However, with these reservations readily acknowledged it does seem
thet Preire cen indeed offer both tescher and students something
rew and positive, Tzken 2s a whole stznce and not simply a ,

technique Freire challenges us to re-exzmine the role of teachers
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znd sotdernts In cur educotionel irmsiituticns. Tezchers ore of ten
considered to be modeis for their students. T Brignam writing
sbout the relevance of Freire for developing the work of socizl

workers hzs made the following comments

"If we treed ther {our leerner-collcagies) 28 subjects znd relszte
to them Ghrough dizlcgue zs collsborators in seeking knevledge,
leerning s¥ills and identifying veluves, it is more 1ilaly thrt they

will relete to clients in like msnner,"{38)

Tne sazme can be said of teszchers prepsring students to leave school.
It brings us to 2 rew evalurtion of the dignity of every humzn

being, If we can accept the premise of psrtnership in the education-
al effort;, 211 those involved can experience zn exciting end demend-
ing lezrning experience, Dialogue must start before the relation-
ship between ecucrstor and the educatees in the clossroomy, it begins

in the orgenisation of the very content of the programme, Tnis

is not essy in = complex society, but jointly snd in pertinership

with each other, it may well be fruiiful.

"Unless a grain of wheet fezlls inito the esrth and dies, it remains

alone, but if it dies it besrs much fruit."(39)



SECTION TWO

THE EDUCATIONAL IMPLICATIONS OF
PREIRE'S CONCEPT OF MAN
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In order to facilitate a better undersitanding of the verious aspects
of Freire's pedagogy end before atiempting an epplication of his

educrticnal idess to the area of Religicus Dducestion, in the
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section of *his situdy, a cereful descrintior of Ireire’s concent
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of mzn nrovides an incispensable
Mashoyekh has commenteds
"Preirve's literacy method derives from his conception of man and
man’s role in the social order,"(2),

and Lister has written:

"Treire begins less from a theory of knowledge than a theory of

men,."(3)

Freire's fundsmentzl thesis is that the main purpose of education

is the formation of man as 2 crestive and critical being. Faith

in man as indicated eerlier,‘(4) is cruciel for Freire =znd although

his theory of man is cleerly delineated, the word ‘'theory’® may, in

fact, be 2 misnomer, The Freirian stance, summed up in Pedagogy

of the Oppressed zs:3

"my trust in the people end my faith in men and in the creztionm

of 2 world in which it will be ezsier to love"(5)9

may more accurately be considered under the phrase "vision of man"
(6).

It is this vision that underlies all Freire's literscy efforts =nd

his more general educztional recommendations.

"/ithout 2z vision the people perish,” (7) wrote the writer of

Proverbs in the 01d Testament and it this vision of mzn and his

capacity to be more thet mzy yet be Freire'’s most significent

contribution to our own educationzl thought and practice,

"If we have fzith in men, we cennot be content with saying that

there are humzn persons while doing nothing concrete to enable

them to exist as such."(8)

‘-’]h?t iS M?I’lo + 00 c?
(in outline of Freire's concept)

Lenis Collins, in his book 'Paulo Freire, his life, work and
thought!, has indicated several useful sub-sections for consideration
of Freire's concept of men. I shell, lzrgely, follcosy his outline,
in an attempt to answer the central question of this section:

What is man?
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1o LN FEVER INISTS APANT TRSH TEB WOLLi LWL IIF ZXPLRITWCE
REALITY AS A FRQ3IES, In studying reality men cevote attention

at different times to different moments of the diszlectical historical
process. llen are situeted in histeory and as a comsequence in the

Tgpatio-tennoral conditions of history, conditions which are

g 2w
percaived as contradicticns, which cen keep men submersed”{3),
The ‘eulture of silence"{10), is one suck contrediction cited by
Preire, Man belongs to different communities which are centirally
sheping him, In his relztions with the world, man does not behave
like any given model; he is z being in the process of transform-
ation, In his reletions with the world man becomes inecreasingly
aware of himself snd “arrives at the azc¢ct of knowledge through
reflection”.{11) |Men's initial attitude is not this act of
Imowledge as he often feils to discover reality as = process,

being submerged in his historicel conditioms. However, these
conditions perceived ezs contredictions do not limit man. Mzn

has the sbility to emerge ard intervene in the historicezl process.,
This is Preire'’s fundamental contention: that man hss the ability
"to be more”. Men can emerge through conscientization and act
through critical reflectioq9to trensform the world. For thié
reason Freire zdvocates a problem-posing approach to educsation,
beceuse, unlike the banking concept, such zn approach does not
assume that man is a finished product. On the contrary, it

affirms men 2s °beings in the process of becoming’. Human beings
then are seen, by Freire, in their interaction with reality ond it
is in this dialecticzl relztionship with reality thet he discusses
gducation zs "a constent process for the liberztion of human

beings".(12)

2. MEN MUST BE CONSIDERED IN THEIR REIATION WITH THE WQRID.
"huthentic reflection considers neither zbstrsct man nor the world

without men, but men in their relztions with the world."(13)

M{h are historical beings and if men cannot be considered apert
from the world neither can history. Preire is opposed to z view
of history as a "mythical entity outside of and superior to human
beings, able %o capriciously commend them from zbove and beyond® (14)

and prefers the view of Merx expressed in the Holy Family:



“Hig%ory dozs rnothinz, poscesses no grest rides, liberstes rot one
clase from its struggles; what does 211 that, possesses and
struggles, is man himself = real living man. It is not history
which uses men as a tool to reach 2 goal, zs though History were
a being apert, for History is nothing but the action of nen
following his objectives.®(15)

T
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The essential sterting point, for Freire, is thst man is not

only present in the world but slso wvzri of it and rmust be considered
as such, Feality implies constant intersction between man as

e thinking subject and history. Man is both a cause and an

effect of his tory. "There is no historicsl reality which is not
humen., There is no history without men and no history for men,

there is only history of men, made by men, % (16)

Qver and over agsin Freire insists on this key issue, that to te
human is to engage in relstions with others and with the werld.

Men’s reletioﬁships with the world are thus "per se historical,

2s sre men themselves,."{17) “"Educztion zs the prectice of Freedom”,
which Freire suggests zs the only authentic form of education is
justified by Freire on the grounds that it considers men not es
isolsated, abstract beings, but zs men in their relations with the
world. In such relztions, consciousness znd world zre simultaneous,
He exemplifies this with a story taken from one of his culture
circles in Chile:

“In the midst of the discussion a peasant..... said: 'Now I see

thzt without men there is no world.®' \Vhen the educator

responded: ‘Let’s szy, for the sake of zrgument, that all the men

on earth were to die, but the esrth itself remained, together with
trees, birds, animels, rivers, sezs, the starsc¢...., wouldn't

all this be z world?’ 'Oh - no, ' the peasant replied emphestically,

‘There would be no-one to say: °'This is a world‘'.”(18)

Thought - lenguage 2s a2 unit, is whzt medistes the world to

men, zccording to Freire, beceuse thousht is imvossible without
lenguage and both of them gre impossible without the world to
wnich they refer. Only men gre cepable of thought lengusge.

The ‘humen word' is & combinction of trought end szction to humesnise
history and culture znd is not confined to formation of vacabulary,

The word, in Freire's educetionsl method, is not disconnected from



rente existentisl evypesrisunce, vether it is o dimeusion of his
thcurht lenguege sbout the werld, "len educate each other through

(e

the mediation of the word."(19)

Within the word, there zre two dimensions - reflection znd action.
If the word is deonrived of either of these dimensions it beccmes
on uncutkentic word or ‘slienating blahj Alieregtion is due, says
Collins, to “the fact thet his (nen’s) thoughi-lenguage dces not
reflect reality as process, but expresses a distorticn using thought-
languege to describe reslity as if it were static®.(20) Freire’s
educational method recognises that human existence cannot be
nourished by false words:

"Thought and lengusge cannot be separated from siructure. In
vhatever moment of history a social structure exists..... it is

the tesk of the educsztor to ztiempt to overcome the 'doxa’® by

the 'logos® of reality."?{27)

Men, =z beings who possess e thought-language must be able to have

a lucid grasp of eny zsction they perform. It is Freire's view

thet any humsn being is capeble of looking criticelly, of trenscending
the domain of ‘'dexa’® by reaching that of ‘logos’. lien heve the
capacity and must hsve the right to Ysay their own word",

This concept of "spesking the word' is & very importsnt one in

Freire, and one that h2s severzl valid implicetions for our educat-
ionsl prectice. A more detailed exposition of the concept is
undertsken in a later sub-section of this study of Freire'’s

concept of men.

3. AN ESSENTIAL FEATULE OF FREIRE'S VISION IS THAT - MEW ARE
DIFFERENT FROM ANIMALS.

Men have z relstionship with the world - animals heve only contsct
with it, Men znd women are unique in this sense, they are the
only beings who heve relationships with the world. This is the
fundamental characteristic, according to Freire; which distinguishes
man from the animal - wheresas the lztter adapis itself to neoture,
men ettempts to humanise nzture. Men 2re historiczl beings,
snimals ere a-historic=l, live in sn eternal todey, submerged in
life without time, with no possibility of emerging. Animzsls as
beings in themselves, remein so, but men sre not only in the world,
they are =lso with the world, differentiated from animéls by a
capecity to reflect. The consciousness znd actions of men are

historical,
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YZor smimels ‘here’ is only a habitst with which they enter into
contact for men-’here’ signifies not merely a physicel space but

also an historical spece.”{22)

“n this way men both create history and zre in turn cresied by

kristory.

The capacity to reflect is szrnother funderentsl Zectow, Yen heve
this cepacity in that they are able to perceive the culturzl
conditions of oppression. They can, therefore, stsznd apart and
consider life and having dencunced the exploitetion, are able %o
announce the need for liberztion =nd justice. This is the key -
man's ability to disternce himself from his situation:

"Men can fulfil the necessary condition of being with the world
because they are able to gain objective distance from it. Without
this objectification, whereby men also objectifies himself men
would be limited to being in the world lacking both self-knowledge
ard knowledge of the world.%(23)

Men's 2bility to ‘separzte’ himself from the world distinguishes
him from the animsal but it is not the zct of separation z2lone
whick forms the distinction but the possibilities this objectific-
ation opens up for the ‘project of historical becoming®."(24)
"Animzls 2dapt themselves to the world in order to survive, but
men modify the world in order to be more."{25) This is the sense
of project which men hsve, in sherp contrszst to the instinctive
routines of animals, Animzl sctivity is not crestive, they are
beings of pure activity, wheress men, as beings of praxis, are
creative and can transform the world.,

..., bees remein bees in the contact with the world; they do

not become more or less bees."(26)

If animels are a.uhistorical9 tney cennot commit themselves znd as
their condition does not permit them to ‘take on 1life'... they

can never transform it, This is the difference: animals live

out their lives on sn atemporzl flat uniform prop, whereszs men exist
in a world which they are constantly tryirg to reform. Men is

thus 2ble to emerge from the world end s~s he itrsusforms rature Le
leaves his impression on it. Cnly man is czpeble of successfully
accomplishing this complex operation of trensforming the world.

This is the Freire vision - z vision of mezn capzble of transforming,

producing, deciding, creating and communicating. len cen also
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esk cucstions gbout his relstionshin with the werld. e is <ruly
reflective = not merely stimulated but challenged and determined.
Feving stepped back and looked objectively =zt the world, he is
capable, in a developing climate, of critical nerception, of sitrugg-
ling %o overccne his limi{ situations”.{27) inimels adapted as
they are to their situation, sre only azble to stimuleie rhysieal
need - men cen challenge that situation. “Por this resson, their
(animels) products undoubiedly belong to their physical bodies,

while mzn is free before his product.”(28)

Man is unigue smong the 'becoming onres’. Ee 1is able to heve, n&t
only his own activity, but himself as the object of his own conscious-
ness - he is different from animels, In this sense men are said

to 'exist’ while znimels merely ‘live®."(29)

4. IN COYIRLST to the enormous possibilities *thet man h:ssof
becoming more, a fourth point in Freire's concept of men is a
salutery reminder - SQOME MEN LIVE IN & DEEUMANISED STATE. De-
humenisation is a distortion of being fully humzn. It results

from an unjust order, clzims Freire,; that engenders violence in the
oppressors which; in turn, dehumanises the oppressed. The oprressed,
by denial of their right to neme the world, are reduced to a state
of '"being~for-another’. Some men, therefore, only ‘*live'® and

fail to ‘exist?', This denial of a right to a voice, is to follow
the prescriptions of those who speek and impose their words, it

is the difference beiween'vbeing present to shane history and being
merely represented in history".(30)} VWhet is important says Freire,
"is that people should know that they have to mzke history.....

they heve to trensform the reslity in which they are prevented from
being full human beings."(3%1) This dehumarisstion of some human
beings is in sharp opposition, so Freire believes, to the vision

of humanity that the Christien tradition would espouse. The
oppressed human is a silent human, bound in a culture of silence,
ungble to perticipste in the transformetion of the world - in other
words less than he should be. For Freire, mezn strives for the
realizetion of his own humsnity, ond must struggle to fulfil hris
responsibility to become fully humen or else be reduced to ¢ thing!
or 'being-for-another?,

5 Freire indicetes that HUMMN EXISTENCE IS & T:SK OF PRAXIS
"eosoo only humsn beings..... only they are beings of praxis. They

eare prexis.™{32)
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By combining reflective activi’ty with hiz sctions, rnen gives meaning

to history. Tc bz content with mere reflections results in

verbzlism and feilure to reflect when he acts, procduces only =zctivism,

Meither is rezl prexis which slweys combines reflec?tion and zction

in crder to create,

constituted zs beings end prexis =rnd in the process fioey heve

become capable of transforming the world - or giving it mearing.”
(33)

6. The onening statement in this study of Freire’s concent of

man mede clear Freire's view that reslity is experienced ss a

process. MEN TOC *RE FPROCESS - SITUATED IN HISTORY TIZY ARE

TP INISHED, As beings of praxis their permenent task is one of

becoming.

iMan is men to the extent his condition of being expresses itself

in these dialectical opposites to be and to be becoming. They

characterise him s a historiczl and culturzl being."(34)

Men does not perceive the dats of reality - his existential
situation = in a pure stzate, Eis perception becomes the more
critical once the true causzlity of problems and phenomens has been
apprehended. This is the process of conscientization. Men are
because they szre becoming as they work to recrezte the world which
they inherited end through whose reconstruction they meke themselves.
Through creating and being conditioned by his own creztion, man
finds the grezt chellenge of freedom, I‘en are in the process of
schieving freedom,

"Freedom is not an idersl loczted outside of mang nor is it an

ides which becomes myth. It is rzther the indispensible condition

for the quest of human completion.”(35)

This concept of freedom and in psrticular the Freirian contention
thet men need to hzve freedom restored as 2 right, is not only
important 2s an asspect of his theory of men, but is crucial for =ny
applicetion of ¥Freire's thought to our educstionzl prazctice. Some

FR)

emplification of the concept is probsbly useiful ot this woint.

Freire's notion of freedom owes much to llarx. lzrx’s philosophy,
like ¥reire's, is one of protest znd it is 2 protest imbued with
faitk in mzn, Independence end freedom for Merx are becsed on the
sct of self-creation. For him, men is independent only if he is

not only free from but also free to. It is this freedom to that
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fo prledizd in the words of Jesus recording In €¢ Jenn’z Cospel:

“Then you vill know +the truth end the 4ruth will make yow free.“(36)

Freire sees people as essentially free and capable of freedom., He
wanits to aveken men »nd women %o the possibilities of “men in the
srocess of zchieving freedom'.{37) Yreedom lies in men's subsor-

vience to Ged, yes, but far grecler is the posecibility of man's

3]

{

frzedon ‘fer Cod? zrd ‘to CGed’, re life meitere of the zecn wes

one ¢f "becoming conformed’® to this world. Yreire sets over and

2gainst this the possibility of ‘'becoming transformed to new menhood
so that: “
"the man of God may ccme to completeness and be perfectly equipped.”
(38)
Having exsmined the mein aspects of ['reire's view of man, one import-
ant zrnd concluding point remains,
7o MAW HAS A TWO-FOLD ONTCLOGICAL VCCATION - a, TO BRECOME A SUBJECT
AT b, TO NAME THE WORID., . NMen crestes 2 specizl lirk in his
relationship with rezlity = that of subject to object. He has only
to be 2 m2n to hzve this potentisl. By distinguishing himself from
nature and recognising himself =zs a subject, men discovers himself
to be a creater of culture and =2s 2 subject of culture, he is szlso
2 subject of history. If men ere capzble of reflecting they dis-
cover that they srecapable of reflecting uvon their reflections,
thzt they are in history znd thzt they zre becoming. All these
discoveries are "operstions proper to subjects®.(39) ‘fnimels do
not discover themselves 1o be anything es they =zre objects =2nd do
not reflect. But mern's discovery of himself zs z being for himself
is not limited to one moment in history:
"Man has to re-crezte himself es 2z subject by continusl reflection.”
(40)
This is Freire's existentialism coming to the fore. He designates
men 28 a ‘subject in process of becoming' when he cz2lls men a
‘creator’;, 're-creztor’ or 'sesrcher’. Men must see the tesk of
becoming subjects zs vocestionzl, as it is a daily tesk 2nd one thet

involves respect for others subjectivity.

Fen is empowered to intersct with the world, zs e subject znd thus

bzcomes the suthor of his own history.

