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This study on objectives and strategies of acdult literacy in the
Third Norld was commissioned through the International Institute
of Ecucation, Stecknhols, by SIDA (Swedcisn Intermational
Pevelopment Authority) on behalf of the I[nternational Working
Group on Education (IMGE:!, composed of education representatives
from western donoer agencies (see Teras of Reference, Annex 1),

Drafts of the review Bave Deen distributed and comsmented upon
before this final version wes edited. Nearly 100 coples of thne
Second draft were sent out, together with & Questionnaire (see
Anrex ). Composed of two partsi “"Cosments on draft review" and
“international cooperation®, to ald agencles (2%, specializes
Third World Imstitutiorms $.e. wainistries of education (20,
experis - doth practitionars and researchers (23), and sesbers or
representatives of NGOs from both South and Noerth capprox. 8%,

The comments we have recelved on the contents of the draft report
have Bbeen very useful and above all estresely positive ang
remarding. All responses except ore (CIDA), Mave esplicisly
answered positively to the first guestion of Part One of the
Questionnaire: by and large their esperiences @Q Subport the
conclusions of the review. Furthermore Sur work has &indly Been
lavded By sany of the respondents, =ith comments such ass “a very
Dalanced atate of the art report”™, “arn excellent jJob", “a
valuable compression of auch of the current literature on
Titeracy™s “a thoughtful and thorough Dlece of warx”, “should De
widely cistributec” . Thankyou!

It s of course ispgossible fully to imtegrate all the comsents
FECOiIveG. We Nave, however, seriously tried to consider thea all
NG Gore our Best to make Jdirect use of thew., Certain valuadle
wuggestions: to 00 thes full justice:, would unfortunately have
reqQuired & wider study than the scope of this review aliows for,

We are very Qrateful for the astention and work dedicates to
ANSwering the Questionnalre ang Qiving cossents on the drafts of
tRis papger,: Dy the following inatitytions and pecple:

Pultilateral agencies Unesco (2 reglies). Masburg Imstis
tute of Egucetion, Worlg Bank

Bilateral aid agencies cCliba (Camnada), ODA X)), SIDa
(Sweden), DAL (Canads)

Nom=goverrsental agencies DSE (west Gersany), CEMM (Latin

Americal, ICAE, Participatory Mg~
search In Aslay CODE (Canaca!
AJuilt education departaents Ethiopia and Kenya

Indivioual soecialints “.5. Bnola, M, Ballara, D. Barmar,
Y. Coless T. Musen, J. Marshall,
J. Norbecs, R, Sjestron

Stockhole, Ocsober 1986,
Agneta LINg and Anton Johnston
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0. Summany

This sussary s organized in the form of an abstract of each
chapter in the docusent.

1. Bucoose. Scoge_ecd Lisiletiam

This review on Adult Literacy has Deen cosaissioned by SIDA
within the framewcrk of the [WGE exchange of experiences on basic
education in developing countries. The purpose |s to give an
sccount of and analyse existing experiences and research on Aguls
Literacy and its iseediate Tollow=up, "post~literacy”. B
selection of sources and experiences is Nowever necessary %0 sake
in & study like this. Our purpose has been 1o deal with the
larger issues, such as objectives and strategies, rather than
detallied descriptive accounts of sany pearsicular coeses. Our
selection of esperiences and scurces are deterained by our own
perceptions and Dackgrounds ang are intended to represent
different political and ecomomic settings wilth divergent
ODjectives, strategies and results in orger to generalize thea in
4 more thegoretical =ay. Our lisitations in tise, location ang
Dackgrounds have led to & certain bies towards sources in Englisn
and Secgraphicalily towards Eastern amgd Southern Africa as
cospared 1o for exasple sources in Fremch on francophorne
Countries.

We consider literacy 4% & Dasic Numan right that has to be
strugoled for collectively as & contridution 1o the creation of a
"Ore Just sofiety, within esch naticon angd globally.

2. LiSececy S5esinsics

There are about OO0 millijon Jlliterate aguits Ln the world. The
highest (iliterecy rates are Tourd In the Lesst Developeo
Countries, mainly in Africa, ond 80 per cent of all tlliterates
are women. In Indie angd Chine #50ut half of the woricd’'s
tiliterate a0ult Dopulation can be found.

The Lliteracy data gives a gereral picture of the situation, in
spite of several reasons for guestioning the reliability of
@+ 1i31ing statintices notebly the Tollowings

“ the notion of Lliteracy varies Trom country to country;
= the asssures of Literaty used are aften very roudh; ana
“ the coverage of the datas is often ircompliete.



3. Qeswarch 909 Evalysticn of Aguls Listerssy.

Adult Literecy I8 & relatively recent field of research and has
been Qliven little support compared to other jssues Iin the sociael
sciences. Attention nas Dbeen focused nn the sethodoelogy of
teaching: including the choice of language of Instruction, and on
motivation for literacy at the level of Individuals: cossunities
ang Qovernments. One of the largest investaents aade in
evaluation work was that linked to the UNDP/UNESCO-promoteg
Experimental wWorld Literacy Prograsse (CWLP). More action-
oriented or participatory forss of research on Acoult Literacy
have sserged since then. Evalustion studies are also provided by
the sponsering bodies or sgenclies ruming the Literacy activities
evaluateg, Furthersore, imgortant sources of experience and
gocuwsentation derive from a nusber of Interrnationsl geatherings,
where literacy =ork has Deen reported ard discussed. Punlications
and netwarks for exchange of literacy ssperiences are promoted by
the ICAE, DSE, UNESCO (including the [IEP and the Inmititute of
fcducation In Hasburgl, UNICEF and others, The role of the
International Inatitute for Agult Literacy Methods In Teheran
has: Powever, unfortunately rmot bean fully taken over By any
other Institute, since 1t ceased to Tunction,

“. Pefipisions _ang Conseots. Sl Lisecesy

In this chepter we first Qiscuss the variety and vagueness of
literacy definitioms. It s pointed cut that there is & Qe
Setwean Droascer concepss o0f literaty and operatiorsal agefinitions
necessary for evaluating literacy progress. UWNESCO's recosmended
definitions of literacy end functiconal literacy are quwotec., The
relativity of the coancetts of wradication of L(lliteracy aere
literacy success are also gisCussed. Secondlys we try to
SuMsesarize the Jevelopaent of internaticnally adopted cormcedts of
liseracy. e have identifieqg sShree Aaln periods. fach
fepresenting a4 rew trend:

= 1965-1984: "funcamental education®, & term adopted 1o descride
a4 broad fielo of gevelopsent activities (eventually merged with
the 1deociogy of “commaunity developsent” !, wnereof 0Ne «as MON-
formal literacy orogramses for acdults arne children. A Broas
concept of functional literacy (escliuding numeracyls siressing
Ihe Dpromotiaon of practicel suills, emerQed Guring tnis Dperioe,
Shough tne results OF actual literacy activities weTe very poor.

- 19081974 Functicoral literecy” within the framsewtrk of EWLP
“ith Strict ecoromic Qrowth aimss, launtned by UNESCO anag acopted
internationaliy ot the wWorld Canference in Yereran in 1%28. Tre
108 ~as 1O expeEriment the econOAlIC returns 0of literacys when
linked to specifiC areeas or terget greups 1M 1AGustlry @r
ricviture undergoing rapio developeent, The contents woule
CONLre around the produttion precess of euth prosect.



= 1975~ 1"A Turning Point for Literacy® «+ espressed in the
Decilaration of Persepolis In 1973, in which Iliteracy is
critically reviewed and conceived as & - politicaly human and
cultural process of consclousness=ralsing and Llidberation. Thnis
Surning point was influenced by the critical assesssent of the
EWLF sade by UNPD/UNESCO ard By the Frelire-inspired radical
pecegogical movesent Of the early seventies., During this =ost
recent periocd it has Deen agreed In the international literacy
debate that literscy sust be Tunctional In & bBrosd sense and that
literacy is only ocne step towards achievirng the various
objectives set gut, The provision of "basic education” for all
children and adults has in the 1980%s Becose & major congern In
the international comsunity, which has led to the promotion of
Both msass acuit literacy caspalogne and of UWPE for children in o
reforsad; wmore “relevant™ anad cost-efficient prisary school
systen,

S. Why Literascy?

in this chapter we Include a historicel perspective on literecy
in today's Intustrialized countries. [t shows that wuniversasl
schooliing ang literacy have been linked to state forsation. trade
and cuitural eschange, wurbanization and ecomomic espansion. It
4130 shews that Lliteracy has been & subject of political struggle
and conflict, Apart Trom the Qradualist UPE strategy, there are a
few Nistorical exasgles of “accelerated” models that Inciuce
specific agult literecy prograsses. Finally we argue that the
congitions of dependency and consequent eConOAalc and politicael
Constraints (in the thirgd worid tocdey hardly permsit a asamdoth
gracdual yniversalization of literacy.

Furthermore w»~® criticelly esasine the valildity of some arguments
aAgainst considerable efforts to proscte #dult literacy In
developing countries. In Qolng this. w=e Jiscuss the relationship
Betwaen literacy and development ,which ceortainly |s dialectical
and "ot a4 onerway causal Link, Ue concliuce that the guestion "My
LiteracyT™ coan Do antwered with a wide range of justificetions
related te either basic values, such as human rights and egquity,
er assused offects of literacy In different contexts. and that
ilteracy In LtselY (s only & potential tool that Ccoen De used Tor
4 variety of ecoromics wocials politicel and cultural purposes,
eilther through the process Ltself or through the uiillzetion of
MMAuiTed literacy skilin.

6. Stete Obiectives for Lavrsniong Liiececy Prograsass

The role of the state ang Its ayltiple:s sometimes conflicting,
mctives for Jaunching lLteracy prograsaes. 18 OLsCussed In this
chapter, AlIRough most stetes Ceclare a mixture of objectives
when tiey foraulate national literacy 4imas, In =08t Cases ona can
detect wnat the principel objective Lts. e have OSistinguished
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Quided by priority alss, Although there certainly exist aistures
and wvariatioms of each strategy (or “approach®), we have
gistinguished a nusber of aspproaches: that have had or still have
major Iinflyuence In the third worla:

- Th._gugg"'gg.l Sducatign’ spproach, proscted by UNESCO ouring
the perioe SH=1964, MHithin this frasework, attention was
focused on TInding the sost effective sathods of teaching reading
and writing in the aother tongue. The conclusions froa an
extensive study thereof showed Rowever that there |s mo universal
spplicadle =ethod. The contribution of "Fundamental Educatien'
programses to literacy was very peor. It seess a3 If many of the
necessary elesents of 4 whole literacy strategy were neglected.
Although this approach s not advocated todays several current
literacy programmes continue to retain precccupations sisllar o
‘Fundasental Cducation”, These general literecy prograsmes have,
however, advanced Deyond their originmal in sany aspects.

= The Sglestivesintersive Funcliional eporoach launched as  an
ssperisental programae, within the frasework of EWLP, In eleven

countries from 1947 to 1972. with the support of UNDP and UNESCO.
The main objective =as 10 evaluate the link Detween literacy amna
econoale develcpment, BDut It was also hoped that the EWLFP wouls
prepare the way Tor the eradication of sass illiteracy. The sain
CONCErnsS were twa: the furctiomnel (w@rk=griented) content and
evaluation. UNESCO/UNDP s own critical assesssent of the EWLP s
sumsarized In this sub~chapter. The evaluation approach (tself
was SsSeverly critized. Furthersore, avalladle Cata on llteracy
results  Ingdicated Nigh drop-cut rates and low SucCless rates,
escept In Tantania. Some of the general conclusions from the
exporience were: Literacy activities sust Ot De viewed as an
essentially technical exercine = scclal, cultural and pelitical
factlors are as isportans, ifT mnot more; literacy must Ge
integrated In 4 matiomnal plan of development where the politicael
will %0 Implesent literacy is clearly articuleted; and literacy
sust often De linked to economaic and soclal reforms. “Functional
Literacy” eor the Econcaic Literacy spproech has contirued te be
applied In many countries: =ith somse agdifications resuliting from
the CWLP ewperience. The corcept of "Fumctionality” nas in effect
Deen Droadered, DBDut the besic 1ceciogicel underpginning (Human
capital theory) and the economic OB jectives remain essentialily
the sasme., Frotlems encountered In prograsmes a00ilyving this
A0proach are Jinked S0 the Jlack of an atsosphere of mobilszetion
ArS Priority:s and the tendency o try %o achieve t0S many tAIAgs
4T the same time.

“ The ZCQORCIE2342434GD . #pproach, of which Paulo Freire is the
Mo j0F spokesman. Mis literaty theory and practice have Inspired
|any pProgressive ault educatorsy, especially in Latin Asericas.
The main objectives are linked to & Lliverating oprocess of
CrItical comsciousness, where dialogue and participation are key
®lesents of the pedagogy. In this sub-chapter some critics)



issues and prodblems concerning the interpretation amd application
of "comscientization“~oriented literacy are analysed: such as its
political implicatioms. Furtherscre, we sention sose practical
difficultios In iaplesenting the Freirean literacy approach, such
as Cefining prograsmes on the DBasis of local oparticipatory
investigations, ang aplying & true reciprocal dialogue.,
especially in the centext of large~scale national progranses. e
conciude that Freire provides an important source of criticel
reflection and irmspiration for literacy practitioners, BDut that
the approach coes not provide sufficient guidelines for a wnhole
literacy strategy. and contains certain mon-apdlicadie wlenenta.

= The Popyular EQusalisD approach, which is developing mainly iIn
Latin Aserice, is briefily discussed.

- The Mase Ce20eiGn epprcach, isplesented particulariy in
revolutiorary societies. This strategy seess %o involve all
segaents of socliety im orcder to make all adult sen and =omen 1IN o
naticon literate within a particular tise-~frase and is often part
of & policy Tor averceaing poverty and injustice through =ass
mobilization. This sub-chapter is introduced by an overview of
recent Intermational #soves L0 Srosdte Mass CaMDAIgNS,. He Nhave
identified twd Jistingt Jiteracy caspalgn strategies, sAich are
discussed separately:

= Z008-0f1C Ca%Qeions 1C efedicele liliteragys of =Aich there are
only a few exarplen, (Cuba Nicaragua, Vietnas,.Sosalia), They have

all successfully carried Out Aass Campalgns over a period of one
to two years. The factaors for their success are analysed, such as
the sosentum of cCommitment, resulting fros the recent concuest of
pomer By a4 popular msoverent; the relatively low rate of
ililtterecyi the existance of one Orincipal majority lerguage. and
the effective sobilization of all hmusan, Institytional and
ma'erial rescurces needed. The level of literacy attalnea is
necessariliy iow ang the sustaining of litersacy becomes & problies,

= BCadisesinp 9f Lllisecacy By o SeCiey 9f SAPGALSDY: & strategy
that hes Decose Trequent Guring the seventies Tor esample In
Yanzania, Bursa, Ethicpie ard Mozamdigue. This step-wise sStrateQy
i detersined Dy & very learge rusber of Ltllitecates ana
urderdevelopaent 1n gereral. wALEH sakes reaching il of thea at
once wvery harg., Literacy has not Been an absdolute priorily
COMpAred 10 Other urgent Aeeds and the Qlversity of languages has
complicated the i1rplesentation. ITanzania Nad the s0vantage of
having an Africen Lingue Trances Swaniliil. In the Tanzanian and
Ethicpian cCases: the strategy has Deen successTul In reeding ue
perticipation: Dut In other Cases It Nas Seen more aifficulr.
This strategy in, otherwise, usually similar to tne “one=pf?"
strategy IM ®any ASPECtS. SuCh 4% ob;ectives: organization and
content., that stress political =oenilization, Tanzania in
Iintereating for having comoinagd & political ana girectiv
Furnctionsl curriculums,



- Geoersl LiIteracy Prograpegs with fairly diverse objectives.
They are often large-scale, but "politically cool”
prograsass: that oprovide access 10 those who want literacy.
Evanples can be fourd in Botswana, Bresily Indis, Mexico. amorg
others, where Illliteracy is not seen as an issediate #ajor
obstacle to the ecorncay. The lack of strong social pressure ard
mobilization for literacy at all levels of the society., often
reasults In & high initial enrollasent, followed By a very large
grop-cut. NGOs often play an isportant role. Much effort and
rescurces are put Inte curriculus design and sethodology. It s
Mt unusual that, too sany Qoals are espected to be reached by
one literacy course.

- Stlesiive w2ell aCele QCRQteoagy 4re mainly of two types)
state“prosoted activities in specific eress, for development or

pilot oroject purposes] and NGO or comsunity-promoted activities.
Saall scale projects have certain potential advantages, But they
G0 not create significant reduction of mnational Liliteracy rates.

10. Bosiziltecesy

In this chapter, we stress the isportance of post=literacy as an
iasediate follow=-up programee to literaty, as a #otlivational
factor for llterscy, for consolicdating Iliteracy and for
preventing relapgse into Lilliteracy. Verious formss of post-
literacy are asnalysed, the sare formal ome through entry inte
higher grades of the school=-system, the “structureg” one,
designed specifically for adult mew-literates and the “seal-
Structyured™ Tfora of post~literacys an orgenized project for
Putting learning ssterials Into the Mands of adults, without &
direct teaching cosponent = an Iindispermsable cosplesent o the
other Tormas of pest«literacy, The esperience of post=literacy in
Ethiopia is interesting in that all three forms of post-~literacy
are being implesentec at the sase tise., Finally: = argue that
the Introduction of post-literacy opportunities Jefore even
starting the literacy project Ltaelf, seeas to be & good Ldeas.

e Ceoclunison. end fSeflections oo Exinsiog Cxgecieoce.

This chapter is in iteself & synthesis: that needs reading In
order o get an 1des of the Cocument 48 whole, [t Ldentifies &
series of factors for relative success of large~scale literacy
activities. The active role of the state ang “politicel will” are
pointed cut a8 necessary elesents of large~ecale prograsaes. When
the objective is to eredicate Liliteracy: It I3 also necessary to
Combine UPE arc acult literaty. Me also discuss other ey issues.
regardiess of the scale of a progresme, that in the contest of »
favourandle situstion of msotivation arg sobilization, are
important for the success of literacy, although we Basicelly
contena thaet adult Jfiteracy s rather & politicel than o
technical issue, We take up the guestions of choice of language.



sobilization and training of teachers: contents and sethods, and
Costs and resources.

Concarning resesrch needs. we argue that there s need Tor sany
different approaches, as !ong &% they are used creatively ara
adapted In & sensitive way to reality, We contend that literacy
datae snould reflect gender diffgrences, that plilot-projects are
useful for resesrch and Innovation, that the politicel nature of
literacy ond tensions linked to literacy activities need to De
taken Into account in research, ke also find it essential that
literacy ressarch is rooted asong those concerned Iin the Jro
HWorid., There (s &4 meed for new ressarch "clearing houses™ for
edult literacy. Furthersore, we have selectec some theses, whose
research we consider essential, such as: the i1s0act and use of
literacy; learning literacy in a second lenguage/transition from
mather=tongue t0 second-language literacy; comntents and sethods)
Grop=out) Quality verasus quantity; sponsorship and organization
of literacy.

Firally we point out that the priority end aepplication of
research Cepends 0N In What Context and for «hat purpose |1t is
dore. FResearch serves Lest as an Integrated component of the
planning. impliesentation and critical evaluation of a0ult
Jiteracy activities. Me cannot espect toc arrive at & global aculn
literacy cookbook!



INTRODUCTION
PURPOSE, SCOPE AND LIMITATIONS OF THE REVIEMW

During its meeting in Paris in October 1904, the Interna-
tional Working Group ca Education (IWGE), composed of interna-
tional aid agencies education representatives, identified a
number of research areas meriting special attention as part of
their endeavour to sty n basic education provision in
developing countries. IDA, with its loag history of supporet
to adult education projects,offered to be the executive agency
in the review of the field of literacy and post-literascy, and
commissioned the authors to write this study through the
Institute of International Education, University of Stockhola.
(See Terms of Reference, Annex 1).

The preparation of such a review, which is intended to
cover an extremely wide field of activities, necessarily
iavolves a great deal of selection and gemeralization. As the
authors of the paper, wve wish to state that swuch a process
Seans that unavoidably our own Ldeoclogical perceptiocas,
personal experience in the field, and locatica in Sveden have
all had a part to play im what ve Xknow about, what we are
interested in, wvhat we have selected (or left out), vhat we
have had access 0, and how we have chosen to organize,
generalize and theorize the review. We do not wish to create
any illusions as to the “"complete objectivity® of this paper,
and we are sure that any other authors, given the same task,
would si=zilarily pass the information avalilable through the
filters of thelr own perceptions.

We will thus try here to give an indicatiom of Jjust which
“filters” ve have used, for resders to be forewarnedl

Firstly, we have conceatrated ocan adult literacy and its
immediate follow-up, “post~liiteracy”. in so=called “developing
countries”. Literacy and post-literacy are but one part of
adult basic education, and are mostly set £{a a “sca-formal®
context. This study makes no attempt to cover the literacy and
post-literacy teaching functions of formal primary education
for children, although schools are indispensable in providing
literacy or "basic education”™ as a wvhole. Hovever, wve have
pointed out where it seemed relevant, the links between formal
schooling and literacy. and between literacy and other aspects
of adult basic education, such as health educatiom or training
in agricultural skills. Without implying that adult literacy
Activities are isolated frem other forms of education or froe
their social context, we are convinced that adult liveracy
training represents a specific area of activity which ia
oo-rlicazod and difficuit enough to merit its own analytical
review.

Secondly, it would be both improductive and impossible to
Lry to cover all existing experiences, reports, research asd
evaluation work in a study like this. Our purpcsee has been to
try to deal with the larger issues in literacy work, such as
Objectives and related atrategies, rather than perticular
detailed accounts of various specific literacy experiences.
Thus we bave selected a nuaber of cases of literacy activities
from different political and economic settings which represent
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divergent objectives, strategies and resuilts, and used them to
generalize in a more theoretical way. In particular, we have
9iven most prominence to literacy activities which have
involved, or attempted to invoive, a relatively large nusber
of illiterate pecple.

Some of the factors comstraining the selection have bDeen
our own previous field experience, and our present location in
Sweden. Qur field experience has =ainly Dbeen in Southern
Africa, motably Mozambique, and much of our previous reading
and study has concentrated on Africa. Works om adult literacy
available in Swveden are mostly in English, which means that we
have taken few cases from Francophone sources. WNe have looked
at (mostly English, and some Spanish) scurces on Latin America
and Asia, but, in the former case, there is & vast amount of
experience in the field of adul:t education to which we have
not had ready access. We should add that SIDA's own relative
concentration of activity on Eastern and Southern Africa, and
tOo a4 lesser extent, on South Asia, has also contributed to our
own access tO materials on. and bilas towarda these areas -
vhere, after all, the highest flliteracy rates and largest
nuabers of L{lliterates are to be found. It is also a limita~
tion of this reviev cthat a fairly large amount of literacy
vork takes place as a sub-component of “integrated rural
development projects”™ and is reported on as such, which makes
it difficule for the researcher on adult literacy to pick up
the references involved.

Thirdly. we should present our Aideological filters. We
regard adult literacy - and all education - as performing both
reproductive and Lnnovative fusacticas 1o scoolety, with a
constant potential for conflict between the two functions.
This means that literacy activities have a strong ' political
and ideological character: the aims and objectives, the forms
of delivery/acquisition, the methods, the contents, the
results, and the links hetween the activity and the econoay
and soclety, all derive from essentially political goals and
political struggles and conflicts, We think that the learning
of literacy cam be imporzant for the fight of the exploited
classes against coppression, hut are alsc sure that it can be
csed as a form of social control to undermine this struggle.
Ne think that literacy is a basic human right asd should he
treated as such, and that, as a right, At has %0 be struggled
for. Idesally, wa would Like to see the masses coaquer the
right to literacy amd the skill ftself oa their own initia~
tive, However, in an unequal world, nev skills have In part to
be, or will be, provided by others, and we think that thia
provision is wvorthy of support unless it is clearly destined
te subvert efforts to conquer more social and economic
justice.

Nosetheless, we insist that “the {lliterate”™ should not Me
considered the bearer of a disease, to be trested by a "vacci-
nation campaign”, Illiteracy £s a4 symptom, not 4 <cause of
cnderdevelcopment, injustice and poverty. Nor should literacy
he treated as & "medicine” for the complainss of society: wve
e not believe that the s le proviaion of literacy teacher
in itaelf will transfor= the lives and asocial and economic
relations of the illiterate populatica. Without literacy being
integrated into a general process of social change, Or int0o a
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social movement dedicated to creating social change, Lt ia
clear that it will have little chance of changing the funda-
mental parameters of life. For example, mere literacy training
in a stagnated rural milieu is bardly meaningful, and it will
De treated as such by the community.

From these perceptions, we regard lucuc{ activities as
being a collective enterprise which should contribute to
creating & more just socliety. We look rather askance on forma~
laticas vhich site literacy s importance within the bounds of
“successful investment £n husan capital®, “contribution to
individual ptodoeuvu{ and well-being”, “essential element in
individual mcdernity” (etc.), even if someone were able to
de=onstrate all these attributes empirically ... Liter is a
tool with many potential uses, as a hoe =ay be used to plough,
t0 veed, Lo reap, Or to destroy. We would like to see literacy
used for the collective good of all, rather thas as a neans
for the "individual® to scramble to a well-fed simecure, even
though there are economic and status~seeking motives on the
port of its individual customers.

We may then be asked - how much of this paper is scieamtific
and how much is just opiniona? While most literacy practitio-
ners (and, one hopes., soccial sclientists) will smile at the
questicn, yet it still needs to be ansvered. We have tried o
Use Joncrete cases and dooumentation as direct evidence for
BOSt assertions, and o give references as to vhere more
detall can be found on each case. When it comes to pulling
together the strands from many cases and numbers of ideas,
theories and attitudes into a theoretical whole, however, one
gets even further avay from “expirical facts™ thas s implied
Ain the process of selecting and analysing particular cases. To
s0ome,this is "theory” vhich remains to be proved or disproved;
to others. it is ideoclogy/cpimion/biasr but at least to so=e
At gives a way of looking at and interpreting a very diffuse
reality ("mega-variate®, if you like) that may be insightful
and useful. We hope we have done a good enough Job for the
last category to be in the majority!
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2. LITERACY STATISTICS
2.1 The Data

The nusher of illiterates aged 15 and upvards continues to
rise inmexorably is abaclute terms. According to the latest
estimates there were around 760 million in 1970 and around B89
m=illion in 1985, and unless any radica. =easures are taken,
their numbers will have topped the %00 miliion mark by the end
of this century (Unesco 1983, 1985). In percentage terms the
situation is progressively Ssproving wvith the worid illiteracy
rate falling from some 448 in 1950 to 33% im 1970 and to
268 in 1985, whenmce, according to the estimates, to 258 in
1990. (Bataille 1976: Unesco 1980, 1985). The increase in
absolute nusbers s a result of population grovth together
with the incomplete coverage of primary achcoling for school-
age children. In 1980, 121 milliom school-as children
(betveen 6 and 11) 4id not attend school (Unesco 1983). These
children and those who drop out before comsolidating literacy
skills will at 15 join the flliterate adult population.

Predictably, the illiteracy rates are highest in the least
developed countries and among the poorest and most under~
privileged pecple. In 1985, Indias and China thenselves
accounted respectively for about 30% and 26% of all the
illiterate pecple in the world.

In the 25 least develo countries (with a per capita
product of less than 100 US dollars per xoar) the illiterac
rate was more than ®0% in 1970 (Bataille 1976) and around €8
in 1985 (Unesce 1985). These countries tend also to have the
highest population growth rates. Further, the proportion of
women Alliterates is steadily growimg. In 1980, 38% of
iliiterates vere vomen: by 1970 this percentage had risen to
60% (Sataille 1976).

The distribution of adult Llliteracy in the world is shown
in the Table on the next page.

Fisher (1982) attempts to quantify the degree of soclal,
culteral and economic deprivatica of countries whose popula~-
cion is highly illiterate (i.e. with an adult iflliteracy rate
higher than 6&6%) by oomparing thes vith countries having a
largely literate poepulation (i.e. less thas 3404 illiceracy).
He arrived to the conclusion:

“The indicators exanmined in all point in the saxe
direction: the "have nots’ in serms of literacy are
also worse off in terms of life expectancy., infant
sortality, educaticnsl provision, communicatioas.
nutrition, healsh services, food production and
income: their industry is leas developed., thelr
agriculture is less productive, But this is only
pare of the tragic reality, for wvithin these

countries with high illiteracy rates ... the
illiterate is even worse off than Mis compatrioss.”
{p. 161).
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Absolute nusber Illiteracy rates
of f{lliterates (age 15 and over)
1% and over

(in millions)

Both

sexes Men Women
Morld total 888.7 27.7 20.5 34.9
Developing countries 068.9 38.2 27.9 489
Least developed countries 120.8 67.6 5.9 70.4
‘Develcped’ ccuntries 19.8 2.1 1.7 2.6
Africa 161.9 54.0 43.3 64.5
Latin America 43.6 7.3 15.3 19.2
Asia 665.7 36.) 25.6 47.4
Cceania i.6 8.9 7.6 10.2
Burope (imcluding USSRK) 13.9 2.3 1.6 3.0

Scurce: Unesco Office of Statistics, e Current Liter
$ituation in the World (Unesco, July 19‘5?.

