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The pressures of population growth on the resources of a developing society are felt
through three main variables: quantitative increase in the number of people; rises in
the levels of consumption and economic participation per inhabitant; and variations in
per capita productivity through changes in the manpower’s age structure and in its
economic yields.

The development of Peruvian education in recent decades provides a striking
example of the interplay of these factors. While only one in every forty Peruvians had
access to public education in 1900, the proportion of those participating in the educa-
tion system rose to one-in-four by the mid-1960s. While Peru’s population has in-
creased since 1900 at the geometric rate of 1.9 per cent annually, enrollments have
risen at 5.4 per cent per year during the same period, or nearly three times as fast as
population, reflecting one of the world's highest rates of educational expansion in this
century. At the same time, education’s share of Peru’s public budget rose Jrom 2.9 per
cent in 1900 to 30 per cent in 1966, one of the highest in Latin America, and this se-
verely strained the financial resources of the state as continued high birthrates and
dramatic declines in infant mortality radically expanded the school-age population.
The rapid educational expansion, while showing spectacular growth rates in the remote
and backward Departments of the Andes, also has been closely associated with urban-
ization and migration to the coastal cities. In Metropolitan Lima, roughly 47 per cent

of the population between the ages of five and 39 was engaged in some kind of formal
education in the 1970-1972 period.

These Reports attempt to illustrate the stake in education of the Peruvian people as
their “Revolutionary Government” of generals and colonels attempts to carry out a
major Education Reform. On one hand, the expansion of schooling is one of the
principal means of increased consumption and opportunity for the common man in
Peru; it provides the single clear and coherent expression of social democracy in Peru’s
recent history, growing both in impact and momentum in the course of this century. On
the other hand, the waste and chaos of educational expansion has severely limited
Peru’s economic productivity, imposing heavy financial burdens on the state and
society and aggravating the immediate consequences of its high (3.1%) population
growth rate. Educational expansion can pay for itself by increasing the productivity of
thelabor force, and, as elsewhere, by reducing family size. A major goal of Peru’s Educa-
tion Reform is to build an educational system that will spur rather than retard eco-
nomic development.

* * & * %
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Some pedagogues imagine that if a man knows the sources of the Amazon and
the mean temperature of Berlin he has gone half-way toward solving social
problems. If by some miracle our illiterates would wake up tomorrow not only
knowing how to read and write, but also with university diplomas, the Indian
problem will not have been solved. The proletariat of the ignorant will be suc-
ceeded by that of bachelors and doctors. Physicians without patients, lawyers
without clients, engineers without projects, writers without readers, artists
without patrons, professors without disciples, all abound in the most civilized
nations, forming the vast army of brains with learning and stomachs without
bread. Where the haciendas of the coast measure 8,000 acres, where those of
the sierra are from 30 to 50 leagues, the nation must be divided into lords and

serfs.

From Manuel Gonzales Prada, Nuestros Indios (1904).

The schoolhouse at Mallmal stands at the

eastern extreme of the Hacienda Lauramarca in the
highlands of southern Peru, alongside the dirt road
that crosses the barren mountains of the Depart-
ment of Cuzco and slowly descends to the jungle
outpost of Puerto Maldonado, two days’ journey
beyond. The school, a sagging, whitewashed adobe
structure with two tiny windows and a thatched
roof, is cradled in the narrow valley of the Rio
T’inqui; the river descends through a gray-green
landscape of grass, stubble, and glacial stone from
the white slopes of Mount Ausanecate, 21,000 feet
high, which holds all Lauramarca in its spiritual
and ecological dominion. According to the Indians,
the white mountain is a god who has abandoned his
people. This feeling of abandonment haunts the
people of Lauramarca, as they emerge from their
traditional ways into an incipient, perhaps stillborn
modernization.

The school at Mallma is dark and damp and
windy for most of the year. Its single classroom—
divided by a flimsy partition so the teacher can
conduct two groups at the same time—is furnished
with old wooden school desks, some homemade
and others provided by the Ministry of Education.
It is populated by children of a wide variety of ages
who can communicate only in Quechua—the
ancient Andean tongue that in its many local dia-
lects is still the vernacular of most of the highlands
of Peru, Bolivia, and Ecuador—and who come to
school in traditional Indian dress of brightly
colored wool caps, red and black homespun
clothing, and sandals cut from old rubber tires.
Most of the pupils sit two and three abreast at the
desks, laboriously copying and memorizing dimly
understood Spanish words from the blackboard

and reciting aloud from carefully preserved copies of
Lolay Pepe, a reading primer issued in 1950. Those
without seats spend their days in the halt-darkness
along the walls on dank benches made of adobe
bricks,2 beneath yellowed paper portraits of the
martyred naval heroes of Peru’s disastrous War of
the Pacific against Chile (1879-1884).3 Since the
school provides instruction only through the second
grade, one can expect only modest educational
achievements before its pupils are reclaimed by the
rural routine of pasturing llamas and alpacas, and
growing potatoes.

Although the peasants at Mallma built their
school 40 years ago in a show of great enthusiasm
and determination, paying the first teachers’ sal-
aries from their own pockets, enrollment has de-
clined in recent years to the point that some parents
have taken to matriculating their children over and
over again to prevent the school from closing for
lack of pupils. “This is because having a school
gives a community a certain importance,” one of
the teachers at Lauramarca told me. “A school
puts a remote Indian community on the map. The
government sends representatives—school inspec-
tors—to inquire from time to time about the school
and the community. In turn, the community can
get outside help through the school. The number of
one-room schools at Lauramarca has expanded so
fast that there are not enough children to attend
them. At Mallma there are 30 pupils enrolled, but
the average daily attendance is only 15 because the
parents say the children must pasture their ani-
mals. However, attendance shoots up suddenly
when the teacher or inspector threatens to close the
school. After two years in school the pupils at least
know how to sign their names.”




-3- NG-3-"74

m’ -

The view from Mallma, Hacienda Lauramarca, Cuzco, with Mount Ausanecate in the background.

The founder of the school at Mallma is Con-
stantino Condori Mandora, an 86-year-old Indian
who wears a floppy sheepskin hat and a tattered
brown poncho on his excursions outside his fam-
ily’s adobe hovel next to the road and the school,
two landmarks around which the peasants of
Mallma have tended to cluster their homes in
recent years. The old man walks with great diffi-
culty and his eyes are crusted with the covering of a
trachoma that has left him almost completely
blind. When I asked don Constantino why the
people of Mallma made such- sacrifices to send
their children to school, he explained that “we want
them to learn just a few words [of Spanish] We
don’t want our children to be illiterate like us, nor
to suffer for their ignorance like we do. We can’t do
any business or enter any government office our-
selves, because we don’t know anything. For any
letter or document we must pay a tintorillo [scribe]
to write it out and sign it for us. I decided to
organize the school 40 years ago when the manager
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of the hacienda ordered me to go to the city of
Cuzco to serve as a pongo [unpaid servant] in his
house there. When I said I wanted to send a sub-
stitute to work in my place, the manager sent me to
Cuzco with a letter to the chief of police saying that
I was an enemy of the hacienda and didn’t want to
work, that I should be jailed by the police. Because
I couldn’t read, I had no way of knowing what the
letter said. Fortunately, I showed the letter first to a
friend, who showed it to a lawyer, who said there
was no legal reason for me to go to the police
station and that I should return to my community.
It was then that I decided to organize the school to
end our ignorance. First we paid the teachers
ourselves, and then the Adventists ran the school.
The Ministry of Education took it over in 1961. We
can say we have benefited from the school’s
existence because our children have learned, at
least, to say Buenos Dias, Buenas Tardes, and
Buenas Noches.”

The 200,000 acres of rolling, windy puna that
compose the Hacienda Lauramarca are located in
the Province of Quispicanchis, one of the more
remote economically backward and demograph-
ically stagnant areas of the Peruvian sierra. With
high mortality, poor communications, low migra-
tion rates, and the bulk of its people surviving by
primeval forms of subsistence agriculture, Quis-
picanchis is one of the 11 of Cuzco Department’s 13
provinces that had neither gained nor lost signifi-
cantly in population between the censuses of 1940

and 1972; in that period Peru as a whole had
doubled in population and the number of people
living in “‘urban areas”* quadrupled. According to
the 1940 census, only 15 per cent of the population
of Quispicanchis above age five had ever attended
school. Around that time Bernard Mishkin wrote in
his essay on “The Contemporary Quechua’:

The sierra, although it is the most densely
populated region of the country with the
largest number of populated centers, is the
most Jacking in educational facilities. Enor-
mous areas are to be found in which not one
school exists. In some places, Quechua com-
munities attempted to fill a sharply felt need
by establishing classes in Spanish at their
own expense. But these schools were soon
abandoned. The mestizo teachers, who had
not completely mastered the alphabet, lost
heart when they were unable to collect the
pittance they were promised. The children,
on the other hand, lost whatever interest
they had at the outset as a result of the
miserable instruction....In those places
where the Indians have access to schools,
language proves to be an insuperable diffi-
culty for the Quechua students. Instruction,
in practically all cases, is given in Spanish.
The Quechua students are unable to follow
it and, after a briet but unsuccessful effort,
are satisfied to devote themselves to tidying

Schoolchildren at Mallma, with the
teacher. -
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the school grounds and to physical educa-
tion. Meanwhile, the teacher can concen-
trate his best efforts in behalf of the mestizo
children who come from Spanish-speaking
homes.?

In 1957 the Peruvian anthropologist Gustavo
Alencastre visited the Hacienda Lauramarca for
the Ministry of Labor to report on social conditions
after the serfs formed a sindicato and went on
strike in response to a pasture enclosure movement
carried out by the hacienda’s new Argentine
owners. Because of the long history of social con-
flict at Lauramarca and because this was the first
peasant sindicato to be formed in Cuzco in recent
decades,® Alencastre’s report, recommending ex-
propriation, was read with great interest by officials
in Lima and then suppressed.” The report con-
tained the findings of a 1957 census which revealed
that, of the 2,929 persons above seven years old on
the hacienda, only 163 knew how to read and write,
and many of these literates were managers, drivers,
and clerks working at T’inqui, the hacienda’s ad-
ministrative center; of the 812 children between
seven and 16 years old, only 50 (six per cent) were
attending the three schools then functioning on the
hacienda.

However, some important changes were already
under way. Between 1956 and 1963, primary school
enrollments nearly doubled in Quispicanchis,
reaching 7,451 pupils and then climbing more
slowly over the following decade to about 10,000 in
1973. By the time of my first visit to Lauramarca in
1970, shortly after the hacienda was expropriated
under the sweeping land reform carried out by the
military regime that seized power in late 1968, the
number of two-year schools had risen sharply from
three to seven. In the four years since the hacienda
was expropriated and turned into a cooperative
under the agrarian reform, few of Lauramarca’s
975 peasant families have participated in the
affairs of the cooperative, distrusting the govern-
ment officials who came to take the place of the
hacienda’s managers and preferring to grow their
own potatoes and tend their own livestock.
However, perhaps the most palpable change gen-
erated by the new cooperative was the
establishment of a five-year primary school at
T‘inqui, which for the first time gave the people of
Lauramarca a chance to finish their primary
schooling without going beyond the boundaries of
an estate that is roughly the size of Luxembourg or
Rhode Island. Beyond this, the peasants themselves
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are building a second five-year primary school at
Pampacancha, another of Lauramarca’s roadside
settlements, with factory-made roof and doors pro-
vided by SINAMOS, the civilian political arm of the
military regime.8 '

““The new school will have two classrooms, and is
being built with each family contributing 100
adobes each,” said Claudia Alarcén de Vega, the
teacher at Pampacancha who founded the present
school in 196S. “When I came here nine years ago 1
was very lonely. There was just the school, which
had been used before to teach literacy classes, and
two huts beside the road; and I was very afraid to
be alone at night. But the people were very good to
me and very enthusiastic about the school. I used
this enthusiasm to get them to build stone fences
around the school, a chapel, and a cooperative
store, and they provided the school with desks,

Sixto Flores Yucra, first president of the Lauramarca Coop-
erative, Cuzco, 1970.
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tables, and a blackboard. In the old school the
papers fly and the pupils catch cold when the wind
blows down the valley, but the new school will have
larger windows giving more light and is being built
so the wind won’t blow across the classrooms. In
exchange for their work on the school the Catholic
charity CARITAS gives the peasants U.S. Food for
Peace donations, which is a great incentive. The
new five-year school will greatly improve their
chances of finishing their primary education
because, until now, this usually has meant living
away from home, paying one of the merchants of
Ocongate room and board and working in their
house as a servant. Very few boys do this, and none
of the girls study beyond the second grade because
their parents want them to work as shepherds.
While it will be easier now for everybody to com-
plete primary school, great obstacles still prevent
students from Lauramarca from going on to sec-
ondary school because the nearest Colegio Nacional
is in the provincial capital, Urcos, which is four
hours over the mountains by bus or truck.”

One of the striking things about the current edu-
cational expansion in Peru is how many people
from backward rural areas manage to cross these
geographic and economic barriers to continue their
education. In the sierra this usually means Indian
boys leaving their community for the provincial or
departmental capital to study secondary school,
living in hovels on rations of corn and potatoes sent
from their homes. In the slums of Lima this means
parents who earn less than $2 daily spending their
weekends building new classrooms and schools to
accommodate mushrooming enrollments, then
purchasing equipment for these buildings and
paying teachers’ salaries from their own pockets. In
the Department of Cuzco, where population has
been rising by 1.3 per cent over the past three
decades, school enrollments have been increasing
at nearly four times that rate in the same period,
exceeding 14 per cent per year during the
1961-1966 climax of this expansion.9 Between 1940
and 1972 the population of the city of Cuzco
tripled, from 40,000 to 120,000, and the contribu-
tion of the educational impulse to this growth is not
hard to see. In 1956 there were 1,567 adults study-
ing primary school at night, while there were no
secondary night study facilities and the University
of Cuzco had an enrollment of about 800 students.
By 1973 there were 6,545 students at the university,
while there were roughly 10,000 adults enrolled in
primary and secondary classes at night. In other

A peasant literacy class in Picac, Cuzeo, 1963.

words, about half of Cuzco’s population in the
15-30 age group—the largest migratory cohort—
were studying at night or in the university.10

The Colegio de Ciencias, founded by Simon
Bolivar in 1825, stands on a broad plaza in the
center of Cuzco next to the great colonial church of
San Francisco. At night the interior patio of the
Colegio somberly resembles a prison yard of one of
the larger state penitentiaries in the United States:
shadowy figures scurry through the cold across the
yard from nowhere to nowhere, while teachers and
students huddle in overcoats in dimly-lit class-
rooms of the four-story building. In one of these
classrooms I met Gilberto Cardenas, aged 19, a
peasant from Acomayo Province who has been
studying in Cuzco for the past three years while
working in a bakery. “I sleep in the bakery and
work there from 7 A.M. to 7 P.M., and then attend
class at night,” he said. “They pay me 300 sols ($7)
per month, plus room and board. My father has
only one hectare of land, but he manages to send
potatoes and chufio (dehydrated potato) to his four




sons who are studying here in Cuzco. Two of my
brothers are studying in the Faculty of Education
at the University, and another brother and myself
are studying at night here in the Colegio de
Ciencias. I want to finish my secondary education
so I can join the Civil Guard (national police),
which would pay 8,000 sols ($180) a month.”
According to one of his teachers, there are now
1,500 pupils studying at night at the Colegio, one-
fourth more than last year and half again as many
as in 1972. “Enrollment would increase even more
rapidly if we had the facilities. All these young
people believe that education is the only means of
advancement, though roughly three-fourths drop
out before finishing.”

Recently I visited a night primary school on the
Avenida Tupac Amaru in the Pueblo Joven
(barriada, or squatter settlement) of Collique on the
desert hills outside Lima. There several hundred
adults studied by the light of kerosene lamps in the
bleak classrooms of the Fé y Alegria school, which
functioned almost continuously from 8 A.M. to 10
P.M. in different shifts. Among those studying
there was Victor Mamani Cutunta, a 20-year-old
former hacienda serf from the district of San
Jeronimo near Cuzco. In the course of a taped
classroom discussion of why the barriada dwellers
made such sacrifices to study at night, Mamani
explained in his halting, softspoken way: “I come
here to learn to read a little more and to defend my
rights and not to be deceived year after year.
Because if one goes out looking for work, the boss
asks how much schooling you’ve had and whether
you know how to read. He asks for papers, docu-
ments, and if you're lacking these things he treats
you like garbage, saying this cholo (Indian convert-
ing to Hispanic culture) doesn’t even know how to
read. So we all must know how to read to defend
our rights. Otherwise we are fooled and exploited
like we were in Cuzco, where the hacendado was
the owner of everything and ruled the lives of 300 or
400 persons. The hacendado treated them like
slaves and did not want them to study, because if
they studied they would awaken and disappear
from his hacienda. My parents are still there on the
hacienda, because they never learned a single letter
and speak only Quechua. Most people there
worked for the hacendado, so that one person could
live from the labor of those beneath him. Here in
Lima one can go to school and learn what the
teacher has to teach. Little by little one begins to
understand. Then one can go to any city or town to
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find work, because one knows his rights and how to
defend himself. Until my brother brought me to
Lima two years ago I never had been to school and
didn’t know how to read. The hacendado had taken
us to a plantation he had in the jungle region of
Madre de Di6s in the Amazon basin, where it
rained a lot and where we cultivated rice and yuca.
The hacendados of Cuzco often had plantations in
the jungle as well. Because there were no roads to
Madre de Dios, the hacendado had to take his
peons there by airplane. My brother had to fight
hard to get me out of there.”

II

The wastage and desperation of Peru’s educa-
tional expansion has provoked harsh and
anguished judgments over the years. In his 1897
message to Congress, at a time when only one in
every 40 Peruvians had access to public education,
President Nicolas de Piérola, somberly observed:
“Primary instruction is insufficient, badly done
and disproportionate to the great expense it
imposes on us.”11 Seven decades later, after
enrollments in the public schools had multiplied
forty-fold in one of the great educational expan-
sions of modern times, bringing one in every four
Peruvians into some form of publicly-sponsored
classroom study, the Education Reform Commis-
sion of Peru’s ‘‘Revolutionary Government” of
generals and colonels was equally caustic in a 1970
report that became a best-seller in the bookstalls of
Lima:

A system that in 1967 spent 4.8 per cent of
our GNP—one of the highest percentages in
Latin America—and that managed to
graduate from secondary school only 12 of
every 100 pupils that enrolled in Transition
(kindergarten) shows faults and distortions
so deep that they must be examined care-
fully...these enormous outlays for educa-
tion have not become reproductive invest-
ments, but have largely been wasted and
contribute only weakly to the purpose pur-
sued.12

While the expansion of the school population has
been most dramatic since 1957, it often is forgotten
that enrollments have been increasing throughout
this century at an overall geometric rate of 5.4 per
cent annually, nearly triple the growth rate of the
population as a whole.13 (Appendices II and III
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examine the difficulties of maintaining or expand-
ing present enrollment rates if population con-
tinues to multiply as in the 1960s.) Meanwhile, edu-
cation’s share of Peru’s public budget rose from 2.9
per cent in 1900 to 30 per cent in 1966.14 The
Education Reform Commission—composed of
educators from within and outside the public
system—noted that during the 1958-1968 decade
the number of primary school pupils nearly
doubled and those in secondary and university
classrooms more than tripled. Meanwhile, the
dropout rate declined from 95 per cent in the 1950s
to 87 per cent in 1967 to 75 per cent in 1973,
leading the Commission to observe that the gains in
keeping primary pupils in school have “provoked
an upward explosion of enrollments in secondary
schools and the universities.”” Nevertheless, the
dropout rate remained so high that the Commis-
sion asked: “What kind of educational system do
we have that annually casts away from the schools
like garbage more than one-third of a million
pupils?”’