Men only become fully humsn when they sre cavable of speaking

suthenticelly =zs subjects,vhen they ere capable of uttering their

own logos.
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“And out of the ground the Lord formed every besst of the field,
and every fowl of the zir, and brought them unto Adam to see what
he would call them: and whatsoever Adam czlled every living
creature thet was the name thereof. And Adam gsve names to all
cattle and to the fowl of the zir, and to every bezsst of the
fieldooo.o" {41}

Man fulfilling his function as head of the created order by giving
names to each of the living cresztures is the central focus of the
writer in the Genesis account. The act of neming is an important
symbol and ome which Freire draws on readily because it has in it
an element of creative activity. To know the nsme of a person
and thing is to know its essential nature and to have power over
it, Adam's dominion over the universe wzs sigrnified by his
activity of naming the znimels znd Freire's treatment of ‘naming’
ag a dialogical process is bzsed to some extent on this model of
naming found in Genesis and throughout the 01d and New Tesiament.
The act of naming calls forth a possibility of a new reality:
"There is no true word that is not at the same time a praxis.
Thus, to speak a true word is to transform the world.....

To exist humenly, is to name the world, to change it."(42)

In naming the sociazl rezlity, mzn assumes a dialectical relationship
with it, By speaking authentic words, man gives meaning to history

and thus ’nzmes® the world.

It is not just the ’'naming® process that is significant for Freire,
Alongside the Genesis myth he zlso has in mind the western philos=
ophical emphasis of logos (word), Thé idea of the divine word

as possessing a quasi independence was well known zmong Sumerians -
when something did not exist it wes not regarded as having a name.
The speciel characteristic of Hebrew thought was the view of the
world as dynamic snd energetic - the spoken word wss 2 creative
activity. For the Hebrews the spoken word was the expression of
the whole man, God'’s word was not merely the abstrzct revelation
of his mind, but, rsther, the expression of God's will in nature,
in men and in history. Coming from the verb Lego (I say), the
word also indicated in the Greek, rot only a2 word or speech but alco
reason and discourse. The philosopher Philo combined the ides of

imminent reason with the Hebrew idea of divine-creative energy and



78

~

gelf-raveleticn, but the wvritor of the fovrih geospel personnified
the logos in a new way, when he wrotes

"The word wes made flesh and dwelt among usooono“(45)

Word is to be thought of not primerily as the spoken or written
word, but s the underlying idea which is corveyed by a sound
uttered or z group of letters on a page. In this sense, a word is

the account we give of something, its description or explanatiocon,

Having regard to the whole background to the ferm loges, Freire
indicates thet in the process of liberstion, men and women speak

the word that they would become, When they are capable of uttering
their own logos they speak authenticelly as subjects. If the
destiny of man is to become an suthentic being, each msn, says Freire,
must win back his right to say his own word, to name the world®.(44)
This is a fundamental theme - saying the word is not the priwvilege
of some few men, but the right of every men.

"The role of the problem-posing educator is to creaste together with
the students the conditions under which knowledge =t the level of
thé doxa is superseded by true knowledge at the level of the
logos."(45)

Freire thus means two things by logos in this context. Firstly

it refers to demythologised awareness, ie a mzn’s true avsreness

of his position in the socio-econcmic structure in which he is
situated and secondly, and more vhilosophicelly, men must understand
his ontologiczl vocation to be more fully humer..... this refers to
men's exercise of his freedom to name the world, For Freire the
phrese to 'neme the world® must always have & powerful connotation.
Teaching men to read and write is, therefore,; no inconsequential
matter of memorising an aliensted word, but, "a difficult apprentice-

ship in neming the world",

Freire wants people to stznd apsrt from their lives and 'name the
world and this is a2 cheracteristic of his ‘'vision of men'® thet men
are 2ble to put distance between themselves zrd their existential
situation so thet, instezd of sccepting the woxrlid as it zppears

to them they may exchange the doxa of appearances for the ‘'logos’
which liberztes men and transforms the world.

"Human beings are active beings, capable of reflection on themselves
2and on the gctivity in which they are engaged. They ere able to
detach themselves from the world in order to find their place in

it and with it."(46)
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o gnter into weality, nmcarns to leock 21t it oblectively and apprehend

it 2s ones field of action and refleciion, ‘ Fen, too close to their
natural world, find this sct of ‘entering into’ difficult. It. is

the task of the educator to help men overcome this ‘megical’ perception
of rezlity %o enable men to overcomnz the ‘doxs’ by the 'logos' of
reglity. Tris enteils a clecr lucid grasp of our own actlorns,

Lz men cone %o understend thelr role in the vorld beittzsr gs 211 nen
are capsble of doing, accerding to Freire, they becore tfue ‘scvers
of the word?, From & culture of silence where men hszd ‘'rnicthning

to sey® their word forbidden, they are able to discover the Jjoy

of meking words spezk. b story from one of Freire's culture circles
is illustrative of this process:

"then 211 this land belonged to one lztifundio®, ssid znother man,
"there was no resson to rerd and write. We weren't responsible

for znything. Tre hoss geve the orders ernd we obeyed. Lhy

resd and write? Yow it's 2 different story. Teke me, for exemple,
I zm responsible not only for my work..... but zlso for tool

repairs ..... Uhen I started I couldn®t read, but I soon rezlized
thet I needed to resd and write, You can’t imagine what it wes

like to go to Sentiago and buy perts.I couldn’t get orientated,

I wes afraid of everything.o... Now it's 211 different.....”

"What did you feel, my friend..... when you were zble to write and
read your first word?"

"I was h-pny becsuse I discovered I could mske words spezk."{47)
Ee had truly von back his right to speek his own word.

8. A finel factor remzins in connection with man’s ontological
vocation, MAN IS NOT RESTRICTED TO AN ETERNAL PRESENT; TFAST,
PRESENT AND FUTURE ARE INTERCONNECTED IN THE CONTINUGCUS HISTORICAL
PROCESS., MAN, THEREFORE, EXPERIENCES REALITY IN EACH LGE; AS

A PROBLEM TO BE SQLVED,

"Once named, the world in its turn reappears to the namers as a
problem and requires z new naming."(48} TFreire argues thet each
epoch is characterised by its own themes which, like the siructures
within which they emerge, overlsp snd interpley with their opposites
throughout history. The problematic sspect of reality is discovered
in wh-t Freire terms °‘limit situstions’.

"In the lest enalysis the themes both contein and sre contzined

in limit-situations; the tesks they imply require limit acts.®{49)
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is revsaled ss £ chzllerge. The crucial fecltor is men's res»ense
to the new 2s his reflecticon sends hiim back to the concrete context.
He is cglled upon, seys Freive, to clerify the facts anew. The
orly wey for mon %o be fully humsn is througn this critical »aflec-
tive process, Inevitebly prexis involves politicel setivity ©
Freire asserts that "to exist is to take political action Iin fzwvor

of hominization”. {50}

This, then is Freive's vision of men. The educational implicestions
of this vision =zre manifold. Those of a gereral nzturewill be
outlined here and those more specifically relevant to the area of
Heligious Zducation will be the subject of analysis in the final

section of this study.
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If reality is experienced by men ss = précessg education must
complement thst process. Freire writes n *Educstionel Practice
of Preedom’:
"I shall discuss education &5 a2 constent process for the liberziion

£ humen teings.'(7)

Fducetion, in zccordence with.the Freirisn 'visicn® of men, must be
libersting in order to be szuthentic znd if the philosorhical
presuppositions of his pedagogy inveolve the princinle thet men
is in 2 process of becoming a rejection of the thesis that the
educrted men is the ‘adapted’® man, is necesssrily ;mpJ%p"@ed

N
Any ettempt to adapt men to reality and to formulate.an educetion
besed on mrking men better 'fit' their world implies & denial of
ran's potentizl to become ‘more’ to ensage in the process whereby
he hes the right to trrnsform the werld, Lducetion besed on
Freire's philosophy of men must facilitete, process znd contribute
to the formetion of a °hew’ men. Freire calls for = re—evalﬁation9

then, of the process of educztion and of its power to recrezte.

Men are historical beings znd cannot be understood epart from their
relationship with the world. The language of those who seek <o
involve themselves in the educstional process must be attuned to
the concrete situation of the men they address. Freire attempts
to formulate a type of educztion which corresponds to the specific-
2lly historicsl humsn mode of being. His formetion of literacy
circles was zlways preceeded by an in-depth research of the pecul-
iarly locsl situation in which they intended to opers=te, On the
wider educationzl front, he offers to those of us in the 'first?
world, an explanation of the failure of some of our educational
endeavours:

® . es0. Many political and educstionel plens have failed tecause
their suthors designed them according to their own personal views
of reality, never once teking into account {except as mere objects
of their zction) the men-in-a-situation towerds whom their vrogramme

was ostensibly directed.®(2)

For Freire’s own educ=ztional przctiice, the implicetion of his view
of men 28 essentially historical beings was clear. Fe sought

constantly to relate ‘reading the word® to rezding the world. He



rejected glienating “tlah® in faevour of generzciivevozds, Fa
consequently calls into quesition the releverece of our own educational
efforts. Too oftern 'alienating blah® precludes the possibility

of relevant dialogue,

“Jle must discover the words of the peonle, i.e. I have to undersiand
their wzy of thinking which is expressed by their lengvesfccoos

in eorder ito start the lilerscy process from that level and rnot

my level."{3)

It may be that 'to discover the words of the peonle’ should
represent the prior aim of 2ny curriculum development progremme.
VYhen Peulo Freire's illiterotes discovered that they could crezste
words, they also discovered that they could crezte the world.

Too much of our own education has been content with verbsl narrative,
The messzge of Prulo Freire is thet we are too easily satisfied.
Education does not end with the memorisation of words, itf must
chellenge psriicipants to discuss the significance of these words

to replace opinions of rezlity by the logic of reeslity.

"Democracy =nd democratic educatidn ere founded on fzith in men

on the belief that they not only can, but should discuss the problems
of their country, of their continent, their world, their work, the

nroblems of democracy itself.v(4)

Men are different from zanimals. If, for animgzls, orientation in
the world means zdaptetion to the world, for man it means humanising
the world by trensforming it. The members of Freire’s culture
circles did not, initially, perceive thzat ‘men's =z2ctions' as such,
are crestive and transferming. Freire h=d to counter this by
engaging the leerner in = process of literzcy itraining which related
'speaking the word'® to "treznsforming reslitu’. His work is, in
some ways, an indictment of our own educationzl prectice, but also
a powerful model for reform. If men sre different from animals,

if they have the power to reflect and to objectify thst reflection,
if 211 men hsve dignity and szre capeble of acting resvonsibly
Freire's work is =21so %z powerful vote of confiderce in whrt can

be called the humenistic possibilities of correct methods of
educational intervertion into even the most degrazded circumstances

of false consciousness snd social oppression® (5)

Rved . 9

Freire's problem posing method hopefully 2ffirms men 2s beings who

i
transcend themselves.
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foreg men live in a dehurzniced stato, Lccogniticn of this fect

must imply a further rscognition thet some of our educstional methods
may, in the pest, znd mey continue in the present, ‘o contribute

to the dehumznisation of men. Or, if rot, their dehumenisation,

at leest a2 negstion of the humanistic pessibBilities of men %o be
mere, Gleesrly, cexriain educatioral praciices contribut
meinteorsice of a culture of silence znd ithe derizld of the risht of
every men to spezk his own word. Freire cealls fer a rejection of
such an appreach ard in a way coincides with the present disenchant-
ment teing experienced in some of our affluent industrialised
societies, Some of our previous educational approaches through
their essentizlly stetic way of problem solving and not problem
posing have produceds

"the destruction of the envirorment and man himself, This is a
long way from the Biblical notion of man s co=creator of man as

one who gains his power by the °*CGrace of God' zné who is czlled not
to domination..... but to the witness of God The Cresztor and

Crrist as Redeemer.'(6)

Fducetion must go beyond modernisstion which only stimulzates the
mere appesrance of voice, "Education for development must be
educetion for freedom in whose process science znd technology

will be at the service of the humanisation of men."(7)

Where ordinary people have been crushed by the dehumanising actions
of others, where human beings heve been reduced to things, it
ig the task of education to facilitate their responsitility to

become fully human - to restore their right to = voice.

Human existence is 2 tesk of praxis, So much educational work
vaporises into abstract theorising. Freire advocates a dialectical
unity of reflection #nd action which constitutes true praxis. One
must not be sacrificed at the expense of the other, Any educational
practice must meke it possible for men to problematise their
existential situstion, through a uﬁity of reflection and action,

Onl& such a process as this will enable men "to penetrate rore

deeply the prise de consciénce which must develop in the action

whick trarsforms reality”.{8)
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Treive plvays spealis of higtorically situzted hunon beinges ard
not abstract ideas. The educational metheds which emarate from
such a view must, therefore, vary within a single society in
relation to its historicel situation. If there cen be "no truth
outside oxr bsyonc the comcrete historicel evenrnts in vhich men

- T nvol 1 ag ol QY 3 inral lae . 1
sre invoived as agenis®{9,, cvery educstional endesvour musit ges2k
to adont theose stmriegies ard rethods sui’tably relstzd to their

own historical situstion,

Men are unfinished and are capable of achieving freedom.
"Education must become the practice of freedom..... the mezns by
which men and women deal critically ard crestively with rezlity
and discover how to participate in the transformetion of their
world."(10)

Some educationzl przctice operzites on the “fear of freedom”{11)
principle, Such educztion is constraining. It offers itself
charitably to those who need it most - like some wonder-working
medicine to cure a sick men "enabling him to return to the healthy

structure from which he becezme separated”.(12)

ZEducation for freedcm does not:

constrain the feerful and subdued, the ‘rejects of life’ to extend
their trembling hands. Real generosity lies in striving so

that those hands - whether of individuals or entire peoples = need
to be externded less and less in supplication, so that more and
rore they become human hands which work znd by working treznsform
the world."(13)

Humen hands can be free hands. We zre engaged in a process that
C=rl Rogers has called "learning to be free'’, This type of

learning is one that recognises men in 2 rapidly changing world.

"The only mzn who is educated is the man who hes learned how to
learn, the man who has learned how to adapt end change, the man who
hes realised no knowledge is secure..... a reliance on process rather
han static knowledge is the only thing thet makes sense zs a

goal for education in the modern world.®*{14)

If men are cavable of frsedom, tesckers must help create a
"nesychological climate im which the child will feel free to be

CUriouS....."{15)
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a conscious being disarppesr, This is why education for freedom

is 2 reelistic possibiliwvy,

Fen have 2 two fold ontological veocation to be subjectis and to name

2 2 ES N S N
king objects of

“Our sdvitced technological scciety is renidly ms

most of us snd subtly nrogramnirg vs into the conformity of the
logic of its system, To the degree thet this hesppens, we sre
also becoming submerged in a new “"culture of silence..... “he
voung perceive that their right to szy their own word hess been
stolen from them and that few things are more imporitant than the

struggle to win it back."{16)

This study hes elresdy zdvised against any suggestion thet Paulo
Treire’s methods should be copnied wholessle outside Letin fmerice.
There are nevertheless paralilelsil cs the sbove quotation indicates.
Recognition of this fact brings with it récognition thet the

Peulo Freire vision of man has serious implications for our own
educstion. There =zre valid ways of ’naming the world’, Ve need,
through our educeztional practice, to stimuleste a capzcity for critical
thinking in our leerners, =s knowing subjects, challenged by the
object to be knowa.

"It is precisely the systematic experiemce of the relationship
between the knower 2nd the known that is important..... Tris
relationship is precluded whenever the lesrner is made the mere
passive recipient of the teascher's word, In this case the learner

does not speek his or her word."(17)

The teacher who uses problem-=posing methods must seek to create
conditions whereby knowledge =t the level of the ‘doxa’ is superseded

by the knowledge at the level of the ‘'logos.

It is important thezt we seek to encourage students to apprehernd,
rether than memorise the word,
939,

"“hen words are remembered for their sounds (i.e. for exam purposes)

rether than for their meaning, they lose their authenticity.”{18)

The successful teacher will be concerned with being more rather
than having more. Ve must educate less to obtain jobs 2nd more
for the centinuing process of ’'being more fully humen’. "Work is
essentially humanising..... and has to do with the consciousness

huran beings beings heve of their own efforis.”(19) Productive
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lzbovr does not have to do with producing more goods but in the
creation of 'new men and women® for if humen beings cannot Iake

part in the transformation of their world..... They are alienated.

In 1984 when ’educetion for leisure’ and not so much for employment
has become z key issue, Paule Freire’s words on the importance of
‘being’® insteed of ‘having’ assume a significance for the development

of a relevant curriculum,

‘“Mlen as conscious beings exist in a dizlecticel relationship between
the determination of limits znd their own freedom. A philosophy
imbued with faith in man is confident thst educestion for liberation
can enable man to bring about solutions to the contrsdictions reality
continually reveals. Bducetion should seek to pose those very
problems and aim to possess the permaznent state of unity which exists

between the acts of denouncing znd announcing, which give it life.”
(20)

A Critical View of Freire's '"Vision of Man'

Criticism of Freire's vision of men have centred sround the actual
‘visionzry ' nzture of the concept. Considered by some, to be simply
the thoughts of an idealistic ‘dreamer?, the accusing finger of
Utopianism is again pointed.

