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PREFACE

This is a workshop manual prepared for use in training
workshops dealing with program and curriéulum‘development
in the post-literacy stages. It will find its first use in
a workshop on the subject being held in Arusha, Tanzania,
during June 2-14, 1980.

The Arusha workshop being hosted by the Department of
Adult Education, Ministry of National Education of the
Govérnment of Tanzania is part of a series of workshops
sponsored by the German Foundation for International
Develobmeht (DSE) in Africa. These workshops are based on
the belief that administrators and practitioners working on
literacy and nonformal education programs, both for
governments and voluntary agencies, should be assisted tnrough
pract.cal training related to their daily tasks to do a better
job of implementing ongoing programs.

Two main themes have been covered in these workshops
so ‘far: (1) evaluation of literacy programs, and (2)
curriculum development in literacy and nonformal education
programs. To date, six workshops have been conducted in
these differznt countries of East and Southern Africa:

On the evaluation of functional literacy

Tanzania December 1976

Kenya May 1977

Zambia rJuly 1978

Kenya May 1979
v



On curriculum development in functional literacy
and nonformal education

Zambia | May 1979
Kenya August 1979,

“hile the earlier workshops were somewhat general in
content, the more recent ones are becoming specialized and
focussed., for example, the Kenya workshop on evaluation held
in May 1979 in Kericho, Kenya specialized in the evaluation
of the effectiveness of develdpment training programs. The
forthcoming workshop in Arusha, Tanzania will be focussed on
the special problems of programming and curriculuﬁ.deveIOpment
in the post-literacy stages.

The topic of the Arusha workshop--Programming and
Curriculum Development in the Post-Literacy Stages--~is
indeed an important one. More and more countriesbwhich have
met successes in their literacy work are finding that even
greater challenges await them as the erstwhile illitefates
come out of literacy classes as new literates. Programs and
curricula have to be designed for them to help them retain
their newly acquired literacy’skillé, to strengthen those
skills further and to put literacy to work 4n their daily
lives. “

Tanzania, it must be admitted, does not neéd an

g

: \ . .
introduction to the subject of planning post-literacy programs.
Among the countrieq~thét have conducted literacy campaigns in
Ehe last decade, Tanzania is without a doubt one country that

has done the most experimenting with post-literacy programs
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and has acquired the most experience. Our task at the

workshbp will thus be not to inform but to review, not to

teach but to challenge. Hopefully, weé will be able to expose

to the view of Tanzanian literacy workers some new possibilities;

and will certainly reinforce many of the initiatives already

taken. More importantly, the workshop will be able to

evaluate and systematize available experience for trdgéfer to

other countrics engaged in program development in the post-

litéracy stages. ) )

Some of those using this workshop ménual are perhaps

aware of the interconnection between the DSE's series of

\\\ Africa workshops and the series of training monographs

commissioned by the Unesco/Iranian International Institute

for Adult Literacy Methods (IIALM). The following eight

training monographs have already been published: The use of

radio in adult literacy education, by Richard C.. Burke;

Programmed instruction for literacy workers, by S. Thiagarajan;

Learning to read and reading to learn: an approach to a

system of literacy instruction, by Sohan Singh; The ABCs of

literacy: lessons from linquistics, by Kenneth L. Baucom;

Visual literacy in communication: designing for development,

by Anne Zimmer and Fred Zimmer; Towards sciehtific literacy,

by Frederick J. Thomas and"Allan K. Kondo; Evaluating

functional literacy, by H. S. Bhola; and Games and simulations

in ljteracy training, by David.R. Evans.

The DSE workshops have typically been built upon the
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IIALM monograph series; and these wd}kshops have, in turn,
provided obportunities for testing the IIALM monographs

before they were finally published. We have called the
present document "a workshop manual" rather than a ménognaph
to point up the tentative nature of some of the ideas
presented here and té underline the unfinished state of this
document. After a few test-in-use workshops such as the one
in Arusha in June 1980, we hope this workshop manual will grow
into a monograph on the subject of programming and curriculum
developﬁent in the post-l;teracy stages.

In the meantime, we suggest that this manual be read

together. with an earlier documént, Curriculum Development

for Functional Literacy and Nonformal Education Programs, by
H. S. Bholé, copies of which are available on request to

literacy workers in deweloping countries from Dr. Josef Muller,

) JR-
Education and Sp}ence/Branch, The German Foundation for
International Devéiapmeﬁt, Simrockstrasse 1, 5300 Bonn, West
Gefmany. Comments on the present. workshop manual sent to the

author will be gratefully received.

Indiana University H. S. Bhola
Bloomington, Indiana }
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CHAPTER 1

POST-LITERACY WORK: DEFINITIONS, TASKS, AND CONTEXT

Orqanization of the chapter

T1lliteracy to post-literacy
Illiteracy
Pre-literacy
lLiteracy
Post-literacy stages

Post-literacy, adult education, nonformal education and
rural development

Adult education
Nonformal education
Rural development
The use of print and nonprint media
A caution
Curriculum development
Program development
Summary

Things to do or think about

Re dings and references

This is a manual on the subject #of proqram development

and curriculum development in the gpst-literacx;stageé. We

must begin by explaining these terms:

Illiteracy to'post—literacx

Literacy workers have seen a man's or a woman's

7
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journey from jlliteracy, through literocy, to independent

learning, au congisling of many stugeas., Examine the following
line:
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Illiteracy. *The individual man or woman in this

stage does not have any ability to rcad or write. Moreover,

he or she does not even have any interest in becoming literate.
The world of literacy is an alien world to the illiterate.

The gap between the two worlds of illiteracy and literacy

seems too wide; and there seems to be no advantage in trying

to be literate.

Pre-literacy. In the pre-literacy stage, the

illiterate individual is still unable to read and write but he

or she is bting brought in contact with the world of

information. The.undérstanding is slowly emerging thatqthere

is information out there which might be helpful in solving

the problems of day-to-day life. To begin with, this

infogmatiAn comes to the illiteratg individual thirough nonprint
5

media, but the important thing is that information coi.sumption

through media is creating motivations for wanting to become

1i
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Litorate and an indepondent connumer of anformntion,

Literacy., Litovacy iy detined ot the ability to read
and wpite in the mother tongue. (o some clreumatancen, it
in defined an the ability to resd ond write in a nationa 1 or
oven an international language.) We know, of course, thnt
among a group of literate youth or adulty, some can have
better literacy skills than others. Somu are barely literate;
they can tead simple meassages and write simple messages
"themse lves. Others, can read the daily newspaper, the
agricultural bulletin from the extension department and the
book of hymns in the church. Most literacy workersg use a
rule of the thumb and suggest that functional literacy i3 the
ability to read and write as a fourth grader ﬁrom the formal
school system in a particular country or region would read
and write. Some literacy workcrs-have tried to define
different levels of litefacy, for example: capacity to
read at the second grade level (first level).; capacity to
read at the fourth grade level (second level); and capacity
to read at the sixth grade level (third level).

Anderson and Neimi, two American adult educators,
define literacy levels in the context of Americén“life by
differentiating among four t&pes of illiterates:

Complete illiterates: "those who have no formal schooling

at all.

Functionai illiterates: those who have reading skills

lower than those of a normal fifth grade child.

12
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Technological illiterates: those who have reading skills

lower than those of a normal eighth grade child.

Vocational illiterates: those who have reading skills

lower than those of a normal Fenth grade child.

Such divisions into levels of literacy are, understandably,
arbitrarx; The‘dltimate tést is the FUpctionality of the
literacy skills learned, though this wodl@ mean that we will
have to define functionality carefully, cénpretel*, and
contextually.

Post-literacy stages. A most important question now

arises: After literacy what? ~Part of the answer, often is:
after'literaby, a little more litergcy. Why? _Adult men and
woméﬁ coming out of literabxwplasses seldom have the capacity
to go from their primers and graded books to the real wbrld
of pfinted informétion in agriculture, health, business,
marketing, and the union shop. They need assistance to make
the phangé.” It is not surprising that the first post-literacy
stage in host countries, therefore, is a teaching stage where
literacy skills are put into use in handling priqtgd
information produced in the realAworld of work and life.

But there have to be other stageé between the first
post-literacy stage and the ultimate goal of‘crea§ing a
society of independent learners and participants iﬁ social

and political affairs. We do not always know what these

stages are or should be. All we know is that:



(a) those who becaﬁe literaté musf retain their literacy;
(b) those who want to get further education should get.it; and
(05 all others must be provided opportunities and mechanisms
for becoming integrated into the society and make economic,
,social and political contributions td.the society in which
they live.

It is the main objective of this workshop manual to
investigate the three needs listed above.

Post-literacy, adult edecationJ nonformal
education and rural development

In the beginning>of this chapter, we have talked of
the post-literacy stages, and not of one single post-literacy
stage. In the first most immediate post-literacy stage,
the ﬁroblem of program planning may be nothing more than
providing more literacy; and strengthening the literacy
ékills by proyiding reading materials and encouraging new
literates to read. However, as we move away from this
immediate post-literacy stage, we have to expand our
objectives. We have to make a conceptual leap.

As we make this conceptual leap, our programs and
curricula will begin to lock more and more like programs of
adult education, nonformal education and rurél deveIOpment."

From the following definitions of these terms, we can see why;

Adult education. "The term 'adult education’ denotes

the entire body of organized educational processes, whatever

the content, level and method, whether formal or otherwise,



~whether they prolong or replace initial education in schools,

colleges and universities as well as in apprenticeship,

whereby persons regarded as adults by the society to which

they belong develop their abilities, enrich their knowledge,
improve their technical and professional qualifications or
turn them in a new direction and bring aboﬁt changes 1in
their behavior in the twofold perspective of full personal
development and participation in balanced and independent
vocial, economic and cultural development." (Article 1, The
Recommendations on the Developmént of Adult Education,
Nairobi Conference, 1976.)

7
o

Nonformal education. Nonformal education '"refers to

the motley assortment of organized and semi-organized
edﬁcationai activities oberating outside Ehe,regular

structure and rodtihes of the formal system, aimed a; serving
a great variety of learning needs of different subgroups in
the population, both young and old. Some noﬁ%ormal prodrams
cater to the same learning needs as the schools and in effect
are substitutes for formal schooling." (In the "Introduction"

to Education for Rural Development: Case Studies for

Planners, edited by Manzoor Ahmed and Philip H. Coombs,

Praeger, New York, 1975.)

Rural development. The same source quoted above

defines rural development to include all those programs that
embrace "all the main dimensions of personal and gsconomic

development and of family and community life improvement."

15



The use of print and nonprint media

As can be seen from the definitions of post-literacy
programs, adult education, nonformal educatioﬁ ané.fﬁral
development included above, there is considerable overlap in
their objectives, potential clients and programs.: The . .
distinctions among them may often lie only in the eyes of
the beholder and in the perspectivevof the program planner.

An ever more crucial question that must be faced is:
Must post-literacy programs be based exclusively on literacy
skills? In other words, must post~literécy programs use
only print media to be called post—literacy programs?

The answer we suggeét'is that post-literacy programs
must not confine themselves to the print media alone. Indeed,
it will be dogmatic and unduly resprictive. But when using
nonprint media in post—literap; programs, planners must not
make assumptions of illiteracy among their clients.g The
participant groups should be aséumed to be literate; the
ijlliterate should now be considered the "ynusual" participant.

A caution. But even as we make assumptions of
literacy among our particigénts during the post-literacy
stages, our programs should‘be so.organized that the
illiterate is not excluded from the possibility of
participation. If we make assumptions of literacy and neglect
the possibility of the presence of jlliterate participants,
we may do great disservice to individuals and communities We

seek to serve. We might in fact disfranchise the illiterate.

\\ _;j
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Curriculum development

Curriculum, in the dictionary meanings of the term,
is a "course of study". Curriculu@ development, therefore,
means the process_of designing a course of study according
to a set of requirements. To design curricula f;r the
post-literacy stages within the context of a national
progrém in a country, we wiil have to know what the
requirements are. These reéuirehents, on the one hand, will
have tolproject national needs; and, on the other hand, will
have to satisfy the sﬁcial, economic, political and
educational aspirations, of different clients and
constituencies.

The following specific questions will héve to be
cunsidered: B o
1. .What should be the content of the curricula at the
post-literacy stages of the program? —

2. Who should be the recipients of those curricula?

Should we include farmers and workers? Should we accommodate
youth and the young school leavers--both boys and girls?
Should we include people who want.Further formal education?
3. What should be the general educational approaches to be
used? What should be the settingé for learning? What should
be the main tﬁeme: productivity or conscientization?

4. Whaf should be the delivery systems for delivering the
curricula to the prospective learners? Should the emphasis

be on face-to-face dialogic action or on the use of

17



technology and distance education? (See H. S. Bhola,

Curricuium Development for Functional Literacy and Nonformal

Education Programs, 1979.)

Program development

Curriculum development, as we have indicated, is the
development of ‘a course of study; it is the process of

developing educational schemes. But &ll problems in the real

world are not educational problems. Programs and projects
will havg to be designed that link people witﬁ economic, and
political institutions. People have to be helped to use
literacy in improving productivity on their farms; and to
find jobs or to get into small businesses or manUfacturing
for themselves. They have to put liferacy to work ‘to getu
health education and health services and‘to plén"their
wfamilies; they have to join cooperatives, workers unions and
local party cells; they héve to become participants and get
counted. This will not happen if there are no programs to
prepare people for new roles, to provide them the taste of
what it means to put literacy to work, to ask ;nd to assert;
and unless there are mediating and enabling institutions to
assist new literates. ‘To sum, curricuium development will
have to be complemented by progr;m deve10pmen£, if post-

literacy plans have to succeed.

i
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Summary

Definitions of terms such as illiteracy, pre—litefacy,
literacy, and post-literacy have beén provided. Post-literacy
programs have been.put in the context of adult education,
noﬁformal sducation and, finally, rural dévelopment.. The
processes of curriculum_deyelopment and project development
haQe been defined as épringboard for discus;ion in the

following chapters.

Things to do or think about

1. Do you have a pre-literacy program in your country?

What are its objectives? Are those objectives being
successfully achieved? Are pre-literacy programs sensitizing
adult men and women to the needs of literacy for effectivé
functioning in phe emerging society? Are any of those
sensitizedvadultg actually asking for literacy classes to be
made available to them?

2. Does your .literacy program define.different levels of
literacy? What are those levels, if any? If reading tests
are being given at any level, whag are those-tests‘equivalent
to in terms of the formal sehobl system?

3. Do planners in your country conceptualize one or more
than one post-literacy stages? What gre‘being seen as the
essential objectives of post-literacy work in your cbuntry?
If there are hore than one objectives involved, which

ob jectives are seen to have priority over the others?

1§
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4. Is there any distinction being made between programs-
for post-literacy and programs of aduit education? What is
the distinction? Has it been nossible to maintain this
distinction in operatiénal terms?

5. Can you néﬁe.éome interesting examples of the.ﬁse of

" nonprint media to promote the use of print by new literates? Ai

Readings and references

Josef Muller (Ed.), Functional Literacy in the Context
~of Adult Education (Final Report of the International Symposium
organized by the German Foundation for International
Development in Cooperation with the International Institute

for Adult Literacy Methods and the German Adult Education
Association, 15-25 August, 1973 in West Berlin), 1973.

As the title of the report suggests, this document

puts literacy work in the context of adult -education.
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CHAPTER II

A CATALOG OF NEEDS IN THE POST-LITERACY STAGES

Organization of the chapter

This chapter is actually four chapters in one.
Four main sections folloQ.an introduction wherein a model of
planning post-literacy programs has been presented. The
outline is as follows:
A model for planning post-literacy-programs
The meanings of development
A systems view of literacy and deve;opment o
OQur clients and the context of our Qork

Section 1: Programs for literacy retention

Section 2: ‘Post-literacy programs: second chance formal
education .

Section 3: .Systemic integration between literacy and
developmental objectives

Section 4: Socialization for an ideal society

The post-literacy stages of literacy work and its

\qptendant problems were "discovered" by adult literacy

p

~N
workers. Literacy workers, in as diverse places as India,

Thailand;\polombia and Tanzania, found that of those adult
men and women who did become literate by attending their
literacy classes, not all stayed literate. Many of them

12
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relapsed into illiteracy. The reason for this loss of
literacy skills, it was discovered, was the iack_qf continued

. use of literacy skills acquired in literacy classes. 'The
skills learned were thuswlost,th}ﬁggh disuse.

The question that came to the minds of literacy workers
was: Why didn't these newly literate read? Then, there arose
the brior question: Read what? (There also was the "Why"
question: Why should adults read? But this question did not

Sy e :
always occur to most litefﬁiy workers.) Literacy workefs
" discovered that adult men and women who came out of their
literacy classes were not able to read the newspapers and
the trade books available to the general public. Thes?
materials after all had been written to be read by a small
class of urbanized and elitized individuals and not by the
newly literate, with hié min}mum of reading.skills and his
inability to relate to the éosmopclite_world to which most of
these reading materials related. ”

The problém of post-literacy, therefore, was seen:by
literacy workers to be essentially one of providing--writing
.and distributﬁng—;spébialized reading materials for the newly
literate .men and wdmen. These materials had to be simple in
lanéuage but had to include“adﬁlt ideas of direcf and
immediate use to.the farmer, worker and houseWive, as they
struggled with their daily lives on the farms and fields, in

factories and at home.'
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¥ To sum, until recently the problem of post-literacy
was narrowly conceptualized to reléte only to the newly
literate adult men and women coming out of literacy
classés; the problem was defined in terms of retention of
literacy skills once acquired; and the solution-to the
problem was to write specialized reading materials-—fQIIOWUp

books and rural newspapers--and distribute them through

libraries and similar arrangements of some kind.

A model for planning post-literacy programs

The 1970s saw a crystallization of some important
ideas that have led to a wider definition of the scope of
the problem of post-literacy stages; and require a response
that is much different'programatically from merely writing
and distributing materials for the newiy literate. This is
what has happened: | "

1. There is a new definition of development around. The
measure of this development is man. The new definition of
déve10pment requires that adult men--and women--liberate
themselves from ignorancg, oppression, and hopelessness and
become active participants in the economic, éocial énd |
political . structures that constitute their societies.

2. There has emerged a new systems view of education that
looks at formal, aonformal and informal education as one

overall system with the various sub-systems.in it interacting

with each other.

212
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3. The role of education--and, specifically, of literacy--
in development has come center stage.

This has meant the following in terms of the sgﬁpe of
the problem af post—literacy; (a) The constituencies and
clients of post-literacy programs have bébome both more
numerous and differentiated; (b) The problems of post-
literacy are now not merely of retention, but include,
additidnaily, a second chancevfor“further formal education;
integration into the social, economic and political processes
and structures of the society; and preparation for citizenship
in the ideal society visuélized by the national elitej; and
(c) The soluﬁions are, naturally, not merely educational and
those of curriculum development, but include those of program
deve10pmen£ and the institutionalization of ﬁhese programs.

A model for conceptualizing the needs and scope of program
and curriculum development in t%e post-literacy stages is

presented on the next page and should be carefully reviewed.

The meaning of development

The concept of development itself has undergone a
development of sorts. Development is no longer described in
terms only of éavings and cépital formation,
industrialization and import substitution, and development

of infrastructures of roads, bridges and telecommunications.

Development is today rightly construed as the development of

man. :

——
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development in the. post- ieracy sfoges. (Bnola, 1980).
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The folloﬁing'then are seen to be the essential
features of development. First and fdremogt, it is man-
centered. Development is s&n as the devéiopmént ofvman.

It means’fhat man.is.truly franchised add is given the right
and tae opportunity to achieve growth and a sense of
personal worth, to become self-reliant and to participate

in the design of his own destiny. This means consciouaness—
'raising and education. |

But men cannot live by books alone. Education and

partiaipation,in_decision making alone do not fill stomachs.
~And in the Third World countries hunger and want are a
oo stark reality. ALl deQelopment ih the Tdird World must,
therefore, include more production, with o just .distribution
of what is produced. it must also involve health care and
hodsing.. Basic needs of food, shelter, health and education
‘ must be fuifilled. A new material drdef must be created at
the same time that a new political and a new moral order is
brought into being.

All this means that new. structures must be created
and aome existing structures must be adapted to hew functions--
to serve the disadvantaged ahd the excluded. It also means
that the disadvadtaged and the-excluded must be educated to

.participate in these structures and demand that they serve

~them and be responsive.
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A systems view of literacy and development

In commonsense language; to have a systems view of
literacy work means to understand the interdependences and
interconnectioné among and between:

- education and development

- education and changes in social, economic and
political structures

- formal, nonformal and informal education

- literacy, adult education and agricultural and
health extension, and

- print and nonprint media applications in delivering
all of the above.

At one level, the planner of post-literacy programs
and curricula must understand that literacy and education
alone will not change the lives of people; and that
appropriate changes mqst be brought about in the social,
economic and political structures in which adults live. In
other wbrds, the rules of the game in the -society must be
changed. At another level, the planner must understand the
lihkages between Fofmal, nonformal and informal education,
on the one hand, and between post-literacy and agriculture
and health extension, on the otHer. Finally, the post-
literacy planner of progréms and curricula has to think neot
only in terms of print but also in terms of the nonprint

media--radio, folk media and, where possible, television.
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Dur clients and the context of our work

| Planners ofdpost—literacy prdgrams must not lose
sight of the realities of the world for which they are
planning and the differentiated groups of .clients they seek
to serve. First of all, it is not only the people who came
out of the adult literacy classes that must be served.
Post-literacy programs and curricula must be planned.for
the total coﬁmunity of readers whether they came out of the
adul£ literacy classes or out of the elementary schools as
school leavers.

Planners of post-literacy programs must pay special
attention to women and, what in some countries are called,
the weaker sections of the society. Those are the people who
have been disadvantaged for so long that they have become
"jnvisible" and are particularly hard to reach. Again, both
rural and urban needs must be met. There is justification
in the criticism ﬁhat is sometimes voiced tgat most literacy
workers -think of literacy as a purely rural phenomenon.

This is not necessarily so. With the increasing urbanization
of sociéties in Asia, Latin America and Africa, we must keep

a bi-focal program focus, planning for both urban and rural

pedples. |

Sociologists have sometimes defined the context of our
.work as the culture of poverty. And Paulo Freire has talked

in his book, Pedagogy of the Oppressed CHerder, New York,

1972) of the culture of silence. Such characterizations may
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make some other sociologists uncomfortable. However, there

seems to be no problem in accepting the fact that the
disadvantaged do often develop their own special world-view,
their own strategies of survival and net of mutual
expectations between themselves and the outsider. Also, it
is possible that their existing patterns of living and their
present lack of resources will make it difficult for them
even to avail of the new services offered to them.

These
various considerations must be kept in mind in planning.



Section 1

Programs for Litéracy Retention

Organization of the section

Causa2s of relapse into illiteracy

Retainable literacy
Rusted skills and relapse into illiteracy

Who are our potential readers?
Giving our readers reasons to read

Determining reading needs of adults
Teaching new reading needs
Cultivating the reading habit

Books and other reading materials for new readers
The broad band of messages needed by today's citizens

Reconciling readers' interests and development needs
Traditional and contemporary themes _ '
Integrating the scientific and the humanist cultures
A bifocal vision including the local and the global
The rural and the urban ‘ ‘

The mass-elite orientations

Male readers and female readers

Ecological sensitivities versus consumption orientation
Greater productivity versus distributive justice
Information versus identities

The folk and the formal

Magazines and newspapers for new readers

Rural newspapers
Magazines for new readers

Writing needed materials
‘Management of special incentives

Writers' workshops
Multiplication of resources

21




Bringing reading materials to the readers

Selling books to new readers

- Libraries--sedentary, mobile, in bauskets and boxes
Making books and reading materiales psycho‘oglcally
salient and accessible

Using nonprint media to promote print media
Book exhibitions
Book clubs
Institutional approaches to literacy retention
Summary

Things to do or think about

Readings and references
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It makes sense that literacy once attained should be

retained. The fight against illiteracy will never be won
if those made literate, later relapse into illiteracy. And

yet this is exactly what has often happened. Why?

Causes of relapse into illiteracy

There are two causes that have been suggested to
explain relapse into illiteracy:
1. The literacy taught to adult learners was too low to

begin with and thus was not really retainable.

2. There was nothing available to read after literacy, éq

‘that the literacy skills learned died through disuse.

Retainable literacy

Some literacy workers (and linguists) believe that
literacy skills once acquired are for ever retained (even

tﬁough they may get a little bit rusted through disuse), if
these skills are initially learned at a satisfactory level.

What théy are saying is that those who have relapsed into
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jllitecacy had not in fact become literate in the first
place. )

There may be some truth in this assertion. Indeed,
some of the definitions of literacy have been naive and some
deliberately irresponsible when, under pressures of crash
campaigns and the need to éucceéd, literacy workers have
declared as literate anyone’who learned to sign his name oT
came to class, more or less regularly, twice a week for 10
to 12 weeks. Critics suggest that literacy skills have a
chance to get consolidated only if they are at least
equivalent to the literacy skills of an average fourth grader
in the formal school system. Once an adult literate has
learned to read at that level, he or she would retain

literacy skills for ever.

Rusted skills and relapse into illiteracy

The preceding is a consideration- that can not be
easilyﬂdismissed. It suggésts that standards for acult
literacy be chosen with- care. We should not be satisfied
with rudimentary, sem1 literacy.

But then we know that disuse does lead to rUStlng
of acquired literacy skills. Even when retainable levels
of literacy skills have been acquired initially, skills
will get somewhat rusted from disuse. When Ehe acquired
literacy skills were ‘not satisfactory in the first place,
total relapse into jlliteracy may result. ‘Thus literacy

must be put to use to be retained.
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The problems and issues in the area of programming
for literacy retention, thus, get defined as follows:
1. To know wh¢ our potential readers are;
2. To give our potential readers reasons to read;
3, To have books and other written materials that‘our
:;aders would be and should be interested in; and

4. To make these materials accessible to our potential

readers.

Who are our potential readers®

As we have mentioned before the problem of relapse
into illiteracy was discovered by literacy workers, but the
problem is not unique to outgof—school education. It relates
equally well to pfoducts of our formal school systems.

Millions of children coming out of elementary schools in
Africa, Asia and Latin America (who are unable to go to
secondary schools énd become "school leavers") also relapse
into illiteracy. And once again for a combination of two
reasons already cited: some had not become fully literate
in the first place; and others got their skills rusted for
they had nothing to read.

Therefore, it is essential that as we plan our programs
of literacy retention in the Third World countries, we do not
make the error of conceptualizing the problém merely in terms
of newly literate adults coming out of our literacy classes. J

We absolutely must think in terms of all our potential
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reading publics which include our school leavers both from

primary and secondary schools. We must pay special attention

‘to the needs of young girlé and adult women, two

constituencies which have been neglected too often for too
long. And we must serve the needs of both the rural and the

urban populations at the same time.

Giving our readers reasons to read

Since we can not force people to pick up a book and
insist on their reading it, all reasons for reading will have
to be personal and self-generated. Some oé these reasons
for reading a book may already be latent among our potential
readers while some others may have to be learned, and |
internalized. This means that we should show our potential
readers how books can fulfill many of their personal needs;
we éhould cultivate among them the reading habit; and the
society and its various institutions must reinforce among

our clients the new behavior of reading to learn.’

Determining reading needs of adults

‘Quite a bit of survey research has beea done on the
subject of reading interests of adults in different parts of
the world. Typically, adult educators have gone to adult
men and women and have asked them what they will like to
read. These are adults wﬁo have not seen anything much.
beyond the primer from which they learned to read, and who

do not always realize the possibilities of reading 'in various

o
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areas. No wonder, the answers have been determined by the
questions asked. One thing is quite sure, however. People
want to read to fulfill a variety of needs: to kill time,
to knok of current events, to learn practical skills and to
meet practical demands of their daily work, and living, and
to meet spiritual demands of their lives. Developméntal
themes are not the only things they want to read!

Since, we so often misjudge the learning and reading

needs of women, it will be useful to report on a survey of

reading needs of women in some Kenyan communities done by

Dr. Marian A. Halvorson. She found that women do not simply

want to learn about child-birth and child-care, and about

1

cooking and nutrition. They want to know also about

agriculture and animal husbandry, and crafts and cooperatives;

about water development and land erosion; about inflation and
unemployment; about alcoholism, widowhood, dowry, and divdrce;
about justice and morality; about tribaligm,vcitizenship,

and travel; about people.at home and in other parts of the
world; and about dea£h and life after death. Tnis should

give us all food for thoﬁght.

Teaching new reading needs

Adult educators and literacy'workers are not merely
interested in fulfilling already exisc.ng "felt needs" of
individuals and communities. They are also interested in

teaching new needs such as national integration, brotherhood
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of man, balanced diet, improved agriculture, family planning
and health, collectivism or Ujamaa, and so on. Potential
readers will have reasons to read books about some or all of
these topics only if they are rewarded for readiﬁg these
materials by individuals and institutions in the society.
This means, at one level, the creation of a learning
environment and, at another level, the creation of political,
social and economié structures which require literacy and
reward participation in those structureé by the newly

literate.

Cultivating the reading habit

People may have personal, social and economic needs;

and they may have information needs for fulfilling their

substantive personal, social and economic needs. It does
not follow, however, that they will read a book to fulfill
those information needs. They may still want to go to a
.neighbor or a friend, the village chief or an opinion leader;
or they may prefer listening to the radio. The reading
habit, we now know, is dgtermined by a complex of four
variables:

1. the social structure;

2. the quality of the soclal role;

3. the hgbit of using information, in general; and

4. the existence of a reading culture.
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)

As we can see fram the preceding, establishing the
reading habit will be difficult, but it is not impossible.

As literacy workers, trying to promote the reading habit, we
have to live with the culture and its orientétion to reading.
The socia} structure itself must be taken as a given in

the immediate present. The other two variables arc perhaps
more easily manipulable. We must promote the view that
reading is not only for the lawyer, the judge, the teacher
;nd the extension worker; that reading is for every one. We

must indeed make reading part of the basic productive roles

.of the farmer, the laborer and the house-ife. We must also

promote the new orientation that most proble#= have solutions,
if we know where to get the information to invent those
solutions. We must make the habit of looking for and using

information as natural as breathing, walking and sleeping.

Books and other reading materials for new reaqg;s

The fact is that in most countries we do not have the
books or other reading materials that our potential readers
would probably want to read; ox what we would want our
potential readers to read to sérve collective_ends. Many

Third World adult literacy programs have been unable to pay

-any attention to post-literacy stages for the sheer lack of

[y

resources. They have not been able to produce much by way
of followup literature for new literates. (It is necessary

to produce special materials for the newly literate and thé’
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['.
schonl leavers because books in Qhe trade book market are

often beyond the intellectual reach of new readers.)
Available titles, especially written for new literate
adults, seldom deal with much more than growing more wheat,
killing field mice, and storing sorghum, etc. That is,

when they are available at all.

The broad band of messages needed by today's citizens

In a paper, "Reading Materials for the New Reading

Publics: A Policy Brief," written for the International

Institute for Adult Literacy Methods, I had suggesied that

a policy maker engaged in the development of a book production
) program for new literates must have a vision that accommodates

both individual needs and the societal needs; and muéf t ake

in view both the immediate, the distaﬁt, the lopal and the

global. I had suggested that the adult educator, as policy

maker in the book production area, must seek to find a

balance among the following and along the polarities

representing different contents, clients, and interests:

Readers' Interest-------------- Developmental Needs
Traditional Heritage----------- Contemporary Issues
Humanist Culture--------------- Scientific Culture
Local-——=c——m—mmmmmmmmmmm e mm— - Global -
Rural--——-—--—-—-—--—--——-——--lUrban

Mass Orientation-------=-=——---- Elitist Orientation
Male----- 7:--—-— --------------- Female .
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.

Lcological/Convervationigt ~w--- Consumption Orientod
Productivity Gouolg-----c-cau--- Distributive Juatico
Information Diaupﬂinution —————— Idchtity Derinition
Folk Forma-——-—-;i—; ----------- Modern Forms

Reconciling readers' intercsts and developmental needs.

Book publication policies must strike a balance between the
social and development needs of a community, on the one hand,
and readers' interests, on the other. Sovial and develop-
ment needs can often be defined by the power and developrantal
elite of the society. However, readers' 1nterests are not
always as easy to determine. In addition to the remarkg
already made under the section, “Determining reading nceds
by adults," some further comments will be appropriate.
Varioucz surveys of readers' interests heave been
developed over the years by adult educators in various
settings and contexts. Some of these have beén systematic,
othérs quick and impressjonistic; some are old, others
much more recent; and all of them muturally inconsistent.
A\jriculturel was the foremost expressed interest in one

survey, folk and religious literature in another.2 A

lMushtaq Ahmed, An-Evaluation of Reading Materials
for Neo-bLiterates and a Study of their Reading Needs and
New Delhi: Jamia Millia Islamia, 1958.

eferred to in T. R. Nagappa, "Work~-Oriented
Literature for Neo-lLiterates-~A Team Operation," Indian
Journal of Adult Education, Vol.32, No. 7, July 1971,
Pages 15-16.

”
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Tanzanianl'sample of new readers' first preference was

biographies of community and political leaders; and a group
of Nigerian2 women were mostvinterested,in shopping.
Ordering of items of interest in different lists has .varied.
L1terature, folk stor1es, biography, rellglon, h1story,
philosophy, arts, social sc1ences, general knowledge,'
sc1ence, family health, child-care, home—maklng, preparing

-

and serving foods, games and sports, recreatlon, development
i

handicrafts, occupational techniqués, bus1ness, citizenship

‘and Oharma (Man's duty in this world) -all have appeared in

one survey or another of readers' interests. Answers seem

to have often been artifacts of the questions asked. Again,

‘what was expressed interest was not always the actualized
interest: A_l962 study conducted by the Natidnal Fundamental
Education Center (now the Uirectoratefof Adult Education in
.New Oelhi) found that rural subjects des1red to read
science, literature, rellglon and agrlculture almost equally

but actually two—thirds of the reading was in literature and

/

/

Thls Tanzanian survey of readefs' 1nterests was
conducted by the Institute of Adult Educatlon, University of
ODar-Es-Salaam with a sample of 800 adults in%he four Lake

“ Regions and was briefly reported in Literacy <f6day, Vol. 2,
No. -6, November Oecembem, 1974. )

Survey reported in L1teracy Today, Vol. 2, No. 5,
September October, 1974.

Quoted in H. S. Bhola, "RBooks for the New Reading ‘
Public,"” Lekhak (Quarterly Newsletter of the School of Social
ertlng, Mass Communication and ;Training Oepartment, Literacy ~
House, Lucknow.), Vol. IV, No. 7, July-September, 1967.

El
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folk literature, one-fourth in religion and only one-tenth
in science.

A reasonable generalization that can be made is that
“adult.readers do want tb read;developmental material ahd
" material that will teach them economic skills. Bﬁt they do
'aléo Qant to read more generally in religion,-histo:y,
technology, and politics. They also want to read for
pleasure. Any‘policyrdesigner concerned with the formulation
of publication policies for books for adults must recoaéile
these two pulls between needé as defined by development
elite and interests of rzaders Fér whom those books'will be

written.

Traditional and contemporary themes. Publication

policies for reading materials for the new readers must also
keep a balance between traditioﬁal themes and contemporary
themes. While the new readers are fed on themes of
developmental plans, new social aspirations and economic
possibiiities, they muét also be put in touch with their

old heritage. This could be done by re-telling the great
epics, classics and folk stories of the culture in sihpler_
language and by otherwise treating traditionmal themes of
hiétory and culture in the literature for new literates.
Both India and Bra;il's Mobral have done excellent wofk in
editing classics from the'"public domain" and adapting other

popular works for their new readers.

W
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;. Integrating théﬁégiéggific and the humanist cultures.

C. P. Snow! in his book published in 1959 talked of the
Western intellectuals having come to be divided into two

cultures-~the literary (or the humanist) and the scientific.

He observed that there was little common between these two
cultures in terms.of-their\intellectual, morél and
peychological climates; and, regretfully, they had almost
ceased to communicate with each other. The problem is not
fmérely.Westérn; and the division between the scientific and
the literary cultures in developing countries is even more
acute. This division between the two cultures is reflected
also in the adult eduéation sector. Most of those now
working in adult education have tYpicaily come from the
literary culture. The scientists; dpctors, engineers and
others trained in the scientific culture generally have no
interest and no say in the nation'é adult eaucatLon'policies.
The result is that.poiicy makers neglect sciehtiffb\and
technological realities in most aspects of adult education.
Even though most people‘in most places in the wérid are
enveloped in technology, yet technology and science are not
reflected in the publication proggams of books for the new
readers.