To answer such a question we must go at least as
far back as the beginning of the republican period.
Like other Latin American constitutions, Peru’s
constitution of 1823 was a declaration of distant
intent as much as one of law, especially in its pro-
visions describing education as a common need to
be satisfied by the Republic through the establish-
ment of universities in each departmental capital
and primary schools in the smallest inhabited
places. Because education was concentrated almost
entirely in the hands of the Church in colonial times,
a Supreme Decree of 1823 ordered all convents and
monasteries to establish free primary schools under
the supervision of the bishops, who generally chose
to ignore the decree. On April 14, 1825 the Liber-
ator Simén Bolivar, who was dictator in the first
years of the Republic, wrote of the ‘“‘complete
abandonment of public education in all the towns
of Peru. In none of them are there primary schools,
and children grow up in the most absolute igno-
rance.”15 In 1847 President Ramén Castilla, one
of the ablest executives in Peru’s history, told
Congress that “public instruction has received all
priority consistent with the deficiency of our re-
sources and our conviction of its advantages and
benefits. Primary schools have been extended as
much as possible, supervising as closely as possible
the teachers who run the schools, attended now by
pupils from all classes of society.”” Castilla went on
to say that, despite insufficient revenues, “it is

satisfying for me to inform you that the primary
schools of the Republic are attended by 29,942
pupils, which is proportionately much greater than
in other countries of South America.” 16

For the rest of the nineteenth century primary
school attendance increased annually by 1.8 per
cent, nearly double the rate of population growth,
reaching 85,000 by 1904 as the population grew
from two million in 1850 to about 3.5 million in
1900.17 From that time on enrollments began to
rise in sudden surges, starting with the administra-
tion of President José Pardo (1904-1908) when
2,000 primary schools were built in four years and
the number of pupils increased from 85,000 to
156,000.18 During those years of sudden educa-
tional expansion, Peru was governed by an export-
oriented civilian oligarchy whose motives were per-
ceptively analyzed in 1928 by the prophet of
Peruvian Marxism, José Carlos Mariategui:

The period of economic reorganization by
the civilistas, begun in 1895 by the Piérola
government, brought a period of revision of
the system and methods of instruction. The
work of forming a capitalist economy, inter-
rupted by the War of 1879-1884 and its
aftermath, was started again, and thus the
problem of gradually adapting public edu-
cation to the needs of economic develop-
ment was posed. The State, which in times
of poverty and error abandoned primary
education to the municipalities, resumed
this service. With the foundation of the
Normal School in Lima the groundwork was
laid for public primary education for the
people....This period was characterized by
a shift toward the Anglo-Saxon model. The
reform of secondary education in 1902 was
the first step in that direction. But, limited
to only one level of instruction, it was a false
step. The civilista regime reestablished by
Pierola did not know how to put its
educational policy on a sure course. Its
intellectuals, educated in a garrulous and
swollen verbalism or in a lymphatic and aca-
demic erudition, had only the mediocre
skills of tintorillos [parasitic scribes who live
off Indians].19

A generation later Jorge Basadre, Peru’s leading
historian and twice Minister of Education, further
developed this view:




In Peru, as in nearly all other Latin
American countries in the first decades of
this century, the educational policy was to
have limited public primary schooling, sec-
ondary instruction divided between a small
number of public Colegios Nacionales,
attended by certain sectors of the middle
class, while the greater part of the student
population went to private colegios that
tended to proliferate and were rather costly.
It was an elite system....The country was
governed by a coastal aristocracy whose
fortune was based, above all, on export agri-
culture and, in the interior, by the landlords
of the sierra. The agrarian-mercantile
nature of Peruvian society led her to pre-
serve the old forms of education with a free
primary school that bore a middle class
spirit and was practically inaccessible to the
rural masses; a few secondary schools that
were waiting-rooms for the universities that,
in turn, were oriented toward the bureauc-
racy and the liberal professions without con-
cern for industrial and economic develop-
ment. 20

Such a system was based on an early growth that
was slow and painful. The Normal School in Lima,
whose creation was decreed in 1822, did not begin
functioning until 1859 and lasted only 10 years,
during which time it had a succession of eight
directors and managed to graduate only two
teachers. The ministerial decree closing the school
spoke of “deeply rooted organizational vices that
even today are sustained with excessive pretensions
that are difficult if not impossible to combat suc-
cessfully.”21 At the same time, education was
financed by a crazy patchwork of special taxes,
many of which were never collected, on land, in-
comes, harvests, and goods sold, and there was
little discussion of the content and purpose of
schooling. “We had as a kind of rest from the tiring
task of learning to read the lessons from mural
charts on which they taught us the different geo-
graphical features and the main units of the metric
system,” José Antonio Encinas, one of Peru’s
leading educational philosophers, recalled of his
school days in Puno after the War of the Pacific.
“All we did was repeat what the teacher said. We
had no idea of the value, meaning or use of these
figures....The most monotonous of our classroom
activities was to memorize the tables of adding,
subtracting, multiplying, and dividing. In sing-song
fashion we repeated from memory the four tables
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without any practical application.” 22 After becom-
ing a teacher in his native Puno, Encinas observed
that the government in Lima ‘“‘obeyed the recom-
mendations of provincial bosses and sent as Inspec-
tors of Instruction...people of doubtful back-
ground and an absolute lack of pedagogical
knowledge: lawyers without clients, former Sub-
Prefects and police chiefs, politicians’ bodyguards.
All this social garbage served the Civilist Party in
the transcendental mission of reforming public
education.” 23 During an intense parliamentary
debate in 1917 over the hiring of more school in-
spectors, one Deputy said: “A Minister of Public
Instruction in Peru is truly a Prometheus chained
to a peak, a toy of the politicians who make him
choose between his chains and the precipice. We
Congressmen are used to considering all func-
tionaries in Education in our respective provinces
as being dependent on our choice and subject to
our approval.” In the same debate another Deputy
added: “Meddling of the politicians has reached
the point that some have arranged the appointment
of the majordomos of their haciendas as school in-
spectors and then received the salaries of these
majordomos under power of attorney.” 24

The fitful, explosive growth of schooling in this
century curiously coincides with periods of civilian
rather than military rule. The decades in which
enrollments have risen sharply—the 1920s, the
1940s, and 1960s—have also been periods of eco-
nomic expansion under civilian presidents, while
the military coups of 1930, 1948, and 1968 all came
during economic crises that dictated both fiscal
retrenchment and a slowdown in the rate of enroll-
ment. Also, military rulers have been much less
skillful than civilian politicians in dealing with such
concomitants of educational expansion as student
uprisings and the growing size and belligerency of
teachers’ organizations. Nevertheless, under both
military and civilian rule the radical rise in school
enrollments has been seen as part of a redistribu-
tion both of wealth and political rights that is
reaching into the most remote areas of a nation
deeply divided by geographical, racial, and cultural
barriers.

According to Professor Shane Hunt of Princeton
University, a leading analyst and historian of the
Peruvian economy,

a look at the evolving composition
of Peruvian expenditure shows that gov-
ernment’s expanding share [of GNP] has
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indeed been associated with increasing redis-
tributive impact, through the growing im-
portance of education and health expendi-
ture....It should be noted that this educa-
tional expansion is not merely the reflection
of an upward drift in expenditure common
to all poor countries. Although educational
expansion has taken place elsewhere, never-
theless the Peruvian expansion was extraor-
dinary, so that by 1963 it was devoting a
larger share of GNP to education than was
any other Latin American country....It is
here in education that we see most clearly
the pressures on the government budget for
allocating a greater share of political and
economic output to groups newly arrived in
the political arena. Whether these groups be
residents of provincial towns or new
migrants to Lima, perhaps their first and
strongest demand of government is educa-
tion for their children. Education is a
derived demand, however; the primary
demand is for occupational advancement,
and so it is that the expansion of educa-
tional expenditure under [President Fer-
nando] Belaunde (1963-1968) has had as its
purpose the expansion of employment and
income for prospective teachers as much as
the expansion of educational opportunity
for children.25

Between 1960 and 1968 the number of Peruvian
universities rose from seven to 33 and the students
enrolled in university teacher-training programs
multiplied fivefold, from 6,381 to 31,953. 26 Normal
school enrollments grew seventeenfold, from 1,017
in 1956 to 17,590 in 1967; and the number of
normal schools, public and private, rose from 14 to
111 in the same 11-year period. A young professor
of education at the University of Huamanga in
Ayacucho, whose arrest with 37 other “‘extremists”
in the battle over the gratuity of secondary educa-
tion set off the bloody Huanta and Ayacucho up-
risings of June 1969, told me: “A professional
degree in Peru today has become what a title of
nobility was in colonial times. In the past a poor
family would make incredible sacrifices so their
sons could become priests or army officers to give
the family some social and economic status. Now
the sons and daughters of the same kinds of fam-
ilies swell the enrollments of the universities, with
the poorest and least-qualified entering the teacher-
training programs. But there are so many educa-
tion graduates nowadays that many of them cannot

find teaching jobs, or if they find one it usually is in
the kind of poor rural area from which they’'ve been
trying to escape.” In the words of a recent Educa-
tion Ministry study:

The normal schools and the universities are
preparing future teachers without taking
into account our educational needs.
Although we have only 600,000 pupils in
secondary schools and three million in pri-
mary, the universities have prepared 24
programs for secondary teachers and only
nine for primary instruction, with 23,000
students being trained to be secondary
teachers and only 2,700 preparing for pri-
mary teaching...in total disregard of
national reality....The result of this mad
action of the normal schools and universities
is to cast into the labor market thousands of
young people who don’t find jobs. The sec-
ondary teacher-training programs graduate
about 5,200 pupils annually to meet a
demand of about 1,000 new secondary
teachers each year....In primary schools
there is the opposite situation: a relative
scarcity of teachers, not so much for a lack
of graduates as their refusal to work in the
zones where they are most needed, forcing
the Ministry to appoint primary school
teachers without degrees or professional
studies....The curriculum is characterized
by an excess of individual subjects to be
learned by rote memory....The result is a
deficient preparation of teachers, not merely
deficient in the special subject matter and
excellent or good in methodology, but
deficient in both.27

The enormous educational expansion of recent
years has failed to change the image of the rural
school and teacher. In 1953 the luxuriously
financed Cornell University project in applied
anthropology at the Vicos hacienda, in the Callejon
de Huaylas in the Department of Ancash, built a
large schoolhouse with six classrooms, a library,
and offices; the next year an even larger building
was completed that contained an auditorium,
kitchen, refectory, and carpentry and metal-
working shops, giving the Vicos Indians—who a
few years before were hacienda serfs—‘primary
education facilities superior to those of the Spanish-
speaking towns of the area.” 28 In a book analyzing
the educational experience at Vicos over the next
decade, the Peruvian anthropologist Mario C.




Vazquez, one of the initiators of the project, re-
ported that between 1952 and 1959, the Vicos
school functioned most in the nine-month Peruvian
school year (April to December) in 1959, when it
was open for 151 days, although the average atten-
dance of the school’s nine teachers was only 114
days, or 12.5 days per month. “Inasmuch as the
absenteeism of teachers encourages the absentee-
ism and desertion of pupils, it is enough to say that
the best teachers come to school from Monday to
Friday, while those called ‘tourists’ come only two
or three days per week or only in the mornings....
In many cases the reports of class attendance of
pupils in each school are adulterated according to
the teacher’s interest.”’29 ‘““The routine of the
teachers is: arrival at Vicos on Mondays between 7
and 10 A.M., some on bicycles and others on foot
from the nearby town of Macara, where the bus
brings them. They come with the idea of staying in
Vicos until 3 P.M. Friday, but the majority return
to their homes two or three times in the week,
usually after mid-day. This situation never could be
controlled by the school director, because he does
the same. Those who remain in Vicos have to
prepare their food themselves. Only one teacher
stays there with his family.”30 During a typical
school day that stretches from 9 A.M. to 5 P.M,,
only about four hours are spent in classroom study
and the rest in schoolyard recreation and military
formations. (An hour-by-hour account by Vazquez
of a school day at Vicos is reproduced as Appendix
L)

Despite such deficiencies education’s share of
Peru’s GNP doubled between 1960 and 1966, with
teachers’ salaries absorbing 95 per cent of the edu-
cation budget. This dramatic rechanneling of
Peru’s economic surplus into the school system re-
flected the growing political power of teachers in a
narrowly based electoral democracy (only literates
can vote) to the degree that ‘“expanding
educational expenditure was more a response to
demands of teachers than of the families of school
children.” 3! According to Hunt,

Most of this increase originated in the
now-famous Law 15215, which decreed a
100 per cent increase in all teachers’
salaries, to be provided in four annual steps
of 25 per cent each, a great expansion of
teacher training facilities, and the guarantee
of a job with the government for every newly-
graduating teacher. This extraordinary law
provoked hardly any opposition when it was
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introduced in Congress in 1964, so eager
were all political parties to look good before
so large and influential a block of voters,
despite the fact that the fiscal planning
required for implementing the law was, to
say the least, inadequate. Within two years
this fiscal commitment, among others, pro-
voked an economic crisis from which Peru
has not yet fully recovered. The last two of
the four 25 per cent increments were can-
celled as was the commitment to hire all
teachers college graduates....By 1968, the
government needed fewer than 2,000 new
teachers, but the teachers colleges were
graduating 9,000. It hardly needs saying
that in previous decades, particularly before
World War II, it was never necessary to
make such fiscal commitments in order to
secure the support of public school tea-
chers.32

With the large and increasingly militant
teachers’ organizations under the control of the
opposition APRA (American Popular Revolu-
tionary Alliance) party at the time Law 15215 was
passed, the Belaunde regime skillfully maneuvered
to divide the teachers’ movement into anti-APRA
and pro-APRA unions, thus reducing the political
impact of the cancellation of the two 25 per cent
pay raises scheduled for 1967 and 1968. According
to an APRA union leader, ‘“the Educational Com-
mand of Accion Popular (Belaunde’s party)...had
already given orders to destroy our union, forming
parallel sindicatos in all the provinces of Peru”
with the help of Education Ministry officials.33 The
teachers struck unsuccessfully in April and May
1967 to have their pay raises restored. However, the
fiscal burden and inflationary pressures generated
by the raises already granted combined with a
mounting public debt and trade deficit to force a 40
per cent devaluation of the Peruvian sol later that
year. Meanwhile, with the parliamentary power of
censuring cabinet ministers relentlessly wielded by
the opposition majority, the Ministry of Education
had become such a political battlefield that the
tottering Belaunde regime went through eight
Ministers of Education before being ousted itself by
a military coup in October 1968.

III

The educational expansion and the political
battles it generated were profoundly part of some
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extraordinary transformations in Peruvian society
that reached their climax in the 1960s. A wave of
peasant rebellions and land invasions in the
southern and central sierra, beginning with the
1957-58 uprisings at Lauramarca and the La
Convencién Valley in Cuzco Department,34 has-
tened major land reform initiatives in 1964 and
1969, as well as a series of failed Castroite guerrilla
movements in the mid-1960s.3% In the course of
these uprisings and reforms traditional Indian
serfdom was abolished by law in the Andes. How-
ever, the intensified political activity in the country-
side generated debilitating controversies and divi-
sions within the Left, beginning with the split of the
Peruvian Communist Party in 1965 into Maoist and
Muscovite factions. The Maoists, while dividing
themselves into what are today four different pro-
Chinese parties, were quick to win control over the
student organizations and administrative machin-
ery of Peru’s principal universities.36 This was
especially true in the teacher-training programs;
the Maoists also took over the disillusioned
teachers’ union movement in the wake of the 1968
coup (when the military froze the pay of all public
employees but raised their own salaries.)

Accompanying the expansion and political rad-
icalization of the educational establishment was the
acceleration of the urbanization process in the
1960s. While 35.4 per cent of Peru’s population (2.2
million of 6.2 million) lived in “urban areas” in
1940—with 14.3 per cent (888,433) in cities of at
least 20,000 inhabitants—this proportion had in-
creased markedly by the 1961 census, which
showed an annual geometric increase of 3.7 per
cent in the general urban population to 4.7 million,
or 47.4 per cent of a total of 9.9 million, (while the
population in cities over 20,000 rose by 4.8 per cent
annually to nearly 2.4 million, or 24 per cent of the
total). After 1961 this process of urban concen-
tration speeded up considerably. By 1972 the popu-
lation in major towns and cities had more than
doubled to nearly 5.5 million, reflecting an annual
increase of 6.7 per cent, while the general urban
population grew by S.1 per cent per year to more
than eight million, or nearly 60 per cent of the 13.5
million Peruvians counted. Curiously, the Law
15215, which both raised teachers’ salaries and re-
duced the wage differentials between those
teaching in urban and rural areas, played its role in
the rush toward the towns and cities as it *“greatly
worsened the flight of teachers from rural areas.”
According to Rolland Paulston, a member of the
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Columbia University Teachers College advisory
mission to the Education Ministry in the 1960s:

Before 15215, rural teachers in nuclear and
one-teacher schools were not eligible to
teach in the urban public schools. After
1964, when all teachers were placed on the
same pay schedule, teachers of rural schools
became eligible to teach wherever they could
find a job, and the small salary differential
for rural service provided by 15215 has often
proved to be too little to attract and hold
trained teachers in rural areas of the high-
lands and jungle.37

The flight of qualified teachers to the cities
heightened the incentive for peasants to follow
them to urban areas in search of educational ad-
vantages.

While Peru’s educational expansion may be
viewed as both costly and unproductive by many
“experts” and outsiders, progress through school-
ing has been the focus of so much hope among the
overwhelming majority of Peruvians that any
attempt at retrenchment has proven both difficult
and politically dangerous. After the APRA-con-
trolled Congress passed law after law in the late
1950s and 1960s ordering creation of normal
schools in designated towns to meet the requests of
specific political constituencies, any attempt to
close them later met with fierce local resistance.
“So many normal schools were created in small
towns for political reasons that many of them lack
teachers, equipment, and their own building,” a
former director of the normal school in the town of
Huanta in the Andean Department of Ayacucho
told me in 1970. ““Many of the staff are appointed
because they are relatives and friends of Congress-
men, and the Department of Ayacucho now has
2,000 normal school graduates without jobs. In the
Huanta normal school there are only 134 students
this year, but when we tried to close it there were
tremendous pressures on the Ministry through
memorandums to Lima, a town meeting, speeches,
and proclamations. The head of the parents’
association, an APRA leader, refused to turn over
the furniture and equipment to Ministry officials
when they tried to close the school, which was
operating in rented space. The normal school is still
functioning.” According to a United Nations study,
this is a general educational problem in Latin
America:




Reforms that seem to threaten the interests
of any specialized group of teachers or
administrators are resisted, usually through
political channels. At the same time, efforts
to rationalize the expansion of the educa-
tional systems are countered by continual
pressure for special programs and new local
institutions, often well-meant and desirable
in themselves but unrelated to priorities and
in practice contributing mainly to the
creation of new jobs and the complication of
the administrative apparatus. The present
proliferation of new universities and spe-
cialized schools in response to local or
sectoral initiatives, without consideration of
the objectives of training or the availability
of qualified staff, material resources and
students, is one important facet of the
problem. 38

The town of Huanta provided another example
of the political dangers of educational retrench-
ment in the first months of the present “Revolu-
tionary Government” of generals and colonels,
when the new military regime in its now-famous
Decree 006 announced on the eve of the opening of
the 1969 school year that any secondary school
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student failing one course or more would have to
pay a monthly tuition of 100 sols ($2.50). Because
most students fail at least one course (they are
allowed three failures before losing the year), the
new law, in effect, meant the abolition of the
gratuity of public secondary education, in which
enrollments have been expanding astronomically in
the 15 years since 1957 at an annual average rate of
14.5 per cent. Because most students and their
families live precariously close to the subsistence
level, the proclamation of Decree-Law 006 was
followed by a series of student uprisings, backed by
parents’ and peasants’ organizations, in most of the
important towns of the sierra: Tarma, Jauja, Huan-
cayo, Huanta, Ayacucho, Andahuaylas, Abancay,
and Cuzco. In many of these towns, the local
leadership, or ‘“‘notables,” were members of the
opposition APRA that was blocked in its bid for the
presidency by the military coup a few months
before; the student and peasant movements were
under leftist influence. The most violent of these
1969 uprisings occurred in Huanta and Ayacucho,
the two main towns of the Department of
Ayacucho, one of the poorest regions of the Andes
where the expansion of public education has
altered the face of poverty dramatically.
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NOTES

1. Pronounced Maylma.

2. In a detailed statistical survey of the Peruvian school
system carried out in 1956, on the eve of the dramatic educa-
tional expansion of the past two decades, the Ministry of
Education found that half the primary school pupils lacked
classroom seats. While this situation has improved some-
what, it is still a major problem in many schools in the sierra.
See Ministry of Education, Inventario de la Realidad Edu-
cativa del Peri, Lima, 1957, Vol. I, p. 204. This four-volume
study henceforth will be referred to as Inventario.