"Utopianism is, in my opinion, a problem in Freire's thought,

It is evident in an uncriticel tendency to regerd his notion of
literszcy as the key to liberstion and = life of praxis for all men.
This is to say that he does not apparently teke much notcof the
.complexities much less the dark side of the notion of libersztion
itself."(21)

Does Freire take sufficient account of the problem of human laziness?
Given the choice, there will zlways be those who spurn the offer

of 'liberztion' because it requires too much effort.,

"Freire seems to place all his hopes on educational enlightmment
about the true nature of human agency. Nowhere does he seem to
consider the possibility that a significant proportion of people
might come to reject such radical freedom in févour of benign
avthoritarianism znd aesthetically-tinged mystification once

they discovered thgh redical praxis meant hard work, unrationalized

frusti'ations9 and ‘too many evenings®."(22)



in the view of progress. Zor those vho have lived througn two
world wars and gumerous ideclogically inspired terrors, the call
to revolution in the nzme of libersztion is not totally convincing.
The evidence of history dces not meke us conficdent about the
"efficacy of Freire's ‘revolutionsry trust’® in the psonle®.(23)

If Freire'’s ‘vision of men’? is %o heve fer-reaching elucciticnal
implications, some of the above criticisns will, of necessity,

be taken into sccount. It cannot be sssumed that Freire's

‘vision® will mean the same thing to educetionzlists everywhere.
However, having noted some of the doubts, it is not the place, here,
to develop any detailed argument for or sgainst, as much of this

hzs been undertaken in the eazrlier sizges of this study. A

more pasitive approach is offered here, Freire’s mein focus is

the equality of human dignity and man’s intrinsic worth. His

main thesis is that men are imrortant and that gll merit active
respect. Wlhere educstion esppesrs to be thresztened by the zdvances
in technology, the voice of Prulo Freire serves ass z timely reminder.
He calls us to refuse to capitulate in the wake of technological
sdvance, to shun any Luddite type (24}X'attack on the computerised
80's and to redirect our educational practice.

"The enswer does not lie in the rejection of the mechine but

rather in the humanisztion of man."(25)

Ir we can rid our traditionesl curriculum of its wordirness and its
lzck of fzith in pupils'® power to discuss,worli and create; 1if we
can centre the curriculum on relevant words and not ‘alienating
blah's if we can establish a connection between educationszl and
existential demands and tie a tenuous knot between concrete activity
and critical reflection, we may yvet be on the road to sharing

Prulo Freire's ’vision of man’ and no-one gquite knows where that

will lead,



SECTION THREE
A NEY APPROACH

THE IMPLICATIONS OF THE THOUGHT
OF PAULO FREIRE FOR THE DEVELOPMENT
OF RELIGIOUS EDUCATION
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Uhat new directions lie aneed for Religious Lducation in 13984 -
the year made famous by the title of a famous book? 1984 = may or
rzy vot fulfill the glcory pertents so vividly voxrtreyed by George
Qrwrell, but, duve In no smell messure te the vork of *het euthor,
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it wili, uvadouvdtedly, bz 2 year of cuesilonirg, cuesiicoe zbhous

1)

waat ig khanpening ir our society,
guestions involving z long hard look =zt ourselves, our work, our

land and our trsditions. It would seem an apt time, then, to

focus attention on one of those traditions - the teaching of Religious
Educestion in British schools - znd to ask ‘where do we go from

here’? Is there a new appraach which will redically change ouxr
whole attitude ito the subject if not revolutionise the application

of it? It is the cortention of this study that the vork of Paulo
Ireire can, in some measure, offer 2 new perspective arnd point to

the way zhead, It may be thct the wsy is Ynarrow and few will find
it (1), or even. too risky Tut, for those who are willing to shun

the 'brozd way® which may yet lead to Orwelliazn ‘destruction' it

is & nevw and exciiting road which can lezd to liberstion,

A brief survey of significant ‘milestones’along the path of the
development of Religious Fducation in British schools in recent
years is now outlined in order to set this 'new direction® in
context. An identificetion of major theological trends in relation
to the main apoproaches to Aeligious Eduvcation is then offered as a
natural precursor to thoughts on the possibility of =z "new way’

for Religious BEducation in and beyond 1984,



TT T T L ITIT YN 4 : I R v g Yl
- RELTGICTS DDUCATION 1944-5984 {1 DIIZT HITTORY)

. -

The 1944 Tducetion Act laid down certain presciptions for Feligious
Fducation, These included insiruciion to begin each cday with an
act of Yorships RBeligious Instruction wes to be in accordance with
an agreed syllabuss conscience clauses wers built in for bota

pupil and tcacher, The act itself reflecied a tensicn - Heligious
Instruction vwes 2 good idea, but nrovision ves still mede, never-
theless, for ‘opting out’, The 1944 settlement gave siatutory
support to Religious Instruction in the county schools, The back-
ground to the period was,; of couwse, the Second VWorld War, fought,
so it wes believed, to preserve democracy, freedom and all that

was counted worthy in the Western Christian tradition. Religious
Education wes considered to be an important fazctor in the re-building
of British civilisation, The whole Act, often referred to as "The
Butler 2ct® - reflecting both his cheracter end thet of UWilliam
Temple, regerded . the ‘religious issue' as an importsnt one snd

corsecuently gave to the subject, careful and sympsthetic study,

Religious Education was given fresh impetus by the 1944 Act.
However, in Primaxy Schools the subject was lzrgely taught by =2
class teacher and zlthough a few specizlist ieachers were zvailable
in secondzry schools, most of the tezching wss frecuently undertaken
by non-specialists - Christians who tsught with sincerity but not
necessarily, professionsl competence. The type of instruction
given wss largeliy biblical, zdult dominsted znd bzsed on the
treology syilabuses of the universities, The prescriptions of the
Act were chiefly interpreted zs o mendate for the inculcetion of
Christianity. Llthough the people who framed the Act did not
themselves interpret it in this way, this wss the generesl inter-
pretation linked to the view, widely held st the time, that religion
operated zs veluable underpinning of the democratic wzy of life -
the religion referred to, in particuler, wes the Christian one,

The general ezpproech to the Religious teaching in schools wzs
confessionzl, "The confessionsl zpproach is besed on the view that
traditionsl knowledge is true and spirituelly bincding, The idesz

is thet a perticular view is expressed and”the Church is 2 model

for this type of Religious Tducation - not much distinguishable

from preaching®™(1), and this confessionzl aim wes largely dominent

taroughout the fifties.
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In the decede following *the 4944 Acw, moch veluebvle work ves corried
out by the Institu’te of Christisn “ducestion znd in 7954, the
Institute of Christian Education corducted a useful piece of resezrch
to zssess the current siate of religioué education vnder the 1944
Let, The report revesled three main festures:

i) The mejority of ILocsl Lducsiion Authorities preferrad %o
malke use of zn sgreed gyllabus dye’n up by scme other Loczl
Educetion Authority than produce their own,

ii)  The nunber of pupils taking exawinztions in Religious
Ynowledge wss still comperztively small.

iii) There wss 2 shortage of irzined teachers - out of 674
grammar schools surveyed, 372 hed no qualified Religious

Fducstion tezcher.

The 1954 revort mede it clear thet = persistent lazck of qualified
teachers wes & most serious hindrance to the subject; the report

of the Sheffield Institute of Education into Religious Education

in secondzry schools, in 1961, was even more bluntly expressed:

"The standard of religious knowledge in the schools tody, in so

far s it hes been revezled by the pupils who were tesited in the
University of Sheffield are; is clearly very poor..... It is believed
co... that the results obtained are feirly representative of the

state of affairs throughout the country?{2)

Eighteen years after the pesssing of the Education fct - all was not
well - too few qualified teachers, too meny syllabuses reflecting
dated theological thought, no Local Léucation Authority with an
adviser for Religious Educztion, many teachers confused in both

2im 2nd method,

The first real chenge in the approsch to Religious Educstion in
schools did not rezlly come about until the sixties and in the early
sixties "we believe 1t would be no exaggerztion to szy that a

minor revolution hss taken plesce in Religious Education".(3)

Teachers of Religious Education in the early sixties faced a

problem - how to tecch young people who were profoundly influenced

by “the dresg of contemporary cynicism 2nu tihe meterislist esssumpiions
of 2 culture dominated by science and technology. Religion was

seen &s neither true nor fzlse but merely irrelevent. Methods of
teaching evolved in en earlier zge, became more and more impraci-

icable."(4)
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Nobinson’s 'Honest to God' wes scmething of 2 ‘dectrinsl bombshell!.
Bishop Robinson appesred to be questioning many of the traditionally
accented heliefs. Some were encouraged by his contemporary
zupreoch = meny vore cisconcerted. Moreover, the theologichl
debate was carried on not in the cloistered qusrters of zczdemic
irstituiions, but im front cof the television cemeres, Shurchzosrs

znd non-churchgoers were bewildered,

WVith the 'Few Theology' came the *New Morality'® - now even Christian

ethics were being czlled into cuestion.

In 1961, Harold Loukes had brought out =z book entitled ‘Teenzge
Religion®, which was a survey of what teenzgers thought about

key issues, Richard Aclend wes elso cdncerned with the zttitudes
and thoughts of young wmeople. In his book, e Teach Them Wrong'
(1963), he asserted that "we zre confronted with a different kind
of animal..... not one whose basic culture is settled, local zand
ggricultural, but one whose basic culture is technological =nd
scientific”o(S) Acland stressed the need for new methods in

Religious Bducetion and supported Loukes'® zpproach.

In 1964-65, the work of Ronald Goldman contributed to Primary Relig-
ious Zducstion what Loukes had contributed to the gecondsry schools.
Goldmen wes concerned with the problem of ‘readiness' and pointed
out thst you could not just teach the Bible stories to children
without recourse to their ‘reacdiness for religion®. To do so

could stunt 2 child®s religious understanding and ensure thzt he/
she would find response impossible, possibly for ever, In
'Readiness for Religion', Goldman suggested that:

".... it is zn impossible tesk to teach the Bible =g such 1o

children before adolescence."(6)

Goldman's work provoked stormy controversy. His ideas were severely
criticised, but his research certainly encouraged =z great dezl of
experimentsl work in the primsry school and greesitly influenced the
whole anprosch to the religicus educsticn of younger children. The
content of Religious fducation wss drastically reduced in the ‘Goldmen
er=', His life-treories of *Zread’, “S‘Aeep"9 etc did contein some
Biblical evidence but essentislly, these topics were exvlored in a

very practical wey. The azpproach wes child-centred. Goldmen had



a0 reliziovs “éuvesnticn mathed end, 8 the sixties
continuved, not only the method, but the whole intention of Religious

Zducation began to change.

Other writers alsc sitressed the need for new metheds, D S Hubexy

<

. 3 P Y,
zdvocated zn exwerientia

approzch to educetion ir his book

-t

'Tezching the Christian Faith Today’s The confessiorsl conrozsih,

cvever, still had sirong sunzori, The officiel vicw? on Religious
Tducation wes gtill fairly positive. The Crowther Ccrmittee Ranort
of 1959 had explicitly stated the importznce of Religious Eduecation.
On Page 44 of the report it was clearly stated that:
fTm

Teenagers..... need, perhaps before all else, to find a fadith to
3 t
live by."(7)

In 1963, the Nevisom Committes had devoted chapter seven of their
report to 'Spiritual snd lioral Development® and 1l-ter irn the report
stress wss again placed on the vazlue of Religious Education in
schocls:

"Je have gzlre=-dy rmade cleer the imnoriance vwhich we stiach to that

part of Religious upbringing which falls to the schools.™{8)

However, by 1967, the Plowden Committee reflected a slight change
in emphasis, Whereas both Crowther =znd Newsomrlhad been very
explicit azbout the importance of Religiocus ZEducaztion on the primary
school curriculum, the Plowden Committee were not quite so unambig-
uous in their exsmination of the subject. The Durham report
comments:

"uch positive information wes expressed in z strangely negative
vay." (9) Significantly, & minority report was =lso included
a2longside the main Plowden one, opposing the Zeligious Educztion of
young children chiefly on the grounds of the inherent unsuitebility

of the mesterial.

In 1965 'New Ground in Christien Bducetion® extended Harold Loukes’
1961 work into a more formal survey. Loukesezdvoceted a new starting
point. He focused on the reel life problems of teenrgers and
sugrested thet zny syllabus should in fect, be a 'problem syllabus’®.
Subjects for discussion included snobbery, belief, preyexr eﬁcoland
rot just teenage problems - anything could be considered es a

sterting point for religious discussion ss long zs it wes life-
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mezning! or the ‘implicit® religion approzch, Neligicn was
buried in the problems tc be analysed znd wss not explicit as in
studying Temples, religious leazders etc. This approach is also
referred to es the ‘existentialist’® apnroach - it wes concerned witi

the rroblems of tesnage exisience,

The lzte sixtics witnes

I'/’\
[0

2¢ a period of grest public debate lany
parents apperently wanied Religious Zgucation for their children

but humanities densriments were springin. up everyvhere znd Neligious
Educestion began to be integrated or even bturied zrmong the scecial
sciencess the debate about replzcing Religious Tducation with moral

education began.

In 1970, the Durham Commission'praduced its repert - 'The Fourth

R'. This report represented g 'C¢ifferent view? of Heligicus ILducation.
it wes a Church docureént and represented the work of Christians

who se#w Britzin as g Christian country - post ecclesiastical but not
post-Christian.

"Let it be granted thet there zre those who assert that such phrases

as a 'sense of the infinite® are empty, that religious claims zre

bogus and that 211 religious people, not only Christians, sre

utterly mistaken and self-deluded. But there would plainly ot

present be no cese for developing a national education policy for

the whole country on thdis assumptiono“(10)

The report wes positively disposed toward Christian values end
considered Christianity as a workable fremework. It pointed out
that an education system can not be value free znd must be based on
a model of man.

"Man is 2 creature who finds himself perplexed with the mystery of
his existence..... From the start of recorded history he hes sought

to find answers to the enigma of his origin znd destiny....."{11)

The report offered the Christiazn model zs being the most acceptable
emphasising the irreducable velue of every chlld and offered the

Christian feith as the mrin subject of ctLdy in Relirious zducetion.

.This wess not the old confessionel =pn IO”CQO Tho Taurth R offered

n cpen way of tesching znd wrs concorned with confrontstion and

N

ngsgement. It offered the view thet life is a force to be

engaged with.Religious Education, according to the Report wesn't
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end psyericel characteristice,...."(12)

inguishea Peligious Educetion from Forazl Fducstion,

Trhe rerort 4id not seriocusly engage with the cuestion of WwWorld
Relirions, end this aspect wes left =nd developed later by The
Schools Council Lbrhﬂgfhfux Several significent factors contributed
te this p=per, Feligiovs Lducstion Terchers were firding it
difficult to cope with immigrarts - there was & desrth of msterial
w'.ich ~cknowledged immigrsnt culdure. There wes 2 move toward

‘Religion Observed? - ycu could observe empazhically.,

In 1969, Professor Viniesn Smert wrs instrumentsl in the formstion
Prrty on world Religions in Educrtion »nd when
in 1971 the working paper of the Lrncaster University besed project
entitled "Religious Educstion in Secondery Schools® wes published,

2 new apnrosck to Religious Educrtion wrs advocated.(13)

Religious'Education wa2s not viewed zs the product of churches - the

langusge and sssumptions of the report were those of educstion=

alists znd its velues were those of philosophers of education,

The report stressed the need to reflect the full specirum of beliefs

in a pluralistic society - Britain wzs pot now a mono-faith country -

she was post Christizn. The Heport saw the churches role not &s

sponsors of sctivity but as objects of enguiry - churches' and

vicars were resources, Religious Educetion wes justified not in

terms of e2iding personal commitment, but as a means of developing

an understanding of the universal phenomenon of religion., This

phenomenon constituted a powerful one in our society claimed the

report.and therefore it merited study. Tre Schools Council Working

Prper clearly remommended ezn objective, undogmatic epproach expressed

in phenomenologic»l languege. In a sense; it could be said thest

the rervort sprwned the term "phenomenclogiczl" mcant to indicete

2) en engegement in the study of = vhenomenon, and

b) the need toc bracket out the 'truth claims® of whet is to be
studied.

ks a neturesl corcllary to ‘phenomenology’ the term ‘empsthy’ becams



widely wzod to wolint to The woseibillity of Tetznding in enother’s
verld view’, As a comnsequence, there wes z revolution ir leligious
Education content, Viorld Religions were deemed suitable for siudy
at all levels and non-=theistic themes such zs humanism or Merxism
could be included in the curriculuim. 2mrheais vas no lenger on

belief;, but on the many dimensions of religion,

The Dgport virtually sanctioned ‘anything?® ceming irto *he clessrocm,
A Hirndu Vedding or a pentecostel pestor - everything could be
studied beczuse the aim was tc study as evidence with a view 1o

understanding and not commitment.,

“Young children have a deep sense of wonder znd »vwe. Unless this
side of a child's personzlity is respecied znd developed, his
personzlity will be stunted in one direction. Similerly a
genuine search for meaning in life is characteristic of older
children..... Educetion should encourage arnd develop this search,
mzking the pupil aware of the gquestions and the concerns of religion,
and giving him experience of the methods of inguiry, the languzge

and thought forms thet belong to this form of discourse.®(14)

The need for commitment to 2z faith on the part of teaschers was not
an a priori condition for teaching the subject. Vhzt was needed

wes a commitment to the study of religion.

There have been one or two significsnt developments since the
publication of the Schools Council Vorking Paper 36, In 1975,

the City of Birminghem £ greed Syllebus apresred. The important
factor here wezs thet a legal case resulted in the throwing out of
the syllabus., It wes really an extension of Pzper 36 and included
teaching on humsnism and communism. Teachers were lezter instructed

to return psges on Communism,

The Hempshire Agreed Syllabus of 1978 was almost the first
syllabus to be couched in terms of concepts, skills znd attitudes.
A good many syllzbuses since have taken up this approach, They

are objective based.