Indeed, the separation of the humanist and the

scientific cultures in the Third World could be tragic. We

lC. P. Snow, The Two Cultures and the Scientific
Revolution. Cambridge (England): University Press, - 1959.
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"magical" from the livéé of people in the Third World but
the ncientific must be now introduced. The scientific and
technological challenge in the'Qeveloping countries must in
fact be met at two levels: déveloping countries'not only
need to produce scientific manpowef, they mustmalsb.cféate
scientific—technologicél cultures where farmers and workers
can learn to "experiment"- at home, in the field, and in the
work;placé} | |

A bifocal vision including the local and the global.

While fulfilling specific and local needs of communities,
books must open up new horizons for their adult readers.
They must socialize them for a world citizenship. Books
must ﬁake adult readerghmeet their neighbors, see them at
~work, atlplay ana at home to understand the common humanity
of us all. They must help ué undersfand "culture as play"
énd to know that different cultures pi@y different cultural
games. They must enable us to get beygnd the abusive and

N

the frivolous sterotypes of each other.rwye must all learn
: ’ y

that the pride of families, 'and the pdwer'bf nations will

B . \
not be furthered by out-procreating other families and other
nations; and that the future of the planet might not be

safely left in the hands of autonomous nation-states,

including our own.

lWil/lis W. Harman quoted in Paul Dickson, Think Tanks.
‘New York, N.Y.: Atheneum, 1971, pp. 337-388. '
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At an intermediate level between the global and the
local, publicétiqn policies must reflect the national ethnic
and cultural richnessf Books must be written that talk of
special minorities and communities within a society; and
of their feasts and féstivalé without promoting the
ethnqcentricity of the majority that might patrohizingly
study its own tribes and minorities. | |

At the same time, réading materials must deal with the
specific, local,éocial and identity needs of the groups they
;erve. After all it is possible today to print.gocks in
editions of a hundfed to a million or more. There would be
the need, and there should be a blace in_policies for book
production to produce books in limited editions to fulfill
specific needs. Specificity of feading needs, in itself,
can be of two kinds: (a) sitQational specificity, and (b)
reference group specificity. A group of readers, that is,
may be specific to a place. They may bevéll living around
Lake Victoria iﬁ East Africa andﬁmay have a common need
arising from that situation. At other times, the group of
readers may be spread all over a fegion or all over the
world but may still have‘specific interests that are nov
more generally shared.

The rural and the urban. Most underdeveloped

countries are basically agrarian societies. Most of their
people live in rural areas--in villages, in the bush or on the

campo. But policy makers engaged in the design of plans for

45




the prbduction of reading materials must ndt_neglect the
urban demography of their countries. With hardly an
exception, all developing countries have urban centers'anQ-
.those urban centers, inevitably,'héve their slums. The
ufban proletariat; those employed in factoriés and fhose
unemployed and on the streets, must also be given books to
read. .Indeed, the urban environment may already have
depeloped among urban acults, needs and compulsions to read
which must be served.

The mass-elite orientations. In designing book

produption policies for the new readers, an adult educator
needs to watch on both sides of theimass-elité issue. A
policy méker should neither impose on the masses his elitist
-values about content,'treatmént and form, nor. attribute
vulgarity to the masses and provide them with simple—mindedl

and lowbrow reading.:

Male readers and female readers. The recent floewering
of women's liberation movements, in some.form or the other
all over the world, has brought home to us the cruel facts
of how women have been abused at home and in the field and
denied the right tq envision, to govern, to decide. The
area of production of reading materials has also been a
man's world because literacy programs had often been‘
organized for men rather then-fof women. Special efforts
should be made by policy makers to eerve the readingnneedé

and interests of women both in the urban and rural areas, so
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terribly negiected‘thus far. Also women need not any more
be seen merely as housewives and homemakers, with interests
only in child-care and family food. Now that women have |
been discovered at last, they should.be seen as more than
one-dimensional, as whole persons with negds to leafn about
power and status and government and with needs to be
entertained by what they read.

Ecological sensitivities veérsus consumption

6rientations. Some social commentators have argued that the

hidden curriculum of formal education has been more effective
| thaﬁ its .manifest curriculum. They assert  that even when
schooling failed to teach reading and writing, it yet
succeeded admirably iﬁ coopting learners to the industrial
order and in teacﬁing them grossly exaggerated consumption
behaviors. Proaucts of schooling have thus, watched the
destructioﬁ of their physical éhvironment-?killing of birds
and anlmals, cutt1ng down of trees and p01son1ng of their
air and waters--as they have blissfully gone about buylng
and consuming more and more material goods. Adult educators
in the Third World must avoid this from happeniﬁg to their
communities. The reading materials while inspiring adult
learners tolproduce more to fight dire hunger, and
encouraglng them to use technology to make their lives more
humane, must not dull their ecological sensitivities. Books
for thé new readers must teach that progress can go together'

with conservationism and environmentalism.

L.
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Greater productivity versus distributive justice.

Again, while adult educators and functional literacy wérkers
in the Third World Have emeasized greéter productivity in
the field and in the w0fkshop, they have not aiways addressed
themselves with the necessary zeal to quéstions of
distributive justice. Development does not mean merely hore
.prodUCtion, but also it means changes in the_politiqal,.
social and economic institutionsiof.a society to achieve a
more juét.distribution of the wealth produced. Book
praduction policies must respond to both these needs of
greate; national productivity and of distributive justice.

Information versus identifies. Development of

individuals, communities and nations is nbt merely a queétion
of dissemination and utilization of more and more development
infbrmétion and communications. Deep transfbrmations of
individual and national identities are involved. Now tools
and modes ofiproduction change a man's relationship with
other men and with the world in genmeral. This pdts
individuals through identity crises. At the community and.
national 1evels,“again, redefinitions bf images and
identities become necessary. Books for the new literates,
who wéuld most often also be subject to development processes, .
must help them through these changes of identity. Writing
such books should be a bhallenge to the very best in any

nation.

N
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The folk and the formal. Finally,'pubiication plans"‘f”
of adult educators have often emphasized the prose narratlver
This inspite of the fact that the new adult readers 1n the
Third World are often closer to the poetic tradltlon than‘
to the prose narrative and often have rich folk fOrms in
which new meanings and messages could be put.: Cultures that
have poetic traditions also produce poets of the1r own.v In
India it was possible to recruit.. dozens of poets For the
writers' workshops for ertlng bOoks in poetry for new
literates. It should not be d1ff1cult to find poets in
Iran or China or Bolivia or -among the Yoruba in Africa who
are known to have an 1ntense 1nterest n poet1y and the
verbal arts. While we ‘are aware of the fact that prose has
sometimes been read mqrevthan poetry,and poetry more than
drama, poetry and drama aslforms;of“expression should not

-
‘

be neglected.

Magazines,%nd.newspapers‘for“new readers

The ideaﬁis;not’merely tolmake new literates readers
of books ahd,ftherefore, consumers of information available
in cold pr1nt We must ‘be able to establish a'more dynamic
relatlonshlp between the new literate and 1nformat10n in
print. For 1nstance, the new literate must himself or
herselfibecome an‘information‘producer (a codifier of the
'reallty ‘that surrounds the new literate). It also must
become ‘clear to new readers that information is in flux; it

is always in the making; and quite often it is stale and out
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of date even before it can be put into the form of a book.

Rural newspapers. The beét t;ol for establishing a
dynamic relationship between néw readers and information is
the rural newsbaper. It can be used to &nvite new literates
living in ‘the remote rural areas to producé’theif'own
information, of interest to them; and share it among those
who do not have that information._.ln producing a rural
newspaper, the process of codification of reality can become
objective for those who proddce the hewépaper as well as for
the immediate consumers of this informatidn with whose lives
it deals Qith. It will thus teach new readers how to read--
critically——information codified by . ‘outside their
reality. It will also show the ephemeral nature of some
information and point up how some information may be more
lasting than some other. ,

Aims of the rural press are, typically, defined as
follows: |
(1) to provide reading material for new literates;

(2) to ensure the continuing education of the rural masses;
to give them pr;ctical advice on production and civic rights
and responsibilities;

(3) to give the masses information about events concerning
their environment, their region, their nation and the outside
world at regular intervals;

(4) to ensure a "dialogue" between the leaders and the rural

masses;
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(5) to help ensure the participation of the rural masses in
the ecoﬁomic, social and cultural develapment of the nation;
(6) to proceed to set up a 1ocal,1decéntralized press -and

to show the rural masses how to express themselves in thé
press; |

(7) to introduce the rural masses to £he reading of
‘newspapers.l :

The rural press, Fortunately, is not merely a hope,

there are already rural newspapers being produced énd

distributed in places all around the world. A documenf

\ . -
prepared by the UNESCO SeQretariat for the Internaticnal

| .
Symposium for Literacy, Persepolis, Iraﬁ\ (September 3-8,

1975), had this to say about experience with the rural press:

"In spite of the many problems caused by the

lack of financial resources, the lack of printing
facilities, of paper, of distribution systems, more

* than 30 countries in these last years have been able

' to produce and distribute periodicals and newspapers
especially designed for new literates, often in local
languages. Among the most lively: . Kibaru in Mali, _
Ruz-Nau in Iran, Bekham Bidan in Afghanistan, Sengo !
in the Republic of Congo, Game-Su in Togo, Elimu-
Haina-Mwisho in Tanzania, Saapon Ra'avili in Niger,
News for All in Jamaica, New#Day in Liberia, Ujala in
Utter Pradesh, India. The bral publishes,
fortnightly, two newspapers: one "Journal do Mobral"
in two million copies addressed to the learners '
attending literacy courses, and another one:
"Integracao" for the neo-literates. It should be
added that regular newspapers in Tanzania, Zambia,
Tunisia, Thailand and Venezuela and other countries,
devote a part of their space to articles for new
readers."

!

A

lHifzi Topuz, "Creation of a Rural Press for the
Newly-Literate," Literacy Work, Vol. I, No. 4 (January,
1972), Pages 87-88. N}

o1
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As policy formulaters, we should, however, consider
some problems inherent in the establishment of newspapers
}or rural readefs. First aéd féremost are the broblems of
distribution of the newspaper, with the observe of this same
prdbiem being:the problem of colleéting local and regional
news.  In localities where the,infrastructurehof roads,
trains. or buses does not ekfgg'and postal services aré
+infrequent or non-existent, the only choice available ﬁ6 the
newspaper publisher is to develop his 6wn infrastructure.
Thgt can be very expensive even in projects with scores of
landrerrs and jeeps shuttling around in the bush or in_aqd
aréund the villages. This author's first-hand knowledge of
£he problems of distribution of Literacy House's Ujdla in

Utter Pradesh, India and of Habari Ya Busega in the Lake

Regions of Tanzania was inheed sobering. Equally sobering
was the failure to collect local area news with which tﬁé new
literates c¢ould identify.

Some adult educators and functional literacy workers
want the rural newspaper to become the community's own
newspaper. They wish that the community itse}f;would take
the responsibility of collecting news, editing,.editorializihg,

[

composing, printing and distributing their own newspéper or
‘ ' l

at least a news-sheet. The idea sounds too good to be

contested. It sounds almost romantic--a community engaged

in creating, producing, disseminating information and news

about themselves, leafning, relating, showing concerns,

(W]
oo
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solving problems, growing, acquifing conscientization,
inflﬁencing life in the community and the nation. One must,
howeyer; be wary of getting inté pigns for a rural newspaper
without first making a dispassionate analysis of infrastructure,

inputs, processes, outputs, and consequences.

Magazines for new readers

Magazines for new readers offer a gocd compromise
‘between the book and the rural newspaper. The magazine
format allows more time for cbllécting local information,
writing news features and stories and for producin§:and for
distributing the magazine once it is ready. Like the
newspaper it cah reflect the realities surrounding its
potential readers and yet the'magazine need not be distant

and impersonal as a book.

Writing needed materials
' "It is not within the scope of this workshop manual
to go into the details of how to write materials for new
iiterates. Suffice -here to say that writing books, magazines
and newspapers for new readers requires Special‘skills and
speciai incentives.

Typically, the stratégies used have been:

1. Management of special incentives

Special incentives have been created both for writers
and publishers of materials for new literates by awarding

prizes to writers and pubiisners; and by buying copies of

33
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- - - - - - - < =
dosks in bulk for distribution among libraries and community
centers. : -

2. MWriters' workshops

Special workshops have been held where those interested
in writing for new literates have been given special training
and orientation in writing for new readers; and have been
provided opportunities to actually produce manuscripts for
publication under the guidance of workshop teams.

3. Multiplication of resources

>

There have been atﬁe&pts to multiply scarce resources
évailable £o Third World countries through useful céllaboration.
This has meant that governments from a particular region with
shared cultural heritage and language have sharedﬂeaéh others
resources in writing materials for new literates. A useful
recent example is the "The Asian CopuBlication Programme"
under which man& Asian countries have gotten toqgether to write
series such as Folktales from Asia and Festivals from Asia

and then made manuscripts available to each other for

- translation and minor adaptation.

Bringingfréading materials to the readers

Finally, the problem is to bring the reader and the
’ L/
reading material together. In other words, the reading
material must be made accessible to the readers. This

question of accessibility can be seen to have two aspects:

(a) psychological accessibility; and (b) physical

d

A
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accessibility. Various aspects ¥F accessibiliky are

discussed below. o

Selling book to new readers

It is quite understandable‘why it has been impossible
to sell book to new literates in the Third World. For those
living in subsisteﬁce economies and close‘to'poverfy levels,
books compete with their more immediate needs for food,
clothing and shelter. Even in rich countries of the world,
books have not entered all homes. But there are hopeful
signs. The Japanese have tried "one-book-in-every-home"
movement withlsome‘success. In Brazil, MOBRAL has been able
to sell books to new‘readers at factory gétes; And even in
Tanzania some‘new literates claim to buy their newspapers /,
daily and to have bought many books. One of the new '

literates interviewed by Yusuf 0. Kassam for his book,

Illiterate No More, claimed to have bought some thirty books.

‘ Yet, it is not the time to start thinking of

\

\marketing strategies for-selling books to the poor.

Libraries--sedentry, mobile, in baskets and boxes

The universal solution to the problem of taking books
to.new readers has been the library. But libraries are no
more visualized as large palaces where high beilings overawe

e

those who eq}eff’and where visitors walk through lng/marble

corridors to getlost in miles and miles of guarded bookshelves.

The new concept of libraries involves unpretentiousness,
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opneness, functionality and mobility. This meéns.that

libraries can be small; no more than a 100 books in a tin

trunk or even a basket, carried to a farming community or a

nomadic camp, on a bicycle br'a camel's back.

Interesting experiments withvlibfaries for new readers
have been tried in India, Pakistan and Tanzania, to name only
a few countries., ‘Pakiétan'é experience with farm libfaries
is interestihg, under which 15,000 farmers have been assisted
in developing their own individual collections 6f materials

on farming.

.~ Making book and réadiqg materials psychologically
salient and accessible

A book may be taken to.the reader's doorstep and
still nét be accepted; and, if imposed, still not read.
It is important that the book must become salient in the
lives of\the;common folk and must become psychologically
accessible~t6 them.

Using nonprint media to promote print media. Excellent
\ .

A

use can be\made QF nonprint media to promote the print media

of books, &égaz#nes and newspapers among new readers:\\;t is
not as paradoxiéal aé“T%lmight seem to some at first sight.
Both print_;ﬁd‘nonprint media have the same objective: to
carry to citizens information that they might find
educational, elevating, -or entertaipingw The essenfial‘
purpose is to.make people good users of information and to
help them'abquire the habit of using information to solve

[
problems. '

T
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We also know now that media are not really in
competition, but one medium actually promote the use of
ano%her. Numerous examples have now become available where
an excellent use has been made of the electronic mass media
to make books known and to promote their use by those
comprising the new reading public. 1In Austria, a program
called lLies Mit (Read Along) reaches some two million

households in this country of some seven and a half million

and invites them to read. In Brazil, the program Ler e Viver

(To Read is to Live) similarly tries to get people interested
in feading by programs and spot announcements on radio and TV.

In his book, Roads to Reading, Ralph C. Staiger,

talks of the Tanzanian example in these words:

"in the United Republic of Tanzania, radio has been
used to maintain the reading impetué generated by the
government's mass literacy campaigns; |

| "More thaa 6,000 free radio sets have been distributed
for the use of listening groups d;VPIOped from suécessful
literacy programmes. The pattern og\programmes which are
designed to stimulate reading is as follows: ‘'usually a topic
is discussed by a specialist and, toward gﬁé\end of the
- programme, mention is made‘of publications whgéh\pould be.
used to obtain more information about the subjept;\ Page
numbers and other specific directions are given. -

"Related discussion tOpics; in addition to the

motivational programmes mentioned above, are: continuing
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education by using the library, book-borrowing rules, how
‘to spend leisure time, how to use books for group discussion,
how to use newspapers, the library and the teacher, the rupnal
library service, and what should be read and what there is
to be read.
"After each topic has been discussed on the radio,
a discussion question for the listening group is announced.
An example of one of these questions is: What do we gain
through reading books, newspapers or other reading materials?
"In an evaluation of the radio education motivation
and functional series, it was found that 69 per cent of the
respondents in a representative sample indicated that they
read more books and newspapers as a result of the programme.
It is important to note that these rgading materials were
obtained from many resburces,Vincluding, of course, the
rural libraries, but also from teacheré and supervisors,
from neighbours and friends, school libraries, co-operative
societies and political party offices. In addition, some

readers bought books as they were available." (Quoted from

Ralph C. Staiger, Roads to Reading. Paris: UNESCO, 1979.)

Book exhibitions. Book exhibitions and book clubs

have also played an_important parf in taking the book to

the potential reader. Small but attractive exhibitions of
books and reading materials can be taken round in cities and
to the countryside. Many people'in this world have not

really seen books, at least not lots of books on display in
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one place, gll dealing with subjects with which they as
individuals have had something to do. Such exhibitions can
work wonders. Sometimes,'these‘exhibitions can bé made into
big events and some selected authors of books can go along
with the exhibitions.

Book clubs. Many different activities can be subsumed

under the name of book clubs. Some of the book clubs can be
used for supervised reading where readers can get help in
understanding materials that they may not be able to understand

if left to themselves. S

¥
|

Some book clubs may be used to discuss books that
participants have read or are likely to read. Even though
readiég is a solitary activity, people often have the desire
to talk about what they have read and book clubs can play an
important part in satisfying this Urge to talk about one's
reading and to discués the ideas of an-author.

Book clubs can also be used for another importént
activity--to teach critical reading. Such programs may
have to be supervised in the beginning by well-trained
monitors. These moniters should be trained to be able to
state the basic thesis of a book; summafize the main
- argument; assist participants tovevaluate the truthfulness
and meaniﬁgfuiness of the message in terﬁs of their life
experiences; and make an analysis of class origins, political

leanings and creative interests of the author.
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Finally, book clubs can be used to invite readers to
be writers themselves. Readers may be 1!bited to collect
local folk tales and local hislory; may be asked to interview
older people in the community; or to write original fictional

and nonfictional materials.

Institutional approaches to literacy retention

Whatever needs to be done systumatically and with
some continuity, needs a system. This means that literacy
workers and adult educators mugt use institutional approaches
to promoting book prodﬁction, book distribution, the reading
habit and the love of books. Some of .the institutions
already existing in different parts of the world should give
ideas to literacy workers elsewhere; for example: National
Book Development Council of Singapore; Austrian Bookclub
for Children; National Book League of London; Children's
Book Council, New York: and Book-Lovers' Assuciation of the

Union of Soviet Socialist Republics.

Summary

The causes of relapse into illiteracy have been

" defined as being (i) the insufficiency of the initial literacy
skills acquired; and (ii) the lack of use of the skills
acquired. A solution to the problem of relapse (or of a
rusting of literacy skills) is seen to consist in four parts:
identify potential readers; give potential readers, good

‘reasons to read; produce appropriate reading materials for
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new readers to read; and make reading materials accessible
to potui ial readers. Variocus aspects of this four part
solution are discussed in detail from the point of view of a

program planner and policy maker.

Things to do or think about

1. Do you think that the level of literacy provided to
adults in your literacy program is of a sufficiently high
level that will make relapse into illiteracy unlikely to
occur? Similarly, do you think that schools in your area are
turning out youth who are fully literate or do these schools
leave something to be desired in terms of the literacy of
their school leavers?

2. How do you identify adults and youth who have relapsed
or are likely to relapse into illiteracy? What are the
typical conditions surrounding an adult who is likely to
relapse into illiteracy? What kinds of youth relapse inte
illiteracy? Do girle and women present any special or.
additional problems?

3. How long does it take for a newly literate adult or a
young echool leaver to relapse into illiteracy?

4. Are all your post-literacy programs in the area of
literacy retention preventive or do you do something about
those who you know have relapsed into illiteracy?

5. In terms of the "broad band of messages" that we have
suggested are needed by adults andlyouth, living in today's

fast changing and challenging world, how does your program
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measure up in regard to comprehensiveness and choice of
priorities?

6. Is the total publications program of the government in
public information, agricultuvre, health, cooperatives, efﬁ.,
respending to the new reading publics by producing materials
at controlled levels of readability so that it could be

easily read by new literates? 1Is the national'pyeés serving
the special needs of the new literate?

7. What has been the relationship in your éguntry‘between
literacy programs and media programs'sgch as radio? What role
is radio playing to promote literacy reténtion?~-Wha£ more cén
it do?

8. Do you think there is scopelfor starting n?tibnal magazines;
one for new literate adults; another for the yduth of the
country? What kiﬁds of people and what kinds of needs should
these magazines serve? |

9. Is it possible'fo Ho»any copubiication with bublishers
and/or goVernments of other reighboring countries? What are
your rirsp_thdughtsvabout‘it?

 1b~’ To mbunt a publication program of the size that the
'pohntryfréaliy,needs, does the country have writers, theA

applied'résearch base, printing capacity, paper and

distribution infrastructure needed for the job? \

11. What is the status of a library program in your country?

What are some innovative strategies developed in the country

that literacy wdrkers elsewhere might find worth emuiating?

62
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12. Is there scope for establishing book clubs in this
country? What should be the nature, objectives, and

procedures for such book clubs?

Readings and references

1. Ronald Barker and Robert Escarpit, The Book Hunger.
Paris: UNESCO, 1973.

The book explores the causes of book hunger in
developing coﬁntries and examines some possible solutions.
Book production, distribution of books among readers, copyright
laws and reading habits of emerging new reading public are
discussed.
2. Stanley A. Barnett and Roland R. Piggford, Manual on

Book and Library Activities in Developing Countries.
Washington, D.C.: Agency for International Development, 1969.

The manual presents a compendium of ideas, techniques
and procedures regarding book development and book distribution
(including library activities) that have been developed and
tested in developing countries.

3. Robert de T. Lawrence, Rural Mimeo Newspapers (Guide to

the Production of Low-Cost Papers in Dsvelopment Countries).
Paris: UNESCO, 1966.

Based on his experience in Liberia, the author addresses
the nonprofessionals on how to develop rural newspapers in
rural settings of the Third World countries. -

4., Ralph C. Staiger, Roads to Reading. Paris: UNESCO, 1979.

The basic objective of this book is to promote the
reading habit among children and adults. It provides helpful

ideas and guidance for teachers, administrators and book
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professionals dedicated to devising and planning large-scale

reading promotion campaigns.
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For many adults, literacy is not its own reward. Their

ability to read is not an opportunity to read to learn and

&
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thereby to improve their daily lives; it is a secdnd chance
for formal education which was not available to them when they
were young, or which they failed to avail of for some reason.
After they have got their literacy certificates, tﬁey want to

get their elementary school certificates and, perhaps, their

Py
i

secondary school certificates, and then find jobs with the C{§:;
government or in some modern sector of the economy. /

The problem and the background of the problem

By most literacy workers, in most pa%ts of the Third
World, the preceding is seen as a problematic situation.
Why? Here are some background commeﬁts by way of an explanation.

Literacy workers wish that newly literéte adults will
use their newly acquired literacy skills to improve their
present lives, not to escape from them. That is, they wish
new literate adults to use their literacy skills to improve
their productivity.inkthe fields or in their places of work;
to learn about-health and nufrition; and to become participants
in such structures as the cooperative and the vﬁllage council.
They do not like to see their literacy work to contribute to
their escape to the town, Looking for jobs that do not even
exist.

Literacy workers do not always want to encourage new
literat?s to ask for further "certified" eﬂucation,.either.
That is, they do not want to encourage new literate adults to

pursue second chance formal education at the elementary or

t



gsecondary levels. This, again, for the same reasons. The
new literate adult or a young school levaver who wants second
chance formal education has his heart set on job in the city.
The sense of frustration of literacy workers is further
hightened because they do not have the resources to provide a
satisfactory system of second chance.education for all those
who want it,

Yet, as literacy workers, we can not say "no" t; these
aspirations for ever.. The social demand is aftér all one
aspect of the peoples' will. We can not neglect social demands
for seconq chance formal education simply because it thwarts
our well-laid plans for new literates staying home and using
literacy skills in their native social and economic
surroundings. There are also idéological reasons. Second
chance education is a significant way of opening uh'the
educational éystem and making education available to thosé
who, for polit@cal, social or some other structural reééons,
were for decades bypassed by the-system.f

Firially, there is the considerati;n that mere literacy
is not always enough for the capacitatioh of adults to carry
the heavynburdens of citizenship and tréiged manpower that

we expect them to carry. It is the eSﬁ%ntial min&mum,'but a

minima nonetheless. /

The point of view of adults . |

The point of view of new literéte adults 'who want more

education (rather more ncertified" education), with the hope
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of' escaping from present conditions in the village, is ecuaily
understandable. They have direct personal experience of
drudgery and want in‘thoir present situation. They have geen
or heard of what the town offers; and how important a
certificate is to get a job in the town and partake of what
it offefs. The failures of mény who went to town and were

brutalized and defeated are easily forgotten in the favor of

even one who made it. The desire to go is overwhelming.

/

i
)

What needs to be done?

What neeas to be done is not easy to state. Some of
what must be done is actually beyond the power of literacy
workers. That is so hecause political éhd structural
solutions are required which are beyond the capacities of
educators. Again, some of what needs to be done is long-term;
while somg/ fortunately, can be handled more immediately,
within thé settings of our daily work.

One aspect of the task is to break the magic and .

mystification of a "certificate" that makes péople go to

. towns in the hope of redeeming those certificates in the form

of salaried jobs. This is easigr said than done. QOur
societies will have to establish new rules if the game wheréin
knowing is more important than/ﬁaving a certificate. Byt more
importantly; rurai incomes will have to be increased so that

they are clearly more attractive than the salaries paid in

towns to peons and messengers in offices, and to manual and

J
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domestic workers. In addition, the social énd cultural’
amenities available in the villages will have to be
drastically improved.fdr the lure of the city to be broken.
-Theée remedies, as we have indicated above, are for the
“ political decision makefs to providé; they must make \\
decisions to allocate more resources to rural areas; and
they must change planning priorities to improve the live;»ofv
rural people. |

In the me;ntimé, thé only recourse that literacy,
workers have is to work withkindiviQUals in communities and
provide them effective counseliﬁg-anﬁ guidance. They must
present to them the total bqlance sheet that shows the
material, social and psychi;xcosts'and benefits>ia;olved iﬁ
moving to the city. If an individual should still want to,
pursue seco&d chance education ana; ultimately, to go to
town he should, then, be helped to do so; and he'should be

suitably prepared for the encounter with the city. /

<=

~

Options in program design

_ There ar¢ two basic.chailenges in providing second
chance foréal ec rwihinn Lo onwly literate adults and to
school leavers:

1. Designing cuit. a2 ouf udﬁlt 1earners.iﬁ elementary or
secondary educg'.ion prug’ 2is which are relevant to the needs
and interests #f these special learners and which are

eguivalenﬁ o the curricula in use in the mainstream of
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elementary and secondary_educationya
2. hDeveloping a.system for delivery of‘this second chance

education to adults enrolled in the programs.

or

The problems of equivalence and relevance /

/
/.

Adults or young adults who want to avail of a second
chance to receive their elementary or secondary education
should not be: asked to receive the curriculum offered to
children in elementary or secondary schools "It will be
patently absurd to teach them from the books and
linstructional materials used in schools for young children;
or even to use the teaching methods that are typically used
within schools‘for young chiIHren We must offer to adults
and youth' ‘relevant subJett matter of interest to them, and
adding up to a curriculum with which they ecan relate.in.
their eXlStlng conditions of life.

But while this mat%rial has to be relevant to the
\

needs and 1nterests of,aduits, it must also be equivalent

, to the level and scope of the curriculum.for elementary

‘ education or secondary education being offered in schools.
| \

In other words, the adults and youth now being offered a

second chance elementary education must be taught the basic

vocabulary,:the concepts, the numeracy skills, and the basic
informationiabout health, food\mnd citizenship that is

\

\
offered to children in schools. \ The difference in the case

T of adults and youth will be that they will learn these skills

~
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concepts in the context of their particular life-stage and

rooted in their life experiences.

Systems for delivering second chance education

While adults and youth in developing societies may
want a second chance elementary or seéondary educatipn, they

do not want to go to school. Almost without exception, they

;ant a second chance education as paft-time-or own-time
students. They may be ready toiattend classes of some kind
as part-time students in the evenings or on weekends. More
frequently, they want to be own-time students, thaf is, they
want to learn when it suits them<-in their fields, during
breaks in their work at the factory, while commuting back .
home on the train from work, late agmhidht before going to
sleep, or early in the morning, or on Suhdays and other
holidays.

| This means that the échool should go to the étudents
'in their homes and in their fields and factories, and wait
until they are ready! This means that the teacher and his
teaching should be packaged for delivery by mail or through
broadcast by radio or TV. It should come as no wonder that
most programs of second chance education--at whatever level--
use some form of instructional technolagy. They are partially
or fully programmed and packaged to be sent out in the form
of a correspondence course or over the radio, with various

combinations of print, radio and personal contact with

ERIC | g
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monitors and teachers. (See the section, "Some Experiences,"

below.)

The ultimate goal

In most- parts of the Third World, illiteracy still
looms large on the horizon. Eradication oflilliteracy is,
therefore, the first task. To those who are aware of the
reality of scarce resources in education, and in adult
education in particukar, demands. for second chance elementary
or secdndary education by a group of people might seem

unreasonable.

But we must keep things in perspective. Second chance.

eleméntary or secondary education might look like an
unnecessary burden in the short-run, but it car not, and
should not be avoided in the~long run. Mere literacy is not

enough for the kind of manpower needed for constructing

progressive and participatory societies. To create a rural

and worker intelligensia, we will need perhaps to make a
high school level of education universal in the long run. We

may have to do even better than that.

Some experiences

Experiences of Third World countries with second
chance formal education have been more widespread than might
seem at first sight. Indeed, for a long time, adult
education was confused (and in many countries it still is)

with formal education of adults. Continuing education

72
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programs, which in reality are programs of elementary
education for adults, can be found in countries as diverse
as Bolivig, Brazil, Colombia, Zambia, ana India. In India
especially, a "private" track for high'schobl and university
level liberal arts education has existed for-ovef.forty years.‘a
The extra mural departments in many of the universities in
the British colonies were also a mechanism for‘sécond chance
higher education.

Technology has changed programs of second chance
education for adults in most important 's. Thé b%% aspects

of technology (the instructional technology and the engineering

technology) have made it possible for educators to package
instruction in such a way that a "master teacher" is possible
to send to all the learners within a systém. This would
have been impossible without technology. Now with packaged
instruction, even a para professional teacher can do a good
enough job of delivering inétrUctidn. Technology has also
liberated educatidn from the limitations of tiﬁe and space.
Instruction can now be delivered to learners who would
otherwise be @naccéssible; and at times convenient to them.
Radio schools, for example, have served important
educational needs of adults (and children) who otherwise would
- not have attended any school whatsoever. The Colbmbian
Sutatenza School of the Air started since 1976 nas offered
the rural population a full basic education program divided

into four courses: elementary, numeracy and communication,
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‘welfare and economics, and our community. (UNESCO, Adult

Education and Information Notes, No. 2/1976, page 5). The

radio schools of the Tarahumaré, Mexico follow the official
curriculum more strictly and use "auxiliary teachers."

(Sylvia Schmelkes de Sotelo, The Radio Schools of the

Tarahumara, Mexico: an Evaluation. Washingion, D.C.: The

Academy for Educational Development, 1973.)

Another fruit of educational technology has been the
correspondence education, or distance education, as it is
sometimes called. Correspondence courses have been designed
and made available for eiemehtary and high school education,
at the university level, and fof specialized gfoups such as
teachers-in-service, engineers, electricians and accountants.
Fortunately,‘experienées with correspondénée edUCétioh are
now available to maﬁy countries in Asia, Africa, and lLatin
America; and one does not have to go far to get first-hand
experience with correspondence edUcaLion.

The full culmination of thé use of technoloay tq
deliver second chance formal education can be found in the

two cases reported below.

No-school schools

The Southeast Asian Ministers of Education Organization
(SEAMEO) in 1968 approved the establishment of a Regional
Center for Educationél Innovation and Technology (INNDTECH)
to develop,'test'and promote educational innovations that

will help solve the special educational problems of countries

Q 7“1
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in the Southeast Asian region.l

Project IMPACT (an acronym for Insfructional
Managemeht by Psrests, Community snd Teachers) is an’
elementary education system which has been implemented on an
experimentaﬁ basis in nine schools _n the Philippines for some
five years ‘beginning in 1972.

The INNOTECH planners, of course, view Project IMPACT
as a cost-effective way of providing mass elesentary education
to school-age children. However, the Project IMPACT qffers
designers of post-literacy programs significant ideas and
important possibilities in their plans to provide secand
chance elementary education to adults and youth who could

not be reached by the formal education system.

How the no-school school system is supposed'to work.

We include in the Appendices a fictional account of a visit

by a reporter to a fictitious community named Sealand where
the no-school school system is supposed to have become fully
functional. This fictional report was distributed by INNOTECH
to enable people to understand what the system would be like
if it succeeds. The report is so interesting and informative

that it deserves to be read in full. (See Appendices.)

1 NNOTECH Newsletter (SEAMED Regional Center for
Fducation Innovation and Technology), Vol. I, No. 8, May 1973.
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An evaluation of project IMPACT. An evaluation reportl

on the Project IMPACT (by no means fictional, but based on
hard data) has shown that Project IMPACT has been able to
reduce the cost of elementary education per child by up to
50% without any reduction in the educational attainment of
pupils.

With the use of IMPACT technology, there is a potential
for greatly improving the quality of elementary edu-~ation by
using the resource savings to provide urgently needed
instructional materials to existing schools, to improve
teacher.salaries, and to upgrade existing school buildings
and facilities. The IMPACT technology need not lead to
teacher unemployment and may perhaps be the only chance for
providing universal elementary education in.the Philippines.

Such a syétem may also be the only chance Fof a second
chance elementary education for adults and youth in most
Thifd World countries and deserves the attention of planners

of programs and curricula in the post-literacy stages.

Open universities

Anuther fruit of technology in second chance education
has been the idea of open uniVersities. Most of our readers

will perhaps be already familiar with the concept. Only a

lJ. C. McMaster, Cost-Effectiveness Analysis of
Project IMPACT for the Philippines (A Report to the Australian
Development Assistance Bureau for the South East Asia ,
Ministers of Education Organization Regional INNOTECH Center,
Manila), August 1978.
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very brief deécription of the idea is, therefore, being

of fered below. The descrition is based oﬁ the British Open
University which has inspired similar open universities in
many other parts of the world.

Britain's Dﬁen University, set up by a Royal Charter
in July, 1969, provides an innovative approach to formal
higher education for adults. Openness of the university lies
in its admissioh policies that demand no formal entranbe
requirements; study at one's own pace and place; and
multi-media instructional methodology that caters to the
needs of a variety of people. It has its own academic "
adviéory committee but traditional unive;sities are also
consulted'in planning and evaluation of.the courses. Studenfs
finance their own education but financial help Is available

for the needy.

Philosophy of the Open University. Philosophy
behind the Open University is the old democratic ideal that
all are edual and all should have equal opportunity to get
formal education, if they so desire. Formal credentials,
distance of an institution of higher learning from a student's
place of residence, and fixed time schedules should not
stand in anybody's Way: Thus the programs provided by the
Open UniVersity have flexibility built into them. The courses
are designed carefully, keeping in mind the students who may

never have taken any formal education.

s
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Organization and management. The main campus of the

Open University is located in Walton Hall near Bletchley,
Buckinghamshire. There are twelve regional offices, each

with a director for consultation; and 300 student centers
which employ almost 5,000 part-time tutors and counselors,
coordinated with full-time tutors and counselors at the
regional offices. Sfudy centers are normally housed in an
existing higher education institution, with rooms for meetings
and tutorials, fully equipped with slide prdjectdrs, Eape
recorders, videotape projectors, T. V. and radio sets and
other media. In addition, libraries containing complete

sets of learning materials are attached to every stﬁdy center.
The centers are opened every evening for students who can

meet with their tutors and counselors, once a week or \
fortnightly. In summer, for special étudy programs,
additional staff is added ét the study centers.

