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Abstract

There are two striking features of mainstream adult education models. First, they
are based on a conspicuous ideology of liberal individualism—although sometimes
at the service of political legitimation and control. Second, for many teachers and
policy makers adult education is an area apparently detached from the realm of
values and devoid of ideological confrontations. This article reviews evidence from
research on adult education and skill upgrading programs inspired by
conventional, mainstream adult education in Tanzania, Mexico and the province
of Alberta in Canada. Three mainstream adult education models are identified:
a therapeutical model in Alberta, a recruitment model in Mexico and a forced
modernization model in Tanzania. A central feature of all three models is the lack
of a participatory rationale.

Resume*

II existe deux traits frappants aux modeles courants de 1'enseignement des
adultes. D'abord, il sont base's sur une ideologic apparente d'individualisme
liberal—bien que quelque fois au service de la legitimation et du controle
politique. Puis, pour beaucoup d'enseignants/es et de responsables de ligne de
conduite 1'enseignement des adultes est un domain apparemment detach £ du
domaine des valeurs et depourvu des confrontations id6ologiques. Get article
examine l'6vidence & partir des recherches sur 1'enseignement des adultes et des
programmes d'amelioration des habilet^s inspires par des modeles courants de
1'enseignement des adultes conventionnels en Tanzanie, au Mexique et dans la
province d 1'Alberta au Canada. Trois modeles courants de 1'enseignement des
adultes sont identifies: un modele th£rapeutique en Alberta un modele de
recruitement au Mexique et un modele de modernisation forcS en Tanzanie. Un
trait central aux trois modeles est le manque d'une analyse raisonne'e
participatoire.

The State and Adult Education

This research employs a state-institutional approach to adult education and
literacy training.1 It does not address non-formal educational policies, programs
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and practices that are initiated, financed, implemented, supervised and evaluated
by agencies from the international system, or by non-government organizations.2

Rather than attempting a complete and systematic picture of the overall
process of policy making in adult education, we concentrated on the different
social actors (policy-makers, teachers and learners), their expectations and value
orientations, and the interactions (contradictions, conflicts, basic agreements)
among them. The study of this interaction does not involve a role-status or a
psychological-attitudinal approach. Instead, we focused on the actors' world view
(e.g., behavioural ethics, language patterns and narratives) as three sharply
differentiated "cultural capitals." On the basis of previous empirical research, we
anticipated that the different social actors in adult education would have opposing
value orientations, but there would also be contrasting cultural capitals
interacting in the same set of institutions and programs. The underlying
assumption is that personal goals and the values of individuals (actors) in
different roles in adult education, as well as alternative cultural capitals, make
a difference in the way the system is organized and operates. Although the study
has the limitation that it was not designed as an historical-chronological analysis,
it offers a provocative analytical perspective due to our focus on the state, political
economy and the institutional configurations of adult education programs as the
locus where social actors interact.

At an abstract level, understanding the role and nature of the state, its position
in the world system and its functions in supporting or enhancing capital
accumulation and political legitimation seem to be analytical preconditions to
understanding educational policy formation.3

The notion of the state employed here is "the totality of the political authority
in a given society (governmental or otherwise) regardless of the level—national,
subnational, or local—at which it may operate."* Thus, it has been argued
elsewhere that:

Political authority implies the capacity to impose a political voluntarism-
elaborated on the basis of the perceptions of the fundamental determinants
for the continuation of the accumulation of capital and the imperatives of the
political legitimation of the nation-state—by means of a system of decisions
in a social formation that is highly heterogeneous and characterized by very
contradictory interests. In analytical terms, therefore, the state can be
considered as a pact of domination and as a self-regulated administrative
system that constitutes itself in an arena of struggle—and at the same time
is an important actor—in the confrontation between alternative political
projects.8

Adult education and literacy training have usually been co-opted by the state
and employed as instruments of social legitimation and the extension of state
authority.8 A number of issues intervene in adult education policies and
programs, including the patterns of selectivity of state action, and the modes,
means and methods of state intervention.7 However, it is not the purpose of this
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article to discuss adult policy formation,8 but to explore the models of adult
education being pursued in the different societies, the predominant rationalities
used in justifying the adoption or implementation of a given model and some of
the key values or system of meanings underlining those models and/or
rationalities. A state-institutional approach to adult education research is based
on a political economy perspective, which provides the rationale for comparisons.