In accordance with our basic theory on education and socie-
ty we do not adhere 2o the view that these relationships i=mply
that iliiteracy is one of the reasoas for underdevelopment, as
stated by Unesco (1983). Illiteracy should instead he seen as
one of many symptoms of underdevel ¢t and is therefore
dependent on the whole socio-ecomomic and political situation.
Indeed, all recest literature on literacy seems to agree that
illiteracy muat not be viewved as a problea in isolation.

2.2 Are the Data Reliable?

All literature dealing with literacy statistics points owt
their limited significance. Although it is isportant o be
avare of existing reascns for the limitaticas of the data, our
general smalysis will not alter, vhether there be 800 million
or 1000 million Lllicterates.

There are three main reasons to put available statistics
An question:

a) tion of literacy varies from oowun .
Whatever definitica of literacy for example Unesco decldes oo,
sach nation uses Ats own criteria in practice. Thus the
comparability of national literacy statistics suffers from the
lack of common minimun standards.

b) The measur ten very rough.
Oracy Statisctica arce oM a census on the
educational profile of a society. Less fregquently, they are
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based upoa the respondent’s self-sssessment in response o a
question such as "Are you able to read?’. Far less frequently.
they are based upon performance indicators: “wWhat does this
say?7 " (Gillette and Ryanm, 1983).

Concerning the limitaticns of eatisates and forecasts on
literacy rates, Unesco (1980) say they

“are based exciusively on observed trends in regard
to xchool activities. is may give rise to errors in
the following two cases: (a) whenever large-scale out-
of-school programmes are implemented, (b) whenever
plana are =ade to step up and/or improve formal eduy~
cation, since a large nusber of children would be
affected and/or reach a standard whioh would enable
thes to be considered literate” (p. 16).

In spite of these posaible errors, other factors consected
to the frequent use of forsal educatica data for estimating
literacy statistics see= to cause under-estimates rather than
over-estimates of the nusbher of Slliterates. In the wvords of
Gillette and Ryan (1983):

"Schooling =ay produce xttorlc{. but experience
ahovs that such attainments are highly perishable
A€ there are no regular opportusities to read and
write, Hence, while there may be some who progress
from Llliceracy to literacy as a sesult of inforsal
learning ... there are many more who relapse from
literacy inco illiteracy.” (p. 1).

c) The coverage of the data is often & lecte. The data

ce 0 not provide

informaction for example on the Dbdreakdown of illiterates Dby

area oOf residence or by linguistic groups. Data are sometimes

cnly based on average figures for a country as a vhole, vhich

conceal “pockets” of Liliteracy. resulting from existing dia-
parities within individual countries {(Umeaco. 1980},

Moreover, statistics may include a certain amcunt of poli-
tical consideration (n order to show national progress.

In order to get a realiscic and more reliable Ldea of the
literacy situatiom 4t Ls necessary to decide what level of
literacy we consider to be of interest. In this respect At is
significant that the world {lliteracy rate given for 1975 was
33% vhile at the same time it was said that around 635% were
not able to use the written word in practice (Levin, Lind,
Lofsteds, TorbiSrnssom, 1979).
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3. RESEARCH AND EVALUATION OF ADULT LITERACY

Reviews of literacy research point out that AMult Literacy Ss
a relatively recent field of research compared to other areas
of education or social science stodies. For nearly a century a
vast and growing volume of educational research has been con-
centrated on child development and teaching in schools. “In
comparison with other issves in social sciences little suppore
has been given to research oa adult literacy”™ (ICAE,1979.p.6).

The research on the teaching-learning process of reading is
an Lllustrative o le, vhere the concentration on Tto-oehool
and school children is striking. In Gray’'s extensive astudy
(Gray 1969) only 13 works on adult reading are found, while
hundreds of studies on child reading are referred to. This i»
confirmed in Gorman (1977): “there is little im current
research that might be directly applied toward teaching adules
to read®™ (ICAE, 1979, p. 6).

MOSt research and analyses on adult literacy in the Third
World date from the =nid-«19603 and cawvards. Since thea many
research or evaluation experiences have developed and & corps
of literacy specialists, most of them from the third world,
has been establiabed. They were thezselves involved ia lite~
racy vork and are not a separate corps of academic analysts.

Prior to this period the most important contributicas to
existing Xknowledge and understanding of adult Literacy in the
Third World were made by Dr Frask C. Laubach and Dr William S,
Oray. Or Laubach, a US missionary, wvas the first Iliteracy
campaign promoter with great ismternational impact. He wvas
devoted to adult literacy work im the 1930 and 1940as in Asia,

South America and Africa. Teaching the World to Eggg:,° A
unggg%ﬁg for thorag* Campaigns $ a pioneer

e fleld, fay s work oo 1£tor;cy methodology, 4in
The !gggh&ga Eg acodxga and Hrtttng (Gray, 196%), is the
moOst vast thorough stody of its .

The methodology of teaching literacy has continued to be a
theme given attention by more recent research, including the
choice of language of instruction. Motivation for literacy =«
At the level of individuals, communities and governments - Lis
the theme that accounts for and runms through much of the
recent studies on literacy. Scme astudies bhave also ocentred
around the problem of retention of literacy. Existing studies
and reports are moreover largely concemtrated on the countries
that have had major campaigns oOr programmes, such as Vietnas,
Cuba, China, Tanzania. Somalia, Brazil, Isdia.

Three main types of research onm adult literacy have been
conducted:

L} Experimental research represesting long term Linvestiga-
ticas designed to test hypotheses. The most notable example of
this kind of research was the evaluation wvork related =o
Usesco’s Experimental World Literacy Programse (ENLP). Unesco
has published a list of 229 documents and reports from the
ENLP experliences carried cut in eleven countries. Apart from
this major plece of research this %xind of “experimental”
fesearch on adult literacy is rare.
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2) Various forms of participatory research. This has Deen a
!roaucntly-onod research method from the DbDeginning of the
19708, with the studies oconducted essentially by activists
working in the field. The participatory research approach owes
much to the ideas of the Brazilias literacy pedagogue Paulo
Freire, asd have been much develcped im Latin Americe in the
context of popular education g:o)ocu at the community level
(see Erasmie and de Vries, 1981). The approach has been wsed
for tvo distinct purposes in the context of lLiteracy:

-« more commonly, for the so-called “community sarvey”,
which should antecede a Freirian-type literacy project, and
vhich seeks to identify the =ost important aspects and
contradicticons of commanity life and the level of soclal
avareness, in order tO select cut the themes and generative
words which will constitute the literacy “curriculum™;

= less often, where the researcher is a participant (or,
ideaily. all the participants)., and the research activity
seeks to assist in laying bare local reality and in maln-
taining a ocontinucus int evaluation of the literacy
programme and its social insertion; the research 1s based
oo the praxis of action-reflectica-action, and should imme-
diately assist in chamging the process towards the better
attainment of its oObhjectives.

1) Vazicus forma of evaluation studies, =easuring the
achievements of a programme against its objectives. 5ome of
the evaluation studies linked to ENLP belong to this category.
as vell as reports made hy the goversament bodles oOr agencies
running the literacy activity evaluated.

Important sources of experiences and documentation on adult
liceracy in the Third World derive from a nuz=ber of Iinterna-
tional oconferences. workshops and seainars, vhere literacy
work has been reported and discussed. The reports from cthese
meetings express general findings and conclusions on & nusber
of iasportant factors. The international metwork for exchange
of literacy experiences has developed since 1970 shrough new
international, regiomal and nactional instituticas and organi-
zations. T™he International Imstitute for Aduelt Literacy
Methods in Teheran piayed a very imporetant role through its
publications betwveen 1970 and 1980. The International Council
of Adult Bducatica (ICAE), ccordinacting regional and naticnal
councils. provides am important neswork of information and
exchange of experiences., The German Foundation for Internatio-
nal Development (DSE) has promoted many isportant seminars and
publications on literacy in the Third World. Unesco has exten-
ded its role by the recent involvement of the International
institute for Educational Planning (IIEP) in adult literacy
planning and admimistration. The Umesco Institute of Education
in Hasburg has alse undertaken important research and develop~
2ent work in the areas of literacy and post-literacy.
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4. DEFINITIONS AND CONCEPTS OF LITERCY

4.1 The Scope of Definitions

Varying and often vague definitions of literacy abousd in
literature and in praxis. We 40 not intend to make a list of
available definitions. We will rather try to delinsate major
trends in the development of the concept.

The comcept of literacy in literature is often a mixture of
values, objectives, functions, methods.and levels and contents
of akills required. It is surprising how seldom the different
components necessary for a olear definiticn are explicitly
accounted for vhen literacy is discussed. Definitions made by
Unesco or others in literature seldom correspend to the opera-
ticaal criteria used in practice in different countries or

programs.

It is natural that literacy camnot simply be defined in
cperational terms without connecting it to its purposes or its
context. It is also true, however, that coriteria used in prac~
tice for evaluating literacy are overvhelaingly limited =to
sismple operational or guantitative definitions, without con=
sidering the broader objectives and meanings of Iliteracy,
simply Decause it s extremely difficult or imposaible to
measure the broader ispace of literacy isolated from other
snvircamental effects. .

Thus it is {=portant to bear this in =ind vhen we present
broader oconcepts of literacy. Genmerally one could say that
there exists a gap hetween broad definicions elaborating on
the role of literacy and operatiomal definiticns alming at
2easuring certain skills attributed o literacy. This gap
certainly exists in actice. The broader definicions might
influence the approach (contents, methods, etc.) %0 deal with
:llitotacy. but very seldca the criteria for evaluating

iteracy.

Before presanting an overview of major srends concerning
the concept of literacy. we consider it mecessary to give a
brief idea of what we mean Dby a literate persca. Unesco's
latest recommendation (Unesco, 1978) distinguishes between
literacy and functional literacy, the first referring o
what we would Llike to call %a.tc liver - According to
Unesco a person is literate “who can with Gisazstuading both
read and write a short sisple statement on his every-day
1ife". We vill wse the concept of basic literacy as meaning
the first step oOn the vay to achieving a more functional or
applicable level of skills, including or not basic numeracy. A
functionally literate persca must be able %0 “engage im all
those activities 1im which literacy is required for effective
functioning of his group and community and also for enabling
him to continue ¢to use reading, writing and caleulation for
his own and the community”s aovolafnont' {Unesco, 1978). Im
moTe precise terms ‘functional’ literacy varies depending on
the eavironment and the context in each iven soclety at a
given time. As we shall see further on functicaal literacy’

aAs used Rere is not equal to Functional Literacy as conceived
in the Experimental World Literacy Program -~ EWLP.
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We will also be using twe other terms for describing
certain stages of the literacy process., A semni-iite
person is able to decipher a few simple words and write 5
Ber own name and/or to make simple calculations in written
form. In other words a semi-literate person has astarted but
not completed the process of basic literacy. A person vho has

just achieved Dbasic litera we will call new-literate
(Levin, Lind, L&fstedt, NtFIﬁrmum. 1979).

Ne should note two other terminological and grncttcnl aif-
ficulties. The first is the general concept of “eradication of
flliteracy”. In practice, no country has ever eradicated ilii-
terady, as there alwvays remains a part of the popelation which
is for ome reason or another mot reached by literacy = pecple
vith learning handicaps. pecple who come out of years of
schooling vithout ever having become literate, and a0 on. Thus
in practice the term has come to refer to reducing 4dlliteracy
to a very low level overall, to about 3% or dbelow. In the
Third ¥World, the term comes to De even more loosely applied,
as the business of counting and checking is more difficult
there and the conditions of life make universal coverage prob-
lematic. Most countries seem to De on the way to “ersdication”
whea the level falls below 200, Iz should be pointed out that
often the oounting covers people who had the cpportunity to
become Literats, or who passed some form of literacy test. and
does not reflect such problems as "nev illiterates”™ who did
not get to school after the adule literacy effort finished, or
those who “relapse inte Llliteracy™ after completing o
progra=me successfully.

The second is precisely the problem of what to call a
“literacy succesa”. “Success”™ Lis a relative word, which could
be judged by passing a test, or by degree of reteation of the
akill, or by degree of use of the skill, or by whether pecple
use the skill im the way intended, or even whether pecple also
make use of other akills/knowledge learat in the process of
Literacy. Normally little attempt is =ade 0 eatimate the
level of success on anything other than passing the £inal
test. Eves 80, in terms of rating a programme successful, it
is important to note that most adult literacy programmes have
a level of "efficlency” of 30V or even well below that., coun=
ting betveen initial enrolliment and those who “pass™ the final
test. Only the very large single “campaign w0 eradicate 1illi-
teracy” has historically done much better thas that. Thus a
progra=me should not he judged “unsuccessful” on the hasias of
too exigent cricterial! Where strides towards eradicating 1ili-
teracy have been =ade. it has usually been by incorporating
very large numbers of people in each stage of the total effors
and “passing” a low proportion. and not by “passing”™ a large
percentage of a smaller number enrolled.

4.2 !nt.rutto_gg!lx Adopted Concepts of Literacy

Two major l‘tulfztcno have guided Unesco in 1ts promotion of
Literacy ever aince 1945:

1) Illiteracy is a major ohatacle %o ‘development’ . Nence,
literacy is an imstrument for development. This assumption has
been constant, but o what degree and how literacy and deve-
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lopment relate has been debated and locked upon differently
over time. Recent views expressed are as those in, for example

Cbjective: Literacy (1983):

"...the eradication of illiteracy does not banish
deprivation over-night. But dy elisinating one
obstacle to development it will indirectly help to
improve living and workimg conditicas.” (p. 7).

2) Literacy is a fundamental human right. flliteracy in the
world must therefore be elinminated.

The international uun.cx trends can be divided into three
periods, 1945~1964, 1965-1974 and 1975-,

1945-1964. The traditicmal con of literacy, referring
0imply to reading and writing skills as an end in itself, was
abandoned in theory by Unesco shortly after its creation. 1In
1946 the term fundamental education vas adopted to describe
a broad field of Tevelopment activities, whereof cae vas noa-
formal literacy programmes for childrem and adults. Gray

(1969) summarizes the very broad ccacept of “fundamental
education’:

..+ fundanental education is often the first
stage in organized efforts to promote personal
development and community progress. From the out-
set, it stisulates awarenmess of individual and
group possidbilities. Such an awakening may occur
in a single activity, such as a health demon-
stration project. In the course of time, hovever,
it spreads to other activities. In so far it in-
cludes the knowledge and skills usually acquired
in achool, fundazmental education triea to develop
thea according to the needs and interests of the
people concerned. Thus pecple are taught to read
and vrite caly when they recognize that these
skilis are nmecessary to the fuller attainment
of their purposes.” (p. 17).

Myrdal (1968) points cut that “fusdamental education® or
"social education® became merged with so-called "community
development”™, The ideclogists of the community dJdevelopment
sovenment astressed that literacy =ust be used for something of
practical importance in order to produce development. Myrdal
{1968) agrees, but adds that this is ejqually relevant o
teaching in the primary schools. Myrdal (1968) concludes:

“The disquieting fact Ls, hovever, that com=
paratively little has heen dcoe o reform the
acheols and make them more responsive to
practical needs, vhile adulet education has
been either neglected altogether or turned
into something so “practical”’ that it no
longer en A568 ANV serious Attempt O
make pecple iiterate.” (p. 1647).

We will later on discuss the poor results In attaining
literacy during this pericd. We wvill nowv 9o oa to see how
literacy itself was comceived.
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Already during this period the distinctica vas made between
‘minimcn standards of literscy’ and "functional literacy with
basically the saze meaning as given recently by Unesco (see
beginning of this chapter) with the exceptiom of not including
nameracy in the definmition of “functional literacy’.

The limitations of providing only ninisum standards was
very <lear: *"if training is discontinued ... the trainees ...
socn lose whatever ability to read and write they may bhave
acquired® (Cray, 1969, p. 21).

The concept of fusctional literacy evolved gradually during
this periocd.

The criteria used for measuring ‘funceiomal literacy’ v::z
from duration of training, through the specific contents
methods considered necessary, to specific tests evaluating the
literacy abilicies.

A more common criterion used is, however, the equivalence
tO a certain nusber of completed years of schooling. Four
years of schooling have often been proposed as a mini=um stan~
dard for functional literacy. Arguments againat this criterion
Bave been presented by many authors, ocae being the insuffi-
cient and uneven quality of primary schoolimg.

The level of functional Lliseracy required in a society
varies and changes. which means that no fixed or general
equivalence 0 formal schooling can be given.

Gray (1969) argues:

“Shen defining a satisfactory criterion for
Lliteracy, 4% is essential to adopt a relatively
high standard, for there is very little printed
matter related to adult needs and interests which
can be read by anyone vho has not acquired the
reading ability normally attained by children,
who have had four or even five yearas of schooling.
S0 much time and energy aze expended in preparing
less difficuls material that it cannot be produced
in sufficlent guantity to supply aduls needs.”
(pp- 26~27).

Gray (1969) discusses advantages and disadvantages of mini~
=un standards and high standards. He conclodes (finally that
literacy programmes should be organized in a series of stages.

in summary. over 1945<1964., Unesco promoted literacy as
part of a bDroader education programme. oalled “fundamental
education” stressing the promoticn of practical skills, for
developnent purposes. Literacy itself was conceived as exclu-
sively reading and writing akills, preferably acquired through
learning in the mother tcague. Distinction was already made
betweenr basic literacy and "funmcticmal literacy . The concepta
used Soday were evolved. Numeracy was, Bovever, not Yyet
included in the definitions of ‘functional literacy’ .



1965-1974. As a consequence of the poor literacy achieve-
ments in the past, and on the basis of o series of studies and
activities directed by Unesco to the problem of adult literacy
programmes, Unesco decided in 1964 to launch aa Experimental
World Literacy Programme (BWLP) 4n order to find ways of
transforming literacy into an effective instrusent for social
and oc:montc development. A new "functional literacy approach”
was defined.

The World Conference of Ministers of Blucation on Eradica-
tion of Illiteracy.held in Teheran in 1965, gave iaternatiomal
expression to this approach. As to the concept and ai=ms of
literacy. it stated that Functional l1iteracy should:

"mot be confined to the teaching of reading and
writing but should include professional and tech-
nical knowledge thus promoting a fuller partici~
pation by adults is economic and oivic life ...
be related to the pursuit of economic and social
cbhjectives (incresse of manpower output, produc-
tion of food stuffs, industrialization, social
and professional mobility, creation of additional
sanpower, diversification of the economy, etc.)”
(Unesco, 1968, p. 48).

“lead mot caly to elementary genmeral knovliedge
but to training of work, increased productivicy,
a greater participation in civic life and a
better understanding of the surrounding vorld,
and should ultimately cpen the way to basic
haman culture”™ (Unesco, UNDP, 197¢).

Compared to previcus declared aims and concepts, Functiomal
literacy mow stressed strict economic growsh alias such as
increased productivity and consequently included vocaticoal
subjects in the literacy progra=mes. The political and
cultural ainms seem to have heen givesa much less weight.

EBach literacy programme would be linked to a specific
economic project in industry or agriculture in areas under-
going rapid economic expansion. The contents would centre
around the production process linked =0 each project.

This approach was based on the assumpticn that the popula-
tion groups working in fields of economic priority would have
the greatest need of becoming literate. The motivation probles
would therefore not constitute an obatacle,

1973-. In the light of the critical assessment of the
results of EWLP and the very concept of Lts "functional
spproach™ and in view of other experiences and theories, a
review Of the literacy concept in all Lits aspects. has charac-
terized the present period.

The International Symposium for Literacy in Persepolis held
in Septexber 1975 on the tenth ananiversary of the Teheran Com~
ference, intended to evaluate the results of a decade of
international reflection and actioa on literacy teaching. It
adopted the s0 called Declaration of Persepolis, that presents
& vhole ideclogy on literacy inoluding its objectives, requi-
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sites, contents, methods and =eans.

It stresses the political, human and cultural aspects of
literacy. It 4is radically different from the fumctional EMLP
approach, 50 a8 %0 justify the title of the Dbook presenting

the proceedings of the fum: “A_Tucning Poine for
Literacy” (241 Bataille, 1976).

The Declarasion of Persepolis comceives literacy asi

"mot just the process of learning skills of
reading, writing and arithmetic, but a contri-
baticn to the liberatica of man and to his full
development. Thus conceived, literacy creates
the conditions for the acguisition of a critical
consciousness of the contradictions of society
in vhich san lives and of its ainms: it also
stimulates initiative and his participation
in the creation of projects capadble of acting
epon the world, of transforming it...
Literacy... L8 a fundamental human right.

Literacy work, like education in general, is
not the driving force of historical change. It
is not the only means of liberatioa but is an
essential instruzent for all social change.
Literacy is a political ace.

Literacy is... Lnseparable from participation,
vhich is at once its purpose and its comdicion.

Literacy... would coastitute the first stage
of basic education... It would permit the deve-
1opzant of non~formal education for the benefit
of all those who are excluded by the present
system, .. Pimally, Lt will isply a radical refor=
of the structures of the education systes as a
vhole." {Bataille, 1976, pp. 273-373).

These declarations are very similar to the literacy “con-
scientizacion” ideclogy. expressed in Paulo Freire's publi-
cations (Freire, 1972a, 1973n). Freire himseif participated in
the Persepolis symposiuz. The influence should probably be
seen in relaction o the poor gquantitative results of EWLP and
the broad influence Freire had om aduls educators during the
decade 1965-1974,

In Unesco’s own critical evaluation of EWLP, cthe narrowly
technical/econcaic aims of the “Functional™ projects vere
revieved in July 1975, when the Recommendations of the Expert
Team on Evaluatioca of Experimental Literacy Projects declared:

“.+« the concepts of functionality =ust be
extended to include all its dimensicns: political,
economic., social and cultural. Just as developaent
is not only ecomomic growth, 30 literacy... Wust
ainm above all to arouse in the individual & critical
awareness of social reality, and o enabhle him or
her to understand, master and transfora his or her
destiny.” {(Usesco, UNDP, 1976, p. 191).
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Ever since these conclusions were drawn, At has been gene~
zally agreed in international literacy debate that iiteracy
must be functional in a broad sense and that literacy is caly
a firat step in achieving the objectives set out,

¥hile "new" definitions of literacy have not Dbeen forth-
coming, more vrecent debate on adult literacy has in some
senses changed approaches to literacy. The real establishment
in intermational coascicusness of literacy as & husan right
has served to promote two distinmct tendencies:

a) The lar education movement, which draws on sources
like ire and the Catholic liberation theologists. In
this view, educatiom in its broad sense is not & “social
service®™ nor an “investment in human capital®, but an act
of cultural affirmation and liberaticn, thus & collective
community-based act by the exploited classes and groups of
society closely integrated into the anization of resis~
tance and change. Part of this act is for the community to
make itself literate in a collective conscicusness-raising
fashion, vith community organization an essential goal.

b) The idea that literacy must be promoted on & =ass basis,
as an iategral part of general polictical and economic
(evoluticmary) change. This trend itself is expressed in
two slightly different versicns:

- the (somevhat L{dealistic) promotion of mass campaigns as
& general recipe for dealing with flliteracy (and Lfnjus~
tice), under the slogan of “eradication of world iilite-
racy by the year ". The Udaiper Seminar’s Licteracy -
Declaraticn encapsulates this Ldea as follows:

"A literacy campaign muast De seen as a necessary
part of a naticaal strategy for overcoming poverty
and injustice.” (quoted in Bhola 1983, p. 245)

= the "basic education™ approach. This arises from a
series of concerns, motably that existing formal pri=marcy
education is not “relevant” encugh, hut Lt has (as its
sajor distinction from “Fundamental Zducatica™) an
insistence on education provision for everyone:

"Basic education should be provided for all
ohildren and adults as soon as the available
resources and conditicma perait.”(World Sank
1980, p. ¥6)

While one must laud the recognition that universal literacy
involves concentration on both ohild and adult education, axd
shat education is a right of all, at the sase time it i3 to De
asked, vhat is this basic education (for)? The Unesco defini~
tion (Unesco 1979, p.118) Lis:

"teaching whoae objective is the acquisition of
elementary knowledge and gkills (for example,
literacy, arithoetic) necessary for living in a
society.”™ (own translation from French originail.
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This definition leaves a good deal of leewvay for anyone to
decide what basic education is for. In the current 3rd World
conjuncture of financial deht, overproduction of higher-level
graduates for declining economies, growing popular dissatis~
faction, and inability of governments %0 cover the costs even
of universal primary schooling, there has been a return to
inalatence on cost efficlency.high standards at higher levels,
and "Back to Basics”, into which set of preaccupations the new
priority given to "basic education”, especially in the poorest
countries, fits rather well. (World Sank 1980, p. B87). We
think it important caly to ask in this context, vhether “basic
education”™ could not become another way of giving rural pecple
an inferior status educatica designed o make them “prisoners
of the soil” and to shore up the stasus quo?
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S. WY LITERACY?

In the previous chapter many arguments for adult literacy have
been inclueded in the objectives and oonaot:o froooaeod. They
do mnot, however, present arguments against literacy, =or do
they include answers to the guestion of setting pricrities
between literacy and other efforta in education or in other
development areas. These queations deal with literacy s role
in develcpment a3 & vhole and the impact of literacy.

It Ls fmpossible o separate these questions from the
account of the problems of lementation of literacy. We will
therefore return to these questions in forthooming chapters.

5.1  Historicsl Perspective

Historically, literacy ahows Stself to be linked to state for-
mation, trade and cultural exchange, urbanization and econceic
expansion.

During thousands of years the art of reading and vrttta,
remained a -oootely presezved for a speclalized class ©
scribes or a s=all elite. When the industrial revolutica
started around 1750, almost 5000 years had passed since the
art of wricing was first initiated. Still 90% of cthe world's
population was deprived of this are.

The inveation of printing at the end of the 15th century
=ade it techmically possible to spread literacy to larger
segments of the population.

The printed word came about (n the process of interaction
betveen social and technical change. The Reformatica and birth
of Capitaliss represented social struggles, vhere the written
word was used to intimidate those in power, as well as the
other vay around.

“The rising bourgeois used the written word w
help them effect their revolution and gain power...
But once in power the bourgeois changes its atti-
tude to writing =~ it Becomes a method of control
rather than rebellion.” (M. Hoyles., 1977, pp. 25-26)

There are sany historical examples illustrating Literacy as
a two-edged sword. Cortez destroyed the vritten treasures of
the Aztecs. the Nazis burnt books.

Both eccomomic and fdeoclogical-religious factors have infiu-
enced the growth and at scae times the stagnation of Llizeracy.

In Venice, a high rate of literacy was attained in the i3th
and 16th centuries, because it vas needed for navigation and
soldiers needed to he literate to read gun manuals.

A successful nmatiomal reading campalign for all was carried
owt iIin Swvedea under the ocontrol of the Protestant Charch

during the 17th and 18th centuries, in order to root the
Catechism deeply in pecple’s moral astituodes and behaviour,
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Industrialization/urbanization and videspread literacy are
clearly imter=related. It is however not a simple correlation,
that industrisiization comes first and then the universal-
izaction of literacy, oOr vice versa: examples exist of both.

In the aid 19th century more than 50V of the adult popula-
tion in most parts of Western Europe was literate. Hovever,
the countries showing the highest rates of literacy did not
coincide with those most advanced in industrislizatics at the
time.Protestant countries. such as the Scandimavian ccuntries,
Scotland, Germany, Holland and Prussia were more advanced in
literacy than England and France, although they were leas
developed. Ia the rural and Catholic southern parts of Europe.
illiteracy was still well above S0M.

The relationship between industrialization and Literac
seexzs to be dialectical, im that indussrialization BbBo
requires more advanced and msore widespread knowiedge and
skills, while & certain level of educaticn amcng broader
sectors of the population facilitates industrislizaticn, which
in its turn creates conditions for and a need for more wvide-
spread schooling.

The Zurcpean experience alsc shows that oonditions for
literacy in rural areas vary as wvell. Cipolla (1979) states:

“In general one can say that where s=all private
plots dominate, the rate of literacy is higher
than in areas where the landowners are few and
the agricultural workers many.” o

The industrialized capitalist societies, such as WNestern
Europe and the USA. had become nearly fully literate societies
(1.e. over 908 of the adul: populaction with both reading and
veiting askills] by the beginning of the 20th century through
the introduction of universal schooling for childrem in the
mid 19th century. According to tables presented in Cipoila
(1970, p. 90, 92), it ook England 32 years (1853-1886) and
France 285 years (1860-1888) vwo reduce their illiteracy rates
froem 30% to 10%: France took 53 years (1835-1888) wo reduce
its illiteracy rate from 50% wo 10% .

In summary, the main factors behind this Dbhreakshrough of
eniversal schooling seem Lo be:

= Changed relations of production, wheredy the soclietal
conditions led to increasing requirements for widespread

iiteracy and elementary skills.

