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FOREWORD

The present era is gne in which tremendous forces of change are at work
“ in our society. The promises and the pitfalls which accompany these changes
are often discussed and debated, as are the practical implications these
changes may have on education's methodoloqy, management, and perhaps its very
mission in future decades.

Th urpose of this particular project was to provide a vehicle ﬁor the
exchange‘of such views between the Department of Education's Basic Skills
Improvement Program staff and representatives of some organizations interested
in adult literacy.

An Adult Editorial Committee was established, consisting of repre-
sentatives from the Adult Basic Education Commission, the Adult Education
Association, the American Association of Community and Junior Colleges, the
American Association of Public and Continuing Education, the American
Federation of Labor/Congress of Industrial Organizations and representatives : . .
from community-based proqgrams. Working with the U.S. Department of Education =
Basic Skills Improvement Proqram, the Committee discussed issues, prioritized, ’
and developed detailed descriptions of topics, which resulted in the
commissioning of four concept papers.

One paper reviews the state of the art since 1960. Another paper deals
with critical issues in adulﬁ literacy and community-based organizations. A
third addresses what constitiites 2 successful adult program, while a fourth
paper is concerned with the role selection and preparation of instructors.

i

The document is not meqht to be prescriptive, however, this concerted
effort provides important ideas for administrators of private and public adult
education programs, business and industry executives, and all concerned with
adult literacy.

Gerald W. Elbers
Deputy Director
Basic Skills Improvement Program
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PREFACE

The anity of knowledge, the nature of ideas, and the very notions of .
society and culture have changed to such an extent that society today, in a

sense, is virtually a new world.

’

One thing that is new is the prevalence of newness--the changing scale and
scope of change itself--so that the world alters continually. What is new is
that in one generation, knowledge of the natural world enqulfs, upsets, and
complements all knowledge of the natural world before. We need to recognize
the chang;)and learn what resources are available. (Oppenheimer, Perspectives

II).

UDS.AD

This new-world reality, so eloquently described by Oppenheimer, created a
new society where the unskilled and undereducated citizen became disadvantaqed

in terms of coping in society. As the

nature of employment, man's relation to

institutions, and his relations to others changed, so did his educational
needs. No longer was the classic definition of education--the adaption of man
to a static culture~~sufficient for a lifetime of change. The definition of
education slowly, but with certainty, chanqged to the concept cf education that

enables individuals to become all that

they are capable of becoming. This

concept, in turn, has changed the nature of education to a concept of lifelong
learning. Since change appears to be the only constant in society, the "full

cup” concept of childhood education is

not valid in this generation. Insteagd,

the purpose of childhood educaticn is moving toward acquiring a basic
education that will allow individuals to train and retrain and continue to

learn throughout life.

Illiteracy, then, is a social, economic, cultural, ahd educational -
phenomenon that defies conventional wisdom reqarding definition or

remediation.

It touches totally the lives of those who are afflicted by it,

and, to some deqree, it affects every citizen. For most of those who do not
possess a basic education--and therefore are functionally-illiterate--
illiteracy is a modern curse that effectively bars them from participating

fully as workers, citizens, or parents.
combination of social and occupational
communication and computation skills.

Education for illiterates must be a
learning, as well as learning
Today's literate citizen must learn to

cope with the complexities of a technical society while learning to read,

write, and compute.

3

-

The four -papers included in this volume on adult literacy will attempt to .

look briefly at some of the conditiong

and circumstances surrounding the

literacy education movement, and to loock at education's response to a new set

of cultural requirements for effective

living. Obviously, the challenge is

greater than space permits, but, hopefully, a brief coveraqge of the major
trends in basic education will foster more understanding of the problem.
Education was the spark which set off the technological explosion that created
the new illiterates; and education is the only means by which the dilemma can
be solved. The catch 22 is that education for the illiterate must be as

effective-~-but different--as education

for the modern scientist. It will

require a proportionate share of our educational resources. *

-

Curtis Ulmer

Chairman

Department of Adult Education
University of Georqgia
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MODERN ADULT BASIC EDUCATION: AN OVERVIEW

By

Curtis Ulmer
Chairman, Department of Adult Education
University of Georgia
Athens, Ga. 30601

and

James Dorland
Executive Director, National Association
For Public Continuiry and Adult Education
1201 16th Street, N.W.
wWashington, D.C. 20038
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' prs. Curtis Ulmer and James Dorland, in an overview paper, survey the

history of U.S. literacy education. They describe adult evening

classes during colonial times, so-called Moonlight Schools started

after wWorld War I, military training programs during World War II, .
television education programs- during the 1950's, and Federal treining ) ;
programs during the 1960°'s and 1970's. They enumerate the critical

literacy education trends of the 1980's, touching on dramatic

curriculum changes and the social and political awareness that will

form a nmajor part of these trends,
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I. INTRODUCTION

To 3 larqge extent, any overview of a subject as complex as adult basic
education will be subject to a variety of interpretations. Even the very term
"adult basic education" has only been generally accepted and widely used in
recent yvears. Such terms as "literacy training," "literacy education,"
"fundamental education," "basic skills training,* "elementary education for
adults," "pre-high school education,™ znd others have been used to describe
what is being referred to in this paper as adult basic education, _

The lack of agreement over terminoloqgy is not surprising since various
terms are used to refer to educating (or is it training?) adults, such as:
adult education )
continuing education
recurrent education
lifelonq learning

There is no clear consensus on these terms. However, there is agreement
on the concept that education is a process which can continue throughout 1life
and that there need be no age barriers to this process. How each country and
each society educates its adults differ. This paper is an overview of modern
adult basic education in the United States merely as the authors see it.

Populations served

Estimates vary depending on the source of data and definition of
illiteracy, but there are between 50 million and 65 million adults in the
United States who lack the educational skills required to fully partizipate as
workers and citizens. Those who possess marginal skills find it increasingly
difficult to cope with society's complexities; others who lack minimum skills
generally have depended on society almost completely for food, clothing, and
shelter. The social and «conomic costs of illiteracy are stagqering-~in terms
of the qross national product and the frustrations to individuals unable to
cope with the-ordinary demands of modern living.

In a large sense, illiterates comprise an invisible minority, hidden by
standard dress that masks illiteracy from others. Thus, the population is
identified mainly through census reports, unemploment fiqures, school
enrollment data, and welfare rolls. How did modern illiteracy occur and what
changes must occur to alleviate it? Perhaps a brief review of the problem and
educational responses will help in understanding the complexities of the
problem in the 1980°'s. . -t

Literacy education reviewed

In the United States, education has always been va1u$d as a personal
objective and qoal. Schools tended to follow “he various migrations as the
Founding Pathers moved from the Atlantic coast to the Pacific coast over
several generations. Furthermore, literacy has been peqged traditionally at
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specific’educational grade levels, such as the fourth qrade, the eighth qrade,
and finally, the 12th qrade. Only in recent years has the concept of literacy
been extended to include coping gkills as well as grads levels.

Literacy education in the United States is practically as old as the
public school movement. Adult evening classes were fairly common in the
colonial era, although the first sigqnificant literacy movement occurred as the
Tesult of successive waves of immigrants and the "Americanization® classes for
teaching lanquage and the skills required for naturalization. The recent
influx of Indochinese, Cubans, and Spanish-speaking people from Puerto Rico,
Cuba, Mexico, and elsewhere has created a new interest in Enqlish-as-a-Second-
Larquage, although there is considerable difference between the needs of these

students and native illiterates.

Moonlight Schools. The next vave of literacy training began in and spread
across the southeast after World War I. So-called Mconlight Schools involved
large numbers of persons who were taught by volunteers and publie school
teachers. This movement introduced the first adult-—centered materials as- -
*primers” developed arcund adult themes principally related to religion, home
and family life, and the virtues of honesty and integrity. Cora wilson
Stewart was the movement's spiritual head and wrote a number of "primers” and
a popular book entitled Moonlight Schools. During the Great Depression; a
number of Federal programs devoted to literacy education--ihcluding W.P.A. and
C.C.C. efforts--emerged, although the gqovernment gave work to unemployed
teachers as a part of these proqrams. . :

.

.. ~Military training. The military in World War II routed 1lliterate .
"recruits through training battalions for basic rcading and computation- skills
prior to assignment to-duty stations. In addition to emphasizing
communication and computation skills, the military stressed social skills for
military life and personal hygiene, perhaps a forerunrer of modern coping
skills. The military also introduced a new concept in developing materials by
using cartoons and comic books to create in a lighthearted vein an interest in
reading. The cartoons and comic books always taught some principle of safety,
military d{scipline, or group living requirement. The military's interest in
literacy education has continued through the years, contributing much to
current knowledge of methods and materials in teaching illiterate adults.

Television and church. The next wave of literacy education began in the .-
1950's and centered around three societal forces: the new technologqy of
television, the beqginnings of the technologically unemployed, and the church.
A national television progyram, Operation Alphabet, was shown in a number of
States. "~The viewer could get a book, generally free, and follow the progran
at home. Other television proqrams involved qroup viewing in a2 home or public
facility; the programs would be followed by an instruction period led by a
voluntéer who may have had some previous experience or inservice training in

literacy teachinqg.

By the early 1950's, about 15 States had designated a person in the State
Department of Education who had responsibility for adult education. Most
classes were sponsored through fublic schools and generally focused on high

-
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school diploma or high school equivalaoncy proqrams rather than the lower
qrades. Erphasis was on hi‘th school completion for vocational training,
licensure for a trade, or for colleqe adaission. :

The third force of the 1950's sprang from an inteznational program founded :
by 2 missionary, Frank Laubach, who stressed a simplified teaching and o
learning concept based on a simplified alphabet. It was hoped that each st
person who was taught by the "Laubach Method" would assume a moral obligation
to teach another person to read. The movement quickly spread to the Third
World, and millions of persons learned to read the basic materials provided “y
the Laubach Foundaticn. Laubach's materials used pictures that framed letters
of the alphabet to triqger interest and memory. The Laubach movement created
tremendous interest worldwide, resulting in the development of a literacy
center in Syracuse. The center became a leader in producing materials for
literacy students and research designed to make literacy teaching more
effective.

« > geregen s
o * .

Literacy as a national concern. The literacy mcvement appears to fall !
into two relatively distinct periods——prior to 1964 and after 1964. While .-
teaching methods and materials have tanded to be cumulatlve, and much valuable :
experience was gained prior to 1964, it appears that proqram purposes changed
dramatically after that year. The earlier literacy training qoals tended to
focus on enabling an individual to gain communication and computation skills
to achieve personal and occupational qoals. Literacy proqram providers often
acted for humanitarian and religious reasons. The curriculum tended to stress
teaching, reading and writing, and Enqlish to recent immiqrants, while the
proqrams stressed diploma and equivalency programs for advanced adult students.

Passage of the Economic Opportunity Act in 1964 signaled a change of
purpose for literacy training. For the first time in the country's history,
illiteracy became a national concern. The welfare of society is tidd
inextricably to the significant illiterate minority. To paraphrase a civil
rights statement Of the 1960's, one might say-that as lonq a2s a significant
minority remains in a ditch, the majority must remain there with them.
Passaqge of the act with its Title II-B provisions for Adult Basic Education

- and the subsequent passage of the Adult Education Act of 1966 signified the -,
beginning of a new profession. Instead of sporadic waves of literacy training
proqgrams staffed by volunteers, the adult basic education profession now
includes thousands of full-time and part-time professional teachers,
curriculum specialists, teacher trainers, and material specialists.

Publishers have discovered a lucrative market and vie to produce the finest
teaching materials. The new interest has extended to labor, business and

g industry, and Federal and State agencies., The military has increased its

efforts and routinely trains thousands each year in literacy programs.
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II. CHARACTERISTICS, ATTITUDES, AND NEEDS OF THE ILLITERATE

The invigible pootr

The adult illiéetato is cateqorized often as the

although they abound in numbers,
for jobs or attempt to use a publ

invisible poor because,

they are not identifiable until they apply

ic agency service.

It is estimated that as

Bany as on¢ in five U.S. citizens falls into this
minorities, inner-city residents, recent immiqran

category.

Grovps of ethnic

ts, farm and migrant workerzs,

and rural poor tend to include numerous illiterates. The following social and
personal traits--which must be considered and dealt with before an instruction

program is effective-~characterize the illiterate adult,
" . The illiterate adult: st . 7‘, .
® has a devastated conceét of his or her own self-~-worth;

° does not necessarily have the same values ag the
middle-class citizen;

° has not seen the "aAmerican Drean" tealized in his or
her life or in the lives of family and friends;

] is usually tNe last to be hired and the first to be
. _g;rcid).“ . aae pe i -

®- is a target for replacement by automation;

° has difficulty complying with.society's requlations;

) is likely to be on welfare;

¢ leads a survival-based life-~"live-for-today* s yndrcme;

° —qenetally does not see value in returning to
school--which was a bad experience for the few years
he or she attended;

°® tends to perpetuate illiteracy thtoudb example and
attitude to his or her children;

° has innate potential for anger.and resentment;
° is fearful of new expetiences:'

° is unaware of the changing environment because his or
he; own world seensg unchanqged;

° is an inefficient consuﬁet; and

® is likely to have health problems,
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Obviously, no single set of characteristics adequately describes such a
large and varied population. However, illiterates tend to live in restricted
areas, and effective adult basic education proqgram specialists can quickly
identif v unique local characteristics. While the characteristics listed here
are by no mezns complete, they give some idea of the problems faced by local
programs. One well-established principle of teaching functional illiterates N
is: They will not become effective learners until their pressing fears and
anxieties surrounding their new venture are met. Added to personal fears is
their marginal status as wage-earners and what is often the unsatisfactory
nature of their personal lives.

Thése conditions must be dealt with by the adult basic education program,
reqardless of the agency offering the instruction. It has been estimated that
on a. national level, only 2 percent of illiterates attend classes.
Unfortunately, most do not see literacy classes as a viable opportunity to
lead better lives. Perhapz more correctly, the low self-asteem and their lack
of information combine to prevent illiterates from seeipg literacy classes as
a means of improving their circumstances. Another possibility is that
i{l1iterate adults perceive literacy education instruction programs in many
geoqraphic locatiuas to be of no benefit--or that the education process is too -
lonq to be of immediate assistance. -

R T T

Employment anc the illiterate

The nature of work has changed drzmatically in the last generation,
Automation, space technoloqy, atomic enerqy, and other technological
breakthroughs have created new demands for workers, but, at the same time,
have abolished jobs traditionally held by illiterate or semiskilled workers.
Future employees must have a basic education that will allow them to be
trained and retrained eeveral times during a career. The changing nature of
work, as well as other social forces, have altered the nature of education
from a static, youth-oriented institution to an institution in which students e
are often adult, often parttime, and in which the emphasis is on individual . s
student qoals rather than on group goals.

The dilemma facing our national, political, and social structure is very
res)l and can be summarized, although simplistically, in the following
guestion: Should the nation place its priorities on a welfare system for the
jlliterate adult or should it place priority on a program of education for the

- poor and illiterate adult? While the question cannot be answered simply, it
appears that the nation cannot adequately support a growing population of
nonproducers. ’

ey 4r gty s
ST

g o e 2
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The obligation of education appears to be in restructuring public
educetional programs to allow adults to enroll at various times for eithe:
short- or long-range educatiorial goals. Two educational institutions,
vocational-technical schools and community colleqges, have moved increasingly
in this direction over the past decade; but the program is often limited,
lacking effective, parallel academic instruction at the vocational-technical
level.
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The conservative political shift of the 1980's may indicate qrowing
support for public literacy programs and a corresponding cut in welfare-t ype
programs at the Federal level. A personal qoal of many individuals enrolled
in literacy programs has been to qain emploment that would allow them to move
off welfare. Funding literacy broqrams provides an attractive legislative
alternative to funding welfare proqranms.

Target population.

The June 28, 1979, Faderal Register tarqets seven special populations for
enphasis for proqrams serving adults under the Adult Education Act of 1966.
The qroups tend to include those with the highest rate of illiteracy, but also
includes some hard-to-reach populations and others that have been historically
neglected. Thay are:

- ' Adults with limited English T
° Institutionslized adults
) Adult immigrants
® The elderly (age 55-65)
. The handicapped
. . w;&.g .' . - . ':

[P N

e  Minority qroups

The Register aiso states that emphasis should be given to adults living in
rural and urban areas with high rates of unemployment. Each tarqeted qroup
requires, to some degree, a specialized program relative to educational and
social objectives. For oxample, adults with limited English and acult
immiqrants must first learn to speak English before they can learn to read and

write it. -

Literacy training is often part of an inmate rehabilitation program at
State and Pederal prisons. A trend has developed in State prisons whereby
prisons are considered a separate school district, and extensive programs of
education are developed. In other sy=tems, the local school district or
volunteers offer literacy claszses in State and local prisons.

Older-age groups are increasingly enrolling in literacy proqrams. They
often return to school to work toward a new part-time occupation or for
personal goals.

Illiterate groups contain more handicapped individuals--those with
specific learning and social disabilities and physical handicaps--than the

general population. In many instances, the handicap is the reason the person .

failed to learn to read or write during childhood. Others are handicapped
because of inadequate diagnosis and treatment of ¥isual or hearing problems
that could be corrected with treatment. Programs for the handicapped recquire
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the services of specialized personnel to diagnose medical and personal
problems. The remaining qroups for special attention-~women, minorities, and
rural and urban residents in areas with high rates of unemployment--have

] generally been the focus of recruiting and training in literacy programs.

Participation by illiterates

e e et E T TR

Each illiterate adult tends to be socially isolated, ill-prepared for
work, subject to family and personal problems, and requires an educational
program tailored to his or her needs to maximize the chances for success. To
this extent, almost all illiterates are similar. However, those with
additional burdens of a physical handicap, institutionalization, or the lack
of ability to speak English have even more difficulty fitting into a program.

As mentioned, many illiterate adults do not wish to participate in
education proqrams sponsord by Federal, State, or local government agencies.
Some feel that additional skills in reading, writing, and computation would
not improve their economic circumstances, while others think that the Pprocess
takes too long. Others believe that they are simply incapable of learning;
still others do not participate because they feel hostility towards the U.S.
Govetpment. -

However, many undereducated adults may not have the information required
to make qgood decisions. For this reason, it appears that effective
orientation programs should be developed through informal institutions
frequented by illiterate adults. This orientation could be to publicfze
liter acy programs, and could include some proqram innovation in which
instruction for short-range goals could be conducted in 1l- or 2-week
institutes.
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III. THE CONCEPT OF LITERACY

There is no single accepted definition of literacy because the term
encompasses culture, time, place, and national economy, as well as educational
level. . FOr example, in some countries persons are considered.literate if they
can sign tneir name, while in a highly technical nation, a high school
g qraduzie may be considered illiterate. Within the past two generations in the

United States, literacy has been set at three levels: fourth qrade, eighth
grade, and at high school completion. .

voe o om

The concept of functional literacy has been accepted generally by
educational practitioners the past few years. Briefly stated, functional
literacy is the ability of a person to function adequately in his or her
culture as an effective worker, citizen, parent, and consumer. It implies
that literate persons possess the basic educational skills that allow them to

: train and retrain for employment or for personal goals. Functional literacy
is a philosophical as well as an educational concept. It is tied closely to
various curricula offered in places such as public schools, military services,
business and industry, and labor unions where the intent is to provide the
basic gkills needed to cope in a specific area, such as the military, or in
ever Wday life. The concept is one that allows persons to learn specific,
useful information while learning to read, write, and compute. The concept is
associated with the adult learning principle that states that adults will
learn those things that are immediately applicable to their lives. adult
4 .- +« . .. educators recogqnize the importance.of the "developmental task. theory,".as well .
as the value of the "teachable moment," when learning takes place readily.

Confusion exists over the term functional literacy for several reasons,
In one area, a functional literacy program may be concerned with teaching
adults the lanquage and computational skills required to mix farm herbicides,
while, in another area, the qroup may be learning the lanquage and qeometry
required to naviqate a ship. What is essential is that growth in
communication and computation parallel growth in a specific skill.

It is predicted that by the year 2,000, 80 percent of homes in the United
States will have a computer. Practically the entire pcpulation is
functionally illiterate in using home computers, which will involve
proqramming, auvtomatic accounting, and many other functions. Millions will
require cooputer training. However, there will be one important distinction
between training for its use and the training that an illiterate recegives:
Most persons who receive training in computer use already possess -adequate
verbal skills, but the illiterate adult must learn verbal and computation
skills, in addition to modern technology skills.
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IV. LITERACY LEGISLATION AND TRAINING

)

The Economic Opportunity Act of 1964 provided the first Federal funds for
literacy training. The funds were allocated by the Office of Economic
Opportunity to the U.S. Office of Education late in fiscal year 1965, so that
little was done by the various States until after June 30, 1965, the end of
that first fiscal year. The followinqg Year, the literacy-program (called
Adult Basic Education) was included in the Elementary and Secondary Education
Act and formzlly titled the Adult Education Act of 1966. The program at the
Federal level is administered by the Division of Adult Education Programs in
the Department of Education. Federal funding for the Adult Education Act
increased from an initial $5 million a year to $100 million a vear for the
State grant program in 1980.