The present day has seen something of a revival of the Jesus Thenes,
Curricuvlum Christianity is a central issue-. The Clevelénd_ﬁurriculum
Eeview on Religious Lducation states:

Yalthough the implicit approach in Religious Bducztion is generally

sccepted throughout the Primary School, the child in the upper junior
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ecnoel is resdy for more explicit teaching..... The "Jesus themes’,
developed in some detail over the two final years in the junior
school, are recommended as a substantial part of Religious

Education in those years."(15)

Religious Zducation most definitely still hes & place on the
curriculun,  lhe HMI/DZS Curriculum 11-16 stresses the need for
certain essentizl "arezs of experience’ with which a child needs to
be concerned during any period of compulsory schooling and lists
these ‘areas’alphabetically as

The gesthetic and creative; the ethical; the linguisticy the
mathematical; the physical: the scientific; the socizl and

political; the spiritual,

Commenting on 'Heligious Education and the Curriculum' the DES
report stetes:

"Religious Faucation sheres with other subjects the task of

helping children to scquire the skills, knowledge =nd social
competence necessary for their personzl development and life in
society. Consequently it shares with other subjects z concern for
besic skills such es attention to evidence, careful reasoning,

the communicztion of idess through the written and spoken words,

as well as providing opportunities for pupils to work independently,

and digplay initistive."(16)

In 1984 there is a significant growth in the 'life-skill’ industry,
Carcers, community studies, personzl relsztionships and other
aspects deemed necessary for 'coping with life® all bid for space
on the school timetable and often it is that space traditionally
held by Religious Educatiocn. Whet new directions are open to the
development of Religious Education? Is there, in fact, a new
direction available? It mey be that the subject needs more than
a new way. Some kind of new-birth may be involved,; an Easster
Experience, from which a 'new creature® will emerge, free from

past restraints anrd liberzted to the new.
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This present study rezintains the view that there is a relationship
between various tneologicel develomments and differing aprproaches
in Heligious ¥gucation. In an article entitled: Tialogue and
Tmancization ¢ llew Horigzons in the development of Religious Iducation’
published in the British Journzl of Religious Igucetion {1923},

David Goederham has attempited to show that:

"There are, in fact, theoretical perspectives which yield powefful
analyses of these developments in theology. They are to be found

in the hermeneutic tradition."(1)

The article seeks to show the way in which ’a cumulstive series

of types of ‘'hermeneutic theory’ hes developed, and uses these
types of theory as a useful fremework for azn examination of the
differing modes of mediation’ which can in fact be seen to provide
the underpirnings of verious Religicus Educetion approaches.
Gooderham offers four types of theory for consideration - the
objective, the existential, the dizlogic and the emancipatory, =nd

suggests that the last may well point to 2z significant way forward.

’

The erticle is open ended 2nd this study will seek to use the
arguments 1t puts forward in the following ways. Firstly, there
follows a resumé of the first three theories for consideration;
secondly and more importantly, this present chapter will tzke

up issues railsed, by offering the‘thought znd work of Paulo Freire
in its theologicel context, =258 a means of engeging an erancipatory

framework for a new approszch to Eeligious Educstion.

2) Objective Theoxry

The sezrch for objectivity was the mzin thrust of nineteenth century

hermeneutic, This type of theory emerged =zgainst the background

of biblicszl criticism at a time vhen theologians were concerned

to develop a conscious relationship with the natural sciences.

The aim wes to erase all traces of subjectivity so that study of

the 'szcred texts' could be seen to be rs ‘objective' zs the natural
sciences. Fnguiry wes to he free from hias, nrejudice znd the
subjective irnterests of the interpreter. Lesslie Eewhigin; in

*The Other Side of 1984é.questions for the churches', writes of

trhe esrly nineteernth centurys
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old supesrstition and lsy bare thz reel nsturs of things es in the

light of day." (2}

Things thet had once heen obscure wer2 now belirg ~upladined znd the

Chiective theory still underpins verious tynes of Eeligicus
Tducestion work such g£s the traditicnzl C and

work 2and biblical situdies in centres of further educetion and the
universities, Any attexpt to offer informestion, at primery level,
e.g. the lznd vhere Jesus lived in a ‘non-confessional’ manner, lends
itself *to "methodical’® study of, for ewample, Biblicel texts in

later school life,

b) xistential Theory
Tre wo of ¥rxrl Berth end Fudolf 3ultmanr both called into guestion
the rcademic necessity and/or practical viability of ‘objectivity’

Cooderrn-n's srticle recallsBulimarn'’s injunction thst biblical

texts 'should be interpreted not cosmologically, but anthrorologic-
. . . '

ally, or better still, existentially".{3)

if
i

In existential theory the emphessis s ted to the quJectlve/
cbjective problem and that of the suthentic/irnauthentic. Religious
vunderstianding wss to be considered in terms of persoral encounter
not ovjective criteria. Pre-urderstanding sssumed a central
importance. Tre context of pest history wes ir this type of theory
to be complemented by the existentials

"the object of interpretation can be established by interest in
history as the sphere of life in which humsn existence moves, in
which it attains its possibilities snd develops them and in
reflection upon which it attains understanding of itself and of itis

own particular possibiliity erqguiry into 'rumar being' as one's own
being."(4)

Teference has alrezdy been made to the 'existential?® nzture of the
work of Herold Lotkes. Epwever such theories do not only underpin

the work of Loukes. Vherever ‘existential guestions® are ceniral

[N

the type of Religious Education undertalen will be cheracterise
by oper-enguiry end a critical approach. The existential approach
can, therefore, uncerpin a variety of Rheligious Zducstion work, be
it specifically Christian-based or rore humsnistic. Yhat is central

ie not thc nzsture oy the Torm of particular conteat but the centrality
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¢) Dialogic Treory

This type of theory has close links with the existential, with this
differences

Twhilst the existential conceives of the interpreter as » lone
individual in ercounter with The mess=gz of the text, the dialosgic
sees him rather as historicelly rooted with opportunity for

dialogue with the text,”(5)

The location of the interpreter within a particular languapge
community is important.
"Language is not just one of man's possessions in the world, but

on it depends the fzet that rman has a world at all."(6)

Ar individual's thoughts, iders etc conetitute his horizon,
Gadamer sneszks of the possibility of brozdening the horizon of
ircorporating other horizons. Thus the ‘secred texts'® invite
us to dialogue so thrt an extension or merging of horizons might

tzke plece,

Vhere Religious Educstion teaching hss been underpinned by this
appro=ch, students hszve explored other faiths with the ides that
‘something is tc be lesrnt from them®. The study of world religicns

has seemed completely congruous with the 'dialeogic® approach.

Reference has been mzde earlier to the phenomenologicel approech
exemplified by the Schools Council Vorking Paper. The relationship
beltween this and the dizlogic theory here under exsmination is
somewrat ambivalent. "The phenomenologicel method bypssses and
indeed excludes »ttention to the subjectivity znd historical
rootedness of the gnguirer - and in consequence, bypssses the

prerequisites of dizlogue."(7)

In what sense then can dialogic theory as put forward by Gsdamer

be said to have underpinned an ~pproach to Religious Edgucation?

In this way. Although theoretics1ly the phenomenological

approach byprsses the need for dialogue, it hss in practice had the
effect of frcilitating it. This cen be accounted for by =z variety
of socio-historical fectors. Strong vressures for the promotion

of multi-culturel understanding have significantly moved the approach

to a dialogical one.
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towerds a reshaning of the phenomenclogicsl approsch - or perhaps,
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more ?ccuratelf towards edumbrating a dialogical approach.”(8)
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Te Grourdplen seeks to cemnlement undersiending with evaluation

] e

T prenomenologicel

- ”/
T 36,409

O

snd goes teyond the "lcosely cenceived ral

gticnehip

-

erd existen%tial avproaches advocated earlier in VWorkirng Faper
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Religious Educestion work underpinned by dislogic theory rckunowledges
that 2l types of pre-understanding and tredition sre trhe means

of entering into religious dialogue.

Before outlining in more detail the fourth category of theories, it
is perhaps opportune to reflect on the obvious Freirian echoes
already encountered in the preceedirg cestegories. Attention hes
zlresdy been paid to the existentisl root in Freire's thought,(10),
and Gedamer's words on the impertsnce of languzge on which

epends the fact that man has a world at all’ canrot fail to
recall the words of the pessant in Freire’s culture circle:s

"..... there would be no-one to say this is 2 world....."(11)

The ‘fourth R’ stressed the need for Religious Education to be
based on a model of man. The tempirtion to recsll Freire’
words: "Every educ-tionzl practice implies » concept of m-n =nd

the world" is irresistible,

Man's ability to transcend hie 'limit situations® finds hsnpy

(l)

corcllation with Gadamer’s horigon theory and the portance of
dirlogue as the essence of Freirian educational theory has been
thoroughly delinezted. Wrat new approzch cen Freire offer?

Have not 211 his theories alrezdy been taken up in the prst 2nd

to come extent present Religious BEducetion approaches. The

answer to this arnd other relzted guestions lies in the possibility
of liberestion. The theology of liberction hes been z significant
movement in our time. Ary attempt to locate Psulo Freire in any
one theological setting would be a foolish underteking - sttention
hes alrezdy been drewn to the multiple roots of his thought, the
width of his vision »nd the richness of his ideas. However,
sufficient rezrsrd having been psid to all this wealth of Dbesckground,
this study will endeavour to show thzt zlongside the messege of the
theologians of liberstion, Psulo rFreire’s ‘cultural action for
freedom® czn offer an exciting wey forward for the teaching of

Heligious Fducation in British Schoeols,
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the texts wiich is offcred to us, (whether
t

ic or mesthetical interpretation) rust

be investigeted in relation to the nraxis out of which it comes."{12)

The ccncent of praxis assw:es a cenirel plrce in ary erancipsltory
treory, Llthough, themes charecieristic of nrevicus treories
rezopear; €.g. historicsl rootelness, tae nesed
they ere now resdics1lly transposed in a theologicel rede t
centred upon critical reflection on the situation. Literstion
theologians, (13), rooted in the Letin American experience, see the
subject of theology 2s the domain of a politicelly committed group
rather than th:t of the individual theologian, The central

onjective of the theclogy hes instituted ‘prexis?® znd not *thinking’
zs the core- the strriing point is reality ard nst icders. Siberztion
theology has rethougnt the role of instruments of theclogicel
reflection znd givern 2 sense of ‘row’ to the Vord of Cod,
"theologians..... often hrve a berely idealist conception of

history, they tend ¢ regard the history of the church's kerugma and

her dogmas purely zs a kind of ristory of ideas."{14)

In order to prevent a deterioration of Christiarn theclogy into a
tradition of ideas, serving to endorse repressive social structures,
these theologians heve sought to involve botn a critical znd
practicsl thrust to any examination of Biblical texts. Wheresas
dislogic theory is content to take account of tre erguirer's
historical rootedness as = necessary context, emsncipatory theory
draws attention to the pover-relationships in which the enquirer
stands,

"To place oneself in the perspectiveof the Xingdom means to
participate in the struggle for the libersrtion of those oppressed

by others."(15)

In Latin America, there hazs been a real attempt to come to terms
with "a spirituality thrt is 2 concrete mznner..... a definite way

of living before the Lord in soliderity with 21l men....." {76

Some Christians heve, through their cormmitment to the 'process of
liberation® begun to live this kind of ‘spirituality’. The concept
of liberstion not only implies z liberetion from the automatic

acceptance of the ideas and vslues of the developed world but involves

Py

he possibility of developirg alternsztive societies which aim at

goals other than affluence and materiszlism,
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by dependence. Liberation from economic devenderce is necessrry
before 2wy develomment can take rlaceccc.s
Through conscientization the myth of indebiedness to the capital

/rv—r‘l

is exposed and dependence is attackad."%7,

In the theologies of liberrtion severszl key terms zcquire ‘rnew
emphesis. The classical conception of truth has come %o a crisis
in emancipatory theory. Hugo Assman writes: ‘we reject any lcgos
which is not the logos of a praxis.®(18) Liberstion theologians
are thus saying that "there is no truth outside or beyond the

concrete historicsl events in which men are involved zs agents."{19)

The traditional view of truth hes been to say thest there “is an
absolute Christisn truth or Christian principles somehow enshrined
in Scripture and/or in the pronouncements of the church. But then,

there are more or less imperfect anplicestions of the truth.%(20
£ & A%

In this view, truth is seen as pre-existent {o, znd independent of,
its historical effectiveness, Its legitimacy is tested in relation
to this abstract ‘absclute heaven of truth’,
Liverstion Theologiens sre not simply saying thet truth must be
anplied or even thet truth is reloted to its applicstion. They
are, in fact, saying that there is no truth outside or beyond
concrete historiczl events in which men are inveolved ss zgentis.

Py

Knowledge cannot be separzted from action, in the process of

trensforming the world through participation in history.

"God's word is not understood 2s z conceptual communication but
as a crestive eventi..co wc.o.1lte truth does not consist in some
correspondence to zn idez but in ite efficacy in cerrying out Ged's

promise or fulfilling his judgement."(21)

Faith is szlweys concrete obedience. The idez of knowing and
knowledge eslweys has this sctiive, perticipatory content,
"we think always out of a definite context of relstions anc action,

out of a given praxis."{22)

“re notion of freedom underlies much of the liberstion argument

“"you will know the truth and the truth will meke you free."(23)
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cerversicrn to *the reickdour - the comwraeecld 7owcen, trhe sy ol
sccizl clege, the despised race, the domireiec counizy and fur
ouslines tle conversion process 22 one affected hy tre “cocioe
economic politicel, culturel znd hurman environmert in which it
occurs,.”(25)

“manciratory theories represent a criticism of esrlier hermeneuv
theories largely chrracierized by Vestern theology. It is &

crltlc-hm {from witrhin the Christisn experience of Lztin America

end its precticel emvhesis serves to link it with v:rious types

Marxist treory. Verx'® stetemzant: "The philosophers heve only

interpreted the world the point is to change
it,*
M

in verious ways:e

1

finds happy acceptance in the theologies of liberstion.

arxist insistence on the comnlementarity of theory and prectic

seen by them z closer representetion of the Biblical views o

a8

knowlecdge, than sore forms of Christian epistemology. Zmencip

treories may well be revolutionary:

"To he ble for history in a revolutionary feskhion today

: ~ N
mears %o e unity of knowledge and action."(26)

Tn swmmary, emencipatory theories, largely represented by thre

American theologies of Liber=tion'"tzke 2g their sterting point a

verticulsr sociological situation, state the view thet theology

involves not only the understanding of "faith' but elso a polit

commitment to chrnge society.....

-

el

"It is not s theology about liberztion, it is
liberation."{(27)

theology for

28
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érew freely on Merxism and represent an existent

sterting noint in 2n 2ct of soliderity with the poor. Camile

helieved theot it wculd be

¢ sin for Christians to oppose chanre

and wrote:
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n reformism. mederrivati

naintaining the siatus cuc rnd expecting pconle to he rateftl
for it. “Tiberestior expressed the detsrrinstiorn of orvreased

neonles tc izke their destiny into treir own rands, to becore the

t? and no longer the pessive object of history and so *to

D,

'subjec

Cota

shzke off their oppressors.®(29)
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talked with the veonle, the proruncliztion, ihe words, thz corcaznis,
When I srrived with the people, the misery, the corcretenzss, you
know. But also the bveauty of the people, the openness, the
ebility to love which the people have, the friendshiD.co.o

The obst=cles of this reelity sent me to larx, I started resding
studying. It v=s besutiful becezuse I found in lMexrx a lot of things

1 )

the neople Led told me - without being literate. Merx wes really
e genius, TUT WHEN I ».T LARX, I COMUINUED T0 FEFLT CUEIST OV TFL
(

COR' ERE OF fMTH: STRET."(1)

’

Refererce bhas alreszdy been made to the reletionsnip between

- "'A
Imancipatory theories zrnd Merxist amelysis. Liberation tlieology
+

ents en importsznt shese in the Christisn lM:rxiet encounter.

]

ren
t borroved from Mzrxism the tools of scciolezical =rdlysis to

discover levels of exploitetion in orcer to unmzsk oppressors,

Merxism is not discussed with much clzrity by the theologians of
liberstion. Trheir ure of M-rxism is irstrumentezl in come senses

'forced ' upon ihem by the leck of eny elternative en=lysis o

-

society. Dom Eelder Camera hezs written:

"1 think we cen aveil ourselves of the Marxist method of analysis
which is still valid, while leaving aside the materialistic
cenception of 1life,"(2)

Bonino hes commented:

"We move totally in the azrea of human restionslity - in the realm
where God has invited msn to be on his own..... the only legitimate
cuestion is whether the analysis and projection do, in fect,
correspond to the frcts of humen history..... if they do0..... they

become unsvoideble historical mediztior of crristian obedience.™(3)

Gutierrez rejects s hrsty synthesising of Christienity and

e

cr¥ism end a crouvp of Chilersr Bishops in a peper celled 'The Gospel,
olitics 2nd Socieslism', mede clear their opnositior to ‘doctrinaire

Verxism® but trey cid essert thrt Christisns could collaborate



Lebblethwaite in his book "The Christien~lerxzist Dislogue’® reminds
in the prst a Christisn who became &
deryist had to give up his faith,.... this

Trve todsyeeoos Ve gtart fron ne assunmption thet fhe contrediction
hetueen foith #nd Ferxist commiiment ©hrs not +€% HNEEn OVETCORnS

./ n

e ire represents & very sirmilar nosition to that cf the Likerstion
Theologisns., I'is own experience does not lead him to 2 simnle

combinztion of two points of view, i.e, Christianity and Marxism

(c.f. Gutierrez). The problem ofhow a Christian can engage in
Merxist revolutionery politics is lsrgely = Yestern one. rreire

can vrite guite legitimstely:s
P nJ < T 2 ‘w - Y S
“God led me to tre pecnlc rnd the peonle led me to Her:," (50, whilst

1

remaining a nember of the g¢tz{f of +*he Yorld Council of Churcres.