It is important to emphasize that this is a conceptual and comparative article
with evidence from three very different countries with different cultures, histories
and traditions. This article indicates the increasing world dominance of
technocratic/rational approaches, paradigms, modes of thinking and action that
conceal a drive for power and the reproduction of inequities rather than their
reduction. Yet, while the models we have identified are useful for comparative
discussion, like most models they can be rather mechanical. These models, like
any synthesis of complex realities, could be open to charges that they simplify
histories and cultures of resistance and critiques within each country, region and
program. Theoretically, even our notion of development, looking at "stages,"
"levels" or "positions" in the world system, could be challenged, arguing that it is
too mechanistic and linear, leaving out deeper historical and cultural analysis.
Even the notion of "political culture" used here as an heuristic rather than a
normative theoretical device can be considered inadequate for a grasp of the
cultural and political sophistication of adult learners, teachers and policy makers.
We argue that the measures of political culture incorporated in our analysis are
suggestive of patterns of understanding and systems of meanings. While these
measures of political culture serve to outline key features of an actor's political
and cultural thinking, they cannot fully encompass people's intellectual, cultural
and political understanding or people's political actions. While we are aware of
the limitations of political economy approaches, even combined with political
culture perspectives, we believe that work of this kind is required if cultures of
resistance and critiques leading to a progressive and democratic change are to be
achieved. In this regard, we hope that this article provides a useful approach and
method for analysis of other programs and countries, and has potential for further
development.

A Political Economy Perspective:
Canada, Mexico and Tanzania as Research Sites

In terms of socio-economic development, participation in the world economy,
political system and prevailing ideology, the three countries are quite different.
It could be said loosely that in terms of economic development and growth,
Canada is in one extreme, Tanzania in the other extreme and Mexico somewhere
in between9 (see some indicators in Table 1). However, an important factor to be
stressed is the difference not only in socio-economic development but in terms of
national autonomy: to a greater extent, Canada is a major player in the world
system while Mexico and Tanzania are still dependent societies—a situation that
does not preclude capitalist development, but in which such development is, to
borrow the fortunate phrase of Peter Evans, dependent-development.
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Table 1: A Comparison of Some Basic Indicators
Indicators Canada Mexico Tanzania
GNP per capita (US dollars) 13,680.0
Life expectancy (years)
Illiteracy rate (%)
Educational expenditure (%)
Radio receivers (per 1000 inhabitants)
TV sets (per 1000 inhabitants)

76.3
7.0
8.2

825.0
481.0

2,080.0
65.4
8.0
6.4

173.0
108.0

290.0
53.7
53.7
15.3
29.0
~

Source: Third World Guide, 1989-1990: Facts-Figures-Opinions. (Montevideo: Third World
Editions, 1990).

From the perspective of socio-economic development, these countries represent
different stages, levels or socio-economic situations. Canada, with a GNP per capita
of $13,680 and a life expectancy of 76.3 years, is considered a developed country.
Mexico, with a GNP per capita of $2,080 and a life expectancy of 65.4 years, is
characterized as a developing country. Finally, with a GNP per capita of only $290
and a life expectancy of 53.7 years, Tanzania is considered a least developed
country—one of the poorest 25 countries in the world.

The classification by UNCTAD characterizes Canada as a developed market
economy, Mexico as a major petroleum exporter and Tanzania among the least
developed economies.10 Taking into account Wallerstein's World system approach,11

these countries also have different positions within the world capitalist system: a
central or core state (Canada), a semi-peripheral state (Mexico) and a peripheral state
(Tanzania).

In political terms, Canada has a welfare state, a parliamentary democracy, pluralist
party competition and a federal system based on provincial autonomy in many
welfare areas, including education, housing and health. Mexico has a peculiar political
structure resulting from the first social revolution of this century, where the state has
developed corporatist features12 but at the same time has many characteristics of a
liberal parliamentary democracy. The party in power has ruled the country for the
last sixty years, but allowing political competition in the parliament, the government
of three (small) provinces to an opposition party and private control of the mass
media. Finally, Tanzania has a strong corporatist structure and a one-party political
system with the Chama Cha Mapinduzi as the ruling party.13 Political parties other
than the official one are forbidden. Access to information is controlled by the state.
Newspapers and radio stations are controlled by the state.