3. The impact of the War of the Pacific, in which both Peru

and Bolivia lost large swaths of nitrate-rich coastal lands to
Chile, on the Peruvian school system is eloquently described
by José Antonio Encinas, one of Peru’s leading educational
philosophers, in an account of his experience as a teacher in
his native Puno at the turn of the century: “The country,
spiritually destroyed, could only seek refuge in the primary
school. It needed a point of support to move new energies
and prepare for revenge. This need gave the school a
chauvinist imprint. All school life focused on the war. Chil-

dren are taught a warlike spirit. Hatred for Chile is a new
moral maxim. The episodes of the war become the out-
standing features of the daily school routine. The names of
Grau, Bolognesi, Leoncio Prado excite the children’s imagi-
nation. The military incidents of the war dwarf all other cul-
tural elements.” Besides wresting the coastal lands of Arica
from Peru, Chilean armies invaded and occupied large areas
of the Peruvian coast and sierra, including Lima. See
Encinas, Un Ensayo de la Escuela Nueva en el Peri (Second
Edition), Lima: Festival del Libro Punefio, 1959, Vol. I, p. 86.

4. The broad Peruvian census definition of “urban area” is
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5. Bernard Mishkin, “The Contemporary Quechua,” in
Julian Steward, ed., Handbook of South American Indians.
Vol. II: The Andean Civilizations, Washington: Smithsonian
Institution, 1946, p. 461. '
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6. For a historical sketch of the conflicts at Lauramarca
through the early stages of land reform, see my “The Master
Is Dead,” in Dissent, June 1971, pp. 281-320.

7. Alencastre’s report, a typescript copy of which I
recently obtained in Cuzco, has never been published. For
the account of another visitor to Lauramarca in this period,
see Richard W. Patch, The Indian Fmergence in Cuzco
[RWP-8-58], American Universities Field Staff Reports,
West Coast South America Series, Vol. V, No. 9, 1958.

8. Acronym meaning Sistema Nacional de Apoyo a la
Movilizacién Social, or National Support System for Social
Mobilization.

9. For an illustration of the enrollment growth rates in the
1961-1966 period, exceeding 10 per cent annually in virtually
every department of the sierra, see the map in Martha
Bargar and Peter Gardiner, Population of Peru: estimates
and Projections 1962-2002, Washington: U.S. Census Bureau
Demographic Reports for Foreign Countries Series P-96 No.
4,1971, p. 24. The enrollment growth rate for Cuzco Depart-
ment in this period was 14.6 per cent, the highest in the
sierra.

10. In addition to the Inventario, op. cit., the main sources of
enrollment statistics for these reports are the Ministry of
Education’s statistical yearbooks for 1967 and 1973, as well
as the Boletin Estadistico No. 8 (1972) of the Education Min-
istry’s Fifth Region, embracing the departments of Cuzco,
Apurimac, and Madre de Dios. Also the Peruvian Govern-
ment’s statistical yearbook (in most years called Anuario
Estadistico) for 1942, 1954, 1960, 1961, 1964, and 1969. Uni-
versity enrollment data is based mainly on CONUP (Consejo
Nacional de la Universidad Peruana), Poblacion Matriculada
segun Universidades, Ramas, y Especialidades de Estudio y
Sexo. Lima, 1970.

11. Quoted in Jorge Basadre, Historia de la Repiblica del
Periy (Sixth Edition), Lima: Editorial Universitaria, 1968,
Vol. XV, p. 8.

12. Ministry of Education, Reforma de la Educacion
Peruana: Informe General, Lima, 1970, pp. 15-16. Heretofore
referred to as Informe.

13. These growth rates are based on enrollments of 87,000
in 1904 and 3,265,000 in 1973 for all public primary and
secondary schools and universities. During the same period,
population grew at roughly 1.9 per cent annually from about
3.5 million in 1900 to 13.5 million in 1972.

14. For a revealing statistical series, see Shane J. Hunt,
Distribution, Growth and Government Economic Behavior
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in Peru. Woodrow Wilson School, Princeton University, De-
velopment Research Project: Discussion Paper No. 7 (mime-
ographed), 1969, p. 31.

15. Basadre, I, 238.
16. Ibid., 111, 248.

17. See CEPD (Centro de Estudios de Poblacién y Desa-
rollo), Informe Demografico del Peri, Lima, 1972. P. 57.

18. Frederick B. Pike, The Modern History of Peru, New
York: Praeger, 1967, p. 192.

19. Maridtegui, Siete Ensayos de Interpretacién de la
Realidad Peruana, Havana: Casa de las Americas, 1963, p.
98. This classic has gone through several editions, including
an English version published recently by the University of
Texas Press.

20. Basadre, XV, 98.

21. Basadre, VI, 255.

22. Encinas, op. cit., Vol. 1, p. 100.
23. Ibid., p. 47.

24. Basadre, XV, p. 61.

25. Hunt, op. cit., p. 25.

26. CONUP (Consejo Nacional de la Universidad Peruana),
Poblacion Matriculada segin Universidades, Ramas y
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Lima, 1970, p. 10.

27. Comision de Estudio de la Situacion del Magisterio:
Informe General, Lima, 1972, p. 10. (mimeographed).

28. From Richard W. Patch, An Hacienda Becomes a Com-
munity [RWP-2-57), American Universities Field Staff
Report, West Coast South America Series,Vol. IV, No. 11,
1957, p. 8. For other Reports on the progress of the project,
see Life in a Peruvian Indian Community [RWP-1-62], West
Coast South America Series, Vol. IX, No. 1, 1962, and Vicos
and the Peace Corps [RWP-1-'64], West Coast South
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29. From Mario C. Vazquez, Educacién Rural en el Callejon
de Huaylas: Vicos. Lima: Estudios Andinos, 1965, p. 43.

30. Ibid., p. 61.
31. Hunt, op. cit., p. 29.
32. Ivid., p. 30.

33. Cristobal D. Bustos Chavez, Experiencias Sindicales y
Pedagogicas del Magisterior Peruano, Lima, 1969. p. 199.
This is the best available source of documents on the
teachers’ union movement through 1968.

34. For a firsthand account of these uprisings in the Cuzco
region, see my “Letter from Peru,” in Commentary, June
1964. A longer Spanish version of the same essay, “La
Semillas de la Revolucién,” was published in the magazine
Politica, No. 37, Caracas, January 1965.

35. During 1965-66 I spent about five months in the sierra
and jungle reporting on the Peruvian land reform and guer-
rilla movements of the mid-1960s. See my “A Red Insurgency
Jolts Latin America,” The Wall Street Journal (editorial
page), November 8, 1965; “Mao-type War in the Andes,” The
Observer (London), January 16, 1966; “Peru’s Misfired
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1966; “More Land than Law for Latins,” The Economist,
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of the guerrilla insurrection see the bibliography in Leon G.
Campbell, “The Historiography of the Peruvian Guerrilla
Movement, 1960-65,” Latin American Research Review,
Spring 1973.

36. For a profile of the political machine at the University of
Cuzco, see my “With Mao in the Mountains,” The Economsist,
January 29, 1966. The Maoist movement so far has been
divided into these factions: Bandera Roja (Red Flag), formed
after original split with PCP in 1965, proclaims armed
struggle in the countryside; Patria Rojo (Red Fatherland),
split away from Bandera Roja in 1972 and based mainly in
the universities; Sotomayoristas, another splintering from
Bandera Roja, led by José Sotomayor, a former Central
Committee member of PCP and Bandera Roja; Vanguardia
Revolucionaria (VR), formed in Paris in 1965, which has had
two Trotskyite offshoots: Liga Comunista and Partido
Obrero Marxista Revolucionario, the latter led by Ricardo
Napurri, who lives in Paris.

37. From Rolland G. Paulston, Society, Schools and
Progress in Peru, New York and Oxford: Pergamon Press,
1971, p. 221.

38. ECLA (United Nations Economic Commission on Latin
America), Education, Human Resources and Development in
Latin America, New York, 1968, p. 64.
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APPENDIX I

A DAY IN THE LIFE OF A RURAL SCHOOL (1959)

(From Mario C. Vazquez, Educacion Rural en el Callejon de Huaylas: Vicos. Lima: Editorial Estudios

Andinos, 1965. Pp. 73-78.)

8:00 A.M. The pupils begin to arrive in the plaza of Vicos, where they begin to play with balls, hoops, or
just watch each other. Some arrive clean and others arrive without even washing their face in the

morning.

8:30 The janitor rings the bell. The pupils stop playing and rush to the faucets or to the brook that
runs beside the school. They quickly wet their hands, face and (sometimes) their feet, and comb
themselves as they rush toward the place of military formation.

9:00

The bell rings again. The pupils assemble in front of the school and form lines in order of size,

pushing and shoving each other. The boys and girls form separate lines. The teachers arrive one
by one and sit on the stone blocks in front of the pupils. The teacher on duty, directing the for-
mation, gives the military commands such as “attention,” “‘left-face,” and ‘‘rest,” etc.
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Evening formation at the school of Maranpaki sector of Hacienda Lauramarca, Cuzco, 1974. In background at right is the snowy
peak of Mount Ausanecate, 21,000 feet.

9:10 The teacher on duty, with the director’s help, makes recommendations to the pupils about clean-
liness, providing firewood to the school kitchen, punctuality, etc. Some pupils continue to arrive
late. The teacher leads the singing of the national anthem and some other school song. Again,
the military commands. The pupils march, single-file, into the corridor, where they break forma-
tion and rush to the classrooms.

9:30 The teachers form a group in the corridor and, at the director’s initiative, gossip about the inci-
dents of the previous night or the latest news from the town of Carhuaz.

9:45 The teachers enter their respective classrooms and the noise ends. Some pass around an atten-
dance list, while others begin teaching or leading songs.

10:10 The bell rings, announcing the recreation period. The teachers form another group and continue
their interrupted conversation, indifferent to the children’s activities. The boys exuberantly play
with a small ball on the football field while others wrestle. The girls form groups and watch.
Some pupils go to the kitchen to find out the menu.
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10:30 The bell rings and the pupils return to the classrooms, followed by the teachers.
11:10 The bell rings for another recreation period. Some teachers form groups again, while others go to
their rooms. The children play as before.
11:25 The bell rings for the end of the second recess.
11:30 Lessons resume in all the classrooms. Some pupils belatedly enter the classes while others leave

with permission to wash their hands or perform some bodily function.
11:40 The kindergarten children leave their classrooms and begin to play.

12 noon The bell announces the noonday rest. The teachers return to their private rooms, while some
children resume their play and others wait outside the lunch room.

12:15P.M. The teacher on duty orders the children into formation again after they have washed their hands
and moistened their hair. The lunchroom attendant passes around an attendance list while the
teacher maintains discipline before they all go to eat. Two pupils carry the plates to each child’s

place.

1:00 Lunch over, the teacher on duty returns to his house. The pupils wash their plates and give them
to the cook. Then they play again.

1:30 The bell rings, announcing ‘“‘clean-up.” The pupils begin to form groups on the playing field.

1:50 The teacher on duty blows his whistle to again announce ‘“‘clean-up” before the afternoon
line-up.

2:00 The bell rings. Another military formation, this time more brief and informal. The pupils go to

the classrooms. The teachers, one by one, follow them.

2:15 Classes begin again in the first three grades. The workshop teachers go with pupils to the black-
smith’s shop or the fields to cultivate. The director goes to his office to talk with a parent and the
other teacher goes back to his house.

3:30 The bell rings for another recess. The pupils go to the ballfield and corridors, except those work-
ing in the orchard.

4:00 The bell rings and the classes resume.

5:00 The bell rings again. The pupils assemble for the last formation. The director urges punctuality

and a return to the pupils’ homes without delays along the way.

5:10 Most of the pupils return home, but one group remains to play football with the evening school
pupils. The teachers go to their homes to prepare tea.

5:30 The evening school’s director arrives, and orders his pupils to enter the classroom. Most of them
go to the faucets to wash their hands and faces.

This routine was almost exactly the same between 1954 and 1959, save for Mondays, Thursdays, and
Fridays: Mondays, because the teachers were either absent or arrived late; Thursdays, because they had
“sports afternoon” in which some teachers played football with the pupils from 2:30 to 4 P.M.; Fridays,
because classes ended at 3:30 P.M. The teacher on duty dismissed the pupils until the following Monday.
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APPENDIXII

Despite Peru’s recent achievement in expanding public education, it will be hard to maintain or expand
present enrollment rates if population continues to multiply as in the 1960s. According to estimates and pro-
jections of Peru’s population growth issued by the U.S. Census Bureau in 1971, four different levels of educa-
tional demand are foreseen for the rest of this century. These vary according to constant fertility from 1962 to
2002 (Series A), moderately declining fertility (Series B), rapidly declining fertility (Series C), and very rapidly
declining fertility (Series D). Because the Census Bureau sees the Series C and D scenarios as highly unlikely
in the absence of war, plague, famine, or some other manmade or natural calamity, we shall concentrate on
the more predictable alternatives of constant and moderately declining fertility: 1

SERIES A: The crude birthrate would decline slightly from 46.5 per 1,000 in 1962 to level off at 41.5 after
1995, while the crude death rate would drop by more than two-thirds in the same period, from 17.0 in 1962 to
5.21in 2001, producing a rise in the rate of natural increase from 2.9% in 1962 to 3.6% in 2001. Peru’s popu-
lation thus would double in the 21 years between 1968 and 1989 and reach 37.2 million by the end of the
century, or triple the population estimated for 1968. Between 1962 and 2002 the number of preschool
children (under six years) would grow at 3.6% annually, quadrupling from 2.1 to 8.6 million. Children of
primary and secondary school age would multiply in similar proportions. To achieve universal primary school
enrollment under the constant fertility projections of Series A, places would have to be found for 4.8 million
more children by 2002, beyond the 2.3 million who were in school in 1967, while 141,000 new primary
teachers would have to be found in addition to the 57,000 in service in 1965. At the secondary level, projec-
tions were made at constant (1961) enrollment rates, covering, at best, 19.5% of all males in the 15-16 year age
group, and for the growth needed to achieve the “universal” enrollment prevailing in the United States in
1969, of about 93% of all males and females in the 13-16 age group. These projections are complicated by two
factors:

(1) Because secondary enrollments since 1957 have multiplied at an annual average rate of more than 14%, it
is hard to project continued increases on this scale, or any variant therefrom, which at constant growth would
achieve universal secondary enrollment long before the end of the century.

(2) Because the 1961 coverage rate is unrealistically low for today’s secondary enrollments, actual enroll-
ments for 1972 (841,000) were nearly S0% more than the 573,000 projected for that year. While the enroll-
ment rate in the primary school age group (6-14) rose by less than one per cent to 72.2% in the 1970-1972
period, secondary enrollments increased by 22.6% in absolute terms, raising overall coverage in the 15-19 age
group from 41.5% to 44.9%.

Coverage in the 15-19 age group is distributed among day and night primary schools as well as academic and
vocational secondary schools, and there was a significant shift in distribution toward the secondary schools in
the 1970-1972 period.2

The U.S. Census Bureau’s secondary enrollment projections are of little value in absolute terms, because
by 1972 the actual enroliment (841,000) had exceeded the ““constant” projected enroliment for 1982. Never-
theless, the differential levels of fertility on which the Census Bureau’s projections are based, as well as the
consequent differences in demand for secondary education, are only expected to appear in enrollments after
1982 because of the lag between birth and entrance into secondary school age. However, in the decades
1982-1992 and 1992-2002, the effects on enrollments of fertility differentials become very substantial,
requiring an average yearly enrollment increase of 35,000 under Series A and only 26,000 under Series B in
1982-1992 and 52,000 and 30,000 respectively in the following decade at constant enrollment rates. In the
same two decades, the enrollment demands of Series A are respectively 5.0 and 8.5 times the requirements
under Series D, the lowest fertility projection.

SERIES B:A moderate decline in fertility would result in a doubling of Peru’s population over 24 years
following 1967, instead of 21 years under Series A, the result of a drop in thecrude birthrate from 46.5 in 1962
to 35.8 in 198S (tending to level off after that), while the crude death rate declines somewhat more slowly than
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in Series A, from 17.0 in 1962 to 5.4 in 2001, producing a growth rate of nearly 3.0% at the end of the century.
Peru’s population would thus be 32.2 million in 2000 (as against 37.2 million in Series A). Instead of
quadrupling, as in Series A, the number of children in preschool age would triple over the 40-year period,
with roughly similar increases in the 6-11 and 12-16 age groups. “Because of high fertility levels during the
late 1930s and the relatively small reductions in fertility estimated for the 1962-1968 period, the rate of
growth of the primary school age group (6-11) will remain high, close to 3.5% annually, at least until 1975. By
that time there would be 2.6 million children in this age group in any of the series, a substantial increase over
the 2.0 million estimated to exist only seven years earlier in 1968. Under Series A, an average growth rate of
close to 3.7% would be maintained over the remainder of the projection period, resulting in a total primary
school aged population of 6.8 million in 2002, an increase of 163% over the 1975 level. The trends for Series
B, C, and D show the effect of declining fertility in this age group. After 1975 the growth rate of the primary
school age group slows dramatically in all of these series reaching low points of 2.4% in Series B during
1990-1995, 0.4% in Series C duriug 1990-1995, and -0.2% in Series D during 1980-1985. Compared to the
absolute increase of 4.2 million primary school aged children in Series A between 1975 and 2002, this age
group would increase by 2.7 million under Series B, 0.9 million under Series C and only 0.8 million under
Series D over the same period of time. The extraordinarily low growth rates in either of the low fertility series
(C and D) would give Peru ample opportunity to achieve universal enrollment in this age group and a high
quality of primary education by the end of the century.”’3 Consequently, declining fertility would have its im-
pact on the economic and human demands of the system for more teachers and schools. At the primary level,
where the projections have proven to be more reliable, Peru would need 198,500 teachers and 65,200 schools
by 2002 to meet Series A population growth (compared with 57,000 teachers and 18,400 schools in 1965). On
the other hand, Series D growth would cut this demand in half, while Series B would reduce it by nearly one-
quarter. At the secondary level, “differences between the population series become even more pronounced
when improvements in enrollment are considered. Universal enrollment under Series A would require over
300,000 teachers by 2002 just to keep the 1965 student-teacher ratio constant (at 14.6 per teacher) as
compared to a total of 163,000 under Series D. This represents an average increase in the number of teachers
of from 3.7 to 7.6 thousand each year over the 37-year period from 1965 to 2002....”’4

1. Martha Bargar and Peter Gardiner, Population of Peru: Estimates and Projections, 1962-2002. Washington: U.S. Census
Bureau, Demographic Reports for Foreign Countries, 1971, 96 pp.