Programs. The Open University mainly offers
undergraduate studies, but provisions are made for a small
number of students to pursue graduate and post-graduate work.
It also provides nondegree programs of six month duration for
people who want to update their professional skills and
knowledge. Initially, the main disciplines for study Qere
liberal arts,‘humanities, social sciences mathematics'qhq‘
sciences, but two more disciplines, technology and education,

have now been added.
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The Open University's main originalify is that it 1is
bpen to all the students; no formal qualifications’pf
testimoniags:are required; and there is no age, sex, OT

~Tesidency %ér, provided the student is twenty—on; year old.

| Degrees éré granted only after the students have accumulated
enough credits (sig for B.A. and eight for B.A. (Hons.)),
over any length of time, but requiring an equivalent of
three to fouF years of study.. The students can take a
maximum of two credits each year but a part-time student can
take only one credit: that is, ten hours a week, thirty six
weeks a year, plus one week's attendance at the summer school.
To make multi-level entrance possible, credi; exemptions are
allowed to students who have completed other forms of gtudy.
Students without any credit exemption must take any of the.
two foundation courséé-fﬁ mathematics, science, social
sciences, arts and technology. A number of courses after
the first level are interdisciplinary and the students have
the ffeedom to hake their own programs. Théy can take a
break from their program and rejoin again.

Mode of instruction combines weekly correspondence
s t udy packagés, weekly radio and TV programs and one week's
summer school. Each correspondence package unit (36 in one
year) consists of a set of booklets, printed noteg, cassette
tapes, self-study and. self-testing exeréises. Assignments
completed by.the students are mailed to their tutors f r

corrections. For science courses, special home experiment

79




kits are included. Experiments are alse demonstrated on
Tv. Ali'foundationllevel 60ursés are sqbplemented by radio
and TV programs. Residential éummer scﬁool for one week is
\ compulsory for all étudents in foundation level courseé and
is heidrén the premises of any df”the conventional
universities in the area. '
\ Critigue.l Thémiﬁportance ofiﬁhe Open University lies
\ in the fact that it provides opportunities to people who
\ could never otherwise have had a chance to get higher
education. It provides cheapervmeané: that is, education
\at only'$280 to $340 per year.,vAdult: who do not want to.
vformally join the university can yet take advantage of the
ﬂadio and TV programs free. 'fﬁe idea, of the Dpen.University

h?s become very popular and is fast spreadingf

\
4

\ Parallel systems of formal education

In most socialist countries, the trend seems to be~

l

kto kstablish parallel systems of formal education for
b

chiidren, on the one hand, qhd for adults and working youth,

. ‘I .
on the other--starting from elementary education to the

. university. In the USSR, Poland, North Knrea, such systems

are already in place. China is working towards the

construction of such a parallelisystem. (Refer to the Spring;

1976 and Summer 1977 iuuuesfof Uiteracy Discussion, the &' /
. ! J

journal of the International Institute for Adult Literacy

[

Methods.)

oy,
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Summary
The'concept.of secongfbhance formal education is
_

/
defineq. Why literacy workers scietimes. look at the socidl
~ demand fo} second chance formal education as ; problem i

explained. Thg problem is also viewed bfigfly from th7/ioint
of view of adults and yduth who typically demand such
educational opportunities.

fhé problem of program and curriculum design.in the

areas of.second chance formal education is'seen to consist __'
of two parts: (i) designing curricula that-ére both
relevant and equivalent; and (ii) creating delivery systems
fhat suit the life and work patterns df adults' znd youth who
can only be part-time or own-time learners. This has‘often
meant innovative uses of instructional systems‘technology.
Two such innbvatiohs are described in greate#édetail: the

no-school school system and Britain's Open University;

Things to do or think ahqut

1. What level of sociel Ebmand for second chancé education

exists in your countrv? How much qf it is alreaay being

met? How much of it is unmet? ~

2. What do you know of the existing motivations which fuel
'

this demand For‘secona chance education at various levels?

Are there significant differences in regard to motivations

befween oldér adults and youth; between male and female

aspirants; .and between rural and urban people?



72

3. Do programs exist in your country now that can be
characterized as programs of second chance formal education?

What kinds of popuiaﬁions do these programs serve? What has \

/ . : : N "
generally been-their success or failure? . .
4. What is typically the -téchnology used.in these second
chance formal ed%@étion programs? What kinds of ecenomiC'or R

cultural demands does this technology impose on the ‘users?

5. Analyze the social studies curriculum in use in

-

“elementary schools of your country in regard to thé-vocabdlary
used and the .concepts taught to elementary school chlldren.
In developing a relevdnt and equ1va;ent program for adults

what changes will you make in vocabulary and’ concepts, on the
fone hand, and in treatment and methodology, on~the other.

"Use the following table for displaying your ideas:

Elementary ’ Elementary
Education for " Education for
Children J Adults

& Confent Treatment Content Treatment

Social studies:

Vocabulary
Concepts
Skills

Applications
J

!
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6. .7 second chance educational programs have been available
» your country for some years, what are the socio-economic

characteristics of the populations that have availed of these
f -1 4

programs? What has graduation from such programs meant to
people in personal terms? How have these graduates fared in .

competition with graduates from the formal school system?
e / '

y ————

Readings and references

1. Antoine Kabwasa and Martin M. Kaunda (Eds.), Correspondence
Education in Africa. London, U.K.: Routledge and Kegan Paul,
1973. o

The édito;é bring together the experience with
correspondence education in Africa and discuss its rcle i
o mass edﬁqétion, rural development and manpower training. Two

ma jor case studies aré included: INADES,:an experiment in
several African countries that éerves illiterate peasant
,férmers; and work in the area of cooperative edqgation in
Tanzania. The important role of media to make ;eciprocal
communication possible is given specieal attention.

2. Egino M. Chale, Mass Education by Correspondence in

Tanzania. Dar-ts-Salaam, Tanzania: Institute of Adult
Education, 1976.° : , - -

In a short 30—pagg~mgnograéh the role of correspondence
educafiphvto mass educatioﬁlin Tanzania is described and
reviewed. |
3. Exploratory hew Directions in Teacher Education:
Experiments in the Pr-paration and Training of Teachers in

Asia. Bangkok, Thai....d: UNESCO Regional Office for Education
in Asia, 1976. v

e

It is a collection of papers presented to a working

8
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group orgaﬁized.by the Asia‘Center of Educational-—Innuvation
for Development, Bangkok. Teacher tfaining is the focus but
con£ributions af correspéndence educ%tion to nonformal

education and educational opportunity are discussed as well.

Contributions have come from Iran, Tndia, Nepal, Malaysia,

Korea and Japan.



Section 3

Systemic Integration between
Literacy and Development 0bjectives

Organization of the section

System thinking

The need exists for systemic integration
But not to disfranchise the illiterate
Interfaces between functional literacy and lettered
functions

Systemic integration: literacy and econumic functions

Systemic integration between literac,, political and
socio-cultural Func%ions

).
Things to do or thirk about

Readings and references

System thinking

We should notice :hat in our chapter heading, we are
using the wora systemic (and not systematic). Systemic means
having to do something with systems and system thinking.

A system is an aggrecgate, or a collection, or a set
of things, joined in regular interaction or interdependence,
serving a common function. In the physical or material |
worid system are relatively easier to identify, to define,
even to manipulate; In the social and cultural world,
however, things are quite a bit different. Social systems
'are not as easy to define, and to contain within boundaries;

75
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th. ..ierdependences between ¢ ~.r parts are difficult to
discover; their functions are ambiguous; and their
manipulation 1u a challenge to the best of social scientists
and social reformers.

System thinking is a habit of thought that is

essenfiaily synoptic rather than segmented; that is, it uses
a total rather than a turmnel vision to look at things. System
thinking enables us to look around the entity or the process
of primary interest to use and to look for its links and
connections with other entities and processes around it. It
enables a person to organize what may look like cisparate
parts into connected wholes. Thus formal educszstion, nonformal
edﬁcation and infermal education become parts of the same one
human ent- _ cise called education. From another perspective,
education becomes a subsysien of the larger system of
development.

System design is the process and method of constructing
systems wherein chosen parts are brought together in planned
interactions to acquired fequired functions and create

preferred outcomes. To bring about systemic integration

between and among some disparate systems is an important
problem of system design; Systemic integration meaﬁs
purposefully bringing together two or more diSpérate systems
into articulated mutual interactions thereby to contribute to
one over-arching function. This'process of articulation or

building an intcrface between or among two or more systems 1is

19)
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systemic integration. Thus we can talk of systemic
integration between literacy, on the one hand; and political,
economic and socio-cultural systems, on the other hand, and
plan for their coming together into organic relationships to

serve the same overall function of national development.

The need exists for systemtic integration

As we have indicated previously, the objectives of
post-literacy programs are to enable necw literates and other
readers to retain' their literacy skills, to strengthen them
by reading Furthe;, and to put their literacy skills fo work
in their daily life. We have realized that nor« of *H. 2
objectives have been vasy to achieve. The objective o/
putting literacy to work has been especially ¢ i . .lit. Thié
is so because putting literac- .a vork is an intefaction
which involves actions by mo' » ine ung croup of reople. It
is not something that'li£eracy workers cen do alone. To put
literacy to work in politicél life, they need to interact
with those who develop and control political institutions
and iﬁplemeht political education prograw«. To put literacy
to work in economic production, literacy workers neéd to work
with those who manzge the means of production. In the same
way, literacy vworkers have to work.with lesdership in the
socio-cultural field to develop integrations between literacy
and sdcio-culturai aspects of life. In séme cases the

political, social and economic structures may have to be

o
~J
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changed in important ways to make them amenable to use.and
participation by the new literate. -But in any case,
deliberate actions will have to be taken to bring about
systemic integrations. They have not happened on their own
before; and they will not happen on their own now.

The diagram on the next page should help us visualize
the process of systemic integration that we have been
dis?ussing. The figure should clarify both the process and
the challenges involved ir systemic integration that we have
been talking about. On the one hand, literacy workers will
have to make literacy functional. (And we do not mean tﬁat
tunction used iﬁ this process has to be economic func~tion.)
0n the‘other hand, the three functions of any society--
econumic, political and shcio—-cultural~ nave t¢ be made
lettered ‘unctions. We will have to analyze -s to which of
our new institutions and patterns of decision making,
participation and action require literacy rcomponeni; and
which of our traditional institutions and patterns shouid
integrate literacy to become more responsive to new needs
and realities. |

But not to disfranchise the illiterate. A wcrd of

caution is necesséry here. In trying to make our economic,

political and socio-cultural functions, "iettered" functicne,
we must take care that we do not disfranchise the illiterate,
in the meantime. Thus opEorEunities»will thave to be provided

for use of literacy by new literates, without shutting out
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Figure 2.2: 1ihe twin needs of systemic integration: ma
and makinyg functions lettered.
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the illiterates from participation. What will this mean
in concrete terms is a challenyge to all of us who are
working in the area of post-literacy program and curriculum

development. No formulas can be cited.

Interfaces between functional lit racy and lettered
functions. Functional llteracy and lettered functions may
still not come together and may need the initiative and help
from plarnners of post-literacy programs and curricula.
Interfaces will have to be build between the two systems.
This may mean the establishment of counseling and guidanre
services; it may mecan new moles of recruitment to political
and uceﬁomic institutions; and, of course, it will require

new ways of interdepartmental planning and action.

Systemic integration: literacy and economic functions

Over the last two decades of the 1960s and 1970s,
considerable attention has been paid to delivering goods
and services to those thus far excluded from the_considerations
of planners. It has slowly been recognized that the measure
of all development is man, and that most eitizens of developing
countries live in the rural areas. Many programs have been
designed to deliver edueation.and health_sefvices to theee
rural people; in some cases too little and too late. Programs
oé rural employment and income are being developed; _
cooperative structures are being built and people in some

places are being enabled to participate in their political

¢
. v



8l

institutions. The job is by no mecans done; but the first
few steps on the long journey have been taken.

But it must be said quite clearly that the two tagks
of what we have called (i) lettering the functions and (ii)
building interfaces beLQéen functional literacy and lettered
functions both remain to be done to a considerable degrce.
Indeed, i. is difficult to. report instances from literature
which show deliberate attempts to accomplish either of these
tasks. {ortunn’ely, there are lots of eligible cases;
programs of economic, social and political development that
have been tried and have been found to be more or less
successful. Post-literacy program planners should latch on
to such programs for mutual good, and to promote real
development.

It is not within the scope of this workshop manual
to include detailed descriptions or critiques of these
programs. We will be satistied with listing or referring
to such programs. One useful sourcé of such programs is

Manzoor Ahmed and Philip H. Coombs (Eds.), Education for

Rural Development: Case Studies for Planners. The Fdilowing

tabulation illustrates the diversity of programs contained

in the case studies included in this book:

lManzoor Ahmed anc¢ Pnilip H. Coombs (Eds.), Education
for Rural Development: ,se Studies for Planners. New York,
N.V.: Praeger Publishers, 1975.
N
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Learning Objectives

Major Clienteles

82

gzggrams

1.

tion literacy,

General educa-

adults

numeracy, change-
motivation, devel-
opment-orientation)

2. General
education
plus occupa-
tional orien-
tation and
training (in-
cluding ele-
ments of both
farming and
nonfarm occu-
pations)

3. Improve-
ment of
family life
(health,
nutrition,
home econo-
mics, family
planning,
etce.)

4. Training
in farming
and allied
sideline
production

5. Training
in rural non-
farm skills

6. Training
for small
entzrepreneur-
ship and
management

O

ERIC

Aruitoxt provided by Eic:

Early drop-
outs from

formal schools,

primary

school leavers,

youthg in for-
mal institu-

“tions

Rural adults,
women and *°
qgirls

Youths and
adults in
rural fami-
lies, rural
out-of-school
youths

School leavers
and other ado=-
lescents,
rural adults
employed in

nonfarm occupa-

tions

Workers and
owners of non-
farm enter-
prises, unem-
ployed educa-
ted adults

Rural youths and

ACPO in Colombiaj
Functional Liter-
acy Programs in
Mali a.d Thailand;
Sarvodaya in Sri
Lanka

Cuba‘'s Schools-in-the-
Countryside; Jombang Project
fn Indonesia; Youth Campsa
and Youth Centres in Jamaica;

.Village Polytechnics,

National Youth Service,

and Youth Contres in Kenya;
cops in Mali; Diyagala
Boys' Town in Sri Lanka;
prevocational courses in
Sri Lanka secondary schools:
Rural Education Centres in
Upper Volta

ACPO in Colombia; Women's
Organizations in Kenya,
Mali, and Sri Lanka; liter-
acy and family life pro-
gram in Thailand; Sarvodaya
Movement in Sri Lanka

PACCA in Afghanistan, SENA-
PPP-R in Colombia, ORD pro-
grams in Korea, Jombang
Project in Indonesia

SENA~PPP-R in Colombia;
mobile skill training and
cottage industrieg programs
in Sri Lanka; Rural Indus-
tries Projects in India:
Vocational Improvement
Centres in Nigeria; Mobile
Trade Training Schools in
Thailand

Rural Industries Project ,
and Entrepreneurship Train-
ing Programs in India:

-Vocational Improvement

Centers in Nigeria

O

oo
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foarning Major

Objectiven Clienteles Programs
7. ‘draining Extension CARs in Mali; Sarvodaya in
for village officers; new Sri lL.anka; Natlonal Youth
level leaders, recruits ror Services in Sri Lanka;
animateurs, animation ORD and 4-f1 Programs in
and exten- and extension South Korea; IRRI Extension
gion workers work; village .Training Program in
youth and phillppines; Tanzanla's
women leaders; Cooperative Education Pro-
cooperative gram

officers; un-
employed educa-
ted youth

An earlier book (Non-Formal Education in African

Development by James R. Sheffield and Victor P.xDiejomoah,

African-American Institute, New York, 1972) had conducted

a survey of nonformal education in Africa that included
Kenya, Tanzania, Uganda, Ethiopia, Zambia, BotsQana, Ghana,
Upper Volta, Ivo;y Coast, Cameroons, Daﬁomey, Senegaul,
Niguria, Tunisia and Morocco. It reported on projeéts of
various kinds and objectives that covered cottage industries,
agrifulture, cooperatives, health and family pianning,
vocétiona} and indus! a2l training, management.skills and

much else.

The Report of Conference and Workshop on Non-Formal

"Educatior and the Rural Poor by Richard 0. Niehoff and

/

Kenneth L. Neff {(Michigan State ''niversity, 1977) also presents
several case studies of nponfurmal education: from countries all -

over the world ranging in their interests from nutrition,

health and family planning to cooperatives, income generation

and rural public'works. y

/

//

Ibid., p. xxix-xxxi.

335
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Two issues of The NFE Exchange (Issue No. 11/1978/1;

and. Issue No. 16/1979/2) have dealt rGSpectiveiy with the
subjectu of "Skills Training Programs for Adults" and
"Generating Income Through Group Aetion.” Both have reported
thumb nail sketches of Lnterestlng and 1nnovat1vc field
prOJBCtS: the Lentswe La Oodi Weavers prOJeCt in Botswana;
the work of the Plateau Board for Integrated Education for
Development in Jos, Nigeria which works with the handicapeed
and other villagers; the Mixed Vegetable Scheme in The
Gambia; the Partnership for Productivity scheme of Kakamega,
Kenya; The multi-faceted Biriwa Project in Cape Coast in
unanaj; end'several similar pfejects from Asia and Latin
America.

In the preceding, we have presented lists of rnonformal

education projects which have an economic bias: these :

projects seek to increas> productivity; provide skill /
training and experime. t with different modes of income
generation through employment and.self—employment. One does
not, however, come across cases vwhere deliherate attempt has
been made to muke these econcmic functions "lettered," make
them amenable to literacy. One does not come across examples
of diagnosis of ‘the needs in respect to economic functions to
be met spe01flcally through a program or component of
literacy. If anything, the trend seems to be: "Let us get

on with the job of traJnlng and earning and producing;

literacy will come if and when necessary." In extreme cases),

w0
S0



the assumption is made that participants are already literate
arrd since they are often not literate, training collapses.
ihere clearly has been a failure in the systlemic integration

|

between literacy and cconomic functions.

“ystemic integration between literacy, i
politic.1 and socio-cultural functions

Once, again, a number of nonformai tsdutt) education

programs, in areas of health (sce Issue No. 15/1979/1 of

The NFE Exchange and Issue No. 27/July 1979 of Lhe

Development Communication Rép@i& for brief reports on field

projects); family planning (see David Harman, Functional

Education for Family Life Planning, il: Designing a Program,

World ﬁducat;on, New York, 1972); political education (in
Cubu, ﬂanzanié, Zambia, for example); and folk arts (as 1in
India d%d Botswana to mention only a few) have appeared 1in
the devblopment horizon. Once, again, however, work in
llLeracy and work in these various areas has been conducted
vin two barallcl streams. The pollt1cal and 50010 cultural

5

fUnCthPu have not always been made lettered functions.

i
}
t

. | ‘ /
Things to do or think about !

1. Thipnk of the communlty that you have ‘known for a year

. !
or morel. Do men, women and youth already llterate hgve

sufficient opportunities to put their literacy SleﬂS to
. 3 /

functignal uses in economic, social and political arenas?

What wéuld Iﬁprove the situation? ‘What could you do to
. . ’// ’

bring about a more satisfactory situation?
/

A
/
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ERIC -

Aruitoxt provided by Eic:
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2. Have you or your depactment recently deaigned o
post-literavy prograin or curriculum with a clear and dircect
objective of promoting integration with an economic or
politicot mechanism or atructure in the community? What is
this program or curricuium.likc.
3. What could be done tg enablce literates in 1ural
com%uﬁitics to improve their family incomes?

i
4. Thiak of a program (not necessarily from yoir community)
whéﬁ# the integration between literacy and some social,
economic or political function has been idcal? How do you
explain this success?
5., In a recent seminar, the following stepS/were proposed to
promote systemic integration4between literady and development
functions at the community level. Critique this proposalz
(a) Taking a census of existing social, economic and
political structures in which new literates (men, women and
youth) sould parficipate.
(b) In collaboration with the appropriate authorities and
leaderahlp groups, takinc steps to deslgn needed new
structures and mechanisms that WOuld make it poq31ble for

{

new literates to become active participants in their own

communities. A
- ; ;

(c) Analy21ng/the objectives, modes and tasks of the Various
/

socio-economic and polltlcalfstructures to de ermine how

literacy could make participation more widesPrcad and more

meaningful. (We will have to ensure that i trying to

9

L
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promote participation by literates in these structures, we
do not shut oufwwhatever participation is coming from the
illiterates of the community at present. O0f course, we
should remember that some illiterates are able to participate
somehow in thé social, political and economic structures of
theif communities, sometimes quite effectively.)

— (d). Finally, and most importantly, preparing the presently
naive participant for effective participation in thesé
structures and mechanisms. This is primarily the task of
the planner of the post-literacy programs. But it is useful
to remind ourselves that all of these tasks may have to be
Qndertaken in collaboration with other developmental workers
in the community; and so%e may have to be done completely

by others, with initiatives from the post-literacy program

planner.

Readings and references

Please see the body of the section for references.
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Section 4

Socialization for an Ideal Society

Organization of the section

Independentlleérning and praxis
Mass media appreciation

Technology awareness

New international order
Understanding the human environment
Thin&é to do or think about

Readings and references

Caught in the immgdiate, day-to-day problems of

helplng the poor, the sick, the unlettered and the unemployed,

"the objective of soc1allzlng adults and youth for an ideal

society hay seem to be too idealistic and somewhat distant
to most literacy workers. Yet,'in a very real sense, this

ob jective is both significant and urgent. Our image of

‘the ideal society, howsoever remote, determines what we

teach and what services we deiiver. Mo:e importantly, to
invite democratic participation, the vision of the ideal
society must be shared with tﬁe adults and youth we seek to
serve; and they must be enabled to understana the society
they can aspire for and the world order they must have. At
a more concrete level, they must understand the toals and

g6
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technologies of the modern Qorld which, in the hands of the
powerful, have much too often misled, narcotized and exploited
us and alienated many of us from our own communities and
cultures.

What is an ideal society? What kind of a new world
order should we have? What are the tools and technologies of
the modern world which are oppressing us? By way of an
answer, we offer the following quote:

By "major contemporary problems" should be
understood not only questions which may be regarded as
political or economic--such as the exercise and defence
of human rights, peace, international understanding and
co-operation, the attainment of full national
independence and equality of peoples, the struggle
against all forms of racism, the unequal distribution
of the world's resources and wealth (the new
international economic order), problems of energy and
raw materials--but dlso social and cultural issues--
such“as the assertion of national and ethnic identity
and the identity of minority or marginal cultures, the
questioning of systems of values, the struggle for
social justice, changes in the status of women, the
preservation and improvement of the environment and
quality of life, adaptation to the changes brought
about by the rapid development of science and technology,
life-long education, professional retraining requirements
and social mobility.

The major contemporarx problems listed above will demand
a most exhaustive educational agenda from progrum and
curriculumAplanners in post-literacy stages. We have discussed
a large part of tﬁis in the preceding three sections. Herge,
we will focus on the following five program and curriculum

themes:

lThe Canadian Commission for Unesco, Symposium on
Improving the Contribution of the Mass Media to Adult Education
{Ottawa, Canada, October 1-5, 1979). Occasional Paper #35.
(See "Discussion Guide," Annex 2, para 3.)
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1. Independent learning and praxis
2. Mass media appreciation

3. Technology awareness

4. New international order, and

5. Understanding the human environment

1. Independent learning and;préxis

The ideal society in a new world order, demands a
learning society and a participant society. we‘must have
indepéndent learners who, on their own, can define problems
and engage in a knowledge search to understand and to solve
them. Where commitment and action are required, they should
be able to engage in individual praxis--the never ending cycle
of action and reflection contributing to a moral social
order.

What kinds of programs and curricula can be offered
for 1ndependent learning and praxis? It is quite clear, that
such programs have to ‘be enabling programs where the educator
acts as a peer and a catalyst. It may also be worthwhile to
remind'ourselves at this stage that the post-literacy planner
has to act as an "adult educator"” in the widest meanings of
the phrase. Some of the programs he designs may be based on
print mediaj; but others may be based on Qgﬂppint media.

While using nonpriﬁt medié, the program planner need not make
asgymptions of illiteracy among his participants, though he
may make special provisions for those participants who are

indeed illiterate.

100
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It is difficult to come across in literature many
examples of programming that teach people to become independent
learners or seek to sustain their praxis. Most literature,
interprets independent learning as a visit toq{he library. We
do not know much nbout problem-oriented knowledge search by
new literates in different societies. Indeed, we are not
clear about what expectatiohs to have in this regard. We
know, of course, of Paulo Freire's cultural circles for
illiterates that sought to raise their consciousness and
thereby sought .to promote individual praxis. Therc is no
reason why we can not have cultural circles for new literates
as well in the post-literacy stages, but these do not seem to
have been tried anywhere. The possibilities for program

development in this area are challenging. There is scope for

some pioneering.

2.- Mass media appreciation

The new mass media--radio, film, and television--have
today created a new, invisible, all-pervasive, symbolic
environment whiéh we all breathe as we breathe the invisible

a air. And as the air is in our blood, so the media are part
of our consciousnesses. No thinking individdal on this globe
is outside the direct or indirect influence of the media.
Therefore, "it appears essential today to provide all adults
with the information, tools, opportunitieé'and support which
will enable them to develop an alert dispositian towétds

radio and television. They will thus be conscious of the

101
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fascination and power that these media exercise, capable of
using them spontaneously in their daily lives without
suprounding them with a magical aura, and prepared to sec
through or place in true perspective the artifice and trickery
which may be used; in sum, they woﬁld always be forearmed to
retain mastery of the medium.”l

Whether we like it or nof, the media of film, radio
and TV, have become the most important part of the popﬁlar
culture of the 20th century. The following tables, adapted

from Unesco's Statistical Yearbook: 1977 provide some

impressive ‘data. While only a few developing countries .in
Africa, Asia and Latin America are producers of long featqre
‘films,_all of them are heavy importers of these "dreams in
culluloid." In 1976, Benin imported 331 films, Kenya 337,
Uganda 200, Tanzania 176. There were three and a half
million visits to the movies in Tanzania that year; and
there were %.7 million visits to tHe movies in Kenya. In
India, there were a staggering 2,260 million visits to the

cinema houses. Ownership of radio and television sets 1is

also fast .increasing. //

In most parts of the developing worﬁg;kadqlt educators
are complaining. loudly about cultural %mperialism,
psychological debendency and alientation being engenered by

the media, especially the media imported from the West. VYet

adult educators and post-literacy workers have continuously

libid., | ~ge 9.
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[t is divided between the hJVU'u and the have-not'a, Thero
are structural realitios, imposed by the powerful nationy,
which continue to exploit the alroady exploited and make
them even more dopendent on the outsider. The exiating world
order is in immediate need of ropair. '
But what have now literate adult men and women working
i
on farms and in factories got to do with these big ideas?
Can't we leave these to our minigstries for foreign affairs?
We must realize that the new world order is nolt a battle
between the elite groups in various developing and developed
¥
countries, it has to become a universal vision and a mass
movement all over the world.
The following ideas must become part of the rommon
knowledge of each and every individual alive in the world:
- of the common brotherhood of man;
- of the dignity of each and every humén being and
of the sanctity of all races and ethnic groups;
- of the richness of each individual culture;
- of colonial history 1in which man exploited man for
his own greed, a situation which need not continue;
- of the unjustness of high level of consumption in
one society and hunger in another, and the need to
remedy this through collective action;
- o% the rules of the game (in trade, in politics)

that are rigged against the weak, which must be

mended through solidarity and self-reliance; and

Q ' 1()7
ERIC _ -

Aruitoxt provided by Eic:
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Aruitoxt provided by Eic:

<
!
- ol the noed Lo create o wane communily in which
all con fally and evquilably puartoake of the bountioes

of the corth,

v Understanding the bumun environment

Interrelated with the ideas of technology awaronoss
and the new global order is the need to understand and

protect the human environment. Unesco's Learning to B8e (1972),

puts the problem in words that are bhard to match:

Environment in peril

Technological development has enabled man to solve many prob-
lews, but it has had harmful effects on a number of aspects of con-
temporary life. All over the world, it contributes to cnvi;wunentnl
deterioration, I

This deterioration does not date from yesterday. During his
7,000 years of recorded history, man has had to tackle the environ-
ment and control it. But, through carelessness or ignorance, he has
at times impoverished it. Fire, used for hunting and itinerant
ag: cultural purposes, laid forests bare. Irrigation of arid regio.s
inc -eased salinization, which later led to the loss of cultivable land
when drainage was inadequate to carry salts away from theirrigated
zone. In North Africa and the Middle East, this process turned
much formerly fertile land into desert.

Since the nineteenth century, spoiling processes have gathered  Disorderly
speed as populations increased and industrialization developed. expansion
In former times it took centuries to exhaust fertile land; now a
few decades are enough. In North and South America, as in Africa,
irensive forest clearing, together with the disappearance of grass’

1 «+her vegetation covering the soil, have led to erosion, floods
il arought, The soil, no longer protected, is blown or washed

AYY ﬂy.
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dise?ui/ibrium

ERIC

Aruitoxt provided by Eic:

" According to United Nations estimates, ‘Five hundred million
hectares (1,235 million acres) of arable land have already becn lost
through erosion and salinization, two thirds of the world’s forests

have been lost to production and 150 kinds of birds and animals

have become extinct because of man. !Approximately i1,000 species
or races of wild animals are now rare or in perii. Erosion, soil
deterioration, deforestation, watershed damage and the destruction
_of animal and plant life continue and in some areas are increasing’.!

.The growth of cities has aggravated this destruction. In the
United States, some two hectares (five acres) of land per minute are
absorbed into highways, urban expansion, airports, car parks and
other ‘modern requirements’. Forty per cent of'the world’s popu-

~ lation now live in urban areas. If this trend continues, by the be-
ginning of the twenty-first century about three-quarters will be
living in urban areas overflowing their present limits, merging
into each other to form ‘megalopolises’ of the kind stretching from
Boston to Washington or from Tokyo to Yokohama. ‘

Until the nineteenth century, towns remained in direct, fairly
close contact with the countryside or the sea, enabling man to
satisfy his physiological and psychological needs. With the advent
of industrialization, urban devclopment was solely a function of
economic or political imperatives, in the belief that man was
master of his environment and capable of liberating himself from
his natural biological limits. :

The consequences of that disorderly expansion are now upon us:
pollution of the air, the soil, lakes and seas ; physiological and psycho-
logical disturbances; calm a memory, violence a constant menace.
Noise—upsetting city-dwellers at work, in the streets and at home—
interferes with mental concentration, provokes a new form of
fatigue? and increases the risk of vocational illness and disorders,
such as deafness. As the cities become more over-populated and
anonymous, so man becomes more nervous and aggressive.

The developing countries, it would seem, have yet to learn this
from the industrialized societies’ experience. They have permitted
(or solicited) ekinents derived from a totally different technological

, L. ki Thant, ‘Man the Killer of Nature’, Unesco Courier, p. 48, August-September 1970.

Sce also, Use and Conservation of the Biosphere, Paris, Unesco, 1970.

2. According to Constantin Stramentov (*The Architcets of Silence’, Unesco Courier, p. 10,
July 1967), studies:in post offices showed that when the noise level rose from 75 to 95
decibels productivity immediately dropped by 25 per cent, whils -nail-sorting mistakes
increased fourfold. When acoustic sound-screens placed round =-orkers lowered noise-
levels by 10 and 15 decibels, however, productivity increased by 5 and 18 per cent
respectively.
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universe to invade their accustomed way of life, speeding their
‘development’. Its dualistic nature seems to be forcing them into
a pattern of life in which they are becoming increasingly insensitive
to the dangers of cultural and ecological disequilibrium. This
phenomenon has already dragged many developing countries into
a situation in which pollution of their towns and cities and, es-
pecially, the irreversible deterioration of their vital ountryside are
destroying the natural harmony of the setting in which their own
culture has evolved over the centuries.

It is not only man’s environment but—in the near future—his
very fate which may be threatened, and he has already ‘begun to
suffer. Rapid changes are winding up tension in people, increasing
insecurity, nervous disorders, antisocial behaviour, delinquency
and criminality.

Technology has already produced gross harmful effects. It has
Jeopardized and is still disturbing the balanced relationship between -
man and his cnvironment, between nature and social structurc 'S) be-
tween man’s physiological constitution and his personality. 'Irre-
versible ruptures are threatening mankind. The job of confronting
thesc multiple dangers falls largely on education. Work to remedy
the situation involves an all-out attempt to prevent such division, to
Jforestall and counteract the dangers deriving from the technological
ctvilization. Stimnulating awareness of such dangcers ts a demanding
new task for education, but particularly appropriate to it for many
reasons and, too often, one that is much underestimated.

Things to do or think about

1. Eachvculture seems to have its own unique view of an
ideal man, delineating his duties qnd responsibilities, his
relationships with other men, nature and destiny. Hindus
have their conceét of Dharma. The Thais, in recent years,
have made the concept of the Khit-pen man as a cornerstene
of tﬁeir nonformal education programs. What is the concept
of a man of wisdom in your culture? What is your ideal of a
man in society?

2. What kinds of problems are our new literates and youth

likely to come across in their daily lives? What kinds of

ERIC | | 110
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information they will need to solve them? Is such information
available in their immediate surroundings?

3. What do you know about the film and TV viewing habits of
people in your country? |

4. Does your country import films and TV shows from America
or other sources in Europc and Asia? Are these imported

films and TV shows quite popular? What, in your opinion,

are some of the social effects of foreign imports on viewers?

Do you think these adult viewers might be interested in

‘getting together in films discussion groups or teleclubs to

discuss their experiences?
5. What are the possibilities of introducing film appreciation
courses or experiences in your urban (and sometimes later, in

rural) schools?

‘6. Have you recently seen a film or a TV show that could be

used to great advantage to discuss some important social
issues confronting the country?

7. - What kinds of entertainment programs of music, drama, talk
show are produced over the radio? Are these pfograms good?
Are they harmless?‘ Are they seriously distorting social
reality?

8. Are some of your own colleagues in the field of -literacy
and adult education comfortable in and with tﬁe scientific
culture? L'M can we develop technology awareness among

ourselves beiore going to teach it to others?

9. How much of what we eat, wear, or otherwise use at home
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and at work or for getting to work is imported? Where is it
imported from? What do we have to give to those who sell
these things to wus?

10. How can we communicate the conéeﬁt of interdependence and
of injustice of some of the national and international
structures to new literates?

11. Jomo Kenyatta once said, "Let us forgive but not ferget."
How to develop a post-literacy program to promote new global
order thét educates and generates commitment without mereiy
cfeating anger and viclence? |

12. What are some of the local problems in the community

that can be attributed directly to environmental deterioratioh?
What can the community do about those problems? How to get
help to do the part that the community can not do, left to

itself?

Readings and references .

Final Report of the International Conference on
Film, Television and Society in English Speaking Africa,
Bonn: German Foundation for International Development, 1971.:

Edgar Faure and others, Learning to Be, Paris:
Unesco, 1972.

H. S. Bhola, Celluloid in Indian Society, New Delhi:
Indian Adult Education Association, 1961.

This small moﬁograph reviewed the feature films
released on the'commercial circuit in India during the
period of 1947 (the year of Independence) and l?60‘and showed

how those films had or had not succeeded in projecting and
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interpreting social realities of India during those two most
important decades of post-independence India. Suggestions
were made on how those films could be used in discussicn
groups to discuss a variety of social issues, political
issues and probléms of nation-building, in general.

Henry T. Ingle, Communication Medié and Tecﬁnologx:

A Look at Their Role in Non-Formal Education Programs.
Washington, D.C.: Acadeny for Educational Development, 1974.

Richard C. Burke, The Use of Radio in Adult Literacy .
Education. (Literacy in Development Series, H. S. Bhola,

Editor), 1976.

T. Colemany, A. Opaku and H. Abell, An African Experiment
in Radio Forums: Ghana, 1964/65. Paris: UNESCO (Reports
and Papers on Mass Communications, No. #51, 1968).