Prevailing ideologies in these countries are related to the aforementioned political
and economic structures. In the case of Canada, the society's prevailing ideology can
be seen as individual liberalism. In Mexico, the federal government's prevailing
ideology is shaped both by a blend of its corporatist cultural and political experiences
and (Mexican) liberalism.14 The prevailing ideology in Tanzania is shaped by
corporatism, resulting in a sort of Fabian-socialist model known as "Ujamaa," which
may be translated as "communal socialism" for self-reliance.15 While in Tanzania the
prevailing ideology may be labelled as a "closed," highly coercive state corporatism,
the Mexican state operates in a relatively more "open" societal corporatism.
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Despite the particular history of each society, all of them have experienced
important changes in adult education policies. Within Canada, the province of Alberta
is at the forefront of adult education experiences. Although it represents only 10
percent of the Canadian population, the province apparently trains 25 percent of
Canada's tradesmen.16 In the national study conducted by the Southam news
organization, Alberta ranks second-best in literacy training and is clearly one of the
best in terms of resources devoted to adult education.17 In academic programs, but
especially in career development, the province is continuously evaluating the
outcomes of programs applied in countries with similar characteristics, particularly
European nations and the U.S.. By comparing its own programs with other programs,
argue Alberta's policy makers, the adult education system in Alberta integrates the
best elements of different experiences, improving its efforts year by year.18

In 1944 Mexico undertook one of the first successful mass literacy campaigns of this
century with the result that 1.5 million people were literate, setting an example for
campaigns to be carried out in Latin America. The involvement of Jaime Torres
Bodet—the mastermind of the Mexican campaign—in the founding of UNESCO
probably influenced the earlier orientation of the institution towards supporting
literacy training, and it became one of the main advocates for literacy training in the
world system. In the 1980s, Mexico developed a highly sophisticated adult education
system, being one of the first countries to produce books specifically for bilingual
literacy training of its indigenous adult population.19

Tanzania's mass literacy campaign was one of the most successful experiments in
literacy training in the World Experimental Plan for Literacy carried out by
UNESCO,20 and its ongoing series of campaigns, despite mixed reviews, is considered
among the most efficient in the world.21 The speeches and writings of Tanzania's
former president, Julius Nyerere, have been highly influential in international circles,
particularly for Unking education (particularly adult education) to self-reliant
economic and social development.22

In the context of the Commonwealth Association for the Education and Training
of Adults (CAETA), Paul Fordam and a number of adult educators argue that
Tanzania

.. .was the first African country to mount a successful literacy campaign, and the
first country to do so before aiming for universal primary education; it is the only
country in Africa to create a large cadre of generalist adult educators, mainly,
but not exclusively as part of the literacy programs of the early 1970s; these
achievements were followed very rapidly by a decision to try and achieve
universal primary education by 1977.23

Common Policy Patterns

A central concern of this comparative study was to relate the characteristics of each
state and its position within the world capitalist system to adult education policies
and practices. The character of the state was related to the predominant ideologies
in society and the prevailing philosophy in adult education. The latter was explored
through the analysis of the values, perceptions and expectations expressed by the
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main actors in adult education, namely policy makers, adult educators and adult
learners.

It is interesting to note that, despite important social, political and ideological
differences in Alberta (Canada), Mexico and Tanzania reflected in the organization
of their adult education programs, some common patterns were observed.

There is a clear social distance between policy makers, on the one hand, and
teachers and learners, on the other. This social distance can be attributed, especially
in the cases of Mexico and Tanzania, to differences of income and schooling.
Tanzanian policy makers receive an average income equivalent to fifteen times the
national minimum salary, while Mexican policy makers receive five times the
national minimum salary. Teachers, on the other hand, receive 1 to 3 times the
minimum salary in Tanzania and 0.25 to 3 times the minimum salary in Mexico.
Learners in Tanzania receive an average of 0.25 of a minimum salary, and 70 percent
of learners in Mexico receive no income at all. In Canada, income distribution among
the three groups is less uneven. The difference between policy makers and teachers
is minimal, since both groups receive between 3 and 4 times the minimum salary, and
seniority for income purposes is important. Learners, however, receive on average
approximately half of a minimum salary, but in many cases they earn their living
through students' allowances, training allowances and the like.