The responsibility for allocating funds and administering the program
rests with the States--specifically the State departments of education. The
State's fundamental role is that of providing leadership and assistance in
developing local proqrams. It also his certain requlatory functions reqgarding
the use of funds, requirements for teachers, outreach, and other aspects of
the program.

To receive Federal funds for literacy programs, each State must submit a
comprehensive plan according to Federal quidelines required by the Department
of Education. States are required to provide matching funds equal to at least
10 percent of the Federal qrant. However, most States exceed this amount, and
several States provide more revenue for literacy education than they receive
in Faderal funding each year. :

The historical significance of Federal adult education leqgislation appears
to be that illiteracy is a pressing national concern, since a highly
techniczl, industrial society cannot function effectively when larqge numbers
of its citizens are illiterate and incapable of participating.:

Adult education providers

Sources that provide adult education services are more likely to be
informal rather than a school or formal class organization. - The illiterate
learns to survive in many ways, through knowledge gained from the street, the
police and ccurts, television, on the job, as well as in the home and
community. The research of Allan Tough, in Adult Learning Projects, indicates
that adults generally turn to sources other than schools when they need to
learn. This is particularly true relative to specific training in business
and industry, the military, and other agencies whére the training functicn is
provided by the employer. However, in the past, it was qenerallv assumed that
the person being trained should possess basic reading, writing, and
computation skills, and the training would be work specific.
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During the 1960's, many .service providers discovered that they could no
longer depend on attracting workers with sufficient communication and

- computation skills, and many included basic educational sgkills in their

training proqrams; the demands of high technoloqy required workers with better
basic educational skills.

The following agencies have adult education as one of their major
interests, and most of them provide litericy education through formal and
informal programs. For exzmple, major newspapers will often include
supplerents with articles written on two-graded levels that are available for
purchase by literacy programs.

® Rducational institutions

Public schools

Colleqes and universities

Cooperative Extension Service

Business, technical, and special-interest schools.
Private correspondence schools

Private adult schools

Libraries .

Museuns

® Government aqencies and departments
U.S. Department ot quiculture ..
.-;U.S. up.rmnt °£ Stat. A T A - oL,
U.S. Department of rducation
Miscellaneocus Pederal aqencies that inform the public on
specific fields
State departments of education
Health departments and institutions
Arned forces progranms
Prison education .
Inservice traininqg of qovernment employees

® private health, welfare, and recreation agencies

Health ‘education agencies

Family counseling and quidance agencies

Copgmunity welfare organizations

Recreation and youth (Y's, settlement houses, etc.)
Civic improvement qroups

Adult education councils and associations

® Business and industry

. Trade associations and business organizations
Inservice training of emplovyed
Labor unions
Professional organizations
Farm groups
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o Miscellaneous organizations

Women's gqroups
Service clubs
-Praternal orqganizations
Parent-teacher associations
Alumni qroups ~ ° ' )
Veterans snd patriotic organizations
political associations ’ .
Churches and religious qroups
Q
e  Mass media

~

Newspapers and magazines
Radio and television
Motion pictures and theater S

ial legislation - : .

The era of the middle 1960's was truly the "Time of Camelot® for literacv
education. Much Federal manpower was allocated to literacy education, and
social legislation contained provisions for it. And, with the exception of
literacy proqgrams in the public schools, many offered famlly support or jobs
for participants. Training proqrams flourished. Most programs were adequate;
however, literacy components often had more enthusiasm than trained teachers,
adult-centered materials, and a well-coordinated study program. Many programs
ran for 3 years: adequate to generous funding the first year, maintenance
funding the second, and phaseout the third.

The nation's enthusiasm and generous funding for eradicating illiteracy
seemed to be unlimited, providing illiteracy could be abolighed in a 3-to-5
year pericd., As the realization qrew that abolishing illiteracy was a major
social and economic problem that would take one or more generations to solve,
the programs tended to revert to the public schools, military, business and
industty, and those agencies whose traditional function was to implement adult
education. \

The professionalism movement

Following the exuberance of the 1960's, a long term trend toward the
professionalization of literacy education began. The trend developad more or
less evenly across several broad areas that included: curriculum development;
teacher training, and, in some cases, certification; materials development;
and organizational stability. The move toward professionalization was
improved substantially by a parallel trend of utilizing full-time adult
teachers instead of traditional part-time day teachers.

The professionalism movement tended to be coordinated by a network of
State and national professional orqganizations that provided a forum for
sharing new progqram advances among various agencies, organizations, and
businesses involved in literacy education.
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The public schools, State departments of education, and universities
joined forces to develop a unified concept of instruction through curriculum
development, materials, and teacher trzining. Nationally, it may be said, .
with notable exceptions, that the proqrams were staffed with part~time day L
teachers who used the same teaching materials and methods used in their {.r
elenentary or secondary classes. :

¢

The pressing need to provide teachers with a new orientation about
characterigtics of illiterate adults emerqed. A second priority was to
instruct teachers in the mesthodoloqy of adult education, with an emphasis on
the differences in teaching children and adults. Many literacy teachers had
little, if any, experience in teaching reading; and consequently, teaching
reading to adults was, and continues to be, a focus in teacber training for
: adult literacy teachers.

s -l [N 't.;'n-:l-.:\- .

Development of teaching materials

Materials for teaching i{lliterate adults were practically nonexistent in
the early 1960's. Those that did exist were primarily workbooks that were
quite similar in format and purpose to those used in day programs for
elementary children. Teachers often resorted to preparing their own materials
to make instruction relevant to the needs and interests of the illiterate
adult; but this was costly in time and effort. Two examples of effective
materials developed in the late 1960's were learning kits prepared by Edwin

. Smith at Florida State University's reading clinic and materials in the
Reader*s Digest Adult Reading Series.
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“ ¢ e s e iIn 1969, the ‘major-publishers met with ‘leaders in the adult literacy f£ield
at Cherry Hill, N.J., to determine the needs of this qrowing field; and a
dialoque was established that extends to cate. Since that time, many major
publishers have added a series of adult literacy materials, and several new
publigshers entered the field to deal almost exclusively in the field of adult
education. Programmed instruction materials, basal reader series on several
grade levels, learning center software, and general occupational and consumer-
related materials abound. In addition to the proliferation of books ‘and
software, an assortment of hardware has been developed in the last 10 years.
Included are lanquaqe masters, video cassette programs, and many other
audiovisual materisls for use in the classroom and learning cehters.
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Since the late 1960's, the situation has reversed {tself to the deqree
that teachers now need assistance in evaluating materials for use in specific
locations and for specific audiences.
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Develuoment of literasy curriculum

. The emergence Of storefront learning centers and institution-based
learning laborstories that in some cases oparated from 12 to 24 hours a day,
spurred the development of two trends: using full-time professional adult
education teachers and implermenting a more efficient curriculum th-t addresszed
specific needs of the illiterate adult. Both trends brought together in a
cooperative relationship the staffs of State departments of education, local .

I adult educection administrators, and colleqe and university adult educators.
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In briefly reviewing the development of literacy curriculum, one may say
that it quickly qrew toward the concept of individvalized instruction based on
the life needs of each student. This concept passed through several stages
and tended to culminate with the concept of teaching life-coping skills with
the necessary reading, writing, and computation skills. The University of
Texas conducted a study in the early 1970's and developed a series of sgkills
and tests to measure the need for instruction, as well as an instructional
model. A number of States adopted Competency Bagsed Adult Education (CBAE) as
their preferred curriculum for literacy instruction. The curriculum,
materials, and teaching philosophy are based on concepts that recognize the
importance of individualized instruction and the generally accepted emphasis
on behaviors in learning that concentrate on the purpose and outcome of
education in terms of the learner.

Under the provision of the Adult Bducation Act, considerable funds were
set aside for research and development and for-teacher training.' These funds
have paid dividends in terms of research in literacy, materials development,
and curriculum study. A second and significant result has been the
developnment of.new graduvate study proqrams in adult education across the
country in-which teachers and administrators working in the field of literacy
can pursue qgradvate deqrees in adult education.

Military training programg. Military adult literacy training has
become increasingly important in this technological e:a. In years past, the
functionally illiterate or marginally literate soldier could be screened into
the infantry or some other arca where his limited knowledqe would not endanger
others. Modern weapons systems, machinery, and communications require higher
levels of education at the same time that the “all-volunteer services® are
attracting less educationally qualified persons. The ability of the armed
forces to react to a national emergency is qualified in part by the ability of
individuals to read, write, and compute. As an example of the scope of the
illiteracy problem in the army, a contract for more than $20 million was
awarded to Temple University in 1980 to conduct classes in basic and
occupational aducation in Europe for soldiers who needed remedial skills.

When the requirements for service personnel in the United States and other
parts of the world are considered, the annval cost for remedial education is a
significant portion of the defense budget. Military literacy training is
occupationally related, although basic skills in communication and computation
must be taught. Miiitary educators have developed sophisticated instruction
programs and have generously shared experiences and programs with civilian
counterparts.

Industry education programs. Business and industry traditionally
have supported adult education through training programs for employkes,
tuition payment plans, and staff development offices. Some businesses
customarily give full- or part-released time for employees to participate in
literacy classes and other educational activities. As a matter of
self-interest and public service, a business or industry vill provide
classroom space and instructors in its plant for convenience oFf employees and
the community.
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Federal prodrams. Federal prcqrams stemming from such legislation as

the Manpower Development Training Act (MDTA) and the Comprehensive Education
S Training Act (CETA) have been implemented through contracts with private

' companies since the 1960's to provide literacy education along with skill

L training. Generally, these programs were developed to provide jobs and

T literacy training %o persons who were not employable because they lacked

: minimum literacy skills. Job Corps and Teacher Corps had similar purposes

v during the 1960°'s and 1970's, although the training programs Qiffered.
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It is too early to gauge the success of these Federal programs, but the
principle and value of- training is well established in business and industry.

Literacy training has been a part of U.S. history and culture since the
colonial period. Periods of national eme:qencies, such as wars and
depressions, created a need for training for immiqrants and workers who were
displaced by assenmbly lines and increased technoldgy. Training generally was
conducted by volunteers and part-time workers and had little, if any,
coordination between agencies. Public education aqencies provided some
tzaining as a adjunct to their primary function of teaching children and youth.
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Passage of the Bconomic Opportunity Act of 1965 began a new era in

! literacy training, which becaxe a matter of national purpose in which focus
and funds for the movement becawme institutionalized. Concern for teaching,
research, materials, and curriculum development moved into State departments
of education and colleges and universities; and major responsibility for
programs shifted to public schools, military services, business and industry,
and other agehcy bases. .From 1964 to date, a new profession has been

' developing. While the proqrams are by no means fully developed, there has

been a logical, coordinated, and rational qrowth in literacy teaching., The
trend toward full-time teachers, day programs, and relevant instruction
continues, hopefully at an accelerated pace._
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V. EXAMPLES OF EFFECTIVE PROGRAMS

It is dangerous to label adult basic education programs, and it would be
foolhardy to designate any as the "best.” Doubtless, there have been many
effective programs which have operated throughout the country. In recent
years, the federally supparted Joint Dissemination Review Panel (JDRP)
validated three adult education projects. Briefly described, they are:

® The Adult Performance level (APL) Project in Austin, Tex. 1In
1971, the U.S. Office of Education funded the APL Project at the University of
Texas to conduct a.research study with two specific objectives: 1) to define
adult literacy in terms of actual competency to perform evervday life skills;
and 2) to assess those competencies for the adult population of the United-
States. Based on the APL survey, 19.1 percent of ‘the U.S. population was
estimated to be’functionally incompetent, 33.9 percent was functioning with
marginal success, and 46.3 percent was performing at a high level of
competency. The APL prcject developed a competency-based curriculum which has
been widely adopted, adapted, and used throughout the nation.

° New York State External High School Diploma Program. This is an
alternative high school credentialing program for adults who have acquired
skills through life experience and can demonstrate these skills in applied
performance tests. 1Its objective is to provide adults with an assessment and
credentialing process that is an alternative to traditional diploma proqrams
such as the GED (General Education Development). -

® Froject CLASS (Competency-Based Life-Ability skills), Clovis,
Calif.  This project utilized a series of 60 modules to teach survival skills
to a broad range of adults with low-level reading abilities.

Although these three JDRP-validated projects were experimental in design,
the mass of adult basic education programs are not so research~based. Many
adult educators pointed with pride to the fact that ABE programe take place
under the aegis of a wide range of providers and with a variety of approaches.

Many approaches have been used, For example, an emerging delivery system
using indigenous paraprofessional aides in home instruction was demonstrated
by the Appalachian Adult Education Center in Morehead, Ky., in providing
instruction to isolated, educationally deficient adults unable or unwilling to
participate in formal programs. Other states--including Vermont, Kentucky,
and Ohio-~have developed similar proqrams.

In Philadelphia, the Opportunities Industrialization Center experimented
successfully with Operation Armchair, a program in which tutors taught adult
students on a one-to-one basis in their homes., The los Angeles Unified School
District deaveloped an.adult basic education program which became one of the
most comprehensive in the nation, as did the Dade County school system in
Miami, Fla. The Lundberg School in Piney Point, Md., developed a heralded
adult education program for seafaring people. Learning laboratories, store-
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front centers, and a variety of full-time adult centers have Sprung up across
the country. The 1978 amendments to tha Adult Education Act for the first
tize included funds for community-based organizations, thus stimulating the

entry of even more providers, )

Dltimately, the effectiveness of any adult basic education proqram must be

: measured by the impact that it has on the life of the proqgram's students. Aan hy o
Economic Impact Survey conducted by the National Council of State Directors of l =
Adult Education in May 1981 showed over one-half billion dollars in savings S

from adults who wire removed from public assistance rolls, became employed,
received job promotions, or received drivers licenses for the first time as a2
result of their participation in adult basic education classes., Obviously,
these results show that many of the progqrams have been effective.

I1eeep aevemie o

]
sl .
SETA
.

.
.-..s.p'J\\.vvw e, v B et I
L

o
fS. 0
¢ ..t

-

S .
M)

A :"-.". A3 ) '_..-,..'
[T

et

e

UE P o mamerea s STes g H O
P BRI . .
e .
DR o
. v ,

U
.

enan .
e e
,
P o
. S EYERA
s A

Ve
Sudal
= d,.
-

<y
[,

LIRS

R L
.
,

P

18

- .

.
e - . . ” e ese e e . . -
o K C e mm ettt m e emeemtm s s x = eeme - . e an e = e . - . .
'Full Text Provided by ERIC . N
2 : e ‘- v - G e e . - e PN




. ..0- v .
HRTICEN.V DU VI AW

? .

.
.
- e B At e cmnntt b

o 0

s . . . .
L LTSI W 10 A SIRAFOR AP PV Ry I {
.

Hay

VI. IMPLICATIONS FOR THE 1980'S

In a December 11, 1980, U.S. News and World Report article, Alvin Toffler
warns that "under conditions of high-speed change, a democracy without the
ability to anticipate condemns itself to death.”

Literacy is a cultural concept, and woven into the heart of the concept
are factors of work, technoloqy, attitudes, and, above all, concern for the
future. To discuss literacy for the 1980's, one should look at long term
societal trends that are related directly to literacy training. The following
trends were extracted from a larger qroup of trends appearing in the September
= October 1976 issue of Public Administration Review by Joseph F. Coates:

. Economic prosperity, affluence, and inflation
e  Expanding edugazion throughout society

e Internaticnal affairs and naticnal sééurity as a major
. societal force

' Centrality and increasing dominance of technology in the
economy and society

® High technological turnover rate
® Specialization (in work)
® Expansion of credentialism e

) Women, blacks, and other minority groups entering into
the labor force -

. ) Srowth of consumerism
® The institutionalization of problens (This is the
tendency to spawn new institutions and new
institutionalism mechanisms for dealinqg with what were
personal, private, or nongovernmental reuponsibilities.)

¢ Growth of demands for social responsibility-

Critical trends -

Oppenheimer warns that society has changed more in one generation than in
all the generations before, and that the world changes continually. World
futurists see change accelerating in the 19680's, predicting that this period
will be a critical one that will severely test institutions regarding their
ability to adapt to change. For example, when society needs a basic service
that is not being provided, it often invents or creates an institution to .
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: provide that service. The expectation is that public education, business and
industry, and qovernment agencies will change fast enough to provide adequate
literacy progranms; but in the event they do not, the service will be provided--

et}

11
. sizply because literacy will be a requirement for effective living. £
1 Three trends will shape the proqranming of literacy education in the ft'
§ 1980's: competency-based individualized instruction programs; technological
$ advances in educational media and hardware; and parallel advances in progranms fv; .
- in public elucation, military, business and industry, and other agencies which B
will tend to benefit each other's proqrams. These trends will be accelerated o
by the movement toward professionalization of literacy education in which f_
- full-time professionsls, utilizing adequate materials and media, will continue ;', :
N to make literacy proqrams more attractive and beneficial to the virious tarqet ¢
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The 1980's and beyond will likely see a return of the concept of financial
support for adult literacy students. It will be a matter of pablic interest
to support a person for a few years rather than for a lifetime on the Federal

« Or State dole. The past failure of these programs can be corrected in part by
more understanding by planners concerning the social, educational, and
personal aspects of literacy planning. As society moves to increase citizen

H self-sufficiency, there is a strong likelihood that requirements for literacy
training will be attached to welfare payments and other forms of government
subsidy. ¢ . .
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The armed forces will institutionalize functional literacy training
turough training programs until an individual resches a Batisfactory
performance on-a prescribed reading and. mathematics level. - These levels will
vary according to assignment,”.and training will be vocationally centered
around training manuals and individual assiqnments. The military mainly will
rely on advanged technology for individual instruction and will make a number
. of improvements in curriculum development. The return of & national draft

could delay this movenent for a few years, but, in any event, it should be in
place within 10 70 20 years. . o
8
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Labor unipns involved deeply in adult éducation activities over the past
20 years will become involved heavily in literacy education {including
consumer, occupational, and citizenship education), as they recoqnize the
significant economical and political impact of illiterates. Union activity
- will tend to move away from the present single-~trade approach to a more
socially active role in the urban and inner-city rreas.
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Dramatic curriculum changes

As teachers become full-time professionals, the curriculum of literacy
education will become increasingly sophisticated. Terms such as competenc y-
based education and coping skills will become obsolete, since it will be
assuned that every person has a basic right to an instruction program based on
the individual's needs. The instructional mode will change dramatically and
‘will be based on the individual learner's aptitude, abilities, and needs.

Some persons will work outside of class usihq programmed instruction and
I 4
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packaged instruction programs; they will come to the learning center for
assessment, assignments, and teacher assistance. Others will work in a group
setting with frequent teacher assurance and support.

The most dramatic curriculum changes will occur for adult students who are
" nonreaders or who read below the third-grade level. Initial instruction for
these individuals will be conducted on a one-to-one basis by paraprofessionals
or volunteer teachers, supervised by a professioral teacher. Students will
continue to be tutored until they can read at a third-grade level or higher,
at whick time they will transfer to a learninq center or gtoup instruction

progran.

Social and political awvareness

Literacy education in the 1980's will become more political and social.
Minority groups, immigrants, and inner-city regsidents will increasingly demand
programs designed around social and political, as well as, educational
objectives. These programs will tend to zesemble the "socialization® concepts
advocated by Paulo Freire. Neighborhood literacy programs will grow, and
consequently, there will likely develop a strong peer pressure for
participation. In these -areas, tae curriculum thrust will be toward more
political and social qoals, and individuals enrolled will focus on
participation in qroup activities. As labor unions and community groups
become involved, the literacy movement will embrace *blue-collar® activities
and move away from the more traditional middle-class activities.,

As formal childhood education changes, so will the structure of adult
education. The trend whereby adults increasingly return to college will shift
to secondary and elementar 7 schools., However, the age groups will likel.y be
separated under administrative structures that recognize the centrality of
adult education in the total educational process. New administrative and
financial structures will provide education at any level according to adult
needs and interest. This concept is already in place and operating in the
nation's community colleges and is fast becoming a fact in colleges and
universities,

The question for the 1980's and beyond is whether this will occur within
the presently established public education programs or whether a new
educational institution will be established. The answer will depend largely
on the flexibility and responsiveness of elementary and secondary education
programs. The key element in this breakthrough is the increasing social and

# political awareness of the more than 60 million people whose educational

skilis are below acceptable standards for survival. The news media keap these
persons informed on world and national affairs better today than college
graduates were informed a few generations ago.