= Changed pover relations and class contradictions., which
led the Dbhourgecisie (3 power o demand a more efficient
sccial and ideclogical control of the masses. (One atrong
argument used for introducing uaiversal schooling was that
it would reduce crimicality.)

- Dermands for democracy and equal rights, such as to educa~
tion, by the emerging working class and liberal reformers.

« Economio development, which created the material and
structural conditions for the expansica of achoolimy,
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The mass literacy campaign of the USSR Dbetween 1919 and
1929, is the first attempt in history by a State to wipe out
illiteracy among its adult population within & relatively
short period of time. In 20 years illiteracy was reduced from
70% to 13%, Before the Revolution, under the curi:e mocarchy,
literscy vas improving at the ssall-pace of a ha r cent
pPer year. This would have msant anywhere batween 130 to 300
xuu for uluoru.;x to be eliminated (Bhola, 1982). The

riving force behind the literacy campaign vas the Revolution,
its ideology and 4its purpose of changing a traditional
sooio-economic system iato a socialist modern industrial come.

Historically, then, there are two principal “models” for
the attainment of universal literacy within a natiom. One is
the introduction of really universal guun educatica (UPE),
vhich will gruuan! eradicate illiteracy in a nation. (It
should be noted that “really UPE"™ implies not oOnly everyooe
going to school, Dut everycae becoming literate thereby). In
the North, the iatroductica of UPE had to be fought for. and
vinning it in real terms involved the state assuming the
project as its own and uvtaz the 53::' and resocurces to turn
UPE from a right into a legally-en ed duty.

The second is the “accelerated” model, which coabines the
introduectica of UPE with large=scale literacy activities

directed at adults - the latter {s not generally sufficient o
maintain universal literacy in the absence of the former
(there exists the partial exception of the Swedish reading
campaign in the 17th Ceatury, which involves & dJdliscussion
bayond the space of this paperl). It is at least arguable,
Borecver, that the “"accelerated” model requires more state
power and more economic sacrifices than the “gradualiat™ UPE

stracegy.

How do these models apply o the Soush today? In some
cases, such as parts of Latin America and Zast Asia (e.g.
Uruguay. Argentina, South Korea, Taiwan), (nearly) universal
literacy has come about “by itself” through the more grad-
walist UPE model, without mass campaigns and popular arsed
revolutions (indeed, with scme extremely despotic dictators
ships along the way). In other cases. the conguest Of pover by
a popular movement has seen the application of the “accel-
erated™ model with some success (Cuba, Vietnam, Tanzania, to
name & fev), even in the absence of large strides in indus~
trialization and economic development.

in general, hovever, a brief glasce at the statistics in
Chapter 2 rapidly shows that universal literacy is not coming
ahbout “"by itself”, and that the struggle Ls far from Dbeing
won. One =ay be complacent about the Newly Industrialized
Countries and excited ahout the revolutionary countries =~
though really universal literacy is probably a rather Senudous
achievement even in these =~ hut bhetween the two lie the
countries with the most Llliterates. The dependent mature of
political and econcaic (ander)development in most of the South
has carried in itas wvake a process of astructural marginaliza-
tion of the peasantry and the unesmployed, veak organizaticn
and direct suppression of political movements, restricted
isdustrialization (often in capital-intonsive forms), and
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regizec with a low level of 1 ltkl‘aY and/or power. The state
t:goacblo to accomplish the -:2. mobilization neeaded for the
*accelerated” universal literacy project, and indeed, often
would prefer not to face the potential threat posed by mass
mobilization. The underdeveloping econcmies get further and
further avay from being able to pay for UPE feself, which is
crecial to both historical models. The peasantry, finding its
exploitation on the increase and its attempts at organization
suppressed, turns to well-tested (but uncoordinated] passive
resistance, which often inciudes rejecting the educaticon on
offer. It is hard o project the smooth attainment of univer-
sal literacy in the Third World under such conditions.

Certainly. states with some legitimacy can, within the
limits of their dependency. promote an evolutionary improve-
ment in the ltvtuz situation of the exploited classes, and
alsc make asignificant inroads on illiteracy. But overall, we
believe that the attaimment of global literacy is extremely
reliant on popular governments coming O r in the Jrd
Norld, and on thorough restructuring of the existing interna«
tional situation of political and ecomomic dependency.

5.2 ¢ A iter

Reviewing the literature, five arguments can be dJdetected
o;etn-t considerable efforts =0 spread literacy among
a ts ia Third wWorld countries:

1) The introduction of Universsl Primary Education (UPE)
will eventually do away with illiteracy such as has been done
in =most Suropean countries.

2) Television and radio can provide adults with functional
education, SO a5 tO improve their lives and to promote econo-
nic development vithout literacy. (Verner, 1974),

3) "In time, after more urgent mneeds have bheen met,
literacy may thea itself become a4 need. Underprivileged adults
bave a greater need to learn sarketable skilis than to DBecome
Literate.” (Verner, 1974, p. I310).

Unesco expressed a similar view in 1946:

"iev At L8 more imporsant =0 teach people better
agriculture and village hygieme than to take time
teaching them to read. When they are hetter fed and
in better health, then literacy campaigns casa be
started.” (Pumdamental Educaction, 1947, p. 1688).

) Making the usderprivileged literate, might creste high
expectations and demands which would lead =0 upheaval againsc
the established order. This argument is nowadays seldom
ceclazed openly, but i1t could be & reasca for insignificant
investments in literacy. as a general “status quo” policy.

5) Literacy often has negative effects:

“Are wo fully avare and ccnoerned about the ...
often destructive potential of our literacy
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endeavours and the isdirec:, ative influ-

ences and repercussions oo developmental

processes which are apparent im phencmena like
rural exodus, negligence of traditional akills

ard cultural heritages bound to non-written
transfer...?" (Hinzen, Morm, Leumer, Nieman, 1983).

Freire (1972) criticizes literacy led Dby the “oppressive
society” as being “dehumanizing”, “oppressive” and “domes~
ticating®, reinforcing existing injustice and the dominant
culture. Unless literacy is organized for Iliberatioca and
transformation of the oppressive system through a “comscien~
tizing”™ process, it is not desirable.

The first three of these arguments are Iisterlinked and
often used simultancusly. HNone of them are, however, used
today by international agencies like Unesco.

It is strongly advocated by these encies and other
experts that UPE must be introduced in parallel to adult lite~
TACY, Or else nev illiterate generations will comtinue to grow
up. UPE without noa-formal literacy prograsmes would not
eradicate illiteracy is any predictable time, conmsidering the
present rates of school attendance ard the f(nefficlency of
primary schooling, producing high drop-out rates and pecple.
relapsing into illiteracy. Primary schooling will not improve
its qualicy, as long as school children live in illiterate
environments with illicerate parests. The face that parents’
educational Dbackground influences childrem’s school achieve-
ment is an important argument for adult literacy, used by many
authors. (Myrdal 1968, Rafe-uz-Zaman 1978, Unesco 1980).

The use of radio and television instead of literacy is alsoc
widely repudiated today. In many rural areas these wmedia do
ROt  exist of do not function properly. Ia any case, the one--
way communication provided by these media =~ if available = ia
not enough to cteach illiterate adults useful skills, To the
extent that non=print media are available 0 the majority,
they ocan on the other hand supplement the print media in
carrying development messages or slements of teaching. In this
case they can also play an important role in the process of
=obilizing pecple for literacy. (Myrdal 1968, Rafe-uz-Zaman
1978, Levin, Lind, Lbfstedt, Torbifrnsscon 1979, ahola 1983).

The third argument is perhaps the most cosplex, because it
says YES but BOT NOW, considerisg that other basic needs seem
Lo be greater and literacy is a margimal need. It is generally
shown that motivation for literacy is very low, especially in
deprived rural areas. Onme of the fundasental preblens to be
coasidered in planning literacy programses, is exactly how to
Create motivation. 1If the lack of mntivation had always been
accepted as an argument against launching literacy programses.
then we certainly would have had less progress in literacy
today tham we have. Myrdal (1968) argues against those who
deprecate the importance of literacy:

"+4+ Literacy opens up avences of communicatios
that otherwvise remain closed, it is a prerequisite
for acquisition of other skilis and the Jdevelop=ent
of more rational atuitudes.” (p. 1668).
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In response to the lack of a felt need of literacy ascag
the =asses, MNyrdal (1968) advocates that literacy programses
should have the character of a “movement” and a “campaign”™, in
order to create this motivation "by propaganda and by local
examnle”. (p. 1662).

Most literacy literature argues similarly im favour of
literacy as a priority task, and not as & task that can vait
until other signs of development appear. The main argement =
apart from social Justice and fundamental human rights =« is
connected o the question of literacy’s role in development.

In spite of the efforts made vithin the IWLP o evaluate
the soclal and economic effects of literacy. the causal liak
between literacy and development remains ambiguwous or
unproved. There are, however, numsercus exasples of coinoidence
betveen advances in literacy anmd advances in economic and
social developament. Norld BSank studies purport to show that
the highest rates of return are obtained from invest=ent in
pri=mary~level education, and that sgricultural productivicy
increases vhen a farmer has completed four years of schooling.
Other studies have clearly shown the positive effect of basic
education on health, nutrition, mother-and-child care, and
family planning (Psacharcpoulos & Noodhall, 1983).

In general, we adhere to a dialectical view of the rela-
ticaship between Lliteracy and socio-ecomonic development, in
accordance with, for example, Myrdal (1968):

"+vr thelir influence oa each other =ust be
mutval and cumulative ..." (p. 1667),

or vith the conclusions from the International Senisar on
Campaigning for Literacy, in Udaipur. Indis, January 1982:

“The Udaipur Seminar expressed the viev that
while the role of literacy in development was
indeed significant, there vas nOthing automatic
or deterministic about the literacy and develop-
ment comnection.” (Bhola, 1983, p. 204).

“Literacy and the political economy of » society
are in a dialectical relationship, each effected
by ard effecting the other... Literacy work lis
Bnever to0 early since it fs “potential added’ o
individual new literates, to their families and
to thelr communities.” (Bhola, 198), p. 205).

There are certainly examples of industrial and/or econcelc
Jevelopaent preceding mass literacy, such as was the case in
many European countries. Even if mass literacy may not always
be a necessary ocondition for economic development, it can
facilitate the introduction of imnovations of all kinds cthat
are part o©of the development process. (Levin, Lind, Lofavedr,
Torbidrnsson. 1979).

It is in thia context neceass to stress the lmportance of
sdult literacy as compared ¢ children’'s education, because of
the relatively short time it takes to teach adults, and parti-
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cularly because of the active role adults already have in
society. Tanzania’s President Nyerere illustrated this, when
in 1964 he said to Parliament:

"FArst we must educate adules. Our children will
not have an impact oa our own development for five,
ten or even znoatx years.” (Johnssom, Nystrim,
Sunden, 1983, p. 4).

Regarding the potential of adult literacy, the education of
vomen 1is particularly interesting, even apart from the reasons
of equality, because of their central role in the production
of basic food crops and their role ia transferring habitus,
skills, actitodes, eotc. to the children.

The fourth argument ugaxusz literacy is a8 political one.
Literacy is, as we ghall see later on in more detail, & poli~
tical issue and a political process. It (s fmportamt =0 note
that 1110r¢c{ therefore plays different roles,depending on the
specific political comtext as well as om the sccio-~cultural
and economic context of a literacy programme. Literacy has
specific ideological aims (sometimes religicus), often
reflected in the contents of a literacy programme; it requires
& certain participation in orgasizing, mobilizing, teaching.
learning and discussing, and finally., it provides a tool for
further acquisition of information that might be political. In
countries with governments which do not give priority to lite-
racy or other basic needs, adult literacy is organized on &
li=mited scale, mostly by Soa-Covernmental Organizations
(830s), religious. humanitarian or political. These govern~
ments. especially if they represent a repressive system
against those struggling for social Jjustice, are often
threatensd Dy literacy activities, not s0 much because pecple
become literate, dbut rather by the organized activity that s
needed in order to bring about literacy. (Levim, Lind,
Lofstedr, Torbiliranssen, 1979, p. 63).

™e political arguments in favour of mass literacy are
=0stly used by governments who promote some kind of mass par~
ticipatica or democracy im society or by opposition moOvements
or organizations, such as natiomal liberaticn movemaents, vho
see literacy as a facilitating tcol ia the struggle to mobi-
lize pecple for specific political aims and tasks. In any case
the possible political importamce literacy may have., depends
obvicusly ca wvho organizes it, for wvhat purpose, and in what
context. This issue will be discussed in more depth below.

The laat argument referred to against literacy, considers
its possible =egative effects. This argument does not isply
that literacy should never be promoted. but rather that it
should only take place vhen certain circumstances l{existing or
created) permit a positive effect,

Bhola (1982) responds to these arguments by saying:
“Some of the consequences of literacy may be
negative and ever unavoidable: but whea not

deliberately abused literacy is positive and
potent, literacy cam not wait.” (p. 27).
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We have 30 far discussed the justifications for literacy in
regard to the society at the level of the local commuanity or
the nation. The justifications in regard o the individual or
fanmily are mot all the same. They are closely linked to the
problea of motivation for literacy, to which we vill return.

One of the most important arguments for literacy is related
Lo basic human rights and is relevant for all ese levels
{individual, family., comsunity, etc.), a3 is expressed by
Fagerlind and Saha (1983):

“Literacy is alsc & basic human right vhich
expands personal choice, control over coe's
environment, and allows for collective actioa
not otherwise possible.” (pp. 43-44),

Considering the many disadvantages that illiterscy implies
for the individual illiterates, one can use the argusent for-
mulated by an Internaticnal Seminar held is Berlim in 1983

“1f there are close to one billion adule {114~
terates in the world = as there are =~ then there
are also one billion Lliving reasons for literacy.”
(Fordhanm, 1985, p. 23).

5.3 The Value of Literacy

In sumsary, the gquesticn “Why Literacy?” can be answered with
a wvide range of justifications related to either basic values
or assumed effects of literacy in different contexts. Literacy
in itself, however, is only a potential tool, that may ©r =ay
not be used for a great variety of purposes of aa ecomomic,
social, political, and cultural nature. As a capacity it can
be doninated tO A4 greater or lesser extent and, wvithout appli-
cation, it can easlly be lost. The capacity can be used by
various agents for a large numsber of ends. Literacy is a
flexible tool, amd its learning has at least tvo key =oments.
One is precisely the period in which it is Peing learnt, that
is, how it is delivered which La of itself s0 imporsant that
it can come toO represent the principle means for attaining the
objectives contemplated. The other, more obvicusly, £is its
later utilizacion,

As an instrument of communicasion, it is evident that lige-
racy is not merely an imdividual capacity, but also an instru~
ment for collective activity. Oa top of this, literacy being
(hy design or not) a pare of an education systesm and of a
political economy in general, Lt is Clear that its delivery/
acquisition {or mot! will he infivenced by a large number of
motivations and aims, which will very often be contradictory,
or unite gnly around & common wish to deliver/acquire.

Ne will thus also enter into a cunsideration of two funda-
=ental issues in literacy work: the objectives of the
deliver of literacy, and the motivation and aims of the
potential acquirers of the akill.
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6. STATE OBJECTIVES FOR LAUNCHING LITERACY PROGCRAMMES

In general, the State (im the form of the ruling party
and/or the government) constitutes the driving force for
launching literacy activities. It may wish to respoad o
demand from the pecple, or have to yield to pressure from
intermational sources, from the public, or from oppositicon
groups. It may take ovor the literacy initiative to defuse or
neutralise its potential for supporting o legitinising
opposition groups. State provision of literacy may., as vas
historically the case in Europe, represent a strategy for
social ocoatrol, social discipline, and legitimation of
inequality (Graff, 1977). Adult literacy Lis, however, a chancy
strategy for social control, and two positions are to be found
as a result - to comtrol via literacy, or to oomtrol through
leaving peocple illiterate! Nonetheless, one should not under-
estimate the legitimacy that literacy activities can provide
internationally to a govermment; and the creation of substan~
tial =oral pressure to “d0 something about Llliteracy” is an
interesting example of the way that multilateral and bilateral
aid c!caclco have influenced goversmments to undertake activi-
ties in which they may not really have very much interest,

When the state actively promotes literacy activities, its
motivation 4is usually based on the expectation that they will
serve as an instrument for making other changes im the
society, i.e. literacy is conceived within the framework of
the state’s devel Bt strategy. Without doubt, part of the
motivatica may reside in an egalitarian ideclogy and a respect
for haman rights. Nonetheless, even in this case, to run lite-
Tacy programaes the state always has to devote asigaificant
resources to them, wvhich will be limited by the level of
econcaic development and will also actomatically represent
some other non-realized {avestmesat. Thus the state will try %o
make the most of its (avestment in terms of overall outcomes,
f.9. the ctransformation of the sodliety or some part of it,
politically, soclally and/or eccncamically. The state itself is
not sonolithic, furthersore., so often its literacy programme
will in fact imclude diverse aims respooding parsially to
varicus different pressures, some seeing the political poten-
tial of the programme, others the economic aspects. Thus a
statement of national literacy aims is often a mixture of
human rights declarationas, political objectives, soclial
aspirations, and ecomomic strategy. However, in mOst cases the
principal objective involved is clearly identifiable, and so
we will treat the issue by looking at such principle objec~
tives one by one.

6.1 Socio-political objectives

First of all, the mere promotion of literacy agtivities can
benefit the state, and give it some legitimacy in the eyes of
the pecple:“the astate is doing something for us.”™ The project
represents both an immediate consumpeion good for the under~
privileged and an apparent investment in the participants’
future, as well as having the advantage of transferring the
responsidility for making good use of the opportunity oato the
popuelation itself. At the same time, international approval
can be acquired, as well as a supply of aid funding. However,
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risks are involved ~ usucally the proegramme needs to be of
large encugh scale to merit attention, and Lf Lt shows no
satisfacrtory results.in the long term the state can bDe
discredited.

As previously noted, the activity can serve the intended
objectives both through its process and through its results.
¥otably. socialist states have esplicitly made use of the

a8 =0 attain political objectives. The content serves to
nform the participants abcut aspects of national policy,
while the organizational form, of mass campaigns in & seai-~
military style, attains various objectives simultanecusly. The
caspaigns mobilize the people on a large scale to participate
in an organized collective act of solidaricty with the revolu~
ticn, with important effects not only on the illiterates, but
also on the soclety’s “middle classes”™, who represent a poten-
tial obatacle to the socialist project as a vhole, but who <an
falrly easily be mobilized o participate in a “welfare”
project like literacy. Then, through their direct contact with
the campalgn organization and the masses, the “middle-clasa”™
teachers themselves receive a political education.

it is evident that such campaligns are difficult to carsy
through outside a situation wvhere the state represents a
proaise of large-scale social and economic transformation,

Subordinate to these primary political cbjectives which are
reached principally through mass participation, there exists a
series Of other objectives. The experience of mobilization can
be used for other purposes later ¢n. The collective participe~
tion in classes can de used o mobilize the participants for
other purposes =~ construction of secial infrastructure, OF :
participation in ococoperatives, etoc. (Ethiopia provides an
interesting experience of this). The question of reinforcing
naticnal identity/unity comes up frequently, through the
contents. and sometimes through language = either by using
literacy to spread a national lamguage (e.g. Mozambigue), or
by using liceracy as an affirmaction of giving value to various
naticoal languages and promoting "unity in diversity™ (e.g.
Ethiopia). Occasionally the message of the campaign is rein-
forced by using comscientization methods adapted (from Freire
(e.g. Nicaragua), but in general states do not apply this
method in “pure” form, due to its political potential for
promoting umncoordinated local actions and even criticism of
the atate itself.

The objectives are profoundly rooted in large-scale parcti-
cipation, and in <reatiom of scooial mobilization, so little
veight is put on the academic quality of results. Often thia
implies a fairly low level of literacy skills, and numeracy is
often cmitted. Nowever, there is hardly any sense ina promoting
literacy campaigns Lf no-one hecomes literate oOr no-one <can
use the skills acquired, 0 an imsediate, £f less "hot”,
follov-up Decomes necessary.

Even cutside the soclalist use of literacy campaignas, it is
clear (as admirably shown by Freire) that in all cases lite~
racy 4s 8 political act, and both overt and covert political
nessages are w0 he found in all literacy programmes.
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6.2 [Esonoaic objectives

As argeed, political and economic objectives are closely
intertvined in the loag run, from the state’s polint of view.
T™hus it is rare to find a literacy programme vhich is Justi-
fied solely from an ecomomic standpoint. However, some kind of
eccnonic reasoning lies dehind all state literacy projects.
and in many. it predominmates. This is logical.not only because
literacy requires investment, but also because the decisica to
use literacy as & point of departure is rooted im a vision
of soclety (or part of it) Dbecoming different -~ “more
developed® =~ where literacy and numeracy play a role im the
relatioms of production.

Giving emphasis to literacy’s economic potential can give
rise w0 large-scale programses or to ssall highly selective
projects, contrary to & situation where primarily policical
objectives automatically lead the state to large-scale activi-
ties. In general, the allocation of predominantly econcmic
functioms to literacy represents an evolutionary view of
sogial change - the programse is redolent of expressions such
a3 “self-help®, “ralasing the standard of living®, eteo,,
implying a process of gradual improvement, rather than rapid
social restructuring.

On the cae hand, predominantly econmomic objectives for
literacy cam result in a highly work-oriented programme, vhich
tries to bulild an immediate link bhetwwen “theoretical™ study
and productive practice, and which incorporates a large amocant
of technical informaticn about productica. The EWLP (see
below) Lis the most exaggerated example of this approach, then
called “"Functional literacy” (for convenience, we will refer
to this approach as Functionmal in the future). With the excep-
tion of Tanzania, Functional literacy has been confined to
fairly small-scale programmes, mostly inclined towards raising
the productivity of illiterates wvithin ecomoaic projects or
“development schemes”, in many cases in the form of trying to
raise the subsistence level of peasant farmers through
providing the bases for greater “self-reliance”.

On the other hand, (pechaps largely arising from EWLP
lesscas), the econcmic “evolutionary”™ approach can consider
literacy to be one of a large number of inputs to build
wonoMla growth, serving as as fspulse by, for exaple,
promoting "sodern™ attitudes in the participants and putting
useful instruments in thelr hands, like some information about
productica techaiques, and some ability %o read Lisstructlions,
calculate with money, work with measurements, wWrite reports,
etc. Thias approach is often built into development projects,
the curriculum becomes more general, and the promoters do not
expect immediate and direct econcmic results from it., Often,
in fact, this expectation is ctransferred onto the poat~
literacy stage, where “learning to read™ is supposed to turn
into "readirg to learn” (to borrow a phrase froa Singh, 1976).
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¢.) GCeneral socio-economic objectives

One also finds a nusber of quite l.tx:-oealo programmes
which are not directly integrated into a development planm and
which have at most an “evolutionary” litical perspective.
These are often to he found in countries vhere Llliteracy is
not regarded by the state as a major problea byt wvhere the
state decides to respond to public (and even international)

ressure to "do0 something about it*. Given this decisionm,

iteracy is then seen as scmething which could be a long-term
socio~economic iavestment which gives “"hidden reserves of
talent”™ an opportunity to manifest themselves. Use iz not made
of direct and comstant social pressure to impel enroli=ment -~
rather, the programme provides access %o education for those
who want it. In such cases, it may even turn into a long-term
indicative plan for the eradication of illiteracy. Apart from
low-key mobilizational tactics, such programmes are marked by
a general curriculum, by careful atteamtion to the technigques
of teaching literacy, and by the creation of a tedhnical
infrastructure composed of highly-trained local literacy
officers as well as paid teachers (often with quite a high
level of schooling). This arises because the main attraction
of the programme is Lts pedagogical quality. The astate is
usually fairly ambivaleat about the programme. and, if it
falls to attract much earcliment, is prepared to discoatinue
it without much re=edial effort. In this kind of programme it
is also motable that the state is often prepared to give NGOs
a fairly large role.

6.4 The comtribution of international agencies

While the mational state appears to play the doaisant role
ia the provisioca (or not) of literacy w0 its illiterate <iti-
zens,. it is possible to find many exa=zples of atates involving
national NOOs in literacy activities, or of maticmal or local
Level NGOa ctaking the initiative in literacy work. Further-
more. it is increasingly decoming the case that states and
NGCs warn tO extra-national orgamizasions for fumding,
resources and expertise, vhich therehy intervene in the pro-
visica of literacy to pecple while not representing their
mationmal state. The fmportance of this influence is easy o
dezive from cur discussicas (above asnd below) of the role of
Unesco. not only in promoting literacy and securing its scatus
as a human right, hut alaso in influencing individeal countries
and programmes as to what kind of literscy should be provided
and how it should he delivered. Other UN agencies, such as the
UNDP and UNICEF, have also played a role in literacy in a
similar way, as have the World Bank and other international
aid agencies. There can be little doubt that the participation
(or intervention) of these organizations represents a further
set of objectives which influence who gets vhat kind of lite-
racy. These diverse organizations represent a wide spectrum of
different national (or even private organizational) imterests,
and the UN agencies represent an even =cre complex forum of
international agreements, so that "wiho gets what” also varies
widely. On cae extreme, scme oOrganizations decide wvhat to
support on the dhasis of democrasic criteria, asd provide ald
vith fev strings attached: on the other, “interventioniasa™ is
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moch more promounced. In Armove (1980), a previous director of
a project run by a large foundation is quoted as saying:

".. the governmeat's and the foundations® assistance
programmes have been striving to thwart comsunise,
sell America’s producers’ goods. raise foreigm living
standards, or all three at ocace.” (p. 21%)

In comsidering vhat happens in naticonal literacy progras-
mes, the more or less evident international purposes in
supporting and even influencing them should not be overloocked.
It is certain that some measure of “own interests™ will inter-
vene: and in the situvation of extremely unequal global diatri-
bution of power, capital and resources, the "aid marketplace”
cannot but function as yet another site of umequal relations
where the “giver”™ is adle o influence the “receiver”.

In the mext chapter, we will lock briefly at another set of
interests which may intervenme in literacy provision: that of
¥GOs at the national level,

Refecences for this chapter
Backgrousnd thoughts on the role of the state in  literacy Are
to be found in Freire (1972a), Graff (1977), ™ la (198)),

Kweka (198)), Street (1985), Carroa and Bordia (1985), Arnove
and Graff (1986). The issue of the role of education in a
state and of the state’s role in education has recently been
gaini prominence: Giroux (1981), Dale et al.(eds), vols. 1
and 2 (1981), Car and Levin (1985) are some examples.
Arnove (ed., 1980}, represents an interesting look at the
objectives of aid-givers in general.
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T. THE ROLE OF NATIONAL NGOs

In the orx.nt:atton and teaching of adult literacy, WGOs have
often had a salient role to play. Where the state actively
promotes literagy work, it oftenm can also involve NOOs and
nass organizations in the activitiea. Where it has a =0re
passive stance, it may permit NGOs to take on the =ask on
their imitiative, or cede part of the national prograsme to
them: in other cases N¥GOs, especially community organizations,
have managed to carry out activities that the state is against
but is not able 2O stop.

The range of organizations falling under the title "NGO" is
50 broad and diverse that the term is of little use except for
(partiaily) defining vhat an organization is mot. Initially,
in the field of adult educatica we may discriminate Detween
those of purely matiocmal origin and those vhich are interna-
tionally linked or stimulated. In the former category fall
everything froe commsumity-based organizetions and clubs to
larto independent non-profit-making organizasions with
maticnal coverage:; vhile in the latter are to be found, for
exanple, organizations of the established religicas, or branch
organizactions of international education associations. Thus
the role of NGOs in adult literacy might best be approached
from some examples.

In Lacin America, there has Deen a phenomenal spread since
the late 1960°s of “popular educatioca”™, which grev up as »
popular expression of the need of the exploited classes and
groups in soclety to organize and educate thamselves L0 resist
oppression, recover and ‘re-create thelr own culture, and work
cooperatively for social change. The roots of the mOovement are
probably to be found in a coabination of resistance =0
exploitacion, the Paclo Freirian use of literacy learnisg for
liberation. the theories of Antonio Gramsci on the formation
and role of imtellectuals orgamic wo the vworking class, the
activities of liberatioa theologists wvithin the Catholic
chorch, and the organizing activities of basmned politicel
movements. Starting out on the hasis of community organiza-
tions which combine organizational with educational work, the
trend has been 10 grow towards the creation of a broad popular
front of comunity=rooted organizations which struggle collec~
tively agalinst the general structures of oppression while
maintaining parcicular community-interest issues high on each
organization’s agenda. Within “popular education®, literacy
work may form a part of the activities. In Latin America,
partly due to the continental “umbrella™ of the Catholic
church, which offers wide contacts and 3ome shelter, and
partly because one common problen Ls seen to be US influence
in the continent, these organizations have managed Lo Create
regional networks and organizations thar cover a nusber of
countries. The scope of operation of each organization varies
widely, under conditions vhich vary from revoluticnary states
through elected ernsents to dictatorial regimes: “ut even
in the last case, it is <clear that the orgasizations have
managed to find the cracks and spaces In the control of the
state and move ahead, even under very dangerous circumstances.
A very similar movement, with some church support, has Deen
growing steadily in Scuth Africa over the past fifteen years.
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In India and in other parts of Scuth Asia, NGO Linvolvement
in non-formal and literacy education for adults and children
has bDurgecasd. On the one hand, community organizations
sinilar to popular education movements have sprung up in
response to social repression in the structures of the local
society = caste and "feudal® class repressica, exploitation of
vomen - but from our reading they seem not to have achieved
the same “network"™ organization across the countries, though
they may be closely related to local political parties. On the
other hand., there seem to be a very large nuaber of education-
oriented NGOs vhich work closely with the ostates themselves,
meaning a oollaborative sharing of tasks Dbetween states
(adult) education departments and these NGOs.There thus arises
a combination of state and external fimancing, specialized
¥GO0s to develop ocurricula and traln teachers, and community
organizations to mobilize and incorporate the learners. In
scae Lnatances (as happens also in Latin America), university
departments take on the role of providing expertise.An exa=mple
of this collaborative organization is to be found in the “Bay
of Bengal Project”™ (BOBP), which was initiated amceaqg the
fisherfolkx of five countries bordering the Bay, with the
original objective of isproving fishing techaigues and raising
living standards. Financed by SIDA and executed by the FAD,
the project bhas spread to involve several state adult educe~
tion departments, non-govermsental literacy organizations, and
local community organizations concerned with women s dissues,
non-formal bhasic education for out-of-school youth, etc. (see
National Swedish Board of Fisheries, 1984). Some of the Indian
¥GOs (against the background of India having 30% of all
fllicerates) involve very large numbers ©f pecple in literacy.