In Tanzania, the income gap between policy makers and teachers is the greatest
of the three countries. However, in the three countries policy makers do not differ so
much from teachers and learners in terms of their parents' occupation and
education.24 Many parents of Canadian policy makers have working class occupations,
and 40 percent of teachers' parents are blue collar workers. Although parents of
Mexican policy makers have a more heterogeneous social origin, 50 percent of
teachers' parents were peasants (of the 28.4 million Mexicans who in 1992 resided in
rural areas, 6.3 million worked in agricultural activities) and 22 percent have blue
collar occupations. Finally, most Tanzanian policy makers' parents have a middle
class background, while 90 percent of Tanzanian teachers' parents were either
peasants, craftsmen or blue collar workers. Learners' social origins were consistent
across the board: 56 percent of Canadian learners, 66 percent of Mexican learners and
87 percent of Tanzanian learners have blue collar or peasant parents. Since few
parents of policy makers or teachers have performed occupational professional roles,
and considering that almost no policy makers' or teachers' parents have been
educated beyond high school, policy makers, teachers and adults in adult education
seem to share similar social origins.

Interestingly enough, teachers of both academic and skill upgrading programs in
all three countries have virtually no pre-service training in adult education. Similarly,
adult learners, as measured by income, schooling and parents' socio-economic status,
belong to the poorest population groups in the three societies.

The characteristics of adult learners vary according to the program in which they
are enrolled. In all three countries, skill upgrading students are predominantly male,
on average younger and with higher socio-economic background, cultural capital,
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political culture, work experience, expectations and aspirations than academic
upgrading students. Academic upgrading programs, on the other hand, have more
females and senior people whose socio-economic status, political culture, aspirations
and expectations are lower than the sample average. Gender differentiation varies per
country; while in Alberta, Canada, distribution of students by gender follows the
demographic distribution of the population, in Mexico and Tanzania learners are
predominantly women. In general terms, skill upgrading programs tend to have male
teachers, while female teachers tend to work in academic upgrading programs,
although in Canada the picture is a little more balanced than in the other two
countries. Policy making in all three countries is an activity almost exclusively
commanded by men.

Actors across the board are not very critical about their own performance in the
programs nor about the efficiency of the programs in achieving the proclaimed goals.
With a few exceptions, and with different degrees of elaboration, the three actors
share the view that the programs are working properly, and efficiency is seldom
questioned. This view is complemented by an apolitical perception of the role of adult
education.

At the level of policy makers' language, it is technically aseptic. In Alberta,
particularly, the rationale for adult education is raceless, genderless and stateless.
Aseptic, non-controversial language is used, with a great deal of borrowing from
organizational theory, and educational administration behaviourist-oriented theory.
Key categories used in their administrative language are inspired by system theories,
human capital and functionalist paradigms.25

In the context of vertical organizational structures in the three countries, programs
are considered trouble-free. For policy makers, if a problem is found in a given
program, teachers and students are more likely to be blamed. Policy makers have
seldom questioned their own performance. Policy makers, showing a patronizing and
paternalistic attitude, tend to systematically underestimate learners' knowledge and
concerns. For instance, a Tanzanian policy maker, arguing the importance of adult
education in socializing people in the new values of the system, emphasized that It
is important for the people to understand our policy of socialism and rural
development. They should also learn the political systems of other countries in order
to compare them with our system and see how our system is better than other
systems." These are indeed curious remarks. Learners, as the "common people" in the
semantics of the sentence, are "outside" the policy of socialism and rural development
in the country. Thus, learners might not be at all clear about the virtues of
Tanzania's socialist system, which in the view of this policy maker, is far better than
other political systems. Parallel concerns—with different ideological orientation—are
found in statements by Albertan and Mexican policy makers.26

Teachers tend not to see shortcomings in programs and, when they do, students are
the first to be blamed for them. When lack of support from policy makers is perceived,
some teachers welcome this lack, of involvement from the upper levels of
management. A Canadian teacher, satisfied with policy makers' lack of knowledge
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about her work in education programs, commented that "I make the decision on what
to teach and how to teach since in essence my decisions are the curriculum."

Adult learners are even less likely than policy makers and instructors to identify
problems within the programs. They are grateful for the opportunity to learn,
accepting it as charity, and everything seems to be fine. Adult learners also
participate in the process of "blaming the victim"; given the organizational structure,
like in a self-fulfilling prophesy, they tend to blame themselves for any learning
problem they might encounter.