(=]

- 1. k)

Zr. cre zerse literstion tieclogiszrs have discerded the disiirctiorn
betweer those who wersr the Christizn lsbel snc those wnho dc not.
Likte meny otherlztholic Christiarns, Freire shered tae view that the
social reality around him, defended appsrently by the church, was
completely at odds with his Christien feith. Deczuse of the
extrenes of weslth &nd noverty, power aznd powerlessness, he wes
inpelled toward =a soclial class understerding of society. Hence
his interest in llerx =nc the corolilaztion tetween his thought and

nis statemenis thets

(oD

that cf +heologismns such zs Gutierresz =n

-

"Cur conversion nrocess is affecied by the socio-ecorcmic, nolitical,

culturzl =nd humesn environment in which it occurs. without a

change in these structures, the e is no authentic conversion,"(6)

Liberation grew out of the failure of the ides of ‘'development'®
The de-elopment process had deteriorated into mere 'modernising'
in many third world situations. Pzulo Freire is insistent thats
"while all development is modernisation, not a2ll modernisation is
develomment."{7) Liberation Theology implies liber=tion from

the accepted ideas of the developed worlid znd the possibility of

develoning alternstive goals, ¥reire's 'education =s the

oroctice of freedom’® has zlv-ys beern rootod In the ristoricel
Nrocess, Fis conscientizecao eims to demythologise the oppression
of ten m=sked by forms of democratic freedom. If Latin Americen

theologians »re engaged in a treology for liberstion, freire’s

ctltural zction for freedom hes precisely this =zims
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with cthers fer their “ecoming more fully rumen In the werld iz

which they exist.“(8)

Erancins tory thecories elevate prexis to ¢ centrzl mceition, Tne
certrelity of this concent fcr IZreire ras zlrerds heen clesrly
cefir=ds

BCriticsl eccrzeicusnesc is Yrousrt abovt nat througsh tn irtellectus]
effort 2lone vput trhrougsh vrexis ~ throuvszh *the sutihzntic unior of

Eal

es not claim to be a tireologien, Se is aan ecucestiicrelist,

5o

)
borr in Brezil and novw working for the %,C.U., in Ceneva.(10C)

However, he unites in his nerson, ecucziionecl =nd theological

iders. his central concerrs of liberation #nd praxis fird meny
perallels in the theologfies of liber  tlon, 'is view tat the role
of tre Church must be the role of likerztion end not the role of
domesticeation help plice him zlongside his £ellow countrymen wio
seek to develop the mescege of liber-tion in the Churches, Jreire
nzs said:

Bes.eo 1 2m more and more irtewested in working with theoleogians,

In my point of view theology today h=-s mavy things to do. Thet

ig, from my point of view theology is not something sunerfluous.

Yo, orn the contrary. But it is obvious I don't mean a false
theology, not a theology of 'bla, bla, blz iderslistic theology

but 2 theology which is part of anthropology, which is engaged
historiceslly in order to discuss for exemple, the word of God and

our relstions with the very word of God.....

Because of this I think thest theology, such 2 theology, should be
connected with education for liberation - aznd educstion for liberstion

with theology."{11)

Archbishop Romero, a conservative turned radical after the murder

of a liber-tion priest, just weeks into his ministry, wes himself
elso rurdered. Fis neme hss since become synorymous with g commit-
ment to the oppressed and his body wes enshrined with the words:
the voice of those without z voice, the voice of the pezsznts of
Latin America.”

Tre connection betweern a theology of liberstion and ‘euucstion 23

culturrl zction for freedom' is clearly dravn,
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FPerfunctory anl uninenired{’ Thir phrese used by I & Butler ir

"o e an ent dereriadicrn of Peliglious Thucetior dnm oemlialn schools
hetreen the rassire of his Dduertion 2zt zrnd the vriiing of his
memoire in 1971, Althougn by no meeng univercally irdicesuive of
Religious Nducation prectice in our Dritisgh schools, tl.ere are,
nerheps, those wko would =dhere to the view that this phrase can
sedly still be apnlied in 1984, It must also be said thst there
will be thoce vwho hold thet the current stszte of XHeligious Zducation

crnnot be so described =nd

ot

+ho are entirely heppy with Religious
ve are satisfied snd feel thet Religious
ly fulfills its role in tod=ys educational world,
o heed the words of Peulo Sreire, if, however,

we are disestisfied even in some smezll mersure arnd susiain a desire

s
for develomment, Zreire's words will rot fall on de=f esrs, bul
will invite us to the possibilities of doing more, Uis words are
simply thet - an invitetion - zn invitetion to & new vision, a

different perspective from the thought of Paulo Freire,

Micheel Grimmit hes suggested that the contribution of developments
in moderr theology “"may be even pgrester in terms of anproach than

in terms of content®.(1)

Liberstion Theology hes hed to reflect on the relstionship of
Christisn frith tc the contemporsry situation end in so doing, has
pointed to the necessity of exsmining and critically eveluating

the socie-economic, cultural factors, which condition all expressions
of faith. 4 consequence of this has been a reverssl of the old

order in theology : the sterting point for Liberastion Theologians

hes been rezlity 2nd not ideas., Freire's sterting point wes the
reality of poverty in the slums of Recife, It is from there and

the consequent realities of his own experience in vsrious parts of
the world that he invites us to shere his thoughts. The invitation
is to Join with bim in 2 mutual Ezster Fxperience, in order thet
together we mzy, perhers, begin sgein with fresh insight, 1o set

i
zbout establishing new mocdels for an alternstive zpproach to

U

‘eligious Education,
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1Ae Liceel in Cleverrzers of Codt lew Uemi: 1670} Tzs written

or; crestion did not end with man,

[

YLeecording to Jeowish trsdit
it began with him, “hen he creeted men, God gave him & secrzt srnd

" ] ] L . ", 1] ) ,, L . N Is N
et pecred ¥Wes not how to tegin, hut how to begin afalno“(a)

s heve wegun arzirg  trey do not orly raisc
i Fa BN N TN 1 E . O
el f=itn, hult from thr werlit

cuestions Fron the standpod
their situstion, 2
uh he does rzise questions from bolth hie Christiarn feilk zard the
genuineness of his experierce, If we wish %o begin =zgsin in
Religious Tducetion, then Peulo Freire hrs somethirg to sey to us
fieor the persnective of his Letin Americen feith. Hig ideess,
rooted in the ‘education for literstion® principle are truly

erancipstory srd essentislly Christien, There will be those who

decide that they do rot went his idess, but be invites us to

4

(]
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ic*tern to them ust the same.
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2in we neeld to reflect szriously on whi=t we

are lrying to cchieve in Heligious Zducetion. Altcrratively,

wiet sort of learnesr do we hepe vwill emerge from the type of Peligious
Taucation am af et Tt osenwze clery thet ire 2oorcach will be

naither confescsinnslaor neon—conf

worinreorsl in the Treire method. T:c anprcoch is an educsiiomal
ore, In Liverstion "Thmeolormy, f2ith it cconcernsd with an educstive
TTOC2ES, Thnis type of theology is conscious of a future replrcement
[ .

veirng concerned not only with present ideologies,

leyirng the ground for the future ideclogies”.(3)

—ducation is not st the level of harding out prenscked knowledpge.

Tr.e #im of this type of Religious Educstion must be "the autoncmous
learrex” {4} ©cwin LJox hrs written:

"I% nrs sometimes heen thougtt thet en educsied man is a walking
ercyclopeecdizccs., But zn educeted men ie nore thenm g well

stuffed memory.”(5)

From the Treirien perspective, the well=stuffed memory has no

nlece, being rejcctecd as the prcduct of 2 ‘negetive, bankirg snrro-ch’
to education: the zutonomous lezrner is on the other hrnd, the
rroduct of ‘education for liver~tion'. This lersrner will have some
inforrstion zbout relisior, hut:

"Te will rot know everything but he will know enough to be =ble
to thirk ghout tre subject end he will know where to scquire

(%

further knowledge when he needs it," (%)

7

If the autconomous learner is the end product of a meaningful
heligious EZgucetion, conscientization must be 2z paramount priority
rom the Freirisn viewpcint. Eow cen conscientizeticn tzke pl=ce

in Lieligious Lgucetion?

r Freire, true educet.on serves tc realise menrn's humenity to
its fullest extent, through cornscientization, In the culture

circles of his literascy programre Treire get aboutl the trsk of

o =

rrssirg from a2 ‘primery consgciousnessg! to = ‘criticel corsciousness’

hy means of his generstive words., Eis work wee with sdults in
voluﬂteer)non—lrsx*tutionalngrcupso If the gorl of Religious
Iducs=tion is to be conscientizrtion, how can young pecvle in schools

ard universities become socirlly and politicszlly rware?



'Individus=1ly I tnirk thet wve could have scrme kind of syservicree,

ving the young nzonle, concerning voli

<)
R 4

ocuesticns by studying mrtheratics, for exemzle, gecgrarthy or

[

ristorye.... no provlen, (8]

Presurstly, politics could also te discus
b

s
bt Treire dces rol gpecifically s-y so. However,

e

"
N
it is my view thest 'ccrecicertizaticn’® as sxn zim in Feligious

Iducetion merns more iner 'discuscing peolitics’ in Religious Zducstion
lessons, Tre rnswer to the question of conscientizztior lies
in the ides of tre sutonomous lesrner, Freire's theoretic content

wrs his culture circles:

"In the theoretic context, holding the concrete off &% armé length
we seelk the raison d’€tre of the facts."(9)

Preire’s view is that in the concrete context, where the fzcis are
"we so often find ourselves enveloped by the real but without
necessarily comprehending in e criticsl wey why the facts are

what they sre."{10)

Young people too zre ‘enveloped by the rezl’. Our eim in Eeligious

jea!

ducztion is to offer = theoretic contex®t where tlrere is an
oprortunity to emerge from dsily life conditions in order to
discover 'reazsons’,

"There hrs furthermore, been s#n zwesreness of the need for educstion
to give learners not only knowledge, but z vision of the oversll
purpose of life and # corsciousness of vwhat velues are underlying

life styles.”{11)

The circles of culture in Letin fmerice #lso socucht to fird
in each locslity, by which e=zct could be trereformed into

a
‘center for political action’, Here is the denger of adoniing the
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not “hinlt thet
Yso~e ¥ind of ewxperience in izl-orpdst. Corsciertizetior is irevtric—
bly linted with the concept of ihe critica

a
Leligious fducetion must be o nroduce tre student vho rroinv

" the crit thde:t wanits 'the truth of rezlity =nd rot the

n
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submission of reszlity to his own truth."(12)

The reelity of life in Britisk Inner Cities wrs suddenly end starkly
revealed in the early yesrs ol this present decade. Riots spilled
into the streets of Toxteth, leeds, Brixtorn and other urhan areas,
Tre revort of the ingquiry led by Lprd Scarman, entitled 'The Brixton
Tisorcers’ {1981}, recszlled firdings of *he FKerner Report into the
Urited Stzted 1960°'s riots. The Kerrner Deport hed listed long-
ding grievsnces9 which were reld tc uncerlie the viclerce in

the stre . The Scearman Renort echoed meny of these, including
thet of ‘inadequate education’ There is z widesprerd feelirns

in the 1980's th=t scmehow we hrve fziled. The long-held grievance
of inadequate educstion still causes those in our inner cities to
"clamour with urgent questions”o(15) Birgit Rodhe; a city councillor
from !M'21mo, Sweden, in arn article 'lew Tducationzl Perspectires’
n=s written:
"In the lest few yerrs I think we have all expverienced =z vivid
illustrztion of what to me appesrs mrinly #s positive failure in
educetion, Ve did not #im 2t educesting our young genersticn for
protest, revolt znd revolution, Yet, in revolting zgeinst the
ociety thet we helred build, agrinst the educrtionel institutions
thet were to trzin them for future roles in this society, they
guestionned the whole bezsis of our systems and opened up fruitiul

nev lines of thought and sction towrrds the future."(14)
Gignificantly EKodhe's words were written 2 whole decade befeore the
Brixton snd Toxteth Riots. it is a persistent prievsnce emong

thiose involved in a veriety of cormissiors of inguiry thet their

fincirgs pess unheeded. The Scermen Report recalled words of
an ezrlier renort, If ve zre to reflect on the relestionship of

the Christirn fa

ie

th to the contenporsry situation, we will need to
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znd not simnly to reflect on those findings but to unite reflection

end action in continuvous praxis. ~t is £ s=d truth thet many of
@+§

our school lezvers never smerge Ifrom nzis irn order to know their

knel ungble 1
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religious Zducatior as psrt of the whole curriculum nuct take on

some of the criticism meted out to educsetion in generesl, T=t%t it

leer, however, at this sitrge that I am nol trying %

o

- o
08 m-sae C

directly connect the riots of Toxteth, Brixton or in fact any urban
disruption to inadequste REeligious Lducation. Such an zttempt
would be simplistic in the extreme. Neither am I arguing the
crse for similarity between our present siltustion in British

ner Cities end thet of the more ersily defined cwnopressor/oppressed
welatiorsaip ir Latin fmerice Lne natursl cutcome of such an
argument would be to suggest thest because we cen now more eesily
observe a conflict situsation here ip Britain, the idess of Peulo
Freire will assume grester relevance. Although it is interesting
to note thet the signs of tension are increzsingly recognisesble,
this is not the pcint at issue, whet I 2;m advocating rere is z
serious corsiderstion of conscientization. Young people in our
inner cities =re irdeed ‘enveloped in the real’ =2rnd I should
like to offer for considerztion the view that Religious Educetion,
although™ in many woys similzr to other subjects on the curriculum,
(it is en exsmin~tion subject with zcademic status), hes something
distinctive to offer. Concerned »s it is with the ‘'wholeness’
of humsn beings, the subject offers grezt scope for the explorstion
of iders and provides sz ready-made arena for comprehending in a

criticel wey, why the facts are what they are, {15)

In Religious Education, csn we not offer our young people the
opportunity to stand brck ewhile in order thst throuvgh reading the
context they mey rewrite their world? Cernnot lieligious Educestion
take a lesd end, teliing sdvantsge of the 'opening® referred to by
Bireit Rodhe, "fruitful rew lines of thought and action towezrds the
future" (16), mey be revealed?

Felipious rducation from the Treire perspective must offer zn

oprortunity for its perticipants to 'nrme the world’.
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this ils inextrica®ly lirked to the cencept of the sutonomous learner.

'“ducetion for freedom’' as theopposite of 'the henking concept’®

affirng the ceprscity of peonle %o decide for ithemszlves, Faving
ezcenisd the concrete situsiicn es = chrllonre, vwe rin to cffer an

Tliverstien theologsy svpesrs when people in the context ¢f onpression
demzad thet their reszl experierces snd steries be he-rd and affirmed
and find within the Gospel, the declrration snd schievement of their
freedon, (17)

'Cood® Religious Eduvcation cffers students the opnortunity to 'tell

their ovn stories® and thus enables them %o chenge their situ-tion,

Leligious cation must ro* be con*ent to discover ressons for

B2

u
wh-t we do alrercyg it must seek to =e? students into forverd=looking
sction which will; in turn, lesc¢ 1o 2 re-exrminsiio
context. This is the problem-rosing methed. Felizi
does not rssume enswers, 1t does not presume to curte
of its studerts to be ‘'considerers of the world’, Religicus
Zducation as education for freedom encoursges its students to consider
the vest 25 ¢ mesns of understsnding more clerrly, wnho they sre in
order to build » rew future. If th=t future is one vhere the
work ethic is reeceding and educeiion ior leisure is ¢ grester
priority, then Neligious ILducstion should be concerned with thzt
future orientstion. Feligious Educztion is, thus, an or-going
process, it is open-ended. It is not concerrned with cliches and
set responses, but is concerned tc enable the student to develop
new responses, "hen the student has rerched the level of lesrning
to learn, he or she may be termed an sutonomous lesrner." (18}

="

The Baznking Style of Religious Educetion operrtes on Frorms ‘feer

of freedom® principle. The type of Keligious Ecduceztion offered

by the Freire perspective will not result in students lesving school
28 ‘uncriticel cogs’® in a mrchine, but will enable young people,

tarough liber-~ting prexis, to be more rzther than ksve sore.
Cur =zim is to produce younrs pzople who csn teccme genuine rerticipentis
in society "sheping hi ory or being precent in history razilner then

merely representeda”(
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corrise

tion =g = meens of producing the sutonomous

lerrrer, Any irplermentstion of these rsims must be linked to =
concen’t of prexis, Cor ftrninking shout Feligicus Dducetion, be

it »-wrosch, sImg, content, muest e done throuzh prex;is. ileligious
Bducetion will, therefore, be cherzcliericcd by due zitizntion to the
socirl, eccncric ard woliticel, seli~lous fveriien Tust (o

4

section, sufficient to say, at this stage, thet Liberatior

Theology holds the view thrt "there is no truth except in =z given
prexis¥{20). 2e 2 consequence, liberetion theclogsy hes develomed

the criticesl tools to exemine the poverty in Letin ’merice.

Reli~ious Ecducstion needs to show thest it too is cepable of develoning
criticel tools to exsrine the existenticl situstion. It needs

b

t0 engrge students not as smuectators of some ’ecclesiasticrl worship',
s rerforxers in the corcrete situ-r tion.,

At the beginring of this section the peoint vwrs anticipsted that there
will be those vwho,sestisfied with Religious Zducztion cs it is, will

not wert to h=zve 28 an =im 'the sutonomous leszrner’ or even wish to

accent thr-t ‘conscientizstion and libersrtion' rre evern desirable.
There will be those who will fezr for the future of the subject should

such sims be teken on bosrd. The 'fezr of freedom® will result

in & continusnce of the ‘ronking method' zs & mears to stehility and

Y]

i some senses 2n 'esgier® nethod to engsge. The choice 1s ifrere.
The sims Freire offers erd wrich I heve attempied to 2pply to the
teaching of Feligious Education must never be imposed for to do

so weuld be a negrtion of the Freire educationsl method. They =re

offered as an zlternative znd as such may be rejected.