In Africa, fewer “"constituted™ Ilocal community organiza-
tions see= to operate, although rural cosmunities are tightly
organized and intervoven hy family and clan ties. In some of
the more econcaically developed nations, trade unions perfors
a4 special fumction in the education of =meabers. Political
parties often have a women's organization and a youth organi-
zation which have a role to play in literacy work. Sometimes
service organizaticams are found, such as the Adult Literacy
Organization of Timbabwe, which provide the technical inputs
of programse develop=ent and teacher training against paymest
[see Lind et al, 1904). The independent and the established
{1.e. “"multimational®™) churches have thus played a leading
non-governmental role in literacy provision. The former have
been more dinaQSc in the past, as they often represented local
focl of active or passive resistance to colonialism, whereas
the latter either colladorated with the coleoaial authority or
occupled a highly ambivalent position between Zurope. the
colonial power, the settlers, and the African congregation!
however, many of the established churches have become more
“indigencus™ and have moved avay from “domesticating” or
teliglon-oriented literacy inte =ore  “comscientization™-
oriented work.

The probable explanation for the relative successes of
NGOs in liveracy/post~literacy and in popular education in
general, lies in the rooting of the NGO in some form of cohe~
sive community (members, class, gender, church-goers, etc.).
representing an organization to a greater or lesser extent
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responsive to the needs, demands and interests of that oommu-
nity, as well as a large degree of non-identification (or even
opposition) to the state. In this sense, it is the feeling of
a common cause which mobilizes and involves the community in
its own project: literacy ceases =20 be a "service” and becomes
an act of solidarity and cultural affirmation, evem resis-
tance. The ocommunity-based pature of the NGO and thus of the
activity conastitute its astrength, but largely define its
limits in terms of actually "getting to grips” with the task
of literacy as a whole. It is probadbly only under conditicns
of a fairly powerless state, or a popular state, that ¥30s can
combine their educational efforts into a mass movement against
illiteracy in society (though here again, it has been pointed
out, the history of the popular movements in Swveden provide at
least a partial counter~example). Otherwise, either Cthe
repressive forces of the state will imtervene, or the educa-
tional programse in the long term will become compromised Dby
its relative lack of effect on rigid soclio-economic reality
and/ozr by the collaboration of the NGO and the state.

There has heen scae effort on the part of international
organizations to support the literacy efforts of NGOs. This
may arise from the fact that the NGO is able or willing to d&o
{better) wvhat the state is not; under some situations, it =ay
represent an attempt to keep an eye on vhat is being dcse:r in
other circumstances, it may even represent a direct “vote of
displeasure” against the behavicur of disliked regimes. In
=any <ases, support to NGOs Ls a laudable effort: however, we
see as poteatially problematic, the relaticaship betveen
international aid agencies (with their own procedures and
interests), asd the fact that the NGO“s stresgth lies im its
community roots-and-its - responsiveness to community declision--
making.

40



8. INDIVIDUAL MOTIVATION FOR LITERACY

8.1 General findings on motivational factors

The key %0 adult literacy success is still sore than in other
forms of education, motivation, because of the nature of the
living conditions of adult flliterate people. The essence of
our study on factors imfluemcing literacy casmpaign success, is
therefore a question of under vhat circumstances is motivation
for literacy stromg encugh, or can motivation be created and
sustained among the masses of illiterates, so that a literacy
campaign may reduce illiteracy substantially in & given area.
All factors involved - patiomal policy and ideclogy. Infra-
structure oOf literacy aservices, teachers, curricula, post-
literacy, etc. = are geared towvards ensuring. reinforcing
or maintaining motivation, without which the whole enterprise
would collapse. We will here examine the motivaticnal pattern
of the learners or potential learners.

The general experience asd tendency of motivation for lite-
racy. as manifested by illiterate adults offered literacy, is
ccatradicrory, in that vithout various forms of mobilization
= awakening or creating motivation = the response is weak, but
once initial sobilization has been carried out im an approp=-
riate way, literacy often attracts & fair sumber of earcllees.
However, im almost all cases the majority of the literacy
learners drop out during the course. Among those who 30 not
enrol many might nevertheless have a desire o hecome lite~
rate. while others =ight never have felt the need or desire to
acquire literacy.

"Experience shows that it is more or less futile
L0 try to promote literacy... until keen interest
in learning to read and write has heen awakened.”
(Gray. 1969, p. 28).

Laubach’s experience 1s that motivation often does exist,
although the first response may be negative:

"The first problenm we often confront is how to
persvade an illiterate o learn. If you ... ask him to
study he is likely to say “no". Of cne thing we -; be
sure - he does want to read.” (Laubach 1947, p.1i1).

Laubacn (1947, pp. 111-11)) mentions three reasons for this
resistance on the part of flliterates o study:

L) suspicion of a patronizing atticude and am ulterior
motive on the part of literacy organizers or teachers -
“Illiterates have been swindled and exploited and
deceived by educated pecple s0 constantly that they
are afraid of us..."

2) doubt of own ability - "the grousdless belief that only
children ocan learn and that an adult is oo o0ld o
iearn.”;

3} fear of & tedicus teaching=learnimg process = “in  many
countries education and pain have been synonymsous -
the =ore pain, the =more education.”.
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The first and third reasons ahove are mot declared openly
by the potential learners:

"The Llliterate usually does give another reason
for his resistance, he is too polite to say, "I dom ¢
1ike you™ or "I suspect you"™ s0 he says instead
*1 am 200 busy” or “I am %00 old to learn” or "I
doa’t need wo learn”, Sut all of these are only
excuses.” (p. 313).

If there i3 no mobilization £or iiteracy classes ©or no
literacy offered, usually no expressed desand for it is
manifested:

"Because of the mature of the clientele the touch-
stone Of most literacy analysis is motivatiom...
The isave is not Just the individual motivation, bet
the motivation of the governsent OF agency coacerned.
Indeed the tvo are intimately connected, since it ia
the apparent lack of individual sotivation that
impels literacy experts %o concentrate on motivation
or commictment at the national level. Cutside of the
context of an ongoing national campaign, it ia
usdeniable that literacy is the one level of
education in the Third World where pecple are not
clamouring for greater access Or =ore ptovtutaif'
(King, E4., 1978, p. ii).

There are many studies and experiences ahoving that)

".vs virtually every literacy project is every
country still starts out with overenthusiastic over-
subscriptions of enrollment, People wouid indeed
like 2o be literate. However, the strength of their
desire and Lts ability to carry them shrowugh to
completicn are atill the uncertalina facrors.”
(Oxenham, 1975, p. 4).

An in~depth study on motivation in Bangladesh concluded:

“.io 811 adult participants as well as Seachers,
had & positive attitude towards the adult literacy
programme,. at least in the initial phase. They
realize the importance of such programses. but in
spite of this bhoth enroliment and attendance are
far from satisfactory. The atzongest harrier to
motivation is poverty. since the potential learsers
need O use all their time earning a living, they
cannot spare sufficient time to attend achool.
™e programme moreaver does not provide any
i=mediate benefic, nor any clear prospect for the
future, and this is another major harrier.”

(AMult Literacy Motivatiom, 1979, p. 82).

When there is a strongly fel: need for literacy, the sethods
of delivering literacy seem 10 he of less isportance. “where
the motivations are present, even Lnefficlent metncdologies
may succeed impressively.” (Fordham (ed.) 19385, p. 17},
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This implies that although the need to explain the rele~
vance of literacy in pre~literacy mobilization campaigns is
essential, it is still more important to <create & situation
vhere the need for literacy is fel: or where the use of lite~
racy beccmes evident, or to select areas for literacy vhere
such a sitoation already exists in order w0 ensure strong
motivation.

The consensus is that to imsert literacy inte an ongoing
development project/programme aiming ot solving felt needs,
encourages participation and motivation.

The individual motivation that might exist without promises
and argusents put forvard by campaigners or mobilizers, arises
from earlier life experience and perspectives of the future.
For example, studies from Pakistan have concluded that:

“"learners must have had some exposure to writtem
ilanguage, seen the seed for readi or heard of
other illiterates who have achi success through
literacy before they apply themselves to the leagthy
task of becoming literate™ (ICAE, 1979, p. J35).

A similar finding is that previous iavolveseant in education
= nO matter how lismited the experience = favours participation
in literacy.

The availability of easy and useful reading material. such
as posters, newspapers. books. ete. influences motivatioa for
Literacy in the same way. The introduction of written material
of this kind =~ often referred to as a post-literate environ-
ment =~ may therefore be made prior to a literacy effort in
order to create the need for literacy. dJeographical mobility
from rural to urban areas also creates literacy needs, i.e.
for correspondence. This is one of the most common concrete
motives for Llliterates wanting to hecome literate. A common
felt need is also to sign their own name, instead of the
hamiliating fingerprint that illicerates have 20 Qgive An their
various forms of contact vith authorities. Other common (adi-
vidoal motives that may i(aspire the need for literacy are to)

= help own children attending scheol

“ get employment Or a better 3ob with higher salary amd
prestige

“ gain social prestiqge

= avoid being cheated by knowing how to check calculations
or read coatracts

- strenythen self-confidence
« make Lt possible to get further education
The motives may he more orieated towards social, political and

collective aims, mainly in situations of soclo-political
cransformation, such as:
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- o aoquire more knowledge amout social rights and duties

= to be able to participate im and influence social and
political 1ife

= O keep accounts and minutes within social or political
orgamizations

= LO teach others
- o improve own and others’ living cosditions
{Levia, Lind, Lifstedt, Torbilrnsscn, 1979).

The »most common reasons for Joining aduis literacy
p:::ra-.a found in a survey in Bangladesh vere to "learn
reading books, letters” and also to “write lettera™. Among
other reasons were “to gaim soolal prestige®, “to help
teach their own children”™ {(Adule Literacy Motivation, 1979).
An evaluation made in Dotswvana found “general literacy”,
“comnmunity development” and “reading and writing letters”™ wo
De the most common expectations from joining the Literacy
Programme (Botsvana, Miniatry of EBducation, 1984).

Ne have seen that more OF less motivation may exist or may
he created O achieve a positive attitude towards a literacy
endeavour and a relatively high earollment in the iaitial
phase. Why then doces the attendance rate becose a0 low and
Jdrop~out rates 50 high?

It seenms as if the same reasons which kept back those illi-
terates who 4id not even enroll also have a strong influence
on attendance and drop-out. The conditioas of poverty inm sural
areas imply that work for survival, imclading the ctradicional
tasks of women., must always De given priority im use of time.
Lack of time is the mOst common reascn givea for dropout, both
in Botswana and Bangladesh., by interviewed drop-cuts. This
reason secems to reflect the participants” living conditiona or
the “poverty” barrier to motivation sescioned above. Very few
interviewees in the lotswana study stated "no interest”™ as a
reason for not joining or dropping out. Fears and apprehen~
sions such as the quite common helief amcng adults that they
Are 00 old tO learn bave also been found o hinder both soti-
vation to enroll and to comtinue (Laubach 1947, ICAE 1979).
Such psychological harriers are frequentiy mot given attention
in literacy literature.

The high droprcut rate, one may suppose, also reflects soae
kind of disillusion. “When it hecomes clear that no irmmediate
material gains are associated vith literacy, the disillusioned
participants stare to d out of the proqramme.” (AMduls
Literacy Motivation, 1’?3?.

As was pointed out by Laubach (referred so above) the
reasons given by f(llicerates for not JoAning C©5,. we can
suspect, for dropping cut, may be excuses Or there m=ay be
reasons not openly declared., such as “discouraging teaching
methods™, Several reports support this theory in the sense
that the teachers’ attitudes are held to De essentlial for
partaicipation and for sustaining motivation. although this
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observation is nNot based on Anterview surveys with adule
learners. A superior and patroaizing attitude disccurages
interest, while a Jemocratic, open and involved attitude,
treating the learners as equal adults - creating an at=osphere
of confidence - is found to have a positive influence on
attendance and results. (Laubach 1947, FPreire 1972, $j0atzlm
& S)atrca 1902).

In some countries or regions, especially in Africa. the
extended u-u; structure has not been severely damaged by the
nature of the "develcopment” process, and the family is still
the basic soclial and ecomomic unit rather than the individual.
Under these circumstances, we find other forms of constraint
operating on enroliment im schools and literacy classes. As a
unit, the family may well decide that only one or two of its
sesbers need under prevailing circumstances (notably, family
production needs) o become literate, or to graduate from high
school and become employed, thereby adequately serviag the
needs for literacy/cash/influence of the whole family. Thias
say also explain why many people enrol im literacy classes or
schools for only a short period before dropping out. Ia that
short period, they have attained their own limited goals, such
as ablility to sign their names, or do simple sums, while more
advanced goals will be attained by other family mesbers.

In such “underdeveloped”™ regicas, these situations largely
usdercut the “developed” western rationale of social analysis
and programming on the basis of imdividual statistical collec~
tion. It weuld be much more indicative to measure access to
and attainsent of literacy skills and education by family, amd
in a first phase address the problems of Inequalities and
hardship at the faxmily level. (For provoking-these ideas, we
thank Gustaf Callewaert, researching im Guinea-Bissau).

A poem “Wny should we become lLiterate?” by the Director of
the HNational Institute of Adult Bducation in India =akes an
interpretation of the motivations and disillusions experienced
by literacy learners, similar to those menticned above. Here
ATO BO@O eXCOrprLs)

We Joimed the literacy classes before.
Bot after some time, we got vise.

We felt cheated. S0 we left the classes.
We agree to join the classes

Lf you teach us how not to depend

on others any msore.

Ne should be able to read simple hooks,
Keep cur own accounts, write letters
and read and understand newapapers.

One =ore thing -

why 40 2ur teachers feel 30 superior?
They behave as if wve were ignorant fools,
as if we wvere little children,

Treat us like adulcs.

Behave with us as friends.
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And yet, something more -

we don’t get a square meal.

We have few clothes.

We don’t have a proper shelter.

And, to top At all, floods come and wash awvay
everything, then comes a long spell of drought,
drying up everything.

Nould it help us Aif we hecame literate?

Can literacy help us live

a little better? - starve a little less?

Nould we get hetter seeds, fertilizer and all the water
ve need? Would we get proper wvages?

ii'olx this is done, all of us

will join the literacy classes, it will then be
learning %0 Live a bester life.

But Lif we find out that we are

being duped again

with espty proaises,
we will stay awvay froa you.

(Satyen Moitra im Adult Education and Development, Sept.i982)

The experience behind this poem also illustrates the danger
of false proajses yives in =obilizatica and propaganda for
joining literacy.

As ve have shown earlier it is, however, <aly campaigns
that have overcome the problem of massive droprout (with the
exceptica of certain smalli-scale projects). Apart ({rom other
important factors <characteristic of seccessful cawmpaigns,
incentives and social or moral pressure Or evea sanctions have
often been used to urge Llliterates to Jlearn. For exasple,
during the literacy caspaign in the USSR those who were ilii-
terate and government-e2ployed were confronted with the alter-
native of learning to read or losing their Joba. A strong
presaure on pecple =0 learn to read in Sweden during the 17th
and 18th ccn:urfct’ reading canpaign was created bdy not
permiteing marriage without readimg skills (Johanssecn, 1977).

The tvo most powerful methods to inspire or even cospel
literacy motivation, actendance and learning are according to
Laubach (1947) "saxing it easy and making it necessary”.

6.2 Momen's sotivation (or lixeragy

Surveys carried Out On Participation in literacy programmes
reveal somewhat contradictory tendencies. In certain countries
sany sore women than men participate (Keaya 78%, Iismbabwe
nearly 908, Zambia 708). Althowugh it is true that the illi-
teracy rate is higher among women than men, this does not
explain why 30 many women and 30 few men participate. On the
other hand, most experiences show that the drop-out rate amsong
wonmen Ls high and their attesndance is very Iirregular. As a
consequence of this and of other factors disadvantageous 0
women, several evaluations of literacy show that it takes
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longer for vomen t0 become literate, in other words the pass
rate i3 lover for vomen than for men. This is the case of, for
example, Tanzania, Ethiopia and Mozambigue (Johnstom 1984). In
South Asia, however, studies show that women participate less
than men in literacy (A. Dighe, in Carron-Bordia 1985).

What then are the sotivatioms of women to explain their
relatively high oarticipatioa in certain African counmtries?
Research undertaken by Jemnifer Riria (1983) on rural women
and literacy &n Kenya and other countries shows that women s
motivation for literacy is partly linked ¢to changes in the
social role of mes and wvomen. Women in many third world
countries, especially Africa, are now nctlvolz involved in
areas that men monopolized hefore. With the eamigration of men
to the towns to take up employment, women have bheen left in
charge of aqgriculture and general home improvement Projects.
Consequently vomen im this situation feel the need for lite-
racy because they see it as an iastrument to coping in an
understanding way with their responsibilities. It also creates
a desire among women to be able to resad their hushand’s
letters and to write back without help of other people. Other
motivations found by Riria and other researchers relate to:
the desire to help childrea to study!
econonic advancesent and more self-reliance:
liberation from absolute submission to received authority:
the vish 0o be actora in the same way as men in society.

A group of women in Keaya, quoted by Riria (ibid., p.12),
expressed thelr wish to study in the following typical wvay)

*We do mot want o bhe cheated any more by the clerks who
veigh ocur coffee, milk and other products. We vant to
help our children study.”

In spite of the many reasons for rural wvomen to participate
in literacy classes, the multiple traditional and new roles of
wosen prevent thea from regular attendance and efficient lear-
ning. The lack of time due o being overburdened with domestic
tasks, childcare and agriculture, is always a strong obstacle.
Lack of self-confidenmce and relative isolation from more lite~
rate enviroaments are additional factors working against full
participation in literacy classes. Nomen are moreover dis-
couraged by the attitedes of men (often including the male
teacher) to their capacities in the classroom (Johnston 1984).
Husbands and guardians at times even completely forbid “"their”
women to take part in liceracy classes. “Men are afraid that
if their women Llearn =ore than they themselves <&id, Lt may
expose thelr own ignorance”™ (Riria, ibid.).

Johaston (1984) points out that women's pareicipation in
literacy gives rise to new situations conducive to struggles
around women's liberatiom:

"=the vosan integrates into & newv reference and support
roup., itself often supported directly by powerful sccial
orces ...!

“in the literacy class situation, the woman is piaced in a
situation of (nearlequivalence with other members ©f the
local society ...:

&



-she is in fact not avalilable to perform certain dJomeatic
tasks at literacy class time ... which necessarily
rebound to the responaibility of other family menmbers.
sonetimes male;

-she becomes able to manage mew skills ... which give bher
a nev (potential) role in the family:

~the mastering of mew skills =ay alsc give her greater
opporwunity for paid employment., leading to relative eco-
nomic lidberation. Where the nevw akills enable her to pro~
duce an increased surplus from her agricultural labour,
however, this may not lead wo any change in her econcaic
status, Lif her hushand controls its use or distribution.
This =may lead to tensions in the family:

-the acquisitioca of new skills in a nev environment often
gives wvomen new confidence, vhich may manifest itself in
nev habits of dress, wider and =ore open social contacts,
greater desire and ability to participate in political
discussions and programmes, and a general democratization
of socliety may follow.” (pp. 9-10)

In South Asia, experiences show that rural women are less
motivated for literacy than men, due to the hindrances of
poverty, religious and cultural traditions and the sccial and
political milieu, which ispose a strict enforcement of the
econonic and social subjugation of women. Without accompanying
social change, literacy does not present & way out of the
existing submission of vomen. As vomen are cersainly awvare of
this,the common constraints on their parcicipation in literacy
- lagk of time., overvork, male resistence, etc. =~ Aare nOL
easily overcome. Only when literacy is truly linked w0 making
women aware of the causes of their oppressed situation, and at
the same time =0 organizing and training them for successful
income~generating activities <« not marginal social welfare
concerns « Jdoes it become an economic need giving rfise O
strong motivation. The case of the Self-Employed Women's Asso~
ciatica in India is a sucoessful example of this (Fordnam 1985
and A. Dighe, ia Carron-Bordia 1985).



9. LITERACY STRATEGIES - IMPLEMENTATION AND RESULTS

9.1 The ¥asure of Literacy $srategies

Literacy strategies (or “spproaches”) refer to the models of
planning and implementation of literacy activities. The stra-
tegies adopted arise directly from the objectives of the delli-
verers of the programme, as regards both choosing literacy as
the means of operation and making the contents and methods fit
to the overall aims.

Some of the moat important questicas to be considered for a
literacy strategy are: What are the priority aima? "~Which
groups should be included? what ia the scale of the progra=se,
in nusber of participants and period of time? How 1is moti-
vation to be created or used? What is the frazevork of organi-
zation and supervisicn to be? What level of literacy is to be
reached? What kind of teachers can or should bhe recruited?
What training do they mneed? What languages, ocontents and
sethods ahould be used in the teaching programme? What kind of
ovaluation should be used? What follow-up activities or faci-
lities exist or need w0 be created to attagh to the programme?

In recent history, ve can distisguish four approaches. that
have had or still have a ®ajor influence in the T™hird vorld:
The ‘Pundamental Education approach (in today’s termimology.

Basic education’ or “general 1literacy’'):; the ‘selective~
intensive” Functiosal approach (launched cthrough the ENLP,
and to some extent still practiced as "Functional Literacy’):
the “Coascientization’ approach (imspired by Paulo Freire, and
often prowoted by NGOs): and the ‘Mass Campaign” approach.
Ncoe of these are complete or exclusive strategiesa. They focus
on different aspects and there certainly exist mixtures and
variations of these approaches. All literacy programmes 4o not
necessarily fit inwo these categories and some can be fitted
into one, while they are clearly influenced in Certain aspects
Dy others. The growing experience of literacy is the world
means that even programmes with rather different aims may
borrow successful aspects from each other.

We have -lro-ag.diuttnqutohod three main sets of objectives
vhich Lnapire ¢ lavnching of literacy programmes, two
“positive” or "active” and one more “passive®. These are:

= aotivities principally inspired by a wvish to make
political changes

= activities principally inspired by a vish o develop
production

= activities intended to provide supply %0 demand, with a
more “fundamental educatioca™ content.

As has been noted, it is seldom that these obhjlectives are
exolusive, and it is frequent that Cifferent interest groups
push for, or use, a programme for different objlectives. There
al3o are a series of definitional problems, for the programme
asz for the researcher. One is the dJdifference betwveen stated
aims and real aims, or betwveen stated aims and the real
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resources and efforts put Limato meeting them., Another is the
difference Dbhetveen efforts and results, where for a diversicy
of reasons internal or external to the programme. the results
turn out to he very different to those intended or worked for.
A third is change over time, where modifications and changes
in the practice of literacy result from or imply changes in
the aims themselves. It has Dbeen noted, for exasple. that
often the aims and objectives are set irrealistically high
(Carron & Bordia, 1985), which can demoralize both deliverers
and learners and result im changes to (or even abandonment of)
programmes in course. A fourth major problem is simply bad use
of tar=inology: e.9. the vord “campaign™ is often used to
describe & moat un~campaign~like activity; the phrase “eradi-
cation of flliteracy” expresses a wish to reduce illiteracy to
a more prestigiocus level (about 20%): “literacy success”™ is
used extremely amorphously. perhaps often woo strictly. It is
notable from the history of adule literacy work that in most
cases the “success rate” bhetween initial enrollment and final
“"pass” figures in any one round of a programse does not
surpass JIW,

Bearing these issues in mind, ve will examine some of the
strategies which have been used, starting from am historical
perspective., and then look at the details of those strategies
which Dby and large are those in practice im the present. It
should be atressed, however, that these literacy strategies
Gverlap in time and space.

9.2 The 'Fundamental Educatioca’ Approach

‘Pundanental Education’ was promoted by Unesco from its
creation, as referred to earlier. Literacy was only one of
Bany activities aiming at “community development®. Very liztle
precocupation vas put into the questiocas of planaing and orga-
nization, target groups or follow-up. Both adults and children
were supposed Lo participate. Usesco stressed the LImportance
of finding out the values and interests of the Llliterates in
order to adapt the programmes to the local culture and
religion. (Regarding the objectives see page 7.)

During the period 1946-1964, when Fundasental Education wvas
used as a concept, much intellectual preoccupation, promsoted
by Unesco, was firatly put into the questica of language of
instruction. A group of specialists who convened at Unesco in
1951 wrote a report on the use of versmacular lanjuages in
education (Unesco, 195)). Unesco strongly recommended the use
of wvernmacular languages within the framevork of ‘Fundamental
Education” as being the only efficient and correct pedagogical
vehicle of teaching. After concluding shis, & stody of che
most effective methods of teaching reading and writing in the
=other tongue was promoted by Unesco. The astudy wvas carried
out from 1952 25 the end of 1954. The result is presented in
William Gray's extessive survey: The Teaching of HReading and
Mriting, first published in 1956 by Unesco. 1t is intereating
tO note that the purposes of the study imply that it was
thought that improved teaching sethods would be the solution
Lo the probless of literacy programses. Originally it ~as even
suggested that the final study report should be prepared in
the form of a teacher's manual, 1o he used throughout the
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world (Gray, 1969). Gray himself showed, however., the impossi~
bility of such a result. The final report rather stresses that
there is no universal applicable method and Justifies the
tltocou::y Lo vary programmes and methods acoording SO particu~
ar needs.

There seems to have been no systematic evaluation systea
connected to the adult literacy activities within "Fundamental
Education’ programmes. One can caly find very gemeral assess-
ments, all indicating the overall failure of Fundamental
Education to make any substantial contribwution w0 eradicating
illiteracy. Some of the reasons for this fallure are pointed
Out in Unesco-docusments: the target group was unsapecified, the
programmes were aimed at people vithout motivation, follow-up
of l:;;;:cy vas seglected. {(Levin, Lind, LOfated:, Torbilrns-
scn, .

Hometheless, many of the current literacy programmes in
operation coatinue to be similar to “"Fundamental Education”
agtivities, in one sense retaining the precccupations with
integrating literacy into “"community development”, providing
AcCess to those wvho demand (t, and concentrating most
resources and efforts on the production of “good” material and
teaching methods. In another sense, however, these general
programmes (diacussed belovw im Cnh. 9.6) have incorporated
other experiences of planning and organization and have thus
advanced beyond their original.

9.3 The Selective-Intensive Punctional Approach

9.3.1 The EWLP Experience

The Experimental Wworld Literacy Programme (EWLP) covered
Functicnal literacy projects, supported by UNDP and Unesco. An
eleven countries (Algeria, Ecuador, Ethiopia, 3Suinea, India,
1“'1"')72".“9““" Mall, Sudan, Syria, and Tanzania) from 1967
to -

The main objectives of the experimental programmes were

"o test and demcastrate the eccaoamic and soclal
returns of literacy and, =more genmerally, to study
the sutual relations and influences which exist or
say M established or strenqgthened hetveen literacy
training - particularly asong the working population
= and development.® (UNDP/Unesco, 1976, p. ).

It was also hoped that the EMLP would make it possible o
“prepare the way for an eventual world Campaign for the
Eradication of Mass Illiteracy”. (UNDP/Unesco, 1976, p. 10).

The projects vere selective in the sense that a specific
target gqroup of illiterates working within a specific econcaic
ACLIVILtY in a specific region vas selected for the experiment.
They were intensive in the sernse that they were limited in
duration and considerable rescurces were concentrated on thes,

The human capital theory, regarding education as an ecocao~
mic investment, was the ideclogy hehind the design of Funce



tional Literacy within the framework of ENLF. The meaning of
functionality was therefore very li=ited to improved voca-
tional skills or in general to the work-oriented conteats of
the literacy programmes. Much effort was put into the methodo-
logy of adapting the teaching materials to the specific akills
needed within the target growp of each project. The teaching
of the J Rs was supposed w0 be vork-oriented and integrated
with the Leaching of vocaticnal akills. This kind of curricu~
lar design inte SO ensure practical relevance.