Taking into account indicators of political culture in the three countries,27 the
political culture of learners seems not very sophisticated. However, differences in
knowledge and information are present since political culture seems to be more
sophisticated among urban, male, older and skill upgrading students.28

Teaching methods are based on traditional techniques such as lecturing by the
teacher. Group work and collaborative approaches were barely implemented in the
classrooms. In the three countries the perceptions of teachers and students vary along
program lines. Academic upgrading and literacy training teachers tend, in a much
higher proportion than skill upgrading teachers, to think that their students are not
able to cope well with their studies. Quantitative and in-depth interviews clearly
indicate that students with higher attendance, work satisfaction, expectations and
aspirations, and a more refined political culture are those enrolled in skill upgrading
programs and living in urban areas. Factors such as gender, work experience and
years of schooling seem to have a more limited influence in forming those
expectations and aspirations.

Main Policy Differences

A first distinction to be made is that in Alberta, Canada, learners are full-time
students. In addition, a great number of them receive financial support from the
state. In the other two countries, learners do not receive any financial support, and
the majority are part-time students. In Canada the social distance between
instructors and learners (measured by indicators such as income, political culture,
schooling, perception of the program's goals, etc.) is wider than in Mexico and
Tanzania.

Teachers' institutional profiles differ in the three countries. In Alberta, adult
education programs have very low job turnover and employ professional, university-
educated teachers who have worked in adult education for an average of more than
8 years. Mexican adult educators are usually volunteers who earn a symbolic
remuneration. They have little experience in educational matters, having worked on
average only two years in adult education, with high rates of absenteeism and job
turnover. As one Mexican teacher said ironically: "the state pretends that it pays us,
and we pretend that we work" In Tanzania instructors are usually school teachers
in regular day schooling, and who supplement their income by teaching adults in the
evening. They have no training for teaching adults, but given the lack of other
occupational opportunities, there is very little job turnover.
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One of the main responsibilities of the teacher in Mexico is to recruit students and
incorporate them into the programs. Many teachers recruit their own groups of
students and receive a small honoraria. Since payment varies according to the
numbers of students and groups enrolled, enlisting students for literacy training
courses is a priority for teachers. This system leads sometimes to corruption and the
"inflation" of enrolment figures or the creation of "phantom" groups.

While in all three countries adult education attempts to integrate the adults—who
are perceived as "marginals" or "left behind"—into mainstream society, the
characteristics of the process vary by country. In Mexico and Tanzania the emphasis
is placed on massive integration of the adults into the political and economic projects
of the state. In Alberta, Canada, an economic rationale—to prepare qualified
personnel for the needs of industry—is combined with a culture of professionalism
developed by highly credentialized teachers. This, combined with the low cost of the
studies, given government allowances and fellowships, usually results in a highly
selective process, with adults filling lengthy waiting lists, particularly at times of
economic recession, to access the system as students—obviously a much better
prospect than being unemployed.

Teachers' views also differ. While in Mexico they relate adult education to the ideas
of social justice, community development, national integration and economic growth
of the nation, and in Tanzania they also add to the above the notions of socialism and
self-reliance, Canadian teachers emphasize a liberal-individualist perspective,
pointing out their contribution to the preparation of individuals for their smooth
integration into the market, increasing learners' abilities, work ethics and labour
skills.

Mexico's and Tanzania's curricula are usually prescribed by central agencies in
charge of adult education and tend to have a national (centralized) orientation.
Although in Canada adult education institutions seem to be as hierarchically
organized and perhaps as bureaucratic or more so than the Tanzanian and Mexican
ones, highly credentialized teachers enjoy relative autonomy to select—or even
produce—their own instructional content and strategy. This, again, probably relates
to the dominant political philosophy, which is based in the notion of liberal-
individualism, and the teachers' culture of professionalism—and hence a corporatist
behaviour, in the Gramscian sense.29

There is an association between state apparatuses, prevailing ideology and adult
education models in all three societies. Indeed, taking into account the views
(including perceptions, aspirations and rationalization of their action) of the three
actors, three models of thinking and implementing adult education were identified.
These models were not identified a priori in our research design, but emerged from
concrete empirical study as "grounded theory."90

For lack of better labels and according to the most salient aspects, they may be
named as the Canadian therapeutical model, the Mexican recruitment model and the
Tanzanian forced modernization model (see Table 2).
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Canadian Therapeutical Model

The Canadian state is a welfare state, a socio-political structure that through
welfare policies offers the protection of minimum standards of income, nutrition,
health, housing and education, which are assured to every citizen as a political right
rather than as a charity.81 A therapeutical model of adult education is based on a
"clinical approach" to deal with social problems that have emerged in welfare states.32