That illiteracy lowers the quality of life for all is a social fact.

During the 1980's, this fact will become a major consideration of society--and
society must decide how to deal with it.
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CRITICAL ISSUES IN ADULT LITERACY
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Dr. Oliver Patterson and Lewis C. Pulling deal with the problem of
recruiting and retaining illiterates in an adult literacy program,
raise critical issues regqarding the qoals of such programs, and

’

- " descgibe strateqies for mobilizing community resources to support | - - T ?hf-
them. The auvthors tackle the problem of defining literacy and 7
deternining the mcst effective teaching approaches for use in "

proqrams. Descriptions of illiterates® attitudes, percei%ed motives,
and fears are includad.. :
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I. INTRODUCTION

puring the past 20 years, 2 purported objective of American society has
been to eradicate advlt illiteracy. The Federal Government, in fact,
recognized illiteracy as a nationwide problem in passing the Economic
Opportunity Act in 1964. For the first time, Federal money was allocated
directly for adult literacy edusation. Evidence of the magnitude of the
support is furnished by Bina and Dowling (1976), who reported that from 1966
to 1976. national expenditures for adult basic education proqrams increased
from $32.5 million per year to $67.5 million per vyear.

Although progress has been made in reducing illiteracy (Fry, 1979}, it is
generally agreed that much gtil]l remains to be accomplished. 1In fact, it has
been estimated that if the ability to read and comprehend the dsily newspaper
is used as the criterion of functional literacy, there may be as many as 40
million functionally illiterate adults in the United States.

The results of Corder's analysis (1971) of census data clearly reveals
that illiteracy is disproportionately distributed in our society:

® 1lliteracy was much more pervasive amonq African-
Americans, Mexican-Americans, Native Americans (i.e.,
American Indians), and Puerto Ricans.

e - Illiteracy was found to be acute for those over 25
years old in the South and in metropolitan‘areas.

) The rate of illiteracy for black men was found to be
twice the rate of illiteracy for black women. Only
amonq blacks was there a significant literacy
difference between the sexes.

é Of the total number of illiterates, more than 77
percent were found to be over 45 years old.

It is clear that illiteracy is much more pervasive among those gqroups that
have been traditionally powerless in this country. Although one might wish to
believe that the social distribution of literacy is an accident of history, it
is obvious that it is not. For example, it was aqainst the law to teach
blacks to read prior to the Emancipation Proclamation. Moreover, publicly
supported education was unavailable to teach blacks even in the most
rudimentary form in many areas of the country prior to the 1930's.°

The important psychological point, affecting both 2zhe literate and the
il1iterate, is that for most of U.S. history, society has made the issue of///
j1literacy invisible, and in doing so, has persuaded the illiterates-~-in
schools and factories, cities and towns--to become invisible. (This pap

will deal with the problems of recruitment and retention of iliiterate
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students in a subsequent section.) It is essential to understand that as
society attempts on the one hand to call these people rorward, it continues on
the other, to send a message to them to remain invisible.

Definition of literacy

Webster - literate: Instructed in letter
l [}

illiterate: 2Ignorant of letter; swmonym:
ignorant
ignorant: Destitute of knowledqe

There are important implications in the terms used to describe this
phenomenon, i.e., readinqg, literate, and illiterate. Reading is a relatively
simple skill. Literate implies the ability to read, and illiterate should
describe the absence of a specific skill; and it does mean that, but
reqgrettably it means a qreat deal more.

Illiterate means bad, and every illiterate in Amefica knows that; most

literates do not.

Illiteracy is the kind of bad that touches every aspect of

one's life.

It is a condition that affects not only one's ability to read--it

effects one's ability to be.

A literacy program has to be a program that

deals with a person's ability to be. It should involve the whole community.

When historians analyze the situation, perhaps they will find that the
qreatest illiteracy lies in the 1111teracy of the literate’ about our
illiteracy.
what this report is all about. The critical issues are:
Goals of community-based organizations
Recruitment and retention of students
Instructional objectives and evaluation
Identifying populations to be served
Minimizing failure
Mobilizing community resources

.0 060600

Although there is almost universal aqreement on the fact that the United
States has a literacy problem, there is no agreement on a definition of )
literacy. Gray defined a person as functionally literate;

when he has acquired the knowledqe 2nd skills in
reading and writing which enable him to engage
effectively in all those activities in which literacy
is normally assumed in his culture or qroup (Gray,
1956, p. 24).

I2 we accept Gray's definition, the logical question is: What is the
minimal level of reading and writing ability needed to function effectively in
American society?

26
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Some adult literacy sp¥ftatists maintain that ability to read and
understand newspapers should be the minimal level of functional literacy, foq
newspapers are the primary reading diet of Americans. Smith (1970) reasoned
that since newspapers have a seventh-qrade readability level, a seventh-qrade
reading achievement level should be the minimal standard.

-A second approach advocated by researchers is to examine the minimal
literacy skills needed to profit from vocatisnal training. Sticht, et. al.
(1972) sought to determine functional literscy levels needed for four selected
military jobs (i.e., cooks, vehicle repairmen, supply ¢lerks, and armor
crewmen). It was concluded that-an eighth-grade level was a reasonable
"general purpose™ tarqget for functional adult basic education. Interestingly,
the Adult Basic Education Act of 1968 recommended achievement of the
eighth-qrade level as the target of the Adult Basic Education Program.

It does appear that a literacy-knowledge level that corresponds roughly to
junior high school achievement is needed to function effectively in American
society, 1f by functioning one solely means ability to: (1) read and
under stand newspapers and (2) profit from vocational education.

A danger inherent in accepting such a prescribed level of literacy is that
while it may answer the economic system's work needs, it may neither answer
the needs of individuals nor of their culturfal community. Many individuals
who have worked long in adult literacy programs firmly believe that Gray's
broad definition of total functional literagy, which stresses human as well as
work needs, is preferable to the very narrow definitions currently employed.
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Il. RECRUITMENT AND RETENTION

As the introduction pointed out, the "deficits™ of the illiterate are

considerably more extensive than just “readinqg skills,” and it is worthwhile
to exanine thesq deficits in more detail.

In the qoal-getting process for the literacy progqram, the ability to
comprehend written information is the bottom line. Since instruction in the
reading process is qiven, the queation remains-—-What other issues need to be
addressed? If one begins with the students, when they first become involved

with the project, one can attempt to asnalyze those factors in their lives that
will impair literacy development.

From this list, some difficult choices must be made, for any literacy
proqram cannot--and should not--be all things to everyone. The proqrum,
therefore, should identify those agendas which it will address--those that it
will encourage the student to address and those which will be avoided.

Literacy programs must neQer undertake intervention beyond the proqram's
professional capability. Here are some examples for purpoges of illustration:

] Appropriate intervention: developing the student's
. positive self-image about his or her ability to learn.

.~ . ®_. Appropriate areas of support: “encouraqinq_séudepta to
orqanize their time to minimize scheduling conflicts
that reduce class participation.

® lnappropriate areas of intervention: pscyhological,
financial, and social crisis in the student's life.

It boils down to this: The proqram will not work unless it recognizes and
makes adjistments for the fact that the illiterate lives under enormous
pressure, with often limited life-coping skills.

The program will not work if it tries to intervene in areas in which it
cannot effect a positive result., Regrettably, there are not, and probably
never will be, a universal list of "do's and don't's."” Tho project will have

to address and resolvs the issues on an individual proqram basis, but here are
some ideas.

what {s the student's self-concept?

What aspects of the étudent's self-concept bexr on his or her ability to
become literate? And which of those aspects should the project address
formally and which ones should be addressed informaily?
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What is the stujfnt's self-concept

in relation to &thers?

The same questions apply as in the previous paraqraphs, except that
problems in this area will more likely bear on issues of recruitment,
participation in scheduled activities--particularly classroom activities--

and fear of discovery. These iSsues are absolutely critical to the project's -

successful implementation.

i
[

How does the student relate {
to the physical world?

Issues of money, transportation, shelter, clothing, recreation, as well as
specific knowledge relating to the physical world, can critically:impair
participation. These agendas most likely will lie outside the scope of direct
intervention but must be acknowledged as everyday realities affecting the
project. v

Gaining an understanding of the student is the essence of the program
design, intervention strateqy, recruitment, and community support efforts.
This understanding is also the foundation of the goal-setting process and the
evaluation strateqy. Unfortunately, there are few models available in public
education, since most existing: education proqrams consider curriculum the
given and students the variable. Quite the reverse must be true in basic
adult literacy. ’

Characteristics of the illiterate student

We shall examine some generul characteristics of an illiterate student in
the hope that these characteristics may be\pelpful in identifying and
understanding pupil population in a wide range of project situations.

Poor versus nonpodr. By and larqge, illiterates are raised poor and
remain poor. Poverty affects. the lanquage base, scope of personal expérignce,
self-concept, and logistical factors influencing the students' consistent
participation., Many students,. however, are économically successful.
Individual entrepreneurship, job seniority, and personal thrift are factors
that can lead to economic security even though the individual ig illiterate.
Obviously, the economically successful individual will have fewer deficits and
more strengths. These factors must be built into the proqram's concept.

Cultural majority versus cultural minority. Perhaps the most
profound deficits are those that exist between majority and minority persons.
While in the broadest sense poor and female are minority, the cultural, sthnic
minority classifications are considered here. .

) In this melting-pot nation, people fail to understand each other and
their differences. The traditional majority, i.e., white middle class, is as
impaired (when it comes to understanding the illiterate) as any qroup. There
are great pressures imposed on minorities, e.q., Native Americans, Hispanic,
and black, that must be acknowledq;d if the literacy program js to succeed.
It is particularly important to understand and remember that the literacy
being discussed is presumed to be the literacy of the majority culture.
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*Noneducated® versus "education failure.® Many Americans,
particularly older ones, simply dropped out of school early. They contrast
with people who attended through their 16th vear. School failures have
neqative attitudes about organized eaducation and their ability to function in
such a setting. That self-concept may be an absolute impediment to
participation unless it is dealt with and overcone.

A sensitivity to the stimulus that evokes neqatirs feelings toward
resources must be maintained. Porms to £ill out, rows of classroom furniture,
blackboards, bells. teacherish~looking people--all have an impact on the
beginning "education-failure® student much more than the "noneducated® student.

Male versus female. There is a difference. It varies with age,
ethnic background, and Reqion. The difference also varies with the ratio of
proqran participants. It is difficult to make many valid generalities except
to say that the gender issue can be an absolute impediment and must be
analyzed according to conditions in each community.

Young versus old. Age certainly is a factor in the rate of learning;
older students tend to be more persistent but proqress slower. Adolescents
and children may threaten a yung adult, -These concerns are qreater for the
beginning student, but are always present.

*Given up” versus "yet to succeed.” It is probably true that most
beginning students see themselves as either having tried to learn to read and
failed, or they have vet to complete their "trving® process, Obviously, the
*tried and given up” have a .serious impairment. Unless the impairment is
recoqnized ‘and addvessed, theze will be a high dropout rate, resulting in a
large part from the self-fulfilling prophecy. Many of the same
characteristics arc seen in the "noneducated” versus "education failure®
analysis. In this category, students have an extensive axpogure to formal
education but see themselives in a wide spectrum of personal commitment to
mastery of the reading process.

*earn to fead® versus "get it together." Many students,
particularly those over 30, have developed a stable life gtyle--stable
residence, income, and a relatively unstressful daily routine. For this
student, reading may be 2 clearly defined agenda. While the student may not
have a realistic concept of what literacy really is, at least the student has
a clear focus on one aspect of life.

By contrast, there is the student who perceives his or her life as
being disorderly. Income, housing, and daily routiue may experience wide
variation. Literacy may be perceived as the answer to the dilemma, 1If the
student i{s to be effectively retained, he or she must f£ind a way to sort out
the various life problems and to see literacy as a related but separate
agenda. Otherwise, the student may experience a failure in expectations or a
lack of concentration and commitpent to literacy.
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“"Eqgo secure" versus "insecure."” With rare exception, the illiterate
adult will have a seriously damaged eqo. Any effective literacy program must
be able to deal with this reality. Eqo strenqgths will almost universally
improve with instructional progqress, but thefego issue will account for a
large part of the dropout rate. Some entering students, however, will have
positive and balanced self-concepts and, therefore, will exhibit greater eqo
strengths. The point is that eqo deficit is directly proportional to rate of
gain in literacy. Individual students must be assessed, and self-confidence
must become a specific program agenda.

"Marginally committed® versus "fully committed.” Since most entering
students tend to be "education failures," "given up," "get it together,"
*insecure” types, they perceive qreat personal risk in committing early to
seeing the literacv training successfully through to completion. Students may
provide themselves with an "escape hatch," just in case. While that hatch has
obvious value to the student, it also may limit full involvement to the point
that progress is impaired.

Some will make a total commitment. The successful proqram finds that
delicate balance between overtolerance and inflexibility. It recogpizes that
extent of commitment is a legitimate concern but a genuine impairment. The
program is structured so as to encourage growth in commitment while . .
maintaining hiqgh expectation. .

Iéggirments to participation
4

There are a number of other existing conditions that need to be recognized
that bear on the student's ability to participate successfully. It is
important to remember that illiteracy as an impairment does not exist in
isolation; it nearly always exists in combination with other impairments.

Iogistical impairments may include availability and cost of
transportation. Life crisis impairments that affect participation include
illness, death, incarceration, eviction, and termination of employment. They
are real situvations and must be acknowledged. 7The difficult decision
confronting the project is to determine when the policies are too stringent
and when they arz too lenient,

Emotional impairments are not uncommon and vary from mild neurzosis to
psycopathic behavior. Each case must be weighed individually, but, outside of
referral, psyhological intervention is best left tc the professional.
Neurologically impaired students include the retarded and learning disabled.
If the condition is accurately assessed, an i{nstructional proqram can be
considered which is specifically tailored, and if found appropriste, it can be
implementead.

Perhaps the most significant impairment, and the one most frequently
encountered, is the one resulting from the student's highly individuvally
oriented (s yntaqmatic) lanquage behavior. (Dinnan, Lodge, 1976). Unless this
impairment is confronted, the student may be in for a long hard program.
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It may appear on the surface that a rather neqative view of the adult
learner has been posiited. However, what has been done 1is that proqran
objectives have been idantified, which are designed to recognize and cope with
the participant's impairment so that the principal qoal--literacy--can be
achieved.

Coupled with whatever impairment there might be are many strenqths, and it
is upon these strenqgths that the foundation for a new and expanded literacy
will be built. Chief among these strenqgths is the ability of students to
perceive and think about their human experiences and to translate those
perceptions into language. 1If students can talk intelligibly, they can write,
if they can hear intelliqibly, they can read.

But what has this to do with recruitment and retention? The answer is
simply that each program must know clearly and accurately how it seeks to
recruit and retain. In most cases, students will be aifficult to recruit and
retain, and much time will be required to give the program a solid street
reputation.

Gaining community support

: ) In the broadest sense the recruitment proqram begins by recruiting the

conmunity leadership. ~FPor illiterates to join the literate society, there
must be a willingness of the society to open its membership. This community
leadership recruitment campaiqn needs to be one-on-one, with program personnel
meeting with power brokers. (Part VI deals with this question in more
dctail.)
arquments that ‘support the project's ‘credibility. Also, having 2 program
brochure to present and an influential and visible board of directors or
steering committee to call upon {s important.

A media campaign is the next step. It reinforces the power broker
recruitment effort and initiates the student recruitment drive. The campaign
should be designed efther by ad agencies or professional advertising
associations. Radio and televizion public service announcements form the
basis of the campaiqn, reinforced by bus cards, billboards, and printed media,

The first campaiqn nav not recruit many students, but it is an important
message to the {lliterate population: ®“The door is open here.®™ The program
will be soriously handicapped unless there is an open climate. Since most
illiterates fe2l very unique and isolated, the media campaign helps them to
feel less threatened about being discovered. . .

The next aspect of the recruitment campaiqn will be one-to-one contact
betveen the program stz2ff and other human services agency personnel. Health,
welfare, corrections, offender rehabilitation, education, and labor are all
represented by case workers who have hands-on contact with illiterates.
these professionals have established credibility with nonreaders, their
recommendation will carry nmuch weight.

o

Both altruism and cost-benefit arquments are effective, coupled ‘with
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Of course, there are many alternative channels of communication, including
churches, schools, community orqanizations, and community leaders, but the
qreatest recruitment opportunity is in the reputation the proqram has in the
streets. The reputation comes slowly, sometimes only after years of work.
And it comes about because the program understands, respects, and protects the
student--~and it works. Graduates and participants will spread the word, if
they believe it themselves.

Persistence and patience are essential recruitment campaiqn inqredients,
A less than 2-year campaiqn is probably shorts.nhted. The sell has to be
soft, and nonreaders have to idantify with the ads. Using newly taught
community people as advccates iz a powerful strateqy. September and February
are good times for the campaign to peak.

The illiterate has been preoccupied with reading and learning to read for
a long time; fear and uncertainty have been constant companions. Thus, when
the media campaiqn beqins, these issues will be in his mind. The,first
decision the illiterate will have to make is to take some specific and
concrete steps--"go to a place,” "call a number." :

Whatever the gtep, it should be the focus of the media campaiqn. From
then on, the recruitment is one-on-one, and it is up to the prugram to see
that the student finds an environment conducive to survival.

Student retention strateqgy

The retention program must beqin when the student first contacts the
program. New students will relate to some proqram sites better- than others.
Obviously, transportation is an important consideration, but the “"feel" of the
site is the critical factor. Unfortunately, there is some history of poorly
oryanized and managed “"storefront™ and itinerant, alternative edudﬁtion
proqrams. Street people know this and will test the new proqram to see if it
is solid, serious, competent, and dependable; so the location should prcject
these qualities. The other extreme is too much institutionalization.
Illiteratés do not relate to traditional classroom settings. The best program
avoids both extremes: It projects the feelinqg of being an expression of
community concern and involvement without overpowering the student.

Also, it is most important that the proqram schedule be adapted to student
needs. Hours should be flexible, covering day and evening.

For the most part, the students, particularly new male students, will
experience a qreat deal of personal stress during initial contact. The staff
person must be able to help them overcome this stress. If the project has a
clear understanding of the characteristics of the client population, tpére
should be no problems.

and recoqnize that each student is unique. Stresg the fact that the progqram

is flexible in content and learning rate, and that it is safe ahd patient.

The purpose of the initial contact should be toc aqree to meet a second time.
)

Go easy and slow and help the new student relax. Emphasizihthe'proqram
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the studen: ample opportunity to share his or har feelings, hopes, and
concerns. A nonthreatening, informal readinqg assessment can be made,
particularly if it emphasizes the student's basic lanquaqe facility-~his or
her gtrengths., At this point, the student should be encouraged to begin
seriously considering committing to becoming literate. This process will vary ‘
fzom one session to 3 months, depending on the student. Some students may be :
ready for the first level of formal instruction while others may be capable of !
interacting only on a one-to-one basis with a tutor. ;

|
\
|
; The second contact should be scheduled with a counselor and should allow : .

Dropping out. Most programs probably will experience a high student . .
dropout rate at specific intervals: during the second to third week, at 3 L -
months, and at 9 months. It is important for the project to accumulate this [
data and to act accordingly. A basic literacy proqram will have to follow up &
0 with students whose attendance falls short.

RN P

The first dropout point occurs early because students panic over the
threatening prospect of failure. The second dropout point occurs because
students have satisfied their eqo that they are not stupid, thus, their -
motivation is reduced, It also may be because students feel that their
proqress has stopped.

:
[
If dropout occurs because of external agendas, students may f£ind t
their way back into the program, but they must be encouraged not to let their ‘.
. ptevailinq mood on a certain day or week override better judgment. 1In the ?;
fina) analysis, the studént must make the decision. The project must be able e.
N . . to differentiate betweeu .intervention that does the student'a thinking and Y
intervention that causes the student to think. H

Learning to read well. This is 3 long, hard process for an adult -
nonreader. No proqram can succeed that does not recog»ize and act on this &
reality. Therefore, it is essential :hat new students be given a solid "
foundation on which to build their new literacy. This foundation-building | R
strateqy is the most important component of the retention strategqy. ' \

. First, every new student possesses a very extensive and complex oral

¢ lanquage base, even if it is not used., It is important to note that
nonreaders lack awareness of, and confidence in, their existing capability.
Thus, step one is to get in touch with the strengths.
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Beqinning readers need to deal with oral lanquage as a confidence
builder, as well as a foundation skill. _Thus, the second step is to help
students develop confidence in their ability to learn and acquire and
assimilate new information. Students do a great deal of this in everwlay
life. ‘The problem is that they do it unknowingly, and therefore, derive no
self-confidence from the experience.