2. Ministry of Education, Plan Operative 1973. Lima, 1973, p. 11.
3. Bargar and Gardiner, op. cit., p. 17.

4. Ibid., p. 32.
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TABLEI TABLEII
Estimated and Projected Population of Preschool Estimated and Projected Population of Primary
Age Children (Under 6 Years) in Peru: Selected Years, School Age Children (6 Through 11 Years) in Peru:
1962 to 2002 Selected Years, 1961 to 2002
(Figures are in thousands and relate to January 1) (Figures are in thousands and relate to January 1)
Year Series A | Series B | Series C | Series D Year Series A | Series B | Series C | Series D
Estimates Estimates
1962......... 2,117 1 2,117} 2,117 2,117 19624 c.cncnns 1,681 | 1,681 1,681 1,681
1967.c0ceenen 2,555 | 2,555 | 2,555 2,555 1967 c0ccnees 1,930 | 1,930| 1,930 1,930
Projections Projections
1968..cc0vues 2,635 2,635 2,635 2,635 1968..c0as.s. 1,997 1,997 1,997 1,997
1970, 0000 0nns 2,779 2,763 2,747 2,731 1970......... 2,173 2,173 2,173 2,173
1975000 ceeenn 3,260 3,101 2,942 2,783 1975.0ccennen 2,604 2,599 2,594 2,590
1980.c.c0nns 3,881 3,488 3,095 2,724 1980.c000nnnn 3,077 2,960 2,843 2,726
1985..0ceesnn 4,652 3,936 3,220 2,757 1985.. 000000 3,690 3,355 3,021 2,694
1990......... 5,559 4,432 3,279 2,958 1990......... 4,437 3,801 3,165 2,707
1995...0..00e 6,648 5,169 3,457 3,340 1995......00 5,315 4,278 3,234 2,873
2000..ccscnens 7,983 6,034 3,844 3,676 2000.c00000e 6,362 4,965 3,376 3,234
2002..cc00e0e 8,599 6,402 4,010 3,781 2002......... 6,843 5,297 3,494 3,392
Average annual percent change Average annual percent change
1962 to 2002. 3.6 2.8 1.6 1.5 1962 to 2002. 3.6 2.9 1.8 1.8
1962 to 1968. 3.7 3.7 3.7 3.7 1962 to 1968. 2.9 2.9 2.9 2.9
1968 to 1970. 2.7 2.4 2.1 1.8 1968 to 1970. 4.3 4.3 4.3 4.3
1970 to 1975. 3.2 2.3 1.4 0.4 1970 to 1975. 3.7 3.6 3.6 3.6
1975 to 1980. 3.5 2.4 1.0 0.4 1975 to 1980. 3.4 2.6 1.9 1.0
1980 to 1985. 3.7 2.4 0.8 0.2 1980 to 1985, 3.7 2.5 1.2 -0.2
1985 to 1990. 3.6 2.4 0.4 1.4 1985 to 1990. 3.8 2.5 0.9 0.1
1980 to 1995, 3.6 3.1 1.1 2.5 19920 to 1995, 3.7 2.4 0.4 1.2
1995 to 2000. 3.7 3.1 2.1 1.9 1995 to 2000. 3.7 3.0 0.9 2.4
2000 to 2002. 3.8 3.0 2.1 1.4 2000 to 2002. 3.7 3.3 1.7 2.4
Source: International Demographic Statistics Source: International Demographic Statistics

Center, U.S, Bureau of the Census. Center, U.S. Bureau of the Census.

Source: Demographic Reports for Foreign Countries, Series P-96, No. 4 (Prepared under a participating
agency service agreement with the Office of Population Agency for International Development), U.S. Depart-
ment of Commerce, Bureau of the Census.
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TABLE I

Estimated and Projected Population of Secondary
School Age Children (12 Through 16 Years) in Peru:
Selected Years, 1962 to 2002

(Figures are in thousands and relate to January 1)

Year Series A | Series B | Series C | Series D
Estimates
1962..c.cu..s 1,191 1,191 1,191 1,191
1967ccceccces 1,361 1,361 1,361 1,361
Projections
1968, 000ceans 1,398 1,398 1,398 1,398
1970, 0cenn.. 1,480 1,480 1,480 1,480
1975cevecaans 1,745 1,745 1,745 1,745
1980...0c00ns 2,124 2,124 2,124 2,124
1985, 0c00n. 2,505 2,424 2,343 2,262
1990, 0.0e0n. 3,006 2,751 2,495 2,240
1995..0.00nnn 3,617 3,119 2,621 2,240
2000...c00... 4,336 3,508 2,681 2,364
2002 .000caan 4,659 3,695 2,706 2,458

Average annual percent change

1962 to 2002. 3.5 2,9 2.1 1.8
1962 to 1968. 2.7 2.7 2.7 2,7
1968 to 1970. 2.9 2.9 2.9 2.9
1970 to 1975. 3.3 3.3 3.3 3.3
1975 to 1980. 4.0 4.0 4,0 4.0
1980 to 1985, 3.4 2.7 2.0 1.3
1985 to 1990. 3.7 2.6 1.3 -0.2
1990 to 1995. 3.8 2.5 1.0 0.0
1995 to 2000. 3.7 2.4 0.5 1.1
2000 to 2002. 3.7 2.6 0.5 2.0

Source: International Demographic Statistics
Center, U.S. Bureau of the Census.
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Figurel Estimated and Projected Population of Preschool Age (Under 6 Years) in Peru:
1962 to 2002
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Figure2  Estimated and Projected Population of Primary School Age (6-11 Years) in Peru:

1962 to 2002
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Figure3 Estimated and Projected Population of Secondary
School Age (12-16 Years) in Peru: 1962 to 2002
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TABLEIV Estimated and Projected School Enroliment at the Primary Level for Both Sexes:
Selected Years, 1962 to 2002

(Changing enrollment rates. Figures are in thousands and relate to January 1)

Years Series A Series B Series C Series D
Estimates
511 72N 1,520 1,520 1,520 1,520
1967 cnenscnsccnnnnos Ceeteesieteaaaaaas 2,313 2,313 2,313 2,313
Projections
£ O 2,708 2,708 2,708 2,708
1977 0 oesceenenaaneenoscsncocasssoseascsoncsa 3,181 3,158 3,135 3,112
1982, ittt aconsacesoscsosesnsencsascsacns 3,715 3,545 3,376 3,206
1987 iviivreienvenannns Cerecasneaaaans 4,370 3,936 3,501 3,105
K - 2 5,153 4,352 3,552 3,066
T 6,050 4,817 3,531 3,214
2002, 4cusrssocsorvosooncanasessasascans 7,107 5,507 3,648 3,530

1967 to 2002

Annual growth rate..........{percent).. 3.3 2.5 1.3 1.2
Total increment...........(thousands).. 4,794 3,194 1,335 1,217
Average yearly increment..(thousands).. 137 91 38 35

1967 to 1982

Annual growth rate..........(percent).. 3.2 2.9 ‘2.6 2.2
Total increment...........(thousands).. 1,402 1,232 1,063 893
Average yearly increment..(thousands).. 93 82 71 60

1982 to 1992

Annual growth rate..........(percent).. 3.3 2.1 0.5 -0.4
Total increment...........{thousands).. 1,438 807 176 -140
Average yearly increment.. (thousands).. 144 81 18 -14

1992 to 2002

Annusl growth rate..........{percent)}.. 3.3 2.4 0.3 0.1
Total increment...........(thousands).. 1,954 1,155 96 464
Average yearly increment..(thousands).. 195 116 i0 46

Source: International Demographic Statistics Center, U.S. Bureau of the Census
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Figure4 Estimated and Projected School Enroliment at the Primary Level
in Peru for Both Sexes: 1962 to 2002
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Figure5 Estimated and Projected School Enroliment at the Secondary Level
in Peru for Both Sexes: 1962 to 2002
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Figure6  Estimated and Projected School Enroliment at the Secondary Level
in Peru for Both Sexes: 1962 to 2002
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The light of the stars shined on the town. It reflected, not on the garbage in
the streets, but instead on the spent doorways of eroded white stone, the dis-
colored tiles of sagging roofs, the sad yellow grasses beside the sewage ditches
that ran through the middle of the streets. There was a little light on the white
flagstone of the sidewalks; black spaces separated the stones where some had
been torn away. In the great silence the profile of the mountains was raised to
where the peaks swam in the rivers of stars. The song of the crickets echoed
the syncopation of heaven and earth. The voice of the great river reached the
town. It seemed to move with deep tenderness the cluster of dying trees lan-
guishing in the plaza that was so broad and so dry.

From José Maria Arguedas, “Todas Las Sangres” (1964).

Despite the student demonstrations of the pre-
vious day, the night of June 20, 1969 in the town of
Huanta was quiet as usual, with anemic yellow
lightbulbs faintly illuminating the plaza and the
principal streets until 10 o’clock. After that hour,
the mud streets and the adobe houses swam in
deep, shifting shadows for the rest of the night,
disturbed by the curses and quarrels of occasional
clusters of drunkards and by the whispering
movements of Indians from the puna who slept in
doorways during the night.

Throughout that night and the early hours of
Saturday, June 21, the Subprefect of Huanta Prov-
ince, Octavio Cabrera, was playing cards with Dr.
Lazon, the dentist, and the Italian who ran the
town’s electrical generator. Subprefect Cabrera is a
tall man in his early sixties with a leonine head who
would appear truly distinguished were it not for his
bloodshot eyes and a deeply-wrinkled face racked
by alcohol. Related by marriage to a former army
chief of staff, Subprefect Cabrera’s political con-
nections have made him a 35-year veteran of
small-town government offices in the coastal,
sierra, and jungle regions of Peru, in places like
Huarochiri, Canta, Rioja,Tarapoto, Lucanas, San
Miguel, Cangallo and Ayacucho itself. He had been
subprefect of Huanta once before in the 1960s. His
kidnapping the following day would be the most
spectacular event in his long and illustrious career.

The June 1969 uprising in the neighboring towns
of Huanta and Ayacucho was the most important
popular revolt in Peruvian history associated with
the issue of free public education. Coming a few
days before the proclamation of a sweeping land
reform law by Peru’s “Revolutionary Government
of the Armed Forces” that seized power in October
1968, the Huanta-Ayacucho events showed the new
military regime how resistant the Peruvian people

could be to decrees and new political morphologies
imposed from above. Not only did this uprising set
the tone of the military rulers’ frustrating relations
with peasants and urban squatters—the social
classes whose political loyalties the military hoped
to win by decreeing major social reforms—but it
also showed the desperation with which any meas-
ure would be opposed that threatened access to free
public education, the only means of escape from
the dead-end poverty and subjection in the sierra
that had existed for centuries. It was the new
military regime’s Decree 006, announced a few
months after its seizure of power in October 1968,
that threatened to place secondary education
beyond the economic reach of many poor students
by charging a monthly tuition of 100 soles ($2.50)
for those who failed a course. By appearing to block
this means of escape from poverty, the new decree
provoked an explosive reaction from the emergent
social classes who only recently had gained access
to secondary education, and it led to a series of
strikes and uprisings in the small towns of the
sierra that culminated in the bloody events of
Ayacucho and Huanta on June 21-22, 1969.

I

The town of Huanta was once a tambo, or resting
place, on the Camino Real (Royal Road) of the
Incas that follows the course of the Montaro River
on the way from Jauja to Cuzco. The
sixteenth-century Spanish chronicler, Pedro Cieza
de Leon, wrote that ““all these roads are full of caves
where men and beasts can take shelter from rain
and snow. The natives of this region have their
settlements in great sierras,...whose summits
are covered with snow nearly all the time. They
plant their crops in sheltered spots, such as the
mountain valleys. In many of the mountains are
great lodes of silver.””l The caves around Huanta
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are in a remarkable ecological zone where ““within
a radius of 15 miles the varied highland environ-
ment includes areas of subtropical desert, thorn-
forest grassland, dry thorn forest, humid scrub
forest and subarctic tundra.” The dryness of the
region has permitted the preservation in its caves of
recently discovered traces of human life going back
22,000 years, the earliest known remains of men in
the New World, chronicling ‘“man’s progression
from an early hunter to an incipient agriculturalist
to a village farmer and finally to the role of a
subject of imperial rule.”2The “Huanta complex”
of scrapers, blades, and projectile points goes back
10,000 years to the last glacial advance in the
Andes.

While there are no written records left by the
preliterate Huari and Inca empires, and only the
sketchiest statistical indications have been pro-
vided by Spanish crown officials, all evidence
points to unrelieved demographic stagnation ever
since 1791 when a population of 27,337 for the
Province (partido) of Huanta was given by the Guia
Politica, Eclesiastica y Militar del Peri: (1793).3 Al-
though the name of the province and town of
Huanta is the Quechua word for syphilis, the dry-
ness of the land and its inhospitability to agricul-
ture are reasons enough for the population growth
rate of the province over the next two centuries to
have been a mere 0.5 per cent per year: from 27,337
in 1791 to 33,165 in 1862 to 50,983 in 1940 to
67,590 in 1972.

While a sharp drop in mortality has led in recent
decades to a rise in Peru’s population growth rate
to more than 3 per cent annually, in backward
mountain areas like Huanta this slow increase has
been nullified by migration to Lima and to nearby
jungle areas. The town of Huanta, the second most
important urban center in the Department of
Ayacucho, grew only slightly in population (from
4,439 to 7,729) between the censuses of 1940 and
1972, responding but weakly to the national trend
of urbanization.

The stagnation of the surrounding countryside is
expressed by some comparative indices of social
and economic backwardness relating the Depart-
ment of Ayacucho to the 23 other departments of
Peru. According to these indices,* Ayacucho had
the highest proportion of houses without electricity
(96.7%); the second-highest proportion of adult
illiteracy (79%) and persons unable to speak
Spanish (66%); the second-lowest departmental per
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capita income; third-highest in houses without
radios (96.3%) and in nonvoters in the last national
election (92% in 1963); fourth-highest in the pro-
portion of the labor force engaged in agriculture
(77%); and sixth-highest (89%) in people living
outside towns of at least 2,500 population. Arable
land is so scarce that only 8 per cent of the farm
families in the Department of Ayacucho are
scheduled to benefit from the sweeping land reform
being carried out by the present military govern-
ment. ‘“Conflict levels in Ayacucho are very high, as
land lawsuit(s) and peasant community boundary
dispute(s)...suggest,” David Scott Palmer found in
a statistical comparison of land court cases
throughout Peru.? “The presence of high levels of
conflict within the peasant ‘class’ in Ayacucho sug-
gests that sharp cleavages exist here, and that in-
ternal unity is consequently low.” The average
income of Huanta’s 12,020 farmers has been esti-
mated at $65 per year.b According to Antonio Diaz
Martinez, an Ayacucho agronomist who partici-
pated in the peasant uprisings of the 1960s:

Around Huanta and Luricocha, the peasant
economy is based on a precarious subsis-
tence agriculture, complemented by small
income yielded by artisanship and migra-
tions. Most peasants have one hectare of so-
called irrigated land, but there is great inse-
curity because of the scarcity of water. In
the dry months (May to September) each
peasant’s turn for irrigation comes every 45
or 60 days.... Many of these peasants are
migrants who travel to the jungle of the
Apurimac River (Acon and Choimacota) for
six months each year cultivating small plots
of land as squatters. There they plant one
hectare of food staples (yuca, plantains,
pituca, corn) and one hectare of commercial
crops (coca, coffee, barbasco) that are sold
on the highland punas or in the market at
Huanta.7

The dry hills around Huanta have become
almost legendary in Peruvian history as the scene of
a series of Indian rebellions that have continued
sporadically through the Republican period.® The
Indians had supported the Spaniards in the Wars
of Independence, and did not recognize the new
republic until a separate treaty was signed with
them in 1839, 15 years after the army of the Vene-
zuelan General José Antonio de Sucre defeated the
Spaniards in the decisive Battle of Ayacucho on the
nearby Plain of Quinua. However, in 1857 the
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people of Huanta joined in a major insurrection
against the central government, and in 1882 the
Bishop of Ayacucho was shot to death while
crossing the Plaza de Armas to mediate between a
furious mob and the army detachment in the
town.? In 1887 and 1892 Huanta rebelled against a
new head tax decreed by the central government,10

while in 1896-97 the cause for revolt was a new salt
tax levied by Lima in a desperate effort to find
funds for a bankrupt treasury in an economy left in
shambles by Peru’s disastrous loss to Chile in the
War of the Pacific. According to the historian Jorge
Basadre: ““When the salt tax edict was published in
September 1896, the guerrilla commanders went to
the subprefect’s office to say that they would not pay
taxes on such a basic food staple. They also asked
for circulation of Bolivian money in the region. The
Indians rebelled on September 27 with 2,000 men
against 25 and killed the subprefect.”” When an
expeditionary force of 800 men came from Lima to
put down the rebellion, “‘the province of Huanta
was devastated.” The head of the expeditionary
force wrote later: “These are very valiant people
who fought from hilltop to hilltop without surren-
dering. I say frankly that without our modern rifles
they would have given us a very bitter experience....
The women are as ferocious as their husbands and
cheer them on with shouts and applause.” 11
Writing a few years later, Manuel Gonzalez Prada,
a leader of the indigenista movement of Peruvian
intellectuals who were among the principal ideo-
logues of social reform in the twentieth century,
asked: “Does the Indian suffer less under the Re-
public than under Spanish domination? If neither
corregimientos nor encomiendas no longer exist,
forced labor and recruitment remain. ... We main-
tain him in ignorance and servitude; we vilify him
in army barracks; we stupify him with alcohol; we
launch him into disastrous civil wars and, from
time to time, we destroy him in manhunts and
slaughters like Amantani, Ilave and Huanta.”12

It was in the dry dust of this backwardness and
poverty that the explosive growth in public educa-
tion has taken place in recent years. According to
the 1940 census, only about 16 per cent of the
school-age population of the Department of
Ayacucho had ever been in a classroom, compared
with 31 per cent of all Peruvians in the 6-14 age
group. The proportion of those 15 years and older
who had ever been to school (14.2%) was only about
one-third of the national rate (43%). Since 1940
primary enrollments in the Department of

Ayacucho have tripled while they have multiplied
fivefold throughout Peru. However, despite this
overall lag, the most spectacular increases of the
1958-1968 decade took place precisely within these
forgotten provinces of the sierra, reaching their
climax in the 1961-1966 period when the number of
primary pupils in the Department of Ayacucho
grew at an average annual rate of 13.6 per cent,
compared with 5.3 per cent for Peru as a whole.13

The social and political impact of this growth is
most easily seen in the city of Ayacucho, which has
grown from a sleepy and isolated departmental
capital (population 16,642 in 1940 and 24,836 in
1961) into one of the leading educational centers in
the Andes. Ayacucho’s sudden growth in the 1960s
is due almost entirely to the infusion of people and
government funds into the new educational institu-
tions that have proliferated over the past decade.
The National University of Huamanga, reopened in
1959 after being closed for more than 70 years,
mushroomed in size from 551 students in 1963 to
nearly 4,000 in 1973, while a private Catholic uni-
versity opened in 1968 had attracted 1,230 by 1973.
Only two Colegios Nacionales (public secondary
schools) functioned in the city in 1940; there were
13 of them and five other post-primary educational
institutions by the time of the uprisings and riots
against Decree 006 in 1969. As a result of this
sudden educational expansion, secondary and uni-
versity students were estimated to represent more
than one-fourth of Ayacucho’s population (43,304)
in 1972. Many of them came to the city from
remote villages and Indian communities; they
moved into hillside shack settlements such as San
Juan Bautista and Carmen Alto, which increased in
population by 250 per cent between 1961 and 1972.
A 1970 census of the Pueblos Jovenes 14 of Peru’s
principal cities showed that 38 per cent of
Ayacucho’s population lived in these marginal
squatter settlements, with a significantly higher
concentration of inhabitants under age 25 than the
rest of Peru, and with as high a proportion of
Spanish-speakers (86%) and persons 15 years or
older with some secondary education (30%).15 Ac-
cording to one of the leaders of the 1969 student
uprising, “many of the students from the country-
side bring their own food, mainly potatoes and
corn, from their homes. They live together in small
rooms that rent for $/50-100 ($1.25 to $2.50) per
month, cooking for themselves, studying by candle
or kerosene lamps and sleeping on sheepskins
spread over the floor. They study more and get




better grades than the boys from town because they
don’t have money for the movies and the
poolroom.”

In Huanta Province the number of primary
pupils nearly doubled between 1956 and 1970,
while in Peru as a whole they have tripled. How-
ever, the most dramatic development of this period
has been the quadrupling of the number of sec-
ondary students and their concentration in the
town of Huanta itself, accounting for half the
town’s population growth between the censuses of
1961 and 1972. While in 1956 there were only 317
secondary students in town attending the Gran
Unidad Escolar (GUE) Gonzales Vigil for boys and
a nuns’ school for girls, there were 1,358 by 1970,
along with four new post-primary institutions: a
night secondary school, an industrial school each
for boys and girls and the normal school founded in
1963.