™e tcochinr method focused on “adult-centered™ pedagogy.
Active participation of the learmers involved, both in the
pedagogical process and in the form of “"self-management”™, was
recommended .,

The principle of integration was meant to apply to oOrgani-
zation as well as to the preparation and presentation of cur~
ricula. Institutional co-ordination hetween varicus national
::410. ::4 between them and international hodies was meant to

created.

The =ain concerns were however two: the ggngs;ggg;__;gn&ieé
and evaluation. The high concern for evaluation is reflec
in the main ohjectives and in the actual oosts. While about 17
US dollars per person enrolled were spent oo the implementa-
tion (iscluding preparaticons), 26 US dollars per enrolled vere

spent on research (Edsctrim, 1976).

The whole evaluation process is, however, severely gques-
tioned im Unesco's critical assessment of the DNLP (Unesco/
UNDP, 1976). This critical appralsal of the evaluation process
is vorth susmarizing at some length.

Programse evaluation sought to detect successes of the EWLP
in changing the new literates’ relationmship to their soclio-
economic milieu, and changing the milieu itself, and Jwdged
the influence of fumctional iliteracy plausible and favourable
in about 42% of the observations. A number of questions arise,
hovever, including those of insertion into what milieu, and oOn
whose terms. The profile of the “successful”™ graduate (s a
rather “Westernized” cne, and furthermore not a compendius of
particularly actractive qualities, even for a Jestern setting.
"Mastery of the milieu™ agalin is seen in fairly narsow and
technocratic teras, and "transformation of the milieu”™ accord-
ing to fairly narrowly economic and individoalistic criteria.
Untortunately, clearly designed programse objectives wvere
aever present in the LWLy programmes; there was also jenulne
and longstanding conflict Detween “technico-scientific”™ and
“activistepragmative” approaches to the programme, and thus
hbeatween “summative” and “"formative™ evaluation. The former
tended to predominate, =eaning that cartain very isaportant
aspects of the programne vere never examined or evaluated at
all. Timing was not scheduled realistically. Im all, “confu-
sicn as to the purpose of evaluation. » narrowly=focused and
Juantity-oriented evaluation design laden with a not alwvays
Appropriate sot of value structures that tended to sidevtrack
rather than expedite evaluation, chronic delays due in part to
Attenpts to evaluate progress toward DWiP’s aﬂrtocst. goals
woakened the self-assessment effort™ (p. 156). Much of the
data provided proved unreliable and/or invalid.
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An outstanding illustration of the failure to achieve the
objectives of evaluating the EWLP {s given in a summary of the
project in Algeria:

“The Algerian project was one of the fev amoag
the experimental projects that made a serious
attempt at evaluaticn. However, the evaluation
studies suffered from a lack of contimality and
sophistication and are, at best, inconolusive
as to the effects and/or benefits of the project.”
(Unesco/UsDP 1976, p. 23).

The Unesco/UNDP assessment report (1976) also concludes
that the other objective of ENLP ( = "to prepare the way for
an eventwal World Campaign...™ = )

“is certainly no nearer than when the programse
began .... Neither literacy or development as a
vhole can be willed into existence by intermational
agencies ..." (p. 190).

The fiqures available on learning results are ve limited,
incomplete ard based ca doubtful r:?chtlxty. "Test leveils and
criteria varied widely from subject 10 subject, ocontext =o
context, project to project and within projects.” (Unesco/UNDP
1976, p. 174). In scme countries the new literates achieved a
level corresponding to two years of primary schooling, in
others a level corresponding to four years of primary school.
it seens, however, very clear from existing data that the drop
out rate was in general high, in average about 3508, ranging
from 17V in Tanzania %0 68% in Sudam (Edsctrim 1976). The over-
all success percentage asong initial ‘enrolliees can be calcula~-
ted at around 12%, oa the basis of rounded-up figures given in
different places in the Critical Assessment. (Page 11: Over
120 000 were made fusctiocnally literate. Page 174: The =illice
-odd Lllicerates reached by the programme.) The overvhelaing
=ajority of those msade literate through the ENLP projects come
from the Tanzanian project (9 900, p. 174). This fact is
surprisingly enough not commented at all in the Critical
Assessment. But it is logically consistent with the Jgeneral
conclusions of the assessment, that successful literacy <an
caly be achieved when it is integrated in & naticnal plan of
development wvhere the political will to implement lLiteracy is
clearly articulated in theory and practice.

The final result of ENLP is said to have led %0 a series of
lessons and recommendations on literacy efforts.

The conclusions stress that “fusctionality™ inm ENLP termas
wvas ®much too techaical. Especially in its early stages ENLP
tended 20 accept the idea of the “underdeveloped™ person as
the iapediment to development, which 1is clearly false on
several grounds. Further, the theory of development prominent
at the time was one of economic growth, which in turn i=plied
technical knowv-how as the chief preregquisite to foster it.
Consistent with the approach, EWLP tended to view the design
and planning of literacy as an essentially technical exercise,
whereas in fact the prohless are only partly technical.
Social, cultural, and political factors are as important, if
not :ore.
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Gillette and Ryan (1983) point ocut that in many EWLP cases,
literacy wvas “functiomalized in economic terms (...) resulting
in the virecual exclusion of fesale participation.” (p. 13).

The Unesco/UNDP report (1976) makes many critical comments
on the role of the experts trying to “smarket” a “pre-packaged
'todnct'. A nev notioa of the expert as an international

animateur™ rather than an isporter of precise skills and

concepts is recommended for the future. It is noted as unfor-
tunate that MOt mOre attention was given to the existence of
earliier successful mass literacy campaligns, nor the wishes of
some member QOoveraments to replicate thes.

Problems of co-ordinaticon between various (nstituctions both
within the nations and Dbetween naticonal and international
bodies arose repeatedly. “Self-sanagement”™ Dby the learners
involved failed 0 materialize in almost all sestings.

Many of the pedagogical experiences are also critically
analysed. The teachers were mainly recruited among professica-
al teachers., vhich wvaa felt o be inappropriate. For the most
part, integratica was not achieved, i.e. reading, vriting and
arithsetic were not allied with the practical material to be
learned. Inadequate provisioa for follow-up reading materiails
was a serious proble= in many national projects. The mumber of
dropouts and degres of absenteelss may have reflected
material cthat wvas not, after all, “relevant”™ enocugh and/or an
inadequate paychological clizate at local level. Comcerning
methods, the report concludes that it seems advisable to use »
variety of methods and technigues. The hest =ix and Dbalance
remains to be fourd.

On the subject of language of instruction, the EWLP evalu-
ators munher among BYLP s successes the giving of a general
SSrong Lmpetus to “rehablliitation”™ of third-world tongues as &
mediua of instructicn. The multiplicity of languages thus used
created, on the other band, a number of problems, o.5. of
Lranscription, ctranslation, etc. The evaluators comclude that
the closer the language used to present the content of the
course 1s to the worker's everyday lasguage. the more effec~
tive the literacy programme.

impacts of EALP on further educational action are described
as "limited, fragmented and incidental”.

Finally, we consider one of the evaluator s recowsendations
worthwhile quoting!
"Literacy policy and planning aust seesk to
integrate national necessities with the needs
expressed by different social groups. No
literacy process can be effective uniess these
Groups Tealize that literacy serves thelr own
interest a3 well as those of the natiom.

For this reason, literacy =ust often be
iinked to changes in other fields, such as
economic and social reforms (it i3 useleas
to teach & farmer to increase productivity
L€ the greater part of the frult of this
labour goes to a landiord)” (p. 191).
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9.3.2 The Economic Literacy Approach Today

Apart from the Tanzanian experience., vhich blossomed into
full-blown campaigns over twelve years, (and will be treated
in more detail below), the EWLP experience was unsuccessful,
although it taught many lessons. However, it did not result in
the burial of "Functiconal Literacy”™, which ca the contrary has
coatinued to be applied in many countries, notably ia Africa
and Asia, with scae sodification resulting from the BNLP ex-
perience and from other strategies., The concept of “Functiom-
ality® has in effect been Dbroadensd to include "avareness
tratn&nr' and a vider range of contents tham the directly
productive skills training involved in the ENLP. Nonetheless.
the basic ideological underpinning (human capital theory) and
the objectives (direct ispact on raising production) remain
essentially the same. Its chosen point of impact 1is the
econoaic unit or the development progra=me, and its target
population is selected from the producers involved. A deal of
the content aims at transasitting better production techaiques
for the produce of the given area of impact, at least in
theoretical fora (the practice oftea Dbeing reserved for
direction and supervision by other authorities in the
“developoent programme”). As such, the "Functional”™ programse
tends to remain saall-scale and highly selective, though
occasionally an intention is expressed to gradually wvidea it
to cover a mass audience and proceed im this way to eradicate
filliteracy (the only successful case s¢ far beisng Tanzania),
Generally the functional programme has no time limits set in
advance, and the integration (in ome way or another) of
production and literacy oftea means that the programse of
basic literay covers two years or sore (ICAE 1979, p. 46).

Levine (1982) contends that the term “Functional Literacy”
is now used w0 Juatify everything asnd anything connected with
basic skills education for adults. Further he arguea:

“"these varying conceptions of functional literacy
encourage the idea that relatively low levels of
individual achievement (...} will directly result
in a set of uaiversally desired cutcomes, such as
e=ployment, personal and econonmic growth, job
advancement, and social integration ... however ...
the attalinment of functional literacy rarely pro-
duces such outcomes™. (p. 250)

Where successes have heen registered., it is generally the
case that is reality the literacy activity was situated within
a powerful mobilization process or a broaJder process of change
whose henefits t0 the learners were evideant., The approach, as
a selective small-scale activity, suffers froma the problem
that it cannot rely for mobilization of participants oo a
general atmoaphere of priority, ergency, progress, change.
mass Povesent. It has to shov concretely that it is worthwhile
for the participants, A case frowm JIran is worth citing
(Purter, quoted in ICAE 1979), where the potential students
demanded %o te pald for attending classes, as the prograsme
vas an ansver to the problens of the organizers and not o
those of the learners.
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in relation to an n supervision. there seems
tO be a vast rTange o ifferent approaches. An initial
variable is the size and selectivity of the progra=me, and the
kind of economic project it is inserted in. Asother (s the
range of inteations for the future, as to degree and form of
expansion or transfer. All of these factors influence whether
& naticmal coordinating body is =ounted or not, who takes
organizational responsibility. vhere =aterials are prepared,
and so on. Usually pedagogical supervision is underctaken by a
amall team based in the area of the programme. The recent ten-
dency is, however, to mount & specific literacy “bureaucracy”
from naticoal level and downwards.

The gg[ggs‘gg! ff%"i"’&ﬁﬂ' !Dﬁ training of cteachers \is
somevhat moTe cult n in more general programmes. In

small projects, it is often possible to pay the teachers. but
any intention %O spread the programme more widely makes this a
dangerous tactic - cace the right to a salary is established,
all teachers will demand it. Om the other hand, the long-term
nature of the program=e and its lack of an atacsphere of prio-
ricy and urgesncy make it very difficult to mobilize wvolunteer
teachers. In principle also. givea the “functionality”™ of the
programme,. one would expect a long training programse (which
represents higher investsents and makes teacher drop-out
costly) in order to transmit both the technigques of production
and of literacy teaching. However, it is clear that in general
the training courses actually given are ahort (23-) wveeks)
(Cazrrem and Bordia, 19S5, p. Ji), probably for "cost-bemefir”
reasons, a factor vwhich must a: least undermine the rgax
"funceionality™ of the teaching. Ia counterweight, wsually ¢
supervisory bodies are expected to carry owt continucus Lla--
service ctraisming, asd the other atructures of the project are
supposed to do the “real”™ technical training outside the
literacy classes.

The choice of !gggggg! for the programme has Deen a
serious stacle. nguage is often a complex national politis
cal Ssauve, around which the state treads warily. It 1is also
glear that, for the programse =0 bhe Functional, it =ust trans~
mit Fumctional language skills also. In employment situations.
workers may have a variety of mother tongues. Even rurally-
based development projecta say often cover more tham one local
language group, as well as personnel speaking other languages,
maybe only the official one., A variety of strategies Bas been
used, all of which trip over one of two problems: esither the
{predominant) local language is used exclusively., which is not
v Functional in a national sense. and which may upset the
students as being a way of providing an "inferior™ education:
or sozehow (local-official, franca-official. bilingual, eor
Juset official), the official language is reached. usvaily
involving considerable lengthening of the literacy progranme,
which Dhecomes littered with failures and drop-outs along the
way. There is no easy solution to the probles, which regquires
a political approach and & careful consultation wvith alil
i::glvod ;;?eludtnq the literacy studentsi). (Carroa & Bordia,

’ ’0 .

The methods used obwicusly seek w0 integrate f(at least o
theoreticall elementary technical ctraining and a few other

topics Of wider concern into a literacy traiming. This
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requires careful elaboration of material, and, to be Functio-
nal, material often has to be developed for each and every
project area according to local produce, etc., & costly and
tize-consuming process. It has been pointed cut that common
problems with an economic approach to literacy are, to
enphasize narrow productioa techniques at the expense of all
else (including the participants” iaterest), or to err towardas
either all productive skill training and no literacy, or all
literacy and no productive skill training. Behind this problea
of how to integrate training of literacy skills with that of
other functional skills lies the tendescy w0 "try to achieve
t00 many thinmgs at the same time™ (s one literacy programme
(ICAE 1979, Carron and Bordia 1905). This tendency leaves the
field open for individusl teachers to give priority to the
area they feel most familiar with.

The desands of rural uction often mean that literacy is
done in slack seascos dropped in peak seasons, vhich can
create long gaps and relapses in the literacy component as
well as dissociate the techmical theory from the techaical
practice cthrough a long time lag. For these reasons, there
have bBeen some attempts to make literacy a concentrated prog-
ramme with long hours over a short period. A necessary charac-
reristic of the functional programme is the inclusion of an
arithmetic course, which can be & major mebilizing factor.

The Lg_g}__gﬁ_ugm to be reached has varied im practice
from programme programme. The problenas faced here are
somevhat similar to those faced by all programses =~ a high
level requires a long course, a low level is not very useful.
Language problems play a hindering role in this situvation.
Many programses have tried to face the probleam by dividing
literacy up into a set of levels with thelir own certificates
and tests, to give the learners a sense of getting somewhere.
It seens rare, funnily enough, for the testing procedures o
cover wvhether the technical content has been learned, or to
provide any kind of “professional” certificate. In general, we
have not been able to find any clear indication as to wvhether
literacy succesafully learnt through work-oriented curricula
is better learnt or longer retained, or vhether the curricula
have in fact had a notable impact in the long term on produce
tion techaiques and productivity.

A post-literacy g_o_ua-ug to & Functicaal prograsme pre-
sents a variety of problems. If the programme in fact treated
literacy as part of functiomality, it would see= impostant to
presarve and extend it. Several experiences ahov that the mere
existence of a follov-up possibility cam be a =ajor motivating
force for the literacy component itself. However,the “applied”
nature of the programse may hinder a direct ctransitica to
higher levels of the school system, 30 & more Functiosal
appiied follow-up would appear most logical. This alternative
is extremely hard w0 isplement, however, as the techaical
content needs to he more advanced, and finding teachers to
teach At hecomes more difficule. Tonzania (see Andersson. Male
and Westergren, 1%84) is currently facing up to this problems,
The country had a large number of different functional lite~
racy programmes (13 in all), so the logyical continwation woulc
be an even larger and more complex set of applied post-
literacy courses. But just the trouble and expense of
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researching, writing, printing and distridbuting all this
material is & major probles, requiring enormous input of
haman, material and financial resources, before even the
teacher traiaing problem is tackled, though one ray of sun=
shine see=s to be that it is easier %o mobilize nev-literates
for post-literacy thas i(lliterates for literacy. However, the
experience see=s to show that post-literacy follow-up will
have to be & diversity of formal and non-formsal strategles
rather than a direct Functiconmal contimuation.

9.4 The 'szuactonggzntggg' Approach

9.4.1 Paulo Freire's Development of the Approach

The "Consclentization™ approach to xitarac{. of which Paulo
Freire is the major spokessman, was prisarily formulated in the
contexts of Northeastern BArazil im the early sixties amd
briefly implemented throughout Brazil prior to the =ilitary
coup in 1964, when Freire was ispriscaed for a period. Other
experiences led or influenced Dby Freire himself have taken
lace in Chile in the late sixties, in Guinea Bissau in the
ate seventies. During the seventies Freire’'s educational
theory had a vide influence in the wvhole Western world, parsi-
cularly among radical edocators and progressive religlious
agencies. Mis literacy theory and practice are still Lnapiring
many educationists, especially is Latia America, where
projects are organized by non-governmental groups or organiza-
tioas, and have achieved a certaln status in Unesco contexts.

Freire's publications (1972a, 1972b, 1976, 1978, 1985) deal
extensively with theories ca the nature of human Dbeings. the
formation of heman consciousness, the nature of human oppres-
sion and the liheration process in genmeral. His Ldeology is a
mixture o©f catholism, marxis=, existentialism, and a general
humanism. We vill not try to summarize Freire s whole ideoclogy
here, Dut rather try to describe his viev o©a the literacy
process itself.

Freire’s literacy theory and practice aims at making it
possible for the oppressed Llliterates to hecome aAvare that
they can change their own situation. The main task of adult
education is to bring up a process of critsical reflectica that
leads to action and change. S2ducation is seen 3s an ele=ent in
the necessary process of human liberation.

¥o education is neutral., It 3is either dJdomesticating or
Liberating. Ocmesticating methods and coatent determine each
other reciprocally. Just as libherating meshods and conteat do.

Pialogue and g!rttctg%tton are key elements of libera-
ting ucatiosa, O ucational prograsme is Jdetermined

through a participatory imvestigation together with the people
in the area chosen for literacy, on the dculture, the living
conditions, Xxind of existing swareness, existing contradic-
tions, the language and vocabulary wused, etc. A series of
“codified pictures” would introduce the whole literacy <ourse
in order to motivate the participants for literacy. A picture
would also introduce each learning unit, which would stimulace
discussion and awareness abhout different key the=mes linked =o
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peoples’ daily lives. Thesn the word =~ characterizing the
picture =~ would be presented, which through its syllables and
derived syllable families, should stisulate the learners <o
create nev words or even sentences by recombining syllables.
The “generative” words together with the pictures would
subatitute a ready-made Primer - elaborated from above.

“If learning to read and vrite is %o coastitute
an act of knowing, the learmers must assume from
the beginning the role of creative subjects. It is
pot A matter of mesorizing and rvepeating given
syllables, words and phrases, Mt rather of
reflecting critically on the process of reading asd
vriting itself, and on the profound significance
of language.” (Freire, 1972b, p. 29).

it is mot sufficient, argues Freire, for illiterates =0
psychologically and mechanically dominate reading and writing.
They must dominate these techaiques in terms of consciousness,
to understand vhat fa read, what s wvritten and why ooe
wvrites. This cannot possibly be achieved if the educator, or
teacher, remains aloof from his or her pupils and merely
donates skills and i(aformation as one who knows. The role of
the educator is to enter into dislogue with Llliterates about
concrete situations and offer them the instruments with which
they can teach themselves to read and write. Such teaching
cannot be imposed from the top, as it were, Mut can only take
place in a shared ilavestigation, in a probles~raising situa-
tion Dbetween educator and educatee. Thus learning of content
and the learaing process are inextricably bound together.

Yreire dces not provide any theories or practical guidance
on how to organize a literacy project adaimistratively. nor
does he even mentiocsa the question of evaluation. The questionas
of how to recruit and train teachers and astill more isportant
how to mobilize or motivate people to enroll is mot included
in his literacy wvritings.

*What does a twotal concrete project look like in
terms of the acted-upon strategies of approach,
the actual materials constructed, the particular
comtributions of a given group of Llliterates,
the acts of reficement of the materials, the out~
comes which are attributable to the project and
the kinds of imternal or external obstacles
encountered? In short, where is the evaluative
dimension from which literacy vorkers 3!.90.03
to the Yreire approach can get a sense of the
abilicy of his thecretical-practical asserticns
to deliver rather than to deceivel... The speci-
fics of past actiocas in literacy projects are
essential to share in detail for ia their report
is the vital knowledge of tested but unsuccessful
hypotheses as vell as those which have worked.”
(Bughee, 1973, p. 434).

It is difficuls to get an overviev of Freire-inspired lite-
racy projects to appraise their results. Humbert (1977), which
describes several projects, is not very conmcrete. There are,
however, many and varied reactions to Freire’s works.
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“8y far the largest and most enthusiastic are
those vho write from a religious perspective simsilar
tO that of FPreire himgelf. Indeed conscientization
has become a commonly employed term in the rhetoric
of many church=hased agencies.” (Mackie, 1980, p.8)

In Latin America, the influence of Freire on literacy Lis 30
widespread and the interpretations of the “"conscientization”
concept 30 nhroad and varied, that:

"today there hardly exists any government literacy
prograsne that does not define itself as
conscientizing™ (Torres., 1993, p. 118).

Torres coatends that Freire himself, through his early works,
is rtesponsible for having separated “conscientization® from
its political dimension.

“"When it is not defined by whom, for what nor how

the pecple should liberate themselves, the “liberatica”
and “conscientization”™ concepts have hecome 50 vagee
and imprecise that they can be used for anything by
anyone.” (ibid.)

An fllustration of how Freire s ideas can be misused is the
Brazilian governmsent-sponsored literacy “movement”, MOBRAL,
using the form, Dbut contradicting the content and aiag of
Freire's pedagogy. It has been clasimed to be succesaful by the
government and for example by the World Bank (1974)., but other
reports (Selander, 1977) have shown how the statistics on
attendance and success are falalfied 1y the teachers, who get
pald according to the nuaber of participants in their classes.

Some of cthe most important critical remarks on the limita~
tions of Freire's theory have been made b‘ marxiscs, as, for
example, in the following by Selander (1977):

"Just as little as a school system can change
the society it is part of, just as lictle can a
literacy movement change a society. A liberating
pedagogy... Buat he linked %o a struggle that
aims at changing the whole economic and political
systen. Only a political movexent 13 appropriate
for this and only & political movement, that is
rooted among vorkers and peasants, is capable
of achieving this.”

The question is, what does and what should “liberating®
education lead w0, According to Preire’s origimal theories the
ABSWer tO this QUeStiIoN Must nOot be predetermined. It is  the
dialogue and “consclentization”™ process that determines what
actions or vhat specific ideclogy it leads to. This is nmot
reslistic and therafore idealistis, Decause, Vhosver is orga-
nizing and/or teaching has some kind of specific political aanm
orf ideclogy bulit Into his programme. If the educators presend
not to have a specific political/religious aim, cthen the
process easily bDecomes manipuistive.
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The ahove-referred political objections to Freire’s a-
gogy can be found ia RISK (1970), Bugbee (1973), Huet (1973),
Selander (1977), Mackie (1980), Torres (1903).

Pughee (197)) also puts the following gquestion:

“What is the undergirding cipline which
guides and activates not only Tesearch team
t0 conduct a preliminary thematic investigation,
but alse the pecple who are the project’s co~
suthors and beneficlaries? Is Freire suggesting
that this crucial element may ste= from bene~
ficent governments, the World Coumcil of Churches,
Unesco or elsewhere?™ (p. 433).

The tolttteol implications of Freire~inspired “comscienti-
EAng™ literacy activities have also been demonatrated by
represaive measures by the ruling power-structures against
participents and leaders of such programmes. When this has
been directed against spoatanecus actions  against the
exploiters, without there having been any organizaticmal links
to social movements or a political strategy, it may well have
much more negative than positive consequences for the partici-
panta (see for example RISK, 1970).

There are a fov examples of Freire-inspired government
sponsored programmes which, because of their political impli-
cations of actica or potential action against the goverament,
led to the suspension of their national directors. This
happened in Peru 1974, and in Portugal 1976. (Levin, Lind,
Lifatedt, Torbidrmsson, 1979).

The growing experience and reflectica on these political
issues In relatica to popular adult education, including lite~
racy, has led to & more expiicitly political theory and prace
tice among adult educators who advocate comscicusness-oriented
literacy, including Freire himself. In later interviews and
peblications. he has clearly expressed his vievs on the poli-
tical implications of his own pedagogical theories and of
educaticn in general, for example:

“Today I would have vorked for a stronger poli=
tical organizing tovards political aims and to a
greater extent linked the wark to the working class,
because the ruling class does not commit suicide.”
{Selander, 1977, p. 13).

“When I began my educaticmal practice as a young
man I wvas not clear about the potential political
consequences. 1 thought very little about the
political implicaticons and even less ahout the
political nature of my thinking and practice. Yer,
the political nature of these reflections was and
is & reality. The political makeup of education is
independent of the educator’s subjectivityr that is.
it is independent if the educator is conscious of
this political makeup, which is never neutral. whea
an educator finally understands this, she or he can
never again escape the political ramifications. An
educator has to question himself or herself about
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options that are inherently political., though often
disguised as pedagogical 0O make them acceptable
within the existing structure. Thus., making choices
is most lmportant. Educators must ask themselves for
whom and on whose bBehalf they are working. The more
conscious and committed they are, the more they
understand that their role as educators requires
thea to take risks, incleding a willingness to risk
their own johs.” (Freire 1985, p. 179-180).

The process of practical implementation of Freire's theocy
and recosmended practice of literacy presents a variety of
difficulties depending on many factors apart from the pol-
feical orientation amd puarpose, such as the socio-econcmic
context, the human and material rescurces avalilable., the
recruitment and ctraining of teachers. the time-factor, the
acale of the programme, etc. The ideal situation of designing
a literacy curriculum and teaching material based on local
participatory investigations for each target group or local
community often requires highly-educated staff in quantity if
the programme is to cover large areas of a large number of
adults. For & national programme it also implies probleas of
coordination and control. In practice, FPreire has recognized
the need for literacy primers for gemeral natiomal use, for
exa=ple in Guinea-Bissau, Saoc Tome and Nicaragua, where he
worked as an adviser while the primers were prepared. The
literacy programses in Guinea-Sissau, Dbased (nitially on a
Freirean approach and subsequentiy on other experimental work,
have had very little success due o serious language problems,
oerganizational difficulties, staff shortages in quantity and
vality, and lack of politicel will., =mobilization and suppore.
Harisom 1983; Ballara 1984).

"ies the Freirean “strategy” or “sethod® ...
reflected an utopian view of the social realities of
Guinea-Bissau, and ... served neither as a means 0
implementing social change nor for teaching reading
and writing.” (Harlisam 1983, p. 146)

Experiences show poreover that the application of the
teaching methods, i.e. the “glohal™ =ethod of reading and
wreiting with an accompanying dialogue. where the teacher's
role is to promote the learnmers’ participation and creativity
and to learn from the learnmers, is exiremely demanding and
difficult o achieve, especially in the context of larger~
scale programmes Or campaligns, vhere volunteer teachers with
relatively low educational qualifications and short training
constitute the teaching staff.

Tozrres (19835) points our that even when the “coascientiza-
t10n” approach bhas been inserted into popular education pro-
Jects vith “clear political orientasion™, it has in practice
cften heen limited to a “dialogue” that ia Ltself turns rather
Ainto a kind of oral gquesticanaire, where the educator asks and
the learners answer, than a mosent of reclprocal comsunica-
S10n. Her analysis of the political mobilizaticn and awvareness
effects of the literacy campaigms carried out in Cuba and
Nicaragua 1is interesting in this context. It was mOt 80 =uch
the contents of the Readers, nor the dialogues, nor the revol-
utionary slogans that explain the sirong political/ideclogical
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impact of these campaiyns. "It was first of all the process
itself, the very close association Dbetween the literacy
teachers and the learners”™ (p.121), and the integration of
literacy in the revoluticomary process as such.

The difficulties of achieving fcrtleteatton in real social
transformation through “conscientizatica“-oriented adult lite~
racy. and the quesiion of under what circumstances there are
“"spaces” for such acticas, are discussed in the Latin American
context in C.A. Torres (1981), and contimue to be debated
among radical educators there. Further studies and clarifica~
tion of theae issues in the adult literacy context would be
worthwhile.

According to many experiences {including cur own) and in
viev of the critical comments mentioned above, Freire' s peda-
gogy has videly comtributed to the understanding of the lite~
rocl. teaching~learning process and has inspired many literacy
workers and experts to develop their Aideas and methods in
certain aspects. In Latim America there is an ever~growing
“"popular education” movement which is stromgly imfluenced by
Freire’s theories. Many NGOs all over the world vorking with
basic adult education are likevise applying & critical con-
scioussness approach, where literacy is a component integrated
into a movement for social change and the pedagogical prim--
cipies are learner-centred. Freire provides an ismportant
source of critical reflection and ismspiration for literacy
practitioners, through his criticisss of Jomesticating and
elitist approaches to literacy and his insistence on the
alternative zole of the educator as someone who ahares
experiences wvith the learners, teaching and at the same time
learning from them. The Conscientizatica approach does not,
however, provide sufficient guidelines for a vhole literacy
strategy, asd coatains noa-applicable elements., especially for
large-scale goveranment programmes.