Yew Aims? Kot entirely - some heve surfzced zlready. Hzther, a
vhole new emphzsis on ¢ Religious Zducetion which does not seprrate
reflection from action, consciousness from the world end which aims

to develop criticsl situdents; free to amproach their everydsy lives
with an avakened sense of curiosity =2s subjects in their own historicel
reslitdy., The Kali-ious LEducstion student will truly be zble to

'neme the world?.
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Lrguments about the “justificstion® of Religicus Zducation have
twisted and turned throughout the yeers in an often desperste attempt
3

to achieve status for the subject by linking it to accented values,

1

Lord Bliske, in debzte about Religious Zduecetion, in the House of

a
Lords in May 1977 saids
"It is my viewthaet educstion thet excludes Religion sltogether is
surely not education. If children are taught nothing about one
of the grestest forces which have chaped the world they live in
and one of ths espects of human culture which hss affected vneople
in one form or another for thousands of years, they sre missing

some thing profoundly important.”

Bl-ke’s view fairly summarises thet body of argument which seeks to
justify Relipious Education on the grounds of Cultursl Heritage.
Aeligion is held to underpin the develomment of society so the value
cf teaching it is justified. Similar views are expressed in the
notion of a ’specific ethos' or ‘common culture’ and the need for

roots.

A further group of arguments rests on the Morel Education value -
children should be morzlly educated znd Religious Education can
contributeto this. In recent years, emphasis hes been on religion
es a significent human ectivity. If Religious Ecucation is part
of the proper study of mankind and you cen't study man without
religion, its teaching is justified by attachment to an important
value - religion itseif. This is really the view of the Schools
Council Working Paper (36). & natural corolliary of the 'Religion
as a significent human a2ctivity' argument is that centred on
‘meaning making®. Religion is held to be a way in which men
make sense of the world and therefore should be part of educestion.
Religion in this zrgument is claimed to be one of z veriety of
ways of structuring the world., Other Iforms of knowledge include
maths/logic znd philosophy, science, ethics, sesthetics. personal

instruction and humsn sciences, The curriculum of z school should

n

reflect all the ‘ways of knowing' aznd therefore geligious Education

hes z plsce.
13 . o . .
4 program for the curriculum of general education in schools may
then be conceived zs providing for instruction in all six of the

fundamentzl types of meaning....ccoo000vo00a0
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20 g Lregie minlerstending of relicious cow itvany r72 mhilosomhic
~terpretation.t (i)
inally ioeligious Tidvecotion 2o Justified in Zexms of romenisslicn
rrd Trroor~l develonments
"o guesticn rov srises whether zulorory Lo g doslimable guallity,
Urless 1% ‘o, =y =itenmni to Juwtily Zellcofions Tdveaticn I troms
of i% will f2il..... In short, suioncny is werdh ol vied it mezus

nzople more human and produce s reflective ceste of mind, At the
seme time, it will invelve the vroduction of #fncse who s2re critical
of society.

T

Lhore dees Freire fit int  Although his philosophy ic mulii-rooted,
Freire is essentizslly Christian - nd any corsideraiion of the develop-
ment of Heliiious Zducation from his perspective must unite toth his
liberrting educetionel philosophy and his Christian commitment.

The ustification of Religious Educztiorn must conseguertly be in
terms of autonomy as 2 desirable guality =2nd furthermore grounds

for such a claim need to be shown to be theologically sound in terms
of Christiar doctrine, Cen this onen-anprozch to Christisn

Relisious ILducatior be Justified?

Y,

It would he difficult to meke 2 cese for such opsrness, if th

1]

reirnt urder discussion was, for examnle, an Islamic aprroach %o
Delipious Education. There are relirions where only zn authoriterian
aporoach crn be theologically justified. It is my view that
Christianity demrnds an emancipstory approach, Ir the docirire of

the Incrrnation we have the embodiment of the idez thet Christ,
abandoning his 'authoritative® position wes willing to offer his
followers = new way, through humble lesdership,

"ho, being in the form of God, thought it not robbery to be equal
with God: But mede himself of no reputation, and took upon him the
form of a servent, end wes mede in the likeness of men: And being

found in fashion as & msn, he humbled hLimself znd teceme obedient
e

9
2
1

unto death, even the death of the cross."(32)
The vertical relztionship became horizontal. In the Incernation
= 9

God demonstreted the principle of workine with rmen, in partnership
and not for them. The Yord willirgly becrre flesh and dwelt among

1S, Tre Christian gospel confirms at its ouitset, the freedom of
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were those wiho received nim esrc "to them, gave He the pover Lo becone

the sons of God”, but eouslly importent:
. T TR
Ee ceme unto his own and his own receivzd Him not."{4,

the faith wiich should efterwsrds be reveszled, nerefore, the
lew wes our schoolmzster, to bring us unto Christ, thaet we might

be justified by faith,"(5)

The Barking concept of Educetion, so often referred to by rreire,

has, 2 its goesl, the domesiication of men - men “shutl up unto the

ith which should afterwrsrds be revezled®,

2 Conversely, the

aporoach characterised vy Cultural .icticn for Zreecom hzs zs5 its
of men - men “"ppen to tne faith, which sheculd

ezled”, The vezges of the Ilew Testament would

sr to offer substantial grounds for a theolegical justification

[
el
3 o
(0]

Religious EXducation underpinned by emancivpetory theory. As

o]
L )
- j= o)

sul reminded the Cal:tions, they had not been free under the
lsw but in Christ:

"We are no longer under a schoolmaster, for we sre 21l children of
God by faith in Christ JesuS....0 2o0.. We are not children of the

bond woman, but of the free....."(6)

As 'children of the free’, St John wre able 1o urge his rezders

to think for themselves, weigh inforreztion, reflect inwerdly and

act accordingly:

"Beloved, believe not every spirit, but try the spirits whether they

cre of God....."(7)

Paul emphasised repeatedly thst Christians were celled unto liberty
He wee concerned thet heving been male free from sin, the early
crureh should:

"Stand fast, therefore, in the liberty wherewith Christ heth made

us free and be not ertangled again with the yoke of bondsge."{8)

o+

£ krnowing the truth 2nd the truth se

tins & men

o
gral part of Christianity. The gospel, however,

Fad

is rot simply concerned with the past cornotations of liberty, but
with the possibilities of man's freedom. In this sense Treire

2 3 PR . '

inds commen ground wit: these who seek to Justify Feligious Education
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re r veras of wnersoncl czvelovmeat, thedl through liberty men may

Q

.

ceme to completeness.

Leain and sgain Christ's followers erhoried him to show them a

signe

lester we zhould sse g osien from thoc,tl9)

T+ gecn: thrt there ie a vpreferernce zmenc neeple of #2211 zmes Iin

histery for the ‘suthoritarian’ aprroach, Tris nmreferconce is 2
¢ ° N

recourse to the feer of freedom prirciple, FHow much simnlor it

is to be given specific cecdes of conduct, arswers to guestions and

metrods of procedure in given situstions. Christ refused to give
2 sigm, He chose to point the way, rather then mar it out, to lezd

men to the crossrosds ernd no further, to tresvel the road alongside
anc¢ lezve each man to decide ris own wey forward. Yo <oubt, in
the erxly church there wexe those who preferred the ‘safeiy’ of

-

the law aad could not ceove with *he resrornsibility of their nevw-found
{nristian freedom, Paul's letters to the Corinthnisns ere fulil of
nroblems brecught about by 2 confusion over freedom and license,

He kad to remind the young churches thet with freedom comes respons-
ivility. Liherstion is & risk and Religious Icucation from an
enzncipztory peoint of view does not claim to be easy, but from =
Christian stendpoint, it is our responsibility to attempt it.

Indeed Christienity demands th-t we meke the effort but csn offexr

ro guerantees zrd promises ro certein sign of success.,

If Feligious Egouvcation, Irom trhe Freire perspective can be justified
theologically, what cther zrounds exist for its justification?

"Uhen educztion is oriented towezrd ‘cultursl preservation‘9 which
cen be explsined with exactness as the perpetustion of the values

of the domineoting clrsses who organise education and determine its
2ime,.... 1t is obvious thst its task is 1o zdapt new generestions

to the socizl system, it serves which czn znd must be reformed and

modernised but whick will never be radically transformed.(10)

Agein, the temptztion here is to use Ireire prophetically zs ¢ meesns
of revealing the conflict and tension hidden in our educetion,
rhilosorhies 2imed 2t meinteining the stetus quo. Jugtificetion

in terms of the oppressor/oppressed syndrome is not the contention
here, Rzther, the inference is this, If we zre to justify the
teaching oI Religious Bducstion from the perspective of Paulo Treire,
less attention will be given to those arguments that centre around

‘cultursl hreritage’ and mcre emvhesis will be pleced on the humenisation



al e orms e o2bnilits o o te oo, Sclitisve lduceticon, from on
emencips tory viswpoint needs to have 2 forwrsri-loolzing enphaesis,
lris is rot to s2y thet matters of culturrl cnd histericel interest
will bzve no znl=ce, reticr a recogriticrn thrt, 2lthough we can learn
from the nast ve cen never retirn to L%, & nesd ¢ naw vizion,
snfortunz tely, the fenlzncy nes oo oflten hoer Yo erzminzg tho woy we

Fere arnd more, thes role cf ecucetion in scciesty ¢ changirc and the
iszue at steke is the relationship of educeatlon to the society of

the future. The possibi ies of man to °be more? ard his ontologiceal

vocation tc be 2 subject who can neme the world mesns thet we will

no longer seek to justify Religicus Ecducetion chiefly on the srourds

of cultural heritage, but in terms of its possibilities for the

future,

"If the emphssis is no longer on trensmitting a cultural Leritage,

surely there must be 2z mrjor change in the content if young pegple

ere to be prepared for the future."(11)

The intention of these 'few words about justificstion'hes not been
to negste other grounds for the justification of Religious Egucation
by cffering an alternstive  The purnose hrs been simply to press for
a re-emphasis - a more forwsrd-looking emnnroach, If this new

erphasis necessitates z mejor change in the content, then so be it

o’

et

ut Freire is more concerned with zprroach. Freire's

D"

i

(-]

e
eration and his fellcow compziriots! theologies of liberstion offer
f

Ng

challenge, Can Feligious Z- ucation take a l=ad, I

j$V]

the rutonomous lesrrer,; then Heligious RBducetion will produce those
capsble of critical tho t better able to eveluaie issues in en
ever-chenging society. The autonomous lesrner will comprehend more
tharn the immediste ressons which explain = perticular event and will
grasp the relationship between the event and the total picture in
which he participates. Religious Education cen help its students
to a fukler grasp of the ‘'total' picture. It is to do with wholeness
and 28 such will include reference to the =social, economic and
political. It will not ignoze tie protest element in Religious
Sducetion meterisl aznd will not seek to Jusctify iteelf simply es »
‘ereat srt' part of our cultural heritage, but will seek 2 more
forverd-looking justification in terms of its emancinztory potential

+

concerrned with the struggle of men in their effor+ts to transform the

world,



Freor the “reire Terspective, the lieligicus “ducation Tescher will
te orne vho lios urdergsne the 'Tasiter Tunsrience’:

B¥al . . : . r . . o AN
“Conversion to the neople resquires =z nrofcurd rebirih, (1)

s APARSY e P R LY <N ECIEREN

Lous Loucstion teschicrs must ve
— - + " o 3 A A

me ney well Ze. Commiient

A
v

1 o
to dogma or creed is not the issue here but conmitoent to the
nossibility thst man can be more is neramount. “re sy tc the
success of Freire's culture circles wrs the ‘co-ordinrstor® vho did
rot "teach’ but tried to promote self-discovery through *the explor-
ation of the nrojected rictures, Co=crdinator and grcup participant
were both cognitive subjects in the learning process. Successful
Religious EcCucation tesching depends to a lsrge extent on the
attitude of the te-cher, In order th-t the student-teccher
relestionship te totally redefined, teschers must be willing to be
re-educated not in ‘ckills’® training, but in attitude. In his
p3ychothnerapy end covnselling vork in Arericae, Carl Hogers found
that the most important issue was not the particulsr school of
psychiztry to which the therapist belonged but whether or not he or
she had cerizin personal zttitudes and velues, flogers emphssised
the need for facilitators to be rezl persons in their own right,
genuirely showing cers in a non-tossesgsive way and able to demonstrazte
an enpathetic understending of the others point of view, Freire’'s
co-ordins tors needed to undergo the *Erster Experierce' in crder
to emerge from their former paternslistic attitudes in zn attitude
of love, humility and faith in the people. Vhet sort of heligious

Educetion tescher will emerge?

Tre tescher will recognise thzt he is not the one with =211 the
answers, Irn education for liberation there is no complete knowledge.
In Religious Education we heve too often been witress to the transfer
of ¥nowledge 2nd not the search for krowledge. The ‘good?

Felisious kgucation tescher is eswesre th-ti:

Ythe educstor is not he who knovws, but he who knows how little he
krnows and because of this, secels to know more together with the
educstee, who, in turn, kxnows inat starting from his little krowledge

Fe car come to know more."(2)



coeondlz, the fpoed? Reliricus LJlucatlion
impossibility of reutrelity. Commenting on Feazce
Heith Josarh recently saics

4 teacher hag & spscirsl resvworsibility,

hiz nunile in cr out of thz classrcom hLe
views to inflvence his precentstion. {3}

exsmine his pre-suppositions.
"The terschers must really experience their own ‘'Easter ..... die

as elitists,

h

Such & nrocess implies z renuncistion of myths wiich ere de-r to

L, s

them: *the ryth of their superioriiy, of Tthelr puriiy of soul, of

B

creir virtues, theilr wisdom, tre ryitn tn=%t t ey ‘srve the moor’....o

the mytr of the neutreslity of the church, of *heology education..o..
ti

(4]

(and
[
c—}.

the myth of their own impzr v - from which grow the othker

-ty

my ths of the inferiority of other people..... and the myth of the

absolute ignorance of the oppressed,"(4)

This is a2 hard teaching indeed. The emchasis on the ’conversion’
requirerent for teschers in the Freire sense, does plsce =n enormous
burden on the Heligious Zducation iezcher. Tromezs Sanders heas
commenied on the permenent problem of insufficient ch:nge on the Hrri
co-ordinstors ir the culture circles:

"I myself feel, after observing several classes, thst they do intend
to dominate the situstion too much, thougr this does not inhibit

rany fine contributions by the perticipants.”(5)

¥Will Religious Bducation teschers of the ‘right mentzlity' be in

srort supply? The question cgnnot be gnswered yet - perhsps we will
know the snswer in the yerrs to come, 1f ard when there are those

who are willing to ‘do in history' what they feel possible. Lovever,
the guesticr coes point to the reed for swecislist Religious Educsztion
teachers - those able to use ire tools of criticzl investigztion -
perhens what Freire hzs terred 2z ‘different kind of intellectual’.

" have known the problems and the difficulties. I heve in my

v
1ife to die.as this intellectusl 1 hsve beer. in order to be born

azzin as o different one. And it is not so e=sy

. Il ) + 1~ . 3 e 15
to creaste z new intellectual then to resnane the o0ld intellectuasl.



. ; .
Lnet tyrpe of ztvdent will zmerge from thie nevw relsticnsrin? Tt
~igat w2 veefnl to reflect or the “yme of eiviest wiicrh tmerozs fron

"vanking’ approach,
"The good educetee, in this type of education,..... is he who repeats,
who refuses to think criticr1ly, who adapts to models, who finds it

nice tc be z rhinoceros,"{7)

£

If we are satinfied with this as the erd-procduct, we need ho re-

examings tion, Eovever, if our zim is the ‘autonomous lezrrer’® and
if we are concerned to produce adolescents who leazve the school with
2 hrlenex snd Informed view of Zeligious Lducetion, zble to critically

u
udes zrd beliefs znd the effects of believing”,!/8)

c
Tren ve may do will to redefine the student/teascher relationship
in terms of psrinership.

"Tre Feulo Treire method mekes of literscy treining & criticsl,
ective mrocess through which nhabits of resignation sre cvercome,
The critical cap=city of the punils grows out of dislogue zbout
mesringful siturtions ir their life."(9)

)
9

I we cen cnly overcome 'habits of resignetion’®, Religinus Education
will rave mede a major connitribution to the ercrgerce of a2 ‘new’

school leaver,

A VTew Commitment

"ITducation must have the charscter of commitment."(10)

Un to the 1960°'s Religious Education wess about 'a fzith by which to
live', e rerl goazl'ms commitment. In recent yeesrs steps heve
been made to plrce Religious Fducztion on 'neutrzl ground' zs a
brsis for its accentability, Peulo Freire hes insisted on the
impossibil ity of neutrelity and in his literscy method hes not

crerated litersey from commitment.

Ls hezs been pointed out esrlier, Religious Educetion teeching wrs
in its esrly deys dealt with by ’‘sincere’ veople who considered
themselves ‘committed christipns“° Is Freire advocating a return

A

to this »osition? On the contrary - reference wrs r=de in the



k!
4 o : . .
trying t educe kis \(Freire :) thouent to his own one=dirensionzl,
lineagl mentality. However, lreire’s answer does little Lo bring us

any nesrer to ¢ clesr understrnding of the role of commitmernt in 2

Freiri=n' type approach to Heligious Zducetion, Relizion is,
by its very nature,concerred vwith commitment. 1f we sre to be

commitited to frsith in men "we canrot be content with sasyirg that

they =re humen

tJ

ergors vnile doing rothing concrete ito enzble them
1

i IR Y 4
vo exist 22 such,¥{12

Cormitment rust te totzl -~ recognising thet ecducaticrrsl structures

are not neutrsl, that even the stories from Jesus anc the Cospels,

from the Bible and Christian tradition mzy well have been used es

supports for the velues of the esteblishment, end must seek z reneved
derstarnding of ithe reesl situstion through constsnt critical

reflectionfaction,

"Neutral education cannot, in fact, exist, It ig fundarmental

for us to know thet when we work on the content of the eivecation

curriculum when we nlsn, when we cdrew up educrstionsl policies,; ve

ere engaged in political acts, which imply an ideological

choice.osn. We do not either stop #t the level of recognising the

fact that educestion cennot be neutrsl - we must penetrate into the

re-1lity of that fact."(13)

Heligious Educestion is committed to penetrating rezlity. It must
take the world seriously, bvelieving in the possibility that man

can change it,
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- rave puroosely chosen to sp ‘develoning® the heligious

ducation curriculum and not cf modernising it. Freire hrs written:s
Pwhile 11 development is nodernicztion, not all mcdernisstion is

4 P

develcrment. {1,

In an article entitled *Tducatior, Liberation and The lhurelh’.

freire hrs writtens

"hiverating education for the modernising chnurch is fins1lly reduced
to liber=ting the students from blackboards, static classes and
texi-book curricula and offering them projectors aznd other gudio-
visvzl accessories, more dynamic and a new technico-professionzl

teaching,"(2)

¢ this why we are dissetisfied with some of our Teligious Ecucation?