The stakes for these young people in secondary
education were enormous as, in the words of
ECLA, “the primary school does not guarantee, or
is increasingly less able to guarantee, an escape
from manual labor. Only a very few people have
access to the university and in any event they must
first pass through secondary school. Hence, sec-
ondary education is the keystone of the whole situa-
tion. It is the secondary school that provides the
necessary passport to employment in the tertiary
sector. It is not surprising, therefore, that whereas
people everywhere have been forced to recognize
the need to make primary education universal—al-
though this is a long way from being
achieved—many social groups seek to maintain
secondary education as their own preserve.” 16

During the late 1960s the convergence of scores
of leftist university professors and thousands of
impoverished students on Ayacucho coalesced into
a kind of “counter-establishment”’17 dominated by
the Maoists who controlled the university admin-
istrative machinery and student federation. In the
course of popular mobilization against university
budget cuts, the land taxes that the Belaunde
government tried unsuccessfully to impose in 1967,
and against the military regime’s Decree 006 in
1969, a broadly based Frente de Defensa del
Pueblo (FDP) was formed from a wide range of
groups: secondary and university students, school-
teachers, barriada dwellers, market women, hos-
pital employees, construction workers, truck and
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taxi drivers, butchers, bakers, barbers, and the de-
partmental peasant federation. All of these groups
were vitally interested in the gratuity of public edu-
cation, enabling the FDP to stage a five-hour mass
meeting of 10,000 persons in the Plaza de Armas of
Ayacucho on Tuesday, June 17, 1969 to protest
against Decree 006, attended by “students,
workers, teachers, and fraternal delegations from
the provinces of Huanta, La Mar and Cangallo”
under the noses of “tripod machine guns and police
reinforcements posted on the towers of the colonial
churches of San Francisco, Santo Domingo, and
the Cathedral.” 18 For the rest of that week spo-
radic skirmishes continued between students and
police, as the sub-director of the Third Educational
Region in Huancayo arrived to warn the students
that he would close the Ayacucho schools for the
year if they refused to end the strike that began the
previous Friday. Throughout the Department of
Ayacucho student demonstrations were staged in
towns and villages like Cangallo, Vilcashuaman,
Tambo, Huancapi, Huancasancos and Chincheros.
On Friday, June 20, students and police clashed on
a bridge in the outlying settlement of Capillapata
and just outside the city’s central marketplace. The
students then took refuge inside the market, and
the police sealed off the entrances and threw tear
gas bombs inside, causing panic among shoppers
and market women and giving rise to another
round of skirmishing throughout the city that
continued far into the night. These incidents were
prelude to the bloody events of the next two days.

II

Subprefect Cabrera told me later that the card
game with the dentist and the Italian broke up at 5
A.M. on the morning of June 21, 1969. “I went to
drink coffee on the plaza,” he said. ‘“About an hour
later a truck driver informed me that the lawyer
Cavalcante had been arrested in his house. It was
not until 7:30 that I tried to phone Ayacucho from
the post office. I learned that some 35 extremists
had been arrested in Ayacucho and there was
fighting in the streets. At 8:30 A.M. I was still
talking on the phone to Ayacucho when a large
mob of peasants surrounded the post office. At 9
they took me hostage and shoved me into the street.
After a while they took me to Calvario, one of the
hills overlooking the town, from which we all
watched the fighting in the streets on Sunday
morning. ‘Go to town and find out what has
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happened,’ I told the Indians. ‘Nothing would have
happened here if you hadn’t taken me hostage to
exchange for Cavalcante. The police are coming to
find me whole or in pieces. Then you will pay for
this. The Civil Guard will visit each of you, house
by house. Not only you will pay, but also your wives
and children and sheep and chickens.” The Indians
talked among themselves for awhile and finally said
they would let me go. I went down to the side of the
road and was picked up by a public works truck
carrying four armed policemen.”

Aurora Alvarado de Avila is a small woman with
narrow eyes and a high-pitched voice who, as a
market vendor, had extensive dealings with the
peasants of the surrounding countryside and with
the other market women who played a key role in
the protests against Decree 006. A veteran of some
of the peasant rebellions of the 1960s and an orator
at the mass meetings in Huanta and Ayacucho
during the week before the uprising, Sra. Avila
explained later that the lawyer Cavalcante, the
Lima-educated son of a local farmer, had become
an important man to the peasants for his help in
legal matters ever since he returned to Huanta to
lead the fight against the 1967 municipal land tax
(predios rusticos) decreed by the Belaunde regime.
The military regime accused him of helping to
organize the protests against Decree 006. However,
Sra. Avila said, in a series of taped interviews, that
“the only thing Mario Cavalcante did was to
provide some legal writs requested by the peasants.
He had been doing this ever since 1967, when a
commission of our peasants had gone to Lima to
protest the predios risticos tax to President
Belaunde, and Cavalcante returned to Huanta and
spoke at a big rally, when the peasants named him
legal advisor to the antitax committees. Not only
did he provide legal services free of charge, but he
also advised them on strategy because their leaders
were in jail and they had nowhere to turn. On June
13 the market women called a 48-hour strike, and
the people from the valley refused to bring
tomatoes, greens, milk, firewood and other things
to town, but the people from the highland puna
brought meat, potatoes and chusio (dehydrated
potatoes) to the market under police protection.
There was no violence until Cavalcante’s arrest,
although the police went into the rural areas to try
to force peasants to bring their products to market.
When they heard of Cavalcante’s arrest, the
peasants went to the Civil Guard post and to the
PIP (Policia de Investigaciones del Peru), but

nobody would tell them where the lawyer had been
taken. It so happened that the pagos (rural settle-
ments) of Caballococha, Alameda, Chancaray,
Palomayo, Pucarajay and San Miguel had sent
representatives to town that Saturday to press a
claim in a dispute over irrigation waters. They
urged the subprefect to send a telegram to inquire
about Cavalcante. They didn’t know the lawyer had
already been flown to Lima at dawn with the other
prisoners. The subprefect said he would try to talk
with Cavalcante by telephone, and the peasants
insisted on hearing his voice over the phone. After
waiting without getting an answer, a group of
women took the subprefect hostage and brought
him to Calvario, just to find out more about
Cavalcante. A Civil Guard sergeant named Es-
pinosa sent an urgent telegram to Ayacucho,
warning that if the Civil Guard in Huanta were not
reinforced the whole town would disappear because
the Indians had taken over the place. After the
Civil Guard post already had been reinforced, the
peasants cut the telegraph wires and the bridge
leading to the town and went back to their homes
for the night.”

Early the next morning crowds of peasants began
to gather at the outskirts of town. By 10 A.M. about
10,000 of them had congregated in the park beside
the hospital and began to march with sticks, stones,
and slingshots along the Girén Santillana toward
the center of town. They held a small rally in the
Alameda Park and continued on toward the Plaza
de Armas to hold a larger mass meeting, but a
cordon of Civil Guards, with other policemen and
PIP detectives posted on the rooftops, blocked their
way with machine guns. In the forefront of the
peasants marched the *““chutos,” from the highland
punas, carrying banners. Then came the women
and students and after them the men. “As we
approached the post office we women and students
gradually overtook the chutos because those
butchers would knock over those poor wretches at
once but would think twice before shooting
women,” one of the market vendors said. ‘“We
locked together, arm-in-arm, those wearing town
dresses and those with polleras (peasant skirts).
The students advanced from behind and warned us
against causing any disorders. My three sons were
behaving like men. Suddenly the police launched
teargas bombs and we were frightened. Amid the
smoke we began to cough and our eyes burned ter-
ribly. Then the men began to curse and got ready to
fight, but we women stopped them. ‘Wait,” we said.




‘The police think we’re going to attack them. We
women will go to them to make clear we only want
to hold a meeting.”” It is hard to tell how the real
fighting started, whether from the stones launched
from the peasants’ slingshots or from the police
balines (rubber bullets meant only to graze the
skin). “The mob started shouting at the police, but
the students urged the people to take another street
toward the plaza,” one student told me later.
“ After the balines and the stones started flying, the
police started firing their machine guns to kill. The
students then threw molotov cocktails and dyna-
mited the police station. The police retreated to the
Plaza de Armas across the rooftops and through
the streets and started to fire wildly at the crowd.
The police were very frightened; they were greatly
outnumbered and were short of teargas masks and
had no cars.”

By 11 A.M. there were scores of casualties. The
44-bed municipal hospital had no operating room,
x-ray equipment, or blood bank. When the
shooting began, mattresses were spread out along
the corridors to accommodate the wounded. An
American Baptist missionary used his short-wave
radio to call Lima and Ayacucho for first-aid help,
and a helicopter arrived later in the day with
doctors and nurses and some medicines. Mean-
while, the crowd turned on the PIP headquarters.
According to Juan Saavedra Lépez, a local store-
keeper, “the peasants went looking for the head of
the PIP in Huanta, a man named Uribe, whom they
saw kill two students. The PIP detectives climbed
on the roofs, threw teargas and fired their machine
guns from the middle of the street. My 22-year-old
daughter Irene, who was studying her fifth year of
night secondary school, was shot in the head and
died instantly. She left two children, fathered by a
guitarist who never married her because of my
stubbornness. The boy next to her was shot in the
portal of the plaza when he shouted at Uribe: “This
is how they massacre helpless people.””

Set afire by the students’ molotov cocktails, the
PIP headquarters began to burn rapidly and in the
streets bonfires were lighted with police files and
documents. A frightened merchant locked himself
in his store and threw money into the street to
pacify the peasants, who then broke down the door
and sacked the premises. Meanwhile, the police
barricaded themselves strategically around the
plaza: in the church tower, in the city hall, in the
upstairs rooms of the corner pharmacy, behind the
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cement walls inside the plaza. People commented
later that the mob kept on advancing as if it wanted
to force the police to exhaust all their ammunition
before the final assault. Around 4 P.M. word began
to spread that about 200 shock troops, known as
sinchis, were entering the town on foot. They had
been flown to Ayacucho from Lima on the same
plane that carried the 38 arrested “‘extremists” to
Lima the morning before. Their entry into the town
had been delayed by the destruction of the bridge
the night before, but their belated arrival was with
guns blazing and they completely dominated the
situation by nightfall. The sinchis declared a state
of siege in Huanta, forbidding all pedestrian and
vehicular traffic on the streets, while the govern-
ment in Lima announced a death toll of 14 persons.
As is usual after such uprisings, local sources
claimed that the number of dead was much higher.
According to an account published two years later,
““at 7 P.M. on Sunday night, the police collected the
dead and wounded in the dark, using ponchos and
improvised stretchers. On one corner, a garbage
truck picked up the dead.”19

III

Two days after the uprising in Huanta, on June
24, 1969, known as the Day of the Indian, the
“Revolutionary Government” repealed Decree 006
and proclaimed the most sweeping land reform
program of the past decade in Latin America. A
month later, in his first annual message to the
Peruvian people, the new military President,
General Juan Velasco Alvarado, announced that
“the Ministry of Education is laying the ground-
work for a complete restructuring of the
educational system. An overall and realistic
approach to the problem of illiteracy deserves
special attention through the development of an
authentic rural school intimately linked to the
actions of the agrarian reform.” 20 An Education
Reform Commission was formally appointed in
November 1969 and produced a widely discussed
General Report ten months later and a draft law in
March 1971. After intense internal and public de-
bate a revised draft law was finally published in
December 1971 and the new General Education
Law formally decreed on March 21, 1972.

The design of the new education reform has met
with a generally favorable response. A World Bank
staff report, which prepared the way for a $40
million loan to finance construction and equipment
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of 49 new secondary schools, called it “compre-
hensive and innovative. It covers all levels and
programs of education and provides a framework
for a reformed education system which will go far
in meeting the needs of the country’s socioeconomic
structure over the next two decades or so.”’21 While
the new law proclaims the intention of bringing
children under five years old into the school system
and of providing different forms of “non-school
education” (educacién no escolarizada) such as
literacy, televised courses and job-training for
adults, the basic thrust of the reform is to reduce
drastically the enormous wastage of the rapidly ex-
panding apparatus of formal schooling by cutting
down the dropout rate and making education more
relevant to economic productivity and the need to
earn a living. The 1970 report of the Education
Reform Commission attacked ‘“‘the absence of sig-
nificant content at all branches and levels of edu-
cation and the excessive memorization in teaching
methods....Students do not acquire basic skills,
such as intelligent reading and reflective thought,
nor are they trained for any useful and productive
activity.””22 To reduce the dropout rate in primary
schools, the reform is attempting to end frustration
and humilitation inside the classroom by endorsing
instruction in vernacular languages in Indian areas
and by allowing virtually all pupils to be promoted
from grade to grade, whatever their perform-
ance. 23 While Peruvian students until now have
been attending six years of primary school and five
years of secondary, the educational sequence will be
gradually restructured over the next two decades to
embrace nine years of ‘‘general basic education”
followed by three years of professionally oriented
secondary education in a new type of school called
ESEP (Escuela Superior de Educaciéon Profesional).
At all levels the curriculum, texts and teaching
methods are to be gradually but drastically revised
to make them more relevant to the student’s life,
environment and his future vocational needs. As of
the 1974 school year, the new curriculum and texts
have been introduced in the first three primary
grades, and the reform is scheduled to reach one
new grade each year.

While in Latin America the rural school has tra-
ditionally been ‘““an exotic and sickly import from
the cities,”24 Peru’'s Education Reform has
adopted as its basic unit of school administration
the nucleo escolar (Nucleo Escolar Campesino) that
has been operating in flawed and limited fashion
for the past three decades in many rural areas.

Financed with United States aid in the 1940s and
1950s, these were described by the Reform Com-
mission as a “valuable organizational creation”
representing the ‘“most successful, most extensive
and oldest” educational experiment in the country
that would replace ‘“‘the present obsolete, onerous
and inefficient school organization.”25 In recent
decades the nucleos have operated in the form of a
central schoolhouse offering all five years of pri-
mary education and several satellite schools in the
surrounding countryside that provide instruction
through the second or third grade. Under the new
Education Reform, the concept of the nucleo has
been greatly enlarged (Nucleo Escolar Comunal) to
embrace a school district governed by a director
chosen by the Ministry from a list of three can-
didates presented by a Community Education
Council, and composed of elected representatives
of teachers and parents as well as of local public
officials. In the words of a key member of the
Reform Commission:

In the context of the Peruvian Revolution
many things are changing. Even the instru-
ments of formulation of educational policy
have been adjusted to correspond with the
other structural reforms, with the transfer of
power from the oligarchy to the people. The
institutionalization of participation in the
educational field is shown in one of the most
original and daring concepts of the educa-
tional reform: nuclearization. Nucleariza-
tion of the educational community
mobilizes the participation of the citizens of
the district in the dual process of criticism
and creation which will permit the defini-
tion of authentic educational models, rooted
in the culture and needs of an organized
community. 26

“Participation” has become the most widely
used catchword in the official propaganda and the
most deeply ambivalent political strategy of Peru’s
military regime. This ambivalence has charmed
political scientists throughout the world into a lusty
scholastic debate over the ‘““corporativist” (i.e., not
quite fascist) nature of the new political system.
The reformed educational system has been de-
signed as a key element of the new political
morphology in which, theoretically, the central
government would assume the role of a guide and
guardian of national security and public order
while much of the country’s social and economic
life would be in the hands of “local participation
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Top: the nucleo escolar of Zurita, Cuzco (1974). Bottom: the morninghfyo’rmat,ion, near Huarocondo,
Cuzco (1974) (Nucleo escolar).
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units” of various types, including the nucleos
escolares. According to Palmer’s analysis of this
new morphology: “These local participation units
are organized by functional sector: agricultural
cooperatives and peasant communities; manu-
facturing communities and neighborhood associa-
tions. They are created at the initiative of the cen-
tral government, and the members are organized
and provided with orientation by cadres of govern-
ment ‘contact points’ representing the bureauc-
racies at the local level. The central government has
created, in addition, a national organization
[SINAMOS]27 with offices at the department and
province levels with the explicit function of stimu-
lating and channeling citizen participation into
these local units. These units are, in turn, directed
toward the output structures [line agencies] of gov-
ernment.”2® On the other hand, he adds: “The
rhetoric of revolution of this government, with its
emphasis on the transferral of effective power to
the people, is...combined with the practice of strong
central control. Virtually every initiative of the gov-
ernment to date regarding participation has been
tempered by a number of direct or indirect
controls. Opportunities to participate in the work-
place and residence are being created, indeed, but
within very carefully circumscribed limits which
almost invariably insure retention of control over
the important questions by either the government
bureaucracy or the present owners of the means of
production. This is to insure that development
goals are not disrupted, that citizens learn to
participate in the larger questions by participating
in the smaller ones, and that military concerns with
internal security are not compromised. The poten-
tial for participation as expressed in the ideology is
very great; the practice, so far, is quite limited.”29

v

The character of Peru’s education reform cannot
be understood without a careful reading both of
these official designs and of the evolving ideology
and mystique of the school in Latin America in the
twentieth century. According to ECLA, ‘‘every
revolutionary regime, without neglecting other so-
cializing agencies, tends to attach tremendous im-
portance to the schools as a means of transmitting
the new value system it is trying to impose. From
this standpoint, there is no difference between the
French Revolution of 1789, the Russian Revolution
of 1917, and the Cuban Revolution of 1959.” 30
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In the Mexican Revolution, which provided the
cultural model for the expansion of schooling in
Latin America, the spread of education to the
peasant population became a quasi-religious move-
ment in which the school was seen as an ecumenical
and revolutionary instrument of social redemption.
“Educar es redimir’”’ became the slogan. José Vas-
concelos, Mexico’s first Secretary of Education in
1921, was ““strongly influenced by Tolstoy...a paci-
fist and equalitarian.”31 Writing in the early
1930s, Frank Tannenbaum observed: ‘“No outcome
of the Mexican Revolution is more significant than
the educational movement that has grown from it.
The educational undertaking is...broader in scope
and more deeply touched with a sense of emergence
of a new spirit than either the agrarian or labor
movements....Education in Mexico tends to be-
come education for the community rather than for
the individual.”’32 In 1923 Vasconcelos sent the
first “Cultural Mission” into the countryside for
the evangelical work of training rural teachers and
community development; the staff of these
missions as they multiplied and spread throughout
Mexico in the 1920s and 1930s usually included a
“rural organizer” trained in agricultural extension,
a social worker, a nurse-midwife, a music teacher, a
plastic arts teacher and a mechanic who ran the
motion-picture machine and taught and performed
other mechanical operations.33 Tannenbaum saw
that “the community must build the school
building; it must provide the basic essentials (the
furniture and equipment of the school), insofar as
they are provided at all, by making them; it must
furnish a piece of land for the school, from the re-
sources of which the basic school needs can be
slowly satisfied; it must provide keep and main-
tenance for the teacher through the tilling of the
plot set aside for the teacher’s income. The rural
community must support the school in the future
the way it supported the Church in the past.”’34
The manifold functions assumed by the school in
this mystique is described in an inspector’s report
at the time from a village in Oaxaca:

The school building has been whitewashed,
a donation of five hectares of land for the
agriculture of the school has been secured,
we have secured school furniture, the house
for the teacher has been constructed, we
succeeded in getting the community to pur-
chase a gasoline lamp for the night school, a
school seal was purchased, a chicken coop, a
dove house, an athletic field and a garden
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have been constructed, a flag has been se-
cured for the school. We are asking from the
National Telegraph the installation of the
telegraph-telephone apparatus, we secured
through the cooperation of the community
the fixing of the road, a new educational
committee has been named, the open-air
theater is under construction, a committee
on health has been installed, all of the chil-
dren and most of the adults have been vac-
cinated, an anti-alcoholic committee has
been named....The school has 10 hectares
in coffee and three in coconuts.3?