ORI B Aded
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The strateqgies for thig second step are leqgion, but need not, and
probabl y should not, involve a lot of "reading." The program should be
informal, nonthreatening, practical, and "everyday.® Any kind of simple
real-world learning experiences which the new student can master will serve to
develop learning confidence. .
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Take it slow and be patient. New students are really learning about
themselves; it will take a little time to absorb the new knowledqe. The
experienced teacher will be able to avoid going too fast or too slow. Your
best teacher should be in this early instruction activity because qood
teaching and eftective retention are § ynon ymous.

Finallv, hold off on the heavy reading instruction until the 'student
has acquired an operational lanquage base that will allow the new learner to
classify new information and to relate,time,’quantitv, quality, and space.

The ability of young children to learn to read is developed by more or less
formal instruction in readinqg readiness. Many adults display an apparent lack
of these kinds of readiness skills, and while the instruction of adults is
obviously different, there are strikinq similarities between the two
conditions. (A useful reference is Adults Learn Again, Curtis Ulmer and James
A. Dinna, State of Georgia Department of Education, 1i981.) ‘ .

- .
. T
[ R =7 Jrasey ) SN S I

i As seen, the basis for effective participation is good preparation, but

: the retention. program must be augmented with a counseling resource. We are

: not recommending peychological counseling, but rather educational counseling.

) Because of the acute pressure unique to this.population, support and
_encouragement must be available, particularly at the crisis points, i.e., 2

. weeks, 3 months, and 9 months. The best plans will not be 100 percent

’ effective, but will have substantial success if the needs of this population

can-be distinguished from the needs of the typical and traditional

postsecondary student.
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III. GOALS OF COMMUNITY-BASED LITERACY PROGRAMS

This section raises critical issues regarding the qoals of community-based
adult literacy proqrams, pointing out that Federal monies have traditonally
tied literacy instruction to employeent. Although increased employebility is
obviously a goal of literacy programs, it has been suggested that other goals
are extending the ability of individuals to understand, control, and
effectively function within their social context.

Most community-based orqanizations have a prime

Exployment.
objective: improve the adult's economic status through literacy education.

However, critical issves have surfaced which involve achieving this objective.

Weber (1975) questioned whether or not literacy skills, in and of
themselves, were significant in widening adult employment opportunities., She
stated, "There is little to suqgest they do. Basic education students, even
though their numbers are small in relation to the job market can rarely
attribute a new job to their new reading skills" (p. 150). The research of
Dentler and Warshaver (1965) suggests that education dpes not create economic
prosperity, but rather follows it. .

It is interesting to note that the national survey conducted by Kent
(1972) found that two-thirds of the adults in reading courses gqave
self-improvenment, not employability, as the major reason for .attending. Yet
Federal legislation has traditionally tied literacy to enplowent., The stated
purpose of the 1964 Economic Opportunity Act was: '

to initiate programs of instruction for individuals
who have attained age 18 and whose inability to read
and write the Enqlish lanquage constitutes a
substantial impajrment of their ability to get or
retain employment commensurate with their real

" ability...

For community-based orqanizations, employment is only one of the
primary objectives of literacy education.
, Punctional competence. A literacy proqram qoal has been to make
students functionally competent to perform tasks required of adults in
society. Greenfield and Noujeira (1980) noted that the Adult Performance
feavel (APL) Study qreatly assisted in identifving the skills and knowledge an
adult needs to be competent. The matrix on the next page shows the
intersection of skills (readinq, writing, speakinqg, etc.) and knowledge areas
(consuner econcmics, health, etc.). To be considered functionally literate,
an adult must be able to apply the set of skills to the set of knowledge areas.

. -

°

Although Mezirow (1970) did not directly criticize the APL approach, ~
his broad criticism of adult programs appear also to apply to APL. Mezirow
suqgested .bat for many adults, it was difficult life problems which often
interfere with their education and voca>ional training.
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MATRIX OF INTERSECTING SKILLS

[

Consuner Occupational Community Government
Economics Knowledge Health Resgources and Law
Reading Read labels | Read a help | Read first | Read a movie | Read about
on cans. wanted ad. aid direc~ | schedule, ° your rights
. . tions. after arrest.
Writing Fill in Complete a Write a Complete an | Write your
income tax job appli- menu. application | congress-
forms. cation. for commun- | person.
' ity service. '
Speaking, Ask quas- Listen to Listen to | Use the Describe an,
ristening, tions of an emplovyer a doctor's | telephone. accident. -
viewing IRS. talk about directions. .
\\ a job.
Problem~ Decide Decide which| Decide Use stamp Decide which
solving which house | job suits when to machines candidate
to rent. You. call a in the to vote
doctor. post office.| for.
Interpersonal| Relate to Be success- Interact Ask Interact with
Relations a sales ful in a with hos- | directions. police suc-
clerk. job inter- pital cessfully.
view. personnel, .
Computation Compute Calculate pecide how | Calculate Calculate the
sales tax. pa ycheck many times | the time cost of a
deductions. a day to it takes to | speeding
take a - travel a ticket.
pill. distance.
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e Life Skills. Following Mezirow, Adkins (1973) suqqested a curriculum
. approach, called Life Skills, which would focus instruction around the

specific vocational, educational, and personal problens experienced by

: adults. Following are the major curriculum tracks and representative units in
K the life skills approach:

car arerTeve vee cune s
Vo

S Y

Representative tnits
.

. oo e el Tracks
j . - ——— -

L oee
Jes -

.

B
§ 1. Managing a career. Idcntifvinq and developing one's Y
o interest and abilities, choosing an P
s . .o occupation, locating jobs, conducting b
interviews. ' Fo,
[ SRS
2. Developing one's self Caring for health needs, presenting g ..
and relating to others. one's self effectively, dealing with guef,
conflicts., g"
. :
3. Managing home and i

Becoming a parent, meeting needs
faaily responsibilities. of wives and:husbands, budgeting and
\ buying, dealing with the landlorad,

’ helping children in school,

v
LN

4. Manaqing leisure time. Planning one's tinme, changing mood zn4

. . pace through recreation, parcticipative
- .versus spectator activities,

TR S LTLR \ I7 L)
- >
v
.

.....

5; 'Exercisinq coumunity T

fon o

Dealing with representatives of
rights, opportunities, welfare, health, and emplowment
and responsibilities. orqanizations; handling discrimination,
: ° f£inding one’ s way around the city.

R

.
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o
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The life skills approach not only attempts to have the adult
understand specific probiems, but also focuses on translating learned
knowledge into action. For example, a unit on controlling emotions might have
adults role play an anger-evoking situvation. The adults would exhibit
application of acquired information into action by delaying anger.

: To some, the life skills approach might evoke images of early

' . connseling programs which attempted to socialize and assimilate immigrant
adults, Rather than examining the social context and institutions which give
rise to poverty, inadeguate housing, and bad schools, such progqrams, it is @
contended, foster adjustment to the status quo and manipulation of it. -

. Conscientlzation. ‘This is a theory developed by the Latin American
educator Paulo Friere and is aimed at having oppressed peoples develop an .
" understanding of the social context which shapes their daily lives and their
ability to change it. 1In Freire's formulation, individuvals gain control over
themselves vhen they begin to articulate the reality of thelr existence. .
Preire’s writings are difficult, but as Weber stated, "Freire has successfully
- called into question the training objectives that motivate literacy programs

. by placing people at the center of a cultutal context in which making a livinq.
iz more than holding a job" (p. 152).

38
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" Obviously, there are many questions that could be raised about the
Perhaps the most important is its transferability to the
United States, for it must be remembered that this country's history,
technology, economic structure, and social patterns are significantly
different from those in Lgtin America.

Freire approach.

Instructional objectives and evaluation

Because of a lack of consensus on the goals of }earners, instructors, and
administrators (Mezirow, 1970), community-based orqanizations are often

limited in their effectiveness.

and low attendance.

The result is often high rates of attrition

Obviously, there is a need for an internal process of assessment to ensure
that all agents—-adult lLearners, teachers, and administrators--know the
objectives, as well as understand the educational design required to
.accomplish them. Frequently, the lack of specific objectives results in
neigggr learners nor teachers realizing when the programmatic qoals have been
accomplished. The following flow chart is a prototype process model which may ~
be used to monitor program effectiveness.

LITERACY MODEL

| Conceptual Frameworgj .

{Contextual Evaluation — Needs Assessment] -

—{Goals and Objectives]

People | Processesl l Proéertiesﬂ
— 4 ] l T |
Differentiated staff Process Approach Physical Instruc- Non-
taffing . Development .. to Facility tional Instruc-
lan Design Individualized Equipment tional
Instruction Resources Supplies
Supplies
] Assessment |— Educational Instructional Application -ﬁ Evaluation|
Plan : Processs Transﬁer

l T

[Process Evaluation]

[ Product Evaluation]
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It is extremely important that administrators

. and teachers generate the major theoretical underpinnings of their program.
Too often, programs appear to be merely collections of materials, forms, and
motivational techniques with little or no broad framework to give these bits

Conceptual framework.

. E and pieces meaning and unity. Following are seven examples of generally.
.3 accepted concepts of the nature of the reading process which may form the
: foundation of a literacy program:

Reading is a developmental process, and all people can be viewed
as being at some point on the developmentzl continuum.

1,

2. Reading is an act of intornation processing during which the
reader makes use of linquistic and expeziential cuyes to extract

meaning.

Reading is a coqnitivé process, highly influenced by the
cognitive style and cognitive map (i.e,, the manner in which the
reader has uniquely organized information and attitudes) of the
reader.

3.

4. Reading comprehension is highly dependent upon the
correspondence between the receptive lanquaging ability of the

reader and the expressive lanquage of the xzuthor.

Reading achievement is related to attitudes toward self as a

learner. . ‘.

-'*\,"..' . . .
Readinq dysfunc~ion amonqg patticulaz qtoups in the United States

(e.q., blacks) is neither genetic nor coqenital, ‘but is highly

related to their social status, as well as their ccmp:ehension

. of and access to the institutions affecting their 1gyes.

'SO

— ™ CAT e e et

6.

7. Reading is a functional activity, needed by virtually everyone
in today's society if they are to perform prescribed social

roles (e.q., parents, workers, hobbvist, etc.).

e

‘Needs assessment. A popular ctiticism of public schools is that they
exist in splendid isolation from the community they serve. The curriculum
used in a wealthy suburban district may be the same one used in an
impoverished school Adistrict, although the educational needs of the students
may diffex, , . Lt

V' Bvery literacy program exists in 2 specific community, and it is
vital that the needs of the community are assessed. To accemplish the
assessnent, leaders of other human services orqganizations--hospitals and
health-aqencies, colleges and public schools, civil rights organizations, and
employment bureaus--should be interviewed. !
As previously pointed out, the literacy skills _
It

(30als and cbijectives,
of communlication and computation are applied to a set of knowledge areas.
is important that the staff move from broad objectives to the very specific
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terminal behaviors that they wish adults to exhibit. The steps outlined in
Preparing Instructional Objectives, by Mager (1962), may be used in helping
the staff generate objectives.

-  People, processes, and properties. These are the means by which
instructional objectives are realized. The instructional process is presented
on the chart (p. 26) as a five-stage process with a planned evaluation at each

stage.

‘
-

1. The purpose of the assessment is to determine-the
. level of adult literacy and specific areas of
strengths and weaknesses.

2. The -educational plan is based on the assessment
and normally would contain the stated objectives,
the teaching-learning strategies, materials to be
used, and the criterion measure.

3. Four instructional processes are -usually used:
personalized help from a teacher; large-group
activity; small-qroup work; and independent work.

4. The application stage seeks to have the adult
transfer learned literacy skills to different
adult knowledge areas. For example, reading
skills'might be applied to health materials.

5. Evaluation should determine the degree to which
the instruction process has been successful. It
is important that the evaluation reflect the
educational plan. 1If the goal of instruction is
to learn a specific set of vocabulary words, then
those words should be tested, not words never
taught.
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» IV. STRATEGIES FOR IDENTIFYING TARGET POPULATIONS

-

Bducational sociologists have found that tarqgeted

populations for literacy
programs fall into specific cateqories. :

Self-directed adults. Mason (1978) defines self-directed adults as
. those who may not have finished high scheol but who are economically and
4 ] personally secure, These individuals will seek cut adult prograns,

Severel y underenplo and sporadically employed. To reach these
individuals, Mason (1978, p. 58) suqqests the following strateqgies:

ar mdwd

. ) A link with agencies that provide individualized
R services for disadvantaged adults,

Developed materials that are easy to read and can
be personally delivered and expiained.

Developed media campaign that lends credibility
to personal recruiters.

. Emphasis on publicity and personal contacts

concerning what ‘the proqram can do for people.

-Talks within the coinimitv to inform peoblg of . -. e
what the program offers, and an exchange that

elicits what tae community feels are its needs.

Stationary poor. This qroup has the greatest need and is often the
group not reached by traditional adult proqrams, community colleges, and
universities. The stationary poor .feel powerless, lacking control over their
own lives, living each day as it comes. They are the unemployed, the welfare
mothers, usually lacking skills which would make them employable. Use of the
media is not effective in reaching the stationary poor, and community people
often must identify them,

. Specialized target lationg., Every community has specialized .

populaticns which are often overlooked by traditional programs. In New York

: City, for example, there has been a large influx of Haitians, Greeks, and

- Vietnamese. Not only is each group different, but each hag its own particular
internal communication network which must be onderstood if contact is to be

rade. . -

. Public school dropouts. In many urban centers, an estimated 50
percent of the pupils fail to complete high school. One reason for many
leaving school is illiteracy. It is interesting to note that until very
recently public high schools rarely addressed problems of functional literacy,
concentrating instead on success in the content areas of literature, social
science, and mathematics. For example, 'reading instruction traditicnally has
simed at solely improving reading ability in content areas. )
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° Incarcerated. Anyone who has conducted a prison program cannot help
but be moved by the enormous talent of many prisoners. The fact that prisons ' .
are better known as graduate schools of crime than as institutions of .
rehabilitation is a devastating comment, not on American prisons, but on
American 3ociety. Prison authorities are not t@e easiest administrators with
which to deal because their first concern is obviously security, not
education. They often see the literacy educator as an interference, but they
need to learn that literacy proqrams actually improve security by engaging
inmates in productive activities.

. cant

Community-based agencies should establish linkages between themselves and
) other human services agencies if they are to identify targeted populations
successfully.

F Such agencies include: U .

f Alcoholics Anonymous Privatéﬂorqanizations

? Church qroups ‘ Parent-teacher associations
.Comunitv orqanizati'ons Service clubs ‘
Comprehensive Emploément Social Security

Training Act State sponsors
. Social service qroups
Correctional institutions ] .
Special Fecderal and State
Department of Social gsrvicés ‘ commissions

Ethnic organizations - State departments of

aqriculture, and consumerism
Farm qroups

development

. - State employment services -
Health services X
. State parolee commissions ,
Immiqration and naturalization -
services Veterans Administration ol
Neighborhood Youth Corps Vocational rehabilitation !
Orqanizations for community Sororities and fraternities .
.

Other educational agencies
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V. MINIMIZING FAILURS

There will always be adults who fail to benefit from instruction, have
sporadic attendance, and drop out of the program. The task, then, is not to
eradicate failure but %o institute specific tactics to minimize it., Such ‘
tactics include: -

H

® Desiqning the educitional proqram with the adult,
based upon the intake interview and © ‘e zssessment.
T00 often, goal-setting is solely t): cask of the
instructional team, with little or no input from
students.

® Instituting a variegated curriculum to meet the
. different needs of students. The following curricula
were described ih this paper: functional literacy,
life skills, and conscientization.

® Employing a variety of instructional processes
encompassing individvalization: adults working
independently, teachers providing personalized help,
small groups of adults working on a common area of
need, and larqge group activity.

e . Counseling adults periodically to determine problem
areas. Often, what seems to be an insurmountable
problem might easily be resolved b? t@e professional

e ~ 't&!!. PP K ‘oe-- e

® Creating a student attrition committee which will
address programmatic problems, assist in getting
students back into the program, and help with future
problens.

~
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VI. STRATEGIES FOR MOBILIZING COMMUNITY RESOURCES

(Several aspects of this topic were examined under Sections I and II.)

Selling universal literacy to a community as an abstract concept is easy,

* but selling it as an operational reality is very difficult. Part of the

difficulty is the unfortunate reality that there are very few, if any, really
effective and efficient models. There is a credibility problem. A really
effective community literacy program is more a marriage than a sale brought
about by the proqgram staff sitting down with members of the community and
desiqning an effective proqram.

Community leadership and power centers

Community leadership has as many forms as there are communities, but some
principles do seem to apply qenerally in dealinq with community leadership;
they include the following questions:

° what are the various power centers in the community?
. How do they relate to each other?
® How extensive is the problem of illiteracy?

e  What are the real tradeoffs to ignore it or deal with
it? ~

) Is it possible +> reduce the incidence of illiteracv
in a significant way?

o. Who should be responsible for the program?

'S whe will see that these questions are raised,
answered, and acted on?

Selling the community on the proqram beqins with a serious collection of
specific and well articulated data and includes an accurate assessment of the
scope and nature of the community problem. The needs assessment should be
followed with a description of the intervention program, and how it fits with
existing human services and educational resources.

In examining the objectives for the community involvement program, one
finds that the foremost objective is to build a consensus--just for its own
sake--that illiteracy is a problem. 1Illiteracy can be reduced; there is a
cost benefit, and the program deserves a priority.

A consensus on this issue will encourage cooperation, discouraqe turf
quarding, and convey to. the illiterate a sense that the community cares.
Also, conss2nsus can lead to financial aid, as community orqganizations
supporting project objectives may be in a pgsition to contribute much needed
funds. .
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The question of overlapping responsibilities may arise. Ultimately, the
answe: lies. in agreeing on who will assunme responsibility for the problem,
Cocperation is the key, and the needs assesszent should show that all sides
can coatribute in solving the problea.

Probably the most accessible pover centers are small qroups of individuals

in the community who are committed--for one reason or another--to the
community's well-being. They are usually visible and active in civic
affairs. They should be approached on an individual basis, listened to, and
persuaded to embrace the advantages of effective intervention. This initial

approach should be largely philosophical rather than operational. Go slow, be

patient, and assume that initial efforts will succeed.

Thete is also a network of private sector agencies which should be
contacted and enlisted, at least philosophically., They include, but are not
nnftcd to individual corporations, private individuals, private agencies,
service clubs, chuzches, and the local chambers of commerce. Other power
centers include:

political subdivisions. There is an instinctive reaction to claim
immunity from responsibility because of constitutional constraint. However

that may be, each subdivigion can contribute significantly. ‘There is another
reaction to take the position that, "If they're not going to, we're certainly

not qoing to.” Once that defense is breached, it can be turned arcund to say,

*They did, why don't you.” . .

. ) Begin with the subdivision with which the project has the best
- ’ rapport or which has traditionally been most active, Illiteracy is a very

each subdivision can offer onqoing financial support.

Pducational community. No program can be successful without the
encouragement and support of the larqer educational communities, Fach power
centez must be courted, listened to, and qgiven full coocperation.

1:1:0:1:.011?, these qroups have been under attack, and the emergence of a
literacy project has the potential for increasing public criticism of
institutional education. Great care should be exercised to avoid name
calling, finger pointing, or emotionalisnm,

The project has only one qoal--solution. Funding support is
unlikely, but possible. There is, however, ‘an invaluable resource in
technical assistance., It is essential for a community-based program to
possess impeccable professional credentials. Hire qood people because
teachers make or break the project. .

Comnunity agencies. Any public or private community agency that
deals with marqinally functional pecple confront the effects of illiteracy
every day. Aqencies dealing with clients in the areas of health care,
welfare, law enforcement, courts/probation, employment, housing, consumerism,
and child care can identify prospective students. They also can often help .
through vocabulary developrent and psycholoqica'l encouragenment.
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. By working with comnunit'y-based, ongoiny agencies--which often have a
degree of flexibility denied the legislatively mandated agencies-~the program
will broaden its base of support and further reduce the turf-quarding issue.
Once -the linkages are egtablished, however, they will tend to weaken unless

they are maintained. . ‘

Subdivisibn leaders. Even though political subdivisions have been
approached, it is important to contact individuals within the subdivision.
Mayors, aldermen, commissioners, State representatives, and congressmen and
senators who have constituents being served by the program will have a
personal interest. Since illiterate people are politically impotent, it is
important for the elected official o come to them at the instructional
center. Advocacy is always strongest on a one-to-one and personal basis.

