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1. Group evaluation of homework. .
(a) Working in groups of three or moE., determine which home-

work problem was easiest (5 min.).
(b) Determine which homework problem was hardest (5 min.).
(Evaluating homework questions is a good lead into having stu-
dents create their own math problems. Also, this task shows students
that because people learn in different ways, they find different prob-

lems easy or hard.)

2. Group creation of quizzes: .

Working in groups of three or four, cteate two quiz questions
based on the previous lesson ﬁm min.). I SE then choose from your
questions to create today’s quiz.

(Once students learn to create fair, comprehensive test acmmﬁosm
they will be able to anticipate the test questions teachers will ask and -
therefore be able to study effectively for tests. Hopefully, the more
practice students have in creating questions, the more they will become
used to asking questions, in school and in their QEF. :<mm )
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12.

Letter to North-American Teachers

PAULO FREIRE (translated by Carman Hunter)

My dear friend Ira Shor asked me to write a brief letter to the
North-American teachers to whom this collection of mmmmﬁ is primarily
addressed.

" I believe I should make a preliminary mﬁw&msmsﬁ.gw which [ will
attempt to be consistent with my own ideas and to introduce a dia- -
logic relation between me and the probable readers of this book. In :
no way do I want this letter to be an arrogant message from a Brazilian
teacher to his North-American colleagues, nor am I making a subtle
effort to give prescriptive advice. On the contrary, this letter has only
one purpose—that of continuing the dialogue, begun so long ago and :
constantly being renewed, with countless North- American teachers. I
would like to do this by repeating some reflections on the teacher’s
role that I presented recently in a seminar at UCLA.

One fundamental insight I want to stress now, as I did in the sem-
inar, is that since education is by nature social, :_mﬁoﬁo& and political,
there is no way we can talk about some universal, Epcrmsmsm role for
the teacher. This point becomes very clear if we %Ew about what has

" been expected of teachers in different times and places,

Thé idea of an identical and neutral role for all teachers noc.E
only be accepted by someone who was either naive or very clever.
Such a person might affirm the neutrality of education, thinking of
school as merely a kind of parenthesis whose essential structure was
immune to the influences of social class, of gender, or of race. It is
impossible for me to believe that a history teacher who is racist and -
reactionary will carry out his or her task in the same way as another
who is progressive and democratic. It is my basic conviction that a
teacher must be fully cognizant of the political nature of his/her
practice and assume responsibility for this rather than denying it.
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When the teacher is seen as a political person, then the political
nature of education requires that the teacher either serve whoever is
in power or present options to those in power. The teacher who is
critical of the current power in society needs to lessen the distance
between the speeches he or she makes to describe political options
and what she/he does in the classroom. In other words, to realize
alternatives or choices, in the day-to-day classroom, the progressive
teacher attempts to build coherence and consistency as a virtue. It is
contradictory to proclaim progressive politics and then to practice
authoritarianism or opportunism in the classroom. A progressive
position requires democratic practice where authority never becomes
authoritarianism, and where authority is never so reduced that it dis-
appeats in a climate of irresponsibility and license.

There is, however, one dimension of every teacher’s role that is-
independent of political choice, whether progressive or reactionary.
This is the act of teaching subject matter or content. It is unthinkable

for a teacher to be in charge of a class without providing students with "

material relevant to the discipline. But if both a progressive and a reac-
tionary are equal in their obligation to teach, if both agree that it is -
unthinkable to be a teacher without teaching, nevertheless they will
differ with regard to their understanding of what teaching really is.
They will differ in their practice, in the way they teach. Professional
competence, command of a subject or discipline, is never understood

by the progressive teacher as something neutral. Theré is no such thing

as a category called “‘professional competence” all by itself. We must
always ask ourselves: In favor of whom and of what do we use our
technical competence?

At the risk of repeating myself, let me emphasize that a progres-

sive teacher, in contrast to a reactionary one, is always endeavoring to
reveal reality for her/his students, removing whatever keeps them from ..
seeing clearly and critically. Such a teacher would never neglect course .

content simply to politicize students. From the progressive teacher’s
point of view, it is not some magic understanding of content by itself
that liberates, nor does disregard for subject matter liberate a student,
as if political insight could be achieved all by itself. HuoEuomH clarity is
cruecial, but it is not enough by itself.

Whether a progressive teacher works in Latin Ebmﬁom or in the
United States, we cannot neglect the task of helping students become .
literate, choosing instead to spend most of the teaching time on politi-
cal analysis. However, it is equally impossible to spend all of the class:
time on purely technical and linguistic questions, trusting that critical
consciousness will follow as a result of being literate, Clearly, those

who are illiterate need to learn how to read and write. However, read- -

ing and writing words encompasses the reading of the world, that is,
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xrm critical understanding of politics in the éoza a fact I have noted
many times in the past.

As 1 said above, progressive ard reactionary teachers do have one
thing in common—the act of teaching some course content. But if they
share this obligation to teach, their comprehension of teaching differs,
and if they are consistent with their own views, their methods of \nmmnw-
ing also diffex.