The Mexican Revolution tried “‘to create a sys-
tem of values which incorporated the Indian not
only as a useful member of the nation, but as part
of the definition of national excellence.”36 This
greatly strengthened Peru’s indigenista movement
in the 1920s and 1930s, which itself was the product
of a long and rich intellectual genealogy. 37 It was
in Mexico that APRA, Peru’s most important
political party for the next half-century, was
founded by Victor Raul Haya de la Torre in 1924,
the same year that Hildebrando Castro Pozo pub-
lished his influential Nuestra Comunidad Indigena
after serving briefly as Director of Indian Affairs
under President Augusto Leguia (1919-1930).
(After his break with Leguia’s civilian dictator-
ship, Castro Pozo taught sociology at the Colegio
San Miguel in the northern coastal city of Piura,
where one of his students was the future President
Velasco Alvarado.)38 The French historian Fran-
cois Chevalier stresses the influence of Gorki and
the Russian agrarianist writers on the Peruvian in-
digenistas, as well as the provisions of the Mexican
Constitution of 1917, based on Emiliano Zapata’s
1911 Plan de Ayala, which had recognized the
rights of Indian communities to hold property and
to re-establish the lost ejidos.39 As in other revolu-
tionary movements of the time, questions of educa-
tion were discussed by Peru’s indigenistas almost as
much as questions of land. In his classic Seven
Essays on Peruvian Reality (1928) José Carlos
Maridtegui, who wrote profusely on educational
matters and who later became the household idol of
Peruvian Marxism, offered a widely held view of
the role of the school in Peruvian society:

The first century of republican life closes
with an enormous deficit in public educa-
tion. The problem of illiteracy is almost
intact. The State so far has been unable to
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establish schools throughout the national
territory. The difference between the size of
the job and the resources at hand is enor-
mous. Teachers are lacking for the modest
program of popular education authorized
by the budget. Less than 20 per cent of all
teachers are normal school graduates....
The career of primary school teacher, still
subject to the taunting and contamination
of landlords and local political chiefs, is one
of misery, without any stability. The com-
plaint of any Congressman, used to finding
the teachers of his district in his submissive
train of courtiers, weighs more in official
thinking than the service record of any con-
scientious teacher. The problem of illiteracy
of Indians goes beyond any pedagogical
plan. Each day proves that literacy is not
education. The elementary school does not
redeem the Indian socially and morally. The
first real step toward his redemption must
be the abolition of his servitude.40

Leguia’s autocratic methods soon led to a break
with the indigenistas, and the departure of many of
them into exile, after they opposed his re-election in
1923. However, indigenismo remained official
doctrine, though weakly implemented,4l and
primary school enrollments doubled during the
1919-1930 oncernio in one of the strongest surges of
growth in this century, generated by a major
economic expansion. Indian normal schools were
founded in three regions of the sierra in 1930 and
Indian Education Commissions were formed in
Ayacucho, Huanta, Huancavelica, Huancayo,
Jauja, and Tarma.42

After the Depression truncated this expansion
and precipitated Leguia’s overthrow, a new fusion
of the educational ideals of the Mexican Revolution
and Andean indigenismo occurred in the Bolivian
village of Warisata, across Lake Titicaca from
Puno, where the first nucleo escolar campesino was
founded in 1931. Initiated as an effort to train rural
teachers in a rural setting, Warisata became by the
mid-1930s a network of 33 village schools spread
over a radius of 60 miles on the Bolivian altiplano,
all controlled from the central school of Warisata
near the lakeside town of Achacachi each with its
own land and workshops, and governed by
Amautas, or wise men. According to Elizardo
Pérez, the founder of Warisata,
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...[this system] would integrate a nucleus of
vital activities, in agriculture and other
work, in constant relation to the central
school. The satellite elementary schools
provided the central school with products of
the different regions and received in
exchange the products of the central
school’s artisan workshops, especially con-
struction materials such as tiles for
roofing.... Among the teachers were many
who responded with great human quality, as
well as others who failed and more than one
who was expelled by the Indians themselves
for incompetence. Not just everyone could
do this job, which required maximum
honesty and permanent effort. We could not
allow repetition of the case of the rural
teacher eager to live at the Indian’s expense
with nobody to control his cheating. Now
the eyes of the community and the Parlia-
ment of Amautas watched over him, and
above them was the severe control exercised
from the central school.43

Warisata became such a model in the field of
Indian education that, in 1944 and 1945, repre-
sentatives of the Education Ministries of Peru and
Bolivia met in Arequipa and then in Warisata itself
with United States educational advisers to lay the
groundwork for the creation of the first nucleos
escolares campesinos in Peru, and for others in
Bolivia, under these general principles: 44

+The Indian problem is a problem of the
State, embracing socioeconomic, health,
communications, educational, agrarian,
and juridical aspects....

+Education provided by rural schools
should be basically agricultural, without
obstructing the more gifted pupils from
going on to higher studies.

+The influence of the rural school should
reach into the peasant home to improve all
aspects of life.

The establishment of the first 16 nucleos
escolares campesinos in southern Peru in 1947,
around Lake Titicaca and in the Vilcanota-
Urubamba Valley of Cuzco Department, institu-
tionalized the convergence of indigenismo with the
separate but related phenomenon of United States

Indian schoolboy in a Cuzco nucleo escolar (1974).

influence on Peruvian education in this century.
The story of this influence is a wedding of the noble
and the ludicrous. Under the first administration of
President Leguia (1908-1912), the European
(mainly French) educational models and advisers of
the nineteenth century were brusquely replaced by
a troop of Americans in key positions: adviser to
the Minister of Education; director of the Normal
School in Lima; inspector of schools in the
Departments of Lima and Puno; rector of the
University of Cuzco; supervisor of commercial
education and secretary to an educational reform
commission.4> When Leguia returned to power in
1919 the scope of the United States mission was
expanded to where one of its members could boast
in print that Peru had become the first Latin
American nation to “take the radical step of
turning over its entire system of public education to
an American mission on the ground.” 46 According
to Paulston, who belonged to a later United States
mission, efforts were made ‘““to recruit American
teachers and administrators who had worked under
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the United States colonial governments in the
Philippines or in Puerto Rico. Evidence seems to
indicate that the 24 advisers hired by 1921 were in
general mediocre and unsuited for service in Peru.
Only a few could speak Spanish....” 47 Manuel
Vicente Villaran, Leguia’s first Minister of Educa-
tion and architect of the reforms of 1913 and 1920,
advocated the switch from the French to the U.S.
system because, ‘“‘with all its admirable intellec-
tuality, [France] still has not been able to
modernize, democratize and unify sufficiently her
educational system and methods.” On the other
hand, ‘“‘the great European peoples today reform
their plans of instruction to follow the Yankee
model, because they understand that the needs of
the time demand men of enterprise and not literary
nor erudite types.”48

The most fruitful cross-fertilization of American
and indigenista influences came not in government
offices but in the distant altiplano Department of
Puno in the early decades of the century. These
were the years of maximum expansion of the
hacienda system in Peru, of vast enclosure
movements under various legal ruses and pretexts
that wrested ancestral lands from the Indian com-
munities, and of several Indian rebellions in
response to these pressures. In 1911 the “First
Regional Congress of Normal School Graduates”
was held in Arequipa to discuss two related
problems, Indian education and the usurpation of
Indian lands under the economic incentive of rising
world prices for sheep and alpaca wool, leading to
peasant uprisings throughout the altiplano.4® One
of those normal school graduates was Jose Antonio
Encinas, who with the collaboration of the
American school inspector, Joseph A. MacKnight,
conducted educational experiments in Puno that
led to charges by a local Congressman of “teaching
doctrines contrary to the Constitution of the State.”
These experiments and rebellions coincided with
an evangelizing campaign of the Seventh Day Ad-
ventists in the provinces bordering Lake Titicaca.
In the Province of Chucuito, where major Indian
uprisings occurred in 1903, 1905, and 1912, the
Adventist missionary Ferdinand Stahl went from
hut to hut “carrying a bit of relief for the ailments
of typhoid, typhus, and smallpox that decimated
the aboriginal population.” Visiting the Adventist
center of La Plateria two decades later as a Con-
gressman, Encinas observed that they ‘“‘possessed
primary schools, normal schools, and hospitals and
had reached about 5,000 converts....The basic
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thing is that they are transforming the spirit of the
Indian, bring him into civic life, making him aware
of his rights and obligations, separating him from
the vices of coca and alcohol, removing supersti-
tion, curing illnesses, showing the best way toward
human dignity.”50

While the Bolivian nucleo escolar campesino of
Warisata may have served as the official model for
the establishment of the first nucleos in Peru in the
1940s, the Adventist schools in the Puno region
may have been even more influential in making
possible this new departure in rural education.51
Writing in the 1960s, the Peruvian anthropologist
Gabriel Escobar provided this description of the
Adventist schools:

The Adventists began their work in 1906...
and by 1940 claimed some 20,000 faithful,
which today might more accurately be
10,000. The Adventists are in almost all
rural districts, grouped around their own
primary schools that also serve as places of
worship. The school director is also a
missionary who alternates between teaching
children, preaching and reading from the
Bible. It is interesting to note that the
Adventist orientation is toward greater
social mobility [of the Indian] toward
becoming a cholo or mestizo, and toward
urban life with a strongly nationalist ten-
dency....The teachers are almost always
rural Indian converts to Adventism who
work with religious zeal and who are paid
just enough to live on by the community.
The school buildings are constructed by the
faithful themselves or with their monetary
contributions. The school calendar is differ-
ent from that of public schools, absorbing
less time and better adjusted to the annual
cycle of the community’s economic activity;
it begins just after the harvest in March or
April and ends just before planting time.
During vacations, the teachers attend
training courses in Puno or Juliaca and
devote themselves to missionary work.
Apparently, without being able to confirm
this, under this system these schools have a
higher regular attendance than public
schools and more of their pupils finish their
primary education, going on to Chullun-
quiani, the secondary school of the Adven-
tists in Juliaca. 52
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At its apogee the U.S. advisory mission,
SECPANE (Servicio Cooperativo Peruano-Norte-
americano de Educacion), occupied the entire tenth
floor of the Education Ministry’s skyscraper, which
until recently was the tallest building in Lima. The
Education Ministry was besieged every summer by
swarms of teachers from the provinces who
crowded the entrances and corridors in search of
transfers, promotions, appointments, pensions,
etc., while on the sidewalks outside swarms of
tinterillos with portable typewriters and collapsible
tables would fill out documents for them on special
paper with official seals. Using the model of
Warisata and the Adventist schools of Puno,
SECPANE provided capital funds and supervision
for what was, in effect, its own Indian school system
that by 1960 embraced 73 nucleos throughout the
sierra containing 2,416 central and satellite schools
and an enrollment of 226,000 pupils. They were
much more luxuriously furnished than the rest of
Peru’s rural schools; some combined “large class-
rooms, sanitary facilities, barber shops, pens for
raising domestic animals, desks and furniture,
living quarters for teachers, offices, shops, agri-
cultural tools, electric generators, film projectors
and with everything else that within natural limita-
tions could be used to contribute to a good basic
education for the child and the adult commu-
nity.”’ 53
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Fiesta in Apurimac (1970).

However, when SECPANE was eliminated on
orders from Washington in 1962 and replaced by a
more modest advisory mission from Columbia Uni-
versity Teachers College, this was ‘“a near
death-blow for the nucleos. The Cuzco warehouse,
containing school equipment and supplies, was
looted straightway. The ministry continued to pay
supervisors’ and teachers’ salaries but little else....
Supervisors in literacy, agriculture, and health
lacked transport and expenses and could no longer
travel from the central nucleo to the isolated sec-
tional schools.”% The nucleos seemed to be de-
pendent on the status symbols and economic incen-
tives provided by United States aid. When, for
example, SECPANE began withdrawing its finan-
cial aid to the Quiquijana nucleo near Cuzco in
1955 after its initial capital investment, a rapid
turnover of supervisors and directors began to
impede the functioning of the satellite schools, the
farming cooperatives and adult education. To-
gether with these problems, “the lack of efficient
and stable administrative personnel, as well as
supervisors and teachers who could teach in the
workshop (full of equipment never used) made the
Quiquijana nucleo appear to be at the edge of
failure.”55 While roughly 27 per cent of
Quiquijana’s pupils failed the year’s work between
1946 and 1961, a lower failure rate than in most
rural schools, success in school has meant
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“constant and recent migrations of the commu-
nity’s youth to larger cities as soon as they finish
their primary schooling in the nucleo.”” another
major problem, which has plagued the schools of
the sierra throughout their expansion, is the use of
Spanish rather than Quechua as the initial lan-
guage of instruction:

The decision to teach in Spanish as the
national language was taken by SECPANE
before forming the Quiquijana nucleo. The
problem was establishing a period of transi-
tion from Quechua to Spanish. The general
opinion has been that, if the teacher forbids
the pupils to speak Quechua, they would
learn Spanish in from six months to a year,
impelled by necessity. However, since the
children speak Quechua anyway at play and
in their houses, the problem turned out to
be more serious and complex than it pre-
viously appeared to be. The language
barrier was one of the most notorious im-
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pediments to teaching in the Quiquijana
nucleo, making necessary a review of the
methods and materials used in teaching.56

In response to this need, the Education Reform
Commission in 1970 urged the adoption of an offi-
cial Quechua alphabet as a first step toward using
Quechua and other Indian vernaculars of the sierra
and jungle as languages of primary instruction in
the public schools of these regions. Its report added
that the practice of teaching in Spanish to children
unable to understand the language was ‘‘greatly
responsible for school dropouts, the psychic trau-
matization of monolingual children and their
failure to learn reading and writing.””57 At the
same time, the five departments of the southern
sierra known as the manchu indigena 58 —Puno,
Cuzco, Apurimac, Ayacucho, and Huancavelica—
was declared a “priority zone” for the application
of the Education Reform for reasons of social
justice, ‘‘to support the agrarian reform within the
scheme of ongoing structural changes.”%9
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They [the elementary schools] are mainly in the hands of ignorant, unskilled teachers. The chil-
dren are fed upon the mere husks of knowledge. They leave school for the broad theater of life
without discipline; without mental power or moral stamina. ... Poor schools and poor teachers
are in a majority throughout the country. ... Multitudes of the schools are so poor that it would be
well for the country if they were closed. . .. They afford a sad spectacle of ignorance engaged in the
stupendous fraud of self-perpetuation at the public expense.

Just as Peru’s Education Reform was beginning to
gain momentum, a series of strikes and uprisings in
the cities of southern Peru in late 1973 established
the national teachers’ union, SUTEP (Sindicato
Unico de Trabajadores en la Educacion del Perii), as
the main organized opposition to the five-year-old
“Revolutionary Government of the Armed Forces.”
The dismissal and arrest of SUTEP leaders in Puno
and Arequipa triggered an escalating series of inci-
dents that ended in an eight-day general strike in
Arequipa, Peru’s second-largest city. A supporting
work stoppage by railroad and other transport
workers paralyzed the movement of all goods, in-
cluding critical supplies of food and fuel, from the
coast to the inland towns and cities of the sierra.
Then student uprisings throughout the region cul-
minated in the burning down of the SINAMOS
headquarters in a colonial palace in downtown
Cuzco and the destruction of debt records of the
agrarian reform. All this ended only after martial
law was declared throughout the southern sierra and
more than 100 SUTEP leaders were arrested in
various parts of the country. But the strength of the
teachers’” movement had sufficiently stunned the
government for President Juan Velasco Alvarado to
warn in a press conference a few days later: “If they
want war, they will have it. Here we stand: Either
SUTEP will fall or the Revolution will fall.”’1

The teachers’ movement had grown in strength
and militancy after a 1971 national strike that failed
when the pro-Moscow Peruvian Communist Party
(PCP), which has become an avid supporter of the
military regime, split from the movement and left
seven strike leaders—including the Trotskyite
peasantleader Hugo Blanco—to be deported by the
government.2 Afterward, the different teachers’
guilds—primary, secondary, vocational, etc.—were
united into a single national union, SUTEP, formed
at a congress in Cuzco in June 1972 that was largely
controlled by Maoist elements. During a visit to
Puno a few months after the 1973 uprisings, a young

William Franklin Phelps, President of the
National Education Association, 1870%

priest close to the movement explained to me that
“the ambiguity of the teachers’ movement allows
different kinds of groups to participate. In the north
of Peru many of the key positions in SUTEP are held
by APRA (American Popular Revolutionary Alli-
ance) leaders and in the south by Maoist groups such
as Patria Roja and Bandera Roja and the Trotskyite
Vanguardia Revolucionaria. Education is a political
battlefield, and the education reform is used as a
means of bringing awareness to the people. When
four SUTEP leaders were arrested in Puno, taxi and
truck drivers, secondary and university students,
merchants and market women turned out in an
attempt to win their freedom. SUTEP is forming
political study groups and tries to show that the
government suppresses the class struggle through
the arrest of SUTEP leaders. The Moscow-oriented
Communist leadership originally had condemned
the strikes in southern Peru as part of a plot by
“Yankee imperialism and the oligarchy” to “create
artificial strikes impairing production and the
national economy.” Then the Secretary-General of
the PCP-controlled Confederacion General de
Trabajadores del Perit (CGTP), Gustavo Espinoza,
did a complete about-face when he saw the strength
of the Arequipa movement after going there to talk
the unions into going back to work. Apparently
fearing the political consequences of being left on
the sidelines of a protest movement having over-
whelming popular support, Espinoza joined the
strikers, declaring that ‘‘healthy, decent forces have
been mobilized in the Arequipa events that have

. nothing to do with the imperialist and reactionary

interests. Neither the bank employees nor the
teachers nor the transport workers can be accused of
being counterrevolutionary....”3

Earlier this year I was able to smuggle a tape re-
corder into the Lurigancho Prison on the desert hills
outside Lima to interview some of the Maoist
SUTEP leaders arrested in late 1973. They were
mostly young teachers in their late twenties and

*Quoted in Richard Hofstadter, Anti-Intellectualism in American Life. New York: Knopf, 1963, p. 303. This statement was
made by Phelps at an NEA meeting before he was elected NEA president, when he was still head of a normal school in

Winona, Minnesota.




early thirties who were products of the rapid expan-
sion of teacher-training programs in Peruvian uni-
versities and normal schools in the 1960s. Their lan-
guage reflected both the political radicalization of
this period and the poor professional training re-
ceived under the pressures of proliferating enroll-
ments. Nevertheless, their role as leaders of the
opposition to the military regime leads one to
suspect that a new political generation is coming of
age in Peru in some ways similar to the mestizo
elements that emerged during APRA’s revolu-
tionary phase in the 1930s.4

I

“The protest movement in Puno goes back some
time,” said Platéon Palomino, a husky 29-year-old
from Puno who was among the ten jailed. school-
teachers gathered around me in a corner of the
prison yard at Lurigancho. ““One of the most impor-
tant events was the visit of President Velasco’s wife
to Puno on June 27, 1972. She had to be evacuated in
an armored car during some tense moments in the
midst of protests by students and workers for the
freedom of certain jailed leaders. Officially, three
people died in the melee that followed, but we know
that others disappeared. The people who protested
compared their own poverty with the great waste of
money on the tour of the President’s wife. Then, on
October 25,1973, four SUTEP leaders were arrested
in Puno. On the following day the secondary stu-
dents were mobilized for the first time in Puno’s
history to seek their teachers’ freedom. The police
attacked the secondary and university students,
both male and female, in the streets and arrested
people left and right. Then the students decided to
stage sit-ins in all the school buildings. The police
attacked them with rubber bullets (balines) and
tossed teargas bombs into the schools and shut off
the water and electricity. But the students stayed
inside for 11 days, while the police arrested other
leaders of the students and teachers.

“Iam Provincial Secretary-General of Puno. One
of the reasons they gave for our arrest is the dis-
covery of arms and munitions in the Casa del
Maestro in Puno. Until the night before the police
raid on our headquarters I had seen neither arms
nor explosives there. When the police entered the
place to search on November 15 they entered with a
truck. They blasted away the door of the Casa del
Maestro. There were no arms nor munitions, just all
our furniture destroyed. Someone wrote on a wall:
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‘People of Puno: This is the work of the Revolu-
tionary Government. Enter and see.” For three hours
the people went inside to see what the police had
done until the police detachment returned and
sealed the place off with armed guards. Two or three
days later the newspapers of Lima published under
big headlines the news that the police had found
arms and explosives in the Casa del Maestro. This is
why they say they are holding us as prisoners.”

In late 1974 President Velasco held a series of
monthly meetings with SUTEP leaders aimed at
reaching a modus vivendi between the teachers and
the government. But these meetings were abruptly
broken off when a group of Maoist SUTEP leaders
began attacking those teachers’ representatives who
favored making a deal with Velasco that would
bring major economic benefits to the profession.
The leader of this Maoist faction was Arturo
Sanchez Vicente, the 34-year-old Subsecretary-
General of SUTEP, who was among the union offi-
cers whom I interviewed a few months before in the
Lurigancho prison. He said at the time: I
personally consider the latest measures taken by the
Junta Militar as reflecting its repressive, anti-
popular and imperialist character, at the service of
the industrial-financial bourgeoisie of the landlords
[sic] that merely preserves the unjust social system in
which we are living. I consider that the struggle
today of the teachers and the entire Peruvian people
is not merely economic, but fundamentally political.
The repressive offensive of the Junta Militar will be
met by a political counteroffensive of the people. We
believe that the persecutions, the jailings, the
beatings, the deportations, the murders, and the
police terror sown in the midst of all popular organi-
zations are political measures of the Junta Militar
aimed at destroying these organizations. Speaking
concretely, the teachers’ problems include a
pauper’s salary of 4,000 soles ($90); we are asking for
a standard salary of S/10,200 per month that would
rise automatically with the cost of living. The
teachers’ economic struggle is not selfish and iso-
lated, but rather part of a general struggle of the
people for increases in wages and salaries. The
teachers are playing a vanguard role in the struggle
for the people’s liberation, the destruction of the
unjust society in which we live, of this class society of
exploiters and exploited, of oppressors and op-
pressed. We are moving toward destruction of
bourgeois society. Our immediate economic struggle
does not lie merely in salary claims, but also in ob-
taining official recognition [personeria juridica) for
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SUTEP so the authorities will have to open their
doors to us and deal with our claims. We are fighting
for the right of all Peruvians to organize in unions of
their choice. Here in jail we have consolidated our
organization.”