Government degartﬁents. Finally, there are a number of departments
of the Federal Government which have a presence in some way in the community.
These agencies tend to have relatively little interaction between themselves,
but a community-based organization can be a catalyst, advocate, and convincer,
both for ongoing departmental programs and for -possible cooperation between *
separate in}tiatives. Governmental departments are gometimes sources for
financial support, but are alwavs potential advocates for literacy instruction.

The initial contact with each power center will be larqgely informational.
Ongoing contacts will beqin to develop real cooperation and coordination, but
any active community involvement will collapse unless it is continually
maintained.

Newsletters, informational meetings, and personal contacts are essential,
Starting the program is a unique problem; but maintaining it depends largely
on sutcess in instruction. Operation must be objectively evaluated, and the
results disseminated. : .
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ABSTRACT PO
Dr. K. Owen McCullough surveys adult educational strateqies--from the ?
multilevelled, GED-oriented Adult Basic Education proqram and the 5
L o labor~intensive Adult Reading Academy program to clientele-oriented, 2:_. K
, . . campus-based basic skills programs and independently funded and c
: -~ ...-- administered proqrams..-  He describes the role of the adult basic ,._ RN
education teacher, as well as clientele characteristics; expounds ‘ .
) " various learning thearies and their adaption to adult basic e
S education; citeg instructional techniques and materials; and predicts o
for the 1980's "exciting™ changes in adult education. :
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»what a piece of work is man!" said Shakespeare's Hamlet. "How noble in

: reason!" Yet, since before and after the 16th century, some people have

always been considered less "noble in reason" than others. These were the

) people who built the Eqyptian pyramids, block by block, supervised by an

. overseer who was .just a bit more »"competent® since he knew where the blocks
should go. These also were the people who, using picks and shovels, dug the
pmerican barqge canals of the 19th century. They were directed by gang leaders

) who, - themselves, were managed by superintendents, who, in turn, were
supervised by still others~--each with differing, more comprehensive, more
generalized "competencies."” These were the people who chopped cotton in the .
0l1d South and built railroads and the Empire State Building. 'These were the }
people--these are the people-~whose most sinqular competence is to keep a beo
strong back and arms bend%pq, pulling, and lifting: \\~/ [

e by

.But there is little need for such people in a qomputerized. cybernetic, .
technological society. Now, even a strong body and a willingness to work must LR
be coupled with a certgin degree of more generalized *competence.” This o e
competence is the ability to communicate through the rzther complicated - T
symbology of written words and numbers; the ability to "sell yourself" to
prospective emplovers, keep a job in an era of rising unemployment, manage
one's own finances, live ia harmon¥y with one's neighbors in even closer
proximity as the world shrinks in the face of overpopulation and
interdependence. '

These are the minimum competencies demanded today of everyone., ToO have
them is to be "functionally literate," an all-encompassing concept derived
from a long list of concepts evolving at least from the late 1960's. These
concepts--such as basic literacy, survival skilis, coping skills, minimum
performance levels, minimum competency, employability, basic gskills-~imply
one's worth, dignity, perhaps even nobility., - To be functionally literate is
to be "OK."” To be functionally jlliterate is to be in need of treatment, to
be "not OK."

adult Basic Education levels

As the concept of functional literacy evolved, so too did the response of
the Pederal Government. Long before the aAdult Basic Education Act of 1964, it
was recognized that millions of adults nad somehow escaped the net of
mandatory public education. In an economy, however, which could still easily
absorb the unschooled and unskilled, an economy of "piecework” and nonexistent
mandator y wage laws, such a labor pool was not a problem. Laborers were
trained on the job at wages low enough that businesses and industries could
absorb the costs of minimum supervision and inevitable mistakes. But as
technology demanded more worker sophistication, 2nd as minimum wage laws made
workers more expensive, the pool of unschooled and unskilled could no longer
be absorbed. Federally funded, State-directed, and locally administered adult
basic education was deemed an answer ta the problem.
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adult Basic Education (ABE) was originally a program essentially similar
to the public school curriculum, except that it was divided into three .
levels., Level I was to provide illiterate adults with the readinq, writing, '
and arithmetic skills usually developed by children in gqrades one through ’:_
four. (Plato called these preliminary learning skills,) Level II -
corresponded Zoughly to grades Zive through eight. 1In level II, adults were®
to improve their reading and writing skills and be introduced to mathematics,
litersture, and social studies. [evel III was to cover the essentials of the
high school grades pine through 12 curriculum. It was really preparation for
the General Education Develcpment (GED) examination, but with primary
concentration on readinqg cumprehension. (Many “adult learning laboratory”
personnel discovered, in fact, during the late 1960's and early 1370's, that
it they'could raise the reading comprehension level of adults to at least the
ninth-grade level-~through heavy doses of programmed iearning--those adults
could almo' t be quaranteed to pass the GED. This, of course, is still true.)

o

To ensure emphasis on levels I and II in ABE, no Federal money was
appropriated for level III. Local ABE proqrams were to use their Federal
dollars to eliminate adult illiteracy. But the adult illiterate is a harad
person to teach, even a harder perscn to f£ind, and still a harder person to
retain in a program. Adult illiterates have learned to hide their
*handicap.® They have developed elaborate coping mechanisms. Illiteracy is
embarrassing, and i{lliterates, obviously, seek to avoid embarrassing
sitvations. Most of them "failed" in school, pot realizing that the schools
also failed them, School, therefore, is not a pleasant piace, and teachers
discover what is wrong with you rather than what is right witb you.
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ABE teachers were (and are) overwhelmingly 'moonliqhters' drawn mostly AR @ S

from elementary and secondary schools and trained to deal with mythical i
homogeneous classes with predictable, similar experience levels. Elementary
teachers had the edge over secondary teachers in that they were at least used
to ability qrouping within classes, but neither, the elementary nor the
secondary teachers were prepired to individuvalize the instruction of each
person in class. &nd even those who did try to individualize instruction were
too tired from their day-school classes to make a sustained effort. ABE
classes, especially in the early days of the program, tended to be
continuations of day classes--materials, curricula, teaching techniques, even
the buildings and the furniture were the same. Ic was assumed that aduits who
missed the public school experiences merely had tc have that experience.

et
.

ABE and the GED carrot
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<~ Por adults with the GED certificate as their qoal, this assumption was
nearly correct. They would endure yuth-oriented teachers. far more than their
lower—-level classmates. They had a tangible goal, and the :zeacher was
instrumental to that goal. They were motivated and not difficult to teach.
Tired teachers could give little effort and still be successful.
Consequently, dropout rates became exceedingly high in ABE. The dropouts were
those who needed the proqram most, the level I adults, those who likely had
not been able to "keep up” with their classes when they were children and who
now found themselves unable to “"keep up® with their adult class, a "class”
supposedly designed to serve tiem exclusivelvy.
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ABE programs across. the nation, not by design, but by chance, became
associated with GED preparation, even though it was supposedly illegal to
expend Federal money for level three. The GED certificate became the carrot . !
held out to entice adults to attend ABE classes. (What tangible item could be
used to entice level I adults?) Ever since the original Johnstone and Rivera
study, Volunteers in tearning, it was known that the more education an adult
.has, the more likely he or she will want more eéducation. The converse, of
course, is also true., Because of the high dropout rate, "recryitment® and
retention" became the dominant ABE themes of the 1960's and 1970's. And
predictably, both recruitment and retention were most successful when coupled
with the GED carrot. Uevel I adults remained predominately hidden and
insulated.

e

rhe original intent of the ABE proqram was never fylfilled. Illiterate i

_adults would seldom come to class, and if they did come, there were no
" adequate materials for them to use. There were few teachers prepared to teach
them, and there was no tangible reason for them to be there. (In 1968, oné

Cyeme et e
<

creative, retired elementary school teacher in Georqgia decided to try teaching o

adult basic education in her rural county. From 1968 through the early

1970's, she had the highest recruitment and retention rate in southern .

Georgia. She was admired, respected, and loved by her level I adult
students. Her secret: She had known them or their families for more than 60
vears, having been reared with many of them. She also owned and operated a
farm, and she,always promised each of them a bushel of corn if they stayed in
-class the full 120-day s;ssion!) .

Prom its inception ABE has had some remarkable successes, but also too
many failures. Untrained teachers, inappropriate materials, untrained and
jindifferent local supervisors, and no career-ladder incentives have combined
to become -the "tragic flaw" of the original ABE proqram--a lauvdable, necegsary
program, but a failure in eradicating adult illiteracy. .
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I1I. NEW PROGRAMS FOR ADULT BASIC EDUCATION

Parhaps in response to the apparent failure of ABE to reach the masses of
illiterate adults, the FPederally funded Adult Reading Academy program was
started in 1574. An outqrowth of the public school "Right to Read" program,
the Reading Academy program was speczificall y developed for only "functionally
"illiterate® adults age 16 or older. To receive a Pederal gqrant for an Adult
Reading Academy, an agency had to develop a comprehensive proposal which
tarqeted the specific population it would reach, the techniques it would use
for serving that pcpulation, and its plans for recruiting community volunteers.

The academy program was to be inexpensive, and very few administrative
staff menmbers were allowed. Some financial commitment had to be quaranteed by
the receiving agency, and only volunteers were to be used for teachers. Most
of the money was to be spent on appropriate teaching materials and staff
promotion and recruitment activities. Teaching was to be one-to-one,
preferably at a time and place ccnvenient to-the adult.

ABE and Reading Academy conflict

B

Hiqhly gensitive State ABE directors anu local ABE supervisors looked upon

the proqram as duplicating theirs and, therefore, in competition with them.

As tﬁey came tO recoanize the true mission of the program, they realized that
it served a clientele who had either dropped out.of ABE or who had never even
entered ABE., Successful academy students, however, woulld very likely be
candidates for ABE proqrams because they could only remain with the academy
until they had.achieved a fourth—-qrade readinqg level. Success in the reading
acadeny would prepare them for success in ABE. But conflict over territorial

rights led simply to truces, with each proq:am operating as if the other 4iqd
not exist.

Revealinq the unique character ot the academv'proqram is ‘the following

description taken from the brochure of an acadeny in Tennessee:
COmmuﬁity volunteers. are recruited and trained to provide

free, private, individual reading instruction to._any adult, 16

years of age or older, who is functionally illiterate. Each

rtudent is assisted to learn to read effectively according to

his or her needs. Each curriculum is individvalized, centering
. on the interests, life style, and qoals of the student.

Each’ adult student who enrolls qoes through.an initial
intake process, a specified sequence of events designed to
provide information necessary for the development of his or her
reading curriculum, the purpose qf which is to assist the
individual in becoming a functionally literate, effectively
living adult. During the initial interview with the Student -
Coordinator, the student's specific reading skills and qrade
level are determined by two formalized tests: the Reading
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- Section, Level II, of the WRAT (Wide Range Achievement Test)
: provides a standardized reading’ qrade-level score; the READ
(Reading Evaluation-Adult Diagnosis) identifies the student's
. reading compecence in such areas as readiness, alphabet
’ knowledge, sight vocabulary, word attack and analysis skills, -
{ and reading and listening comprehension. Everyday life coping
. . needs are assessed by the\Academv's Informal Coping Skills

. Inventory.

B Y € o
. .t .

personal information, such as the student's aspirations and

occupational qoals which have implications for teaching, is ~

gathered in the initial counselinq interview. The Counselor, in

addition to assisting the student to articulate these goals,

. records this information and identifies problems in the

, student's environment which may be barriers to participation and
learning. The Counselor refers the student to appropriate
agencies when needs unable to be met by the academy are
identified.
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Student support is offered through quarterly followup
contacts with the student by the Counselor, posttesting and
re-evaluation of the student's goals and progress, and referrals

. to other-appropriate agencies. The academy also holds several
fundraising drives throughout each year to earn money for
various supportide services unavailable through outside
agencies. An example of such service is the provision.of eve
exams and eye glasses for those students who need them in order
to learn to read but who cannot afford them.

The volunteer reading tutors (unpaid) are recruited from
- - —— ¢hye-local-community. Each volunteer attends an orientation
during which illiteracy and the academy approach are discussed
in detail. Those volunteers who then decide to help another
adult learn to read sign a volunteer Aqreement which commits
them to provide reading instruction to one student for 2 hours a
woek for a period of 6 months. -

After a short waiting period, the volunteer is matched with
* a student; matching is based on mutual availability and other
criteria such as personal backgrounds arnd personality traits.
During their first meeting, the tutor administers the Academy
Informal Coping Skills Inventory in order to secure important
information concerning the student's ability to apply reading in
everyday tasks--such as using the telephone directory, reading a
want ad, or understanding highway signs.

Information from the three sources—-the student's reading
abilities and deficiencies as measured by the WRAT and READ;
information gathered by the Counselor concerning the student's
qoals, interests, and problems; and the student's coping skills
ability assessed by the Informal Coping Skills Inventcry--is
used to develop the curriculum outlined in the student's
sugqested Reading Program (SRPj.
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Tutor training is scheduled immediately after the initial
tutor/student meeting. This training session (lasting
approximately 2 1/2 hours) qives the volunteer tutor instruction
in those teaching methodologies, basic skills materjals, and
coping skills: supplements most suited to and needed by the
student. ' In other words, this training is tailored to the needs
of each tutor/student pair. Materials are selected specifically
for the individual student and their uses demonstrated to the
tutor.

atresivimnt e

{ Each volunteer and student meet for lessons 2 hours a week
S at a ainimum. Tutoring takes place whenever and wherever it is
. convenient for the student. Whenever posgible, employed adults
are tutored at their job sites where reading-for-job skills
. information is readily available. Each adult learner is taught
: to read what is most important for his/her immediate needs.

" The staff supplies ongoing support 0 the tutor as well as

: the student. Consultation and retraining are available anytime

for tutors. Other tutor support ‘efforts include reqularly

__’[ scheduled workshops--on such topics as teaching techniques,

’ materials, and common problem areas experienced by tutors in the
. tield—bimonthly newsletters, and monthly phone contacts.

Academv Program. )

- ey e

Anyone who studies the model- and who has even an elementary acquaintance
with ABE, can immediately see that nothing i{s duplicated from.the ABE
program. The Adult Reading Academy, one can Say, auqmented ABE or )
supplemented it, and may even have loqgically preceded. it, but certainly diq
not duplicate ABE. Notice once again the distinquishing characteristics of
the Adult Reading Academy: 1) the use of volunteer tutors instead of paid
teachers; 2) one-to-one instruction rather than classes; 3) complete diagnosis
of student.strengths and weaknesses; 4) curriculum and materials tailored to
the student's needs, perscnal qoals, and major interests; 5) interaction with
other social service agencies to connect the student with resources which help
reduce the barriers to a student's learning process; 6) the extensive use of

. “ counselors; and 7) delivery of the proqram to the student at the most

: appropriate and convenient time and place.

The academy program was extremely labor-intensive and as much corcerned
with the effectively developing a student 28 it was with cognitive
development. The program 2mphasized developing positive, personal
relationships between the tutor and the student, peer relationships which
recoqnized and sincerelv'believed in the OK~-ness of each, and the fact that
each person involved had unique characteristics and strenqths. The program
revealed that when the relationship concerned readinq, one knew more than the
other, but when other topics or interests developed, the roles may and often
would reverse. The tutor was merely a person willing to help another learn to

read, and the 2bility to read did not auvtomatically establish one's
superiority over the other.

[RCIRP VPN ) S
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(On the folloiring page is a qraphic model of the Adult Readinq )
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ADULT READING ACADEMY PROGRAM MODEL

¥

TARGET AUDIENCE:
Functionally illiterate adults

3

" RECRUITMENT

{ TARGET AUDIENCE:
| Literate adults willing to help

| RECRUITMENT

INTAKE |

Student responds--self or referral.

Appo}ntment is made for an interview.

Initial interview with Student Coordinator

e | Collection of student data
e | Reading diagnosis:

WRAT--standard score
READ--skills diagnosis
e | Student enrolled; signs Student Agqreement.

-> waiting Périod

AN

_ Volunteer tutor responds to appeals.
volunteer is scheduled for orientation.

Orientation in group (1 1/2 hlurs with
volunteer Coordinator .

e Training in administration of ARAP
Informal Coping Skills Inventory
® Tutor signs Volunteer Agreement.

General orientation of adult literacy

|

I

|

l

R

| e Collection of tutor data
I

|

l

|

Waiting Period ¢

olunteers (personal data, geographic locations, modes of trans- ~

Student Coordinator and Volunteer Coordinator compare data on students//////
and v
por

tion, times available for lessons).

STUDENT MATCHED WITH TUTOR

*  TUTOR CONTACTS STUDENT--FIRST
MEETING IS MUTUALLY ARRANGED
FIRST LESSON IS HELD:

e Tutor and student get to know each other.
e Tutor administers Informal Coping Skills Inventory.

~REPARATION

Counseling Interview : ///////

Training Session II (2 1/2 hrs.)

-

One-to-one session individualized for

' ] Information gathered frgm student
® Goals Attainment Plan déveloped particular student-tutor pair through
) Obstacles to participation or instruments of student asisessment:
learniny identified WRAT, READ, Coping Skills Inventory,
° Support services provided by Goals Attainment Plan. )
referrals to appropriate agencies
\\\\\PERIOD OF TUTORING”///
SUPPORT AND MAINTENANCE
') Quarterly counselor followup e Monthly contacts by phone
° Posttesting and re-evaluation ® Monthly lesson reports

of student skills and goals

training

| e Newsletters, workshops, additional
!
i

CONCLUS ION

REASSIGNMENT OR SEPARATION
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Basic skills education

The academies are virtually qone. They have. become Adult Basic skills
Centers within new Federal quidelines, but hey have retained all of their "
former characteristics except that they have expanded their curricula to : t

; enbrace all aspects of functional literacy.  The demise of the academies, .
! then, was not brought about by their failure, but by their success. Using the i

same administrative structure, the same emphasis on volunteer labor and peer DL

relationships, continued linkages with other social service agencies, and the A

same portability of proqrams to the learner, they have become truly a success

story for what were formerly classified as level I adults in basic ‘education.

And they have sStimulated interest anew in level I adults by traditional adult

basic education proqrams, brought: about in part by the admission that ‘ABE

traditionally served adults who were most easily served, mcst motivated and

higher up on the educational ladder.

Basic skills education for adults is the new catch word in adult basic

education. There is hardly an education conference one can attend without - .

hearing Aiscussions of adults who need basic skills, of proqrams that provide PR

basic skills, of teachers who teach basic skills, or of agencies who provide h--"
, funding for basic skills. ' '
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Basic skills education also has now become part of the function of
comprehensive community colleqes, State technical institutes, area vocational .
schools, some junior colleges, and a qrowing number of 4-year colieges and . S
universities, such as Lincoln Memorial University in Tennessee, the College of ) ' :
Southern Idaho, Lesley College in Massachusehts, and others. Even major ] R

" universities, such as Johns Hopkins, ‘the University of Tennessee, California o
State University, the University of Kentuckv, the University of Southern
Maine, and many more, have established cimpus-based, externally supported
basic skills centers. These were oriqginilly conceived to serve as : ;-
demonstration schools where faculty could do research, curriculum and
techniques could be developed and tested, students could qain practical 1.
teaching experience, and adult clientele could be served. ' }: .Y

» i

Although these objectives are still ostensibly the purpose of campus-based 1 1
centers, the emphasis has now shifted almost exclusively to serving clientele, &
and student tutors are greatly outnumbered by community volunteers.
Campus-based centers receive facilities and budget management expertise from e
vniversities, 'and have truly become arms of the universities. They reach out et ]
into the communities, dealing directly with agencies, helping people who, for ’

- the most part, will never become university, degree-seeking students. And
through Federal support, they are establishing a semblance of autonomy.

University purists frequently grumble about whether such centers ought to
be identified with the university if they are not directly serving a higher
education function. But the centers have discovered many friends within the
university communities; quite often faculty members and administrators
volunteer as tutors. Indeed, some centers even serve the occasional colleqe
or university student who is unable to cope with introductory English or math

. courses at the freshman level. (This is not, however, an advertised function ; oe
of the skills center, unless it was set up directly to serve students O
unprepared for colleqge curticula.) . é:f
e,
e
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_Basic skills proqrams pow dot the American landscape. They are sometimes
part of current adult basic education Programs; but more freguently, they are
incependently funded and administered programs, receiving Federal séhcol
district or United Way agency funds.

Moreover, professional educators no longer dominate the basic skills
personnel ranks. Lay citizens are in the forefront, volunteering time not to
a program but to a cause. They are linked with others whose sinqgle
commonality perhaps is the desire to help others help themselves. These are
from various professions and occupations, retired people, students, the most
literate and the barely literate, the very rich and the very poor.