K

I-ve we mistakenly taken mocdernisa

tion for develounment? iiocern
versions of the Bible, the use of film strips, 'trendy’ te:it-books
wvhich use certoon=style illustrations arnd even courses on '‘The

Uee of the Computer in LReligicus Ecucetion? hsve simply concealed

rether thsn revealed the rerl problem.

‘Titing about the dengers cf jumning onto every new theological
bendwegon, John Vincent hes writtien:

Wiile "meve zesumed that we needed »s Christians, more snd more kncwledge,
more gnd more expertise, more ard more insight besed on the lotest

informestion, s istics, invesiigations, resezrch end comnuters.

Trus, et the very ‘springs’® of our cazlilins ess disciples, we heve
been constantly omnen to every new nlngoooao"(i)

3 4

Y¥o-one is suggesting that we persist with out-dzted material and
ignore the veriety of teaching zids newly available, but what is
needed is not simple modernisation but a revolution in thinking so
thrt, through critical awareness, we may mcre mezningfully speak
of ’developing® the Religious Education Curriculum.

"The organisestion of the curriculum requires the investigation

s

of whet we usuelly term the ‘*hemrtic universe of thes educstees

I3

Tarxen es the voint of depariure of the process, th mestigation

€M)
|_J

Py

of the ’"themztic universe’® not orly reveals to us the pre-cccupstions

-

or of the world."{4)

o
t

the educetee, but zlso their state of percerpti

('R

" N

he sterting point is crucisl, e begir from ‘reslity' snd not

()

ideas, Before setting up sny of “is culture circles, Freire insisted
tret his co-ordinators spent time ® investigating'® the locslity in

order tc discover a "minimum core' of vocabular,:, o culture circle
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=s thet which hrz cceurred in tne Third verid, Crly cuch o wowivel
~ RERNE N £ I R, /oy
cen deal with the realities of ihc urbez scere.” (D

Pecognising thet Vincent is -ddressing svecificslly
he nevertheless tcuches on the key to successful develomment in the
urban church and for the development of Religions Zducetion, This

ig the need to ‘deal with the realities' in his cease ’of'the urben scene’
in the case of the school the rezlities of the *themstic universe

es’, The Theologies of Liber=tion recognise that

o €
for 400 lons the "suburhen® version of the gospel hes clrimed &

!,

monopoly. 48§ = cerseguence Latin ‘merican theologiszns hsve zitempted
to formulste a kind of ’grass-roots' theology whose stzriting pcint
EN

is the cormon reed of t':e peoovle. Cur schools do nct only serve

urben loceiities = Religious Egucation is teught in the schools of

0]

suburbiaz - what is nee&gth n before zny curriculum policy or strategy
czn be developed is zn sttempt to take the context seriously. A
careful =nrlysis of the specific situstion in which Religious
Education tesching is to tzke plsce paying due sttentiocr *o historical,
sociological, economic and cultural rcots is necessary.

T 1,

In Pedagogy of the Onpressed, Fieire relrtes the story of how ore

of ris investigators showed 2 gwoup of tenement residents a picture
of a drunken man walking on the sireet and three yvoung men conversing
or: a2 street corner, Having considered the picture for a w-ile the
group seid:

"The only on there who is productive and useful is the souse who is
returning home after working =11 day for low wsges znd is worried
about his femily, because he can't tzke crre of their needs, Fe

iz a decent vorker. The other three zre good-for-nothings, lezing

zway their time."(6)

Twe epsuing conversstion wess absut low wages, social
h
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exnloitation. The investigstor

on ‘'aspects of zlcbholism’,

This story must scund s sympathetic chord for every Religious Fducation
Tercher who hrs ever plsnred z very 'up tc the minute' ‘on the bLell?

discussion for hies clrss on such controversial topics #s ‘'drugs’



Sremt, teamnoanoe Litv !, oorToodo OO0 e cidher Liz ostudento
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vevren’t interested or That the discuzelonm Jid not turn out as ke
- .
rlrnred,

of the situdenis, Cbvicusly ihe pnerceniior of *thr grour »2erticinarnts
in Sentiago weog different to thet of the irvestigastor who hojped fto
discuss ‘drunkeness’, Hew can the Religious Educestion tcachsr hope
to overccme this discrepesncy between his own znd his pupilsjlevel

of perception? Crie wzy, as zlready indiceted; is 1o ‘investiigate
the themr tic universe' of the stucdents, tut this cennot be only
one/way investigntion, I7 educr tor/educstee are co-subjects in

the educationsl zci, the eacducsior will no longer have the right

cr even the desire te establicsh the curmiculum content, Te will
recognise thet it does not telong exclusiwely to him, S tudents

rugt be involved =zt thz initizl stages of develooing the curriculum.

—

Ireire's teams consistently rejected the conventional primers ir
their literscy programmes, They preferred to mrke their own, besed

on the rich vocabulzry of the group prrticipants who, zbove all,

had °the school of the world?, Cur heligious Xducation students
have this too. Before any Religious Zducetior curriculum is developed

the Felirious Education teacher needs to listen, notice znd zct,
irn comrunion with the =ztudent, on the reclities of their own culture
ara situstion, Ferkaps it ig our leck of atiention to this ‘pre-

irvestigation' thzt hrs brought about so much ‘perfunctory’ and

‘uninspired® Relirious Educsticn work. Freire cells us to ¢ 'new
vision'. If we heed his cell, criticism such =g th=t which follows

will decreszse:

"Heports and surveys on multicultural education produced by the
Whites cannot bring constructive changes becguse they hsve not
lived in Brixton, Hackney, Toxteth, Southsll, but in Cembridge =nd
Oxiord."

"So in prepsring s multi-ethnic curriculum, it is essentirl that

perticuler zroups should prepere it on behalf of their resrpective
crovne o get the lasgitimete involvement, stering end iritoppation
with 2 wiew to building u»n the identity of persons in the ceatchment
-rea for cresting unity in diversity, rarmonious integr-tion and

2
replecement of racirl disadvantage.”(7)



i
’

P TR T AP

studenis, Iz is confiidecal 2bhout the
on The curriculun vhose cievcture is Yesed on the theres invest-
=2t2d bezccmes for the educetees a serics o

investirated, eduvcstion for liberztion *rk

ichantobetaxs irgtion of the tlizmcotic
. N AY
universe a problem.{8}

A1

Once the curriculum hrebeen organised in this wey, the methed by
which we nroceed must be dialozue, Vihat if the students reject
the cizlogue? Religious Zducstion teschers sre often thwarted by
t

he
If meterial is presented problemsztically znd if the conient ol the

o

°seeming’ unwillingness of their studenis to 'join in discussions’.

Feligious Zducetion curriculum has sprurg from the pupils themselves,

and their relations with the world, we will have gorne a long vay

tovzx»ds sclving this problen, Lowever, *there is rsrother sice %o
te issue, Criticel perception cennot be imposed. The heligious

Zdvcetion teccher, ss professionel, must be zwere of the drnger of
wihat Freire cells *Cultural Invasion®..

"Becesuse the snswers peasents give to nzturazl chellenges are cultursl,

they cenrot he replesced by superimposing the eguelly cultural
responses {(ours) th it we ‘extend' to them."{9)

Cultural invasion is snti-di e
"Tre inveder thinks a2t most, rbout the inveded, never with them."(10)

‘s religiouvs Lfvcetion *terchers, we should be ever vigilart to zvoid
the chrrecteristics of an invesder, Tris will mesn th-t 'frilure?’

cannot be -ssesszed in terms of the ‘shiftlessness’® or ’'inferiority®

of students., The 2im should be one of culturel synthesis. This
crn be aptly illustrsted in the British gontext by reference to the
E.F.A. school, The school in such an arees must build on the

cultural brekground of the children and not set up a conflict situstion
between the values of school and the values of f0mCe in Eeligious
Bducetion we cen svoid this conflict through =2 willingness to
offer opportunities for pupils to 'tell their own taleg’,
Jrvid Sreppard hesg written:

lower Family Contre we encoureget adults gmd tzan-gers
to joir smel1 groups; where they could telk =zbcut issues of 1life,
e zlwzys began on subjects which were witrirn peonlds experience.
No-one wes mede to feel silly or ignorent, On thet sort o

some confidence building can begin. Other inner city perishes tell
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iscussed grow in confidence
vhen they are ssked to tell their story, znd wien their story is

clearly velued,

1%t ghiould be o

many different stories ouwr members rnd those sround the edges of

our comnsny, hsve to tell.

be involves

2}
o+
O

Understanding whet young neople feel their need

careful listening.”(11)

Ve need to offer our pupils the opportunity of submitting their own
distinctive hopes and stories a2nd recognise the poweriul votential
end alternztive r.odels such existential experiences cen cffer,

This rmay mesn = re-evgluzition of theological terrinology, a glorying
in the seculsr, contemporery or temporsl. It will meen whet

Treire meant when he "cortinued to meet Christ szt the corner of

tre street”.(12)

rinally, en unwillingness to psrticipate in dialogue can zlso be
expleined in terms of the Culture of Eilence. Where the right to

a voice hrs been cenied, people live in the Culiure of Silence.,

This is not simply = Third Yorld phenomenon. In the prefsce to
Cultural Lction for Freedom. Joao de Veiga Coutinho writes:

"Freire invites the hitherto silent sectors of the =ffluent world....
to 2 rediscovery of the world in which they live and of their

own veocation in thet world, in di=logue with its periabsa”(13)

Freire wes not unacquainted with the ides of 'unwillingness' to
dislogue in his own culture circles, He did, however, offer

this expl-nation which mry De of help to Relirious Education teachers
struggling with 'unco-operative’ participants in discussion groups:
Meeoes Deasants do not refuse to dialogue becaure trey are by
nature opposed to dizlogue. There sre historicel-sociological,
cultural snd structural re=sons for their refusal.....

This is the consciousness of the opnpressed with no experience of
dizlogue, with no experience of participation, the oppressed =are
often unsure of themselves, They heve consistently been denied
their right to heve their say, hsving historicelly hsd the duty to

only lister znd obey."(14)



It iz rormzl tn-t they alrost zlweye mezirntain sn ~utltude o

7 =
I e T,
e myth
PR N - 2 e - AR
ol thelir own I morrrce, i 13
A Telipious Freucation teacher zttemrnting to develon the curriculum
from tkz perepeciive of Frulo Treire, rust be wvotient, Crauce
will e slow, but chenge w be revarding 1f r& mrinteinge bPlirusd
in the peonle..... feith snn¢ irn the crestion of z world in
wrich it will be ersier to love.”{16)
Yew ways 1ic develon tre Zelirsious Lducetion Cu riculum? Ir-. estigate

marils,. be careful not to invsde their culiure end above all, offer

iem the opwortunity of an ‘asprenticeshin in nerningz the world®,
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The finel section of this present study hes cffeved ths thousght and
work of Tevlo Treire in its thzolopgicel contert 2zt ¢ merns of engagirg

cvoso We zre =t a point in history of the 'modern' world et which

*re sccented framevork of uncersiarding hes become insdegu te arnd

2 nev framework is celled for....." {1}

Zichiop Tewbigin offers Folenyi's ficduciary fremevork as the sterting
i3 e
ncinvte

P'e must now recogznise telief once more as the source of 211
Frnowlede€oooow

Fo intelligence, however criticsl or origiral, cen operste outside
such 2 fiduciary fremework,"(2)

Ir mery wrys Freire offers us a2 *fiduciery’ framework brsed op his
ovn Latir imericen Christian Feith, snd on his continuing faith
in men, He =#1lso offers us r» chloice. £t the crossroeds of 1984
Feligious ¥ducstion cen be either for domeztication or liberstion.
Seme mey opt for the "troad woy® which lezds to demesticetion,

Hin thet..... educetion for literstion implies # consient risk which
we do not alw ys wert to var, rince we sre tempted by the sitability

we 'ferr to lose'."{3)

Liver~tion cennot be imposed. The Ls1tin pmerican Bishops =t their
conference at Medellin, declsred 2 ‘preferential option for the poor'
and Liberriion Theology provided them with the mesns of confirming
Y

that option, Paulo Freire hrs offered us some upusuel idess on

his own 'biss to the poor', in “the slums of Brezmil.

[as

of
Tor us, hevre in Britain, *he voice of Psulo Vreire ray go unheeded-

r ¢till choose the other way =t the crogsrosds, Trirkins in
the Freire way involves commitmert snd coes require of us e sgre-ter
risx, but:

"Ir tre lony run, in preferring stability, immobility, self-censure
conspiraticnal silence, 21l we do is rerounce liberty, beceuse we

are afraid of it,"{4)
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ruzrd looking approrch - accepting
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the nrophetic church in Leatin “roricz, 1Is

"must move forwsrd corstantly forever diin

Freire never clzims thet tiois will be ezsy, but surgests it will

he worth doing. Such 2 view of Ileligious Zgucetion will mean that
it will be pexrt ard parcel of 2 continuous educstion, If cood

citizens produce good educstion, then good Relisious hducetion will
produce good citizens (good rebels). Leligious Edaucsztion with

'the school of the world® will truly be community education. Freire
worked with adults. If we szy thet his thought cennot zpply to
children we divorce the schoocl from the community #nd isolate the
gschoel 2s ~n institution. freire is not azzinst the ‘institution’,
urlike Ivan Illich he would not zdvise teachers to leave the school,
but would encoursge us to "do in histery what is historically
possible". (7} If children sre to be educsted zs pert of the

community, what srplies to ~dults must also apply to them.

Ve cennot transplent Freire neither can we ignore him beczuse he

speaks from a different situstion.
"For us #s rerders of Pedagogy of the Ovrressed..... we can't sssume

ve shere Freire's culture snd mentality, we cen only granile with

Freire on his own dialectical and dialogical groird.....” (")

Prom a Lstin Americar verspective Freire ecks whether we ere willing
to risk freedom ss educztors. The theclogies of iiheretion esnd
Freire's educetion for literrstion offer us useful prrzllels.

Feverend Tr C J YUright, Secretery of the Augtrzlizr Council of Churches
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ine of chduestlion lg dertnnding snd importani, bul even more imnortent

hooks is setien/vaflection. reflection/ection orn the

tt

. . R . v !
by Australi:-ns ir 2 world wecweopective.” 9

2 . R . , T,
errncing tors theory lg to meole
~ o Tvrme i
~of Relizious Jduceation fn Trid

act on tnelr particulesr British

they vill be guilty of 211 the zttributes of 2 rois

clenzing cymhal with their constent ’be-bi-bo-bu’."

Ve need a fresh vision of our own situstion:

“Buropesns and Forth Americens, with their techneclogicel sccieties
have no need to go to letin America in order to become zprophetic,

Trey need orly to go to the cutslirts of their big cities without

1 P4
reivete or shrevdness arnd there they will fird suffliciert stimulus

to do scme fresh thirking for therselves, They will firc thensclves
confronted with verious expressions of the third world. They can

begin to urnderstand the concern which gives zlge to the pronhetic

position in Letin hmerica.”(17%)

Fresident lyerere commenting on the educztion programme in his
country hrs sesids

"While some countries aim at the moon, we are piming at the villrge.”
12)

,’\r«J

Perhaps this could be gn indictment of our pwn Relipious bducation
ching - we h-ve =imed 2%t the moon !gigéé\of the Cityoooo.tOWhooooo

kousirg estate? Prulo Freire's philosophy znd the theolo ies of

lirer~tior come to us from the ‘villrgze' wey of thinking. Frem the

emancipatory viewpoini our zim must alwsys be the villegre, rs

opposed to the moon for:

¥ .e..1t makes little difference in whet specific eres education
haprens, it will zlweys be an effort to clarify the concrete context
in whick teacher-students and student-teachers zre educzted and

are united by their presence in zction. It will alwsys be a

demytholopising vrexis."{13)

nan srticle entitled "The Limitations of Paulo =

iny F——!

rs commented thate
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‘megnificont feilures’) end ..... reformers 211 too often end un

o)

ir evile in multi-nstionsl educstionsl corporetisne (INTE0D znd

moo e e % wfasy
Tne .00, .00,

gemes or even gimmicks, Lbove all, this study iz » nles that we

listen to the voice of Pzulc Freire, 8 2 gecholsr and ss = fellow
human being wihose compassiorn for those "who strug.le for z voice
carnct be denied?, he cdemerves a hesring. e rry ceny the vzlue
of Freire;, wve mry refute ths nossibililty of ¢ werld vierein it will

crsier to love, we mzy reject his crzlleige ard relvee kis liber=
€
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Treive, P, 'Wre Imnortercz ¢f the act of wesding?, in
Journal of Zducation Vol, 165 Vinter 1983 nre. 5-11
Ibid
Tbid
Ibic
Ibid
Sheull E. in the Foreword to 'Fedagogy of ithe Oporessed!
cp. cit. p.t0
Treire, 2, dedicetion in ‘Pedagory of the Cnprsssed’
cp. cit, frontniccs
Freire, T, "Tre Tmportence of the oct of we~dive,’ cr. cit,
IF'eehic, E., "Titerrey and Bsvolutiorn : the Pedazogy of Paulo
Treire’, fll"o Press Lté 1930 p.5
Collire D.I. 'Peuvlo Freire : His Life, VWorks and Thougkt!
Pzulist Press 1

PR
ss 977 .8

Treire, P. ‘Cultural acticr for Freedom? Pensuin 1972 p. 17
Ibid ».18

IMackie B, 'Literacy =nd Revolution s the Pedagcgy of Pzulo

nd
Treire’ op, cit. p.119

ater 2 ¢ Roots
lizckie, B, *Literrcy and Revolution : the Pedagosy of Paulo
Treire} Pluto Press Ltd 1980 p.93

~tion : The Practice of Treedom' Vriters and
ng Cooverative 1976 1,29
P

in ?reireg P, "Tducation ¢ The Prazctice of
e

ne.cite

™

Mackie, E. *'Literacy and Revolution s the Pedagogy of Paulo
Freire! op, cit. p.96
O

t

Freire, P, 'Zducation : The Practice of Freedom' op. cit. p.58

&
Freire, F., "Tducstion, Liberrtion srnd the Church’® in Study
Encournter Vol,iX, 2c.1 ..C.C, 1973

Guoted in lrckie, K., *Li nd Revclution : the Tedazogy
Do i

of Prulo Freire'® o
Collins, D.E., 'Paulo Freire, Fis Life, VWorks anc Thought’
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cr.nit. w20
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P e LTl
of Frulo Iveire! on.cit, 191
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2o p 104

Ouvoted by leckie, . Ibid p.1C8
Mroted by lackie, E. Ibid ».109
Treive, T, 'Cultural bfeticn for Frecdes? om.cit, T4

- x)

Vrelile, B, "Litewrcy 2and Levalutisn s fthe Tedszorr of Peulo

: T .