E. G. McAnany, Radio's Role in Development: Five
Strateqgies of Use. Washington, D.C.: Clearinghouse on
Development Communication, 1976.
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CHAPTER III
\
PROGRAM AND CURRICULUM DESIGN: A

A PRACTICAL MEMORANDUM TO PLANNERS AND IMPLEMENTERS N

Organization of the chapter

1. Grasping the national vision

Things to do or think about
Readings and references

2. Undersanding the change process
The role of literacy and post-literacy programs in
the overall development strategy -
The role of literacy workers vis-a-vis other development
workers
The ‘role of litericy workers at the various levels of
the administrat tve system
Things to do or { .ink about
Readings and ref.rences
3. Organizational design and institution building

Things to do or think about
Readings and references

4. Needs analysis and community diagnosis

Things to do or think about
Readings and references

5. Counselling and guidance for adult learners

Things to do or think about
Readings and references

6 Program and curricﬁlum design issues and skills
Reaching the specially disadvantaged
Working with women |
Participation and institﬁtionaliiatidﬁ

Things to do or think about
Readings and references
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7. Evaluation in the post-literacy stages

Evaluation needs in the post-literacy stages
General =svaluation approaches and techniques
Things tc do or think about

Readings and references

8. Training of personnel for planniné and implementation
of post-literacy programs 0

Some approaches to training
- Things to do or think about
Readings and references

In Chapter II, we presented, what we calied, "a
catalog®” of program and curriculum needs of adults and youth
in the post-literacy stages. Four general sets of needs
were identified: (i) programs and curricula to help ihl
literacy retention; (ii) programs that offer adults and
youth a seéohd chance for formal elementary, secondary or
higher education; (iii) programs that build connections
between literacy and its"use within economic, social and
political settings to promote the integration of marginal or
excluded adults @#nd youth within the eqbnomic, social and
political structures of the society; and (iv) programs that
prepare adults and¢ youth for life within the emerging global
community .

We also indicated in Chapter II that none of these
four sets of needs are being fully met in most of the Third
World couhtries. éome of these needs are indeed in dire
H;éieEt;' Fordékéﬁﬁfe, while most Third World countries have- .

now become aware of the need for providing follow-up reading
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materials to new literates, too little‘has been achieved in
actually producing and distribUting such materials. 'Hardly
any thought has been invested in designing and impleﬁgﬁting
prcgrams that we characterized as programs of systemic - |
integration; that is; programs that will offer new literates
~participation in the social, economic and political
institutions relevant to their lives and work; help new
literates to underspand and to contribute to these institutions;
and prepare them to demand that thaserinstitutions bacome
responsive to their aapirationa and needs. A reView of the
international experience included in the chapter bears this
out quite wall.

How to design and implement an appropriata and affective
network of programs and curricala‘to serve new literates( and
other readers) in the post-literacy stages? This is the
questibn>to which we must turn in this final chapter of the
workshop mapual.

Understandably, it will be impossible to offer blueprints
ready to implement: Each country will have to be considered .
as a unique system of aspirations, needs, resources and
possibilities; andba network of prpgrams and curricula will
have to be designed that is appropriate to that particular
society at a particular time in history.

What we will emphasize in this chapter is process of
pianning and designing. We will discuss some general |

considerationa'fdr‘planning and designing programs and
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curricula in the post-literacy stages; we will discuss
important program elements that may be necessary in innovative
planning in this area; and we will discuss some of the skills
needed by literacy workers for them to be able to engage in
planning and implementing programs and curricula in:the

post-literacy stages.

1. Craspiqg the national vision

In designing post=literacy programs and curricula, we
are engaged, of course, in the nation's business. We are
engaged in designing educational progfams that will contribute
to the overall national goals. It is selfjevident that we
should be clear about the national goals as we seek to make
our special educators' contribution to nation—building‘and
development. Yet, this is something that is not always done.
In our anxiety to téke immediate steps, we may foryet to look
at the horizon to establish the relationship between our
overall goals and our immediate tasks; and sometimes we may
start on an easy beaten path, but in the wrong direction.

Grasping the national vision will mean understanding
both the national objectives and the grana strategy being
prbmgted in the count?y. Unfortunately, national visions are
not aiWays clear. Some nations may be said to have blurred
national Qisions at best; they may have no clear idea about
national objecfivgs or strategies; and may be too quick to
‘compromise goals and actions to solve immediate problems.

~

The tasks of a literacy worker in such settings are difficult
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and highly demanding. This might even mean that the literacy
worker will have to develop his or her own s;nse of where

the nation should be heading and to choose to teach values
and skills that could never do harm.

In most other cases, statements of national goals and
strategies will be available in planning documents of éome
sort or speeches and pronouncements of the leadership. An
'understanding of the goals and Qtrigpgy calculus is bound to
make the program planning and curricﬁlum designing.task
rational, meaningful and innovative. The national vision
and the cultural ethos will demand different justifications
for programs of post-literacy. 1In one country, the programs
may be justified in terms of economic returns; in another
they may be justified in terms of political sociéiization for
a new social order. Both £he structure and content of
programs and curricula will be significéntly effected depending
upon whether the justification used is economic or political.

National visions and the approved calculus of goals
and strategies will also detérmine how things are done.
Should the programs be‘designéd on ?he assumptions of voluntary
‘participation or compulsory attendance? What will be the
modes of mobilization of the people to make participation in
post-literacy work, a national ﬁovement?' What fo;ms of
institutions will be preferred and how will available

incentives be managed?

[y
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& Literacy workers in their post-litéracy programs can
not be buildiné bridges to nowhere. They must know what the
national visions are and must relate their programs and their
cufriculum content to the actualization of those visions
whatever their level of responsibilit- wighin the national
system. Comprehens;on of the national vision is as important

for the central planner as it is for the field worker.

Things to do or think about

1. What, in a few words, is the national vision of the future
held up in your country? What doés"it imply in terms of goals
and in terms of strategies, thqt is, in regard to the ways of
doing things?

2. Do you expect programs and curricula for the post-literacy
stages to be different, from each other, in such countries

as Cuba, Tanzania, Bdrazil, Kenya and India? If yes, in what
ways?

3. What is a program or a curriculum already in use in your
country in the post-literacy stages that you think is unique

to your country?

Readings and references

. Paul E. Sigmund (Editor), The Ideologies (f the
Developing Nations. New York, N.Y.: Praeger Publishers,
1972.

The book brings together excerpts from the speeches
and wricvings of the great leaders of the Third World countries

including Mao, Lin Piao, Nehru, Sukarno, Gandhi, Nasser,
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Bouguiba, Sekou Toure, Senghor, Nkrumah, Nyerere, Castro,

Allende, among them.

2. Understanding the change process

-

The planner of post-literacy programs and curricula

is a change makerf He is.making‘pis special éducational
“contribution to the overall change and development effort

of the nation. At a societal level, he may be educating

new literates and youth to become independent and critical
%onsumers of information, and world citizens by mentality.

At the sectoral levels, he may be educating and informing
people about improved agriculture, preventive health measures,
family planning, nutrition and how to run cooperatives. He
may not be carrying the whole burden, but he will be performing .
important eduqational tasks without which dévelopment and
change will be impossible to bring about .

The role of 1iteragy'and post~-literacy programs
in the overall development strategy

While the definitiéhs of "development" differ ffom one
society to another, the dimensions of development (or change)
remain ‘the same. The elite in each society, using different
ideologies, create different visions for their peoples.

These visions involve new distributions among classes and
individuals of political power, .of social status and of

economic goods.
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Economic goals almost always involve more production;
and econcmic strategies some rationalization of instruments

of production, and a higher level of technology. This means

for adults and youth learning new aspirations, new skills,

and new ways of organizing. This also means education, which
in mést developing countries today, means literacy acquired -
in an adult literacy class and.retained and strengthened in
suitable post-literacy programs: This is so since the
formal -system in most developing countries is not old.enough
to have,served the needs in the past and is not extensive
enough to serve the needs in the present. éﬁ

Similarly, political goals of development must
inevitably involve new distributions of power in the;society;
Citizens share in power by participation in decision-making
within the institutions surrounding them. To be effective
as a participant one must have the necessary ;ommUnication
skills, knowledée of rules and the possibilities of action
to.demand that those institutions becomé responsive to the
real needs of participants. For this, again, we need
education within post-literacy programs and curricula.
Finally, to acquire new status in a new social order, means.
a new self-concept, a new social cbnsciousness and experie
in new ways of relating with other individuals from differi
social classes. All this can not be achieved without a

strang and significant educational compdnent. No wonder,

education has often been equated with development. The role

12;
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QVfliteracy and post-literacy programs in the overall

development effort should thus be apparent.

The role of literacy workers vis-a-vis other

.development workers :

When we sometimes equate development with education,

we do not intend to be taken literally. We are being somewhat

poetic. We are exaggerating to impress upon our readers the

important role of education in development. We aré QEE saying,

however, that all we need for development is to educate and

to domnothing else. That is clearly not true.- We need many

different types of inputs in development; and wé need to

build the neéded material infrastructures to create and

sustain development. |
Education (in our case literacy and post-literacy

programs) means only the one wheel of the developmental cart.

To roll properly, the cart needs both its wheels; néither

the one, nor the other is dispensable. This is an important

'lesson for post-literacy planners to learn. There is very

little they can do all by themselves. They have tb depend
upon cooperation from others in agriculture, health,
coopératives, housing, labor, commerce and industry, the
religious -establishment, the media, publishers, and voluntary
institutions to do their tasks.

Thus the planning objectives of designers of post-
literacy programs consist actually of two parts: (i) what

should the literacy workers do themselves by way of program
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blanning and implementatioh; and (ii) what should they get
done through collaboration with others. The‘(ii) above is
as importént as (1i).

To p}an fﬁr post-literacy programs in collaboration
with others requifés both a mind-set and organizational skills.
The post-literacy program planner must ihternalize the belief
that his work will néver get done in isolation; that he needs
to collaborate with otﬁers; but that it is his duty to take

the initiatives'to bring everyone together. 1In other words,

.our planner should become an "adult educator" to his

colleagucs in other departments and sectors, tpaining them
to think and act in system terms.

The systems view and Fhe accompainying mind-set  fior
collaboration are not enough. The post-literacy plénner

must understand the world of organizations. He must know Why

' different ministries and departments fighﬁlovér Jurisdictions;

why they want to plan alone and in isolation; why budgets are
never common; why eéch department wants to haye their own

fleet of .cars and'lahdroyers; why individual workers want to

. be working at the headquarters or at least in their own

department, rather than on secondment in a joint project
office, and so on. |

The post-liferacx workers will alsd have to learn the
skills for creating tempbrary administrative systems, advisory
committees and 6oordina£ion commg%tees and must leéyn—to make

them effective. (For a discussion of these issues see the

Technical Appendices.)
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The role of literacy workers at the various levels of
the administrative system

Who do, we mean when we talk of post-literacy planners
and designers? Those top people in the ministrieé and in
the regional offices? IThe answer is that those are not the
only pgople we have in mind. We are talking of a total
planning and implementing "administrative culture"” which
includes, on the one hand, planners in the planning
department and, on the other hand, the village level
workers at the front line of social action among communities.
And we'meén to include every one in-between: the district
officials, and division and ward level literacy workers. As
they read the materials included in this workshop manual,
fhey should delineaté their particulap role from their
particular situation. We may all bé doing different thiﬁgs
at different fimes, but we will all have to pull together
and.make our -special contributions, for the tasks to get

done at all.

Things to do or think about

1. What is your personal model of pianned change? In other
words, how do you think change can be brought about through
planful actiohs? Whaf role do you assign to education (of
the type to be made available through post-literacy programs)
in your planned change model?

2. What are some useful collaborative arrangements that are

possible to bring about some innovative post-~literacy programs?
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3. What is your favorite story of inter-ministerial conflict

when two ministries worked at crosspurposes and forgot about
the task on hand? What is your favorite story of excellent
inter-ministerial collaboration? Analyze the causes in- both
cases. |

4. Do you think lots of inter-departmental committees are a
waste of time? What are the alternatives? If we can not do
without such committees, how can we make committees more

functional, efficient and enjoyable?

Readings and references

’

' i e
H. S. Bhola, Social Change and Education, Morristown,
New Jersey: General Learning Press, 1976.

H. S. Bhola;, "Notes toward a Theory: Cultural Action
as Elite Initiatives in Affiliation/Exclusion." Viewpoints
(Bulletin of the Schoal of Education, Indiana University),
May 1972, pages 1-37. “R' T

Amitai Etzioni and ELa Etzioni, Social Change--
Sources, Patterns, and Consbquences. New York: Basic

Books, 1964. /

/

3. 0Organizational deéign and institﬁtion‘building
To get éction, wel$ust organize. To get consistent
éction over a long périoqyof time, we must create institutions.
The two words, 'oéganization' and 'institution,' are
often ﬁsed interchangeé%ﬁy. Institution can be seen to be aﬁ
organization that has s#rUCk deep roots in tﬁe society; has
come to serve and to bqﬁseen as serving an important need for
the society; and has b;cdme, in a sense, indispensable to the

!

| an analogy, organizatioﬁs_are like

social system. To use




monuments.
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private buildings, whereas institutions are like public

At the post-literacy stages; the essential objectives
of planners are to create arrangemeﬁts7 mechanisms and
patterns which will continue to provideynew literates and new
readers with opportunities to continue réading and putting

what they read to functional uses. While;instruction

(curriculum development) is still important; equally

important is the aspect of developing organizations.

Organizational design and institution bujilding are indeed
crucial at this stage. Without an understanding of these
processes, planners of post-literacy programs and curricula
simply cannot succeed in the achievement of their objeétives.

There is no dearth of references to the need for
instituti&n building in the literature of literacy and adult
education?¥%2§rious.national and international symposia,

5 &7 ,

over the iést ten years, have pointed to the need for
institutio%alization of literacy and post-literacy wo?kl A
Unesco seminar in Nairobi, Kenyé in 1976 addressed itself to
the theme éf struéghres for literaay and adult education.
Yet, regreﬁfully, the "organizational 1itéracy" of most
literacy w%rkers remains quite iﬁadequate. It is for this
reason thatiwe have included in this workshop manual a

Technical Appendix on organizational design and institution

building.
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Things to do or think about

1. Most of us have spent good parts of our lives working
within organizations and have thus experienced them at
first-hand. Try to put on paper five things that you have
come to know about organizations and people within organizations
that post-literacy program planners should keep in mind. |

2. What mechanisms exist for your organization to coordinate
work vertically across levels from the center to the field
and horizontally across different departments suéh as
education, agriculture, health and housing, etc.?

3. What indigenous social organization in your community
could be used to undertake the new developmental and
educational tasks that we have in view as post-literacy
workers, without the heed to create new institutional
arrangements? |

4. Namé/o&e organization bf post-literacy education that

has been introduced in your country as part of the develobmental
élanning effort since independence. How is it doing? Has it
become an "institution" as we have defined it above in this
‘section?

5. What organizational problems are likely to arise as you
engage in comprehensive planning of programs and curricula

during the 1980s for your country?

Readings and references

Melvin G. Blase (Ed.), Institution Building: A Source
Book. USAID, Washington, D.C., 1973.

//
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Amy G. Mann (Ed.), Institution Building: A Reader.
Bloomington, In.: International Development Research
Center, 1975.

4. Needs analysis and community diagnoéis

Literacy workers engaged in thé’design of programs
and curricula for the post-literacy stages must fulfill fElE
needs of the cémmuhities, and yet, at the same time, and
perhaps more importantly, must fashion new needs among their
learners. The felt needs of the people must be determined
through processes of needs assessments and community diagnosis.
The agenda for the needs to be fashioned will have to be
deduced from the national visions as projected by the
nation's elite. The two must be brought together through a
dialectical process deécfibed in Chapter 4, "Assessing
Developmental Needs and Educational Needs of Comhunities" in

Curriculum Development for Functional Literacy and Nonformal

Education Programs by H. S. Bhola. (Refér to the monograph

supplied as parﬁ of the workshop documentation.)

Things to do or think about

1. Have you ever personally engaged in a systematic needs

assessment at the community level? Did you meet any

. surprises in regard to the "felt needs" as expressed by

people ov did all those needs turn ocut to be as you had
anticipated?
2. In your present plans for post-literacy programs and

curricula, which one's are based on the felt needs of the
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people and which ones are indeed seeking to fashion new

needs?

Readings and references

Ralph W. Tyler, Basic Principles of Curriculum and
Instruction. Chicago: The University of Chicago Press,
1949. "

John D. McNeil, Curriculum: A Comprehensive
Introduction, Boston, Mass.: Little, Brown and Co., 1977.

Irwin T. Sanders, The Community, New York: The Ronald
Press Co, 1975.

5. Counselling and guidance for adult learners

Literacy workers are not merely in' the business of
teaching literacy sgills or simply.transferring information
to adult learners on such subjects as agriculture, health
and hygiene. They.are indeed engaged in the processes that

involve new socializations for most adult men and women

participants.

Re-socializations involve basic personality changes

‘“from a sense of inadequacy to a feeling of personal

efficacy, from rigidity to flexibility, from narrdﬁness to
cognitive openness, from suspicion to trust, from ignorance
to knowledge."l Such fundamental transformations require

an interpersonal context defined by eﬁpathy, understanding,

and trust which, in turn, points to the need for an effective

lAlex Inkeles and David H. Smith, Bgcoming Modern:
Individual Change in Six Developing Countries. Cambridge,

Mass.: Harvard University Press, 1974. (Page 10.)
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support system of advice, counsel and guidance.

Counselling and guidance simply means the process
whereby a counsellor helps a counsellee to verbalize his
problems, identify factors that might be causing the problems,
determining actions needed to solve those problems, and the
stra:ZQies for taking actions, individually and in
collaboration with those who might-help.

Wé realize, of course, that counselling:and guidance
services are often unheard of even within the formal school
settings in most Third World coountries. Talking of
counselling and guidance in the adult education setting may,
therefore, seem much too idealistic. It may even be claimed
that a good adult educator working at the community level is
doing counselling and guidance all the time, without using
the counselling label for his behavior. This is not a point
that we want to argue at this time. Instead, we will simply
sjggest that as adult edQcators we must start thinking aSout.
the need for counsellor-consultant functions that can help
adult men and women get through the crises involved in late
socializations that are a part of the procesé of social
change.

The challenges of counselling and guidance -in the
post-literacy stages will be:

a) to ihterpret program and curriculum objectives, designed
nationally or regionally, to individual adults and youth;

and to share with national and regional planners, the
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aspirations of local communities as well as those local
experiences that may seem to have national promise.
b) to assist adults and youth in breaking the connection
between literacy acquisition and a salaried, non-manual job;
and to help adults understand the tangible and intangible
benefits of literacy as it begins to permeate their lives
and work.
c) to help those who do want salaried jobs to evaluate
their chances realistically; to understand the costs involved
in jobs away from home; and to help them locate jobs and to
compete for them.
d) to help those who want to continue their education
independcntly, or by joining organized groups, to make proper
choices from various available programs.
e) to assist adults and youth to put their literacy skills
to work in social, political and economic aspects of their
lives; to generate income and become entrepreneurs.

Enid Hutchinson has listed the necessafy features of
a counselling service for new literates in a city as follows:
1. Diagnostic skill in relation to the individual student's
difficulties and abiiities e}
2. Knowledge of standards demanded by academic and training
bodies‘...;
3. Knowledge of the total~educétibnal sysfem and, in
particular, ... after-school education ...;

4, Knowledge of the educational and social system ..f};¥ 

13;
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5. Insight into the motives driving the students ...;
6. Recognition of the difficulties, psychological, family
and economic, ecountered by most adult students;
7. Knowledge of employment or other opportunities likely to
open to the students ...;
8. Continuous gathering of information ...;
9. Follow-up of students' subsequent careers and evaluation
of the results of counselling .... (Page 37).l

While the clients of Hutchinson's program were city
dwellers in a European city, the nine needs identified above
should suégest what we might have to do in developing a
counselling and guidance pungram for rural adults in developing

countries.

Things to do or think about ' .

1. Do you think that the counselling and guidance needs of
adults and youth in your programé are qiiné met tq'some
degree of sétisfaction even if the phrase counselling and
‘éuidénce is never used?

2. Do your field workers have, adequate skills to provide
counselliﬁg to individual adults -and young people in
interpersonal settinés; and do they have all the needed
"information to guide adults' decisions‘and choices?

3. What are the minimum conditions that must be met for

lenid Hutchinson, "Counselling--Needs to Be Met,"
Adult Education (London), Vol. 42, No. 1, May 1969, p. 29-38.
(EJ 004 335) _ :
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coungelling and guidance functions to be adequately performed

in your proqram setting?

Readings and references

Diana J. Ironside and Dorene E. Jacobs, Trends in
Counselling and Information Services for the Adult Learner.
Toronto, Canada: The Ontario Institute for Studies in
Education, 1977.

This book was commissioned by Unesco. Chapters
include: the social context of adult education in the 1970s;
the need for rounselling and information services; some
trends in counselling programs and practices; trends in
information services; and some innovations in counselling
and information'delivery. The book also includes an annotated
bibliography of 268 items, an excellent resource in itself.

6. Program and curriculum design
issues and skills

It is self-apparent that literacy workers planning
programs and curricula for the post-literacy siages will
need the skills of program development and curriculum
development.

The process of curriculum develorpment has been

discussed in detail in an earlier monograph, Curriculum

Development for Functional Literacy and Nonformal Education

Programs by H. S. Bhola which should be reviewed by readers
of this material. Special attention is invited to "The
Analyzer" on pages 108-119 which describes in detail the
process of generating'curricqla to fulfill particular

i
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developmental needs of communities.

We have said elsewhere that while curriculum
development means developing a "course of study"; a program
de:ign is, in essence, the process of developing a "course
of action.” At the post-literacy stages, program design
takes the form of designing delivery systems and creating
instructional—functiénal roles to implement those delivery
systems. It is for this reason that we have paid special
attention to organizatiornal design and institution building
in this monograph. (See Technical Appendices.)

There are some special issues in programming and
curriculum development tb which post-literacy workers may want
to pay special attention. We have selected two for a brief

discussion:

Reaching the specially disadvantaged

We avre beginning to understand now that rea%hing the
very poor and the specially disadvantaged is a mos£ difficult
task. Many of these disadvantaged groups have become
";nvisible" to us through long neglect, such as women,
minority groups and ethnics in most countries, until recently.
Even when these neglected groups have been pressed on our
consciousnesses, we have often failed fo go beyond étereotypeS'
and have imposed on them Qhat we thought was good for them.

There is yet another problem: the costs that the‘poor
and the disadvantaged may have to pay for their very

participation in the programs. We know now that those who

134



125

already have enough can get more, more easily; but those who
have next to nothing, find it difficult to avail of what
little is offered to them. Often they have been neglected
as laggards. When reached, we do not understand the
opportunit, costs they have to pay to avail of the services
offered to them.

¢
Working with women. Women have, of course, now been

discovered almost everywhere in the world by development
workers, but that does not mean that we have reallyzlearned
to work with them.

We still keep on looking at women and their needs
in stercotypical ways. We design programs based on what
interests we think women should have, rather than on the
interesfs they do have. Typically, we conceive of the
women's future inside the home. When we do think of women's
economic contributions, we lump all women's work under the
so-called "informal sector" and even actively 1egislaté to
work the informal sector out of existence in favor af the
so~-called modern sector. We leave women to low salaries at

low productivity, and give them no capital for investment,

all because they are in the informal sector.

Participation and institutionalization
We have indicated often before, that an important part
of programming in the post-literacy stages is the task of
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designing delivery aystems. In other worda, we have to learn
ta dosign orqganizations and "o build institutions. We have
included a full chhnica;yAppcndix on the gubject in this
manual. | 4

However, we have to ensure that institutionalization
at the community level does not abolish local initiative; and
that mobilization of community does not become regimentation.

It is a well-known fact that institutionalization and
participatibn do not always go together; they are not
naturally congenial and one has to work to make the two
harmonize. Some sociologists recently have talked of the

concept of mediating institutions to serve as buffers between

the centralized bureaucracies of the State and the local,

and often powerless, communities. Designing such mediéting
institutions will be a challenge that literacy wo;kers planning
programs in the post-literacy stages must meet.

Finally, we have to déal with the question of strategic
choice of delivery systems for implementing programs in the
post-literacy stages. While the availability of alternatives
is generally a good thing to work toward, we must put
available scarce resources into delivery mechanisms that
avoid duplication and contribute to integrative planning and
delivery of services.

Two popular mechanisms for delivery of post-literacy
programs have been (a) the folk high school (and its different

variations), and (b) the polyvalent center. Short notes on
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~these two institutional mechanisms have'béen included in

the Technical Appendices. Also included in the Technical

@ ,

u . /
)/ = = ,/ =
"Appendices is a’'note on "Learning Resources Centers (LRC's)"
M / . L
which, we suggest, can serve as a parsimoneous institution:

in the urban areaé, the LRC will‘become a‘polyvalent”center

and in the/fural areas it will become‘a folk high school.

Things to do or think about |

1. 'Amondxfhe populations that you seek to serve,iare there

. some groups that you will describe as.sevgreiy disadvantagéd?
What kinds of programs énd burricula have been or are in the
process of being plannéd for such groups to serve their
post-literacy needs? : :

.2. How do you ensure that the women's point of vié@ is
represented in-your program and curriculum design at various
levelsg from the national to the local?

3. Who are some women leaders of national staﬁﬁre in your
country? Have théy done an éffective job of :bjecting

women's needs to the policy makeré? What hag been their .
substantive contributions in termé of resu%{s obtained?

4. What opportunities are available for gérﬁicipaE&%n by
local communities in_the planning of proq;ams and curricula
in the post-literacy stages. .Has therefbeen an attempt to
build government—peOplé collaborat}on iﬁto the institutional

mechanisms themselves? How? ;
5. Do you have centers,.institutions’' or other mechanisms

|
|
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which under different names serve the functions proposed to
be served by the Learning Resources Centers (LRF'S)?

6. Evaluate the concept of Polyvalent Centers ;nd evalusate
its bossible contrib&tion in your particulér settings;

7. What has been the experience of your country with the folk

high school idea? What is its future? . ' o

Readings and references

Irene Tinker and Michele Bo Bramsen (Eds.), Women and
World Development. Overseas Development Council, New York,
1976. '

. Ester Boserup, Women's Role in Economic Development.
New York: St. Martin's Press, 1970.

7. Evaluation in the post-literacy stages
General problems of evaluatinglfunctionai literacy
programs have been discussed in a recent monograph,

Evaluating Functional Literacy, by H. S. Bhola. This

.monograph has‘also diSCUSSEdAGPPrOGCheé and techniques for
operationalizing evaluation within a functiongl literacy
program,ldeveloping appfopriate evaluation»agéndas, designing
‘evaluation studies, writing and testing instruments of data
collection and data analysis.

Special problems of curriculum evaluation -were also

discussed in a Shdrtichapter in another monograph by the

author, namely, Curricuium Development for Functional Literacy

and Nonformal Education Programs. Ih this section, we will

define the focus further yet and present some introductory
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notes aon the probllems and challenges of evaluation in the
post-litepacy stagegs. Acquaintance on the part of readers
with the two monographs quoted aone is assumed.

In this section, we will attempt, essentiélly, to do
fhe"following:
a). Develop a set of typital evaluation needs in the
post-literacy stages;
b) Discuss some general abprbaches to the evaluation of
pfo§raﬁs and cufricula in the post-literacy stages; and
refer to some evaluafion techniques oflspecial rélevance,to

conducting evaluation in the post-literacy stages.

Evaluation needs in the post-literacy stages

As indeed it has to be, evaluation needs in the
post-literacy stages arise from the need for feedback.
Feedback may be required at various levels of the program

>

and on various parts of the program. To evaluate a Egégl
program for the posf—literacy stages will be ;ike eValuaE;hg
the perforhénce of drums and flutgs and all other

instruments; of the orchestra as a whole; of the conductor;

of the music made; the acoustics of the hall; of the people

who came td listen; and tﬁe éociety which allowed the'emergence
of such music,‘such halls, such consumption of culture by

such a group of people.

Those planning_and implementing'post—literacy‘programs

and curricula may thus want to know:
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1. Whether they had hit upon the real needs of potential
clients of the post-literacy programs within the Frameﬁork'
-of national agendas?

2. .Whethéf'théy had developed the right programs (curricula
and delivery systems) to meet those needs?

3. Whether the programs offered wefe effectively designed
and the'instructional materiéls were effectively produced?
4; Whether the right people wefe making use of the programs
and curricula offered?

5. Whether the programs énd curricﬁla were having the right
impact on the lives of the participants and on the society,
in general?

6. Whether the programs had gone fhrgpgh a displacement of
goais; or any unanticipaled consedueﬁces on the lives of

participants or the society had resulted? N

General evaluation approaches and techn;gué§

The’basic overall dbjectiVesyoF prog;Qms,and curgicula
in the post-literacy stages are to enable éeob@e; (a) to
retain their literacy skills; (b).to learh:mor;\by reading,
listening and viewing; and (c) to apply whét the; have
learned invtheir déily lives. This means that citizens
become indépendeng learners and that they also becpme actiQé
.particpants in thé transformation o% their own milieu leading

to the development of their societies.

The task Will be most complex and, as we have indicatd,
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will involve a muﬂtiplicity‘of programs and projects, and
perspectives of function and time. The evaluation of these
. \ | |

tasks will be equ@lly difficult. We can, for example,
— evaluate the immedgate impact of each individual program on

participants. But we may also want to study the delayed

impact which wWill be much more difficult. Indirect and

unanticipated consequences may often be beyond our resources
~and sometimes even beyond our understandiﬁg. We may, for ™
instaﬁbe, be unable to say much about how different programs
act s?nergetically to change participants; We have not
always been able to know what-éocial linkages exist in a
community and how those could be energized or éomplemented.
Also cause-and—effect.relationships between program
participation, internalization of learning, acquisitioﬁ of
new self—concepts, and éoqial and structural>changes are ﬁot
always easy to-establish,

The tabulation below should give us an idea of the

variety of evaluation needs in the post-literacy stages and

how these evaluation needs/might be studied:

_Evaluation Topic or Interest . Approaches or techniques
Status of needs ' Nrreds assessments
Number of 1literates, ' Surveys

.illitefates, and relapsed
illiterates
The expressed needs of new

literates
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Program design evaluation

Program utilization
Utilization ratios

Unit costs

Impact on individuals
Aspirations
Satisfactions

Modernity

Use of skills for
interventions in the

milieu

Rolé and institutional
anélysis
Role design
Role performance

Institutional studies

Things to do or think about )
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Peer review or expert review
Surveys

Cost/effectiveness analyses
In-depth case studies

Interviews and content

analysis of interviews

Tracer studies

Secondary data analysis

Naturalistic studies

Field studies

Policy studies

1. What program or project of post-literacy stages has been

systematically evaluated in your country programs? What

were the results? How were the evaluation fesults obtained

actually used in the ensuring planning process?
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2. MWhat, to your mind, is the most promising evaluation
qUes£ion in the area of pdst—literacy programs in your
country that deserves to be studied urgently? How do you
think should this particular eQaluation question be studied?
3. It is often asserted that in the post-literacy stages
(a) instructional materials and curricula are evaluated more
often than the planning process and the delivery systems
themselves; and (b)xachievement of individual adults are
studied more often than broad impacts on the lives of
communities? Is this true? Is there an explanation for

these conditions to prevail?

Readings and refernces

Unesco/UNDP, The Experimental World Literacy Programme:

A Critical Assessment. Paris: The Unesco Press, 1976.

-Includes, as thé title suggests, a critical assessment
of the Unesco/UNDP Exberimental World Literacy Prqgramme
(1967-73) under which functionalnliteracy projects were-
implemented in eleven different countries.

H. S. Bhola, Evaluating Functional Literacy.

Amersham, U.K.: Hulton Educational Publications (in
Cooperation with the Internatione) Institute for Adult

Literacy Methods, Teharan, Iran), 1979.

Carol H. WEiss, Evaluating Action Programs: Readings

in Social Action and Education. Boston: Allyn and Bacon
Inc., 1972.

A book of readings on the theory, politics and
methodology of the evaluation of educational and social programs

Eugene J. Webb and others, Unobstrusive Measures:
Nonreactive Research in Social Sciences. Chicago: Rand

McNally, 1966.
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An excellent monograph on approaches to observaticns -

and measurement particularly suited to holistic and

naturalistic methoéologies of evaluation.

W. J. Filstead, Qualitative Methodology. Chicago:
Markham, 1970,

Ole R. Holsti, Content Analysis for the Social
Sciences and Humanities. Reading, Mass.: Addison-Wesley"

Publishing Co., 1969.
An introduction ahd“guide to content analysis as an_
approach Lo documentary research and evaluation.:

Budd L. Hall, "Participétory Research: _An Approach

.for Change,! Convergence (Journal of the Intzrnafional

Council for Adult Education), Vol. VIII, No. 2, 1975.

Yusuf 0. Kassam, Illiterate No More: The Voices of

New Literates from Tanzania. Dar-Es-~Salaam: Tanzania
Publishing House, 1979. '

A small 60-page booklet contains Eranslated and
sligﬁfly edited transcripts of conversétionS'with eight new
literates in Tanzania. it is a good example of how much a
literacy worker could learn abgut program impact on the
lives of people by merely.listening to people.

8. Training of: personnel for planning and
implementation of post-literacy programs

As we have indicated earlier, prograh and curriculum
design, is an activity undertaken collaboratiQely by a group
of people working at various levels of the system Qho together
constitute therpianning sub-culture. ' For each to play his
parﬁ effectiVeiykgdifFe£ent memberg of the program and

curriculum planning culture need to be trained for their jobs.
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The variety of hanpower required for planning and
conducting post-literacy programs is hugé. Firéf, of'dpﬁfée,ﬂf,
we need the plannérs who have;the planning-skills as y;ll ,“

"as the synopic view of the needs and requirements ofgﬁhe;afeax
called post—literacy prograﬁs. Then we ﬁill need a whbie;?z
array of trained manpowér in tﬁe substantive fields éqéﬁ és‘
for: .

.. Writing books for new literates
.. Planning and publishing rural newébapefs
.. Organizing rural libraries o

.. Writing self-instructional materials for cbffespondence

courses -

.. Producing radio broadcasts.

.. Monitoring radio and discgssioh_fdrums

.. Teaching film apprpciqtibn andgthUsLbe‘able to conduct
film forums N

Again, we néed;

.. Specialists in;r&fql»@rama-and.dther fblk media to be
able to conduet’pfbgféms in that area -
.. Teacheps 0F science and technology to be able to teach
anq explgin‘intermediate Eechnology
.. People who han organizé’programs linking literacy with
income gtneratioh; or literacy with political participation
.. Health educators andlfamily planning specialists who can
iﬁtegrate'their materiais with the teaching of literacy

.. Animators
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Researchers and investigators who can conduct needs
assessments and can argue for particular program initiatives
-. Media specialists who can design non-projected visual aids
and taped pfesentafions
.o Manégers of Learning.Resource Centers and Polyvalent
Centers |
Curriculum development specialists who can design
curricula to order, to fit the,evér—changing néeds of
various groups of people. |
We have provided this list to give the plannérs of
post-literacy progréms a sense of the task that awaits us.
We do not have to wait for the people to be Lraiﬁed before
anything can be done. The work must begin; But we should

improve the system as we move. .

Some approaches to training

It is impossible to suggest specific.training approaches
for a training program which is as diverse as the one sketched
above. The following general suggestions are made for local
adaptiation and bossible use:

1. Policy makers will do well to devise a five (or even a
ten) year training plan that anticipates training needs over
the years and can plan for fulfilling those needs.

2. The training should be predominantly in-service traiiing.
Pre—servicé training of long durations should be avoided.

3. As far as possible, training should be located inside the

country or in a neighboring country with similar socio-economic
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settings. Unless there are clear and defensible reasons to
send‘peopie abroad to America, Europe, or Asia training
shduld be conducted ir the home counfry.

4. Training should use local resource persons, if at all
possible. One should not be looking for a team of UN |
researchers or broadcasters if such a team can be built %rom
the local univeréity or the national broadcasting service.
Certainly, local talent musf be used as part of faculty
resources to conduct training evern where outside resources
must be used.

5. Traiﬁing should be practical, providing opportunities to
do sométhing with what is learned. Goqd use should be made
of .understudies and internships. Due attention should be
paid to the case study approach.

6. Since in many sectors, no standardized body of methods

or procédures may have,eme%ged, both "teachers" and "students"
will be.léarning. Therefore, training should be participativély
designed andgparticipatiyelybconducted. In other words,
instruqﬁbrs and trainees should be able to exchange roles and
must collaboraté_in planning and instruction at the training
sessions.