They operate out. of places such as Volunteers of America of los Angeles,
the Urban Coalition of Metropolitan Wilmington, Del.; Literacy Action,
Incorporated, Atlanta, Ga.; the Opportunities Industrialization Center,

 Atlanta, Ga.; the Alternative School Network of Chicago; the National Leaque

- -

of Cuban Americans of Fort Wayne, Ind.; Literacy Volunteers of New York;
Solidaridad Humana, Incorporated, New York: the Columbus Basic Skills
Unlimited Academy of Columbus, Ohio; the Douglas-Cherokee Economic Authority
of Morristown, Tenn.; the Indochinese Refugees Social Service proqram in
Alexandria, Va.; the Literacy Council of Alaska in Fairbanks; the University
of Tennessea Adult Basic Skills Center; and thousands of churches and
synagoques. An offensive on adult functional illiteracy has bequn in American
society, and lay people are the frontline soldiers.
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III. INSTRUCTOR ROLES AND CLIENTELE CEARACTERISTICS

Perhaps more true in adult basic education than in any other specific
education program areas, (such as secondary education, higher education, and’
technical education,) the content of what iz to be learned must be deternined
by the dmamic interaction of the learner and the teacher with the available
instructional materials. Adult basic education progqrams are still voluntarily
attended, and, except in the case of external criteria--such as the GED
examination mandstes mastering of specific content-—ABE clientele determine
their learning qoals. They and their instructor determine specific objectives
and decide together which instructional materials are the most effective in
helping the learners achieve those objectives. The materials are a means to
the objectives; the objectives are a means to the goal. The instructor, in
the truest sense, must be a facilitator of learning, helping learners reach
qoals in the most efficient manner, tailoring content and teaciuiing technique
to the unique qoal of each learner.

N

Instructor .qualities

. The instructor is instrumental to the goal of the ABE learner, and .
successful ABE instructors are comfortable with this role. They are not
autocrats, gatekeepers, disciplinarians, or vpholders of externally derived
standards. They are nearer to counselors as a profession than they are to
stereot wical classroom teachers.- Their relationship to the learner is a
. " predominatel y helping one and their expertise is more in process than in
" content. Théy must be able to analyze the articulated goals of learners (what
learners want to achieve) and determine what learners need to reach their
qoals. Instructors must be zble to develqp specific objectives for each neegq,
create instructional sequences for each objective, and help ledrners through
the sequences with éfficient adult learning strategies (explained in a later
section of this paper). Simultaneouslv, they must also assess and reassess
each step of the process, and constantly stri“- to maintain the morale and
perserverance of each person involved.

In telephone interviews of administrators, teachers, and tutors in basic -
skills and ABE centers across the country, the following comments were made to
. the question, "What qualities do you look for in a tutor or an instructor of
" adults?"

From Alaska: "A qood tutor keeps his students' immediate
and long term personal and vocational
educational needs foremost by teaching
sk.113 and develoning lessons qgeared to
helping the students meet these needs. A

X qood tutor makes creative use of availabdle

. instructional materials and develops their

) own material where applicable."

~

—~~Bonnie Brody
el Literacy Council of Alaska
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.
From Florida: ®"Good teachers need patience, empathy,
Lo sensitivity., They can't be anxious,
) overbearing, or demanding."

--John Puller
Orange County School Board

. *7he people who work best for us are
N ‘ B indigenous pecple, people from the
.population we are trying to serve. They
don't have 'to have technical knowledge, but
they do have to be skilled at working with
* others."

--0Olga Garay
Partners in Learning

From California: Good 'teachers must be adaptable, must
be gqood at both group and one-to-one
- instruction, must be good at helping
learners develop positive R
self-concepts.”

—--Herbert Thompson
Corona-Norco Unified School

From Tennessee: "A qocd tutor is a frdend and a peer.
e Learners need tutors who can be proud
of them. Tutors cannaot be easily
frustrated,"

- ~=Tom Kroll
Adult Basic Skills Center

"Instructors must be willing to give
much pswhic enerqgy. They must be open
and flexible. They must believe that
the world of illiteracy and poverty is

. truly another world and that those who
live in it are victims of & society
they never lehrned to cope with.”

- —-=Steve Lowery
l Adult Basic Skills Center

"Tutors must believe in the genuine
qualities of their students, They have
genuine qualities that are so
admirable. They can do many things
that so many people can't do. Tutors
must look for their strenqths rather
than their weaknesses. They must build
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Prom Wyoming:

These and similar comments from Illinois, Indiana, and New York confirm

on thogse strengths. Some of their

students have never received positive
reinforcement. In‘this prograti, they
get the reinforcement they never had.*

--Barbara Lide
Adult Basic Skills Center

*Tutors mﬁst be able to convince. the
gtudents that they can learn. The
tutor's job is to help them learn.”

~=Tom Salter
Adult Basic' Skills-Center

"Literacy work is like the tarbzby.
Once you-get into it, .you can't pull
looge from it!*®

‘——Rathy Aycock
Adult Basic Skills Cunter

*Tytors or aides or teachers must be
person-centered rather than subject-
centered., They must be conceirned about
the feelings of those they are working
with., We'd rather have somzone ess
prepared academically than.one who is
not a caring, sensitive individual.
The people we serve ne=d much personal
help, much tender loving care. %They
have not developed perscnal wozk
habits. They have learned well how to
fail.”

~—Carol Arnold
Laramie County Community
Colleqe

the importance of personal qualities over academic or technical competence for
It was also expressed that instructors from an

adult learner's own peer qroup are as successful and sometimes more successful

basic education instructors.

than trained teachers.

Peer qroup instructors or tutorsg are role models.

They are tangible evidence that people’can rise above difficult circunstances,

and they tend to feel immediate empathy for those in situvations from which
thevy, thq‘mselves. emerqged.

Clientele Characteristics

The most important part of the adult basic education process is the adult
learner, a person who typically has been described as undereducated,
vnskilled, disadvantaged, culturally deprived, culturally inferior (and
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These neqative terms make it easy
for an ABE instructor to unwittingly ascribe neqgative characteristics to ABE

unique), functionally illiterate, and poor.

learners. An instructor who sees these terms as being synonymous with "slow
learner” is not likely to believe sincerely that adult students are capable of
much more than learning minimally how to read, write, and use basic

. arithmetic. Such instructors treat adult egtudents as juveniles. They
patronize them, create dependency in them, deny them the opportunity for
qrowth, and uvltimately lose them; in doing so, they fulfill their original
prophecy-~-that ABE students are not very capable.

The self-fulfilling prophecy is a powerful psychological phenomenon which
can work either for or against an adult learner, and since there is no
evidence which shows that the ABE student population is mentally inferior to
model American society, there is every reason to believe that they can succeed.

Certain characteristics of ABE clientele, however, do have considerable
impact on the teaching/learning ervironment. Being general, these
characteristics do not typify each ABE learner, but they do provide the
ingredient3 of the major problem of each ABE instructor.

ABE clientele are mainly products of a distinctive cultural milieu which
has within it unique value priorities, behavior patterns and expectations, and
survival strategies. Generation after generation of poverty, social
isolation, and low social status have produced a hard core of American poor
with low self-esteem, unmarketable skills, little or no future-orientation,
and lack of motivation and self-confidence. They distrust education, but are
as capable of learning as any other population seqgment.

for them, just to enter an ABE program is a heroic step. It incurs the
suspicion of their peers and possible hostility of spouses. It breaks the
day-to-day routine and asks them to prepare for a possible tomorrow that they
had never even considered before. 1It is a big, friqhteninq step from which
they will retreat at the slightest provocation. Sadly, only a small minority
of miliiong of potential ABE clientele has taken it.

Understandably, these students are tentative, nervous, anxious,
unconvinced, and definitely uncommitted, and perhaps tired from a full day's
work. They see the ABE proqgram as possible entry into a better way of life.
The y usvually know what they want but are rarely able to articulate what they
need to achieve their wants. They desire tangible items, the abundance of
which can be acquired with higher-paying jobs or with better management of
their present income. They are highly utilitarian, desiring to use their time
to gain useful knowledge and learn applicable skills. A successful ABE
instructor always makes certain that whatever is being taught has been
"approved™ by the learners as having direct applicability to each of their
needs. This is part of what is meant by the phrase 'tailorinq instruction to
the student®’s needs,"
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IV. LEARNING THEORIES ADAPTED TO ADULT BASIC EDUCATION

-~

The study of learning theories and theorists has been part of  the
educational Preparation of nearly every teacher who ever qraduated froxz an
accredited college of education. The names of David Ausudbel, Albert Bandura,
Jerome Bruner, Robert Gagne, Donald Hebb, Clark Hull, Carl Rogers, and B. P.
Skinner, to name -a few, have been memorized by thousands of prospective
teachers at every degree level. Their principles have been evaluated in light
of specific learners and subject areas. It is doubtful, however, that
teachers a year or more out of college can remember very much about either the

tQ:ozists or their theories.

Tor examnle, in an unpublished study done by this author of doctoral level
students in a qraduvate course in instruction, only the names of Dewey,
Skinner, and Rogers were recogqnizable. According to the qraduate students,
Dewey was the proponent of *learn by doing,” Skinner was the "discoverer® of
the power of immediate reinforcement, and Rogers emphasized the need no: only
to have empathy for students, but 2lso to recognize and use their individual
differences. These were close approximations of the positions of Dewey,
Skinner, and Rogers, but those of other learning theorists could not be
recalled. .

The doctoral students had done what most professional educators have
done: they had taken what they have found to work from whatever group of
theorists that they have gtudied, and they have developed an eclectic,
praqmatic teaching strategy unique to their own personality characteristics.

Learglnq theory themes . e e e

T be fair to the learning theorists, however, it seems justified to
briefly review their dominant themes, at least those which appear to be most
useful in adult basic education. If those theorists were talking to adult
basic education instructors, here iz what they would surely say:

® David Ausubel: %Orqganize the material to be learned in a
manner most relevant to the learners. Tie the material to real-life
sitvations. Be sure that the adult learner is ready to learn, that
prior prerequisite knowledqe is present, and introduce the material
at the appropriate knowledqe level of the adult.”

Adult educators, knowinqly or not, use Ausubel a great deal,

especially in basic education. They know that adults usually learn best when
_the material has immediate utilitarian value, when they can see its relevance

to their lives. They know also that adults have a busy schedule and are
reluctant to give time to material they already know. Adulis also usually do
not want to gqo beyond a knowledqe level they cannot use.
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® Albert Bandura: "Don't assume that there is only one right
i way to do something. Introduce adults to many alternatives and let
- them choose from amqnqg thcse alternatives. Be a role model for your
‘adult students. If they.are to be continuing learners, you must
also be a continuing learner. If they are to be excited about
learning, you must be excited.”

Too often, dogma and boring instruction experienced by adults in
their wuth destroved their curiosity to learn. ILearning became like castor
: oil which nobody liked but evervbody was forced to take. Adults are reluctant
s to come back to such situations. :

VT taga s e
- v

® Jerome Bruner: "Nothing can be taught unless one renders
. what is to be taught worth knowing. In all instructional
K situations, two roles must be played —- the teacher and the
learner. Each has a responsibility, but the learner is ultimately
responsible for his or her own learning.”

Educators realize that adults must be convined nearly everyday that
what they are learning is worth their effort. They must see progress, not to
~thé instructor's goal, but to their own goal. Therefore, instructors are to
help them reach their goal, but cannot reach the goal for them.

e, Robert Gagne: »Develop specific learning objectives
mutually with each adult, and recognize that for every learning task
there is a hierarchy of knowledge which precedes or supercedes that

task.”

Educators must take adults where they want to go, but they must also
be able to analvge what is to be learned so that they can help adults acquire -
the knowledge or skill to reach the objective. !

A\

® Donald Hebb: "Break the knowledge or skill into separate
components and teach them first.”

ERTALIRL)

This is sometimes difficult because adults want to proceed directly
to their goal. Therefore, the compcnents must be shown to be an inteqral part
of their goal. - 1, -

< ‘::},
e Clark Hull: "Before attempting to help an adult learn, i
remove all competing stimuli.”

PR SRt L STY
. . ¢

s
7

The learning environment must be free as possible of internal and
external distractions. °An adult distracted by personal prcblems or who is
physically uncomfortable, is not ready or even willing to learn. Educators
must recognize that staying on the learning track is not always possible, that
sometimes all that can be done is to help the adult deal with something
unrelated to the course content.
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® Carl Rogers: "%ach adult is unigue, a bundle of unique
experiences which make him or- her different. Learn to respect those
individual differences. Develop empathy for those differences.
Accept them in a genuine, 'sincere manner.”

All adults want to be accepted, 2nd ‘acceptance is different from
tolerance. No adult wants to be tolerated! Adult educators use the
individual differences of their students to help enrich the learning
atmosphere. Adult basic education is more than silent classrooms with each
adult working at a specific learning task. It is also a proqram in
which social skills are developed, and ideas and experiences shared.

e o+ s
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® B. P. Skinner: “Reinforce only degirable behavior, and
‘reinforce such behavior immediately.®

’
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Differences are always easier to see than similarities. Professional
educators have been trained to detect what is wrong rather than what is DI
right. ~Adults, however, learn best by bwilding from one small success to E
another{ Undereducated adults especially are used to Leing told how wrong
they are, and it is surprising how quickly they respond to an atmosphere that
accents hov right they azey )

.
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Learning theorists usvally concentrate research cn easily accessible
populations. Piaget, for example, concentrated on children; Skinner on small
animals, particularly birds; Gagne on scheol children and 'members of the armed
services. Prom observinq these populations, theorists develop or test
hypotheses. which become theories as the hypotheses are substantiated. The
theories, then, are reported, and educators everywhere and in every program - L
area draw inferences from them, especially as the theories are found to be !
useful and adaptable to other learning environments. |

Eclectic learning theory

B A

’
. 'l_'

Adult -basic education, like some other educational programs, does not have
{ts own specific learning theocy. What has appeared workable in theory has
been adapted and adopted by ABE instructors, and what has emsrged is an
eclectic body cf theory loosely called adult learning theory. A good example
is J. Roby Kidd's book, How Adults Learn, which Xidd, himself, would not
describe as a theory-qenerating book. Adult basic education is a field of
practice, not a field of research, encompassing an array of strateqgies
gathered from theories found most applicable to adults.

R O T e

This is not to say, however, that ABE teachers practice outside the two
dominant learning theory classifications--stimulus response theories and
Gestalt-field theories. In fact, ABE instructors are overwhelmingly
practitioners of Gestalt-field theories. The stimulus-response theories are
seen as too mechanistic for adult-learners. They treat learners as
single-response organisms. Single stimuli which require single, specific
responses do not consider the mediating influences of the learner's past
experience, motivational factors, or whatever else the learner brings to the
learning environment. .
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Gestalt-field theories, by nature, recognize the learner as an active,
mediating part of the triumvirate--learner/content/instructor. Instructors
using Gestalt theory spend 2 great deal of time ensuring that adults
understand not only what is to be learned, but why it is to be learned, and
how it is related to their goals. Each adult becomes aware of his or her
present knowledqge, which can be used as a foundation for his or her learning
goal. Upon those individual foundations, the instructor helps the adults
build whatever knowledge and skills are fequired to reach their goals.

To reiterate: There is no dominant learning theory used in adult basic
education. There is a composite of learning theories that have been woven
together, blended, and modified until they now reside as a set of principles
in the arsenal of strateqgies which every successful adult educator brings to
the learning environment. They are logical principles which can be taught
quickly, even to lay volunteers without an education background. It matters
not that the derivation of those principles has been forgotten by most of
those who use them, since experts in learning theory do not necessarily make

.the best instructors of adults. Something far more intangible makes qgood

instructors.

perhaps what is most intangible is that course content does not dictate
what is to be learned in adult basic education--adults do. Adult basic
education instructors are not gatekeepers, nor are they certifiers of

accomplishment or credit, nor do they follow specific curriculum guides. They

are people who help adults learn what they need to learn to do what they
choose to do. That is their foremost responsibility.
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V. INSTRUCTIONAL TECHNIQUES AND MATERIALS

P Within the various, current education levels in American society, adult I
) basic education is the most homogenecus in both the materials and the -
techniques used. Overwhelminqgly, instructors use commercially produced print
material for content, and the instructional role they adopt is one of helping
learners master the content. Seldom do teachers present new material or

lecture. They individualize the learning process by using high interest

material appropriate to the learner's needs. If commercial materials are not
readily available for a particular learner's interest, teachers will then .
utilize whatever is available in the learner's immediate environment, i.e., DY
job-oriented, neighborhood-oriented, or community-oriented print material.
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A national telephone sutvey to determine the extent that multimedia
hardvare and programs are used in.ABE, showed grite low usage. However, the
results should be of no surprise, given the natire of both the typical ABE
learner and the learning task. These were the tesults i{n a random selection
survey of 20 State ABE proqrams or basic skills centezs. The results also
include commercial material use:
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TYPES OF EQUIPMENT OR MATERIALS USED IN CURRENT
ABE AND BASIC SKILLS PROGRAMS
. (20 progranms surve yed)
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Equipment or materials Number of Programs Reporting !

Use

Comnercial Print Materials 20
Teacher Made Materials 20, but only as
° supplementary
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Lanquage Masters
Tape Recorders
Pilmstrips

Films

Videotape Recorders
computers

Games

Television
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Although this survey cannot be generalized to the hundreds of cother ABE
proqrams and basic skills centers, it provides (in this author's opinion)
information about the current general trend. There were many reasons qiven
for not using equipuent or "canned" proqrams. One reason was that learners . =
are not sophisticated enough to treat such items as useful learning tools. ¥-
Another reason was the general lack of aporopriate materials. A comment ’
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reqarding this was, "It's kind of hard to get teaching films or filmstrips
that directly relate to the Alaskan environment and the typical Alagkan ABE
student.® Still other reasons were the lack of portability of such equipment
or programs and the general lack of expertise amonq the teachers or tutors in
using then.

personal interaction .

The major reasons Jiven, however, related to the perculiar nature of the
adult basic education teaching/learning environment, which emphasizes the
quality of personal interaction between teacher and learner. ABE teachers
must be highly adaptable individuals, being able to seize upon the many
teachalsle moments that arise within the learning process. Simultaneously,
they must be aware of the very delicate commitment most learners have to the
idea of learning and being helped to learn.

3

Hardware and "canned" programs are impersonal. They cannot iunake learners
believe in themselves, adapt to the unique personal needs of the learner, or
develop personal reqard and friendship for the learners. And even though
developing basic knowledqge and skills is the only measurable mission of ABE,
perhaps what is ABE's most important mission is rebuilding and
strengthening--even restoring--the many human psyches that have been
sweighed," in the biblical sense, and have "been found wanting.” It is a
dual, difficult mission, one which cannot be fairly evaluated if the only
criteria used are reading gains, or numbers of people who have completed
certain content aréas, or any one of a dozen other ways programs can be
quantitatively measured. And it is also a delicate mission, depending heavily
on compatability and gsensitivity of personalities.

Teaching literacy cannot be done by the timid, aloof, or by those who feel
superior. It can only be done by those who are ready to *give until it
hurts®~-in Mother Teresa's words--by those who-can dedicate and rededicate
their lives to adult learners, just as a Tennessee staff did a few years ago:

In Memory of
John Tucker
An 2.R.A.P. Student
whose Determination To Learn To Read
Was An Inspiration To His Tutor
And Those Who Knew Him
1978
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IMPLYICATIONS FOR THE 1980's’

It would be simple to look at the 1980's in adult basic education from the
perspective of the 1970's and sinply extrapolate from that decade and say,
*what we &id in the 1970's we will continue 2o do in the 1980°‘s."
Extrapolation is one way to pesr into the future, especially the short-term
future, because it is safe to say that a population of 25 million functionally
illiterate adults in 1981 cannot all be trained to function at minimum levels
by 1990. Indeed, as the complexity of society increases, perhaps even at a
qecwetric rate, minimun functional requirements will rise, not fall, thus
adding to the functional illiteracy rate, regardless of the efforts of ABE to
reduce the rate. Extrapolation can also point to the gloomy financial picture
for adul{ education--indeed most of education--in 1981 and easily predict
continuing financial problems. _In other words, extrapolation merely extends
qgrowth and decline trends usually for short time periods, and predicts that

what is qroving will continue .to qrow, and what is declining will continue to
decline. . )

Generally, in adult education there are increasing numbers of
nontraditional students involved in credit as well as noncredit proqraams.

" There is also an increased use of instructional technology. Extrapolation,
therefore, can predict continued growth in adult education. But in adult
basic education, a subset of adult education, stagnation has set in, mainly
because of qovernment-mandated budget cuts; thus, extrapplation can only
predict future stagnation...... .

IR I PR 1

Creating the future

Another way to look at the future, however, is to create a scenario. The
past to a person of this futuristic persuasion does not predict the future.
The future is born everyday, and what predicts the future is what is done or
not done today to create it. This method of futures prediction is advocated
by what may be called the “create-the-future® futurists.