9.4.2 Popular Education

As has been noted im Chapter 7, and above, Freire's theories
of conscientization form one of the bases for the growing
sovenent of popular education in Latin America and elsewhere.
The praxis of popular education has been hased on, and has
developed, the theory of the relactions between class struggle,
political strategy., and educatiomal action. Adule literacy as
such is only a sub-heading within the dialectic conjunction of
political organization and popular initiative underlying the
theory amd activitlies of popular education. Learning of
literacy is caly cae possible outcome froa lar education
activities, and does nOt OCCupy the central position it oace
assumed in Freire’'s pedagogy. Certainly, a popular education
BOvement ®may be built around a literacy~learning activity, 1in
the interests of popular mobilization. participation, and
organization, and the literacy methods thea used would he
close to those suggested by Zreire,

However, as literacy is only one suberdinate outcome of

popular education, we have decided not to devote further
attention to this whole fascinating development in this paper.
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9.5 The Mass Campaign Approach
9.5.1 International moves %0 promote Mass Caspaigns

- Mass literacy campaigns have always been difficuls but, par-~
ticularly in tcvoluttonat{ pocieties, aini at socialisa,
they have bheen asuccessfully isplemented. is literacy
approach is a mass approach that seeks to involve all segments
of society im order to make all adult men and wooen in a
pation literate within a particular time frame. Literacy is
SCeN A5 A MEans tO a comprenensive set of ends ~ econoalc,
social structural, cultural and political.

in the sixties, wvhen Unesco comcentrated on the ENLP, the
already successful experiences in Vietnam, Chima and Cuba wvere
not considered nhy Unesco for formulating general recommenda~
tions or even for international discussion. The reasca for
this was certainly mot lack of information. A Unesco Commis-
sion presented & report on the Cubam Literacy Campaign in 1963
(Unesco, 1965), analyzing in devail 1its success. wWhile the
Cuban campaign tcook place in 1961, it was awarded honourable
mention by a Unesco Jury in 1967,

"For one of the most remarkable efforts to
mobilize public opinion in support of Lliseracy
work, as a result of which the country's
iliiteracy rate fell from 25 per cent to 3,9
per cent.” (Unesco, 1968, p. 74).

in the seventies new successful Lliteracy campaigns have
been conducted in Tanzania (1971~1983), Southern Vietnan
(1973-1978), Somalia (1972-197%), Ethiopia (1979« ), Nicaragua
{(1979<1980]), and in many other countries msss campaigns have
heen initiated with longer term perspectives.

In the light of these nev experiences together with the
failures w0 achieve coasiderable progress in osher literacy
attempts, Unesco decided to promote a disCussion among Sember
states om the possibilities and promise of the literacy
campaign as a strategy for the eradication of illiteracy. The
reasons for this are many: successes with campaigns, the
growing opinion that literacy is a humanm right, the feeling
that mass literacy will not caly prosote developaent Mt also
help redress oppression and injustice (a feeling promoted by
Freire's ascendency =0 intermaticnal legitimacyl. It is also
possible that the near-monopoly of countries professaing socla-
1iam cn campaign auccessea, and the resulting legitimization
of socialism, have nmade governsents and organizations
previcusly ismpervious tO such activitiea Join thelir support Lo
the use of the strategy. at least verbally. Orne ®ay also
suspect that it is intermationally and nationally comfortahle
to be able to point to attempts at large~scale literacy. as a
visible sign of government concerm with human Tights, poverty
and oppression. without fundamentally d&oiag anything eise
about these Lssues.

As a basis for this discussion, in Octoher 1979, Unesco
through the Internationas Council of Adult Education, commis~
sioned a study that would undertake & critical analysis of
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reputedly successful mass  literacy ca=mpaigns of the 20th
century. The study wvritten by Professor H.S. Bhola (1982)
analyzed eight campaigns, those of USSR, Vietnam, China. Cuba,
Burma, Brazil, Tanzania and Somalia;r and in a memorandum
addressed to decision-makers sumsmarized and analyzed the
lessons of these experiences. The discussion of this study was
one of the objectives of the International Seminar on Canm~~
rotgnlaq for Literacy held inm Udaipur 1982 (reported in Bhola
98)). The seminar vas organized ICAE,the German Foundation
for International Developsent (DSE), and Seva Mandir Agency in
India, while Unesco was present as participant.

The Udaipur Seminar adopted a Literacy Declaration, calling
for massive literacy efforts:

“Only specific canmpaigns with clearly defined
tArgets can create the sense of urgency, mobilize
popular support and marshall all possible Tescurces
to sustain mass action, comtinuity and follow up.

It is mot encugh merely to teach skills linked
to general econcmic development Lif the poorer
classes remain as exploited and disadvantaged as
before. A literacy campaign must De seen as a neces~
sary part of a national strategy for overcoming
poverty and imjustice.” {(quoted in Bhola 1983, p. 243).

Shola points out that:

"Political will is prior. but technology is the
great enabler in the planning and implementation of a
soccessful literacy campaign... The basic processes
tavolved are:

= Articulation of the nation's political will
= Tenporary imstitutionalization of the first
policy initiative and later
- Developmsent of a comprebensive policy-making
and legitimizing organ
Study and diagnosis of preconditions
General mobilization of the public, and
Establishaent of structures of mass participation
Development of inter-ministerial and inter~
agency structures
Pre~cperational preparation
Inplementation of development and instructiomal
actions
- Evaluation of coatext, processes and results, and
= Design and establishaent of post=literacy prograsmes.”
(Bhola, 198), p. 222).

Me have chosen to quote this whole list in order ww show
the importance given to political, imstitutional, organiza-
tional and mobilizing aspects, as vompared to pedagogical
methods or contents for example.

The present tendency in literacy discussions is focused
more on organization, adsinistration, plaaning, monitoring.
and evaluationa thas on methods and contents as earlier. This

is reflected by the quite recent involvement of the. Internati~
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onal Institute of Educational Planning in literacy activities,.

Successful literacy campaigns have been conducted in many
different ways, using various sethods of teaching and evalua-
ticn, aiming at different levels of literacy, etc. The major
trait which seems to underlie the success of major campaigns
is the ideclogy of the state, wvhich determimes that literacy
be used as a central strategy for achieving (or starting to
achieve) overall ideological goals, notably & restructuring of
social classes and their relaticas to pover. A whole component
of this restructuring is political, and itas form mass mobili-
zation, which explalins in part vhy a ltigg§gz campalign with
political for=m and content should be used.lt is thus question=~
able that the mass campaign strategy can simply be transported
from one nation and political aystem to another and yileld
success everywhere. Even between nations with similar revolu-
tionary socialist ideoclogies, campaigns have taken a series of
forms, according to local perceptions and capacities, and
yieided results at varying levels of short=ters and loag-term
success. In countries which profess soclalisa, bt not of a
Marxian kind, a sisilar range of forma and results have been
found. In other, mon-socialist countries, campaigns have Dbeen
tried with less success, or activities have been launched
under the name of “campaign” byt with little other reseablance
o one. To clarify. “"campalign”™ is a word from military scurces
Smplying large~scale movesment, clearly-defined objectives and
targets, allocation of  @priority status and sufficient
resources, and a clear time demarcation. It describes acticas,
sot plans and Mopes. (Bhola, 1983, p.206).

States achieving success in campaigns have had the poiitical
comittment, motivaticn and power to be able w0 Organize an
effective =obilization of all available human, imstitutional
and material resources needed. For this mobilization all
available means of propaganda ia favour of literacy are used
tO create motivation among the illiterates and among voluntary
literacy workers to use their time for literacy classes in all
possible settings. Different ways of rewarding success -
mostly symbolical =~ together vith soclal pressure to attend
classes, have maintained mchilization nigh and preveated high
drop-out rates. For quick positive results, literacy has Deen
defined at a low level, but for its reteation and use, links
were established for continuing educasion in follow-up prog-
rammes, and for active participatioca Lin the social. political
and eccnonmic life of the country.

Centralized policy formulation with decentralized responsi-
bility %o local authorities and organizations for implementa-
tion and management have characterized successful literacy

canpaigns.

Nithin the range of experiences which merait the title
"campaign®, at least over scee isportant pericd of their
izplesentation, two =ajOr strategies can be identified, which
we will discusa separately below: the "one-off” eradication
cempaign, and the longer-term “eradication by a series of
campaigns”, which present some rather distinct festures and
divergent problesms.
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9.%.2 "One-off" mass campaigns to eradicate illiteracy

From the fev existing examples: Cuoba (1961: illiteracy
reduced from 24% to 4%), Nicaragua (1979-80: from 308 to 13%),
southern Vietnam (1976<78; from 258 to 14%), and Somalia
(1974-75: from 95% co 30A); the principal factor for their
organization and success appears to have besn the recent

est Of atate power by a movement strongly characterized
by its popular support and by its inteation to revolutionice
the social and ecomomic structure of socliety. Three additiomal
tocu:u appear (from the successes and failures) to have Deen
crucial:

a) With the possible exception of Somalia, the 1illiteracy
level was around or below 508 on starting the campaign, and
the absolute nusber of illiterates targeted for involvement
did not exceed 1.5 million in any of the four cases. This
made it posaible to cover all the iflliterates at one 99, in
s=all classes. (In the case of Somalia., which is in many
vays the most "sarginal® of the four exazples, the statia-
tics are confused by the introduction of a nev, Ro=an
script for the language, vhich made almcet everyone techal-
cally illiterate. This meant that there first had t0 be a
campaiqgn to& teach those already literate to read the new
saript. before tackling the rural areas vith their =ixture
of licterates and semi-literates im other scripts, as well
as “pure” iliiverates).’

b) Three of the states launched their caspaigns withia two
years after the movement acceded to pover (and Somalia
within five years after), while popular enthusiasa was at
its height. The importance of the time factor for the high
level of mobilization (s documented in the case of Nicara~
gua’s Literscy Crusade. by Miller (1985):

“The fixed date instilled an urgency in people ...
without the firm target date, the campaign would
probably have had to be postponed to the following
year and precious mosentun and commitment would
have been lost.” (p. 217)

) All four states have one priscipal majority langoage, which
facilitated mobilization, writing of materials. teacher
training, provisicn of follow-up, etec.

The objectives for the campaigns were clear: to invoive
everyone in the eradication of illiteracy, with a view to
general politicization ansd iacorporation (immediate and
future) of the masses in the socio-economic transformationas to
be carried out. The llliterates would acquire the information
and skills needed tO participate in changing soclety, while
the literate population, as teachers, would he (releducated by
their contact vith the working masses. The campaigas vere exe-
cuted over a period of one Lo tvO years.

””i!i%?ﬁ vas effected, as mentioned ahove, by the use
of all available means of public commumication. allied hoth to

symbolic and material rewards and to social pressure on the
uswilling. A key feature wvas not to allow the mobilization
activities to relax at all during the whole period of the
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cazpaign. The very aim of the campaign,to eradicate illiteracy
over a short period, was generally mobilizing as a significant
and quickly attainable goal. The military-style organization
of “campaigns. brigades. offensives, marches, flags, ..." gave
:‘x.n.rcl impression of purpose and collective enjagement. In

iction, Armove and Craff (1986) put weight on the leadership
of a charissatic figurehead, though this factor is nOt =0
evident in the Nicaraguan case.

The structure arose natur-
ally campaig Lt was everybody s
campalgn, its stroctures incorporated all organized bodies in
the society =~ nminiastries, achools, factories, Committees, =ass
organizations. etc. = and involved them in the mobilizatica of
resources, teachers and students. Central amd local literacy
cormittees were organized. involving high-ranking officials at
the given level of the organizations mentiomed, to facllitate
rapid decision-making. The classes themselves were jenerally
small, five students or less, making it easy to organize
meeting-times. In general, the voluntary teachers lived with
families in the community and participated in productive work
in the area., School teachers and literacy instructors xept
close contact with the classes and gave support to Cthe
teachers. Where =ore than two students were to De in a class,
efforts vere made 10 ensure a similar starsing level.

initial *E%gnfg_igglnegg was oOf necessity shore, around
five days. cloaing of classes in secondary schools to pro-
vide literacy teachers also provided rocma for the training.
in Cuba and Nicaragws, the teachers also recelived a detailed
teaching manual. In those countries wvith minority languages
(Nicaragua, Vietnan|, these groups were mostly left for a
later “"second round”™ drive in thelir own languages.

The curriculum content largely focussed arousd the new
state’s istorical origias and policies for the future. The
vere rasther treditiomal “tutorial” pedagogy in
practice, although Nicaragua, with some previous experience of
popular education during the insurrection, inglined the metho-
dolagy towvards conscientization. In Vietnam, “methodological
emulation” was lauached, the teachers being encouraged o try
to build up their own sethodolcogy arcund the literacy material
with the most successful being rewarded. The objectives in Une
four cases were Orlented towards rapld literacy tTeaching, so
numeracy was not included im the criteria for literacy l(in
Vietnan, reading nuasbers was included). and, where an arith--
metic programme was prepared, it was for voluntary application
towards the end of the campaign in more advamced and =otivated
classes. The literacy tests vere formulated On Criteria set at
central level - abilities in reading & text, taking dictation.
free writing =~ and when the teacher reckoned his group had
reached that level., the local literacy committee would assist
in verification., Pasas certificates were handed out in public
ceremonies. In Cuba and Nicaragus., the students coacluded by
writing a lester 20 thre political leaderis) of the countzy. A
survey of examples of these letters reveals a large variation
in the literates’ writing capacity.

In all four cases,the problem of regression Lo ll%!;g[.gg
strongly posed itaelf. In Somalia, LRpOrtant resuits were
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achieved in the “modernizing” and =cbilization of the society,
but varicus factors resulted in a weak provisica of follow-up
and large-scale relapse into {lliteracy. In Cuba. all learners
were given a follow-up reading book at once, and vast effores
vere made to incorporate aeveryone in more formal follow-up
classes, with the result that after twenty years the oountry
could amncunce that the "Battle for (universal) 6th Grade™ had
been von. In Vietnam, use was =made of the school system and of
3rd Crade curricula upwards to provide “popular complementary
educatica™. In Nicaragua, material for adules with the dis-
tinct taste of a primary school curriculum was produced to Dbe
used in mass follow-up classes, hut this optica Ls currently
being questioned as too formal and childish, and antagonistic
to the principles of “popular edocation™. The last three
countries have all worked hard to produce accessible and cheap
reading material, in the form of boocks, nevipapers and maga-
zines, Cuba having done most in this regard. At the same time,
they have put much effort into attaining universal primarcy
education, which is of course fundamental to preventing the
resurgence of illiteracy and must accompany any serious
attexpt to eradicate it.

References for th
Jenecal: Ihola !'t;. iii!. (all four countries).

1 Unesco 1965: Levin, Lind, et al. 1979,
etnam: Literacy work 1978-9; Carrom and Bordia, 1985.
Nicaragua: Torres 1985: Miller 198%.

9.5.3 Eradication of illiteracy by a series of campaigns

The first oxample Of "a campaign™ to eradicate 1illiteracy
that took the form of a secies of campaigns, is that of the
USSR (1919«1939) where illiteracy vas reduced from 708 to 131,
This was followed by the Democratic Republic of Vietnam (1945~
1958: TN illiteracy at the end). China (1950-1966, 1976-: 83
to 25% now), and Xorea (7). The seventies sav a large rise in
the use of a 'ca-pctrn series” atrategy: Tanzania (1971-198);
67% w0 20W8), lrag (1978«1900; 18% co (2)), Burma (1969-1972
and 1976-1981, 1.) millioa literates), Ethiopis (1979-; 93% to
42% eost. s0 far), Mozambique (1978~; 95% to 735% so far).Angola
{1976~; 854 to 62% est. so far).

The characteristic feature of the campaign series is to run
4 sequence of campaigns, each with Iits own enrollment and
literacy target, vithin a more general (5 2o 10 year] plan for
the eradication of Lliiteracy. The enroli=ment target is often
further defined in cterms of given priorities for the campaign
in question - by area l(urban/rural, selected districss, etc.),
by political or econcaic prioricty (cadres, workers, collectli-
vized peasants, ete.). by langquage (elaboration of programses
in the major language(s) ficss), Dy age growp (usually the age
of 45 is the upper limit tO the priority)., and a0 on.

The gg%gg*ﬁ:;; behind the campaign series strategy are
usually similar 0 the “one-off” strategy: political mobiliza~

tion and sensibilization. As far as we can assess, the <coun~
tries which have reqgistered successes in at least some of the
campaiqns in the series and in making notable inroeds into
tlliteracy all profess a socialist ideology. In Bhola (198)) a
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series of other countries are treated as "new campalign ooun-
tries®, but in practice, of these only Dotsvana and Kenya seen
to have enrolled and kept sigalficant numbers in classes, and
in the former case the country itself describes its activities
a5 » "programme”™ with litele of the mass mobilization charac-
teristic of a campaign (ibid., p.080-#7). Xenyan figures (Dave
et al, 1963, p.22) for the period 1979-83, indicate a total
enroliment of nearly 1.9 million, but only a 4% success rate.

There seenm to be three principal reasons behind choosing a
“step-vise™ strategy. The firat is the very high level of
flliceracy and/or the very large absolute nusber of 1llis~
erates, wvhich makes reaching all of them at once very hard,
finding adequate mumbhers of teachers difficult, and providing
adequate structured follow-up almost impossible. The seccnd ia
that the country s situation of underdevelopment is such that
it decides that it dces not have the infrassructure and it
cannot spare all the resources that wvould be needed for a
“"one-off” campaign. An additional encumbrance for many of the
countries nased has been that they have heen im a war
sitvation, which further reduces the possibilities of making
literacy an absolute priority and of setting aside sufficient
resources to combhat illiteracy. A third is often the large
diversity of languages, which complicates planning and mobili=
zation.In the case of choosing one language for the campaigns.,
the second-language situation encusbers and prolongs the
teaching prograsse for many classes, vhile, in the case of
choosing several languages., the productica asnd distribution of
materials and the training of teachers, as wvell as planaing
the follow-up, Decome a oore lengthy and complex process.
Tanzania had the advantage of being able to use for literacy
an Africas lingua france, Swahiii, spoken by most Tanzanians.
in Exthiopia the multi-lingual probles has been tackled Dy
producing materials in 135 different languages. Mozasbique and
Angola chose initially on political grounds to teach literacy
in the official language. Portuguese - a second language for
the Llliterate population ~ as an instrusment for promoting
naticaal unity. Experience has somewhat revised their assess~
ment., Mt technical difficulties have prevented them f{ro=
neginning literacy in various national languages.

In parentheses, it ashould be moted that Irag 4id not really
confront the above problem situations; it declared literacy o
he compulsory. and ran six short campaigns to eradicate illi-
teracy An the target groups (set by age) over thriee years, 20
in many ways it comes close to a "one-off” strategy.

Using the “"campalign series”™ strategy Qives rise L0 a number
of particular problems wvhich Jo mot affect the “one-off”
strategy, most Of them related the long duratiocn of the series
4as A& vhole:

=the eventual target is very distant, s “eradicactica”™ as a
slogan is not 30 effective:

=the mass mobilization afforded by the "revolutionary
mosent” tends w0 Jdvindle over time, making specific
mobilization activities for literacy even more isportant:

~the procesas of keeping mobilization going constantly over
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80 long a time i3 often beyond the state’s capacities:

~teachers become harder to mohilize tnitlallr and to keep on
the job in a voluntary capacity. given the long haul ahead:

=it is very easy for external factors (drought, war, or just
other important programmes) to remove literacy’'s priority
An practice along the way;

=Classes, vhich are large. often begin to accumulate a lot
of repeaters from previous campaligns:

=it is easy for the literacy activity to become a bureaucra~-
tic process, top-heavy and divest of a feeling of prioricy:

“the two mOoments. “literacy® and “post-literacy”, in spice
Of the great necessity of rumning both sisultanecusly,
contradictorily also have megative effects by becoming a
mixture of parallel programmses, which complicates organiza-
tion, support and training, diffuses efforts and reduces
focus on the literacy issue itself:

~the creaticon of a “literate environment™ with large
supportive concentrations of literate people is much slower
and less effective.

The result is that the first two oOr three campaigns are
ssually very successful, but then things begia to fall apare.
Thereafrer, there are “dead periods™ and “revivals®, when the
state again puts special weight on a given phase (e.g. to
support a Party Congress or a big policical changel, or on a
given moment (e.¢. the period leading up to » naticmal test).
To keep things going smoothly, two things seenm from experience
t0 have been important = an abllity to mark out nev priorities
for each campaign and comcentrate on them. giving a constant
feeling of progress and success: and the creation of strong
political base structures with the responsibility for keeping
©up parcticipation and enrollment (in Bhola“s words, making the
caspaign the masses” own (1983 p. 207). The latter factor Ls
especially noticeanle in the Tanzanian and Ethiopian cases.

In many respects, the successful campaigns in a series are
close in g;g.a|!gtton and content to the “one-off" eradica-
tion campalign., OCus oa political change is 20 e found I
the material: literacy committees incorporating all the
SeCtors in the socliety are set up: teachers are usually volun—-
teers receiving moral incentives (and maybe a fev material
ones) who are given a short initial tralning: testing is
usually centrally controlled; and a fairly formal direct
follow~up is usvally sade avallable. Because of the coaditions

which led to the choice of a “canpaign series” strategy in the
first place, classes are usuvally rather large (15 - 230).

Ethiopia and Tanzania offer scme interesting divergent
experiences. Ethiopia’s campalgns were structured im two short
intensive phases esach (three hours of classes per day!), one
for the entire target group and the rext for those vho had mot
Possed in the first phase. This made the tize-saccifice
expected by the learners shorter in duration and allowed
faster learners to graduate quickly, while the slower learners
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had & period in a smaller class vhere they <could be given =ore
isdividual attention. The first intensive phase could then be
taught by secondary school students in the long school holiday
which implied restructuring the school calendar slightly bet
avolded shutting down the schools. The second phase prevented
the acowmulation of repeaters in later campaigns. Tanzania, on
the other hand, set up literacy tests after very lomg pericds
{afzer intervals of twe or four years) which may have cemora-
lized learnera DbDut made it easier to organize follow-up
groups. Tanzamia s interesting for having used politicel
mobilization with a combined political and directly Functional
curriculum. Partly through international support, it was able
o pay a small allovance to voluntary teachers: it also used

rimary school teachers extensively for teaching Lliteracy
with variable success = reports indicate that the former gave
more attention to the Functional comtent and to adult =ethods
than the lateer).

From descriptions and own experience, it seems ip Seneral
that the teachi ractice in the literacy <lass is
tradiciona fective. The teachers have low educational
qualifications, & very short specific training and a much
longer previocus prisary school experience, so they tend o
back to the ways their own teachers taught thes (Lind 1981).

Given the variety of organizational strateglies, contents,
langquage policles, et al., DbDetveen the Various cases, the
level of Lliterac intended and reached in practice also
ZIv.rooo eonolzzrcbly from one to the other. Generally, the
"literacy campaign” is intended to provide an egquivalence to
about second grade schooling, though Tanzania's “4th Level”®
vas somevhat more advanced (those passing Jrd Level were also
considered literate, however). This prescribed level, even if
attained, does not guarantee any lemgthy retention of skills,
vhich makes the provision of ow-up erucial to the vhole
effort. The various follow-up poas ities are examined Melow
(Chapter 10). The countries which undertaxe the “campaign
series” strategy often have high illiteracy, deficient school
coverage, and problems in printing and distributing wristes
material, which make it difficult to create a literate eavir-
onment O motivate, support, and justify the efforss expended.
Some criticism has bheen dJdirected at countries undertaking
campaigns in this situation (Street 1983 ), Mowever. ELthicpia
offers a 900d exanple of providing follow-up ocoverage in
classes ?ocvou million enroliled), and Tanzania of combining
with the literacy effore, the near-universalization of prisacy
education in iNoOVAsSive ways, and the provision of accessible-
level reading macterial on a wide scale. Certainly it is not
very sensible tO run & series of caopaigna o eradicate Lllie-
eracy Af primary schooling doas not universalize its cCoverage
and n0 material ias available 2o zead over the same period.

Paferences for this secti

ngo;g%o BPhola . x
anzania: Xassanm 1378, L1979; Jonasaon et al. 1983,
etnaA®: Carron and Bordia 1%85; Levim, Lind et al, 1979,
thiopias Carrom and Bordia 19¢3: Gumbel et al. 1983: NICC
of Ethicpia 1%84.

Mazambigue: Tordha= 1985; Lind 19%u8), 198S5a.
Fﬂ.‘ a: Marahall 1984.
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9.6 ur”-gng m!‘.l Bl.t“z Frogramme s

One may look upon the fairly large-scale literacy prog-
rammes which take place on the basis of a rather passive state
approach to the issue of literacy, as falling Dbetween the
active use of literacy for political change in campaign series
and the active use of literacy for purposes of economic

rowth/development in selective form. As menticned in Chapter

+ Such programmes tend to apply some of the organizational
principles used in campaigas, but are marked more by being a
provision of access to those who wvant it than by a oconsistent
use of =obilizatica methods. Probably the majority of state
Literacy programmes today fall usder chis description. In
nola’s terms (1983, p. 207), such a program=e is “politically
cool"(even if in some cases it is called a campaign). Examples
of such programmes are to be found in Bangladesh, Botswana,
Brasil, Cape Verde, India. Kenya, Mexico and Zimbabwe, azong
others. The ggj:g;g;g* Nt forvard by the state for such
prograames are fairly diverse, Iincorporating statesents of
huzan rights, political philosophy ocultural policy and
eQONOR/LC strateqgy. The literacy access provided is often quite
extensive, and one of the aims s uvsually the eradication of
illiteracy.

The states involved fall principally into two groups. In a
fev cases. the government involved has & tenuous grip upon
power and a lov capacity to mobilize, hut opens up liveracy
programmes as one way of making its presence felt and of
promoting its legitisacy. In the remaining cases, the ooun-
tries involved fall into the “middle income™ category and have
& fairly large mining/ isdustrial sector, oOr at least an
economy where Llliteracy is not seen as representing an irme-
diate major ohstacle to growth - illiteracy being comcentrated
azong the peasantry and the unesployed. The economy A4is such
that individuoals in fairly large numbers have a certain moti-
vatica for literacy learning, such as hopes of employment or
Promotion, oOr a motivation provided by the general level of
literacy in the society. Migration to the cities is wusually
extensive, and the need to write letters makes itself fele,

In launching such programmes, the government makes publie
State=ments of asupport, and sometimes wide advertising
campaigns are launched (e.g. MOBRAL in Brazil)., but im reality
BOsSt responsibility for mobilization rests on the initiative
and dedication of local literacy officials and there is litele
sccial pressure operating. This often results in & high
initial enrollment, followed hy a very large drop-out. It has
heen noticed that where local figures of authority lend their
spproval and welight, becter mobilization and lower drop-out
have heen achieved (Lind 19852, T. Coles, comment on drafe).

Varicus levels of organizaticesal astructure are created,
usually in the fors o! a depart=ent in the Miniscry of Edg-
Cation, corresponding provincial departments. and trained and
pald officials ot local level with organizational and pedag-
e3ical functions. In particular sectors where illiteracy \is
felt w0 bBe a special problem (aines, plantations ...), scme
kind of special “Punctional” prograzme is often set wp in
parallel with the =ore general programme. often oo the init~
lative of the sector management. Furthermore, the governsent
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often “cedes”™ part of the programsme to local RNG0s, which may
come =0 play a large part overall. In some cases, various
ministries and NGOs have been given responsibilicy for diffe-
rent “hits® of the programme, which seems from experience to
be a perilous opticn, resulting, without good coordimatiom, in
conflicting objectives and dispersion of effort and rescurces.
Where one miniatry or orgen is in charge of coordinating and
directing the whole programme, the cootribution of NGOa and of
other ministries in its execution can allow for good use of
all the rescurces avalilable,

Teacher mohilizactica takes place in & variety of forms,
often relying on W4Us for a part of the teaching corpa. Where
such programmes continue over a leagthy period, it Dbecomes
hard co find volunteers and the state often ends up paying
salaries, even Aif very low ones. However, almost aeverywhere
initial ceacher training remains short (1 to 2 weeks), and
An=“service ttofnan provided by local officials renmaine
important,

Such programmes, in a similay way to & "declining™ campaign
series, often end up with a large bureaucracy, an indefinition
of aimas, a high financial cutlay, and not very satiafactory
resvlts. It may De noted that the attempt 10 reduce costs or
increase coverage hy putting a large part of the teaching load
on primary school teachers. as was once atterpted in  Xenya
and Tanzania. has the disadvantage of launching traditional
primary school methods into adult classes and causing further
dreprout  (Phola 1903, p. 120). Ofeen NJOs are most successful
in finding and tralining teachers to use dynamic adult=centred
sethods in literacy. In many societies, a further caveat haas
surfaced in relation to heachers: {f youths are recruited as
teachers, adults are put off. This probleas can be surpassed
under conditions of general sehilization or high wmsotivation,
Pyt it assumes importance in the “coolez” progranme.