7. Training should not be seen as a single-shot affair,

o
0

development }n a particular sector. There should be ¢~

but should be seen as a long-term opportunity for m?onwer

continuity and reinforcement.
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Things to do or think about

1. What are your most urgent training needs in the area of
program and curriculum planning in the post-literacylstages?
2. What specialized training institurions have been
established in your aountry to fulfill the,development
training needs of your interest? |

37 What kinds ofvtraining needs in regard to post-literacy
manpower can be fulfilled within the formal setting of the
uaiversity? |

4, Have you participated in or read about the Unesco
approach to Dperational Seminars? What, to your mind, are
the strong and weak points of this approach?

5. Are YOU aware of the workshop techniques for training
and productian utiliged inside the Tanzanian EWLP, especially
for primer writing and book production? What would you
consider its advantages and disadvantages?

6. Evaluate the present workshop in terms of itshfraining
strategy. What do you think, particularly, of its approach
of participative planning based on a negotiation of needs

as seen by different individuals and interests attending the

workshop?

Readings and references |

S. Thiagarajan, Programmed Instruction for Literacy
Workers, Amersham, U.K.: Hulton Educational Publications,
1976.

The NFE Exchange (Iésué 14-1978/4), ‘'Institute for
International S’ udies in Education, Michigan State University,
East Lansing, Michigan.
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Kamla Bhasin, Participatory Training for Developmert.
(Available from The Office of the Coordinator, Freedom from
Hunger Campaign, FAD, Rome), 1977. :
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APPENDIX A

POST-LITERACY ACTIVITIES IN TANZANIA

The following is a reproduction from an undated
document picked up by the author in an international conference
on literacy in 1978. It is included here to indicate how the
Tanzanians define the scope of their "post-literécy programs"
~and to demonstrate the variety of programs that do exist in

Tanzania.
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| .
POST-LITERACY ACTIVITIES IN TANZANIA ‘

o ]
Adult education and adult literacy form part of the *

main strategies for the national development goals. The
national policy is that development shoula start from the
rural areas since the majority of the p0pula£i0n live there.
By“l975, the national literacy campaign indicated that about
2.0 million adults had become literate. The prdjéctions>are
that this figure would have risén to over 4:0 million by .
1980. These figufes do not take into account those persons
who had gone through the formal system of education but who -
fgr various reasons had relapsed into illiterapy. - The rural
population has no access to urban fécilities, which, at any
rate, are still limited in scope even to meet the demands of
the urban populations.

The eradication of illiteracy requires methods énd
ébproaches to check the relapse into i'literacy, particularly
of the new literates. The literacy and aduft education as
development factors are operating in an illiterate environment.
Hence, the need to create a litératg environment, and
facilities for the provision of life-long functional
education.

The following are the post-literacy activities,’
briefly described, that have been developed by the Project
andftae Ministry of Natioéal Education to provide a literate

envirpnment:
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(1) Rural Libraries

since 1969, the Project has been experimenting with
rand setting up ¥ural libraries in the éxperimental Lake Zone
districts. By 1974, 120 rural libraries had been set up.
With UNESCO/NORAD assistance, the Projeqt has now been able
to establish 450 libraries, one for each Ward, in all the 18.
districts of the four Lake Regioﬁs. (A ward is the 1owest’
governmental admihistrative unit, with a population of 6-10
thousand persons.)
| m“ The ward library is expected to be stocked with/ébout
1,000 vpluﬁes. It is run by a trained rural librarian on a
voluntary basis. The rural librarian is provided with a
’biéycle and a book box or bag for pirculating the books in
the villages!and literacy centres. In tHe villages and
literacy cengres the books are looked after by literacy centre
“supervisors abd-literacy‘teache:s. Each libréry is expected
to have a librérf discussion group.

The exp%rience gained through the experiment in the
Lake Regions ha%ienab;ed the government to embark on an
expansion progrémme ?9 establishing rurél libraries in eaéﬁ\\
ward all over mainland Tanzania. These libraries are, however, -
still in the iniéiai stages. The goVérnment intends to
'enable them to reach thé sophisticated level as tﬁat obtaining

in the four Lake Regions. The ultimate goal is to establish

permanent libraries in all the villages in Tanzania.
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(2) The Rural Radio Education Programme

Ihe government has distributed over 6,600 radiolsets,
S50 far,yon average 60 radio sets per district. There are 95
districts in Mainland Tanzania. The purpose of the programme
is to establish a network of radio forums in the. rural areas.

| The radio education programme broadcasts include.
components for ordinary literacy classes and post—literaby
groups as well as in-service training for literacy teachers
and supervisors of adult education activitiés including rural
1ibrariaps.

The scripts for this programme are fed back to the
Materials and Book Production Department of the Literacy
Pfojéct for the production of sﬁpplementary and fcllow-up
reading mateéials to be used in the rural libraries. The
scripts are aléq fed back for the‘production of.tﬁe rural
newspapers .

A unique feature of the radioquucation programme is
the built-in feedback system for évalu;t{?n purposes and for
future programme building. The feedback éygtem éngbles the
.progfammers to build programmes according toﬁt&e—ne&ds—gﬁ—____
" the target population; The issues, problems ana\qggstions A

raised by the target population, thfoUgh the feedbagﬁ\§ystem,
form the basis upon which to write suppiementary and fo£i5w<yp

reading materials for the rural libraries and in the

production of the rural newspapers.>
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The Radio Education Programme, with its base at
Literacy Project, Mwanza, has been in action since 1974.
Programmes for broadcasting:- |

(i) Kisomo kwa Redio (Learning by Radio) (twice a week)
(ii) Mwalimu wa Walimu (Teacher of Teachers: for literacy
teachers) (twice a week) i

(iii) Jiendeleze (For post literacy groups) (once a week)

(3) The Rural Newspaper Programme

Between 1969 and 1974, efforts were made by the Project
to publish a monthly mimeographed rural newspaper for each
of the four pilot areas. 1In 1974, with assistance from
UNESCO/NORAD, a monthly printed rural newspaper was
established. This covers the four Lake Regions: a single
issue for all the four Regions. Forty-five thousand copies
are printed monthly. All rural libraries post-literacy
classes and literacy classes receive one coby of each issue,
each n>nth. The rest are sold at 10 cents per copy to the
semi-literate and literate population in the villages.

' The experience gained, after running the rural
A,_QQKQQQQQQLEEEQFémme for three years in the Lake Regions, has
motivated the government to plan for the expansion of the
programme into five more zones. (Zones are adhinistrative
areas comprising of three or more Regions). fhe ultimate
goal is that eventually there should be Qard newspapers,
that each household should be able to obtain a copy of the

newspaper, fortnightly at least.
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(4) The Rural Construction Programme

Rural Construction groups have been formed comprising
of literates and semi-literates. These groups are intended
as focal training centres for the villagers in carpentry,
house building, tin-smithery, housecraft, etc. The aim of
this programme is not to provide for future paid employment,
but rather to provide knowledge and skills that will enable
villagers to meet local needs. The development of small
scale industries 1is being(encouraged through this programme.
These groups have been established in each division all
over mainland Tanzania. There are ove 400 divisions in

Tanzania.

(5) The Home Economics/Home Life Programme

As already seen under the list of literacy programmes,
Home Econoqics forms part of the teaching programmes. Seen
within thé confext of functional literacy concept, women
programmes play an essential role in rural development.
Women are encouraged to form groups in which they can lea?n,
hthrough practical skills, better home management. The Home
Economics programme . therefore, operating aiong similar

conceptual lines as outlined under (4) above.

(6) VSpecial Agricultural Orienfed Projects

In order to enhance and to strengthen the implementatim
‘of functional literacy and functional education in the area-
of agficulture, it has been necessary to establish, in each

division all over the country, agricultural oriented projects,
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with a particular emphasis on training the villagers
modern agricultural practices according to the local
environment and situations.

(7) The Production of Supplementary and Follow-Up

Materials

In order to speed up the provision for suitable
reading materials for the new literates and rural adults
as well as development oriented materials, a central permanent
Writers' Workshop, based at the Literacy Project, Mwanza, has
been in existence since 1969. Similar workshops have been
established in each region to cater for local needs. There
are twenty regiens in mainland Tanzania.

(8) Folk Development Colleges

The government has established 37 such colleges. The
ultimate goal is to have one college in each of the 95
districts., It is expected that villagers selected by
their communities will attend residential courses to acquire
information, knowledge and skills for introduction, adoption

and application on their return to their villages.

(9) Correspondence Education

Persons who have graduated from literacy classes, and
others, are encouraged to pursue correspondence education
provided by the Institute of Adult Education, Dar es Salaam.

(10) The Post-Literacy Programme

All the new literates are expected to participate in

all the programmes mentioned so far (1-9), including the rural
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s
libraries, wherever these are available in the local areas;
However, it is believed tha. some of the individual new
literates might not have access to some of these facilities.
For example,’not all the new literates will have access to
the radio .forums since the provided radio sets are still
limited for the time being. Thus, an overall remedy has been
to establish a "post-literacy groups programme" with a
provided curriculum.

The mode of functioning of these groups is based on
the concept of group discussion. The cufriculum is flexible
enough in such a way that individual groups will have to

determine and decide on the type of learning.
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APPENDIX B
PRELIMINARY REPORT OF THE NATIONAL BOARD OF ADULT
EDUCATION'S COMMITTEE ON POST-LITERACY AND
FOLLOW-UP PROGRAMMES
The document that follows is an ekample of th Iﬁdia,f

in the midst of its massive literacy campaign that forms
part of its more comprehens;ve National Adult Educatidn;
Program (NAEP), is defining its problems of post—lifefécy;
and what approaches and strategies it is planning to‘use to

provide services to adults in the post—literacy{sfages.



Prolimingry report of the Egtibng;
Board of Adult Edugation's Committec on x
Pogt-Litoracy apd ggl;ow-ug Programmes 149

(1) hAppointment of the Committee apnd its meectings. On
the advice of the National Board of Adult Bducation, the-

Union Education Minister appointed a Committeo on Post-
Literacy and Follow-Up Programmes under the Chairmanship
of Shri J.P. Naik, The namos of othor members of the
Committeo aro sivon in Anncx 1, The Committee informally
invited a number of other persons for discussions, a list
of nanes of such persons is given in Annex 2, Tho
Conmitteo had three meetings, on 19.%,1979, 17.4.1979

and 30.5.1979. At ‘the instance ofthe Committee an
unstructured Seminar on Past-Litoracy and Follow-Up
Programmes in NABP was held in New Delhi on April 16~

17, 1979. A1l the mombers ofthe Committee also
sarticipated in the Seninar. :

(2) Decision regarding report, The Committee has been
conscious of the rather limitod experience in this
spher: in India. Among the persons specially invited
to oarticipate in the meetings of the Committec were
persons with significant experiences in this field, .
as well as persons who had observed such programmes
in other countries, particularly in Tangzania, Thailand
and Vietnam, The Committee Lias also been conscious
that while therc are a number of studies on matters
connected with commmmmication hnd retention of
literacy, thorough studies having a diroet bearing

on the orgrnisational aspects of post-literacy and
follow-up programmes are lacking. The Committee has,
thercfore, requested the Director of the Directorate
of Adult Bducstion, Ministry of Education, to take
up relevant studies. Meanwhile, the Committee has
noted that in several parts ofthe country adult
esducation programmes of about 10 months duration have
concluded, or are soon to conclude, Therefore, it

is essontial that the Statc Governmonts and the
various implemontation agenoies should have

access to well=considered recommendations rogarding
the dosign and arrangemonts for post-literacy and
follow-up programmes, The Committoe, thereforc,
docided to make this interim report without

waiting for the final report.

(3) fThe Approach. Neglect ofpost-literacy and
follow-up programnes can be perilous, The past
experiances in our country show that although
awarencss regarding the importanco of such
progranmes was not lacking, they were seldon.
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sygtematically organised, This_has,bpon onc of theo
most important roasons for the rathor limited impact 150
of : tho programnics takcen up in the past., 'heso
programes, thercfore, should be given as much
importance as the regular adult-ocducation activity
itsclf, " Since NABP oncompasscs post-litoracy and
follow-up progranmes also, the assumptions and
Objectivos of LAEP must apply to these programmes
as much as theg do the regular 10 month programmes.
Thercefore, while programmecs for reinforcenent of
literacy and nuimcracy skills shall have to be
organised, cqual inmportance should be given to
programmes of fyactional dovelopmont and of
re-inforcing and concretising awarenoss built during
tho regular phase, It is also important that thcsc
vrogranmes should be closely linked with the various
schemes of socio-ccononic development. While it nay
not be proper to exlude any section_ which wighes to
co-tinue education, the cmphasis should be on persons
who have compteted adult education courses or who
have had aducation upto prinmary level, In the past
the public library sgysteo has mainly served the
comparatively well-off scctions of socicty and this
trend will have to be effectively countered. Besides,
pessons belonging to Scheduled Castes and Scheduled
Tribes and Yonmen suffer fron handicaps in ayailing
of post-litecracy and follow-up services and special
arrangenents shall have to be made for them,

(4) Communication choiceg., The post-literacy wnd
follow-up progranies in the past, rare though they
werc, had tended to get co fined to postglitgnacy and
public library typc of activities. Although thesc
activitics would continue to be important, the
various other ncans of communication nust also be
harnessed for crecati~n of a dynamic lcarning
environment, Therefore, in addition to the
printed word, cophasis oust also be laid on other
available moans 1like (i) traditional and folk
forns of communication - such as puppetry, folk
theatre, katha; (ii) sophisticated technological
ncdia - including radio, TV, films, slides; and
(iii) group discussions and other means of group
action - which nay include sports and gancs, village
planning, social service activities for improvenent
of thc environment ctc.. The Committec feels the
need to study the-various aspects of these three -
connunicatio.i chouices in nmuch greater detail than
has been pogsible sofar, Hence , without under-
cstinating the inportance of these means

o3/~
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of comuunication and learning, the presont reoomrione 151
dations give some details nainly in regard to tho '
A

use of the printed modia. p

(5) The printod medjg. It should be rocognisod that
the printed word has tho potentiality not only to
j agsist in rotention and uso of litoracy and
; nuperacy, it can also bocono the nodiunm for
functional dovelopncnt and of awareness building.,
| In conncction with the printed media, the following
spccific suggestions aro nados

LY
i

(a) In sovoral casos it may not be possiblo for
the loarnors to achiove golf-rcliance in
litoracy and numoracy during the rogular -,
progranno, Provision should, thorcforo, be/
nade for intermediate stago during which the
lcarncrg would continuc guidod study.

(v) Dircctornte of Adult Bducation and SRCs
should bo called upon to proparc lists of
suitablo materials for post-literacy progranmos,
Annotated biblaographios should bo publishod - - - ..
by tho Ministry of Bducatiocn and tho 8Stato '
Govornhionts in variovs ianguages for usc by
tho projoct agenclos.

(c) Various dOpartmonts which publish uxton81on
. naterial intended for use by noolitc:.ates
should be askod to review their existing
cxtonsion litorature and to bring out material
which is roally suitable forthe nooliteratos,.

(a) ¥hilo it is nocessary to provide appropriato
‘incontives to writorspnd publishers to
create relovant matorials for this progrannme,
enphasis should bo laid on stinulation of
crecative oncrgios in distriets, citics,
blocks and villeges, Journals and wall-papors
brought out for nod-literatos should also
havo locadl rclovanco,

N

(e) Popular movenonts need to be goncrated for
popul arigation of science, for involyenment
of crcative writers and for nobilisatlion of
Jocal effort for ostablishment of libyaries. -
There is much to learn from Kerala in' this
behalf,

(6) - .Guidelincg, . s ossontial to provido
guidelines for matoricis to be usod for post-
literacy and follow-up programes. The principlos

- o /-
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onghrinued in the Proanmble oftho Conatitution should
bo troatod as the basic guidclincs regarding suitae
bility of matcrials. 1In addition, aroas of national
concern night be identified, somo of then boing:

152

(a) national and socinl inngfdfidh
whilc rospocting diversity;

(b) .. respect for all religious and fosturing of
“tho common cultural horitago.;

(e) “donocracy, frcedon patriotisn and solf-roliance;

(a) f cquality of opportunity and status, and
- freedom fron oxploitation;

(¢) ' inculcation of sciontific tenper and figh' |
against blind bolicf and superstition;
(£) protectior of %the rights of children,and
- obscrvaiece of snmall family norm; and
-
(g) cnvironmontal consorvation and cnrichment,

Tho Natio.al Board of <dult Bducation should 1ny down
guidelines and e convention shculd bo established so
that all Statc Governnmonts/UT Adnministrations also
.accopt thems While it would not be advisable to
prescribe or proscribe any natetrial s, any activity,
including printed materials, which nilitatc egainst
the guidelines should be discouraged,

(1) Organisationagsé;stom. The objPctives of NARP
would not be fu'.illecd unlcsgs learning environment
isgrcated and opportunitics are providod for overy
individusl to progress for optimum realisation of
his potentiality.. . It would not be possible to
proceced inthis directidon without involvement of

the conmunity ir the programme from tho vary
beginning, so that a time should soon conc¢ when
properly organiced groups in the cormpunity take
over the respousibility for activitics of
continuing education and group action for community
d.velopnent. he Committes feelsithat attention
also needs to be repecatedly -drawn to the fact

that unless conscious efforts are made to gear the
delivery systen forthen woncn, pcrsons belonging
to Schedulcd Castes and other weaker sceticns of

\ — : \‘ v, f
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comnunity nay continuo to suffor fron doprivations
in this rogard, Thereforc, tho rosponsibility for
organisation of post-litoracy and follow~up progromnos
should rost with thc agoncy rosponsiblo for tho
rogular adult oducation activitios. 411 sigoablo
projeota, say of 100 centros, should bo providod

for thie purposo a post of Assistant Projcct Officor
in thc socond yoar. In organisation of thoso
activitios, involvement of a number of other
agoncios would bo nccoessary, inkluding tho local
bodics, the developoent departnonts, tho formal
school systen, thc various tochnical and vocational
trainings ostablishnonts vtc., Students in sccomdary
classcs and in insgtitutions of higher oducati:n
could also substantially contribute to orgnnisation
of post-litcracy and follow-up activities.

(8) Operaticnal models and financial arrangononts.

It would not bo rcalistic to indicatce a comnon
gsystcn of post-litoracy and follow-up programmes
for ell1 parts cfthe country. The Committco has,
therefore, developced a varicty of feasible
opcrational nodels for organisation of post-literacy
and follow-up programics, It is necossary to
cophasis that nonc of thesouodels are intended

to conf . ne their activitios only to rcading and
writing, but arc onvisagcd as unitd for organisation
of composi.o programmes. The Compittec is concious
that the modcls it has developed aro not cntircly
satisfactory and that it shutid be possible to
improve thesc models on the basis of cxperioncc.
It also .roconncnds that the various inplcmontation
agencics should be onabled to design and try cut
other models also. Six possiblc nodels for
organisation of post-literacy and follow-up
progranmes aro attached as anncx 3-8. In the
podels given at Anncx 3, 4 %5. , .a projoct of

100 AE ccntros is nssuned - in Annex 3 & 4 there

is furthcr assunptfon that tho 100 AE centrcs
would bc run in 65 v.1llages, The courscs;
described in model IV (Anncx 6) should be/
crganised in addition to the activitios

roferrcd to in nodel I to III (Anncx 3, 4 & 5).

sdoovw
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Modol I Village Continuing Mdugntion Contrcg
L.~ Cost_ut_the Projoct Loval
1iee. : Rocurring ~ Nom-
~ rogurring

(1) Pay of A.P.O.(CB) © .
RB-GOO/" PoMo 7f200

(ii) Initial purchasc of
books (2000 @ Rs.2/~ " 4,000
por book)

(4ii) Roplaccnmont of books
and purchaso of 2,000
periodicals

(iv) Purchasq of two almirahs 1,000

(v) Contingonciee including
TA of APO(CR) 2,800 . .

Totals 12,000 5,000

- II, Cost _at tho village lcvol

(1) Bquipnent (including 100
q
trunk) .

(ii) Bocks (100 © Rs.2/-
per book) 200

(iii) Payment to staff @
Rs,20/~ P.M. 240

(iv) Replacenoent of books and
purchasc of periodicals 200

(v) Contingencice including

kerosenc oil etc, ___160____ o
/ * .
Total: 600 300
Cost for 65 villages 39,000 19,500
III. Total cost of thec projcet 51;200 24,500
Q o .1(34
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Model II ~ Mobilc library emd continuing education units

e

I.  Cost at the Projedt level

4

ANNEX 4

155

Item =« Recurring None-
‘ recurring
(i) Pay of A.P.0. (CE) -
() k.600/- PiM. . 14200
(ii) InitIal purchasc of books A
(2000 @ Rs.2/- per book) 4,000
(iii) Reﬁihccmcnt of books and .
. purchasc of periodicals 2,000
(iv) Puxrchase of two Almirahs 1,000
(v) Contingencics including
T.4, of 4PO(CZ) 2,800
TOTAL: 12,000 _____ 5,000
II. Cost of the Mobilc Units
- Cost per mobile Unit N
(i) Purchase of one bicycle 450
{ii) Purchase of container
carrier on cycle 50
(iii) Purchase of onc almirah 500
(iv) Pay of Continuing .
Education Worker @ =~ 3,600
Rs.300/-P.M. (all 1ncluSive)
(v) Purchase of books (1000
@ Rs.2/- per book 2,000
\
(vi) Replaccment of books and .
purchase of periodicals - 1,000
(vii) Repair & Maintcnance :
' of bicycle 100
(viii) Contingencies BQO /
TOTAL 5,000 3,000
Cost of 7 Mobile Units 35,000 21,000
/
III. Total cost of the project 47,200 26,000

G 485
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Model III  Continuing education at AE Centres . :
'I. Cost at the Project Level .. . L o "%56
‘ Item | e Recurring Non= ~
e e I recurring

( In Rupecs“)

(i) Pay of A.P.0.(CE) @ .
Rs.600/-P.M. . 7,200
1 : : v

ii) Initial purchase of books '
(ii) Initial purecl f book |
(2000 ® Rs.2/-per book) . B - 4,000/
(iii) Replacement of books '
3 /
and purchase of
periodicals

2,000

-(iv)‘Purchasgtof two alnirahs/ . 1,000

(v) Contingeﬁcies including .
T.A. jof &.P.0.(@E) =/ - 2,800

s - wp ap

- TOPAL: 12,000 * ° . 5,000

' ~II. Cost at the AB Cenxc level

———

—

(i) P&ymént to staff @ /

Rs, 10/~ per month | 120
(ii) Purchase of trunk 2 / 50
(iii) Purchase of books \
(75 @ Rs.2/- per book) 150
(iv) Replacement of books Ve
- & purchase of journgls 100
) (v) Contingencies.v 'I \ 100
. || e e
| TOTAL; 320 : 200 __
| Cost of 100 Contres:32,000 20,000
IIT, Total cost of the project & _44,000 25,000

it
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Model IV Neod—based COntxnulng Bducation Cdurscs o
A, Coursc leadlnr tc Vth or VIIJth Class Certlflcate
(10 nonth duration)

157

Cost pgr coursec

(i) Payment to staff @ Rs,50/- - 500
por nonth

(ii) Teaching/learning material 250
Q Rs.107; per learner for ‘

25 leamers (assumlnr
supply .of froc text books)

(iii)’ Teachlng aids, charts etc. - 250

' - .~ TOTAL: 1,000
T _\—\

Cost of 5 courses 5,000

- . o - — -

B. Vocational/Bnvironmental/Fanily
Life Courses (Averaze duration

20 days)

.

‘(i) Honorarium to trainer ; 200

(ii) Teaching/learning material 100
and countingencics . [
TOTAL: __200 _

Cost of 10 courscs ‘ 3,000

Total cost of 5 courses of
A Type and 10 Courscs of B Type 8,000——— -

- 16'/
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~ Model V Follow=up activities through studenﬁs 158

Involvement of 50 N,S.S. students for 3 hours
a wveek for 40 wezeks, Bach student to cover
12 fanilies visiting each fanily twice a month, _

Iten of expenditure Recurring HNon-recurring

1. Purchase of 1,000 books
(6 Rs.2/- per book) 2,000

2. Replacement of books
and purchase of periodicals

etc, 2,000
3. Purchase of two Almirahs ,
for N.S.S. Headquarters 1,000
TOTAL: 2,000 3,000

beoi Lol AVALAD
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Model VI  Diversification of Bxisting Village Libraries
: assunkng that funds for library services 159

Iten

(ii)

alrcedy exist)

Organisation of 10
short duration funct-
ional training courscs
of one week duration on
an averagc, @ Rs.100/-
per coursec.

Sports & Recreational
activities

TOTAL:

Cost (rccurring)

(in' Rupeas) -

1,000



APPENDIX C

160

NO MORE SCHOOLS?

Seaview January 1280

primury schools throughout Sealand
are closing! School bells no longer ring.
On: visits to three isolated villages
during the past weck this reporter did
not sce one class in session. In
response ta my questions akout the
causc of this calamity, ! received
tolerant smiles from villagers und was
told time and again that “‘our concern
is not with schools, it is with tlic
cducation of our children.”

What has happened in Scaland is

revolution in education. Seven ycars

ago, budgets of these countries weve
strained simply to provide education
for onc-half of primary age children:
today, cven in remote villages, cssen-
tially all children are receiving primary
education. The concept that has
brought about this revolution is the
one voiced in my recent visits to
Scalard villages — “our cnncern is not
with schools, it is with the education
of our children.” A totally new system
of primary cducation has been bascd
upon this concept, and it represents
dramatic departure from the familiar
and traditional primary school classes
of my own youth.

How did this new system come
about? It started with the Southeast
Acian Ministers of Education Organiza-
tion (SEAMEQ), a cooperative cffort
on the part of cight countrics in
Southeast Asia to pool their resources
in an aitempt to solve pressing
educational problems common among
the countrics of the region. The
organization, in planning for the

Q uture, documented its planning under

ERIC

Aruitoxt provided by Eic:

the title of “Educational Development
Programmes for the 1970%s™, and a
high priority was assigned to the
development  of an effective and
economical delivery system for mass
primary cducation. The 1970's have
passed, and the *no school™ education
which | recently saw in  Scaland
villages is the outcome of SEAMEO's
far-sighted planning for the 1970’s.

Mon Lia Goes to ‘‘No School”’

Mon Lia is the 10-year old son of a
farmer in a village of Scalund. In
questioning  him, his parents, the
district education inspector and others
in the village 1 was able to picce
together the following picture of the
cducational revolution through the
eycs of those who are taking part.

Q: Mon Lia, what grade are you in?

Mon Lia: I don’t know.

Father: We don’t have grades or classes
any more. Mon Lia, tell him what
modules'you have completed. -

Mon Lia: In Language 1 have com-
pleted module 23, in Scicence
module 17, in Mathematics 15, in
Social Studies 12, and in Applied
Projects 28. .

Q: 1 don't quite understand. What is a
module?

Mon Lia: It is a lcarning unit that
usuaily takes me about a week to
finish.

"Q: s ita chapter in a textbook?

Mon Lia: No, 1 don't have any
textbooks. A module can be lots of
things. Most times it is a sclf-
instructional  booklet of about
twenly pages that | can do by

TN

mysclf. Of coursc, I do have to ask
somebody to help me sometimes,
Other times a modulc might ask me
to work with a shopkceper, or a
carpenter or cven the village head-
man. Oncce a bunch of us helped the
district health officer on a project
to drain water from some arcas to
get rid of mosquitos.

Why don't you use textbooks?
strict Inspector: We found that it
would be a lot cheaper to have
modules becausc we don’t nced so
many. For example, once Mon Lia
finishes a module he turns it in and
somcbody else can use it. Having a
textbook is like carrying around
twenty or thirty modules, even
though a child can only read one
chapter at a time. Mon Lia, let him
see your Science Module 18.
{Science module 18, as | examined
it, most certainly was not a
textbook. In the first place, the
pages were fairly thick — probably
some kind of plastic. | was told that
much money was saved because the
plastic pages allowed the module to
be rcused many times without
deterioration, It could cven be
cleaned up after being dropped in a
puddlie of water —boys will be
boys in any country. The content
of the module was in the national
fanguage and | couldn’t read it, but
it clearly was a lesson on the human
heort, and it included a number of
three-color pictures. There wasn’t
much of the usual textbook about
it. Obviously, it was some form ‘of
programmed instruction with places
for Mon Lia to answer and to check

BEST UBPY AVAmAmir
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his own pnsmecs Pretly sophisticn-
ted stwtt foa ten-ycarold.)

) Mon L, isn't a madule hke thes
difficult for you to do?

Mon Lt | have to work had, but |l
Know what to do and [ can ok fai
help if [ need to. [ had to lkearn to
read first and then T had to “learn
how to fearn™, that is. | had
Tearn how to use each module

Father. 1 never went to school, but |
know what Mon Lia should be
doing at any time. Even though |
don't always know what it is he is
learsng, 1 know the steps he is
suppe e to follow, Al the pareuts
m this village, thus, can hefp then
chililren on how to lern, We also
can Keep track of whot they me
duing e, becanse they e o
own children, we are responsible
for their progress. Mon Lia also is
tesponsible hecause w o beth know
that both he and our conntry -l
henclit Trom his learning,

0: Mon Lia. you said that you have
“learned how (o learn.”™ What o
vou mean? '

Mon Fin: rery time 1 opick up o new
medube, 1 listen to a cassetie tape
winle proviewing the modute 1 ean
Nsten to gt as many trmes iy 1w
tal Ty sure of what to do

O Aren’t cassette tapes cxpvnwc'.’

Inspector: There e twht
mespensive cassette players w the
vllape and each module has only
ene cassette, The two players are
necessaty inoGase one hreaks down
and has ta be repaired Thev are a
lat cheaper than a teacher,

0. Mon Lia. vou also said that vou
had to Jearn to read fist How did

do tat? Yan couldn’t have
learned from o maodule like this one
on the hurean heart.

Mon Lit: Fven betore lisnming to read,
I hgd 1o leatn to speak.

. 1 don quite understamd.

Meon Lig. Mast of the kilds here wrow
up speakane a ditterent dialect We
anly bnsw 4 tew words of the
ratiorgl language when we it
pranes education,

x Mo rd ving learn tes speak’!

Men Lias When 1 wgd about six years
b, 1 started Listenng to conmre
radio  pregrammes  which  taught
children how 4o understand e
nation:l lAngipe

Foavher; We have fonr or five tiansiston
radios 1y the villgge. Mach of the
tnte they are yéed by youuge
ehihlren m leaning mationgl Tangy.
age. theve are also  adult

ALl
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programmes which we listen to. !
have made several chomges it the
farm .t listening o anricnl g
pProgrnines.

O Mon Lig, s0 yon fewned to speak
onlv by hsiening o the radio?

Mon Lia No, bug the rgdic helped me
get staited. Some S to 10 atus had
a class in the main heuse of the
vilzee where we listened to special
cassette tapes, Same of the Kids
parents who spoke our ditleet also
helped s ont.

O: Did vou have a teacher?

Mon Lias Net really. Fhe same parents
helpad out™ some of the older kids
also helpetas,

O Phenyoube aned toaesd?

Mon Lia: Yoes. but we iyad to pass a
listening test {irst to make snre that
we knew enough to lgarn to read,

Q Who gave the test?

Mon Laa. The Tnstructional Supervisor
wis hete one day andogave it
Sametimes parents or older kids
pive i,

District Inspectof: The Instructional
Supervisor (1$) is the professional
whir mapages the whole primary
system heee The 1S for this village
also is fegponsible for two ather
vilages iy the district and makes
regular ronnes of the villages.

L wonld like to find et more abont

the 1S, Bt first, Mon Lia what
happens 16 yen don't pass the
ligtening, test?

Mon Lia.o They hind ot what we do
and don’t know. and pacents and
older kids couch s

Q: How toug did it take vou to learn
o speak and understand  the
natianal langaage?

Mon Lia: About leur months: it was
faitlv ensy. Some Kids Like one or
two vears beganse they weren 't able
(o learn it full time: they had to
hetp ther athers. v

Q OK‘ once you learned to spegk.
how did yeu leun to read?

Mon Lja: By programmed teaching
and by meduyles wlich | contdd take
home. .

O: What is programmed teachmg”  1s
it special method that your
teacher uses”

Mon tinv the person who taught yeu
was’t reolly 8 leadew it Wos a
marent who rad  graduated from
prtary school and cosld read.

(): Not a tegeher?

District Trspector: Mon Lig iy right.
The people who set as Lathets here
we nek gaduates of @ TTC. and
they enly have 2 pomalv eduwCg-

1P

‘ 16l
tion In this” village, for example,
three members of the coupmumity
have volunteered to work part-time
in the programmed teaching pro-
geamme for reading. They are paid
by the hour at a rate of about
one-third of what it would cost for
s %-ycher who had graduated from
the TTC. We give them fwo weeks
ol specialized . training i very
specific  techniques for teaching
reading. Two older children who
arc in approximately their last ycar
of primary cducation also have
hecome programmed  teachers, All
older children are required to spend
time in helpiny younger ones learn
different subjects. guite often by
individuat tutoring. This scheme has
been very sucees ful. Not only do
the vounger children leara quite
eftertively, but the older students
ate report that “they themselves
hoee lenrned a lot by teaching
others, Because these villages have
very littte money, the free time
given by older students in the
teaching  of the younger ones
represents real savings. Before we
had the new system, miy teaching
bad to be done by a qualified
teacher who was paid a regular
saly, and there was no way that
(his vittage could atford to pay a
full-time teacher. In several places
in my district military servicelnen
fullii some of the teaching aide
functions.

Q: Dwing all the time, that we have
been talking tod 1 have yet to
find out what tho school teachers
do.

Mon Lix: We don’t have any - just
some of the parents and older kids.

bistrict Inspector: Mon Lia is right.
Under the. yew system we don't
Wave tcachers and  classes and
texthooks in the samie way that we
used to, We simply cannot afford it,

0O: But 1 have scen same fairly
sophisticated instructional materials

fzuning  modules.  transistor
radios and cassette recorders. How
cint you afteud these things?

Distugt  Inspector: For the simple
regson  that we du oot gnve
teac hers. Traditionally, more than
&0 per cent of education costs have
been teacher costs  salaries, retire.
ment,  training, cte. The  most
tevolntiomry change made by the
SEAMFO  primay  edacation
systeny was ta climinate the use of
prefessional teachers who were tied
to the classtoom and to retrain
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District

soffice in a

there to hecome  Instructional
Supervisors. The usual sindeat-
teacher ratio in the past was 3, 1.
Qur present student  Instiuctional
Snpeivisor ratio is 200:1. The IS's
wake a much better salary  1hen
they did as teachers. but we il
have realized at least a four-fold
savings in teacher costs, The mency
we have saved in this way is used
for instructional  muaterials ol
various Kmds and to pay modest
shpends tolocat instructional aides
(community members with special
skills).

One other benelit of ihis new
scheme has been our ability to
retain good  187s in the il
communitics, We had o very
Hfcult thae in the  past in
attracting  and  keeping  goud

~teachers in the villages. The in-
creased responsibility . prestige and
income of 1873 seems to Lave plaved
a big part in making rural education
meore attractive to top people.

2 1 now have a fainly clearidea of the
kinds of Jeaming experiences which
chililren” sucht as Mon Lia have
under the new system. | also
understand to some extent liow the
community draws upon its own
resoriices  loo assist  in primary
cducation. But 1 am not clear
cxaetly what part the Totructional
Supervisor plays in all this.

Inspector:  Throughout my

district. each 1S has the responsibi-

litv for about 200 primary children.

In some of the larger towns (heré

are 1wo or three 187, For small

villages such as this one. however,
there s “only one -and he is

T responsible for two-other vitlapes as—-—

well,

In Loger towns, an 1S will have an
permanegnt - learning
‘certie. Here, however, the feaning
centre is Mabile, The 1S travelvina
small  van which is his mobile
learning centre,

I'he learning centre is the hub of
the primary cducation system. It
coutains the appropriate learning
atditles, the cassetic instriuctions
for “cach moedule, tests lor cach
maodule, instructional materials for
uce by progranmumed teachers el by
other Kinds of teaching aides. and
progress records of cach student.