ZTreire’ cn.cit. 175

- - )

Treira, D, ‘IZcucstion ¢ The Frectice of Freadonm' cop.cit. .45
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Zbig p.4°
Iviu p.4d3
Ivid p.44

Freire, P. "The People S
=vrd “rite in Sro Tome &
heview Vol. 51, Yo.1, Fe

r Yord ¢ Lesrning to Eer
>? in Harv rd Educestionesl

b
Treire, P, ‘Educction ¢ The Prectice of TFreedom® op.cit., p.50

.

reire, P, 'Culturzl fciion for Treedom' cn.cit. p.26

Thi
hid

reire, P, 'Education : The Przctice of Treedom' op.cit. p.42
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Zrovmng Do Clitcroey ir 30 Towrn - Peulo Treimeie Frocsss in
Tort 22t Brrzil?! ov.cit, 2.5

Treire, ¥. ‘Cultursl ‘fction for Fresdeom’® op.cift. 1.22

Freire, 7, ‘Fducetion : Tne Prectice of Ireedem?® on.cit., p.47
Ixig

Bee, B, "Tre Politics of Literrcy’ in "Liter cy ené Revolution
the Pedsgogy ¢f Paulo Freire’ edited by Hohert leclkic, Pluto
Press Limited 1980, p.42-=43

‘reire; P, "The People Sperv Their Vord : Lerrning to Eezd and
t.rite in Szo0 "ome snd Princive’ oz.,cit. p.30

Tee, B. ‘The Folitics of Literescy® op.cit. ».42

e F. 'The Feonie E£rer’ Their Vord.....” ¢T.cit. .29
Freirz, T, 'Wultursl Lctior for Treedon’ on.cit. .30

€
Zee, 3, 'The Folitice of Litcreey? op.cit. p.5%
Ibid 1,51

Freire, P. ’'Pedagogy of the Oppressed® op.cit., p.61

Chenter 4 ¢ An examinction of two centr-1 themes in Freire's

o)
Tducationel thousght,

tion for Freedon' Feaguin 1972 ».29

c o}
Sh-ull, R. ‘Pedagogy of thc Oppressed’ op.cit. p.10

Treire, P, 'Educaticn ¢ The Prectice of Freedom'® Writers »nd
Rerders Publishing Cc-operative 1976 p.126
¥reirey, P, in 'Fducetion : domesticaticn or litersticn' in

Prosnects Unesco Vol.2, Per

'%

t 2, 1872, p.173
. "Wultural Actior for Treedom® op.cit, p.21

Freire, P. in 'Gducrtion : domesticrtion or libersztion'® on.cit,

Treire, P, in ‘Hprcesrch Met-ods' excerpts from 2 presentstion
given by Freire =t ¢ serinry 'Chudies in fdult Edue-tion' =

the Ipstiiute of Adult Fduc:tion in Irr-—ee-Lrla-m, Tenzeniz on
20 July 1972 and nrinted ir Titexrcy Discussionn Srrirg 1974 =,

Freire, P. 'Fducetior : domestication ox
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Creire, T, ‘Zcucetior ¢ decmesticeation or liber-tior' com.cit.
Treire, P. ‘Heseerch Methods® or,cit. ».136
Loia p. 3T
fliterscy

colu . : iro g
A ~vc:ui onsry DJilemrmz for the idvls Tducs sor, Syrercuss, L&V
York ¥ric Clesring House on 2dult Tducstion
Freire, F. ‘Zaucstion, Livrration and the Church’® in Sinly
Tncounter Vol IX; Fo.?t, “.L.,2., 1973 p.700

ton, B, "Paulo Freire s lNotes of z Loving Lritic? in
Cretowski ‘Peulo FPreire : * Revolutionery Dilemms for the
Adult Ecducator?

Treire, P, ducetvon Dollt ics end 2 Vis
sation with Pp ire), Dreft Text of -rticle
Higher Tiucriion Suzxjerent 1307073 T

Starrett; I, 'On Psulo Freire snd the reforrn movexment'op.cit. p

r
’, Tduecsticn Folitice erd =

Treire, P Vision c¢f ¥en' op.cit. p.2
Zlire, J. "Secisl Lesrning end Peulo Freire’ op.cit. p.i4

An irterssting eduvcstionzl practice is to be found in Chris
Seerle'’s 'Clrssrooms of Resistence® availeble from “Writers
and Rerders Publishing Co-operriive

Freire, P. "The Pclitical Literscy Process - zn Intrcduction'
n article for the Lutherische Monaishefte and available from

W.C.C, Cffices, Geneva p.4

Treire, P. *'Zduceiion Liberstion and the Church’ op.cit. p.1C0
Tlerke, F. 'Bducrtion/Socizl Chsnge ! Sheldor Press, 1940 p.6
i

reire, P, °‘Edvcestion, Literatio

8

end The Crurch'® op.cit. Do
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U

Freire, P. *Tducstion :z cdomesticetion or liberatior' op.ci

o

oted in Griffiths W, ’'Paulo Treire : Utopian Perspective on
teracy Educrtion for Hevolution' in Grabowski

I L‘" J:)

Vol ILVI, Ho.6 1971, p.438

London, J. °*Tre Relevence of Fsulo Freire for the fmericen
tdult Educstor® in Grabowski.....

Colline, D.E. 'Peulo Zreire : Hig life, Vorks, =na Thought’
Prulist Press 1977, .79

- c. 16

revelation 3
“reire, P. 'Zdue-tion : the Przctice of Treedom’ op.ci

(”OOUnote

-

5

Treive, 2. '& few Fotions about the Vord Cornscientizstion
Zerd C Vol. 1971, p.23

|l)°

Zerd Ches

odhe, B, 'New Zducationzl Perspectives' in Feligious Iducation

p.778

- 30



S

56 Sreire, T, Cultuwesl AcTion for Ireecdom’ con.cit, p.hi

39  Treire, P, "’ few llotiors szbout the ‘‘ord lonscierntizsiicn’ op.cit.
1,24

40 sreire, P, 'Zducetion ¢ The Prrctice of Freedorm! op.cit., p.4dd

41 Freire, P, ‘! few Noticrs about the “ord Conscicntiz-ticn® op.cit,
e 2‘4
42 Fr !

eire, 2. "irn Ipvitetion to conscientizstion snd deschooling'® -
tzlk given to 2ssembly of world Council of Christi c
=nd rerroduced ir BISY July 1271

L+
§o}

43 Flias, J. 'Cocizl lerrning »nd Frulo Freire® op.c
reire, P. 'Ecucetion : The Prectice of Freedom' op.cit. p.43
Cuoted in Gloﬂson9 L. 'Theory end practice in the sociology
of Prulo Z“reire' ir Universitiss Querterly Vol.28, no.3,1974 p.367
46 Freire, P, 'Educrtion : The FPractice of Freedom’® op.cit. 1.56
"reire, P. 'An Invitstion to conscientizetion end deschooling?
48  Ibhid
A9  Ibid
50 Yenrvedy, V. 'Tilgrims of the obvious:or the not so obvious’

RISK Vol.11; no.l, 1975

51 Freire, P. 'An irvitetion to conscientizstion and deschooling’
52 Ibid

5%  Eliss, J., "Socicl lerrring snd Psulo Ireive'® op.cit. p.14

54 Freire, P, 'Education ¢ The Prsctice of Freedom'® op.cit, p.47

see B . yremids of Sescrific enguin /
cee Berger, P. 'Pyr ds of e’ Pen 1977

v

£
Freire, F. 'Corscientisstion snd Liberation’ Interview by
Institute of Cultur-l L.%tion (Geneva) IDAC Tocument, Yo,1 1973
P.117-118

57 TFreire, F. *A few Notions about the Vord Conscientizstion’
0p.Ccit. p.28

wioAn
o\ W

58 Freire, P. in Prefeoce to Pedagogy of the Oppressed p.15
i

» 59 Freire, P. "2 few lotions about the toxrd Conscientize

opecit, m., =7

i

3

60 Freire, P. ‘Ccnscientisa tion arc Liberstiorn! Interview in
IDAC Document op.cit. p.118

€1 ?oz an explanation of the different us=ge of terms ‘live’ and
‘exist® - see Iducrtional Prectice of Freedom footnote p.3
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Treire, P. in discussior with Izn Lister 23 ey 1976

L.etthews, M. ’'Hnowledge, Action snd Power'® in 'Literescy &nd
Revolution the Tedrgo f Peulo Freirve’ (ed, R Heckie)
il g

Tluto Press,

Preire, P. "By lecrning they con tesch’ in Tonvergence, Toronto
Vel.6, no.1 1873, n.79

Tredire, F.o 'Cultured fetion for Treedem’ Ternguin 1672 w50
Freire, ?. ‘Tducetion ¢ The prectice of 7reedbs’ iriters end
Nersders Fublishing Co-ojerstive 1276 .99

Ihid {footnote)

Freire, P. in discussion with Isn Lister 23 Mey 1976

kRef is from Fthice Zudemiz, 1216h 3%-10

Treire, P, "Culturel Action for Freedom® op.cit. n.37

Tbhid p.34

ibid p.43

fucted by Mrtthews in Machie R{ed) ’'Literacy end Revolution,
the Pec(gopy of Paulo Freire’® op.cit. ».8&¢

i} P.90

Zreire, F. ir discussion with I-=n Lister 23 Msy 1976

Brighem, T. ‘'Liber=ztion in socirl work, education srplicsiions

from Prulo Freire' in Journsl of Educstion for Socisl Vork p.10

FPreire, P, 'Literscy =nd¢ the Possibtle Dreem' in Prosnects
Unesco, 19746, Vol.6, Prrt 1, p 71

Freire, P. 'By Leerning they crn teech® op.cit., .78

Ibid

Lickens, €. 'Hzrd Times’,....

Fedrgogy of the Oppressed' Penguin 1972, p.46

Freire, P. "Bducstion : Domesticetion or Liberstion' in
Prospects Uresco Vol°2, Prrt 2, Summer 1275 p.177

Treire, P. 'By Lesrning they csr tesch’® op.cit. p.79

‘reedom® orn.cit, D.150

By

Preire, P, 'Educetion : Prectice of Frx

Freire, P. 'By Lesrring they cen terch’® op.cit. 0.79

Treire, I, in discussion with Fex I-vis ‘Education for Awvesreness
A ts1” with Psulo Freire' »nd reproduced in 'Literscy =nd
Eeveolution : the Pedzgony of Prulo Freire’ {ed) if-ckie p.61
Kernedy, W. “Pilcrims of the obvious : or the not so obvious?’
RISH, Voluﬁ9 o.1, 1975
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1972
5 Lic%ter, I, *The Limitstions of Pzulc TPreire? Ir:ft Text lor

Yeu Scciety review of Fiucetion for Criticel Consciousness

hy Frulo Treire.

6 Lister, I, 'Fducestion, Politics snd ¢ Vision of &
crnversation with Peulo Treirve "Treft Text of =zrt
Times Ligher Zducriicnel Supplerment 73.7.73.
7 Boston Bruce 'Notes cf a Loving Criftic.....'°
& irid
9 Freire, P, in Ziscurzion with Irn Lister 23 liey 1975
12 Sreire; Do Tducetior ¢ The Frsctice of Tveedort on.cit. 0,175
11 Lordon, <. 'Neflections upon the relevence of Frule Txeire for
Americen acdult ecducrticn® in Convergernce Toronto, Vol,5,
Pext 15 1973, p.57

12 Treire, T, %An Irnvitstion to conscientiz-iion znd deschocling
2 tzlk zivern to sscen®ly of Vorld Councili of i
Tducstion 2nd reproduced in RIEK July 1971

13 Freire, P, in cdiscussiorn with Sex Dzvis rorrodac d in Msckie, ZH.
'Liter-cy end RevoWUbloﬁ s the Pedsgogy of Prulo Freirs,

st the centre’ in Times Zduceticnzl

14

15
216 Quoted in Brighem, T. 'Liber-tion in social work, educ-tion
#p licstions from Psulo Freire' in Journsl of Educstion for

uoc1a1 Work p.8

17  Iliich, I. "An Invitetiion to conscientizstion snd deschcoling.....

18  Comnolly, R. *Freire, Prexis snd Educ-tion’ in licckie (ed)
‘Literescy »nd Revolution : the Pedesgogy of Psulo Freire' p.79

19 Feference is to the title of article by Freire : ‘Literccy znd
the Possible Dreem’ in Prospects Unesco 1976, Vol.6, Pert 1,

Chapter 7 ¢ The HNole of the Iducrtor

1 Freire, P. 'Fducetior ¢ The Prerctice of IFreedom’® vriters snd
Terders Futlishing Co-operstive 1976, p.147

2 Tbic p.48

z fuoted by Freire in 'The Politdcal Literacy Process® - 2in

Introduction’ - obtainable from VWorld Coun011 of Churches,
Office of Zducation, Geneva
4 Brighem, T, 'Liberstion in sociel work educ-tion applicrtions
fron Trulo Freire'! inm Jetvr=l of EZducrtion for Scdsl
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Jonvergarce Terontc., Yol.4, Pert 1, 1971, p.61

Ihid

Thid

Brewster ¥neen, ‘Review of thz Pedrsogy of the Opmressedf in
Cenzdian Porum July/iusust 1971 p.30

freire, P. "The Politicel Literascy Process - An Intreduction

Freire, P, "By Leerning They Can Terch’ in Convergence Toront

Yol.6, Yo.1, 1973, p.80

¥

o~

Brighzwm, T, °*Liberzticrn in socizl wor educstion, apnliicrtisns

from Prulo Treire? od.cit.p.8

Freire, P, "Tne Foliticasl Literacy Process - 4n Introduciion’
nneliy. i % i s xis end = stion' in Mrcki e a

Cormelly, R. ‘Freire Praxis znd Zducrtion® in Mrckie {ed

"Literscy’ =nd Revolution @ the Pedzpgopy of Paulo Freire!

Leach, T. *Zaulo TFreire : dislogue, politics rnd relievance’
in Internstionsl Journsl of Life Long Fducztion, Vol.1, Pert

1982, 1.188

3 3 T_’

Freire, I. 'Pedegogy of the Orpressed’ Penguin 1972, 1v.65

Freirve, usas tris term in conversebdion with Ien Lister 23 Moy
1976 eznd incdicates by the term the holder of expert knovwledge
e.g., University Professor

Ibid

realit”' see

For explrn tion of term 'problematisation of
section on Conscientization

Tor the purposes of this study, emphssis is on the transform-

ation of educeiional lesfers

Velker, J. "The End of Dialogue : P=ulo Freire on Politics

end Educeztion’ in Feckie (ed) 'Literecy and Revolution.....'p.136

%+9*10y “A, 'Literescy ¢ the cris

is of 7 conventiconesl wisdom®
rce Toronto, Vol.6, Psr

=3
~ z
5o Pert 1; 1973, p.89
Fox exzmples of “tkﬁ ruling prrty’ hecoming the ‘ruling
5 cee Welker in 'The Frd of Dirloguee,...y O i
VWelker, J. "The Ind of Tirlogue s Psulc Treire on Politics
srid Fducation’ op.cit. p.140
Griffiths, W in Grabowski, S, (ed) 'Prulo Freire : A
Revolutionsry Dilemms for the Adult HWducestor ~ E£IT Clerring
douse 1972
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Compare Ref,

70 in Chapter 7 'The Role of

Treire, I, of the Onnressed®

Penguin

the Educetor?®
1972 p.19

Ie d o Ian Lister whose use c¢f thic phrase seened
perticularly apt - see article 'Tducrticn Politics end &
Visior of ¥en'

n-bgoja('w\

FProverbs 2¢ ATV, )

Treire, P. 'Culturel lction for Freedou'® op.cif. 83
Collirns, 2.7, 'Pzulio Zreire 3 Elg Lifo, lorks ena Thought'’
Peulist Press,; 1977 p.45

Tor o defirition and explanstion of this term, widely used
by Freire see ‘Culturzal Action for Freedom'® p.57 ff,
hasqayCﬁqq F. "Freire, The YMen, His Tcess =znd *their Implications’
ap.cit, 16

?reire9 P. "Rducation the Sractice of Freedom’® Yriters znd
Readers Publishing Co-operative 1976 p.145
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