Teaching from a progressive point of view is no_u simply Epm trans-
mission of knowledge about an object or about some subject. This
kind of transmission is usually a description of a concept or of an ob-

" ject, which is intended to be mechanically memorized by students.

Also, from the progressive teacher’s perspective, teaching students
how to learn can never be reduced to some operation where the goal
is merely how to learn. Teaching someone how to learn is only valid
in a progressive class when the learners learn how to learn as they learn
the inner meaning (the raison d’etre) of an object or subject of study.
It is by teaching biology or econotmics that the teacher teaches mﬁc. :
dents how to learn.

For progressive teachers, pedagogy implies, then, that the learners

- penetrate or enter into the discourse of the teacher, appropriating for

themselves the deepest significance of the subject being taught. The
indisputable responsibility of the teacher to teach is thus shared by
the learners through their own act of EEBM:“&% knowing what is
taught..

And the progressive teacher only truly teaches to the degree E.Eﬂ
he or she has also appropriated the content of what is being taught,
learning it critically for herself or himself. In this way, the act of teach-
ing is an act of reknowing an already known object. In other words,
the teacher reexperiences his or her own capacity to know through
the similar capacity to know that exists in the learners. To teach, then,
is the form that knowing takes as the teacher searches for the particu-
lar way of teaching that will challenge and call forth in students their
own act of knowing. Thus, teaching is both creative and critical. It
reguires inventiveness and curiosity by both teacher and learner in
the process.

~ To teach content in a way that will make subject matter appro-
priated by students implies the creation and exercise of serious intel-
lectual discipline. Such discipline began forming long before schooling
began. To believe that placing students in a learning milieu automati-
cally creates a situation for critical knowing without this kind of dis-
cipline is a vain hope. Just as it is imposgible to teach someone how
to learn without teaching some content, it is also impossible to teach
intellectual discipline except through a practice of knowing that en- -
ables learners to become active and critical subjects, constantly increas-
ing their critical abilities.
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In the formation of this necessary discipline, the progressive
teacher cannot identify the act of studying, leaming, knowing with
entertainment or game-playing that has very relaxed or nonexistent
rules. Neither can it be identified with a learning milieu that is boring
or unpleasant, The act of studying, learning, knowing is difficult and
above all demanding. But, it is necessary for learners to discover and
feel the inherent joy that is always ready to take hold of those who
give themselves to the process of learning.

The teacher’s role in nurturing this discipline and joy is enormous.

Authority and competence both play a part. A teacher who does not
take pedagogy seriously, who does not study, who nmmogm. badly what
she/he does not know well, who does not struggle to obtain Fm Em&m-
rial conditions indispensable to education, that teacher is actively in-.

hibiting the formation of intellectual discipline so essential to students. .

That teacher is also destroying herseli/himself as a teacher.

On the other hand, this intellectual discipline is not the result of
something the teacher does to the learners. Although the presence, the
orientation, the stimulation, the authority, of the teacher are-all essen-
tial, the discipline has to be built and internalized by the students.
Therefore, any teacher who rigidly adheres to the routines set .moi%
in teaching manuals is exercising authority in a way that inhibits the
freedom of students, the freedom they need to exercise critical intel-
ligence through which they appropriate the subject matter. Such a
teacher is neither free nor able to help students become creative,
curious people. .

This collection of essays organized by Ira mon is a testimony to
creativity in the classroom. It deserves careful reading and study.

Sédo Paulo
September, 1986

Appendix

Literacy 1n 30 Hours:
Paulo Freire’s Process
in Northeast Brazil

CYNTHIA BROWN

~

Learning to read is a political act. In a literate society being able
to read is a necessary step toward making decisions and sharing power.
A nonliterate person may be very powerful within a nonliterate sub-
‘culture, but within the dominant culture a nonreader is marginal,
She/he cannot fill out tests and applications, cannot determine what
is in contracts without a trusted adviser who can read, has no access
to information controlled by professionals, and often is denied the
right to vote. Learning to read gives access to information, Eoﬂmnﬁoa
against fraud, and participation as a citizen.

H_mm.ﬁ.sEm to read is a step foward political @ﬁﬁn%mﬁos But roé
beople exercise their ability to read reflects in part the political atti-
tudes of their teachers. If nonreaders learn to read by writing and -
reading their own words and opinions, then they learn that their vmu..
ceptions of reality are valid to others and can influence even those in
authority. If, on the other hand, their teachers require them to learn"
the words and ideas in a primer that is donated by those in power,
then the learners must accept that experience as more valid than their
own. They must accept the concepts of social and economic structure
transmitted by the teacher—or decide not to learn to read,

By understanding the political dimensions of reading, Paulo
Freire developed materials that enabled adults to learn to read in
thirty to forty hours. Freire was born and lived until 1964 in Recife,
on the northeast coast of Brazil. In 1960, Recife had 80 ,000 children
from seven to fourteen years old who QE not attend scheol. Adult
illiteracy was estimated at sixty to seventy percent. Crusades against
illiteracy had been waged repeatedly without much effect. But Freire
believed that adults could learn to read rapidly if reading were not
part of a cultural imposition on them. After all, adults speak an
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