Q: Mon Lia catlier mentioned that he

had to take a test on the national
lamgmage before e could begin ta
leomn 1o read. Does cach maoduale
have cucl o test”

District luspeetor: Yes, cach module

Q:

by yeverdt Kinds of tests. Fiist,
vihent a el seledts a new module
he takes @ veadiness test to snsur
that e has oIl the necessary
preiequisites to benefit from the
madule. The resnlits of a readiness
test may. at times, indicate that
child needs to take another module
first - er it may indicate that he
shonld complete a review module.
especiatlly if Tre hasn’t been able to
take any modules for a long time
because of illness or wolk on the
farm. Most modules of the self
instructional types also have quite o
bit of built-in sclf evaluation to

help a child monitor his own
p .

progress and be ready for the

post-test  when he  finishes  the

module. Successful completion of
the post-test itsell indicates that a
student has achieved the objective ,
ol the module and his achicvement
is entered on his record, one copy
of which is Kept by the Instruc-
tional Supervisor and  the other
copy is kept by the student so that
he can keep track of his own
progress. '

The system is very flexible since it
allows a student to take a post-test
cven il he hasn’t studied  the
module if he feels confident that

he can achieve the objectives of the

maodule.
What about adults, can they take
the post-tests? :

District Inspector: Of course, anvone

in this village can take any of the .
modules  or any  of the tests.
Primary cducation is no fespecter
of age. We used to worty about the

dropott-and wastage problemsaot— ——some—favotitism-was-shown.-But

more than we do now, and one
reason for that worry was that if o
child didn’t finish pritnary school

_by the time he was about 14 years

old we felt that the education
system had failed. We even designed
non-format systems to upgrade the
competencies  of  “over  age”
persons < and  non-fonmal  educa-
tion was kept faily sepaate from
primary schoot. What SEFAMEO) has
done in this new system is to
incorporate much of what  was
called  cither  “non-formal™ o
“community”  education o o
single  system ol achicving  the
educational objectives o primary

“cducation,

A person can progress  through
primary education at his ewn pace.
A number of childien now start

10
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~schoolatalater age, (We have found

Q:

District

Q.

that students who begin at an older
age  actually  progress  faster
providing some additions] savings
in our education! resources.) Many
students are working, usually on
their parents’ farms. At certain
periods during the year they do not
have time to kecp up their studics.
However, they usually don’t divp
out as they med to when they
would have bueen forced to repeata
grade on returning to school. Now
they: can ¢ e back and pick up
wherc they lelt ofT. pethaps starting
out with a review module to cover
previous wotk.

Whiat form are the tests in?
Supervisor: There are all
kinds, depending on the objectives

‘of the module. Somictimes there are

performarice tests on some practical
skill, quite often thete are know.
ledge questions. but the most usual
form concerus e application of
what has been leaned.

Does the tnstructional Supervisor
give all these tests?

Distiict Supervisor: Tt is not possible.

Q:

On the average some 100 students
complete “a module each week,
perhaps 30 in cach village. Tt takes

cabout 15 hours cach week in cach

village for testing alone, Voluuteer
aides give the tests. They have heen
trained by the supervisor to do so.
Isn't there a chance for aides to
score a child a little move favorably
than he really deserves because of
village pride?

District Inspector: We suspect that

when~we first started and people
didn’t fully understand the system,

villagers soon learned that the tests
were for a student’sown good  to
show his strengths and weaknesses
as a busis for miprovement. Since
most persons now [inish prniary
cducation  there is no  particnlar
need for any examinttions other
than the tests associated with the
modules. After all. the amount of
cducation a child reecives is up to
himsclf and his family  and they
hive come to tealize that what they
are tearning is relevant to their lives
i conumiity membas and  as
productive members of society.
('hil(lrcn‘]wlm desire to go on to
higher levels of cducation must pass
readiress  tests hefoie poing on,
These exammations are conducted
periodically: by the central governs .
ment.
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Q: We have been talking all afternoon
about mordules, but 1 have no idea
how- many modules constitute
primary- education.

District Inspector: The number varics
in cach subject, but the average
number is about fifty.

Q: Getling back to the Instructional
Supervisor — it appears that he is
more a manager than a teacher.

District Inspector: That’s very vlose to -

the truth, Let me list some of the
duties of the 18:

...sclect and train teaching aides
from the community in specific
dutics.

... assign tutorial responsibiiities to

older students and train them in
these functions,

.. conduct PTA meetings to orient
and train  parents for the  self.
management  of their children’s
studies,

... Survey  community  resources
and cnlist - persons  with spevific
skills to assist students to “learn by
doing” for some of the applied
sodules,

.. monitor all instructional and
evaluation activitics,

.onuintain student  records of
progress, giving particular attention
to  those who are  progressing
unusually slowly as a basis  [or
counseling  with  students  and

ST COPY AVAILABLE

parents,

... maintain & complete inventory
of the leanump centre, including
instructional modules, equipment
and tests, repainng or replacing as
necded, .

... provide fecdback to the central
government on the assets and

liabilities of given instructional
modules as a basis for improve-
ment,

...seive as an advisor to the
communities on
matters.

: I'm still confused. It was a lot more

understandable when gthere was the
schoal, the teacher and textbooks.
It seems that everybody in the
village is somchow involved with
the new system.

Father: That’s about right. Students

are helping students, parents are
helping  their  children  and
specialists in the community are
acting as part time aides. We
couldn’t do ‘this on our own,
though, We nced the structure that
is provided bv the learning
modules, and we need the organiza-
tion. management and counsel of
the Instructional Supervisor,

1 can guess your answer to this lasl

question: How is  the
working?

system

Father: 1f you mean if there are

175
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problems, the answer is yes. There
is often some kind of mixup, but it
is getting sorted out fairly well,
If you mean if children are getting a
primary education, the answer is a
definite yes. No matter how fasl
they are progressing, there has yel
tc be a student in this village whe
has given up and stopped.
If you mean if children are ir
school, the answer is no. This is ¢
“no school” village. OUR CON
CERN IS NOT WITH SCHOOLS
IT 1S WITH THE EDUCATION Of
OUR CHILDREN! '
Note: There is very little chance that :
reporter will ever write the abow
article beecause many of the idea
presented are a bit fanciful; we do no
know how feasible they may be. The
INNOTECH rescarch programme i
being geared to conduct a series o
long-term studies in an elfort tc
develop a prototype system which cas
provide the region withan ccofiomica
means for the delivery of priman
cducation,

" Although the news reporter o
1980 probably will not sec a priman
cducation system~as described above
it is INNOTECH’s firm hope that
when he visits a rural village, he wil
secc a new and workable deliven
system based upon the joint efforts o
this Centre and the SEAMEO countrict
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-APPENDIX D
SOME INTRODUCTORY LESSONS ON 'ORGANIZATIONAL LITERACY'
FOR FUNCTIONAL LITERACY WORKERS

As we have suggested repeatedly in the text, programming
and curriculum devglopment in the post-literacy stages will
require that post—iiteracy program planners design and
install appropriate systemé of action. That will mean the
establishmént of organizations and institutional arrangements
that can provide services to new literate adults én a
~continuous and systematic basis.

It is, therefore, of utmost importance that post-literacy
planners understand oyganizational behavior and the cémpiex
processes of institution building. The document that follows =
is but an introduction to the subject. As planners of
literacy programs at the post-literacy stages, wé will have
to develop much more SOphisticatéd skillé in these twin of

organizational design and institution building.

) ~ A
~
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SOME INTRODUCTORY LESSONS ON 'ORGANIZATICNAL LITERACY'
FOR FUNCTIONAL LITERACY WORKERS

\ , by ) ’ w!

\ _H. S. Bhola

The Women's Organization of Iran (WOI) has the mandate to work for the

social and economic promotlon of rural women of Iran. This mandate the WOI

o has, translated into the program mould of functional literacy. The choice of
bot¥ the means and the ends is supportable. , It is time to get the other
half)of hqmankind'to join the march into the‘future; and to assist these
women, both rural eﬁd urban, wﬁth the skillsfneeded to function within the
new p%rtnership Functional literacy, broadly concelved, can indeed be the
means Qf actualization of our hopes for the Internat10na1 Women's Year.

\

Much would need to be done to translate hopes into concrete actions.
One of the things to do would be, of coursei'to organize for social action
on behal% of women. . Whatever needs to be done systematically, and with con—‘
tinuity, peeds a system - an organizatlon of some kind. To brlng the farmer
the new teéchnology of food production, to bring to the rural women new soclal
visions and new economic p0551b111t1es, and to pr0v1de them w1th the know-

ledge and support needed to actualize these possib111t1es, systems of action
1 . V ( ’
This paper has been written at a descriptive level. Its theoretical

_antecedents will be found in three pepers by the author listed below:
i) H. S. Bhola, "The Configuratlonal Theory of Innovation Diffusion,
Indian Educatlon Review, Vol. 2, No. 1, January 1967, Pages 42-72.

Avallable.from‘ERIC Document Reproduction Service, P.0. Drawer O, Bethseda,
Maryland 50014, under order no. ED 0}1 14?; ii) H. S. Bhola, "Notes To-

ward a Theory: Cultural Action as Elite Initiatives in Affiliation/Ex-
clusion," Viewpoints (Bulletin of tﬁe School of Education, quiané Univer— f'
'sity), Vol. 48, No. 3, May 1972, Paées 1-37; and iii) H. S. Bhola, '"The
Design of (Educational) Policy: Ditecting end Harnessing Social Power

for Social Outcomes," a paper presented to the Indiana University

Q | R 4 ' ; ‘ ; 1.7(3 - !
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will have to be created. Clearly, most signlficant planned change today

has to be organizationally"mediated.

One can argue that even tnongh planned change is organizationally-
mediated, we need not pretend as if organizations were novel to human experi-
. ence. All culturés have had experience with organizations ~ some for cen-
turies, some for thousands of years. As individuals, some of us have béen
governing organizations and most of us have been working within them. WK&
then, someintroductory lessons in organizational literacy? The arswer is
that the fish are not necessarily the best experts on water; that while we
do indeed know organizations experientially and intuitively, we do not know
‘them Systematicall& to use them effectively for social ends. In fact,
most of us make less than an optimal use of organizations. We let them be-
come barriers to, rather than, vehicles for;social clrange., ,wé let organiza-

tions tyrannize over us while we fight the symptoms rather than the real

causes of our discontent.
' J

The problems of organization and mobilization for 1iteracy work can

' be separated in two parts. The first part is that of ogganizational

design. The organization must be designed and then built with the expecta-
\ tion that it will perform the activities assigned to it. Tﬂe‘second part

' 1s what is often referred to as institution building. Institution building

. is basically a description for the process involving the launcning of an
organization into social -space, pretty much as a satellite igffirst‘fabri-.‘

"cated and then 1aunched into physical\Space. Whether we:aréfengagéd in

organizational design or in institution building, we are.dealing with systems
and system design. Otganizational design is system design because an

organization is a formal social system. Again, institution building is

Educational Policy Conference held in Bloomington, Indiana, during No-
"vember 21-23, 1974. . A report of the proceedings of the Conference, to
include eight papers, will be available as a special issue of Viewpoimts
to be published in'May 1975. Copies of the various 1ssues of Viewpoints
muy be ordered from the Publications Office, Room 109, School of Educa-
tjon, ‘Indiana University, Bloomington, Indiana 47401 A limited number
of copies of the three papers listed here are available from the autnor

on request.

1 7 ;/
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- system design because a system (an organization) is being launched into a
larger system (the gociety). The design problem now consists in helping
the newly launched organization to come to terms with existing inst%tutions
and opganii;tiqnal networks (systems of various sizes and overlapping bound-
aries)‘and to relate with client groups and communities (a multiplicity of

JR
informal social systems).

in organizing our discussion of organizational design and institution
building we would use the same conceptuaiization as in"The Configurational
Theory of Innovation Diffusion."2 It suggests that to describe, analyse,
understand or to intervene within systeﬁs, systems may be ordered in terms

of four variables: configurations and configurational relationships con-

stitutii g the system, linkages within and between configurations within the
system, environment surrounding the system, and resources being processed
through the system under study. These four terms can be translated to fit

the processes of organizational design and institution building as follows:

I

i
!

Configurational Restatement of variables Restatement of
Theory U in termsof Organizational ", variables in terms
Variables Design Processes ' of Institution

Building Processes

Configurations Roles ~ Organizations
Units Associations

Sections - Communities
Divisions . )
Task Forces

Teams
Linkages . Rules Co-ordination
" Codes Animatiop
- Informal communications Mobilization
Environment Organizational climate Social climate
Resources ;) Resource management Resource mobilization
/ .

ve . .,_.__--_.. e .. P

e e e e A b e im0 e e e e e e earimetreraroe bt .
2 H. S. Bhola, "The Configurational Theory of Innovation Diffusion, " In-
Q}gg_ﬁﬁygéiiggﬂ}yﬁgy}gg, Vol. 2, No.l, January 1967, pages 42-72.

(ERIC No. ED 011 147). Y
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“the need for coordination of the work of specialists. In terms of our
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Two important points should be mad: .._.e.

While these two processes of or.anizational design aud ins:itution
building must be treated separately tor simplification, in actual practice
considerations about institution building (about a future organizationall

{ .. L

launch into social space) mus! Mzfermine, at least, some aepects of the ini-

tial design of the organizat /..

Second, when an rya.'cation is off the drawing board and is actually
brought into being, it “i.umes a "livihg system'". An informal organization
grows within and upon :v: formal organization. This informal orgauiéation

can never be ccmplete v unticipated and, consequently, can never be fully

pianned for. ﬁowefér,‘some ypical aspects of living systems,kthat is, of
the social av~nit ¢ -ure of organizations, have become known through research
and i-_~e can bs teken into consideration as part of the organizationa.
desigmn.

P

One must,- thus, think in terms of accommodating two overlapping sys-
tems within crganizationa. r‘Slgn'
1V The technical system, and

social system.
ORGANIZATIONAL DESIGN

Organization is needed when something needs to be done systematically
and with continuity and when the task to be performed is beyond the capacity

of a mere individual: Organization is cooperatlon, a way of multlplylng

individual capacities to generate collective power. Cooperatlon 1ead§ to

e . . \
division of work which leads to specialized roles. This, in turn, craates

!

model, an organization may be seen as a set of roles, with rules for relating
those roles in a functioning community, using resources, to fulfil its obli-

gations to the social environment which gave it birth.

The organizational design problem then can be seen to include the

following processes:

Fnt
.\I
&
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1. - A valid institutional analysis should be primary, That would
. mean a confidence in the goodness of the institutional solution, ™ Organiza-
tlonal d691gners nust be conv1nccd that the initiatives for deve lopment and
change do require institutional solutions, and that the partlcular organiza-
tion they are designing is part of the solution. é For example, literacy
cannot bring development in areas where needs are.for agricultural extension
and rural/crcdit. Nor cén literacy bring soéial{cohesion to a community
torn fro@fracial or communal strife. The developmental problem must be
amenable. to institutional solutions, and literacy institutions must be part

/ -
of these solutions for literacy organizations to 'have any meaningful goals,

2. Roles must be invented that can undertake the activities that

policy goals “f the ins'itution require.

3. Rules must be invented that relate these roles into a purposeful

collect1v1ty, a power field that can do sccietal work,

4, Resources need to be created, and assured on a continuous baéis,
. - to be deployed both a) to feed and house the role incumbents withid the
qrganization, and t) to provide services to client groups in fulfilment of
the obliéétions tu the society,
These tasks are by no means simple. - In the following we would deal
with problems of role.design, rule making, resource management :ad definition
| {vof organizat{anal purposes. Both the logical and sociological aspepts of
| these problems will be dealt with. We begin with a discussicn of organiza-
| tionél goals and purposes. ' \

THE DYNAMICS OF ORGANIZATIONAL GOALS-AND PUIPOSES

Obligation to the environment is part of our definition of an organi-
zation, It is indeed absurd to think of a purposeless organizatién but
tﬁe relationship between.ends and means within: organizations is not slways
t clear and direct, Organizations have manifest goals but they also héve
}" 1latent goal. . Over time, .nitial organizatiénal goals‘may get displéced.

Goal displacement is the process by whici -.rganizations (as well as

ERIC. © — 1&y
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individuals and groups) lose sight of their original goals and have them
displaced by goals that are different, and even antithetical to their origi-

nal purposes.
THE LOGIC OF TNSTITUTIONAL PRESCRIPTIONS

As we have indicated elsewhere, organizations are created to make
policy implementation possible. But human beings cannot always make the
right social diagnoses nor can they always make the right social prescrip-
Lions. Creating institutions may not, in some cases, be part of the so- "

lution and sometimes the wrong institution may be created.

It can also happen that institutions are created not to fulfil speci-

fic policy directjons but to carry forward general policy themes, such as,
preparing the weaker sections in the society to participate in socioeconomic
life of the country or to develop communities for life in a classless and just
society. Not only does it become difficult for an organizer, in such cases,
to logically translate policy into plans and programs of action, but such
generalized themes overlap with the mandates given to 6ther ingstitutions in
the society. This creates conflicts with existing institutions that claim
-he same jurisdiction. The need to co-ordinate and integrate work between
different institutions thus becomes of utmost importance. The functional
literacy programs would face special problems in this regard because of the

very comprehensive sociveconomic and educational goals.
SOCIOLOGICAL CONTOUNDING OF ORGANIZATIONAL GOALS

Problems 'with regard to defining and understanding organizational pur-

poses are not all logical; they also get sociologically coi:founded.
Organizations may merely serve symbolic uses and may be c:mpletely un-

able to fulfil the ostensible purposes assigned to them. Creation of a

National Board of Literacy or a Committee on Total Eradication of Illiteracy

may serve such symbolic functions. —

Organizations may have latent functions different from those manifestly

ERIC | _— 18i
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stated. A church project may be interested in literdcy because it provides
a setting and stage for continuous contact for evangelism and proselytization
in a developing area. A group of people may develop a literacy program not
because of their interest in literacy but as a way of building a political
base for themselves in the region. A literacy program may also be created
by a government simply to give a false sense of movement - not to provide
development but to practice what has been characterized as gradualism.
Gradualism is a word used to denote political strategies 'sliereby, instead of
meeting the social and political aspirations of the people honestly and forth-
rightly, they are put on a slow calendar of gradual pr , =ss. Instead of
passing egalitarian economic legislation to benefit an underprivileged com-
munity, they may be given more seats in elementary and secondary schools.

Such gradualism is not uncommon.

Finally, organizations over time may go through goal displacement
without realizing the drift in their purposes, An organization, set up to
promote traditional media nationally, may become a local production center
putting up folklore shows >very evening. A national institute of audio
visual education for a country may be.>ne an agency that produces graphic
materials for the ministries of the feder:l government. A literacy institu-
tion set up to serve the local people may lose all touch with the communities,
and may become a lobby for greater adult education budgets at state and fed-
eral levels. Or it may become a publisher and bookseller of books for new

literates.
WHAT CAN A LITERACY ORGANIZER DO?

Literacy organizers cannot play God. They cannot control everything.
" They cannot insist on clarities of goals and specificity of policy directions
by presidents and ministers of state, and on certainties of actions and con-

sequences in an uncertain world.

Yet understanding is a prerequisite for doing the possible. By under- -
standing the relétionship between policy and organization, and by inderstand-
ing the dynamics of systems of act . one czan do’some things whatever the

level of one's responsibility with.n 2 literacy organizztion, One can roise

O
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questions; one can often force others to raise the same questions; one can
raise doubts; one can question individual purposes, both his own and of
others; and one can see if one should stay and help or leave for the good

of himself and the organization. And if one stays, one can work on programs
with a dense of commi tment. Commitment to the organization's programs then
can be spread all across the organization. This would mean, that all those
working within the organization will understand the obligations due to the

society that supports the organization. That is amportant.
INVENTING ROLES FOR ORGANIZATIONS

While some role theorists would draw subtle distinctions between pos. -

tions and roles, for our purposes these two words could be used interchange-

ably.

Some roles weré invented in our Eultures and societies so long ago
that they have become convencional roles. Everybody knows what the incum-
bents of tﬁose roles do and how they behave. There has grown around these
roles sets of mutual expectations that are almost universal. Policeman,

postman, teacher, soldier are some such roles. They come ready-made.

However, different organizations and .different cultures have to create
adaptati s of the stereotypical roles we just mentioned. Functional liter-
acy workers especially have to invent roles afresh since they are often deal-
ing with different sociocultural realities and different pools of personnel
resourcés."AThe conceptual background of their actions differ alsc from one

project to another.
THE LOGICAL IN Ti{iE PROCESS OF ROLE INVENTION

A role invention job typically must start with objectives to be ful-
filled by a program or a project. It must then be determined as to what
task§ or activities must be.performed to fulfil those objectives. Next it
must be ascertained as td what tasks seem to go together and could be per-
formea as‘part of single roles by one or mgré role incumbents. (See the

schema on the next pagé.)

185
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Objectives

01
02
03

04'-12—_

01'1-17
On

Figure ‘1. The process of role invention in idealized form.

The process is rational but difficult and often full of problems.
For example:
1. It is not so easy to state program objectives clearly. Organizations
often fulfil latent objectives that they do not want to make manifest.

They want such objectives to remain hidden.
: Q

1.1. At other times all the organizational objectives are not anticipated;
it is impossible to know the future. By definition future is unknown.
1.2. Again, objectives may be added to the organization's agenda for poli-

tical reasons requiring crude adjustments in role definitions,
1.3. Even where objectives have been tentatively agreed upon, different
administrators may assign them different values, or may underplay some ob-

jectives when translating them intvo activities and roles.

2. Translation of objectives into activities and tasks, again, is not as
¢asy as it might seem. This is indeed a theoretical, rather than a
rational, process. Different theories may provide different answers as to

what activitie. «nd tasks should be performed to bring self-reliance among
communities. What tasks should be performed vo bring about group cohesive-
ness, communal harmony, co—.unity motivation and action? Even at a less
abstract level, what tasks should be performed to make a community literate?
To bring women *o participate in the life of the community? o ensure
that those who become literate actually use literacy in their daily lives to
make it possible that literacy generates developmenk?
3. Coalescing tasks or activities into roles is not easy or self-evident
either. ‘ '
o ' | :
ERIC ,, 184
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Experience imaginatively treated will tell us what tasks might go to-
gether and what might not. For example, teaching.of reading and writing and
arithmetic may go together but not, necessarily, teaching literacy and agri-
culture. Driver and projectionist roles may be combined but not the driver
and the cook. '(In a Paris hotel, though, I saw the driver, travel guide,
cock and bearer roles combined in one mant) Again, the pool of manpower
from which the role incumbents will be recruited may create constraints or
freedoms in -role invention.. In one particular society, it may be possible
to combine the teacher, the group discussion le:der, and the projectionist
roles in one. In another, it may be possible to comblne the driver and
the projectionist. In one, the teacher may also teach'agriculture; in
another the agricultural extension worker may tea~h literacy; in yet another
a team teaching approach may be feasible. In some societies it may be
possible to put well-qualified literacy teachers.in each adult group; 1in
another the monitour concept may have to be invented. This would make it
necessary to package most of the instruction through processes of instruc-
"tional development so that the moni tor roles can be usefully performed.

%

THE SOCIOLOGICAL ASPECTS OF ROLE INVENTION AND DESIGN

Once roles have been invented, role performers must be found. This
presents a set of problems of a very complex nature.
1, In recruitment of role incumbents: a) we may misjudge people and éet
the wrong kind of workers; b) we may deliberately recruit people we know
and recruitment may become a patronage's§stem, especially so in economies
of scarcities; and c) workers may be foisted on us because they have the
right connections in the right places.
2. " Once role incumbents are on board, we may find that they are not merely
role performer:., they are persons. We may find to our chagrin that these
role performers have brought with thien the excess baggage o. their personali-
ties! We hired only a part bur '~ got the whole individual, with his social
status, his political connections, ':is habits, temper and fq&pre objectives.
3. We méy fifad that role ﬁgrformers, perform different tasig within the
role, selectively, cc invent a completely different role for themselves.
They may do what they had been doing before in another organizational setting;

may do what they know how to dJdo, not what is required of them; may consider

185
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that their sitting at the desk is work, irrespective of whether it has any-
thing to do Withlthe objectives of the organization.

4. There may also occur genuine role conflict. It is impossible for a
supervisor to be both a teacher and an ~»dministrator. Most people like to
rule rather than promote growth in other individuals. When a person is
expected to play both of these roles, he neglects one to play the other.

5. While units and sections and task forces may be logically developed
within an organization unplanned, overlapping informal groups.emerge at
the same time. These emerge because some people have similar backgrounds,
similar interests, share their fears and their sources of power. There is
nothing inherently wrong about the emergehce of informal groups within organi-
zations. In good organizational climates, informal groups play a highly
positive role. In organizations with bad organizational climates, however,

informal groups can become rumour mills and increase the dysfunctionality of

4

the organization,
WHAT CAN A LITERACY ORGANIZER DO?

Essentially, these are the possibilities:
1. The first thing to do here, again, is to develop understandings. A
literacy organizer must understand the dynamics of role design, mutual role
expeétations, role performance and interactions between role incumbents.
2. A literacy organizer must be careful not to borrow ready-made roles
from other literacy organizations, in other places. He must design ro%es'
for his organization afresh to suit his purposes. =~ The roles designed by him

"must be appropriate to the conceptual structure of his literacy program.

They must also be appropriate to the realities of the society in which those
roles will be performed.

3, The literacy organizer must be careful about the recruitment of individ-
uals in the organization. He must not sabotage his own plans by recruiting
friends, relatives, students, or admirers when thev are clearly unprepared
for the jobs to be done. He must also handiz his politics in a way chat
powerful politicians or bureaucrats do not take away o011 initiative from him
and fill his organization with their men, and thus doom the organization to

failure from the very beginning.

‘ ) | 186
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4, The literacy organizer should not let roles in the organization éet
frozen or locked in. He must consider them fluid. These roles should be
frequently reanalyzed. Questions like these shquld be asked: Are these
roles still valid in terms of tasks to be performed? Do any role:conflicts
exist? Is role performance satisfactory? = Can the individuals assigned
to particular roles actually perform those roles?
5. The preceding should lead to frequent role negotiations between role
incumbents. buties and expectations related to various roles may be changed
and reintegrated as often as necessary.
éu Literacy organizers should emphasize interdependencies between roles.
Role incumbents in upper levels of the hierarchy should not be permitted to
iqéult or tyrannize over role incumbents at lower levels of the organization.
. _. . _.Good leadership should be admired as much as good fellowship.
7. Literacy organizations must train role incumbents to be able to perform
their roles effectively{ Role incumbents must be enabled to experience

success, thereby developing among them even greater personal needs to achieve.
RULE MAKING FOR RELATING ORGANIZATIONAL ROLES

Roles must be related according to rules to create an organization.
The sole purpose of making rules for an organization is to distribute power
among various role incumbents. An organized power field must be created
which can then perform societal work.  Looked at in another way, an organiza-
tion is a power field that can perform societal work. By rule making, Indi-
vidual wills of role incumbents aic submerged in an organizational will.

. The ¢iy-uization cannot afford to leave role incumbents to themselves, to

asser. their power to develop a pecking order anew every day. Organizafional
designers distribute power within (he crganization formally. They ascribe

authority to some role incumbents to make decisions on behalf of the organi-

zation. In other words, they establish formal chains of command.

The authority (o msake decisions is accompaniea by the power 1o commit

o -anizational resources. Again, the authority structure within an organiza-

tion has & parallel communication structure. Different people have different .

communication rights and communication obligations.  To put muscle in this

authority structure, higher level role incumbents can punish or reward those

187
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below them. The availablity of rewards and‘punishments differs from orga-
nization to organization. Army has one set of rewards and punishments it
can use. Businesses have another set,. Organizations of literacy would

have their own set of rewards and punishments. Some of these rewards will

be monetary but more of them will be normative.

The basic organizational dilemma arises from the fact that ascribed
authority and professional ability do not always go together in individuals,
Those who have high authority within an organization do’not necessarily have
corresponding abilities. Conversely, those who are low in the hierarchy
are not necessarily less competent. In today's world of sbecialization,J
the problem has acquired another aspect. In most organizations today the
specialists suggest alternative decisions, but a generalist, in authority,
has the veto over decgisions, Again, specialists do the work but the

generalist, in authority, rewards performance. That creates problems.
SOME LOGICAL PROBLEMS IN RULE MAKING i

There are some basic logical problems about rule making within orga-
" nizations: .

1. First of all is the problem of anticipation. All decision-making situ-
ations cannot be anticipated so that these could be made subject to rules.
In pioneering enterprises, such as literacy and other development work,
anticipating situations for rule making is very difficult indeed.
2. Too much rule making stymies those who are made subject to those rules.
The impersonality and rigidity of rules goes against both motivation and
spontaneity. Yet absence of rules and regulations creates confusion about
courses of action for role incumbents within an organization.
3. Rules cannot always be made afresh. OFganizations,in fact, borrow
each other's code books. Unfortunately, quite often borrowing is not
followed by adaptation to particular situations of different organizations.
4. While rules regarding command can be easily deVeléped, rules regarding
co-operation cannot be. No doﬁbt, special co-ordination roles can be cre-
ated within organizations and different unifs can be commanded to communi-
cate only when asked, and communicate only what is specifically required.
No wonder feedback systems within organizations have to be often handled

>

o informally. They have to depend, not merely on rules, but also on goodwill.

A , ' 18K
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5. Rules must be created in relation to criteria for gerformance and re-
lated rewards. In development organizations, however, new concepts of work
have to be invented and performance cannot always be judged in terms of pro-

ducts or of impact.

Even those who work within literacy organizations think that to work
1s to work on your desk, in your office. They feel guilty about being away
in the field, and about being present in their office only infrequently,

On the other hand, some would carry things to the other extreme. They would

suggest that "armchair thinking and desk planning'" is a waste of time. That
is certainly not co either. Desk work is necessary, But office work is
not all of the wo:k of a literacy worker. \\‘

As has becn suggested above, a literacy worker's performance cannot

always be judged in terms of products and impact. Development is a complex

process. Motivations within communities cannot always be created by indi-
vidual literacy workeré. The door to learning and growth opens from the
inside. The literacy worker can only knock at it. Literacy workers

~twonld  (herafore, be judged in terms of their commitment to work and in

terms of the application of processes. If a literacy worker did all that

was necessary and yet no literacy class materialized, you do not necessarily
have a bad literacy worker on hand.. — - )

6. Finally, rules must cfeate career lines for its workers. A‘Within non-
governmental agenCLes the task is comparatively easy. However, within
governmental settings where officials become subject to civil bervice regula-
tions problems would be many.

vy

SOCIOLOGICAL COMPLEXITIES OF RULE MAKING

In rule making, as indeed in most human life, the 1ogiéal gets con-
founded with the sociologiqal. "Here are some of the sociological problems
about rule }mking: - ' .

1. The first problem arises from tensions introduced into the authority
" structure. Role incumbénté bring their "personalitigs" wigh them as they
join organizations. They also bringAwith them their sociél statuses, their

relationships with powerful people and outside groups, and thereby their

183
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influence and power. Also some of the role incumbents are vefy able and
competent and develop individual power incommensurate with their official
positions.  This informal power structure that is not congruent with the
authority structure constructed by rules generates tensions within the system.
It leads to what has been called bureanpathology and bureausis defined3 ag
follows: '

/

Bureaupathology.  When a role incumbent in high‘authority feels thatr
he is really not as competent as some of his subordinates, he or she tries
to hide personal insecurities by excessive assertion of authority and c+arus,

Such dysfunctional behaviour is called bureaupathology.

Bureausis. This is a yord that describes the inability of some

people to cope with organizations, and their childish tendency to find the K
rationalism, orderliness, impartiality aﬁd impersonality'of bureaucracies ’
completely intolerable. S . .

2. In our discussion of roles we pointed out how individual incumbeénts re-

define roles to suit their personal inclinations and capacities. This pro-

cess throws rule making in disarray. New informal rules develop tO support,
extend and substitute for formal rules. These informél.rules are so impor-
tant that the organization can come to a standstill 'if role incumbents begi%

/
to work according to the formal rules. /

J- Rule making creates divisions of Labour, and organizational meChanisﬁ;,
such as units, sections, depargments and divisions. These mechanisms,
however, —come to have a life of theif own', SO much so that they begin to
consider co-ordination with other units éh'unneceﬁsary nuisance. Informa-
tion is guarded from those for whom it was, created in the first place, Here,
aghin, the informal communication system helps,

4, New informal reward systems also emerge.. Not only monetary but status
rewards dre given. Psychological.contracts develob and are honoured,

These psychological contracts have comple* Structures relating to individual's

needs for security, autonomy, achievement, Sense of power and self-actualiza-

tion.

By Victor A. Thompson, EEHEHELEEE&Eizégii;' New York: ALfred A, Knopf,
1961, | A :
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WHAT CAN A LITERACY ORGANIZER DO?

what can a literacy organizer do aboyt rule making?  Some of the

remedies are Implicit {n our discussion aboye, Others can be suggested:

1. A literacy organjgzer may be Well advised not to create too ;any hier-

archics within the organization. ‘ A

2, Rules may be deSigned so as to alloy the creation of temporary s;étems\
}

within the organizatign such as task forkes, work teams and Project teams.
This would require perhaps that roles aré named generically, e.g. as |
Program Specialists rather than Evaluation Specialist, Training Specialists
Field Work Specialistg, Extension Specialist, etc. One can haye generic
role designations:and yet develoP sSpecializations by naming specjalists 2S
Program SpecialiSt (E), Program Specialigt (T), Program Specialigt (F), etc:

But generic 1abe111ng would make redefinition of roles and role pegotiations

'possible when nocessary

3. The literacy organjzers, asain, Must not treat rules, once made, as
sacred and.go"d“,ffor all times. Rules should be considered as fjyid and
changeable. Hejshoulg review them for their functionality every now and
then, % ' '

4. A literacy brganizer must frequently taxe special aCti‘ons.to energize
the informal com{nunication'networks within the organization.  Thig can be .
done by ﬁmploying SPeci.l Organization Development techniques for creating
sysi matic feedb%ck @echansims within Organi;aﬁionS-

5. Ruiés must Iiar"vme for the promotion of ofémizational intelligence.
litexaéy organizer ghould not overload the sfsﬁem with repofts and forms:
swever, an organizatjon should MOt be an oral enterprise without a memory-,
While work proceedss role perfoTmers must generate valid éata and this data
mict bo kept in é form which it can be readily used by e"’eryone in the orga‘
nization for informed decision making. Rules musts that is, require syS'

tematic creation |and yge of valid information within the organization. /
6. A literacy organjzer may, usefully, separate the processes of sblution

invention and implemepg¢ation of decisiong, He shou1d Separate tbese/two

. processes not oniy in his own mind but must enable his colleagues to’ ‘under-

stand the separation as’ “well. During the process of SOlution invention all

.Possible parthlpation should be encOuraged Points of view, i ormation:

‘and personal oplnions must be requested. Once the decisiOn is m@de the
! !

1

e S ' g
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{mp lementation Q:Ocoqq should begin, Ay ghe fmplementation stap, compl Lance
shoulle‘UHsurvd a formal review of the decision becomeg necessary.
7. l,l_nzll}.y, the IEXHrlvv organizer should uyse rewards of stapug and shared

credjt for ail workeprg within the orpanization.

RESOURCES FQR ACTTION ) ,
!
Organizations ¢annot exist without resovrces. They must yse re-
Y" .
sources tO create other resources and services. Organizations may be seen

Lypic“lly tOjneed six different types of jprasources:

L. ﬂ»C”gnitive/lnformationﬁl Resourcés .
2 "httitudinal/COOdwill Resounrcesg f
‘ 3 \ﬂMaturiaL Resources \
4. Personn¢l Resourcecs if
5 Institutional Resources, and
T6

Time Resources.

‘ '
/ .

CREATION "AND MANAGEMENT OF RESOURCES . j
Literacy ovganizers are ! Wbituated yo their pOVerty.  Mose often
“they have low budgetary aspirations.  They do not ask for much, and they

'

get even less, i
. | |

Organizers and administrators of a11 kinds are often unaware of any
lack of CO“CCPEuaI regéurces within their owa organizations.  They seem toO
say - "'Lf we d1d Aot know our Job, why would we be here?" Sometimes they
may bnow of 0ll"bafllzatlonal 1acunas but may try to bulld all Conceptual re-
sources w1tlin the Organlzatﬂon- Conceptual resources availahle outside
the organ17at10n through short—term consuyltants max be completely ﬁeglected.

Budget procedures may not'even Permit consultant use- On the other hand,

. N - t /
. some organizations mav,have over—-abundance of Consultant help. Once A

ERIC

Aruitoxt provided by Eic:

certain number of manjmonths of consultancy has been budgeted there may be
compulsions for ~auapﬁcrlng those rebourées " Goodwill is seldom looked at
as a resource by 1itJracy organizers and they may often learn, to their dis-
may, that personne | Lre rot alvays available when they have money to pay

them.

19z
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Literacy organizations often may have no institutional support and
may find it necessary to build their own infrastructures. At other times,
however, theybmay try to build their own parallel infrastructures and not
use what is'alréady available merely for the asking. Finally, time may be
badly handled for want of systematic approaches to planning and knowledge of
techniques, such as PERT. !