A clinical approach treats social problems as social pathologies. In so far as "social
deviance," lack of adaptation and resistance practices are seen as a series of
pathologies, there is a tendency in this approach towards the maintenance of the
status quo. Deviation from the dominant social norms constitutes failed or incomplete
socialization. Such a treatment of social problems usually ignores a range of relevant
factors accounted for by a political economy. In trying to explain education in the
context of economic development, and therefore the relationships between poverty,
unemployment and education, a political economy approach will include income
distribution patterns, state prices, wages and inflation, state policies or issues of
equality of educational opportunities as powerful predictors (variables) in explaining
social problems.33 The "victim-blaming" thrust of deficit models that seem to underlay
therapeutical models of policy making overlooks the material underpinnings of any
theory of cultural deprivation, and most of the policy recommendations are based on
methodological individualism—i.e., having the individual as the unit of analysis,
following rational choice theory and centering on purposive rational agents who act
with a set of preferences in the context of institutional and environmental constraints.

In the therapeutical model prevailing in Alberta, policy makers and teachers
interviewed were not concerned with the organization and mobilization of minorities,
the empowerment of disadvantaged groups, affirmative action policies or progressive
politics. One may wonder whether this finding is a function of the sampling—public
institutions operating under the constraints of a populist-conservative political
party—or whether this is indicative of a trend in the Canadian public sector in
general. Albertan (and perhaps most Canadian) policy makers share a basic
instrumental rationality based on a technocratic perception of the social world, a
social world that can be manipulated at will.

Technocratic thinking constructs a model of the world with a system of categories
that come to expect certain relationships and behaviour to occur according to certain
laws. Technocratic thinking also assumes that social problems can be solved through
technical measures, which implies adequate planning and available resources.34 Thus,
adult education is seen as helping to solve problems of unemployment, work efficiency
and adult marginality. Teachers and students are constituent elements in the model
designed by policy makers, without much autonomy on their own.

In Habermas' terminology, the therapeutical model is closer to a technical guiding-
knowledge interest than to a practical or to an emancipatory one.36 A technical
guiding-interest focuses on the notion of work and control of the environment and in
effective planning and forecasting. The problem of poverty is usually a result of
individual deficits, and sometimes even genetic or social deviance explanations are
given.
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In short, the therapeutical model is based on a doctor-patient relationship in which
the role of the expert is to find the exact nature of the training to be provided to the
individual, counting on a system of highly elaborated referral institutional agencies
that are used to treat the patient.

Mexican Recruitment Model

The Mexican "recruitment" model operates in the framework of a corporatist state
and a nationalist ideology emerging from the powerful symbolism of the Mexican
Revolution (1910-1917). Corporatism refers to a process of structuring interest
representation through a particular set of policies and institutional arrangements that
(a) emphasize co-operation rather than competition at the leadership level, and (b) use
social control through carefully articulated mobilization of the masses. In the context
of an "inclusionary corporatist"38 form of state in Mexico, a recruitment model
operates in adult education. Inclusionary corporatism refers to a state that aims to
incorporate salient working class groups and marginal forms of labour into the
economic and political model. The capacity of the state to recruit disenfranchised
population becomes a centrepiece in the strategy of political control Unlike Tanzania,
in Mexico this recruitment is not performed exclusively by the political party but by
a large set of governmental institutions and mass organizations.

In this model, education is understood as a service offered by the state, with the
main function of guaranteeing to the population access to the basic culture of the
nation, prescribed as a constitutional mandate. A key characteristic of this model is
that the pattern of incorporation of adults into the programs relies on government
agencies rather than on the free initiative of the individual. In this model, the
clientele is considered a segment of the population that has been left behind as a
result of socio-economic inequalities originated in dysfunctionalities of the socio-
economic model. Since the core of the discourse is to promote social equality, the
notion of adult education as an opportunity for a second chance and the construction
of a massive system are fundamental. Indeed, the main rationale is to offer a second
opportunity to those who have failed to enter schooling or have dropped out. To
engage the large numbers of adult educators that Mexico needs—estimates in the
early 1980s were roughly 7 million illiterates and 15 million adults who had not
completed primary or secondary education—the system relies on volunteers and
recruitment strategies based on the people resorting to adult education to fulfil civic
requirements (i.e., military service, unpaid social service for university students). In
fact, only 7 percent of Mexican teachers joined the program because they were
interested in the intrinsic characteristics of the job. The operation of a massive system
of adult education, with its rationale of political legitimation of the state, puts more
emphasis on achieving quantitative outcomes than on developing innovative learning
processes to enhance the quality of education.37