These literacy programmes make use of a4 Jgeseral currigulum
oriented arousd subjects of interest to adulis which the state

feels comfortable with: health care. agriculture, conservation
recreation, arithmecic ... [(though vhere NGOs are involved,
they may well use the cpportunity SO put over scae Oof their
own interests). Often the mixture of objectives dravn up for
the programme, the wish to maxinize use Of the coat Outlays,
and the desire %0 =ake the curriculum interesting and wuseful
to adults, result in an "over-packing® of contents - 00 many
9cals are expected to be reached by one Literacy course. Thias
can hecome especially aggravated vhere the programse uses the
classes as a launching pad for paraliel income~generating pro-
Jocts. as is the case in some countries. While in India (see
8.2 abovel, such a project proved essential to getting women
L0 participate in one case, in others the parallel “practical”
project becomes the =ain activicy, and literacy learning
suffers accordingly. This is not to underplay tne general
importance of practical projects vith an educational conatent,
but only =0 question whether Literacy tfainsing is the best
way to set them up. The results o an experimental project
carried out in the Andre Pradesh state of Indis in 1972 are
instructive in this regard. The project, Non~formal Educatica
for Rural women, contained literacy and mosher/ child care
instruction. Three principal different designs were tested:
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Crowp 1vr a ctraining programme wvith esphasis on reading,
writing, and arithsetic, with the content derived

from child health care issues;

Grogp 21 a ctraining programse concentrating om practical
desonatrations and information on mother and child
health issues:

Oroup 3: a combination of literacy classes and mother/child
care demonstrations and instructiom.

"The results vere that Group 2 ahowed the greatest
progress in the acquisition of kmowledge and practices
regarding mother/child care: Group ) reached
a stage of literacy sufficient to maintain the skills,
and Group J did not gain as much mother/child care as

dia 2 nor as much literacy as 444 Growp 1.°
(ICAE, 1979, p. 42).
An ismportant as t of the of cthe programse i
that its liaOUAQ:Tc methods !ggisgggntcots are some of the

principal means for maintaining student motivation, and hence
attendance. Thus often more effort is put into methodology and
curriculum design than is the case in campaign situations. A
nasber of complications arise from this, some of tham noted
above. The quality of teaching becomes an importamt factor. In
malti-lingual sitvaticons, wvhere often there is a certain
indefinition of language policy by the state, Sechnical, poli-
tical, and motivational factors cam conflict in the choice of
language. For example, it may see= hest for technical and
sotivational reasons (fast learmer progress) to use lccal
languages, vhile for political and motivational reasons
(access o employment, political participation, higher grades
of the school system, etc.) it seems Dest to use the official
language of a “lingua franca®™. In the face of asuch problens,
it would seem 10 Dbe especially important to plan the whole
educational project well in advance, notably as regards wvhat
is to bappen r literacy, which should aid the definition
of what language contents should be incorporated in Doty
the literacy and post-literacy composents, as well as provice
potential learners with a perspective oa the matter. Amcaq
issues to0 he considered are, how and vhen to transit from the
mother tongue =0 the official language, wvhether levels of
adult education are to be considered equivalent to the school
systen’'s grades (amd which), and vhether and how testing
should be done. In practice, unfortumately, the low prioricy
©f literacy and the relatively passive role of the state bhave
resulted in programmes being launched without any prior decli-
sion and/or action on what should be dome when the literacy
students finish the prescribed texthook (Botswana and Timbabwe
provide examples). Surely the lack of such planning acts =0
reduce individual motivation in a situation where this faceor
A8 =Ost crucial.

References for gggt i:g;;gg
e MOst concentra scurces of information are to be found

in Onhola (1983), ICAE (1979), Carron and Bordia (1985). Other
sources are Department of Non-formal Education -~ Botswana
(1982), Lind et al. (1988), rordha=m (1985), Dave et al.(1983).
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9.7 Selective Small-sgale Programmes

In many instances around =the world, literacy activities
Fepresent a <Continuous on~gos project on a fairly smsall
scale. These, by the objectives of their promotion or by the
nature of their promoters, are selective in one way or
another. Although they do not make large~scale inrcads against
Llliveracy, they have many of their own characteristics and
Can serve particular purposes not readily attainable by larger
activities. We have already referred o those undertaken
within the BdLP and the conscientization approsches. which
were selective by thelr experimental or community~based
character. In general, we may subdivide small-scale programmes
into two corresponding main types:

“ more or lesas decentralized state~promoted activities,
within particular areas or units selected for “development”
or for pilot projects; these may involve orf origimate from
ministries or imstitutions (private or state-sponsored)
other than the Ministry of Educacion !

= N0 or community-promoted activities (including coopera-
tives. trade unioas, churches, women s organizations, etc.)
This kind of B0 literacy project represents & great diver-
sity of approaches, from traditional chureh Lavolvement to
Popular education within liberation movesmenss: Dut they are
all limited in scale and selective according to the target
group defined by each organization.

The results of the first type seem o depend on similar
factors to the large-scale programme - exercise of sobiliza-
tional pressure within a facilitating organizational frasework
by the authority responsible, within the perspective for the
learners that they will hemefit from attending the classes. In
this context, the provision of a programme organized im steps,
which offers some form of organized post~litezacy, is probably
an important factor. Benefits oo offer have often been charace
terized by their msore "=acerial”® nature: hetter family produce
tion, higher wages, promotion. However, some literacy activi-
ties wvithin development projects have beea planned in such »
way that they are strongly hoosted by the avenues which they
open O increased collective self-managenent and participaticn
in decisica~making (Savaria. 1979). One should note that the
mere use of adninistrative pressuces and of putative material
benefits can easily put off zhe illiterstes, and that real
changes and real participation remain important factors.

The NCO/ccamunity position in relation to mobilizing and
organizing literacy sctudents i rather different. Although
projects organited by the church, for example, may well seen
to have cthe =oral authority of the church at their back, one
=ust look t0 other factors tham “asuthority”™ o explain the
sudcenses reiched: indeed the presence of authoritarianiss may
well explain some project failures. It seems that we must look
Lo the factors of “the culture of participation®™ and often
“"the culture of resistance” as being most explasatory. Commu~
nity and other NGO operate as =ediuns for collective partis
cipation, Jdecision-mexing. and action. In some cases, group
solidarity and efforet might arise from comeon mesbership in an
organizatica like a church or a Slub, even though the literacy
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gEr se does not take place agaimst a background of soclal

nge or isproved material conditions. In other cases, orou{
interest is aroused by the combinatica of literacy with usefu
inputs, such as knowledge of health care or participation in
income-generating activities (thowgh bhere, the prodble= of
finding time for learning literacy often raises its headl).
In both instances. the promotion and organization of an orga«
nized self~directing collectivity plays a strong part.

But in many iastamces, most importast is the collective's
engagement in an organized (even covert) resistance to oppres~
sion. Most developed in this sense is the whole “popular
education” movesent, especially in Latin America, but elesments
are to dbe found even in more traditional literacy groups. as
the mere fact of poor people organizing themselves to learn
scmething that society in a sense witheld froa them, is an act
of defiance and affirmation. That there is “space”™ for such
“challenges™ organized by NGOs is not axiomatic: it depends on
the given historical moment in each society.

In general, ssall-scale or selective literacy program=es
and projects have the potential to be intensive, in that exis-
ting rescurces can be mOre concentrated, at the same time as
the project organizers can be close to the project area (in
coatrast to large-scale activities led by central government
agencies). This permits more flexibility, less hareaucracy and
more capacity to respond adequately and ia time to the prob-
lems and rneeds of the process. Gives that such a project is
integrated into a context that promotes motivation (organiza~-
tion, social change., mobilization., social mobility etws.) it is
then also potentially possible =0 achieve better quality in
the pedagogical process and the organizatica, and consequently
hetter results. The contents of teaching materials and classes
can be more directly linked to local realities and precccupa~
cions.,

The teachers can =ore easily be provided with advice and
in-service training, and the learmers’ needs can more easily
be detected and met:! they can for exasple be divided inwo
groups according to their learning progress, the advantage of
which has been indicated by many literacy practitioners.

These advantages of small-scale projects are ential and
not  an auvtomatic consequence of limited scale. social
coatext and the human and material rescurces for the project
remain determinmant.

Small scale programmes,even fun over a long time, ohvicusly
4o not create any significant reduction of matiomal illiteracy
rates, except as pilot projects. vhere the experience is later
PUt tO use On a vider plame. Pilot projects are useful to test
varieties of strategies las vas for example dome in Tanzania)
and contents.
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10. POST-LITERACY

So~called “post-literacy” is a potentially encraous field
of activities which could include moat of a soclety’s educa~-
tional resources. In this chapter, we will deal with post-
literacy in a slightly more restricted sense, that is, the
immediate follow=up to wvhat & state or organization defines as
its literacy proegramme (which may, of ocourse. also cover
pecple whe have become literate through other channels. such
as a few years of primary schooling).

As we have ncted above, some kind of clear future access to
& post=literacy follow=up is probably in itself a major motiv-
ational factor for dringing Lflliterate adulss into literacy
classes. At the same time, follow-~up is enormously important
for comsolidating and extending literacy skills and for
preventing relapse into illiteracy. Unfortunately, this latter
aspect of the follow-up programme is often neglected: the
organizers prepare the follow-up on the assumption that
“literate” adults will join, and use it to move directly from
"having learnt to read” w0 "reading to learn®. In reality, the
adults who enter such programmes asre often marginally literate
both because the literacy programme did not provide more than
the rudiments of literacy in the first place, and dhecause
relapse has taken place in the interval betweea the adult
leaving literacy and %o4ining up again in “poste=literacy™. It
can safely he said that the main concers of a “post-literscy”
programre should be to he & “better~iiteracy” programsel

For the purposes of this sketch of poat-literacy, we can
coaveniently divide the kinds of programse available into
four: traditionally, the labels have been “formal, nonformal,
informal®, but it is probably better to subdivide the category
"mon-formal™ inte “structured” and “semi-structured”™ prog-
rammes. This is becavuse there also exist, of course, a nurber
of unatructured (informal) resources 1lyinyg arcund in =any
societies which canm bPe of use to the nev literates for
retaining their skills, bus we are interested in dJdifferent
forms of specifically provided resources.

T™he “formal” post-literacy follow-up is easy 0 descride -
it implies a near-direct entry Aintdo higher grades of the
scheol aystea, through evening classes or cthrough other
specially arranged taught classes using (light adaptations of)
primary school curricula. Such programmes have the advantages
of coaferring directly equivalent certificates which jive
“credentialized” access 0 labour market opportunities, of the
organizers being anble to use (slightly adapted) normal Seacher
training programmes and (briefly retrained) professionmal
teachers. and of requiring little extra effors for text-book
preparation and curriculus develop=ent. Where it i3 difficuitc
L0 organize anythisg else, this strategy is ohviously prefer~
ahle 0 no follow~up at all. Hawvever, the dJdisadvantages &ge
aiso apparent: wnless such a programze is conducted in an
eavironment of geseral soclial pressure for edoecation, adultas
on bhecoming hored and humiliated are very likely o drop ost.
Purthermore, especially £f the job-market is tight, potential
participants may regard the atruggle =0 get a certificate a»
valueless and never J04n at all: most primary school curricula
are notorious for not heing especially “relevamt™ to rural/

78



adult/ most people’s needs at all. They are alse anized
arcund child psychology, interests, and learaing rates (Dumont
1979). A special problem also ralses its head in multilingual
societios =~ often the school system bravely strikes out as
once in the official language, such as in Ethicpia, and it
almost certainly goes over to the official language fairly
rapidly: at the same time, lttorne{ wvas oconducted in the
learner’s mother tongue: 80 “post~literacy” becomes first an
gg;*; literacy component in a second language (the official
onae] before adults can be brought into the “main-stream™ of
sohooling.

The non-formal “structured” t-literacy alternative
covers a much wider range of possible activities: however, its
distinguishing feature is that it consists in some kind of
actively organized teaching programme specifically for adult
new=-literates.it is only sensible to suppose that “structured”
post-literacy would follow om directly from its forebear, the
literacy progra=mme, in aims, sethods, approach, and conteats.

Where literacy has been used as a force for political
change (in some Xkind of campaign form), various options are
open. One often used, of course, is direct entry to the formal
(but now “politicized”™) school system, as im Cuba, Vietnas,
etc., wvhere slightly adapted school curricula were used.
Another is to conatinue a general “politicized™ education with
& curriculum specially structured for adults, as in Nicaragua,
Mozambique, eta. A third is to create a more economically or
“"Funceionally® oriented programme, as is Dbeing tried in
Ethiopis, in effect using initially-learned reading skills to
learn about directiy-applicable life skills like agricultural
techniques, child~care, health, etc. In general, the mobiliza-
tion applied for literacy is “carried over®™ to maintain
attendance in post-literacy. Scme countries have also set up »
selective option, i.e. creating special boarding ceatres for
community-selected adules, offering adult post-literacy
courses in specific political amd/or “Functional™ akills
and/or Am turther gemeral education (Ethiopia, Tanzania and
Mozambique all offer exasples).

In the specific Tanzanian case, where the political cam~
paign atyle wvas wedded to & work-oriented literacy content, it
“as logical to opt for a similar kind of =ass “functional
post-literacy”™ follow-up. In general, a work-oriented follow~
Up is clearly indicated as the major form of followwup to work
“oriented literacy. It ahould be added, Mowever., that such
"Functicnal™ follow=up strategies represent coe of the moat
difficule options. The tasks of researching, writing. prin-
ting, distridbuting, and of finding and training teachers to
teach, the vast number of different materials to be “relevant”
bDoth to each particular situation to the literacy~-
content (and lasguage) tavght before, i3 a daunting and very
expensive one. Dumcnt (1979) notes as just an inicial problea
to bhe faced, that a succesaful transition t0 a large=scale
post-literacy programme should involve tripling snaticsal paper
consumption wvithin five years. If a more general programse is
printed and the teacher is given the task of making the
“"relevant”® application to local realities, this implies in its
turn the use of highly qualified and trained teachers.
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Both “"formal®™ and “structured non-formal® approaches o
providing poat=literacy have =0 take into account also the
attraction such programmes have for all the other =uitiple
semi-licerates and even thoroughly-literates in the soclety,
who have often been pushed out of the (rather irrelevant)
school system along the way and ses the new proqranme A5 &
wvelcome “"seccnd chance”™ to move ahead again. or to learn more
useful skills. Especially the “struectured”™ approach has 0
tace careful mote of the problem of eguivalences to the formal
school system. If the programme, though quite different to the
school curricvlus, offers an egquivalent certificate allowing
secondary school access (e.9.to evening classes], wage rises,
etc., this may powerfully motivate literates 0 J0in =
especially youths “pushed out”™ of school. Then an adult-
oriented programme may find itself dealing with a youthful
avdience impatient for entrance imto secondary school and
mostly interested in academic oredits. Om the other hand. lack
of equivalence may dissuade some nev literates froa Jjoliaing,
and anyvay 4t is hardly seasible o leave out the youthful
seni~literates of the society! In the case of Tanzania,
furthermore, vhich deliberately created special “aduler” levels
for adult education without equivalence to school grades, it
has been foumd that mamy “adult® places, at least in the resi-
dential post-literacy Folk Development Colleges, are atill
occupied by hopeful youshs looking for some vay forward so
secondary education,

The third form of post-literacy. the “semi-structured non-
formal”, represents an organized project for putting learaing
materials into the hands of adults, without a direct teaching
component. 1t is “sesmi-structured”™ in that it is atill a
projecs requiring research, planning, preparation, distribu-
tion, mounting of infrastructures, iavestment and so on. High
on the iist are efforts to “create a literate eavironment”
through making available reading/learning material at an
acceonsible level for new literates: news-sheets., PROTOStOries,
vall nevspapers, posters, magazines. nevspapers, booklets and
books, rural libraries, reading rooms. and so on. Tanzania has
a useful experience which has been transferred widely, of
organizing voluntary “vriters' wvorkshops® to produce such
material. Scme efforts have also heenm put Ainto reaching people
by correspondence and distance oocurses, radio and television.

It is fairly clear that this third for= of post~-literacy 1s
an indispensible complement to either the “formal™ or “struc-
tured” provision of follow-up. While It seems in general =O De
sasier to =ohilize nev literates for post-literacy than allis~
erates for literacy, vithout COASLANt ATCEsSs 5O interesting/
useful (but ever-present) reading material and vriting oppor-
tunities, the teaching of post-literacy is docmed to be a
rearguard action in a war, a =isused rescurce, and a process
reaching people with inadequate support and motivation for
attendance from thelir immediate eavironment. At Lhe same tise,
the mere provision of “semi-structured” follow-up 1is not
enough to subatitute a teaching programme. nNOT enough to
motivate students fully for one that is previded. For post-
literacy o develop the potential provided by literacy in any
adequate way, the use of asocial pressures and =obilization
sechniques is still very necessary.
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Among recent post=literacy experiences, those in Ethiopia
are interesting 4in that all three forms of post-literacy are
being implemented at the same time: “formal”™ (transition from
literacy to formal aschooling); “structured®™ (specifically
adult post-literacy classes with more thas seven million
learners enrolled, as well as selective courses inm boarding
centres); and “senj-structured” (im this case, aotttnr up
Reading Rooms with accessible reading material for new liter-
ates): this has not meant, however, that there are no problens
in creating a literacy sustaining eavironment in rural areas,
and drop-out has been quite common .

Apart from the state’s background objectives for setting up
post=iiteracy, wvhich mnormsally represent an extension or
logical Dbroadeaing of the objectives underlying the lLiteracy

rogramne itself, Bordias has identified four programme-
aternal objectives for post-literacy im general:

“Remediation: ...to remedy the deficiency of prisary
education and adult literacy programses.

Continuation: ...retention, reinforcemeant and stabiliza~
tion of literacy skills. as well as their
upgrading, and improvement of functional
skills eve must continue to receive
central focus.

Application: ...the applicatiocn of literacy and funcui-
onal axills to living and working situa-
tica ... (s0) people Degin to parsicipate
An the development process.

Communitization: ...the process of positive socializa~

cion and use of communication skilis for
individual and group assertion ... the
means Dy wvhich an individual acquires a
new identity ... (= k) group action
for the improvement of the eaviroament,
vitalization of community forums or popu~
lar organizations for securing social Jus~
tice, " (in Carron & Bordia (i19035), p.18¢)

While bearing in aind these obzocttvcs. At is isportant to
note that the last s =0t likely =0 be a state objective
unless it fits into the state’'s own goals: “it can never Dbe
said often enough that literacy teaching and post-literacy
work are poiscless unless acc nied by ecomomic and social
change® (Dumont 1979, p. 154). One of the most high=-lighted
post-literacy objectives (Dumont 1979; Clement 1982; Carron &
Bordia (1983)), is w0 make it possible for new literates to
participate fully in political, economic, socio~cultural and
technical processes, 50 as to better control and improve their
own lives. (This is of course an acceptance that literagy per
se does not achieve this ...). Certain successes in this
regazd have heen reported fram Unesco-supported PFunctional
projects in Mali, where nev-literates have de facto taken over
certain new responsibilities, implying greater self-reliance
(Clement 1982). Certainly education can serve to belp the
attaloment of such goals, even in the face of state oppo=
sition, but Lt is perhaps still idealistic to imagine that
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poat=literacy will generally be set up with such objectives,
or will necessarily go far towards achieving them, unless they
are a part of already oecorgsaq social and economic chamge.

It 13 alis0 necessary not w0 regard post-literacy as the
“real™ chance o teach everything possible. As In a literacy
program=e, the “over-stacking® of post-literacy curricula is
just as liable to produce confusion, a sense of defeat, and an
inadequate coverage of everything im them, preventing the
reaching of any of the chjectives proposed.

In strategic terms, given the importance of post-literacy
in mobilizing for literacy and in validating literacy efforeas
in general, it has been suggested (Laubach 1947, Dumont 1979,
Carron~Bordia 1%85) that a sensible way of tackling the whole
problen of literacy and post-literacy £s to introduce both
structured and semai-structured poot-litorocr apportunities
before even starting the literacy project itself. While this

s not useful Ain the case vhere a "one-off” literacy campaign
is 10 he held (though of course preparation sust Dde done
before evem in this case), in all the other cases it seens a
good idea. though no ola-glos sprirg to mind! <Cersainly, the
operation of the school system in most developing countries
has already created a substantial clientele of fairly-literate
:ad seai-literate people to make Iimsadiate use of asuch
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11, CONCLUSIONS AND REFLECTIONS ON EXISTING EXPERIENCE
11.1 Facrors in adult literacy success

In this chapter ve vill try to synthesize the =mcat Iimportant
factors necessary for achieving positive results in adule
Liter programmes. Most of those factors refer to the level
of policy and sccio-economic conditions., and not specific
technical designs of a programse. This arises from a consider~
ation of under what circumstances the poor and underprivileged
fllicerate population might or nmight not respond to the
pressures for, or feel the need of literacy. If there are no
concomitant perspectives of improved political, social or
econonmic conditions for the population, even with literacy
skills, vhy should the illiterates then use their =time for
literacy classes?

The Declaration of Persepolis stated:

"Successes wvere achieved when literacy was linked
to man’s fundamental requirements, ranging from his
izmediate vital needs to effective participation in
social change.” (Bataille, 1976, p. 273).

Ne have argued throughout this paper that this factor
underiies success in achlieving ard retaining literacy. what-
ever type of programme oOr activity is involved. However,
namerous other faceors influence the relative success of a
literacy activity, depending on its objectives, scale and form
of isplesentation, and who organizes it. The following table
shovs one way of classifying tho-different combimations of
activity and the respective actors:

PRIMARY OBJECTIVES: Political General Econcalic
STRATEGY
Single campaign State T s
Sampaign series “Ttate - [Stacel*
farge progra=se -— State State

. NGO
TRall prograsae/ O 57) o 7 state /
project State gconcnic
unis

* Only the (partial) example of Tanzanis.

As summarized ia the above diagram, there have essentially
heen three “accelerated”™ strategies vhich have moved towards
the sventual eradicaticn. or significant reducticn, of 1illig-
eracy at the natiomal level: the single campaign, of shore
duratica: the rather longer caspaign series: and the large~~
scale programse. of fairly undefined (but lomger) duration.
Prom the specific poiat of view of large-scale literac
results, the following factors have hees identified for
relative success:
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Today. it is virtvally axiomatic that the state has to be
the prise mover in promoting and Organizing suc teracy

activities. in the past, when the church constituted a

stronqg moral and temporal "para-statal” authority, it was
able to mobilize similar results. In some countries. it is
nov probable cthat Islam would be able to dynamize adulct
literacy on the same ternms, o3 it has 0 & considerable
deares done in Koramic schools for childrea,

On the hasis of this “axion” numercus writers have recently

put the emphasis on “Natiomal gg;giissng‘ or 'g%litiool
;“i' (hataille 1976; ICAE : : 8ho .

! Fordham 198%: Carroe and Bordia 1985; Torres 1983),
This factor does not refer to mere policy declarations on
combatting illiteracy, but mainly t0 the integration of
literacy activities into active socio-economic change (as
part of a general progreamme for political change, or of the
national development plan), and odhwvicusly alse 0 the
allocation of aufficient energy and human and financial
resources to the literacy endeavour.

“The success or the fallure of a literacy activity
does not ultimately derive from econoaic or techaical
issues, but rather from the existence or not of a
fira political will with capacity =0 organize and
mobilize the people around a literacy project.”
(Torres 1985, p. M) .

"It Lis mecessary that the various actors within
& sO0ciety come together to develop a national
consensus for the eradication of literacy and that
they forge this... into the nation's political will.”
(Beola, 1982, p. 240).

“Croup pressure reinforced by communicy
encouragenent induces learners to succeed.”
(Noor, 1982, p. 180),

1t derives from this that the state itself must Doth
thoroughly assume the project and kRave the pover cnq
legitimacy to mobilize and maintain the slliteraces

involvement in it. This is not Lo say thas NGOs and mass
organizations <o not have a very significant potential role
o play: but ia the absence Of supportive atate engagement,
their role will be severely limited.

As part of the ahove “national coemitsent™, many writers
have set aside the followving factors)

- P Llar sobLllization asnd reici 1al alit

A a 3 ts lBataslle [ ;3 dhola :
Torres §5551. ;hsl factor vefera %o the general policy of

a government and w0 the specific literacy policy adopred.
Strong initial individual motivatica for literacy is ot
enough to maintaln regular attendance and achievenent.
Continuous activities aiming at mohilizasion of the
participants are required. The moat essential is to
create an atmosphere of literacy Peing a true priorivy.



"If literacy programmes are imposed on le
and are not related to total development and/or
iocal conditioms., they have iittle chance of
improving people’s lives; they should encourage
the skills of participation and self-managesent
cos™ (Im. " . P l:)

*Popular literacy =ust not be seen as a welfare
service or as a coascession. It must instead be
vieved as a people’s right and consequently as
an obligation by the proqzolntvo sectors and the
revolutionary sovement.” (Torres 1985, p. 100)

: - t:porlcncoo
-hov that it is dlllteult zo ochtovn economic objectives
directly through literacy activities: the link exists,
hut without other economic and political changes literacy
does not in itself create development, nor does it
sohilize adults for literacy.

“.vs the content of learning materials should be
culturally oriented and... relevant to adult percep~
tions... topics desigred to be o0 specific to
functional work needs may alienate...™ (Noor, 1982,
p. 179).

d) Other more structural fa

and

® =anageria P
oriented factors, have been found to be <crucial for the
success or fallure of large~scale literacy activities. such
AR

cthe state, socio-

£ available resow
organizaticas

s i esco i Bhola his Smplies Lho
involvement not only of educatiocsal ooercoo for literacy
but alsc of a hroad range of support from other sedtors
of the socliety, including volunteers., =ass media, health
and agriculture services, etc.

- Central coordination of wvaricus ministries, institu-
tions, tra unicas, organizatioas, etc. (ICAE 1979;
Shola 1983). This coordination Ais needed in order o
ensure a wmultisectoral involvement and Joint acticas in
favour of literacy and post=literacy. A single central
coordinating body is needed but local responsidility and
flexidbility must also be ensured. The organization m=must
correspond to the literacy objectives and have the
capacity to sustain a high level of sobilization,

Bhola 1982; rosdhanm 1’353 Cavroo and Bordia 1985%; Ryan
1985). without follow-up., either through continuing moa--
formal education or through links to formal educatios,
retention of literacy is not possible. Other opportunities
for applying recently acquired literacy skills must also
be greated in order to avoid relapse into iLlliteracy. As
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Fordhan {ed., 198%5) concludes:

"literacy must be integrated with vocational
training and/or 7caorol educaticn and/or poli-
tical action and/or productive self-reliance
wvork projects” (p. 23)

Ryan (1985) comsents:

“The solutionm to the problem of post~literacy
is the development of a literate and literacy~
sustaining society. This is not a narrow tech-
nical task: it involves a profound cultural
change in the inforsation needs people have and
the masner in which they seek to satisfy them.”

{p. 3108).
An rtant finding is that it is essential o plan and
introduce organi post=literacy bafore or at least at

the same time as the actual literacy activitiesa. This then
heccmes & strony motivatiooal and mchilizing factor for
literacy as well as a literacy-sustaining factor.

Access to formal education for literacy and post-literacy
graduates is important as one of many ways of providing
follow-up. However, this has isplicaticas for the choice of
the language of instruction in literacy and post-literacy.
Transfer from a local =0 the official language is often
required in multilingual countries.

e) In alliance with these factors. an evident parallel atep
needs Lo De taken On atate initiative:

= coabinin universalization of

: : ; '2'§aa'égﬁff'1§!=?hgi'outoIZc of

: Carron and Uordia

1985: myan 1985). This strategy has been fully adopted
by Usesco in its cursent Mediu=~Term Plan 1984-1949,

which stresses thact both the extension and renovation of

primary educatica and genewed efforts for out-of--

school 1literacy work have to bhe ardently pursued if
illiteracy in developing societies is to he eradicated.

We have noted that both the “campalign series”™ and the “large~
scale programme” approaches have some Jdifficulties in living
Jp tOo these factors., the latter rather more than the former.
The prograzme in itself is usually ssructured within an evolu-
tionary perspective of social change and shus it is bhard to
wobilize for it and even harder to malintals the necessary
sotivation and mobilization over a long time. This represents
the danger of large-scale investmpent with little return. The
Canmpaign series useally takes place in 8 situation where the
pace of social change is in itself mobhilizing, but again, over
time DOth state and individual interest and motivation can
drop off. This strategy requires well-trained full-time staff
at the dase and much dedication, due to the long duration that
the consecutive stages imply. This also »eans that the wolen-
teer teachers need permanent support and moral and material
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imcentivation. Most imporecant of all is the creation of
responsible local organs with political authority S0 keep
things under way: the careful selection of targets and success
in reaching them also help to keep up an awareness of progress
and achievement.

Since the possibilities for Iimplementing “one-off” cam-
paigns for the eradicatioce of illiteracy are limited wo very
special conditions (see 9.5.2) that very seldom exist, the
series approach presents an altersative campaign strategy in a
situation of scarce rescurces, notably of qualified people.