- THE HUMAN ELEMENT IN RESOURCE USE

The human element in resource availablity and use plays fantastic
tricks on planners and administrators. Too much of material resources can
produce a goldrush. Every one may want to have a pért of the money that is
around. In economies of scarcities, organizational equipment and properties
may be misused for personal advantage. Official cars, radios, tape recorders
may be put to private rather than official use. Interestingly enough,
there may be something called the "nationality of money". Money may be
differently spent depending upon the sources from which it comes. Americanﬁ
money may be different from Tanzanian money. Now probably, Iranian money

and Saudi Arabian money may each acquire its own particular nationality and

invite special responses from those who spend it.

*Finally, organizers in control within organizations seldom try to
hire subordinates smarter than themselves. And in developing societies,
some seem to think as if there is room only for one reputation in the whole
country. They do not realize that there is a lot that remains to be done
in this world and that there is room for a million initiatives and reputa-

tiohs in this world.
WHAT CAN A LITERACY ORGANIZER DO?

Once again, the questibn must be asked. What can a literacy worker
do about the management of reizggces? Literacy organizers, minimally, must
develop a sharpened awareness about the human aspects of resources and must
‘learn to manage them well. They should be careful neither to abuse, them-

selves, nor allow the abuse of organizational resources, by others,
3

Q &> 1 0
7
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INSTITUTION BUILDING ASPECTS OF LITERACY ORGANIZATION

As we have suggested before,lthe processes of organization and mobili-
zation for literacy work can be analyzed in two parts: 1) organizational
design and 2) institution building.  Furthew, that the organizational
design, in turn, can be seen to consist in :he design of two subsystems -
within fhesorganization: i) the technical system and ii) the social system.
We also indicated that the process of design of the technical system of an
organization must.necessarilyvreSpond to the typical characteristics of the
social architecture of organizations within a soclety. The total ofganiza—
tional design process in turn, as it proceeds, must include considerations
for institution building if the organization has to have the chance of sur-

vival in the society it seeks to serve.

We have, elsewhere, described the process of institution building a:
as organizational launch into social space. The analogy is a good one.
Institution building, indeed, is a process wﬂ;reby a new‘organization is
‘launched into the society to become, on the one hand, & part of the partial
network of related institutions; and, on the other, begins to serve a group
of clients (which may include individuals, groups, institutions and special

-~

publics).

The requirement for the institutionalization of a new organization
may be stated as follows:
1. The organization does not require repeated mandatgs from the power elite
for its continuation within the society. On the other hand, its termination
does involve a special policy iﬁitiative and a formal mandate from the power
elite.
2. Resources needed for an organization's continuation become a long-term
public charge. In the case of a voluntary organization, this condition may
be fulfilled through an éndowmént of funds. In case of organizations where
a large part or all of program funding must be collected from different .

" sources every year, the funding for the basic personnel, facilities and

equipment needs should have become a long-term public charge.
3. The values and the norms of the new organization should have become an

"jdeal" for at least similar or related institutions within the society.

194
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It is not necessary that these institutions should have actually inéorporated
these values and norms.

4, The society which the organization serves should be able to supply the
personnel and skill resources needed for the organization to function. In
the language of economics, the organization should have obtained total or
almost total input substitution for personnel and technology employed by the
organization. The organization, that is, should have become anchored in

the society.

5. The organization should not still be in the process of "faghioning"
client needs. The new services being provided by the organization should

have become '"felt'" needs for clients of those services.

In the following we will discuss how systems of action for literacy
work should become institutionalized.

Literacy werk is too often done by organizing campaigns. A voluntary
organization or a government department, évery six months or a year, gathers

steam to go into the villages, gets the local leadership together, hangs -

SO
OR

béﬁﬁérs and buntings, pastes posters on thewalls, shames illiterate adults
into becoming learners and the village primary school teacher, the revenue
clerk or the local co-operative secretary, and sometimes the middle school
children into volunteering to be literacy teachers. Some instructional
materials are supplied. Once the classes have been "opened" the campaigners
leaQe. Soon, thereafter, adults drift away, teachers lose commitment. The

classes close down.

Campaigns have a place in literacy work - to create consclousness, to
generate enthusiasm and movement. Bu- literacy work cannot be done by cam-
paigns alone. A system of action is needed to sustain enthusiasm once it
has been generated. Teachers must be trained and continuously helped on the
job, they must be supervised, given social rewards if not gifts of money.

Learners must be helped to see what they could do with their literacy skills

\

once thay have acquired those skills.
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LITERACY. AND SOCITAL POLLCY

It is impefative ;pat adult illiterates who join literacy classes
should be offered more than mere mystification of literacy. The right to
read means little without the right to rebel against the prevailihg socio-
economin order of hopelessness for adults being invited to literacy classes.
The point is that a literacy policy should be congruent with and supported
by a socioeconomic and political policy which offers adults genuine partici-
pation in the sccial and politiFal life of the community and the country.

The adult lean-ers should be able to look forward to improved economic well
being, better social status and greater political effectiveness. And liter-

acy should be seen as playing a role in this new integration.
THE LIFE OF SYSTEMS OF ACTION FOR LITERACY

Accepting that' literacy work can not be well done through campaigns
and that systems of action (organizations and organizational networks) need
to be created, a question can be asked: Why should these organizations and
organizational networks be institutionalized? Why should oxrganizations for
1iterac; be perpetuated? If primary schools do their job well, and if
literacy organizations work effectively, would not the latter soon put them-
selves out of business? Does not a successful organization for literacy

make itself redundant? Why then institutionalize literacy organizations?

Why not treat them as temporary or at best semi-permanent systems?

The question is a reasonable one. But there are lots of ifs and
buts involved. Literacy in most countries of the Third World would remain
for long an unfinished business. Wastage and stagnation in primary educa-

tion is high and schools for years to come will continue producing more il-
literates than literates. The absolute numbers of illiterates have indeed
increased in most ﬁeveloping countries even-if percentages—of illiteracy
have dropped. In most places in the developing world, again, literacy work
with women - the greater half of humankind - has barely started. Thus per-
petuation of literacy work through institutionalization of organizations of
literacy should not create any institutional debris for a 1oné time in the

future. But more to the point, organizations for literacy can develop into

19k
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adult education and communilty developument organizations without serious
crises of organizational identity. In today's world of engineering and
social technologies, learning societies have become unavoidable. A literacy

organiger's work will thus never get done!
INSTITUTLON BUILDING: A CONCEPTUALIZATION

An organization is a system. Units, divisions, sections and depart-
meﬁts that ‘are part of an organization are its subsystems. On the other
hand, such an organization is itself a subsystem of a larger system of a net-
work of developmental organizations, and, ultimately of the total society.
We need not stop with the naticn state. The universe we live in is the

ultimate system.

The process of organizational design was defined earlier as an in-
stance of systems design. The process of institution building was dlso
defined as a process of systems design. The difference now is that in the
latter case we are dealing with the larger system into which the organizatibn
has been launched (and of which the organization is seeking to become a sub-

system) .

The same set of concepts that were used to discuss organizational
design will be used to discuss institution-building. - (See tnc chart on

page 3).

Our disé¢ussion of institutionality should have suggested that the
basic task of institution building consists in a) enabling the newly launched
organization to find adjustments with and support from the existing configura-
tion of institutions and relevant publics, b) developing linkages, both fofmaln
and informal, with .actors in relevant configurations, ¢) coping with the en-
vironment according to Qhether the environment is supportive, inhibitive or

neutral, and d) obtaining and utilizing resources.
ADJUSTMENTS WITH INSTITUTIONS AND CLIENT GROUPS IN THE ENVIRONMENT

Organizations, as social systems, need power to survive and be able to
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serve their clients. Literacy organizers can build power for their organi-
zations in various ways: 1) by borrowing power from the already established

institutions through the process of legitimization; and 1i) by building

mutual interdependence with other existing institutions and the target groups

of clients.

The very fact that an organization like the WOI comes into being means
the policy making elite and the existing institutional structure did provide
normative support, enabled the organization to come into being and to
function. At the institution building stage, one of the things to do is
to be ensured of the continuation of normative support for the organization.
In other words, the organizers must look for legitimization of their organi-
zations by existing institutions. This is a transaction where the literacy
organizers cannot offer much in return. -~ They will have to refer to national
idenlosies, aspirations énd commitments and regularly obtain verbal state-
ments on the goodness of literacy work. Once such statements have been
obtained, these should not merely be displayed on the wall of the chief
organizer's office. Such testimonials must be disseminated as widely as

possible among the instrumental elite and among the public. 7

To build interdependencies with existing elements of the total con-
figuration is another important step in institution Building. Literacy
organizers should take a census of institutions, of more or less organized " /
groups and of elite individuals who might be of help or who might already /\\//

-bg feeling competitive or threatened. Those who feel competitive must be
given their own sphe}es of works. They should, that is, be integrated into
coalitions. If an organization already exists which is doing literacy work
in-urban slums or among prisoners in a prison setting, the new literacy orga-
nization should not try to encroach upon their work. Offers for training,
for supervision éupport, for instructional materials should be made to such
organizations Q}th the utmost discretion to avoid being accused of empire
building. The intention should never be to conquer but to collaborate.
Those institutions, groups and individuals who can help should be approached

and help should be requested. Credit for work should be shared both wich

competitors and collabor.'tors.
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Deve toping interdependencivs between the literacy organization and the
clients of literacy - the adult learners - is the most important and also the
most complex process. lu the literature of literacy (and adultfeducution
and community developing in general) we talk of the EELELEEQE.Of people.
Literacy workers have successfully self-hypnotized themselves. Some have

really come to believe in literacy being a felt need by illiterate adults.

. This is generally not so. Literacy organizers must first fashion needs for

literwcy, and then fulfil those needs once they have been fashioned, and
become somewhat felt. Fashioning literacy needs among client groups should
thus be seen as a very important part of institutionalizing an organization

for literacy.
PROBLEMS OF LINKAGES

To build codlitions with existing institutions requires getting in
touch with them. Linkages are necessary for any adjustments to take place
with organizations, groups, and communities. Linkages are of two kinds:

formal and informal.
A TYPICAL FORMAL LINKAGE MECHANISM: THE COORDINATION COMMITTEE

. Vertical formal linkages between superordinate and subordinate organi-
zations are not too difficult to establish and maintain. At least the down-
ward flow of communications is often satisfactory. Unfortunately, the up-
ward flow of communications in formal linkage systems is not always func-

tioning.

On the other hand, the establishment of horizontal formal linkages
between different associations and organizations is problematic. Once a
network of horizontal linkages has beén created, it is difficult to maintain.
The most typical strategy used to create a formal horizontal linkage system
is through the creation of a coordination committee. Sometimes such commit-
tees may be given names like thé advisory committee or the steering committee.
Typically each department, of fice and association concerned with some aspect
of the project names an official to serve on such committees. Such commit-

tees are a flexible mechanism since all kinds of interests, governmental and
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nnngovcrnmcntnl, church-related and secular can be represented on such com-
mittees and brought together to work, Making functional use of coordination
commf ttees, however, requires considerable follow up work on committce recom-
mendations and decisions. Lf dccisions‘madc in those committees are later
not communicated to all concerned both within the burcaux and in the field,
the coordination committec members may end up being blocks to comnunication

rather than befng of help.
INFORMAL LINKAGES

Informal linkages are, again, important to the institution building
stage as they are at the organlzational design stage. Literacy organizers
will have to develop informal linkages not only with other officials within
other organizations but also they would have to dcvelop informal linkages
with community leaders and powerful individuals. Informal linkages would
take place within established social structures of a society - children's
playgrounds, buses or commuter trains, office canteens, neighbourhood chess
teams, village wells, community centers, churches and mosques, etc. When
none of these channels are available, the literacy organizer can create link-
ages by inviting peop}e to informal get togethers or by dropping in on the

individual with whom contact must be made.

I+ is not possible, within the scope of this monograph, to include any
detailed discussion of interpersonal behaviour. It must be stated, however,
that:

i) Authentic, honest relationships ultimately work out better
than manipulative ones. Do not try to use people for your
purposes. Do not let them keep guessing. Let them know how
important their help is to you.

ii) One should not get locked into one's role and status. Too
often people are much self-conscious about their roles and the
statuses attached to those roles. This is especially so about
people working within governmental settings. On the one hand,
literacy organizers in a governmental setting may themselves
feel inferior while relating with public functionaries with

executive and judicial powers. On the other hand, they may
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feet superfor to the commmity leadership In villapes and in
the bush, Often, without theiy kaowing, literaey ovpanlacya
miy develop superlor airs in dealing with the poor and [11it-
crate adults In villages or In the campo. They may deal
piatronizingly with adult learners, thelr leaders and thelr

own teachers, %

The relatfonship of male literacy organizers with women teachers and
supervisors, and with women learners in adult classes is especially prob-
lematic: women organizers may not be given positions of real responsibility.
They may be given desk jobs when they should be in the fleld. In mixed
classes of men and women, as in Tanzania, women lcarners may sit in the Jast

row and teachers may seldom teach to them.
LINKAGE MANAGEMENT

Linkages are not good under all circumstance;. One cannot, therefore,
always be bullding linkages. Linkage management raquires that needed link-
ages be built but that unnceded linkages be severed. Unneeded linkages
create noise. For instance, a literacy organizer cannot allow everyone in
the organization t¢ give press conferences. And if the environment because
of some special circumstances becomes temporarily hostile, the organization
and organizers need to isolate themselves and let linkages go dormant.

There is a body of literature developing around the topic of Development

Communication. This literature should be of interest to the literaey organi-

zer interested in mobilization for literacy work.
RESOURCES AND INSTITUTIONALLTY

We have discussed resources in an earlier part of the monograph as
part of the organizational design problems. Continued availability of re-
sources is an essential condition for ourganizational survival and its ultimate
institutionality. The resources can come from national institutional net-

works and from client groups.

“~

Material resources become mure or legiﬁpontinuous if they become part

<04
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of the state budpet., Literacy organteers might, theretfore, worle towird:
petting on the publle budpet lint. Where the total budget cannot come from
state :u)nr(xw;fflll1w11vy organizers my work towards goetting comnitments to

A core budpget « somethling that will :;\11)1)()1‘1 a mintmum of the propram :\x;(l ol
administrative stalt, and facllities, Even where funds are collected from
client groups, as private support, the target should be to establish lonp-
term endowments, In veonomics of scarclitics, it {g not always reallstic L().
vxpect local support for programs of ltceracy, and extension. A 1{teracy
orpganfzer need not feel puilty about not Leing able to collect local fundiny,

from poor farmers and housewives - the rural poor he or she has come to help.

Private funding from individuals and trusts can sometimes come c¢ied
to particular program nctiy;&ius. Those who make charitable donations have

Lrer charity, People wometimes feel better

their own ideas on what is bg
about supporting fhc(ligging of a well, and of planting of trees than they do
about buying bicycles for the villaye level workers or typewriters for m
office. Funding tied to particular activities may sometimes derail an

organization's program and may decrease the chaneces of an organization be-

coming an institution.

The socivty that the organization serves or the organization itself
must begin to provide the needed personnel for organizational task if institu-
tionalization has to come about. Literacy organizers must train their per-
sonnel, consciously and systematically, for them to take positions of respon-
sibility as the program expands. — More importantly, the literacy organizers
must work with teachers' training colleges and university departments of edu-
cation to get them interested in training the needed personnel and in provid-
ing the research and development support needed for implementing a national
literacy progran. The literacy organizatioﬁé to become institutionalizad
must be able to use the resources and capacities of institutions that form
part of the total institutional network within a society. They should be
able to get continuous support from the media not merely to celebrate special
days but also to disseminate information on a continuous basis. They should
be able to use the postal services to issue special stamps and markers to
promote literacy. They should be able to get legislatinn to make a 'literacy

increment'’ mandatory for workers in factories, mines, and the army. The

ERIC 5
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Frantan Sepab-c-banesh 1o an excellent example of une of fustitutonal re

sources of the soclety for Hteracy work.

Some of the tnatitatfonal regsourees from within the soclety that we
have suppested for the organfzer to manage for fnstitutfonalfzation will be
cognitive (or fnformattonal) and of (nfluence and pood will,  Indeed when
soctetal goodwtll becomes avallable the organizational tasks will have be-
come valuced, Socleties sometimes seem to have a]l the time, on other occa-
stons they scem to be' fn too much hurry, They talk of crash programs.

They are unrcasonablce and want social transformatfons of cultures within
months and weceks. As part ot institution-building, a literacy organizer

must develop proper perspectives on tlme both for short-term projects, and
for his ultimate missien. He must project both his  short-term goals of
making some communities literate as well as his long-term goal of working to- -

ward a learning socicty. %

As we have suggested before, anvironments can be supportive, neutral
or inhibitive. The environment for the instituticnalization of literacy
work has to be supportive of the objectives and the ultimate mission of liter-
acy organization. Environments are supportive of such activities when there
is an environment ol hope in societies; when societices have a fecling that

the achievement of society's aspirations is possible and within its means.

Literacy organizers can not play God. They cannot always manage all
the institutions within a society. They cannot order coalitions and collabe-
rations. They cannot always manage all the linkages in the way they want.
They cannot rebuild the environment, order hope for all the people. All they
can do is to be aware of these factors and of the possibilities that each of
them promises. Institution building is an area of probabiliticé. By doing
what we have suggested a literacy organizer can increase the probabilities of
his organization becoming institutionalized. At times he may do his best
and yet his organization may languish, more dead that alive. On other occa-
sions, the organization may thrive when he did nothing to deserve the good
luck. Circumstances are sometimes stronger than men are, but men must try -

with understandings.

Q P
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APPENDLX
NOTES ON A POLYVALENT CENTER

AND THE DANTSH FOLK HIGH SCHGOLS
(By Joginder K. Bhola)

The Polyvalent adult cdueation center, un tnnovative
educat 1onal set up for urban industrial workers established
in 1967 in Bombay, ‘India focuses on the wholistic development
of an adult. The center is managed by Bombay Cily Social
Lducation Committee which iy assisted in ita organizational
efforts by Shramik Vidyapeeth Samities--local planning and
promotion committees. T[inanced jointly by the Ministry of
Educutidn, labor organizations and student fees, the centeor

: . : ‘) :
provides taitlor-made educational programs of two to eighteen
‘weeks duration for un individual's economic, social, cultural
and bolitical development. A principal, a small nu.ber of
full-time and a large number of part-time instructors and
a small secretarial staff are rgsponsible'for the educational
activities; but regular assistance is sought from the community,
other educational institutions and social and cultural
organi - inns. Over a period pf ten years, the catalog of
progr . . 18 increased from general and technical education
to services like distribution of follow-up materials,
vocational guidance and placement, information disgemination,

consultation and promotional activities.

W)
)
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PhilosOphy of the Polyvalent Center. The philesophy

behind a polyValentfcenter is to provide po¥yvélent education
which attends to the multi.facetehd nNeeds of the worker. It
looks at man as a whole being: Mman at work, man in his

civic and family rDlesl; man as an 1individual infthe process

of developing intq a full being by enriching his professional,
intellectual, moral and aesthetic facui}@es. Thus, the
programs attend to the multifarious 8SpecEs of the individual's
learning needs: Programs are framed accordlng to the
1nd1v1dual needs; they are deSlQ“Ed to su1t the background

and current leYEl of the worker; Programs have interdisciplinary
apnroach to them; they are organized tg suit the conveience

of the participant; and programs involye learners, employers
and community resources as wéll as resource persons.

Goal of the Center. The 903l of the center is to

Provide a cofMprehensive, all encoMpassing set up through

which é learner gets Opportunities to prepare himself more

adequately fOT vocational skills through ‘general education;

to 1mpr0Ve his vocatiormal skills and knowledge for ralslng

his efflCleﬂCY andgproductive abilities; to develop a rlght

perspective towards work and to enrich his life by better

understanding of himself and his environment.. |
9£9EDEEEELQQ_EQQ_EEQQQEEEEE' The management and

organization has also a polyValent approach to it. Polyvalent

center is managed by Bohbay City Social Education Committee

which is advised by the shramik Vidyapgeth Samiti, a committee

0

.
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consisting of representatives from worker's organizations,
central and state governments, Bombay Municiple Corporation

and professional experts. Shramik Vidyapeeth Samiti is
aasisted by subcdhmittees such as s staff'assessment committee,
a program and finance committee, a public relations committee
and a ‘staff aelection committee. All these committaes are
actively involved in planning and promotiag of the center's
activities. A principal, a smali number of lecturers,
administrafive staff, a public relations and liaison officef
are responsible for implementation of the programs. A'lafge
number of 350 part-time teaching staff members are currently
utilized from ihe community and other institutions. There

is a horizontal integration of educational, social and

cultural agenaies for the utilization of community, resources
and institutional facilities; and there is vertical integration
of managerial'committees. This kind of coordination |
organizational set up is very important for providing:
polyvalent education."

Programs. The center pfovides three types of programs:
formal, non-formal and informal. Formal programs provide school
type education to adults. Non-formal programs vary from
literacy, post-literacy, technical courses like welding, TV
repair, canteen management, home sewing, scooter repair,
child-care, to effective communication and librarians' training.
In all, 195 need-based programs have been developed and

implemented. The duration of the courses is from two weeks
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to eighteen weeks, five days a week, for a period of one to
two hours each day. Most of the courses are provided at
night so that thé workers can earn while they learn. All
of the cources are provided at different places through
"different institutions, by diFfergnt teachers but under the
management and organization of the polyvalent center. The
programs are conctantly evaluated and modified. Followiup
materials like magazines and newsletters pubiished by the
center are distributed free of charge to past pérticipants.
Workers also participate in wriLing'and editing of thése
maferials. Vocational guidance and placement services are
available to the worker's children at the cenﬁer. The center
also collects zand disseminétes information regarding
recreational centers, films, parks, free health clinics,
placement agencies, cooperatives and self employment for the
benefit of the workers. Informal progréms like annual get-
together, film shows and exhibitions are also arranged for
social and cultural development of the workers. Consultation
services are available to other organizétions interested in
conducting similar programs. .

Critique. Over a period of ten years, the center has
implemented 4 programs for economic dévelopment and 291
cultural progruass for social, cultural and creative development
of the individuals. It might seem pretty small operatioﬁ for
a huge country like India but the success of Bombay Shramik

Vidyapeeth has opened the possibility for many more centers

207




198

to be opened in the near future. I wish'I could find
something about the admission policy to determine the efforts,.
if any, which are made to bring the illiterates and tHeir
children into the mainstream; 'On the whole the philosophy
>ehind these centers is very healthy and has great potential
for providing individual fulfillment and for nation's
socio~ecoﬁomic developﬁent.

melications for other countries. Polyval%nt

centers, build around the philosophy to provide opbortunifiés
for life long learning for the wholistic development of
vnorkers, structured around the.individuél's social and
cultural environment, through flexible schedules, has a great
>otential for other developing countries. The polyvalent
approach towards the utilization of the communities'»exist{ng
resouéces saves the scarce resources of the community. It‘
>rovides for the utilization of talent in the community in
an innovativé way. Again, this approach emphasizes the use
of human resources rather than sophisticated technoiogical
resources for the increase in country's productivity.  Thus,
it provides employment to tﬁe unemployed, while helping the
aspiring adults for fulfillment in their careers and lives,
at the same -time itrhelps the nation's eéonomy.

Since most of the developing countries are facing
the same kind of problems as those of Ihdia, this institutional
approach for imparting post-literacy edueatioh is applicable

as it is. All the programs will have to be need based and
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‘indigenous in nature but the structure and the philosophy
_are importable. Its special strength lies in the vertical
and horizontal integrations of the management committees and

institutions.

Danish Folk High Schools

According to the New Encyclopaedia Brittanica, 1977,
Danish folk high schools are (founded in 1844) partly:state
supported secondary boarding schools for adult men and women,
located all over Denmark, and directed;towérd arousing an
interest in‘the history and spiritual life of‘gge Danish
people. After Denmark's defeat by Prussia in 1864, these
schools were a powerful instrument of national regeneration.
There are no examinations, and no“entrance qualifications;
attendance is completely voluntary. A government grént is
giQén to schools on the basis of a certain minimum enrollment.
Most of the students are from rural areas but two of the high
schools are for workers and have primarily urban enrollments;
one is an international folk high school which draws its
students and teachers from various countries.

Historical background of folk high schools. The

political unrest at home and abroad had been a great factor

in the establishment of the Danish folk high schools. The
feudal system was breaking down and there was demand for
democratic parficipation in the political and economic life

of the country. The wars with Prussia had resulted in Denmark's

loss of Norway and the ferment. caused by the French Revolution
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Revolution had spread to Germany. As a result tﬁo dﬁchees
Holstien and Schelsberg got annexed to Gertmany in return for
free constitution. The defeat of theée.duchees had great
impact on the Danish nation and became instrumental ;h
hasfening the democratic procéss. The peasants soon found
out that they needed educétion and leadership skills to |
participate efféctiyely in their country's social, economic
and political life. And thus the folk high schools came into
being in 1844,

Philosophy of Folk High Schools. Philosophy of folk

high schools is to ‘have belief in the commoa man, his abilities
and intelligence. It believes in freedom for education as a
fundamental right of every human being for the development of
healthy and vital personality. It deals with reql'life,

the national and cultural 1life of man. Even thougk the -
programs provided through folk high school are concerned 4ith
citizenship training and liberal education for democratic
society, the stress is on the wholistic development of the
individual. |

Goal of Folk High Schools. The goal of the folk high

school is to provide an institution in which the studenfs
practice democratic process and. learn the leadership roles
through practice. Therefore, the purpoées of the programs are
to provide citizenship training for taking an enlightened -
part in democratic.government and international cooperation;

to provide education for self improvement in a broad
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humanistic sense; to bring common people into contact with
high thoughts and to assist them to aspire for the higheét
ideals of character and community feeling.

Programs. The curriculum mainly consists of liberal
education subjects like language, history, science, literatUre:\
music, religion and maﬁhematics. Later on, some vocational
courses have also been added, as well as courses for
international understanding‘have been introduced.

The programs are open to any adult man or woman who
wiill like to have opportunities and experiences for performing
the role of aAdisciplined and responsible citizen in a free
society. There are no entrance requirements,land\no
examinations are given or certificates are awarqu after
courses have been completed. In such atmosphere of Freédom,
adults learn without féar of failure and evaluation.

The mode of ipstruction has been lecture but as the
time passed discussion groups, study.groups and research have
also been introduced.

The duration of the cuurses'femains mainly the same:

\
five months for men and three months for women. But courses

of different durations have also been introduced for parents
and pensioners.

Organizaticn and management. Folk high §chpols are

residential schools, mainly for peasant communities but any
one can take advantage of them now. Originally, the school

was organized around a leader called principal who was
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personally feSponsible for its conhtinuance. The students

and the lecturers along with the prineipal stayed in the same
house and shareduall the responsibilities. A little
modificatioh has beén made as the organization has become
bigger. The teachers can now live outsidg‘thevschool
building, provided the distance is within £he prescribed
mileage. The principal is still the key figure, but schools
which are owhed by associatioas or are endowed have.better
chances for survival than those which are privétely owned
.and operated. The students provided for their tuition and
board(and lodging in the early years of its existence, but
later on government began awarding grants to schoqls as well
as to the needy students. .

Critique. The folk high school's form anq philosophy.
has remained the same though the curriculum and course
durationt in some caseé have undergone a bhange. These
schools have proved to be a great:institution and have
ermained iﬁ existence since their inceptioa in 1844. This
movement did not remain confined to Denmark alone but spread
to Norway, Finland, Switzerland, Germany, United States and
many other counéries. The reason behind its success is its
form and philosophy of flexibility. Thelorigin of seminérs;
workshops, weekend courses, farmers' cooberatives, university

extention services can all be traced back to these folk high

schools.

\
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Implications for developing countries. There is a

great applicability of folk high schools for developing
countries, struggling to bring their rural populations in the
mainstream. The form of thesé schools particularly suits

tHose countries whose populations are scattered all over their
lands. They can bring théir publics in the residential
institutiéns for providing education in the democratice
processes as well as in the new technologies needed for
improved-productivity. Again, selected adults can be trained
from the rural popuiations who in turn can educate others in
their own villages. The philosophy of flexibiiity of programs,
open admissicn, nonexistence of tests and gradeé, particularly
suits the conditions where most‘of the adults are made literate
through the literacy classes and do not have formal credentials
for further education. Furthermore, this kind of institution
provides for real learning environment. The developing
countpies have tolimport only the form and philosophy but

have to create courseé relevant to their needs énd resources.
They can develop courses for literacy retention, citizenship
training, vocational training, and any other training required
for the development of human beings and ultimately their

“.nations.
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APPENDIX F

LEARNING RESOURCES FOR COMMUNITY EDUCATION:
DESIGN NOTES ON DELIVERY SYSTEMS

By

H.S. Bhola
Professor of Education
Indiana University

Novembex 1977

These design notes were déveloped as’ part of the author's
consultancy to the USAID/San Jose State University project, ''Learning

Resources Center-Based Community Education Systems (LRCBCES),"
Project No. 598-15-670-573.
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INTRODUCTION

A comprehensive and adaptable system of organizational arrangements
is proposed that will enable educational planners in Latin American
countries to develop and deliverllearning resources for use in programs
of community education for community action. A three-tier.system of
le;rning»resources centers is proposed: a multimedia mega center at -
the highest level, followed by district level leafning resources centers
(DLRC'S) and community level learning resources centers (CLRC's) in
communities of size and need that could support such centers. It js
suggested that in small-communities of 2,500 or less, it may not be
advisable to establish independent learning res§;fce centers. Community
education services should be provided to such communities on an urgent
basis by establishing community groups of various kinds in ;uch communities.

These design notes were developed as part of the author;s consultancy
to the USAID/San Jose State University project, 'Learning Resources Center-
Based Community Education Systems (LRCBCES),'" and submitted to the project
director in the form of three memoranda, now appearing as parts II, III

and IV of this paper. .

—————
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LEARNING RESOURCES FOR COMMUNITY EDUCATION:
THE FIRST &UNG

208

Elsewhere, we have discussed the nature of community education
for commﬁnity aé%ion including normative criteria for judging both means
and ends of community educa_tion.1 We have also presented, in another paper,
a conceptualizationiqf‘the use of learning resou)tes in community education
for community action.2 The second paper sought to underline the challenge
in coordinating organizatioﬁal actions and instructional actions that
actualize national visions on the one hand and fulfil local needs on the

»

other. § P

In this paper, we engage in ”progreiiiﬁg/conceptual focussing" to
conceptualize, in greater detail, the use of learning resources, and the
organization of their delivery, for community education at the first rung

of what will, ultimately, emerge as a multilevel national system of learning

resources for a whole "learning society."

We must caution the reader by saying that this is not presented as
a firm plan for every country on the use of learning resources in community
education for community action at the community level. This is still

nothing more than a planning model that suggests some institutional solutions

which have to be evaluated and adapted to the realities of the region or

the country where this model is put to work.3

14.s. Bhola, "Community Education for Community Action: A Multiframework
Mega Model," a paper prepared .for the USAID/San Jose State University project

- Learning Resources Center-Based Community Education Systems (Project No.

598-15-670-573), 1977.

24.s. Bhola, 'Conceptualizing the Use of Learning Resources in
Community Education for Community Action: An Integrative General Model,"
another paper preparcd for the project described above, 1977.

3An institutional: solution may involve the invention of new organizational
mechanisms or a restructuring of existing organizations. Second, it may
involve the invention of new instructional or organizational roles- td carry

out the new institutional purposes.
. , -
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The vision of a learning society presented almost a decade ago by
Hutchins, an American educator, seems like a practical ideal today.l Some
communities of North Amerlca and Western Europe have already become

1earning soc1et1es-and have created the learning TEesources needed for those

* learning societies. Societies of the Third World are now creating small

parts and elements that would, in the future, COme together as learning

TEesource systems for a learning society. The present emphasis on nonformal -
educittion and community.eduéation is one ray of hope. The new comﬁuﬁicatiOh
media resources in variéus forms and Qith various institutidnal sponsorships

are parts of the network which is slowly but steadily emerging. Literacy is

spreadlng as 15 the tran51stor radio; the two viruses for a learning society.

Here, then, is the first bit of planning advice. Whatever little is

e

done by community educators, by way of production, organization and

utilization of learning resources for community education in their

communltles and regions, must be considered a link in the ultimate network

of learning resources for a learn1ng society. -This would put all such work

in a larger national perspective. The rea11zat10n that every little effort
would have a cumulative effect would provide community workers with a

needed sense of optimism.

profitable investment and distributive justice

There should be another dividend from bringing this larger perspective'
to bear on community education work in communities and regions. Community

educators should become-aware of their invisible clients, not living in

g,

- & . - , ‘
1Robert M. Hutchins, The Yearning Society, New York, N.Y.: Praeger,

1968.
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their particular community, but yet part of their society. This should
lead to an understanding of the need to make their investment in learning
resources as profitable as possible. In other words, materialg produced
for one commﬁnity, within one program, should be made available to every
person and community that wants them and can use them profitably. Under-
standably, some of the iearning resources produced within a local

Progfam will be uéeful only to that local community but other materials
would, most likely, be of interest to others. Such materials must be
accessible to others for the total society to profit as much as possible
from their investment in learning resources. This would mean not only good
economics but also serve the interest of justice in the distribution of
information and educatioh.

Such general use of some of the material produced in the specific
context of local programs Or special projects would demand that institutional
arrangements be made whereby such multiple use of materials is in fact
made Possiblei This would, at least, mean the establishment of some kind

of learning resource centers which, among other functions, will assume the

function of serving as repositories of such materials and will then be

able to catalog and distribute such materials to those who want them.

Who is at the first rung?

In this paper, we seek to discuss the use of learning resources (and

their organization) for community education at the first rung of a multilevel
systeﬁ of learning resources. But who is at the first rung? What kinds

of communities anq families do we have in view? We haVe in mind small
communities. But how small has a community to be, to be a small community?
This is indeed a difficult question. Our answer is that perhaps a community
of less than 2,500 men, women/and children could be considered a small

community. It would be a community that for reasons of small size and/o1

220



-

=5-

211

problems of resources can not afford a community learning resoﬁrces center
of its own.

' Those communities that support pOpulations between 2, 500 and 5,000, we
will categorize as communities at the second rung and we would suggest
modéls of learning resources for such communities in Part III below.

We will call such learning resource centers at the second rung Community
Learning Resource Centers (CLRC's).

As Figure 1(page 6) would indicate, we have made provision.for learning
resource centers at the district level. We have called them District Learning
Resources Centers (DLRC's). These will be discussed as part of this section.

The Special Projects are a class apart and, again,.wili not be
discussed here. Finally, the national network of learning resources for
a learning society will be discussed elsewhere as also the problems of

urban community education.

Community education in small communities

In addition to the normative assumpt1ons about means and ends of
community educatlon for community action made in the two papers cited
earlier, the following have entered our considerations as we suggest this
model of community education at the first rung of the sysiem:

1. Commnunity education systems should be built from the bottom up.
Beginnings with comnunity education should be made with the most remote,
underprivileged and isolated communities. One should avoid the temptation to
start working where it is the easiest to act.

2. The community ggggg_should be the primary setting for 1nstruct10n,
discussion, action, and evaluation. This wguld mean the establlshment of
discussion forums based on radio listening and other learning regources.

3. Communities should take most of the responsibility in defining objectives,

ERIC : 22
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organizing instruction, promoting motivation and action, and evaluating

results. (This should not mean benign neglect of communities by community

educators at the district and national levels. Indeed, this would require

important inputs from these levels and subtle and significant contributions

to cultural dynamism.) As part of the scheme for local initiative and

local responéibility, "Self-Help Brigades" or group such as '"Men/Women/Youth
for Better Tomorrow'" should be created.

4. While one or even more ''community centers' may be constructed by
local people, using local construction materials, and by contributing
labor, an LRC need not be created in every commun}ty. Indeed, it would
be unrealistic to create LRC's in such small communities. After all,
learning can take place with learning materials but without a learning
resources.center.

5. We must use what already exists: existing social organization, .
existing instructional/socializatidn roles, communication patterns and
traditional media.

6. In terms of newer media and materials, we suggest three: radio,
picture sets, and prepackaged.instructional kits. Films may be shown
occassionally if the realities of the situation permit..Radio would be
in the community, perhaps, already. If it is not there in a community,

it is easy to introduce. Radio requires no infrastructure of roads and

railways and is the medium of community education par excellence.
Production costs are low. And delivery costs have been sometimes as low
as 2¢ per person ﬁer ﬁour. Moﬁnted picturgs or photographs in size of

18" x 14" are another useful medium of instruction. Picturgs dispense the
need to have projéctors, electricity or batteries. When mounted on strong
hardboard, they can last quite long. Instructional kits that include

pictures, models, specimens and other instructional material are another

obviocus choice.
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7. It should be understood that even if there is one literate in a whole
community, his presence makes it possible for the community to use written
materials. If any literate person lives in the community, then written

materials should become part of the instructional strategy.