As a result of corporatism, the Mexican adult education system is a highly
centralized, pyramidal structure. The contents are established by centralized agencies
of the state and are compulsory for the entire nation. The rhetoric of social solidarity
and the ideology of the revolution permeate most of the official documents and are
constantly present among Mexican teachers' arguments. For example, half of the
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teachers declared that they opted to join the program trying "to help" poor people. In
addition, the notion of attaining community development was widely mentioned. One
of the purposes of the system seems to be the integration of a marginal population
into the accepted political norms. Teachers have limited education, and few
opportunities for on-the-job training are provided by the institution. Since contents
are nationally and centrally defined, the curriculum does not address the needs and
interests of specific groups, including provincial (state) or regional peculiarities,
ethnic, gender or class demands, or economic activity needs. The system relies more
on teachers' motivation than on qualifications which, in the long run may eventually
result in low-quality education. Moreover, even teachers' enthusiasm does not seem
to last for a long time in light of low wages. This situation is reflected in high teacher
absenteeism, lack of punctuality and high job turnover.

Tbnzanian Forced Modernization Model

In Tanzania, some of the features of the Mexican model are developed in a much
greater dimension in the context of a subtly coercive state that does not tolerate open
dissent. In addition, due to the political economy of the country, the resources
available for educational innovations are scarce. The main goal of adult education is
to stimulate higher production of export crops such as coffee or cotton which
constitute a major source of foreign currency for the country. In fact, policy makers'
rationale is that adult education should contribute to limiting peasants' production
for self-consumption, encouraging cash crop production instead. In their view, adult
programs will incorporate marginal groups into a market economy, increasing at the
same time the government's revenues. Finally, policy makers claim that a productive
peasantry will be more reluctant to migrate to the cities.

The rationale of adult learners, however, is exactly the reverse of official rhetoric:
learners think that a job in urban areas is the only way to escape from rural poverty
and try to use adult education (particularly the education offered in the Folk
Development Colleges) as a way out of rural life. These differences in the agendas of
policy makers and learners result in a top-down policy model. Participation of
learners in the programs is not voluntary or spontaneous; on the contrary, the state
and the party make a great effort to enrol people in the programs. Consequently, the
pressure for the establishment of adult education programs resulted not from people's
demands, but from the state political-economy rationale for development; thus the
character of a "forced modernization'' model.

Tanzanian policy makers constitute an elite in the country, having a high
commitment to the party, a nationalist feeling and a sincere belief that the programs
are doing a real benefit for the masses. They perceive learners, as in Canada or
Mexico, as lacking basic information and cognitive skills—reinforcing a paternalistic
attitude. Policy makers practice virtually no self-criticism. Indeed, policy makers do
not consider that the programs might have little benefit for the people. However, a
statement made by an adult learner in the district of Mlali is in stark contrast:

I enrolled in literacy classes because I wanted to get employment, to educate
myself and to fight against ignorance.... We have been reading in the literacy
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classes and now we no longer see its benefit. We have been dealing with the
same things all the time—books, exercise books, paper, pencil and those so-called
tests which simply embarrass people. You will see somebody holding a pencil
without knowing where to start. Thank God, literacy training is no more.38

As in Mexican adult basic education and literacy training, teachers in Tanzania are
poorly educated and scarcely remunerated. Skill upgrading teachers, on the contrary,
have a much higher status and are better paid. Interestingly enough, the income gap
between policy makers and the other two groups in this self-proclaimed socialist
society is higher compared to the Canadian and Mexican capitalist societies. Although
policy makers and teachers emphasize that the program increases the practice of
better farming techniques in modern agriculture and leads to raising political
consciousness, only a few students agreed with that.39

For adult basic education and literacy training (ABELT) students, the main benefit
of the program is to attain social prestige and achieve cultural development, while for
skill upgrading students it is mainly job opportunity. In ABELT programs, a gap
between government discourse and resource allocation may be observed. Although the
government theoretically assigns a great importance to literacy, very few resources
are allocated to it. Classes are held in primary school buildings, party offices and
other public buildings. There is no training in adult education matters. Classes are
taught by primary school teachers, who are induced to do it as part of their workload,
or by volunteers who unsuccessfully try to use it as a way of getting selected for
admission to a teachers' college. Since the scarce resources are not efficiently used
and are often wasted, both teachers and students seem to be increasingly reluctant
to attend ABELT programs. Teachers are not selected on account of their interest,
experience or qualifications.