Looking at the 1980's frcm a create~the-future stance, one can predict
exciting changes for adult basic education, possible changes for which the
expertise already exists. All that is needed is the will to make them happen.

® A career ladder for adult basic education teachers will be
develcned in every State, thereby creating fulltime ABE
teaching positions with all professional benefits and
requirements such as certification and mandatory continuing
education. This will practically eliminate the constant
problems associated with part-time, moonlighting,
untrained, tired teachers, and it will surely boost the
morale of teichers who truly want to make a professional
commitment tc ABE. :
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° New areas of instructional technology will be developed and
used, such as microprocessors and video discs that will not
take the place of the instructor but will help learners at

‘ basic cognitive levels where repetition and rote memory are
' important. This will free instructors to give more time to
teaching at higher cognitive levels where attitudes and
values more readily emerge.

P e e ha 4

) ° Functional illiteracy will virtually disappear. It will be

y recoqnized as a handicap and a result of society failing

: individuals who, in turn, fail society. Eliminating

: functional illiterscy will provide a new role for adult
basic education, that of helping adults cope with constant,
complex change, as well as helping them become independent .
learners. o

amr e ae

™ Lifelong learning will become a way of life with ABE and a .
permanent part of the entire educational spectrum. -
Pducation will not be looked upon as 2 *thing,” but as a :
process through which adults efficiently learn whatever
hey deem necessary to learn.

e _ Adult basic education will cease to be predominately a
nighttime activity. Because of flexible work schedules and
cooperative relationships with business and inéustry,
adults will be able to participate at their convenience,
and ABE progfams will be there to serve them.

The 1980's will be an exciting decade, a desirable prologue to the decades
to come. An army of ABE teachers, staff, tutors, lay people, supervisors, and
directors can be counted on to move ABE out of its 1981 doldrums. Another
army of engineers and technicians are now at work perfecting new technology.
All that is needed is the unifying determination to take responsibility for
creating a predictable, desirable ABE future.
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THE CARE AND FEEDING OF INSTRUCTORS OF

ADULT LITERACY AND BASIC EDUCATION

By

Wayne B, James

School of Occupational and Adult Education
Oklahoma State University
Stillwater, Okla. 74078
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Dr. Waynne B. James provides some answers to the questions reqarding ) ;._:—._.-
£inding, hiring, and training instructors of adult literacy and basic -
- education programs. She considers the need for quality instructors, . id
. the role of instructors, where they can be found, required qualities i
e and coxpetencies, selection criteria, and required training and/or . RS
. preparation. She also discusses several innovativeé training ’ Pt
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"Every adult illiterate, every school dropout...is an

indictment of us all."

~-~Jimmy Carter. gqubernatorial inauqural address,

Januvary 12, 1971
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I. INTRODUCTION

The reported number of adults with literacy problems differs from source
to source. However, according to U.S. Department of Education school
completion’ estimates, 54 million pecple fit into this category. The National
Council on Adult Education (NACAE) estimates that the numer may be as high as
65 million. Competency-level estimates reported by the Adult Perfornance
Level (Final Report, 1976) imply that 57 million adults lack the competencies
necessary to function adequately in society. ’

t

"1t is within our power to transform the situation; but the price will be
a large one and the task will not be easy" (Kozol, 1980, p. 10l). A part of
the solution is to prepare instructors for adult literacy and basic education
programs. This paper is an attempt to present some quidelines for
identifying, selecting, and preparing these instructors.

The term instructor is used to represent a facilitator of the learning
sitvation. Similar terms--i.e., teacher, trainer, facilitator, inservice
coordinator--could be used smonymously, depending on the setting of the
instructional programs.

The problems of adult'literacy and basic education instructors are
related, to a large extent, to several factors specific to characteristics of
this field. For example, although some adult literacy and basic education
proqgrams are required, most adults attend on a voluntary basis. Adults in
this instructional setting are generally very heterogeneous, with physical and
sensory differences due to age and socioeconomic and ethnic differences. They
also have different educational and vocational experiences, ability level,
motivating factors, and feelings.

One other factor which complicates adult liteéacy and basic education
problems is that most of the instructors teach parttime; their outside

responsibtlities are often qreater than their instruction activities.
- ™~

\

This paper seeks to contribute insights into the problems asscciated with
instructors of adults. It provides some answerg to Guestions that
administrators or diractors typically ask about hiring and training
instructors for adult literacy and basic education programs. The paper
considers these questions: '

® Why i8 there a need for quality instructors in adult
literacy and basic education programs?

» What are the roles of these instructors?
° What competencies are needed by the instructors?
° What is unique about wdfkinq with adults?

) Where can potential insgructors be found?
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o What crite‘r.ia should be considered in selecting

instructors?
e What training and/or preparation is necessary for

instructors?
e.  What are some of the more innovative projects/products

available for training? )

.
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II. WHY IS THERE A NEED FOR QUALITY INSTRUCTORS IN \
ADULT LITERACY AND BASIC EDUCATION PROGRAMS?

N

Quality instructors are extremely vital in adult literacy and basic
education programs. Crucial issuves involve the students' self-concepts amd
expectations of new learning experiences. Proqram instructors must be
concerned with much more than mastery of any one subject area.since adults
have numerous factors impinging on their classroom existence. 1Instructors who
set the stage for a new learning experience necessarily must incorporate a
special sensitivity for the student who is entering a proqram for the first
time. An adult's self-concept as a learner and his or her expectations of
what a learning environment is have roots in past experiences. These past .
experiences must be considered as that unique frame of reference each student
brings into the learning arena. .

It is not enough for an instructor to ascertain each student's functioning
levei. Literacy and educational levels can be misleading when not consider2d
within the framework of the adult's previous experiences as they relate to
other ‘structured learning activities. Aside from learning disabilities,
physical problems, and other obvious impairments to learning, the adult's
expectations, based on previous learning experiences, must be considered,
since self-concepts are developed as a result of past successes and/or
failures.

As the adult *learner is introduced to the learning experience, the
instructor must ensure that the new experience iz different from past
experiences. Since first impressions often determine whether or not .a student
returns, the introduction must set the tone of an open, nonthreatening .
atmosphere. It is imperative that the student understands that it is not the
instructor's responsibility alone to determine what will be learned or how it
will be‘learned. Students must assume responsibility for their own learning
and become increasingly more self-directed. If tHe instructor's role is one @
of support, assistance, and quidance, the chances of the learner feelinqg any
stiqgma or alienation can be minimized, and the”learner will be more likely to
remain in the classroon.

Quality instructors who understand and practice these points will gain the
trust and respect of adults and, in turn, will be able to encourage student
learning positively. Good instructor - “aep a program operating, and without
instructors who attract and retain students and who help them achieve desired
goals or skiSls, there will be no continuinq proqram of value.

Genetic background.and the environment contribute to the diversification
of adult ihterests, preferences, and skills. These, in turn, create a wice
range of adult needs and wants. Each learner has a rich experiential
backqround which can be used to relate current learning to older, more
familiar concepts. In addition, the variety of different experiences within
the classroom can provide a wealth of information from which learners can
4rasp new ideas, %
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IfI. WHAT ARE THE ROLES OF ADULT LITERACY
AND BASIC EDUCATION INSTRUCTPRS?

The general responsibility of an instructor is ®"to challenge the learner
to move to increasingly advanced stages of...development® (Cross, 1981, p.
40) .  The instruction process is one in which an instructor arranges the
conditions to facilitate learning by the adult. The process may require the
instructof to serve in various capacities, such as a dispenser of information,
quide, encouraqer, clarifier. The instructionsl process consists essentially
of setting the climate or preparing the environment, then arranqging
experiences in an instructional model:

s ae, e

PR

P

° Where is the student? (diagnosis) ? fi.
® Where is he or she going? (objectives) g?%;:
° How will he or she qet there? (strateqies) g;:é
e  How will he or she know when he's (she's) qotten ;:;:

there? (reassessment) %}{
° How well did we do? (evaluation) %

Because of unique factors, the setting for adult literacy and basic
education programs encompasses different needs and demands and different
approaches and skills- than does traditional education.’ -The primary roles - -
assumed by adult literacy and basic education instructors are the same as
those assumed by all instructors; however, instructors of adults need to
emphasize certain aspects of these roles to a much greater extent. Each role
has various functions or skills that accompany it, and fulfilling each role
demands that the .instructor function in various capacities. Because these
roles are not mutually exclusive, there is much overlap..

"

four basic roles

1he four basic roles and responsibilitias of adult instructors are:
educator (which includes the functions of expert, formal authority, and
facilitator); counselor; friend; and administrator.

Educator. The expert transmits information, possesses necessary
knowledge, and knows nore than the learners in a particular -area(s). 1In
qeneral, he or she is the presenter of information, organizing and presenting
content-material. Specific skills required are the abilities to listen, to
answar learners' questions, and to prepare presentations. 7This function--one

traditionally emphasized in public school education--is significant in
teaching adults as well; however, other functions are more significant.
important to stress that the instructor is more than a dispenser of
knowledge. 'Too @uch lecture defeats the vltimate purpose of learner
participation.

It is
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Formal authority also is traditionally emphasized in our public
schools; but in adult learning situations, it takes a secondary position. A
person who functions as the formal authority i§ responsible for setting goals
and establishing procedures for reaching them. Specific duties include
evaluating performance, which sometimes requires testing or defining standards
of excellence in other ways. One reason this function receives-less emphasis
in adult education is that adults tend to take increasing responsibility for
setting their own qgoals and determining if thgse goals have been met.

Probably the most vital function an instructor of adults can perform
is that of facilitator. The facilitator promotes creativity and individuval
growth towards dependence on self as opposed to dependence on others. A
facilitator helps desiqn and arrange cobnditions in such a way as to help
overcome obstacles to learning while drawing out and improving the learners’
capabilities. . y

A facilitator's most vital skill encompasses the concept of
individualizing instruction. 1Individualized instruction is not one learner
working alone; it is not dependent on qadgetry or media; it is not a
one-to-one relationship; nor is it a particular organizational structure or a
particular type of learner. Individualized instruction is a philosophy and a
process of teachina that provides for learner differences--in ability,
learning rates, backqrounds, and goals. It depends on providing alternatives,
using individual standards rather than qroup standards, translating into
practice the instructor's philosophy, and employing instructor flexibility.

To implement these concepts, the facilitator must practice integral
aspects of the process: Know the person on the other end of the process--not
just what can be observed but what is beneath the surface; hear and see what
the learner is telling you by what is said, observed, or not spoken; be
committed to the individual learner as opposed to the content to be learned;
and put oneself into the process so that it is a personal matter, not a
mechanical step-by-step ritual. Facilitators who utilize these skills and who
support the individualized instruction concept truly design and arrange the
conditions sc that learners can benefit greatly from the instructional process
and become increasingly self-directed.’

Counselor. As a counselor, the teacher clarifies for individuals
goals and/or career paths and provides personal counseling. Typical
counseling skills include listening, clarifying, and serving as a
confidant(e). For adults, this role is often vital, since they often
encounter confiicting responses to learning needs. The counselor's role
basically is that of a helper, providing quidance for adults in meeting their
academic, personal, social, and economic needs. This role becomes more
important if the system lacks a counselor, since the counselor helps to convey
a sense of excitement and value towards learning. Instructors must
demonstrate constantly that it is worthwhile to commit personally to the
process of education’ in general and to students in particular. 1In adult
education, thés is also an important role because adults need to find someone
to serve as a role model, to respect, and emulate.
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,_": Priend. Perhaps the most important teacher role is that of
e friend--merely being human. It is extremely vital that instructors be viewed '
R as trustworthy, warm individuals who accept students as they are rather than
. : continually condemning them. Acceptance validates each person's existence.
| 2 - _To adults who are often fearful of a learning situation or additional
3 failures, acceptarce and encouragement may often make the difference between-
i continuing or quitting.
Administrator. A final role is administrative in nature and consists -
. primarily of managing nonacadenmic areas and recordkeeping. It includes
: maintaining written records, possibly recruiting students, promoting community
i relations, or possibly supervising teacher aides. Many teachers consider this
: role t:i_vial. but administrators feel that it is vital to program functioning.
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IV. WHAT COMPETENCIES DO INSTRUCTORS NEED?

Before considering how to identify, select, and pPrepare teachers, it is 30

777 important-to consider.the competencies needed Dy adult literacy and basic .
education proqram instryctors. A review of some of the more important -and - —- N
pioneering research on instructor competencies follow. -

Most research related to adult educator competencies centered on general
adult education programs. Identification of these competencies began with a
study by Chamberlain (1961), who pinpointed 45 competencies for practicing
adult educators. Practitioners rank-ordered Chamberlain's items according to
their importance for the general field. The resulting statements were used to
develop a set of objectives for a curriculum in graduate adult education. .

SRR U
Yy o+l

. Liveright (1964) worked with a theoteticaliffbmework developed by William
McGlcthlin to arrive at competencies of qraduates of adult education
proqrams. Liveright's five competencies were:

1. Competence to practice one's professiop
2. Social understanding

3. 2 philosophy and set of values which make effective .
practice possible

4. A zest for continued study
5. Competence in conducting and intefpreting research

In another work that dealt with general competencies of adult educators,
Grigsby's (1974) study focused on developing a competency-based program for
community education personnel. Community education refers to all types of
educational services for sdults; thus, it requires general adult educator
competencies. Grigsby's study identified 87 competencies which were rated by
individuals in 11 service areas, i.e., offerings designed to provide a e
specific service to a specific population. The results revealed no
. significant difference in ratings among service areas, except for extension
: educators who‘felt that student evaluation was not critical to their job.
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~ competency-based education (CBE) related specifically to adult literacy
‘and basic education is in a relatively early developmental stage. Although
numerous studies have been conducted, none (as with all competency-based work)
has been validated in an actual instructional setting. A discussion of
several of these studies follow.

1, ki ) caw  qEn e,
M M ™

Penn (1972) identified a list encompassing knowledje, skills,
. understandings, and attitudes needed to achieve minimum effectiveness in an i
adult education teaching sitvation. Thirty-four competency statements were
rated according to importance by a selected and random sample of teachers,
students, county administrators, State department of education personnel, and
professors of adult education in Florida. ¢

‘
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Aker's (1974) review of CBE literature concentrated on cémpetﬁ.nc;es which
were deened most crucial to effectiva teaching. The compatencies were

identified by research on learner performance and teaching effectiveness. }
" Aker limited more detailed information on teaching strategies to six . v

competency areas., Mccording to Aker, an effective adult literacy and basic
“education teacher-maziy - — ——— - -

AR
L

e

1. ° understand the nature and misgion of adult education;
< L
2. be awaré of and sensitive to the characteristics,
problems, and interests, and needs of students; ;L
. 3. app1'§ behavioral science principles to create optimunm ,
Lo - conditions for aduit learning; .
K . P
. 4. acqguire skill in designing a functional and relevant Pyl
ARE (adult basic education) surriculum; )
- ;":::
. S. select appropriate learning materials and ipply adult ‘_
. " _education methods; and "»
. . 6. be a continuous learner. :_
Mocker (1974) conducted a study to identify, classify, and rank -3 '

ccupetencie; needed by ABE teachers.
Phase I consisted of compiling numerous items representing knowledge, .
attitudes, and behaviors deemed important in ABE. .The compilation resulted in
alist of 605 statements derived from 61 different documents. In phase II,
the list was reduced to fewer statements, using a dory to validate the
results.
classified into one of four cateqories (scope and goal of adult education;
curriculum; ZBE learner; and instructional process).
mailing the inventory of 291 competency statements to a national sample of ABE
personnel.
division of competencies into high- and low-priority items within each of the

R TR AR O S S
PERTAL Fhd s .,

Some 234 individuals responded, and their ratings resulted in & -

"His study was divided into four phases. : .

Phase I1I entailed creating an inventory with.each atatement ) s '

Phase IV consisted of —

s four categories. 2
~ N
. £
: - Kreitlow (1974) and a group of 25 ABE teachers identified 38 exemplary ABE e
! teacher competencies. The competencies were grouped into the following five ':\.,’a
~ broad categories: ’ s ol
1. Teaching techniques i
2. Use of materials o
3. Use of community resources and facilities ,
) 4.  Student-teacher relationships : e
5. Assessuent of academic outcomes * =i
General competencies e ?.’
. - The list of competencies that follow represent broad qgeneral areas that . f‘-
L instructors of adults should possess to be totally proficient in the o
. instructional setting. Obvicusly, the mastery level will depend on past =
K | ' |
i - N
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training, length of experience, and commitment to instruction.
were identified by combining Mocker's 1ist of competencies into broader
rate through

statements and asking professionals in basic education to

These areas

comparison the importance of these items (James, 1976).

has:

An effective teacher

- the -ability to design appropriate instructional

.
experiences for the ABE student;

® the ability to apply an understanding of learning
theories and learner characteristics in
teaching-learning, or counseling situations;

'Y the ability to establish effective interpersonal
relationships with students;

™ the ability to provide quidance, or counsel, to ABE

) students;

® the ability to evaluate students in téachinq-learninq
or counseling situations;

o ° the ability to manage learning activities;

® the ability to develop a curriculum in ABE;

° the ability to apply knowledge of the general field of
adult education in performing his (or heér) or other
roles as a teacher;

° developed a personal philosophy of adult education;

® ‘a mastery of the subject area(s) taught (e.g., math,

o coping skills, problemsolving);
e the ability to continue developing professionally; and
) the ability to perform administrative tasks agsociated

with ABE programs.
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V. WHAT IS UNIQUE ABOUT WORKING WITH ADULTS?

Much of what constitutes “qood teaching" for adults is directly related to
*qood teaching® for youth. However; there ars Certain differences that make ’
f working with adults vnique. Also, it is imperative that certain adulg

characteristics be accepzed and dealt with because the relative importance of B R
activities is maqnified by life roles and past failures. i
The most commonly accepted theory of teaching adults (Rnowles, 1980) deals . .
with the concept of a learner-dirscted atmosphere. “The instructor's _‘.Z=._'
responsibility is to help or facilitate, focusing on skills and the learning LR A
process. Learners, themselves, provide input and assume some responsibility Lo,

for decisionsg affecting their learning. For example, learners participate in
the planning process by diaqnosing their needs, setting qoals, and evaluating

-
.
’

progress. Also, there tends to be more emphasis on individuval learning ; ¢
projects and/or independent study. i
) Traditional education hes focused in the past on teacher-centered i_:

. - methodology and transmitting content. 1In general, teacher-centered situations
E “‘\ imply 2 dependence of the learner on the teacher to make decisions, set goals,
) provide information, and evaluate proqgress.

oyt
0

This is not to say that one approach is qood and one is bad. Both
: app:oaches can be viewed as opposite 2nds of a continuum; the one used is
dictated by a pa:ticu .ar cnentelc or settinq. .

Maturity. experience, and motivation
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The most important characteriatics to consider when teaching adults focus
- Cn, greas related to maturity, experience. and motivation. Rnowles (1979)
believes that the greatest diffsrences between adults and children are
prevalent in certain areas which have many implications for other areas
Telated o adult learning. .
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Self-concept moves toward independence in adul' - coapared to the dependent
posture of children. Self-concept is the single most importan” factor .
affecting behavior, and as adults gain confidence, they tend to become more

':‘- .
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gelf-directed and take increased responsibilities for their learming. i‘
Experience gqreatly influences adult learnirq because the amount and R
- mality of experience that adults possess ig much gzreater than that of ’.
children. -»‘
- .q«‘-l ..
Readiness to learn is evident in adults in relation to problems, o K
responsibilities, and life ¢cycle changes. Adults are not as easily motivated P
. by curriculum or subject orientation as children are. They are motivated to f-,-
solve problems, help meet regponsibilities, and adjust to caanqges in their . }«'
stage of life. L&
.:‘72
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Adults seem to have an urgency to learn, manifesting an awareness that
They want learning to be immediately applicable and

.practical, whereas children feel that learning is something to be used and
applied at an indefinite time in the future.

time is "running out.”

Adult learning orientation is problem-centered and demands experiential
_methodoloqy rather than subject or content orientation. Simulations, role
play, problemsolving group processes and projects, and self-directed -
activities are effective adult learning activities.

Adults are motivated by internal needs rather than by external elements, .

such as reward

to help solve problems, to enhance one‘s self-esteem, or for self-fulfillment. -

A recent research study team (Oberle, 1981; Offill, 1981; Price, 1981;
Woody, 1981) has attempted to identify the principles under which adult ;:

s or grades.

learning ideally occurs.

and research and a synthesis of the available information and validation by
experts in the field of adult learning, nine basic principles were identified:

1.

2.

5.

60

Adults do learn and can continue to learn. Although the rate of learning
declines, the capacity to learn remains or can be improved and enhanced with
This implies that adults do well under timed tests, but
problemsolving, synthesis, and reasoning abilities ‘also remain strong.

continuved use.