In the many cases where the overall comditions of a country
or a region are not conducive to the launching of campaigns,
it is hardly recosmendable or sensible simply to lay down all
activity and give up. Ascagst all the findings discussed
above, examples are shown of reasonably successful “"cooler™
programmes, and many of the prescriptions for successful work
are egqually applicable to such programses. As Bhola (Inter-
national Reviev of Education, 1904) demands:

“1f ... politics & not permit a =ass-scale nmaticaal
literacy campaign or programme, what should the
policy~makera do? Th-! should 4o the second-best
poasible ... " (p. 261)

From cur perspective, we see it as being " isportant ia
al=cst all cases. and especially "second<best” ones, that the
activities prepared be preceded by small pilot projects which
do some kind of organizaticnal and pedagogical feasibhbilicy
testing. As T, Coles succintly put it in his comments o©n the
draft of this paper:

“"+vs the approach has to be tailored to the particular
political, social and cultural conditions prevaliling
in each country. It will only vork vhere this is done.”

£) Qeher key issues

Our conclusions above focus mainly on non-technical factors
because of our coaviction that adult literacy is rather a
political than a technical issue. Nevertheless, techaical
“inputs” such as methodology, coatent, material, or finamcing
are not negligible factors for the asuccess of literacy
efforts. Our own experience in the field has pointed up the
shorwconings caused by deficiencies in these aspects. We know
that it is crucial that there are encugh primers and =anuals
and that they are distributed to the right place in time: that
the methods of teacher training have to be adegquate; that the
financing of cteacher =raining, teaching material, transport
and 30 on, mgst be encugh to cover the needs; that funda can
he raised by local efforts but that usually this is not suffi-
cient. However, it is not the superabundance of auch resources
and the perfect elaboration of methods and primers that ny
themselves detersine good results in guality or ia quantity.

However, in the context of a favourable sittuation of high
wotivation and good mohilization, there are still a number of
isportant issues to he taken carefully into consideration for
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the success of the literacy endeavour, among thes:

Choice of lasguage

It ia chvious that the existence of a videly shared language
has Ddeen a -favourable factor in most countries that have
carried out successful literacy campaigns/programmes. but it
is not a8 sufficient ccndition, nor ia its abasence fotal.
Ethiopia has shown that mass literacy Ais possible in sany
languages in a highly multilisgual country.

The choice of language for literacy teaching derives partly
from naticnmsl lamguage policy and from the objectives of the
Process. Nonetheless, literacy conducted inm & second language
is difficult and time consuming, and can lead to demobiliza~-
tion if there is no strong motivation amcng the participants
to learn this language. It is obvious that the more distant
this language is from the mother songue and the less spread it
is, the more difficult it will be to teach and learn in it.
The coaclusions of a study made 1in Ethiopia hefore the
revolution are also interesting in this respect:

“Teat resvits indicate that learaing to read in a

n uage is mot the decisive handicap which
a 91;)’ ve been expected.”(530stria & 5j0strom 1982,
’. -

Howvever, whatever language is chosen, and considering that the

mother tongue is hest a priori for learning, it 1is hardly
funceional two rweach literacy in this language if there is no
written =aterial in it or if there i3 no organized programe
for teaching the transition fro=m the mother tongue %O asother
larguage widely used for reading and vriting.

Mobilization and sSuppore at xgch leve:

A favourable astitude and active support on the part of local
figures of suthority. such as districe adnimiscrators, chiefs.
literacy or education officeszs, have been shown tO exercise a
poverful mobilizing influence,to the extent that their absence
San harm even a high~intensity campsaign accompanied by general
mohilization, while their preseance can compensate for the
rather "cool”™ atmospnere surrounding a lov-priority proyraese.

“In Botswana it was moticeable that where a Districe

SFE officer was truly committed O the programnse.
classes were vell attended and there was sustained
enthusiasm=. Where the dedication was lacking., the
programee sufferad. (T. Colea, comments oa drafe]l.

uohxltztgg and training of teachers

Nithout an atmocphere of prioricy oOr a campaiga, it s
difficuit to maintain the mobilizaticn of non-paid voluntary
literacy teachers. Not even the paying of an allowance guaran-
tees SONSTANt participation, unmless i1t is an “acceprtably”™ high
amount. Once allowances have been paild. it is extresely JiffL-
Cult to rewurn Lo a non-paid volumteer achese.
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If it is decided w0 pay the literacy teachers effectively.
then it Ais vorthwhile investing in the costs of a longer and
more solid imitial training., Otherwise it is Detter to choose
a shore and mobilizing training. In both cases, but especially
the latter., it is necessary to moumt a network of pedagogical
and organizatiomal support services and in-service training.

In order to sustain such & network and make it worth the
financing, At has been found to be crucial to provide profes~
sional training in adult education and literacy for the key
perscanel, such as teacher trainers and field organizers. This
need makes itself fele cofoctully in the context of large~
scale activities vwhich will continue over a fairly losg time.
The Adult Educatiom Institute in Tanzania, which played a very
important role at all levels of that country’'s campaigns,
gives a qgood example of how such training can be provided.

Contents and methods of literagy trainmipg

Several studies show that “"the need felt by & learner for
literacy 4is wmore important than the curriculum’s content™
(Scor 1982, p. 179). As long as the content is not infantile
or unlinked to0 kmown reality, it seems that the focus of the
theme(s) does not determine the results. Coatents that com=
centrate on teaching literacy but which cover multiple aspects
of interest for the adult learmers are preferable to contents
on solely production techniques or solely political-ideclog-
ical questions. A probles common to many literacy programmes
is a %00 heavy curriculum, both as regards its wvide range of
topics and themes and as regards its techaical complexity =~
often far beyond what it is possible to achieve in one
literacy course for beglaners.

The planned teaching method may vary oonsliderably, At seems,
ds long as the adoult learners are treated with respect and
patience, without an infantile and patronizing approacn. It
seems important that the method be vithin the reach of the
teachers, othervise they will relapse even more easily inw
the methods they resesber from their own prisacy ochoo}
experience. Several studies have concluded that the teachers

attitudes to their work, and their rapport vith their com-
sunity, are zore important than their formal gqualifications or
g:g;?ooteol training (Unesco/UNOP 1979; Silscrdm & SiWstrim

Costs and resources

Literacy activities require allocacion of sufficient resources
whose amount muat be calculated not only oo the basis of the
literacy progranme as sudh, Dut also in terms of providing
follow-up and accessibhle reading material for new literates in
sufficient quantity. It is therefor important not to coasider
adult literacy as a cheap and easy road to development.

On the above grounds, it 1is easy w0 see that the reduction of

the “inefficiency™ of the activities needs careful attention,
especially as regards:
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- teacher drop-out

- poor attendance and higa drop-out among the learners

« the setting of to0 high expectations in the literacy obhjec-
tives., resulting in high failure rates and subsequent
dexchilization

- large-scale relapse into 1illiteracy amnd the non-use of
leazraing in practice.

All this is posasible to avolid to & certain extent in a situa-
tion of general mobilization of the soclety for literacy, or
at least of concentrated mobilization ©f teachers and learners
involved {although almost all lomger-term literacy activities
auffer these prodblexs to some degree): also imporzant is a
careful (even pessimistic) elaboration of the curriculum
adapted to a realistic learning pace.

Literacy must be simple, rewarding, and necessary-

The role of national NGOs

The strength of NCOs is their ocommunity identification and
hase. In the case of the existence of government progra=mes,
NGOs can perform a uvseful asupplesmencary and coRplementary
function, by mobilizing their own constituency O participate
as teachers and learnmers, Dy reaching more marginal groups,
and hy perforaing & refining role in suiting the overall prog~
Tazme to the local conditions and meeds. Inm all cases where
collaboration is istended, it i3 isportant toO define the
precise areas and levels of responsibility. %0 avoid waste,
duplicatica of efforts and rescources,and unnecessary bureau-
cratic confilict. Ideal collaboration vould make full use of
the respective strengths and capacities of all parts,

The NGO obwiocusly assumes a completoly different role vhere
nO state programae exists, or vhere the NGO launches literacy
activities which are delinerately alternative or opposed 0
the state and/or its educaticnal programmes. In such cases.
she level of success depends on the NGO's real sooting in its
community and Lts ability %0 avoid repreasica, while 1t will
have to undeftake atco!! all the various atages of organiza-
tion, mobilization. development of curricula and naterials
(where uwsed). training and teaching. Ohviously. in almost all
such cases, the NGO impact will be numerically limited.

“nile the 360 will certainly need funds t0o carry out 1its
activities, Lts stremgth is its responsiveness and flexibilicy
within local coaditions, which may ill accord with the demands
and rules of the donors.



11.2 Reszearch needs

As mentioned in Chapter )., research inte adult literacy 1is
recent, not very frequent, and often not very coordinated.
Research needs are therefore to be found in most areas, often
requiring a mulei-disciplinary approach., In terms of research
methods or approaches, Bernard (1934) poiats ocut:

“There is need for research to be used more creatively,
more often, and with more precise focus. Research
activities can cover all aspects of the literacy
probiem, but none will work effectively if used for
too diffuse & purpose or if the data produced are
inappropriate for answering the question asked."(p.10)

Different research approaches each have specific potentials
that are needed for differeat purposes. Surveys, tracer
studies, isplementaticn analysis, and qualitative as well as
quantitative evaluation studies are all relevant if the frame-
work and design are adapted in a sensitive way to reality.
Participatory and action-oriented research seem 0 be particu~
larly suitable for studying adult literacy. given the role of
organization and mobhilizacion in success. It is essential that
future literacy research comsider the mneed for dJdata to Dbe
disaggregated o reflect gender differences, as problems and
solutions are not the same for men and women in literacy. Up
T90 now, with the exceptica of projects focussed on women,
there has been a tendency 10 ignore the difference.

?ilot projects carefully followed all through offer
important possinilities to combine research with adaptation
and innovation. e ———

He also consider it most important to focus on tensions and
contradiceions that arise in relaticn %0 literacy activities,
in the foras of conflicting aims, objectives and moOtives,
betveen the promoters, financers, policy-makers, teachers and
participants. The political nature of literacy needs to Dhe
taken into accoumt in research, and the struggles arcund the
process must be oonsidered im order to provide a proper
understanding of the problems and successes asnd  their
implications,

Finally,it i3 easential that research oa literacy originate
and be rooted among those directly concerned in the countries
©of the Third ¥orid. On the one hand., this means that it is
important to strengthen research capacities in the developing
countries themselves, and on the other. that it is i=portant
to facilitate the compilation and disseminacion of existing -~
aostly unpublished = gtudies that have been done by third
worid researchers. Since the Internaticnal Institute for AMult
Literacy Methods in Iran ceased to functicn, and as Unesco's
rescurces are in the process of being undermined, the need for
new research “clearing houses” for adult literacy nas bhecone
urgent.

An extensive iaventory of research needs is covered In ICAE
(1979, pp 115-118), =0 here we will limit ocurselves 1o what we
consider to be & few crucial areas whose research is essential
tO Improving literacy work 4in the Third weorld:
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The impact and use of literacy

Mow do new literates - women and mem =~ use their nsevly-
acquired skills in rural areas?

a) Af reading and writing material is sade avalilable;

B) if it is not specifically made availahle?

What changes or actions promote a higher retentica and use of
Jiteracy? (Such as the introduction of hasic services, rural
libraries, ccoperatives ...).

What is the impact of literacy, beyced the sisple acquisiticn
of literacy and nuseracy skills, on the learners (women and
sen), their families and their comaunity?

What factors deter=mine retention and use of literacy? What 1is
the difference hatween those who relapse into illiteracy and
those who sustain it. in similar settings?

tanquege

Does high student motivation for learning literacy in a second
[official) language justify teaching directly in this lasguage
rather than starting An the mother twomgue and transiting
laver?

When La it best to start the tramsition from mother-tongue o
second=language literacy? HNow long does it take to complete
the transition sufficiently? what facilivating factors can be
provided in the snvircoment? What =ethods are best?

What is the sityation of retention of literacy in a second
language?

aohsltzzog and trcgning g! !2‘2233(! teachers

what kind of low-coat or nmon-material incentives are most
effective in maintaining motivation among volunteer teachers?

what forms and contents of in<service training are moat needed
and most effective?

what factors could i(macentivate more <oben TtT0 wvolunteer as
teachers? Women instructors/separate training classes/pre--
school or child«care services a: training courses/other?

The methedology of training wolunteer literfacy teachers 1in
shorts courses supplemented hy in-service training also needs
to be developed through practice and research,

ricu ntents, =athod

Nhat are the Jifferent neceusnary stages of literacy, thelr
distribution in time and content (reading/writing exercise
level,coabination of literacy/numeracy, insroducticon of other
pracuical/Punctional/ideclogical cthenes)? T™his questicn
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relates to the fundamental research issue of how adults learn
Lo read and vrite, vnich needs more attemtiont

wWhat fitive links can be made to traditiomal culture and
religion im the conteats to motivate learners and root
learaning in fasiliar thesea?

Although the methodology of literacy teaching has  been
researched %o some extent, A4t still needs more attenticn,
especially as regards the conditions of heterogencus classes.

Sgopout

Vhat experiences 40 the Llliterates and newv literates have of
literacy classes? TO what extent 40 the teaching methods and
contents encourage or discourage learners from continuing the
classes?

"Lack of time" is a common reasca given for irregular attends
ance, drop-out, or fallure to enroll. What good organizational
strategies have surpassed the real lack of time? Are there
deeper reasons for drop-out, such as psychological barriers
aRong rural sen or wvomen?

Qualiey versus guantity

Is there really a tensica between quality and quantity iIn
literacy work? Do asmaller-scale projects actually manage =0
concentrate resources and sobilice participants in such a way
that they achieve qualitatively much bDetter results than mass
canmpaigns or large prograsmes?

Poss-literacy

Research in the form of pilot projects on wvhether the prior
introdugtion of access to post-literacy classes and =0 other
podt-literacy rescurces actually serves to mobilize Lllitera-
tes for a fortheooming literacy programme, would be extremely
Ainteresting for future literacy strateqles.

Similar pilot experiences could test which kind of foliow-up
(in a situation of choice) mew=literates and primary school
drop=outs in fact prefer, vhich produces greater retention of
literacy askills, and which serves heat the various "macro-
objectives”™ vhich are/have been proposed for post=literacy.

Sponsorship and organization of literagy

What is 8 suitable combination of centralized and decentrali-
zed policy-making. organization and control? What is the role
Oof the central goverament in relation to NGO activities in
different contexts? what dangers and henefits are represented
by external aid to a literacy project, in terms of motivation,
dependency, susteatability or integration with other policies
or programmes? Should {:torccy program=es he separate, or
integrated as a process component of content-based programmes?
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Otvicusly, the priority of research topics depends o0 in
what context and for what purpose the research is dome. The
complexity of the field and of each context implies that
generalizations are not oalways possible or desirable. The
practicel implications of research may also vary for the same
reascos. We cannot expect to arrive at & global adulc literacy
COOLboOKk! Research serves dDest as an integrated cosponent of
the planaing, isplesentation, and critical evaluation of adult
Literacy activities. Nevertheless, it is extremely important
t0o create conditions for the exchange of experiences and
Tesearch results among literacy practitiosers and researchers
at inter-regicmal and international level, especially on the
basis of Scoth=South comtacts and networks, in order to share
learning and improve the practice of literacy. As someons once
sald to us during a licteracy course:

*Ne all know that we learn from our mistakes, dut is it really
n:co:ncry for us %o create mistakes in order to learn from
theaa?”
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ANNEX )
S1DaA TERMS OF REFERENCE
EDUCATION DIVISION
1983 10 29 1.42 14GE

STLDY ON ADUST LITERACY

i BACKGROUND

During Lts seeting in Paris in October 1984 the
International Working Group on Education (IMGE), as
part of ites endeavour to strengthen basic education in
developing countries, identified a nusber of research
Areas that would merit special attention.

SIDA has offered to bDe the Leading Agency In the area
of Adult Literacy. In this capacity, SIDA will teke
the responsibility for compiling inforsation on
literacy prograsmes and act as & clearing house
regarding activities undertaken and experiences gained
by other agencies.

As part of the commitaent, SIDA has cecided to
commisnion a review of existing experiences ang
ressarch on literacy prograsses taking into account an
inventory of the experiences and (nvolvesent of [WGE-
agercies In this Tield.

This review will give inforsation on pessible existing
Qéps in krowledge which will sake it possible to
identify areas Tor further ressarch and possidle joint
initiatives.

Two resesarch comsultants, Agreta Ling angd Anton
Jonnston have been assigned by SI0A to carry oul thnis

Tank.
2. PLAN OF ACTION
2.1 Breparation of a research revies

A review of research angd esvalvastions done on literacy
prograsmes will Se prepared. It shouwld Iinclivde
selectied campaligns ang prograsmes carried out in
gifferent political settings and representing varying
objectives and results. Large issues related to the
objectives, strategies and sethoos should De dealt
with, rather than detalled descriptive accounts of
results of the variocus prograsses.

Esphasis should be 1ai0 on an analysis of the
isplications of the various conditions ardodjectives
for the strategy. organization: teaching =ethods.
toaching saterials: and recrultaent, training ane
resuneration of teachers. Sose comsideration will te
macde of the role of post=literacy in relation to
Iiteracy progQramaes.

AN attespt should be sade to ldentify some of the
determinantas for succestful literacy prograsses In
relation to the urcerlying motives for their
launthing, the various objectives and approaches
chosen, and their ispact.



Ss1Da

2.2 (ontacs with Agencies. Research I[nstitutes and sose cevelopion
LRunicien

2.3 Lraxel

The draft review will be forwarded for comsents to
donor agenciesn, research irmtitutes and to concerred
authorities Iin selected countries undertaking liseracy
programees for their viewpoints, Cosasents and

suggestions,

Moreover, the donor agencies wilil be asked to complete
4 questionnalire on their policles and strategies for
suppert to literacy prograssas: the type ang scope of
their involvesent, their irput of rescurces, the forms
of cooperation as ~ell as the sethods used 0 assess
the various prograsses they support.

In order to supplesent the comments and information
received, short visits to specialized
organizations/agencies, like the ICAE and DSE could be
undertaken. 1t might be warthwhile to fund visits to
researchers ansg/or concernad parties for discussions
on the draft report and comsents receiveo,

2.4 analxais. of the sateriel

3 TInING

- COSTS

A final report will Se prepared covering the following
Lssues:

- @ gescriptive analysis of the coamiteents of coreor
agencies as regards literacy prograsmes, Sased on a
cosplilation of the completed gquestionnaires (see 2.2
atove)

= an aralytical research review, Iincluding an attespl
at 1gensification of the cdeterairants leaging to
suctensful programses

- & 1ist of gaps in krnowleage

~ & preposal for poessible further research,

The study =ill De carrieo out curing 12 weeks are
should be completed before the eng of 1%0a.

The costs for the study will De borre by SIDA.



ANNEX 2
QUESTIOXXAIRE
PART I: COMMENTS ON DRAFT REVIEV

After reading the enclosed draft reviev of rescarch and experien-
ces on Adult Literacy, piease present your comments as follows:

1. Do your experiences by and large support the comclusicns?
If not, vhat are the major points of disangreement?

2. Refer to any specific section of the draft that you de not
fux:: agree vith and suggest changes, deletions and additiens
te made,

J. In vhat areas have you experienced gaps in knowledge in tho
field of literacy (4n additiom to those manticned im the
draft report) aad wvhat are your proposals for further research?



QUESTIONNAIRE
PART IZ: INTERNATIONAL COOPERATION AND LITERACY

Name of Organization:
Countryl

POLICIES

1. Vhat are the main objectives of your organization’s overall
development cooperation activisies?

2, Vhat are the general objectives for your ergaaization’s
support to educatioa in developing countries?

J. What is your orgenization’s policy im relation to support
to Adule Literacy and Post-literacy [or Adult Basic Education)®



-

b, Whieh divisions or sections of your orgaaization deal with
Adult Literacy and Posteliteracy?

5. Does your organization employ any officials with specific
responsibility for the coordination and development of
Adult Literacy and Post-literacy programmes? Please aspecify.

ACTUAL SUPPORT

6. Yhat are the prepertions of suppert to different levels
and forms of education provided by your organizatioan?

Actual 1980.85 = Projected 1986.90 H4—

Tertiary
Secondary
Primary

Adult Literacy and

Post-iiteracy
{or Adult Basic Bducation)

7. a) ¥hat has the approximate percentage of your total deve-
lopment assistance budget used for Adult Basic Education
been during the last five years?

b) Vhat is the percentage projected for the next five years?

8. Vhat support doea your organization give to specific Adult
Literacy and/or Posteliteracy projects/programmes? (Please
distinguish between different channels of support, such as
bi=lateral, multi<lateral, NCOs if applicable.)

Please list in tahle~-form as outlined on next page for each
form of suppert, if possible.



Country

(&

noy /NGO .

not hi-lateral)

Project title

.funra . Amount

covered |[(state

(fe 1980) |currency

Main contents
{expartise,
motoriol ete)

*r__




-S -

9. Vhat vere the main reasons or criteria for selectiag the
projects listed adove for support by your organizatien?

10, Vhat is the approximate percentage of your total support
to Adult Literacy and Poste-literacy which goes to

a) NGO programmes?

b) government prograsmes?

1. Among the Adult Literacy and Post=literacy programmes

supported by your organization are there any wvith specific
focus on vemen? Please aspecify,

12. Do other projects supported by your organfization contaln
Adules Literacy anc/or Post-literacy as an integrated or

applencatary component? If so, which ones? If possible,
please list as above (page 4).



CONSTRAINTS

1), Vhat are the constraimts on supporting Adult Literacy
and Poste=literacy eacountered by your organization?

a) deriving from your own organization?
b) deriving from the recipient countries?

EVALUATION OF EXPERIENCES

W, If posaidble, please give an example of (a) a relatively
successful and (b) a less successful cooperation prograsme,
vhere literacy/posteliteracy has beea a major cemponent,

and refer hriefly to the sajor reasons Tor success or
difrfffculry.

13. Please provide references o any importaut ressursh/ovaluation
reports on Adult Literacy and/or Post-literacy commigsioned
oT undertaken by your organization,



emcmo ¢ Gueniisonelice Part 111
INTERNATIONA. COOPERATION AND ADILT BASIC EDUCATION

Asong the respondents to the questionnaire, only five representec
sultilateral or Dilateral ald agencies. Four of these (CIDA, ODA,
SiDa and the WwWorlg Bank) have arnswered Part [l of the
quaticonnalre on thelr own policy and actual support to Aguit
Literacy and Post=literacy progresass. In addition to  these
resporses: DOSE (Bomn) and the Umesco Institute of Education
(Hamburg! presented their asctivities in support of such
OrogQr anses in developing countries f(peainars, Lraining.
documentation etc!.,

In wview of this lisited response rate from ald agerncies on
support to Adult Basic Educaticon, we ¢ nrot nNave sufficient
information for providing anything near an overview of
international cooperation in the flelo of Agult Literacy ara
Post-Literacy. Furtheraore, gur few respondentsa thesselves point
Sut that they do not have an overview of the syppert they are
providing for this xind of educational programses. Difficuities
oeRhing the leck of sccurate In-nouse Infogreation in thia filele
sesns 0 Do related 1o the fact that Agult Literacy or Adult
Basic Education pregrommes selcom exist Ln thelr own right. They
are frequantly either integrated w~ith other gevelopment projects,
sdainistered by seclors ather than education or not distinguishea
fres other ron~forsal or Dasic education progremses, Arother
difficulty is that there seea to Be many channels Tor swoporting
adult literacy projects: especially via NGOs in the North,

It s Interesting 1o rote that Both the Worlde Bark ang the ODA
are presently undertaking Internal studies on what and how auch
epert is Qlven to Nen~Faorsal education and Agult Basic
edutation. CI0A has recently ungersaken an estensive study on Lts
Own POlICY ANG SUDPOFY o literacy and Dasic education for women,

Another tendency In COMson seess 10 De that adult literecy in
Siven priority meilther By the Coror agencies »mor by the recipient
Qovernsenta. In Ci0A's wprgs "literacy still resains the peor
Counin of the saducation systes",

Even Lf we only have responses Tros Tour 410 aQencies. w~e think
1t i mOrtheile to present 4 sumsary of each of thelr anseers
separately:

CIDA (Canadian International Development Agency)

Paiisxt Literecy (s mat g pricrity. “Nevertheless CIDa s
INCreasingly taking INto COMSigeration That prisary education is
Srobably the Dest Investeent 4 developing Country Can sase. ...
Furthersore, CIDA is specifically In the process of isplesenting
& plan of action on literacy and DaAsSIC education Tor ~oaen,”



Actusl Svpeorss “CIDA's cata-gathering sethods do not allow for
precise ldentification of literacy and basic education projects,
«s Moreover, es CIDA's plamming is not gore by seclors bBut
rather by delivery charmels arnd By Ccountiries.: Sthere are ™
projected budgets for Adult Besic Educetion . ...”
In 1982 It wes estisated that 17.4% of ald to education was
allocatee for DBasic educaticon., "A 19898 atudy o literacy a0
Dasic education Tor women DUt TOrward an estisate of about 1.3%
118.3 »illion 8 CANY of the total Caradian 0DA Duoget, for
litteracy ang Rasic Educasion for women,”

Most of ClDA's support to Adult Literscy aeand Post-Literacy
programaes is channeled through NGDs. Furthersore. CIDA provides
Swpport to seven bilateral projects containing literacy. wish
specific focus on women, and eleven such projects at the NGO
level.,

Several other projects supported by CIDA, 1.e. Integrates Rural
Developsent projects alse include Acdult Literacy and/er Post-
Literacy components,

The contents of the Canadalan support provided to specific Adulit
Literacy/Post~literacy programaes are of two typest 1) Tunoing of
activities: equipment ang services! 2) technicel suppert, with
the presence of Canaglian cooperants, through training of
educetors and progrem and textbook developeent a.o0.

ODA (Dverseas Ceveloprent Administration!

Policyl ODA's support to education gives priority to nigher
levels cf education. The support provided to adull DBasic
education gives esohasis “ to training trainers of trainers in
Britisn  iAstitutions and to & muster of ssall selective aduit
literacy ang post=literacy pProjects trngugh joint funding wilh
British voluntary agencies.”

Sctvel TvpRsrti Oue 0 shortcomings n the Internal data-
collection systen, the QDA has “recently comaissioned & Studvy
specifically to estadliish how much we spend on adult educetion
angd to evaluate the effectiveness of that espenditure.” This
isplies that the dCetatls of the gquesticns related o this
sbititie of the Questionnaire are Ot vet avalladle,

SIDA (Swedish International Development Authority)

PeliCri Education is are of the aain areas of Swedish developsent
assistanrce. HItAINn the overall swpors to eoducation projests,
nighest priority has Been Qgiven to Basic Educetion <Primary
educotion and Non~farsal education) and Vocational traiming,

“The thrust on Basic eoucetion 1% closely related o the
oD jectives for Swedish developasnt cooperation: eCONOALL Qrawth,
eguality, iIndependence 4nNg Ce%OCrecy = N Nation can hope to get
NeATET  these ODjeCtlives withoutl providing Basic eoucation to its
Citizens.”



Acsutl Sueeerti Adult education has received an average of 10X of
the total bilateral ecucetion assistance (eapprox. @3 Million SEx
per year) during the last five years. In acdition to this fors of
support that is channeled through the alnistries of education of
S5i0A*s programse countries, SI0A chanrels support to Adult
literacy/post=-literacy through NGOs (appros, &3 Million SEX in
1984/83) amd finally also through other developsent projects,
especially Integrated Rural Developsent projects. “In rough terss
30 HMilllon SEXK were spent on Adult education activities within
other develcpment projects.” (in 1994/789)

“In very rough figures 110 Million SEX or alsost three percent of
the Dilileteral Swedish 4Ssistance was appropristed for the varicus
kKinds of Non~formal Adult education In 1984/89.°

Swedish aicd t0 Adult Education has sainly Deen used for the
follewing cosporents: peper and printing ecuipsent; sesans of
tramporty equipsent for training centres) local fimancing of
lTiteracy ectivities, Iincluding honcrariae te instructors) o
tc 4 limited cegree personnel.

wWorle Bank

Policxs “The world Benk assists acdult literacy or adult Dasic
education prograns a8 part af L1s effert 0 reduce poverty and as
Dart of Lts concern for expancding educaticnal cppertunity.”

“ess in the competition TOr sScarce resources ... odult literacy
and post-literaty pregrass are often mnot accorded the nighest
priaraity.”

Actutl Sugaercti The World Bank 1w s0on expecting to publisn @
distussion paper on Bank experience In non-formal egducation.
‘Homever, no separation of literacy pregreass from other MmN~
formal prograns is evallable ang the channels of support are rot
identified. It is usually & loean or credit 1o the Governasnt.®
Data on details of sctual support are thys nat yet availadle,
Some rurel develooment projects 4o include Adult literacy/posts
literacy comporents. Mowewver, “a& list of suth projects iIs Mot
readily availeble.”
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