A university professor from Puno, also among the
prisoners, said: “The first time I was arrested was
during the student sit-ins in Puno, on November 6,
when 1 was in jail for four days. I was a member of a
committee trying to negotiate a solution to the prob-
lem of the jailed teachers and the student
demonstrators, and was finally freed on November
10 under student and popular pressure. But I was
arrested again a week later, on November 17, while
riding in my car near the Plaza de Armas. They
made me get out of my car and the beatings began
almost as soon as I was brought to the police station.
Just as I was entering some other prisoners were
leaving, including the president of the Bar Asso-
ciation of Puno. Another professor and two
university students had also been beaten and were
being sent to Lima. My first beating was with fists
and kicks. The second beating was with a leather
club, after which they took all my belongings and
left me in a cell. At midnight, they took me out for
another beating. They handcuffed me behind my
back and stuffed a towel in my mouth to keep me
from shouting. Then began what may be called a
systematic beating. The blows started at shoulder-
level and gradually worked their way down to my
abdomen, and then they worked me over in the same
way down my back. They said they would beat me in
such a way as to make me vomit blood. Then they
told me they would beat me to death and throw me in
Lake Titicaca. Back in my cell, I waited for another
beating for two or three hours but they never
returned. I was incommunicado for about 12 days. 1
couldn’t speak with anyone. I wasin a cell of about a
cubic meter of space where the only thing that
reached me was the food sent in by family after close
scrutiny by the guards. After that the police
interrogated me basically to find out where I got my
money. They tried to prove that some international
organization subsidized me. They found some
border passes I had to cross over to the Bolivian side
of the lake. Then they said I was in touch with some
Bolivians to receive money. I told them these border
passes were for a pilgrimage to Copacabana, a holy
place on the Bolivian side of Lake Titicaca. The
police were trying very hard to prove that some inter-
national political organization was involved in the
Puno protest movement. From the police station in

Puno they took me to a detention pen in Lima called
the Botao, and then here to the Lurigancho.

“The people of Puno responded in a very
organized way to the call of SUTEP for support.
There is an alliance of people’s organizations called
the Frente 27 de Junio, named in honor of the
people’s resistance at the time of the visit of Presi-
dent Velasco’s wife. To this front belong different
labor unions, people’s organizations, and student
associations that together called a general strike in
support of the school buildings sit-ins that the sec-
ondary students had carried out in Puno. This gen-
eral strike spread from the city of Puno to the entire
department. The secondary students of the other
provinces of the Department of Puno responded to
SUTEP’s call. In the first place, they were asking for
their teachers’ freedom, but at bottom they were
protesting the wretched living conditions on this
altiplano. They are supposed to have carried out an
agrarian reform in Puno. Instead of having a debt to
the landlord, as in the past, the peasants now have a
debt to the state to pay for the same plot of land
they’ve always lived on. The peasants have seen that
the fundamental problem is the bureaucracy. Now it
is the agricultural engineers, the managers of coop-
eratives, the foremen, who must be supported with
high salaries. Nevertheless, the government propa-
gandizes the agrarian reform throughout the region
by showing that the lives of peasants on a few great
expropriated haciendas really have improved
somewhat. For example, if before the reform the
peasantdidn’t have access to the owner’s house, now
the campesinos proudly say, ‘Now I can go there
when I want. Now it is mine.” But this doesn’t solve
the basic problem, the problem of the land. The gov-
ernment is trying to perpetrate a great deception.
On one hand, their laws are very beautiful, but on
the other hand they can dismiss and imprison
teachers whenever they wish. The teacher lives close
to the peasant under very hard conditions. And this
is part of a long educational process.”

II

While Peru’s Education Reform is still in its early
stages, it is facing a number of major obstacles, of
which the tensions between the teachers and the
military government is merely one. Another is the
continuing contradiction between the soaring
libertarian rhetoric of the ‘““Revolutionary Govern-
ment’s”’ reform and the reality of the repressive and
dictatorial methods it uses not only to seize and pre-

serve power but also to impose its objectives from




above. Beyond this, the mandarin bureaucracy of
the Ministry of Education is a formidable obstacle to
any major initiative because of, in the words of the
Education Reform Commission’s 1970 report, “the
excessive number of functionaries and employees”
and the ““bureaucratization and routine [that] tend
to rigidly demand the mechanical fulfillment of
abstract norms that are unrelated to reality....”®

Beyond this, the political isolation of the educa-
tion reform and the military regime itself stems from
the peculiar manner in which the Peruvian generals
and colonels have operated in power. While the
military dictatorships in Brazil and Chile have freely
called upon civilians to serve in many cabinet and
subcabinet posts, the Peruvian military have kept
almost all high public offices for generals and ad-
mirals. Thus the leadership of the Education
Reform has been in the hands of bulldog army gen-
erals who have been named as Education Ministers
for political and hierarchical reasons and have
proven on the job to be neither the best nor the
brightest of the officer corps; and a succession of
army colonels who occupy the vice-ministerial posts
in the ministry for one year before rotating on to
higher military studies. The military have been
helped by ““technocratic’’ educational planners and
philosophers grafted upon the ministerial hierarchy
to design and guide the reform program toward
realization. However, the technocrats have helped to
sow division within the permanent ministry
bureaucracy. During the first six years of the mili-
tary regime there has been a rapid turnover of
civilian and military personnel, except for those with
long tenure in the ministry, a turnover that at times
has been accelerated by fate and political exigencies.
For example, the philosopher Augusto Salazar
Bondy, the chief architect of the reform, died sud-
denly of hepatitis in December 1973. In July 1974,
following the expropriation of all the Lima daily
newspapers, another key planner of the Education
Reform, Walter Pefialosa, was named editor of the
newspaper La Prensa. In a country so short of high-
level professional manpower, this kind of turnover
and loss can scarcely be tolerated in a major policy
initiative which must overcome many problems and
obstacles.

In Peru’s 150 years of republican life there have
been several ‘‘reforms” aimed at reorganizing and
reorienting the educational system. In a little book
called Via Crucis de las Reformas de la Educacion
Peruana, Professor J. Wilbert Salas Rodriguez of
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the University of Cuzco lists 12 ‘‘stations” of
Education Reform between the 1823 Constitution
and the 1972 General Education Law.b Major
education statutes and decrees were legislated in
1850, 1855, 1873, 1876, 1901, 1902, 1905, 1920,
1930, 1941, 1957, and 1964. They reflected a pro-
gressive centralization of responsibility for educa-
tion that gradually shifted administrative control
from the Church to the municipalities to the na-
tional government. Much of the public debate
during these ‘“‘stations” of reform expressed an-
guished concern for the state of the educational sys-
tem. At the same time, to solve recurrent financial
crises, legislators many times organized a Mad Tea
Party at which special taxes were levied to pay for the
school system. For example, in 1848 a girls’ secon-
dary school, the Colegio Rosa, was founded in Puno
with financial support from a new tax on the impor-
tation of mules, horses, and donkeys from Argen-
tina.” An 1875 law provided support for primary
schools, then in the hands of the municipalities,
from one-tenth of the product of lands irrigated by
the national or municipal governments and from a
personal income tax that was never enacted, causing
such financial disaster that many public schools
closed between 1874 and 1879.8 Meanwhile, suc-
cessive educational laws became more prolix and
embracing, growing from 66 articles in 1850 to 414
in 1901. Writing on previous Education Reform
efforts in this century, Jorge Basadre observed:

The 1920 law, like the ones before and the
1941 law that replaced it, had one basic de-
fect: it implied a reordering from above to
those below, with dogmatic and theoretical
pronouncements of a general nature without
relating its content to daily reality. It
belonged to the kind of “‘stratospheric law”’
that is embodied in parts of the Constitution
and the Penal Code. It was a beautiful and
just intellectual construction of what the ob-
ligations of the State should be to its citi-
zens.9

The General Education Law of 1972 marks an
enormous advance over the legislative and admin-
istrative patterns of previous educational reform
efforts. Not only does the new law directly attack the
problems of wastage and productivity in a rapidly
expanding public school system; it also has provided
for a badly needed administrative decentralization
that has invested additional authority in the regional
and zonal offices outside Lima. It is now easier to
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solve routine personnel problems that for decades
brought a mass migration of schoolteachers to Lima
each summer to lobby and wait in the corridors of
the Education Ministry. Beyond this, through the
nuclearization of the school system, it has placed
real power in the hands of parents and community
leaders to influence the operation of the schools and
see that teachers and administrative personnel ful-
fill their obligations. Implementation of the reform
is moving along deliberately, year by year, and the
new curriculum and methods have reached through
the third year of primary school. There is a long way
to go, however, and there are disturbing signs of
conflict and confusion in the reform’s execution.

The kind of problems that seem to lie ahead are
dramatized in the teacher retraining program that
has been central to the reform effort over the past
three years. The 1970 report of the Education Re-
form Commission asserted that the teacher must be
converted into *‘alucid and critical agent of the edu-
cational process and the other structural changes
initiated in the country.... The difference between
the old and new educational systems, not only in its
general outline but also in its conception, doctrine,
ends, and means, is of such magnitude that a new
type of teacher is needed, as well as infrastructure,
equipment, materials, and techniques adapted to its
special character.”10 To meet these needs the re-
training of Peru’s 120,000 teachers has been
assigned a key role of utmost urgency. “We are
trying to get the teachers to shed their old methods
and habits of thought,” said Augusto Salazar
Bondy. “We are trying to get them to think crit-
ically, to question everything, to enrich their own
and their pupils’ perspective by constant discussion,
to break through the old forms that made the school
an instrument of domination by the ruling classes.

This is the only way we can make the educational -

revolution.”

One cannot get a feeling for the dynamics of
Peru’s Education Reform without comparing this
rhetoric with the Dantesque indoctrination pro-
cedures by which the military regime tries to reshape
the thinking of a bitter and recalcitrant mass of
teachers. In 1974 1 visited teacher retraining ses-
sions in Lima and Cuzco. In the town of Sicuani
(population 13,000) near Cuzco, I found about 300
teachers corralled into a single classroom to suffer
through a six-week series of three-hour lectures by
envoys of the Education Ministry and other govern-
ment agencies. One soon concludes that these lec-
tures have little to do with the Education Reform

and its new methods and curriculum, and that the
official propaganda about questioning, criticism,
and discussion boils down to supine repetition of
what the lecturers have to say. Many of the lecturers
are the same kind of young “‘promoters” who give
talks to assemblies of peasants in the agrarian
reform, explaining to both teachers and peasants
that “Peruvian history has gone through three
stages: the First Independence that lasted through
prehistoric times until the Spanish Conquest in
1532; 400 years of Dependence that ended with the
seizure of power by the ‘Revolutionary Government
of the Armed Forces’ on October 3, 1968, which
initiated the third stage, the New Era of Peru’s
Second Independence.” While the military regime
forces the teachers to sacrifice half their vacation
periods without pay so they can receive this revolu-
tionary message, the retraining sessions in many
places have become merely another political battle-
ground between the government and SUTEP. Ironi-
cally, the new methods of imaginative thinking and
questioning are being taught to the teachers by the
old methods of interminable lectures, rote learning,
and submission to authority. Except for an item or
two of political propaganda, there is no printed
material available for reading and discussion.

In August 1973, several weeks before the
uprisings in Arequipa, Puno, and Cuzco, a major
disturbance occurred in Sicuani involving SUTEP
and the secondary students. Edgar Figueroa, a
teacher in the local Instituto Agropecuario who
doubled as a rural organizer for SINAMOS, began
attacking the other teachers as ‘‘counterrevolu-
tionary” on his twice-weekly program on the Sicuani
radio station. In response the teachers demanded
his silencing or dismissal, but the major in charge of
the Sicuani army garrison backed Figueroa and the
teachers’ demand was ignored. The teachers went
on strike. They staged a sit-in at the zonal offices of
the Education Ministry while secondary students
seized the gas stations at either end of town and
felled trees to block the railroad tracks and the roads
that were Sicuani’s only link to the outside world.
The mobilization of the secondary students in
Sicuani, as a few months later in the larger cities of
the southern sierra, was the first time students below
the university level were involved in large-scale street
actions in Peruvian politics. The conflict ended
when Figueroa was transferred to an office job in
Cuzco. According to one secondary schoolteacher
whom I met while attending the retraining course in
Sicuani, “‘we all act as if we are prisoners of this




society. The teacher feels that he is economically
marginal. He does not have a political view of reality,
but wants to earn more because he sees that the
military earn more money and do less work. At the
same time, the SINAMOS rural organizers are
creating conflicts between parents and teachers.
The SINAMOS people say we're not doing our job,
and tell the parents that they must report us to the
authorities if we are absent from school.”

“The teachers hate the military and are against
the government,” said an elderly school adminis-
trator who headed the retraining course in Sicuani.
“They want more pay, and that’s all they're
interested in. At the same time, the people who come
to lecture here often are badly trained. We don’t
have anyone capable of explaining the new language
and math curriculum to the teachers. The new
teaching materials sent us from Lima were not
enough and arrived late. We even lack stencils and
paper to reproduce the lectures given the teachers.
The retrainers come from Lima with very general
ideas on politics and the new Peruvian society, while
the teachers are angered by the fact that the re-
trainers earn much higher salaries than they do.”

An internal progress report on the Education
Reform drafted by the ministry’s regional office in
Cuzco highlighted the following problems: “‘limited
time for teacher retraining; late receipt of main-
tenance stipends of teachers being retrained [about
$35 for the entire six-week period for those living
away from home]; the teachers’ lack of reading
habits; resistance by some teachers to the present
changes; manipulation by SUTEP to obstruct the
reform in Zone 54 (Sicuani), conditioning coopera-
tion with the reform to the teachers’ economic
demands; interference by officials in Lima; lack of
retraining personnel; frequent use of the old meth-
odology by the retrained teachers; resistance by
parents.”

While Peru still is far from realizing *“‘Revolu-
tionary Government’s” rhetorical pretension of
creating ‘“‘a social democracy of full participa-
tion,”” 11 the agrarian and education reforms have
greatly intensified the interaction between Lima and
the provinces, and between the departmental
capitals and the countryside. To appreciate both the
impact and enormous difficulty of these govern-
mental initiatives, we must view these changes
taking place in the remote and backward regions of
the sierra that, until recently, were wrapped in the
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mantle of feudalism and almost universal illiteracy.
Just as feudalism and illiteracy went together in
Peru’s stagnant past, peasant revolt, land reform
and the expansion of schooling are inseparable
elements of her dynamic present. Several weeks
after my visit to the teacher retraining sessions in
Sicuani, I returned to the Cuzco region to see the
related processes of land and education reform in
operation in a setting where both the difficulties and
the achievements can be much more easily under-
stood.

111

The community of Huarocondo is nestled at the
northwest edge of the Pampa de Anta, where the
broad, windblown plain—flooded for much of the
year—begins to rise into the Andean hills in sub-
sistence patches that form a softly-varied quilt of
browns and greens. The village itself, where nearly
half the district’s population of 6,198 lives, is a
classic mountain settlement of narrow, stone-paved
streets lined by adobe houses descending gradually
toward the plain. Smoke filters upward through the
awkwardly drooping tile roofs in the early mornings
as cows, burros, and sheep amble along the streets
toward the fields. The village plaza is dominated by
a colonial church in acute disrepair, with a badly
tilted stone belfry, a sunken roof, and long-faded
whitewash on its massive adobe walls. Indian
peasants in frayed ponchos and floppy sheepskin
hats emerge from the early morning mists typical of
harvest time. Bent by huge burdens of cornstalks
tied to their backs, they cross the Plaza de Armas in
single file like the obeisant sheaves of misery in
Joseph’s dream.

Huaracondo was in the heartland of the Inca
empire, only 25 miles from the ancient capital of
Cuzco. Anta’s soggy plain, the centerpiece of this
scene, was as much a problem for the Incas as it is
for today’s agrarian reform engineers. The Spanish
chronicler Pedro Cieza de Ledn reported in 1553:
“The water of a river that rises near this valley forms
a deep bog which would be very difficult to cross
without a broad and solid highway such as the Incas
ordered built, with walls on either side that will last
for a long time.”’ 12 Because of its water, wind, and
clayey soil, the lush-looking Pampa de Anta has
never been arable. Severe frosts occur throughout
July and August on the basin floor, 12,700 feet above
sea level. On the nearby upland puna, [and must lie
fallow between 10 and 25 years.l3 Nevertheless,
corn and some wheat grow in the protected crevices
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of the mountains, and potatoes on the colder
heights. Loose clusters of eucalyptus trees and
reddish tile roofs show the dispersion of rural settle-
ment. Before the land reform, 80 per cent of the
district’s land was in haciendas.4 The rural day
wage has been rising from about US$.08 in 1958 to
US$.70 today. The breakup of the hacienda system
in Huarocondo was hastened by a series of peasant
uprisings and land invasions in the mid-1960s,
organized by the Trotskyite leader, Vlademiro
Valer, who is now head of rural operations in the
Cuzco region for SINAMOS. The total population
of Huarocondo, as shown by censuses in 1940 and
1772, has remained virtually the same. Baum ob-
serves that *“‘the migration of those between 15 and
30 years old is virtually total.”’15 They migrate
mainly to the nearby tropical valley of La Conven-
cion—where a major peasant movement was led by
Hugo Blanco, Valer’s brother-in-law—as well as to
the cities of Cuzco and the coast. In the early 1960s
the Club Social Huarocondino of Lima donated a
band of musical instruments to the niicleo escolar of
the homevillage.16 ““The instruments long ago have
disappeared from the school,”” said the government-
appointed mayor, Jorge Velasco Cochan, who par-
ticipated both in the La Convencién and Huaro-
condo uprisings. ‘“‘But we used the cornets for the
invasions of the haciendas.”

Ata corner of the Plaza de Armas of Huarocondo
there is a small fonda, or eating-house, with long
wooden tables and an earthen floor; in recent years
it has been prospering with the patronage of mestizo
government functionaries who roam the countryside
and crowd the tables at mealtimes: agrarian reform
engineers, literacy workers, policemen, SINAMOS
promoters, schoolteachers, cooperative organizers,
etc. When the Education Reform came to
Huarocondo two years ago, the community already
was part of one of the most complex land reform
undertakings of the military regime. Some 68 expro-
priated haciendas and their peons, 37 Indian com-
munities and 170 small farmers were joined into a
single production unit, the Cooperativa Antapampa,
embracing more than 5,000 peasant families and
80,000 acres of land, of which only 5,000 acres can
be cropped and another 25,000 acres can be used as
low-grade natural pasture. I visited the Antapampa
project in 1970 during the early stages of planning
and expropriation.17” When I returned four years
later I found this huge cooperative in deep trouble
because of the shortage of fertile land, the extremely
poor communications—owing to the mountains and

bogs—among the cooperative’s member commu-
nities, and the distance and distrust between the
cooperative’s rank and file members and its
managers and directors.