Adults maintain the ability to learn.

Adults are a highly diversified qroup of individuals

with widely
and skills.,

Adults experience a gradval decline in phvsiéal and
sensory capabilities.

Experience of the learner is a major resource in the
learning situvation.

Self-concept tends to move from dependence to
independence as an individuval grows in
responsibilities, experience, and confidence.

Adults tend
to learning.

Adults are motivated to learn by a variety of factors.

Active learner participation in the instructional/
learning process contributes to learning.

A comfortable supportive environment is a key to .
successful learning.

|
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Research reveals that most adult learning occurs

After an exhaustive review of existing literature

differing preferences, needs, backgrounds,

egeniuay
" -

to be life-centered in their orientation
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Because there is a gradual decline in the phvsiéal abilicies of adults as
— _they #qe~=their enerqy level, visuval acuity, hearing ability, and movement are
- affected~--a comfortable physical environment is needed to accommodate these
chanqes.

7; Supportive environment R I

Adults desire a psychological atmosphere that is suppertive, caring, and s
warm and friendly. The adult learner not only needs to feel respected as a L
unique person, but also needs to feel that he or she is learning something .
worthwhile and beneficial. The climate of the instructional setting, i
including physical and pswholoqgical aspects, oftez\. datarmines whether or not .0

the adult returns to class. e
Different role respt;nsibilities and life cycle crises create a variety of :"_.'.-
differences in adults. These responsibilities and crises significantly affect PR
N the learning process by promoting or detracting from the need to learn. A

While children are having theirs molded and shaped, the attitudes, values,
and interests of adults, more or less, have been formed and internalized. -
These attitudes must be respected, and they can be chianged, but only within a 120
supportive, nonthreatening environment. E

o e

T

Both genetic and environmental backqrounds contribute to the diversifica-

. tion of adult interests, preferences, and skills. These, in turn, create - -

diverse needs and wuats amonqg adult learners. Each learner has a rich Lo

_experiential backqround to draw upon to relate current learning to older more

“familiar concepts. In addition, the variecy of different experiences within
the clasgroonr can provide a wealth of information from which learners can

qgrasp new ideas. Lo

}ﬁ'rbe required compezencies and the underlyving principles involved in 7o
working with adult learners create the need for instructors who can operate .
effectively in the classroom setting. Unfortunately, there is no simple
answer to-the many questions related to £inding and/or preparing instructors )
who meet these requirements. Also, the diversity of organizations in which 3.
programs are based complicates the problem. For example, literacy programs .
are offered not only through public school systems--ABE-~but also through
community colleges, businesses and industry, volunteer literacy proqrams, and
the military. Although there are many similarities in how progqrams are
conducted, they vary extensively in their presentation, philosophy, or
support. Some proqrams require studentg to pay, some are free; some are
required, others voluntary. Some teachers are paid, others work for free; i
scme courses deal with all subject areas, others concentrate on a single "~
topic. Some classes have set meeting times, others are open entry/open exit; ol
some courses are in urban areas, others in rurzal locations. All in all, the o
various settings present a mixed array of posaibilities and problems that must
be dealt with.

A common problem facing proqrams and administrators is identifying and g,.?,
; selecting class instructors. - Obviously, it would be impossible to present one ¥

comprehensive list of sugqestions for every class variation; however, certain . +F
¢ generalities are possible. :
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VI. WHERE CAN POTENTIAL INSTRUCTORS
OF ADULTS BE FOUND?

Although finding instructors may be troublesome, they can be recruited at
several common sources: bpublic schools, volunteer programs, civiec qror s,
colleqes of education, community colleqges, or churches. Also, activeiy
advertising programs may both attract good prospeqts and publicize programs.

Public school teachers may make good instructors for several reasons. For
one thing, they are already trained to be instructors, and they generally have
one (or more) content specialitics. In instances where a subject specialist
is necessary, secondary public school teachers should be good prospects. Aall
locations have teachers available for nighttime, weekend, or summer work.
Obviously, classes conducted during the day would cause conflict unless the
position was fulltime. Access to teachers can be achieved easily through the
school systems, teacher groups, or PTA's/PTO's. A warning on using public.
school teachers: There is some evidence that they tend to treat adults the
way that they treat elementary or secondary studentu. This may cause problems
if teachers are not provided with some basic training to work with adults.

Community colleqges and other community-based pgoqrams might be sources -for
inatructnrs. The community colleqge's staff or part-time faculty may be
willing to serve as instructors, and student or faculty wives or husbands .also
could be considered as potential instructors. 1In addition, .deans or
department heads may have lists of people interested in this type of work.

The network of community involvement shculd provide an excellent source for
instructors.

Colleges of education could be another good sourcé of potential
instructors, as students being trained in various areas might be willing to
work to get additional experience in teaching. Also, the placement office
might have access to certified teachers seeking work. Again, student or
faculty spouses might be a source of instructors.

In addition to being & possible source fn: instructors, civic and
volunteer groups (qgarden clubs, Rotary, and Lions) can also help publicize
programs. In fuact, even if the groups, themselves, do not produce any
pbtential instructors, some members may know qualified individuvals.
Obviously, actively pursuing such groups possibly can provide many benefits.

Students who have alrjadv completed an a2dult literacy and basic education
program tend to make excellent instructors. Peers seem to know instinctively
how the adult feels since they, themselves, have experienced the same
feelings, thoughts, and concerns. Although peezr instructors may lack formal
training, their ability to empathize, combined with appropriate inservice
training, should promote success with adult learners.

pres
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¢t s ViI. WHAT CRITERIA SEOULD BE MONSIDERED FOR
. . e SELECTING INSTRUCTORS?

——

Maninistrators often select instructors intuitively, hoping that they can
trust their own judgment. "Although there is no simple answer %0 the selection
. . process, certain quidelines can be offered. Cbviously, required information.

oo will vary according to the setting in which the instructor will be placed.
But if the person will be teachinqg only Enqlish, specific evidence of mastery
. of Enqlish will be more important than it the individual would be teaching a . .
variety of subjects. ) PR
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R Alonso (undated) presented some potential,” pertinent ateas for inclusion
" ' in @ teacher hiring quide: _
' A suqqgasted list of basic knowledqe and skills which a

competent literacy teacher should have.

. . . . ¥
e Sugqested ways of interviewing candidates for jobs, ey
including interviewing techniques, ways of discoverirng e
social or cuitural biases, questions to ask concerning
background knowledge or adult learners or teaching
methods of philosophvy. . .
- o Note on'wbat and how to get useful, supplemental :
information on prospective teachers, such as ‘-
recommendations, sample lessons, and writing samples, .
® Suqqgested ways of ‘observing and evaluating teacher :
performance once the candidate is hired. )
° Sugqested cues for detecting areas for added training. ' <
It is vital to consider several of the 12 competency areas (Section IV) :-
when hiring instructors for either a specialized or qeneral position. The two
rost important areas are ability to relate to the student and mastery of the D
: subject area (or areas) to be tzught. A3 mentioned, if the prospective -
instzuctor will be teaching only math or readinq, it is a fairly cimple o
; process to check on courses, deqgrees and/or certification in that area. 1If v
) the candicdate lacks this backaround, proficiency tests are available through a
wide range of sources. ; .
L

For instructors who will be required to teach various arcas
simultanecusly, it ir more important that they have exposure to numerous
subject areas rather than concentration in one. Backqround in teaching e
reading should be a strong asset to the instructor since many adults attending
basic education courses are either unable to read or have great difficulty in
doing so.
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Asking the right questions

The ability to relate to adults appears to be the most difficult to
judge. Surprisingly, adequate observation and some simple questions may
provide sufficient information on which to base a decision. For example,
noting such factors as whether the individual seems friendly, appears
enthysiastic, smiles a lot, or is just generally pleasant would indicate some
positive support. On the other hand, if a person is curt or unfriendly, it is
a tipoff that there/may be a problem.

One director asked a series of questions of prospective instructors which,
on the surface, seemed self-defeating because anyone could give the answer the
director "wanted" to hear. However, most people tend to answer honestly and,
thereby, .rovide some decisionmaking information. Some possible guestions
might be: "How do you get along with your coworkers?” "Do you find them
helpful?" "What do you like best about working with people?™ "What is your
philosgphy about teaching?® If the individuals truly dislike working with
others or if they cannot accept others as equals, their responses will tend to
give them away. ‘

Additional questions to discover backqrcund experience and/or creativity
might include the following: "If money were no object, how would you ideally
set up a class of for 2dults?” "What do you think is an ideal
arrangement for classes for adults?"™ To probe for social or cultural biases,
one could use "What if..." type questions, such as: "What if you were
teaching a unit on nutrition and a black (or native American) said, 'But we
can't stand potatoes that are not fried'?"™ (The students would have been told
by the instructor that too many fried foods are not good for them.)

hY

Similar questions, such as: "Whit would you do if you couldn't understand
your ctudents' lanquage?® Or, "How would you respond if a gtudent who
belonged to a cultural minority called you at home and accused you of plavirg
favorites to others in class?™ Obviously, the interviewer can use a number of
ideas to evaluate a2 candidate's backqround knowledge and possible social bias,

It is also important to note that while certain skills are vital for
successful teaching, some of them can be quickiy learned while othevs take
more time; still othe;s/Zrobably cannot be mastered, or changed, for a long
period. Survival skil ls, such as instructicnal design and management, or
basic reading skills, can be learned fairly quickly while mastery of subject
areas probably takes lorger. And the capacity and ability 'to relate to adults
is Generally something inqgrained’ that would take a very lonqg time to transform.

One suqqgestion ic that directors look first for a "people person,” someone
who can relate well to adults and accept them as they are and not look down on
them. If unconditional positive reqgard is present, mastery of subject areas
can be zssessed. Finally,.depending on whether the individual has ,
instructional design skills or knowledqe of reading skills, some initial .
training can be provided to supplement existing skills.

91
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VIII. WHAT TRAINING PROGRAMS ARE NECESSARY
AND AVAILABLE FOR INSTRUCTORS?

Prot the moment new instructors are hired to teach adults, they generally
have no idea of what to expect or what is needed to deal with students
effectively. Preservice training, when it exists, consists larqgely of
*administrativia,” or £illing out forms and reports.

In reconsidering the compatency areas mentioned, it is important to note
that there must be a distinction between “survival® skills--which are
necessary for the initial entrance into the classroom setting~-and more
advanced skills for refining the instructor's proficiency. Ideally, with
ainimal preparation and various materials, any instructor can handle the :lrst
clcss nmeeting adequately. Do begin with, each instructor should be acquainted
with the unique characteristics of the adult learner as well as the special
traits of the undereducated and/or disadvantaqged adult. 1In addition, the
instructor needs a familiarity with available materizis, knowledge of informal
diagnostic and placement techniques, and some specific hints on how %o handle
the first session. One of the classic resource books in adult literacy and
basic education is Teaching the Disadvantaged Adult by Curtis Ulmer (196S9). A
more current version (Ulmer and Rennen, 1981) is Adults Learn Again.

Grabowski (1976) identified eight differant models for inservice training
proqrans for teachers of adults: ..
" 1. Laborato:y approach

2. Classroom experience

3. Teaching demonstration

4. Self-directed learning .
S. Team~gtructured

6. Inquir y-based learning

7. Independent study
+8. Self-learning-related models.

Accoidinq to Grabowski, these models offer "possible alternatives for the

.planner seeking to accommodate to the resourc:s as well as the needs of the §

teachers.” ;

Grabowski (1976) in his book, Training Teachers of Adults: Models and

—

Innovative Programsi, discussed seven selected inncvative programs. The

v — py e - e e em s peer x s Sy rgteeL, Lt g - ae e
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programs, with objectives and type of training, are:
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PROGRAMS OBJECTIVES TYPE OF CONTACT
TRAINING
1. Apperception- To learn the pro~ Teaching-writing AIM
Interaction cess of teaching workshop, problem- Word Education
Method and materials inquiry . 1414 Sixth Avenue s
development to New York, NY 01109
teach coping
skills
2. Teacher-Tutor To davelop a model Readings, discus- Dr. Doris Moss
Pair tutoring program sions, observatiors, Proqram Director
for ESL and editing/ TTP - Career
adapting written Development Program
pians New York Board
of Education
130 Clinton Street
’ Room 700
Brooklyn, N.Y.
11201
3. <CJulturally- Improved teaching Readings, self- Department of
Oriented effectiveness analysis, and field " Bigher and Adult
Teacher- through increased observations Education
Education cultural zwareness Teachers Colleqge
Modules and ethnic Columbia University
understanding New York, N.Y.
10027
4. ~Telelesson’ To increase basic Videotape offerings, ABE/TV Project
Teacher competence z2s adult readings, individval-  Adwlt Education
Education educators ized learning Saction
Series activities, and Maryland State
resear:h of Department of
contemporary Education
problems P.0. Box 8717 --
BWI Airport -
Baltimore, Md.
21240
5. Problem3aolv- To provide well Simulation Dr. Richard Suchman &
ing and Peer- worked out examples N Human Resources , :
Instruction in problemsolving Research
Andraqoqy aﬁ? peer-instruction Organization

/

-

27857 Berwich Drive

Carmel, Calif.
93921
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PROGRAMS OBJECTIVES TYPE OF CONTACT

“f deat Dlakeadirvee x v e e 'e .
[

TRAINING
f §. Louisiana To provide basic . Small-group Bureau of Adult and
T Ault Bduca- training experience instruction and " Comm, Bducation
1 tion Staff to adult teachers multimedia State of Louisiana .
; Developnent wvith no formal presentation Department of
: Project training Education
it ‘ _ P.0. Box 44064
P . Baton Rouge, la.
. ‘ 70804
S , ‘ .
: : 7. Student Assess- To develop instru~ Development of Mr. Terry W. Xrauss
went and ments to 2csass Assessment instru- - Prineipal
" Bvaluatica level of ESL ments and procedures  Bassett Adult
. Progran students School
504 N. Willow
. Avenue
P La m‘nta' C&lif.
: 91746

One of the programe, A Telelesson Teacher Bducation Serjes, Basic
. ] Education: Teaching the Adult, deserves further explanation. The proqram
. consists of 30 half-hour videotapes on various topics related to teaching
adults. A manusl accompanies the tapes for additional comment and
activities. Tape contents include:

1, An overview of the backaround of the ABE learner

2. Characteristics and their implications

b. Physiological, psycholoqical, and sociological
! ) principles
o 2. Understanding and desiqning the ABE proqranm

a. Neuds, interests, problems
b Activities for planning

c. Conditions for setting learning climate

3. Developing the curriculum content

a. Goals and behavioral objectives
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b. Diagnosis >

c. Reading process: skills of perception, word
recognition, comprehension, and self-selection
4. Inteqrating communication, mathematics,
. vocational, and subject-area concepts

4. Usinj a variety of methods, materials, and techniques
a, Individualized and programmed instruction

b. Selection and development of material

5. Guiding the learner
a. ' Recruitment and retenéion

b. Evaluation and measurement of proqress

6. Considering other factors
a. legislation and demoqraphic data .
b. Possible learning difficulties

Thege tapes provide excellent ready-made materials for teacher training,
and the person responsible for inservice training should be familiar with
them. Since these innovative programs were identified, several States have
developed additional training materials. Taxas, Virginia, and Florida have
staff development projects with materials available for others to use.

In 1971, the Texas Education Agency Division of Adult Programs supported
efforts to investigate the applicability of a competency-based approach to
staff development in ABE. A task force of ABE personnel identified broad
competency areas for teachers and administrators.

Texas A&M University received funds to develop a series of learning
modules providing the adult educator with the opportunity to increase his or
har competency in teaching adults (Learning Modules for Adult-Educators,
1978) . For the purposes of the project, a module was defined as a
self-contained set of learning experiences designed to facilitate the
learner's attainment of a stated set of objectives. As a resource, these
modales can offer several advantages that are especially ropropriate to
populations with diverse needs. .

-

Given the above information, materials required to meet these needs had to
be designed. To date, 22 modules have been developed, including packages in
the areas of:
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A new teacher series (5 titles)

Assessing needs and interests (4 titles)
Relating to the adult student (4 titles)
Aduinistrative topics (3 titles) ‘
Instructional preparation (2 titles)
Cbntcnt-spccitiq q:eas (4 gitlos: ESL/APL/GED)

Iri addition to the Texas A&M modiles, North Texas Stat? University
receivad funds to develop 10 mocdules which would help provide -teachers with
the sitills needed to teach reading to adults.

Ten videotave simulation modules demonstrating effective teaching methods
and techniques were produced 2s 2 result of input from ABE practitioners in
virginia (Anderson, Snowden and Parent, 1980). These videotape simulation
cassettes (about 10 minutes each) are based on the five most frequently
identified ‘critical and effective tzaching methods and two appropriate
instructional techniques per method. Pach technique is presented on a
videotape, and with accompanying user guides, .

Method I -~ Teacher-Student Relationship

Technique A: Understanding Concepts of adult Learning
Technique B: Developing Interaction/Communication Skills

Method II —- Human Development and Identity
1

Technique A: Developing Studant Self-Confidencé (1)
Technique B: 'Develo?inq Student Self-Confidence (2)

Method III -- Goal Planning

Technique A: Intake, Initial Goal-Setting and Placement
Technique B: Diagnosis and Mutual Goal-Setting

Method IV -~ PresentatioL skills

Technigque A: Utilizing One-To-One Instructional Strategies
Technique B: Utilizing Group Instructional Strategies

Method V ~— Study Habits Acquisition &

Technique A: Promoting Questioning SKilla\
Technique B: Assigning Work of Practical value

Florida'ilstatt development activities (Burrichter and Gardner, 1979)
focused on the overall qoal of enhancing adult curriculum and instruction. as
a result of a model for involving part-time personnel in developinqg curriculum
materials, several resource materials were produced:

e  Alternatives for Staff Development of Adult Educators
® "Adult Rducator Self-Assessment Inventory .
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° Learning Activities for Adults
) Teaching Adult Learners
e ~ Involvement: A Creative Process

The unique aspect of this project was the actual involvement of a
significant number of instructors (over 700) in the process. Another 25
individuals were specifically trained to conduct workshops and will be sble to
continue staff development activities in future proqrams. '
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IX. IMPLICATIONS FOR THE 1980°'S

Projection for the 1980°'s falls within two broad cateqories: technical
skills and personal or humanistic skills. - The arcas cover training involving <.
both content and process needs, and training which addresses these needs can
_ be apprcached from a program planning and development standpoint. o

Ipherent in the progran planning and development perspective is the need

for a framework or method for providing necessary skills, i.e., identifying i
needed competencies, locating available materials and/or resources, and “ .
implementing decisions. These models also car serve as a guide for sharing i
successful rssults, materials, proqrams, etc. Co~operation amonqg different e
agencies and groups associsted with adult literacy and basic education i
programs can be facilitated by comnon planning models, thus preventing Ei
duplication and overlap. . , J :
Basic training philosophies can be approached within the broad parameters C o
of planning and development. Content, 2s wsll as process skills, can be -
considered within a planning model. Since the student-directed philosophy is v L

critical in meeting the needs of adult learners, identifying humanistic skills o
can be accomplished within this broad framework. iwarm, enthusiastic, caring ‘
teachers are vital to the success of any adult literacy and basic education

progran. The necessity for sound instructional planning for these teachers is
imperative. The 1580's are going to be challenging years for individuals in

adult education. The expanding social.complexizies and information explosion . .
make it imperative for adult educators to have a common purpose and to By
approach tnin}nq needs from a sound, gystematic planning model.

Successful training of adult literacy and basic education instructors
enconpasses these elements:

) Warm, enthusiastic, caring instructors are essential s

. to a successful program. "

] Both humanistic and technical gkills need to be _:'.':"-
enphasized., . %’

) A student-directed philosophy is imperative to meet
the unigque needs of adult learners.

i

[ RT3 AN

' Training personnel to work with learners in the ways
cited is vital.

N O AT

® Some framework, or model, for pProviding necessarv
skills is -necassary. . -

—
3

. 3.
o e

»

[Nl

J$"
N

°® It is necessary to use effective, available traininq
proqn-s and materials.

7

° Sharing successful results, practices, and materials NS
is an absolute must. ) . . ;‘.:-
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® Co-operation among different agencies and qroups
associated with adult literacy and basic education
programs is imperative to prevent duplication and
overlap.

The concerns raised by Carter's and Kozol's quotes\at the beginning of
this paper recognize many problems associated with aduit literacy and basic
¢ducation programs. This paper maintains that one key to eliminating
illiteracy reots with &electing and utilizing competent,| caring instrictors.
Regardless of the setting, instructors must be selected bnd Prepared to work
with adults in an atmosphere conducive to learning, |
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