Programs initiated from above are in danger of not meeting the needs of learners.
This is perhaps more obvious in (though not necessarily more true of) Tanzania than
the other two cases. It is also ironic that it occurs in a system in which the party
claims to be close to the people and to act on behalf of the people. Perhaps it has to
do with the fact that, for many, the Tanzanian government has built a facade of well-
running adult education programs in order to continue receiving foreign aid,
especially from Scandinavian countries.40

Non-Participatory Models and Rationalities in Adult Education

Three models sharing a non-participatory rationale have been identified in this
comparison of adult education policy implementation in Canada, Mexico and
Tanzania. In the Canadian therapeutical model, the state is a benefactor, and the
problems of poverty and illiteracy are either the result of temporary economic
dislocations, which may be adjusted through market mechanisms, or the result of
individual deficits in skills or attitudes, which may be addressed through instructional
means. The role of the experts is to determine the nature of the training to be given
to the individuals in order to integrate them into the job market as soon as possible.
Teachers are professionals and enjoy great autonomy.
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In the Mexican recruitment model, emphasis is stressed on a constant and active
attraction of a large number of learners to adult education programs. The rationale
seems to be the incorporation of a disenfranchised clientele into the dominant political
model. Teachers are mainly volunteers and follow textbooks designed by central
agencies. In this model, the main concern is not the quality of learning, but the
recruitment and massive control of large numbers of people who otherwise could
remain outside the corporatist channels of policy participation.

Finally, in Tanzania's "forced modernization" model, the emphasis is on capital
accumulation through the implementation of modern agriculture techniques and
therefore more Tanzanian integration into the world market economy. Such a model
is resisted both by women who produce for home consumption and by young men
whose main interest is to get employment in urban areas, thus leaving the rural
enclaves.

The three models exhibit common traits that are surprising, considering the
diversities of living conditions, state structures and political philosophies prevailing
in each society. First is the importance attached to a technocratic rationale, and the
apolitical and uncritical view of adult education programs prevailing among teachers
and policy makers. Aseptic, non-controversial language is used, borrowing concepts
from organizational theory and educational administration. Central dimensions in
policy formation such as social class differentials, gender and ethnic or racial
discrimination remain subdued in the narratives of policy makers.

In addition, these are classless models. That is, the class character of the programs,
the class characteristics of the learners and the class orientation of the job training
never surface in the arguments advanced by policy makers and teachers. Nor is it
part of the learners' intellectual understanding of their own practice.

A genderless approach prevails in the three models. While in some societies (such
as Mexico and Tanzania) women are the bulk of the adult education clientele, the
specific needs of women are never taken into account, and the lack of a feminist
approach in policy making and adult learning and teaching—or the absence of women
employed in the higher echelons of policy making—is never explained.

It could be argued that, in non-participatory models, social and political issues and
issues that may bring conflict into adult education are ignored or perceived
exclusively as problems to be fixed through technical measures.

A second common trait is that in all three societies adult education has a non-
participative model; it is a clear instrument of the state, contributing to legitimation
and accumulation practices, neglecting emancipatory practices that could empower
socially subordinate groups.

Third, in all these models literacy training is marginal and irrelevant, isolated from
productive work or skill upgrading and is considered a second-class education, with
little impact on the living conditions of the poor.

Fourth, in the absence of participatory organizational structures and practices, a
top-down decision-making system prevails. Despite the operation of three different
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models oriented by fairly different political and philosophical values, in all of them
there are few opportunities for learner (or community) participation in decision
making. On the other hand, particularly in Mexico and Tanzania but to a lesser
extent in Alberta, due to their social, political and organizational characteristics, adult
learners have no power to express their demands and no strategy to help them in this
process.

Fifth, teachers by and large have no training in adult education. In Canada highly
professional teachers have a patronizing and paternalistic attitude, while in Mexico
and Tanzania, para-professional or poorly trained teachers display high rates of
turnover and absenteeism, which in turn leads to students dropping out.

Last, but not least, there is evidence that in Canada, Mexico and Tanzania adult
education programs are organized on a two-track system: a more prestigious one, that
of skill upgrading programs, and a residual and marginal one composed of adult basic
education and literacy training programs. These two-track systems—along with non-
participative, top-down policy and organizational structures based on a technocratic
rationale, the apolitical and uncritical views of teachers and policy makers and the
lack of concern for forms of class, gender and race discrimination—instead of reducing
existing inequalities, may reinforce and foster them.
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