According to an internal SINAMOS report, there
was ““lack of training of members in all aspects and
levels of the cooperative; rejection of the cooperative
effort within the Revolutionary process; divisions
and rivalries between the advisers and heads of the
production units; groups linked to political parties
seeking to benefit politically from the cooperative
effort; distrust toward the agrarian reform caused
bylow production and faulty marketing, generating
a negative attitude.... On the technical side, the
cooperative is not rationally managed, with care-
lessness in the harvesting, underemployment of men
and machines, payment of unjustified salaries, de-
ficient marketing practices and a lack of pro-
gramming and control. On the financial side, the
cooperative will not be able to meet its loan pay-
ments.”” 18

The peasants readily express their bitterness over
these shortcomings. Mamerto Huallpa Quintanilla,
the community president, said that less than one-
third of Huarocondo’s comuneros have joined the
cooperative. ““Most of our comuneros have yet to be
convinced that they would benefit from joining the
cooperative,” he added. “We are demanding an
accounting of the cooperative’s finances, but the
1972 books still have not been balanced. We know
that Antapampa is near collapse. Its funding is
based on crop loans that are not repaid when the
harvest comes in. They say there’s a profit but it’s
really all government loans. The president of the
cooperative spends all his time in Cuzco and never
visits the member communities. The peasants com-
plain to me that they have to wait from three to six
months tocollect a day’s wages. For this reason they
refuse to do any more work for the cooperative. Last
year’s potato crop was ruined by a fungus after the
harvest because it was improperly stored. The
Cooperative Antapampa is composed of three
zones—Anta, Zurita, and Huarocondo. We of
Huarocondo want to break away from Antapampa

- and form a smaller communal coop, but the agrar-

ian reform office in Cuzco won’t let us.”

Long before Huarocondo became a theater of
agrarian reform, the community was deeply in-
volved in the educational expansion and experi-
mentation of the past three decades. According to




the 1940 census, only one-sixth of Huarocondo’s
school-age population (six to 14) and one-tenth of
those 15 or older had ever been to school. However,
by 1962, 60 per cent of the school-age children were
enrolled.1® When Huarocondo’s niicleo escolar
campesino was formed in 1956, there already were
17 classroom teachers working in the district and an
enrollment of 536 pupils in what was to become the
central school of the nucleo. The pupils “were
crowded into four classrooms that lacked adequate
lighting, enough seats, and other artifacts con-
sidered essential. Nevertheless, the limited facilities
and resourses were accepted over time by the people
of the district. Some of the principal members of the
community believe that, although the old school
lacked some things, it did a better job than the
niicleo.” 20

A similarly critical view was expressed to me this
year by Mamerto Huallpa. “I have two kids in the
nucleo school,” he said. ““In the fifth year of primary
our kids can’t write a decent letter, whereas when we
reached the third grade we had learned Spanish and
could read and write. Many teachers simply don’t
teach well. They live in Cuzco and arrive late in the
morning. When they’re on strike, the children’s
learning is affected.”

Most of the pupils of the niicleo attend the eight
satellite schools deeper into the countryside.
According to Baum,

...the satellite schools are located between
30 minutes and four hours from the central
school, either on foot or horseback. They are
in settlements of roughly 300 persons who
live away from the urban centers of the
sierra. The school represents the only formal
and constant contact the people have with
the institutions of government. These
communities are occasionally visited by
members of the Civil Guard and the parish
priest. But these visits are infrequent and
very formal, which makes a close relation-
ship with the community very difficult. It
seems that the only institution that effectively
exists is the school with its teachers. Conse-
quently, through its action and not through
other organizations that in reality do not
exist, the major changes would take place on
the puna. Helping the teachers of the satellite
school is the director of the nicleo and its
supervisors. The program of visits to each
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satellite is planned a month in advance at the
nucleo office in Huarocondo. Each satellite is
visited by the director or one of the three
supervisors at least once every two weeks.
These visits often involve a meeting with the
comuneros to discuss some new point in the
program, such as the distribution of euca-
lyptus trees or the building of new facilities
for the school. ... The teacher in the satellite
school often has no professional degree and
thus cannot teach in the central school. His
or her life is very difficult and without dedi-
cation or desire to continue teaching until
retirement. Many teachers dislike their jobs.
They were forced to go to the punas for the
only job they could get. Generally, theirs is a
solitary life apart from the community in
which they make little effort to fulfill or
improve the supervisors’ plans. Unfortu-
nately for the school and community, the
best teachers do not stay for more than two or
three years. The teacher’s life on the puna is
tranquil and unsupervised by the authorities
of the niicleo. The schools are often closed.
Sometimes the teacher has taken the pupils
on an excursion at a considerable distance
from the school. Other times the teacher is
absent and the school does not function.2!

At the satellite school of Huayllacacha, about an
hour’s walk from the village of Huarocondo, the
Education Reform arrived two years ago in a flurry
of colorful new textbooks and classroom placards
announcing the new curriculum and the hope for a
new attitude toward education. Following orders
from the regional headquarters of the Education
Ministry in Cuzco, Huarocondo’s Nucleo Escolar
Campesino was merged with the older nicleo in the
neighboring village of Zurite to form a larger Nucleo
Escolar Comunal (NEC), embracing a total of 21
rural primary schools with 76 teachers and 3,275
pupils. The directors of the old niicleos were rival
candidates for the new directorship, to be appointed
by the ministry from a slate of three candidates
chosen by an assembly of teachers, parents, and
local authorities. But the Huarocondo director, a
native of Puno, withdrew from the competition at
the last minute and threw his support to his rival. “I
realized that the other fellow had more courses in
educational administration, and he would be sure to
be picked by the ministry,” he said. “This way we
agreed that I would remain director of the subniicleo
in Huarocondo.”
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The NEC’s new director in Zurite, also a young
man with the convivial manner of a skillful politi-
cian, explained that ‘‘traditional Peruvian educa-
tion was memory-oriented, stressing reading and
writing. With the Education Reform the child will
have a new series of educational experiences to de-
velop new lines of activity. We want children to learn
how to reason and criticize. Parents at first are dis-
appointed because the children don’t begin learning
the alphabet immediately. The first grade begins
with drawing exercises so the pupils learn how to use
a pencil and other classroom materials. After six
weeks of this preliminary work they begin the new
Amigos reader, which teaches them complete words
before they learn individual letters. With the
Reform, there are no failures and no child repeats
the year’s work.”22

The Amigos reader focuses on subject matter that
would be familiar to any small town or country child,
expressed in simple words and richly colored illus-
trations that are reproduced on placards that are
hung on the walls of all the first-grade classrooms in
Peru.

Much less promising of success are the new math-
ematics texts, which try to teach modern math, sub-
stituting the standard arithmetical operations with
games comparing geometrical forms. The teachers
complain ,that they do not understand the new
teaching methods, and that the teacher retraining
sessions that were supposed to instruct them in
handling the new curriculum was so overloaded with
political indoctrination that there was no time for
learning these unfamiliar methodologies. In the
satellite school of Huayllacacha, one young teacher
told me: *‘The texts for modern math arrived in the
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second half of the school year. A child needs a great
deal of reasoning power to solve these modern math
problems, yet in the rural areas the diet is very poor
and children don’t usually have the energy and
attention span to deal with these problems. As the
math lessons progress, the problems become more
difficult. These lessons were developed among
middle class pupils in the experimental schools of
Lima, and are very hard to apply in rural areas. In
this area the children’s diet is mote (corn boiled in
water), noodles, beans, and potatoes, and they have
a lighter meal at night of some combination of the
same food. They usually don’t eat at mid-day. We
used to have a school lunch program at Huaylla-
cacha, but that ended with the Alliance for Progress.
Under the Reform, there’s less pressure on the
children to learn Spanish fast. We must treat the
Quechua children very gently to overcome their
feelings of shame and inferiority. We teach entirely
in Quechua in the first year and sing Quechua songs.
We show them familiar objects and have them recite
their names in Quechua and then in Spanish. Now
the children don’tlearn to read and write in the first
year. We try to explain to their parents that they will
learn in two or three years. We don’t conduct classes
entirely in Spanish until the fourth grade.”

The school at Huayllacacha is about 30 years old.
Alarge part of the community used to be part of the
Hacienda Huaypa Chico of the Romainville family,
one of the principal landlords of the Cuzco region,
whose Hacienda Santa Rosa in the La Convencion
Valley was the scene of one of the most important
peasant revolts of the past decade. In the 1960s,
under the Cooperacién Popular program of Presi-
dent Fernando Belaunde Terry (1963-1968), the old

Extract from the Amigos Reader

viene la gallina.

vienen los pollitos.

vienen acomer maiz.

el galloyla gallina

vienen a comer maiz.

mi gallina viene a comer maiz.

el conejo no come maiz.

the hen comes.

the chicks come.

they come to eat corn.

the cock and the hen
come to eat corn.

my hen comes to eat corn.

the rabbit does not eat corn.
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school of Huayllacacha was greatly expanded into
six classrooms, now accommodating 308 pupils. As
in most Cooperacion Popular projects, the peasants
built the adobe walls of the new classrooms and the
government contributed the windows, roof, concrete
floors, doors, and blackboards. The school day is
supposed to begin at 9 A.M., but both pupils and
teachers straggle in at about 9:30 and classes don’t
begin until around 10 o’clock. On the morning I
visited the school, the director’s office had been
broken into the night before and papers, notebooks,
and records were strewn over the floor.

“This is the first time this has happened here,”
another teacher said. “The parents, however, have
become indifferent to the school. They don’t show up
anymore for communal work on fences and the
school’s vegetable plot, nor will they make furniture
for the classrooms. It is hard for the teachers to live
in the community because there’s always a problem
with food. The peasant women are too busy in the
fields to cook for us. They live almost entirely on
potatoes and chufio, and are not accustomed to
meat. So the teachers must find food and cook for
themselves, as well as find a place to sleep. Also,
friction has developed between the parents and
teachers. The press, radio, and SINAMOS stimulate
hatred toward the teachers. The comuneros think
we are rich because we earn a salary, thus we are
always reminded of class differences. The parents
always complain about our absences, but the only
times they show up at the school are for enrollment
and the ceremonies closing the school year. Between
those days there is much laxness. In the old days, the
teachers had to go from house to house at four or five
o’clock in the morning to recruit people for
communal tasks at the school. To improve our rural
schools, the teachers must live in the community,
know the comuneros, and convince them of the
benefits of education. I have worked in rural areas
ever since I graduated from the Tupac Amaru
Normal School in Tinta. I had worked for awhile on
the coast, near Tarma, but I returned to the sierra
because I'm supporting two brothers at the Univer-
sity of Cuzco. It cost too much for me to live on the
coast and still send money to my brothers at the uni-
versity. It’s much cheaper to live in the sierra.”

One of the early achievements of the Education
Reform is said to be a sharp reduction of teachers’
absences in rural schools because parents have been
encouraged to keep tabs on the teachers and have a
certain leverage over local school authorities
through the election of the nicleo director. At the
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central school of the Huarocondo subniicleo, as else-
where, this new vigilance has generated resentment
among the teachers. Most of Huarocondo’s teachers
arrive in the morning on the slow train that descends
from Cuzco past the great ruins of Machu Picchu
toward the town of Quillabamba in the tropical
valley of La Convencion. To catch the 6 A.M. train,
which is Huarocondo’s main connection with the
outside world, the teachers must awaken in Cuzco at
five and often do not return home until 8 P.M. They
make this sacrifice in order to live with their families
and to avoid the trouble and expense of maintaining
two households. This kind of commuting, which
places great stress upon both the teachers and the
school, is one of many signs of the intensified com-
munications between the city and countryside in
recent years, yet it seems to contribute to the
slackness and absences that have become legend in
Peruvian education.

In Huarocondo the teachers, like the peasants,
are critical of the government, but for different
reasons. Teachers express their resentment largely
in terms of the pressures from parents and the new
professional demands on them generated by the
Education Reform. A young fifth-grade teacher,
who brings her eight-year-old son with her on the
daily commute from Cuzco, explained that “the
Education Reform has made the parents into watch-
dogs of the teachers. When a teacher is absent or
late, the parents complain to the zonal office in
Cuzco and the jefes there take action.

“This is a pre-peasant government that favors the
campesino, and anything they say is right. While
there is a great deal of propaganda about free dis-
cussion in the Education Reform, it is really taboo
for us to talk politics, challenge authority, or to crit-
icize. The parents complain to us that their children
should start reading as soon as they enter school, but
the reform manuals say they must start at a later
point in the learning process. Our six-week retrain-
ing courses, which all teachers are forced to attend
as their schools are brought into the reform, are con-
ducted very hastily with emphasis on politics and
‘conscientization’ of the teachers. We teachers
asked instead for practical demonstrations on how
the new curriculum should be applied in rural areas.
As it turned out, there was almost no retraining time
spent on the new teaching techniques and the new
manuals and materials arrived late in the school
year. But the jefes say all is going well.”

PP IT N LING
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NOTES

1. Quoted in the magazine CARETAS (No. 489, Lima:
December 10-20, 1973). Very little reporting on these events
appeared in Peru’s controlled press. For the best accounts,
see CARETAS, Nos. 488 and 489 and the British newsweekly
Latin America, Vol. VIL, Nos. 46 and 48 (November 16 and 30,
1973). Also see César Hildebrandt’s “Entrevista en la Clan-
destinidad: Habla Vietor Manzur, Secretario General del
SUTEP,” in CARETAS, No. 487, November 8, 1973, pp. 22-4.

2. For an account of the 1971 strike and the deportations,
see César Hildebrandt, “Extrafios Extrafiamientos,”
CARETAS, No. 443, September 20, 1971, p. 8. Hugo Blanco
led the most important peasant uprising of the 1960s, in the
La Convencion Valley near Cuzco, and had been jailed for
nearly seven years following his arrest in May 1963. Shortly
after his release he became involved in the teachers’
movement. He now lives in Sweden.

3. Quoted in CARETAS, No. 489, December 10, 1973, p- 8.

4. While APRA in the 1930s and the present teachers’
movement involve politically emergent mestizo groups, the
main difference lies in that APRA was backed in its early
years by local landowners and merchants in its base area of
northern Peru. For a fuller explanation, see Peter Klaren, La
Formacién de las Haciendas Azucareras y los Origenes del
APRA, Lima: Instituto de Estudios Peruanos, 1970.

5. Ministry of Education, Reforma de la Educacion
Peruana: Informe General, Lima, 1970 (heretofore referred
to as Informe), pp. 20-1.

6. J. Wilbert Salas Rodriguez, Via Crucis de las Reformas
de la Educacion Peruana, Cuzeo, 1970.

7. Jorge Basadre, Historia de la Repiblica del Perd, Sixth
Edition. Lima: Editorial Universitaria, 1969, Vol. III, p. 250.
8. Ibid., VII, pp. 117-9.

9. Ibid., XV, p. 95.
10. Informe, p.154.

11. This phrase is taken from President Velasco’s annual
message, July 28, 1974, and occurs in many other official pro-
nouncements.

12. Pedro Cieza de Leon, The Incas (1553). Translated by
Harriet de Onis. Edited with an introduction by Victor Wolf-

gang von Hagen. Norman: University of Oklahoma Press,
1959, p. 135.

13. See Lynn Williams, Land Use Intensity and Farm Size:
Traditional Agriculture in Cuzco, Peru. Unpublished doctoral
thesis, Geography Department, University of Kansas, pp. 14
and 19. Williams was a Peace Corps volunteer in the Anta
region before returning for his doctoral field research. Also
see Isaiah Bowman, The Andes of Southern Peru, New York:
Henry Holt, 1916.

14. John Baum, Los Nicleos Escolares Campesinos. Second
Edition. Mexico, 1967, p. 82. I rely heavily on this perceptive
essay for data on the social and economic background of
Huarocondo and the pre-reform operation of its niicleo
escolar.

15. Ibid., p. 84.

16. This is one of the myriad clubs formed in Lima by
migrants from the same provincial community or town. See
William Mangin, “The role of regional associations in the
adaptation of rural population in Peru,” Sociologus 9:21-36
(1959). Also Paul L. Doughty, “La cultura del regionalismo en
la vida urbana de Lima, Per(,” America Indigena, Vol. XXIX,
No. 4, Mexico, 1969, pp. 949-82.

17. See my “Peru’s Ambitious Land Reform Plan,” The Wall
Street Journal, July 8, 1971 (editorial page).

18. SINAMOS, Plan Tentativo de Acciones a Realizarse en la
Cooperativa Agraria de Produccién “Tupac Amary IT” de
Antapampa Ltda. 106 (mimeographed). Cuzco, August 1973.

19. Baum, op. cit., p. 85.
20. Ibid., p. 98.
21. Ibid., pp. 106 and 110.

22. Article 100 of the 1972 General Education Law (Deeree-
Law No. 19326) reads: “The promotion from grade to grade is
not necessarily tied to chronological fixed periods. The
students may be promoted to the immediately upper grade
automatically when they have achieved experiences and edu-
cational content which constitute the corresponding mini-
mum requisites. Therefore, repetition of the grade is ex-
cluded.”
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Despite the deficiencies that have been discussed
at length in these Reports, Peru’s educational
system has developed to where it can challenge the
army’s traditional role as the only truly national
institution and, at times, can serve as a counterpoise
to the army’s political power. The expansion of
public education has been the single clear and con-
sistent expression of social democracy in Peru’s
recent history, growing both in impact and
momentum throughout the course of this century. It
has served Peru well in incorporating into citizen-
ship submerged and subject elements of the
population; it has acted as a vehicle for the develop-
ment of social skills and mobility and as a force for
the integration of Peruvian society through the
teaching of Spanish. Not everyone would agree with
these goals, nor have they been fully achieved.
Nevertheless, the Indian rebellions and the recent
abolition of serfdom in the Peruvian sierra could not
have happened without the expansion of schooling
that preceded and accompanied these movements to
reach at least some elements of the peasantry. In
Jose Maria Arguedas’s classic novel, Todas las
Sangres, the mestizo townspeople of San Pedro
urgently hold a meeting to prevent the Indian com-
munity of Lahuaymarca from opening a school. “In
this we are different from the Indians,” the mayor of
San Pedro told his fellow citizens. ““If these animals
learn toread and write, what will they not want to do
and ask for next?”1

With their modest and overcommitted resources
of skilled manpower, Peru’s schools seem to be ab-
sorbed in the same process described by Richard
Hofstadter for the educational expansion in the
United States over the past century. “In its pursuit
of an adequate supply of well-trained teachers, the
nation is caught in a kind of academic treadmill,”
Hofstadter wrote. “The more adequate the rewards
become in the upper echelons of education—in the
colleges and junior colleges— and the higher the
proportion of the young population that attends
such institutions, the greater their capacity
becomes to pull talent out of the lower levels of the
system. It remains difficult to find enough trained
talent to educate large masses in a society that does
not make teaching attractive.”2 In Peruvian edu-
cation, the task at hand is to invest the bold and yet
reasonable strategy of Education Reform with the
assent and coherence needed to rationalize the ex-
plosive growth of schooling in recent decades.
Concretely speaking, this means motivating
teachers, realistically adapting curriculum to

specific needs and developing the educational
manpower needed for the new kind of secondary
education. The ESEPs (Escuela Superior de
Educacién Profesional), that would train young
people for specialized occupations in an expanding
economy instead of sending them on to float
without purpose or direction in an already clogged
university system that seems capable only of pro-
ducing ever-increasing quantities of ill-trained
candidates for bureaucratic employment. One of
the principal strategists of the Education Reform,
Walter Pefialoza, wrote recently that discrimina-
tion against this kind of professional, middle-level
education would not exist because “entry into the
ESEPs would be required of all who complete basic
(primary) education.... These middle-level pro-
grams (carreras cortas) will no longer be reputed to
be for the least-qualified young people because all
will be obliged to enroll in them.”3 In this way,
Pefialoza added, Peru would hope to harmonize its
educational system with the needs of the economy
and to reduce the blockage and frustration familiar
to most Latin American systems:

Uruguay has expanded secondary education
considerably, but this has made the block-
age to university enrollment more acute. A
similar situation exists in Costa Rica and
Panamd. In the case of Guatemala, Brazil,
and, in part, Bolivia, we find secondary edu-
cation insufficiently developed and, on the
other hand, a substantial expansion of uni-
versity enrollments. This means that the
relatively few secondary students, already
privileged by having climbed so far, become
much more privileged by their easy access to
the university. The elitist character of these
systems is thus strongly outlined.4

These shortcomings and frustrations have led to
a great deal of talk in recent years about the futility
of schooling in Latin America, inspired largely by
the work of Ivan Illich, the brilliant Roman
Catholic dissenter whose influence as an advocate
of “deschooling society’” has spread throughout the
world. Operating from bases in Puerto Rico and
Cuernavaca, Mexico, Illich has greatly influenced
the issues and language of the educational 