District learning resources centers: the backup system

If such a brogram of community edﬁcation is énvisiohed at the level
of first rung communities, the following needs become, immediately, clear:
1. Need for animation at the community level which means cultural action
on the part of suitably trainqd and sympathetic outgiders. In other wdrds,
we need a community organizer role.
2. Need for radio broadcasts to be used in radio discussion forums; picture
sets on the themes of agricultﬁre, health, nutrition, family planning, etc.,
kits of various kinds; folders, leaflets, and perhaps tin trunk‘libraries
for circulation in the communities; and
3. Need for training of local cadres.

Thus, we need & DLRC with the three objectives of:
Production and procurement,
Training, and
Field organization.

We are not suggesting that new DLRC must be established in each case
to begin initiatives in community education. Reference is made here to .
our discussion of institutional integrations in the mega model which
suggests how existing institutions might be restructured to fulfil the
functions proposed for ; DLRC:! |

Radio broadcasts. Radio broadcasts should be the most important

production activity of a DLRC. The radio transmission facilities may be

1Bhola, Mega model, op. cit., section E.
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owned by the DLRC or may be available to the DLRC for part of the day in

consideration for money paid. b

Tapes of select programs should be prepared for repeated use; for
availability to users outside the area of broadcasting, and even in other
Spanish speaking countries; and for use within the communities when éheap
tape-recorders become available within the foreseeable time.

The DLRC should also prepare folders, leaflets, and booklets to be
réad by literates living within these communities or to be used by literate
animators with their illiterate brethren.

Picture sets. To communicate information that requires pictorial

presentation, the DLRC's should produce picture sets of photographs and
graphics that go with radio broadcasts or can be used independently
within discussion forums to learn and to make decisions on various asﬁects

of agriculture, health and nutrition.

Learning kits. Some learning may require more than pictures and
graphics. Actual specimens and other realia may be necessary. For this
reason DLRC should also be préparing some learning kits for use in the
firét rung communities. Tﬁese kits should be assembled in boxes made of
hard plustic so that they could be transpofted over 1arge4distances
without‘damage.

Tin trunk book libraries. The DLRC should also function as the

ﬂeadquarters for‘a network of mobile tin trunk libraries of books. These
libraries may be nothing‘more'than 30-50 books in a tin trunk £hat may

be left in a community wanting it for 2 to 3 months. New books may be
brought to the library when possible, while sohé‘old ones may be removed.
The tin trunk library may itself, move from community to community depending

upon need and requirements.

Training materials. The DLRC should also prepare training materials
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to be used by its community organizers in the training of cadres in the field.

These training materials could be in the form of tapes, slides and exercises
that trainees can work with to learn and to evaluate their performance.

A working sketch for a DLRC is included on the next page. The
organization of learning resources centers for the second rung communities

will be discussed in a subsequent section.

» .
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~ Workshop Art Field Director's
Studio organization office
: staff
Instructional
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Staff
Warehouse
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4— Garages —>

Figure-2. A working sketch for a DLRC to

support community education in the first

rung communities.

227




2180
ITI

LEARNING RESOURCES FOR COMMUNITY EDUCATION:
THE SECOND RUNG

In the preceding, we have discussed a possible method for the delivery
of community education to small communities of less than 2,500 men, women and
children that for reasons of size or scarcity of resources were unable to have
a Learning Resources Center (LRC) of their own. We pointed out that the best
thing to do initially in such communities would be to establish small discussion
and action groups to be serviced from District Learning Resources Centers
(DIRC's). The DIRC's were assigned three main tasks vt (a) production and
procurement of learning resources, (b) training of personnel and iocal cadres,
and (c) field organization. A brief description of a DLRC was also included
in the preceding section. In this section, we will attend to the needs of
the communities at the second rung as they prepare to participate in commgnity

education for community action.

Communities at the second rung

At the second rung of the system, we place those communities that are
‘between 2,500 and 5,000 people, with homes and farms so organized that a
Communitf Learning Resources Center (CLRC), when built, would be accessibie
‘to;almost every one who wishes to use it.

Some of these second rung cogmunities may be much larger than 5,000
people. In such a case, more than one. CLRC could be built in the same wgy

that some communities must be served by more than one elementary school.

Community learning resources center (CLRC)

The first basic principle that could be stated in the planning and
organization of the CLRC would be that a CLRC should be community-centered

but not community-bound. It should be community-centered in that it should

< J ’ -12- .
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be planned, constructed and programmed to serve the needs of the particular
community wherc it is located. However, it should not be community-bound in
the sense that it begins’to see itself as self-contained in relation to the
total network of learning resources and isolated from the total learning
society.

Such CLRC's should borrow materials from the national network of
learning resources (to be described later), and should depend heavily upon
the production, and training services of the DLRC's. The relationships
among these centers at three different levels should be mutual and reciprocal.
Materials developed within the special context of the CLRC's should be made
available to the DIRC's and even to the institutions that constitute the
national network of learning resources and materials. On the other hand,W‘%
some CLRC's may have an outreach program that serves the first rung communigfés
that we have discussed before. Thus instead of all first rung communities

being served out of a DLRC, some of those may pe served out of CLRC's.

Some CLRC scanarios

Once, again, we must raise some caution. As planners conceptuaiizing
the use of learning resources in community education for community action,
what we can suggest here are some criteria to be kept in mind while planning
CLRC's for the second rung communities; and a couple of different designs
resulting from the application of those criteria in hypothetical situations.
We offer no prescriptions that would be good fo;ﬁall communities in Latin
America, for all times! Local polié& makers and their aids operating within
their own socio-political, economic and institutional realities will have to
design their own situation-specific solutions once they have learnt these

general conceptual skills. It is possible to conceive that some solutions

jnvented by local policy mak1ng groups do not even include the establishment

[
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of a CLRC. Different kinds of teaching/learning philosophies would lead to
thoices of different media of instruction or self-instruction. That may mean
different kinds of center facilities and differential use of space available
in a CLRC. The organizational and instructional roles and cadres developed
for the community education program must also differ significantly from
region to region.

We suggest the following criteria in the organization of CLRC's:

1. Community organization and community education should begin first. A
CLRC should not be mechanistically nailed on the community from outside,

Yut instead the need for such a CLRC should grow from within the community.
In other words, the community should decide if they really do need a CLRC.
The center should not be allowed to stand in the way of community education.
2. If the need for a CLRC is felt, or has been understood, it should'be
planned in collaboration with the: community. The choice of location, the .
facilities it shouid have, the relative contributions of government and
“local peoples to the construction and maintenance of the center should all
be discussed fully and carefully within the community.

3. The plans for a building, if a building is planned, sh?uld be shown to
a suitable architect. The choice uf the architect itself ié crucial. The
building should be ecologically congruent with the environment. Local materials
must be used ir the construction ofnthe CLRC, also, as far as possible,
| local labor.
4. The choice of learning methodologies and of media should be congruent
with the existing cultural realities. Ygt it would be absurd to go out of
the way to be conservative ahd not use the newer media that are available.

This would mean that traditional media would form the core of tcathing-learning

at such CLRC's. Among the new technologies would be radio, tape recordings,

polaroid cameras; in some cases, hand-held TV cameras with facilities for
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video-tape viewing; rural chspapers. library of books, specimens and realia
arranged as a museum, perhaps.

5. The CLRC should not be allowed to bocome elitist in terms of its programs
and in terms of the media technologies it uses. Yet, it would be tragic to

be contemptuous of the people it seeks to serve. Such a CLﬁC should be
conceived of as a "common man's university" and should ultimately fulfil

all the instructional needs of such communities.

Two different scenario; for such CLRCs in Latin American countries

follow.
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SCENARIO, 1

Community Education in San Simén De Cocuy, Venczuela

The following scenario for a possible CLRC was developed by Ms. Bette
Booth as a project for the ggﬁdunto seminar, Education and Change in
Societies (H560), taught by”br ‘essor H.S. Bhola in the School of Education,
Indiana University, in the Spring of 1977. To cnable students to put their
ideas on development, modernization, institution building and education to
work, a design exercise had been included as part of the course requirement.
This design exercise required that the student study the political, socio-
economic end existing education®® and communication infrastructures in a
country of his or her choice and then propose a community education sy;tem,
for the rural masses in that country, leaning‘heavily on the use of learning
resources. A paper by the present writer, entitled, '"Community Education
for Community Action: A Multiframework Mega Model,'' was made available
to the group as a background document. |

The community, Bette Booth is designing for, lies in the Venezuelan
Amazonas and resulted from the colonization effort of the'Vehezualan
government through a special developmental agéncy, the CODESUR. o

San Simdn De Cocuy is one of a cluster of three or four communities,
in the midst of the Amazon jungles, far away from everywhere else. While it
is isolated, it is not inaccessible.;An all-weather runway and a road connect
it to the outside world and the capital city which has the resources genecated
from the nation's oil wells and has the will to colonize the area. Thus,
it is an interesting casé of community education participating in the very
birth of a community rather than serving the éducational needs of a community
with & history and tradition. It is community education for social construction

rather than for reconstruction.

V)
%
>
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%%a; ethﬂic and class mix of the commﬁﬁity whiéh is fast emerging is
complex: members of the Ind{én tribes still roaming in ﬁhe Amazonas (the
Maduiritaré, the Waica, the Yanomapo);isome from the Indians of the river
culture who as farmers, hunters and traders are familiar with the ways of
the Latin people, and the Latins themselves who have come as military
. officers, elite development officials and entrepreneurs. The CODESUR has
done!!lot of social and scientific research to do the best job of colonization
poss1b1e They have plans for agriculture, health, small and large scale
' 1ndustry, collective dec1s1on mak1ng at the communlty level and of saving
the traditional forms of culture including the folk art forﬂs of the jungle
cultures

The curricular asp1rat1ons of such a community have been seen, by

Booth, to include literacy teaching in Spanish, history and folklore,

agriculture, nutrition and childcare, construction and crafts, leadership

i
!

training and conscientization. Understandably, the group is seen as an,
important sett1ng for commun1ty educat1on Therefore, the establishment of
rad10 forums has been emphat1ca11y recommended.

- To actualize the above curricular a5pirations”/the following staff has

been prcposed for the CLRC: . ’ / .

-~ agricultural extension agent | //

-- home extension agent I ff . %%g.
—-'heal%h educator f/ : TF

-- 1nf0rmat1on officer’ w1th assistants to 1nc1ude media production staff,
radio production staff, and library and media coordinator

It is recommended that the training gf this staff should be given

special attention. They should learn to bé social catalysts without coming
f
to be in charge of the commun1ty they are really meant to serve.

*

‘A rough sketch of facilities to be built in such a CLRC is prOposed

on the next page. Notice the inclusion of the Latin patio in the architectural
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Entrance
Health Director, Agriculture " Home
officer community ' extensionist '~ extensionist
' education
B
Information , : ' Library
officer , : and
media
center
Patio
Dark- ' .
room Restroom
Production ‘ : Restroom
Studio
. : Meeting
Control . room
Studio
Small stage
White wall for film showing
Kitchen
Wood and metal working: ' Crafts
machine shop . _ ~ room Sewing
room

Figure 3. A prbpoEEHJAesign for a CLRC for -
EMC . X a community in Venezuela. | 234
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design of the CLRC and the uses to which it could be put in the tropical
climate of Venezuelan Amazonas. Notice also, the sepa;tién of the work;hops
and kitchén from the main building.

Booth emphasises '"'small media" as.defined‘by Wilbur Schramm. Radio
once again plays the central role. Money is not a problem here, and there is
no radio station nearby to hook into. So, a radio station is planned for the
CLRC itself. Books are'gi§en'a place of pride. dther equipment proposed for
“the ;entér is:

Films and film projectors
Slides‘and slide érojectors
Tapes and tape recorders.
Slide tape presentations
Records and record players
Eléctric typewriters
Duplicators

Caméras, especially polaroid qaﬁeras.
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'SCENARIO, II

A Community Center in Peru

This is the second scenario that resulted ffom HS60, Eduoation and
Change in Societies, a seminar taught in the School of Education, Indiana
Unlver51ty, by Professor H.S. Bhola, in the Spring of 1977. The scenario
was developed by Ms. Barbara Amen. It should be noted that Ms. Amen had
not had any flrst-hand experience of the cultural, political and soclo-
economic realities of Latin Amerlca. The scenario was developed on the
ba51s of Peruvian rea11t1es as written up in books and’ other documents.

Amen designs for communities in Peruvian Slerra dotted by small, free
holding communities of the Quechua-speaking Indians and ill-organized
haC1endas of the Mestlzos where the Indian works. She notes that most of
these commun1t1es live by farming znd herding sheep and llama, and some send
men out to work seasonally jin industrial and mining centers. She notes also
that the Sierra Indians do have a form of community ‘goveinment based on
tradition which elects 1oca1 leaders and already prov;des channels for

" community action. She notes also that tradltlonad cultural norms of the
' ' ' Y .
Indian teach restrain, disapprove of display of enotion and forceful behavior,
and even self-expression as we understand it. fhere\js a lack of emphasis
on personal uniqueness and focus on the needs of the.Eociai'group. Appropriately,
Amen makes the suggestion that we take these poaitives\and negatives in
view as we plan community education for community action for these communities
in the Peruvian Sierra.
{

Rightly so, Amen's interest is in learning needa first, and in learning

resources second, She calls her center a ﬁcommunity center' rather than a

"learning resources center." In operational terms, however, the distinction is

lost because the community center as proposed by her, does become a place

. -20-
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where learning resources are stored and utilized.
\ Amen focuses on four progrém elements: (1) nutrition, (2) agriculture,

(3) literacy and (4) folk arts and crafts. She suggests two clear bhases in

the program, one building upon the other:

First phase Second phase
Nutrition, emphasis on Becomes a more comprehensive
protein intake, especially . program, includes training
of pregnant mothers of local cadres of health
' workers ;
Agricuiture, also vegetable Perhaps the introduction of new
gardening crops, leads to purchase of

- tools and some agricultural
machinery, also agro-industry
such as dairy farming and
tanning of skins, canning, and
wool processing

Training in speaking Spanish More advanced training in literacy
and numeracy in the Spanish
language
Folk arts and crafts for extra ' Perhaps a cooperative for both
income ' production and marketing of
' handicrafts

Drug education programs, programs
to stop drift to the city of
Lima
ﬁsing the existing community organizationm, Amen‘suggests the creation
of an arrangement called "commun;ty work time" which obligates each individual
in the community to put in some time every week in the development of a
community project. (The construction of a community center could be one such
project.)
A design for such a community center is suggested on the next page.

The learning resources proposed for such a center are:

=5
Pal)
(%]
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Community mééting Toom ihcluding a small library and projection
equipment ' ‘

Agricultural center

Experimental vegetable and flower garden

Tool storaée room

Medical clinic with a two-bed room for serious cases
School, movable dividers make different divisions possible

Other wings that may be added later

Figure L. A community learning resources
building and its component parts.

23§



-23-

229

Aéricultural machinery and tools

radio sets |

demonstratioh materials and ﬁpecimeng

pictufe sets and learhing materials kits.

Once again, the usefulness of the ''group' is emphasised. Also, a back
up system is assumed at the regional (distfict) and national levels. A regional
center of some sort (DLRC)>is expected to help by providing material inputs
which only the government can provide. Moré importantly, the regional center is
expected to provide help in training local cadres, marketing of goods and
services produced in the community, and expert consultancies on all the
various aspects of agriculture, animal husbandry, health;‘and management of
aéro—businesses. This same regional center, or one at the national level, is
supposed to circulate instructional materials such as films and demonstration

kits.

ERIC 235
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Iv

LEARNING RESOURCES FOR COMMUNITY EDUCATION:
A MULTIMEDIA MEGA CENTER

For some readérs, the second title of this section will have a familiar
ring. In an earlier paper, I have proposed a multiframework mega model of

community education for community action.! I now propose a multimedia mega

center of learning resources as part of an overalllinstructional strategy
for community education for community action. Any sensible institutioﬁal
planning for a national systgm of community education will require that
national resbﬁrces-be harnessed fo provide instructional media support

to the variohs commﬁnity education programs in a developing countfy. This
.paper is an initial. effort towards such institutional planning in the Third
World codntries that are, typically, economies of scarcities; and have,

mostly, inadequate infrastructures of communication.

The dilemma exists but is possible to resolve

Earlier, we have been emphasising the need . for local initiativgs in
communify education. We suggested that community education programs should
respond to local needs, be'locally designed, and use folk media and existent
patterns of comﬁunication and socialization; Now, on the 6fher'hand, we are
talking of institutionalvplanning at the national level for crgating what

we hayelcalled a multimedia mega center. Isn't that a contradiction? How

T

can we produce instructional and communication messages in a centrally- e

\,

located multimedia mega center to be meaningful to all those communities that

we assert have their very own special communication needs? Isn't there

14.s. Bhola, "Community Education for Community Action: A Multiframework
Mega Model," a paper prepared for the USAID/San Jose State University project,
Learning Resources Center-Based Community Education Systems (Project No.
598-15-670-573), 1977.

RIc | e 240
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indeed a dilemma in the whole idea of centralized planning to generate local
initiative? The di1emma,‘fortunate1y, may be more apparent than real.

Centralized planning, indeed' seems necessary to give any SOClety a
central purpose. This need not mean, of course, the enforcement of one
dogmatic future. There is no reason why a society could not dec1de to have
an open-ended future. But such an open-ended future may yet have to ‘be planned.
Centralized p1ann1ng must indeed be’ undertaken to generate a movement within
which local initiatives for community education for community action can
take place. Also, as I have indicated in my mega model paper,'thesnatlonal
purpose will have to- ‘be reinvented in each 1oca1 community This ‘would mean
that an open- -ended developmental process would have to be- generated in
each community instead of imposing pre des1gned development projects on
powerless local communities. “The institutional arrangements that are created
at the nationa1 level to make progress towards these new directions, will
have to take the form of enabling Organlzatlons, that enable local communities
to invent their own means to developmental ends locadly-invented.fThese
central insitutiocns must in: addition, supply the 1nputs that cannot be
locally generated by 1nd1V1dua1 communities for actualizing their developmenta]
needs and aspirations, |

However, this}stiilimay not;answer the concern of some in regard to
the production of genera1 messages in a multimedia mega center in a central
location that wou1d yet serve the purposes of communicating meanings to local
communities engaged,1n the,satlsfaction of specific, locally-determined
needs. At first sight, this may even seem impossible to reconcile, but there
are possihilities:'

.First, there are some messages that can be centrally produced because

they are of generalvusefulnuss and might, therefore, be universally consumed

within a society. Documentary films that interpret the national heritage to
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e nation would be an obvious example of such generai messages. The contri-
,fions of various social, ethnic and regional groups to the cultural,
cial or economic aspects of a society must be‘shared and brought to the
tention of all the people by film and television. Again, the messages
reking to build a nafional identity; to create ethnic and racial harmony;
, teach economic, social and scientific literacy; and to develop & skilled
mmunity can all be centrally produced.

Second, general messages can be so produced that thosé may lead to
:;;ﬁssions of problems in specific local settings and to the invention of
»lufions unique to a community, or area. Our kﬁowlédge of instructional
'velopment processes and of message design can enable us £o produce such
1ssages.

Third, central facilities of a national multimedia mega center may
:» made available to groups to pioduce less than general messages and message
rstems -- messages that serve special client groups. Mass media technologies
»day have made it possible to specialize message making -- to produce
>ecial messages, for special publics, at small costs$. In other words,
3ntraiized facilities may be uséd to produce community-specific messages

\

n video tapes and film.

Fourth, a division of labor may be developed among the multimedia mega
enter and local and district community centers in regard to the production
f materials. Multimedia instructional?packages may be planned. Parts of
hese-multimedia instructional packages may be produced at the mega S
hile other parts may be produced l6cally within the community and)or at

he district learning resources center that serves such a community.

i
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Institutional arrangements for
a multimedia mega center

The institutional arrangements needed for developlng an overall strategy
for learning resources for community educat1on will consist of two organ-
jzational mechanisms:

1. A fund for the learning society; and

t 2. A multimedia mega center.

The fund for the learning society will be a device for raising and
hoidihg funds for the establishment and promotion of all iearning re§ource-'
institutions in a country, for establishing general production and distribution
policies and for the review of such policies on a continuous basis.

The multimedia mega center will start as a conglomerate including many
different instructional media elements: (1) a non-projected materials unit
that produces charts, postérs, graphics, specimens, models and kits; (2)
radio transmission with production facilities; (3) a documentary film
prdduction unit; (4) television production studios and transmission facilities;
(5) éufilm unit for producing instructional films; (6) a textbook research
unit for producing school book§~as’we11 as books for the new literate adults
coming out of literacy classes; (7) a printing press with facilities to
produce books, and multicolored charts, posters and other didactic materigls;
(8) a lending.library for loan of books, films and tape recordings for the
communities all over the country; and (9) a correspondence education bureau.

As development communication needs of the country expand and become
more and more articulated and urgent; institutional experience is gained;
and resources become available, different elements of this multimedia mega
éenter may $plit from the mega center and become institutionaiized as
separate organizational entities. For instance, the radio element of the mega

center may split to become a separate institution called the Public Radio

Broadcasting System. A separate National Documentary Production Unit may

241
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ome about. Television services, again, may separate to develop into a
ational Television Network with appropriate booster stations and cable
istribution'systems. Sometime, in the future, a separate Center for the
roduction of Instructional Films may be created. Textbook production may
eparate to become a Textbook Research Bure;u and a Center for Books for the
ew Reading Publics. The print shop in the mega center may llave to become
National Printing Press with facilities for production of books as well
s other pictorial materials. Library services‘may develop‘into a National
ibrary System, a National Film Library and a Library of Tapes. What
emains may become an Instructional Materials Center for a district level
chool system; |

/The elements of a multimedia mega center, showing a possible pattern
f éeparation and independent institutionalization of various elements, is
hown in Figure-5 on the next page.

olicies on procurement of
nstructional materials

\ ,
. Part of the plans for the provision of instructional resources for

ommunity education for community action implied in the Fund and the Mega
enter above could bé most easily subverted by improper policies in regard
0 the procurement and purcha;e of instructional materials for the center.
he easiest way to kill such a center, forever, would be to import free, or
t great cost,” a whole library of films and documentary films from U.S.A.,
i :

anada and Europe. Similar;y; books, charts, postgrs and models could be
mported and the project for the provision of community educgtion mat&rials
e forever doomed. ‘
While equipﬁent will have to be imported, as also some materials and

aw stocks such as film and even paper, instructional materials should be

mported from outside almost never, or only in the most exceptional cases.

244
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The
Multimedia
Mega Center

The
Fund for
the Learning
Socidty

C) Non-projected
Graphic Materials
and Models

Textbooks and . Library
Adult Reading Services (Books,
Materials Films, Tapes)

Printing

orrespondenc
Press ¢ P

Courses

ﬁ)Radio X

Documentary,

\ QTelevision
' Film'
\\\\ Production - /////’

Figure-S. The elements of a multimedia
mega center, showing a possible pattern
of separation and independent institutional-
jization of various elements.
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‘When such materials must be imported or are received as gifts from outside

zovernments, these must always be adapted (by editing, dubbing or adding new
<

sound tracks) before these are released to the communities within a

different socio-economic and cultural situation. This would mean that

practically all of the material in such a Mega Center, and distributed by

"it, would have been locally or regionally produced.

. 246
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It would not be difficult to come across in any developing country,
special projects that have been designed to serve immediate community
¢ducation needs or the needs of learning materials for community education
programs. Quite often special projects arise frbm the need of leadership for
crisis management or to make a demonstration to the.public that the government
is interested in a particular problem, in a particular region, for a
particﬁlar ethnic group or social class. Such special projects. may sometimes
be described as demonstrétion projects, or pilot projects or may be‘
pretentiously described as experimental projects. These special projects
may have national scope or be oriented to the region, district or a community.
Most have been known to lénguish after the first flush of enthusiasm and
fuss!

Criteria for establishing . : !
special projects

Some criteria can be established for the design and implementation of

- special projects:

1. Special projects should meet important and immediate needs of a community

\
©

or 'a region. o o

2. Special projects must be conceived in a system perspective that responds
to national vision, national resources and structural possibilities in the
short and the long term. In other words, decisions should be mage at the
time of planning a special project .as to how it -would fit into 'the total
prospective plans of.the country, how the special project will expand and in
whh£ phases, and how the vafious iﬁstitutional‘arrangemenps will/’o/é/handledT

3. Special projects must play a generative role in the actualization of the

_31-
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ultimate nafional vision in regard to éommunity eaucation fqr community
éction_and in regard to the provisioﬁ of instructional resources needed for
the implementation of that natioﬁal vision. Thus, the special project would
be fhe first'brystél that starts the process of social/institutional

crystalization resulting ultimately in a national system of community

education supported by a system of learning resources for a learﬁing society.

Examples of special projects

Examples of speciaf projects are easy to gather from the literature .
of community education fbr community action in Latin America'and elsewhere.
Some of these projects have succeeded beyond expectation and éome have

failed, perhaps, becauée they did or did not think of futu;e,ﬁlans as they

implemented present action. Here are some cases:

i
.

National level ACPO, SENA
Regionél leveﬂ Cultural missions
District level \ Service centers
'u\ | .
—————————————— \: \
Local level Y Community: education centers

Many of these'special projects,actually at work in different countries,
are inter-level projects such as- Leadership-Followership communication
through video-tapes in Canada and in Tanzania; radio broadcasting with

radio forums in India, etc.
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DESIGNING 1IN CO&TEXT, BY OBJECTIVE

It would not be redundant to remind outselves that the design of

i
I

multimedia mega systems and centers for a learning society -and development
of the community education systems that are created to serve undefprivileged
communities will admit of many and varied solutions. Prospective planning
will have to be specific to each cultural and socio-political reality.
Systems will have to be designed in context and beginning steps will have

to relate to immediate objectives.

Two Toads to the same destination

In regard to the creation of learning resource systems that can
effectively serve the needs of community education for community action,
one can use two different roads and yet reach the same destination. For
example, onéncould focus on building a national system of learning.resources;
and, secondarily develop ah;illary programs whereby these materials are
used in different ways, and in different settings, to serve different
community information needs. Such a syséémlover the years.could lead to
what is represenfed in Figuré-6. Learning‘quources of various kinds (films,

) N

radio, TV, béoks, graphics, etc.) are located\w}thin appropriaté'institutions
at various levels. (national, regional, district and\community) to come
together into a comprehensive system of learning regdﬁrges for a learning

N

society. ) : N

~

One could take another road to the same destination. One could, that
is, build a national sYstem for the delivery of community education for\
community action to all communities in the hation; and at each level, and

within various appropriate institutions of community education, could locate
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learning resource components to serve special institutional purposes at
that level. Figure-7 suggests such a national network of community education
from the national through regional and district to the community level
with learning resource components built into the community education
delivery system at all its various levels.

Finally, some countries would be able to follow neither the one nor

the other of approaches discussed above in a comprehensive way so as to
cover the nation and thus to serve all communities. They may, as have been
suggested earlier, want to start special projects as represented in Figure-8.
Such special projects may.often become the foundation stone for a comprehensive
learning resources system if organizational mechanisms can be created that
would in the immediate run serve the purposes of all the special projects

and later serve other clients in the society as shown in Figure-9.

Conclusions

Plannir7 is a process tﬁgt deals with the future; and the future,
by definition, is unknown. Knowing the present helps to understand the future
and, therefore, to plan for it. However, the present is not experienced by
each community in the same way tﬂat by planning for one we could p}an for all.
It is.for this reason, therefore, that planning can seldom give a particular
commﬁnity the prescription fbr its‘development. All a planning exercise
of the pfeseht kind can contribute is to lay bare the calculus of means and
ends, marshall all the variable;, and help participants engage self-consciously
in a process of progréssive focussing of general ideas to their specific

conditions -- to invent solutions uniquely their own.

3
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of conmunity education for community action, with learning
resources components built into the system at various levels,
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Figure-8. A network of community centers under a special
project, each self-contained in terms of learning

resources facilities.
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Figure-9. Community centers under a special project being
served from a central learning resources center, Such
a central learning resources center could at some later
time begin to serve clients other than those served by

+ha special project.
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WORKSHOP ON CURRICULUM AND PROGRAM DEVELOPMENT

FOR POST-LITERACY STAGES

INTRODUCT ION

After literacy, What? The question has troubled both the new litgrutes
and the organizers of literacy programs. Too often, costly efforts h;ve
gone to waste as new literates have relapsed into illiteracy for lack of
books to read. Néﬁly literate men and women have felt frustrated when they
could not make functional uses of literacy in their faily lives.

The probléms of post-literacy stages can be viewed in two parts:
(a) Read what? and (b) Read to what purpose? Fortunately, the first question
has received some attention from literacy workers. All over the world,
literacy workers have sought to determine the reading interests of new
literates; to train authors to write especially for new literate adults;
and to get books and newspapers for these newlyeaders published and distributed.
However, the second question, ''Read to what purpose?" h§S not always been
squarely faced. Where the new literates live, there are often no opportunities
to make functional use of literacy. Existing political,‘social and ecoﬁomic
structures and arrangements do not always invite participation of require
funct ional uses of literacy skills. Herein lies a challenge that literacy
workers must face. They must understand the structural blocks to functional
uses qf iiteracy in communities and they &ust learn gs\employ strJ%tural
strategies in their approaches to programming in the poéffliteracy stages.

To deal compfehensivel& with the problems of post-literacy stéges in
our overall literacy policies and plans in the 1980s, we must iﬁclude the
following eleﬁents:
'a) producﬁion-and distributioq of reading materials for new literates,
b) provision of "second chance" formal education for thésé who want it,

c) creating Skills for the use of information sources and bringing

|
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opportunities foy the enjoyment of culture,

d) development of training programs that link literacy with social,
economic and political functions, and

e) creating delivery systems and institutional arrangements that make

all of the preceding possible in systematic ways.

GENERAL OBJECTIVES |

At this time in Tanzania, a review of post-literacy programs in action
and an examination of future needs and possible approaches would be extremely
useful not only for the current Tanzanian program and for Tanzanian educators
but also for literacy workers and programs elsewhere.

The general objectives of the "Workshop on Curriculum and Program
-Development. for Post-Literacy Stuges" will be: (i) to attempt a comprehensive
conceptualization of the needs for programs and curricula in the post-
literacy stages;‘(ii) to review the experiences in post-literacy curriculum
and program development in Tanzania and elsewhere; and, (iii) in terms cf the
existinglneeds and possibilities, to pfoject innovative approaches to,

post—literacy curricula and programs in Tanzania in the 1980s.
!

/
SPECIFIC OBJECTIVES | /

L

The specific objectives of the workshop will Se to enable participénts:
i) To define needs of post-literacy stages compr %ensively to inclgde
(a) retention of literacy skills, (b) continuing éucation, both formal N
and nonformal, and (c) program Aesign to link litleracy with social, economic
and political functions. /
ii) To assess learning and program geeds in te#;s of national agenéas; and
to make diagnoses of learning and program needs/at the community level.

iii) To separate program and curricular needsfthat can be met through local

initiatives, from those that must be met at so@e higher levels of decision-
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. making and planning.

iv) To learn the skills of curriculum development "by objective" to
meet specific learning needs, of specific groups, in specific settings.
v) ‘To understand soclal organization and indigenous institutions and
to harmonize the roles of indigenous and formal institutions in development
processes. '
vi) To interpret programs and curricula designed nationally or reglonally
to adult learners in. the communities; and to share with national and regional
planners and programmers local experiences with national promise.
vil) To implement programs and strategies that assist retention of literacy
and promote the reading habit.
viii) To understand the problems of preparing "“second chance" curricula
for those wanting to continue with their formal or nonformal education.
ix) To provide counselling and guidance to youth and adults for choosing
between programs and curricula, explaining relative advantages and dis-
advantages, in both personal and collective terms.
x) To map linkages between literacy and its social, economic and political i
functions; and to collaborate with extension workers and educatbrs in
agriculture, cooperatives, technical and vocational education{‘trade uniog
educatipn and health and family education in the design of suitable post-

literacy programs and curricula.

TOPICS TO BE COVERED
The following topics may be covered:
’ . /o .
1. The concept of functional literacy; and a general conceptualization of

learning needs in the post-literacy stages, 1if literacy has to play a

¥

significant role in development.
2. An accounting ofvthé?constituencies and client groups that must be

served in post-literacy stages; and .a Yook at the gypes of programs and
. s )

»

curricula that must be provided to these various groups.
A
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" 3. The problem of retentiop‘and how to avoid relapse into illiteraey.

4., Curriculim development models and methods and their application to
problems of curriculum development,in the post-literacy stages.

5, -Principles of counselllng and guidance; and the problems and challengesn
of counselling new literate adults in rural communities of the lhird World

6. Program design and development to build linkages between literacy .--

" and social, economic and political functions.

7. Review of intefnational experiences in post-literacy program and
curriculum development. g - |

8. Social organization and the role of indigenous institutions; and

problems of building institutions to fulfill new dgvelopmental needs of

communities.

\ L
9, TInnovative curriculum and program design .in national contexts; and
discussion of multi-purpose learning-institutions, such as, the Learning

v . . |

Resource Centérs (LRC's), Polyvalent Centers, etc.

WORKSHOP DESIGN v
'The ‘detailed program for this workshop, as in the case 'of one earlier
workshop on evaluation of functional literacy -programs held in Mwanza,

Tanzania durlng December 1976, will be determined in collaboration with

the workshop participants, to suit their particular needs and to reflect

~ the development problems and opportunities in Tanzania as seen by Tanzanian

educators themselves. Therefore, this Project Descriptlgn merely evidences
the organizers'. thinkirfg and advanced‘preparation for the workshob. The
workshop objectives,sgeneral and specific, will be negotiated witd the

participants to provide them with the opportunity to make the workshop

their workshop and to fit their needs, expectations and realities. Indeed,

.estions of emphasis, treatment, sequence and application will be decided
only after the participants have met to discuss the purposes and procedures

of the workshop.
261
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INSTRUCTIONAL METHODS
A variety of instructional methods will be used inclﬁding plenary

sessions for lectures and discussion, guided group work, /individua1‘

I /

consultdncies and reading asslgnments, case studies of post literacy

~_ projects and curricula, commissions -to design future cGr*lcula, programs
/
and delivery systems, and pr7cticums for appllcatlons of concepts and

skills learned in the workshbp.

[

!

WORKSHOP DOCUMENTATION

When workshops are part1c1patively designed, participants must choose.

But ch0051ng also means 1Paving out., Some signlflcant concepts, 1ssues,

approaches and skills imn: the field of interest may thus be left out

I »

completely or may receive somewhat superficial attentlon. This problem
, . j

is remedied through a judicious selection of Workshop Documentation

which is often especially commissioned by the German Foundation for

International Development by way of preparati§n for these workshops.

Workshop Documentation, typically, presents a comprehensive'ahd didactic
v treatmént of the subject\of the wprkshop and puts in a larger perspective,

- the current, selectiveé inﬁérests of the workshop participants. This
documenta:ioh; producéd'in\ghe form of handbooks is sdmething that partic-
pants cénlreturh to, to review their worksﬂop experiences or to.pursue

issues and interests on their own.
A

The two basic documents for this workshop will be:
; \ -

1. Curriculum Development for: Functional Literacy and Nonformal Education., and
l v ‘
2. Curriculum and Program Development for Post—Litetaqy Stages. LT

! \

Handbooks from the series 6f training monographs, Literacy in Devel-

opment (published by Hulton for Rhe InternatiOﬂal Instltute for Adult
Literacy Methods) and Government pf Tanzania dOCUmentation related to 1iteracy,

and post—literacy programs will also be available to workshop participafts.

]
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PARTTCIPANTS

Participants will be Tahzanian decision makers in adult  education and
literacy, particularly, curriculum and program specialists, correspondence
educators; textbook and materials writers, oedia speciélists, broadcasters
and evaluators. éome partioipants ma&,come from labor unions, political
educatlon women education, a gricuiture and cooperatives, and health
education—-areas with whlch literacy workers must relate to develop effective
post—~literacy programs.

Too participanté-from Ethiopia and/or Mozambique may also attend.
The total number of full-time participants including faculty will be no

more than 25.

FACULTY RESOURCES

The role of the workshop faculty will be essentially that of facilitaticn
and provision of technical resources. Exteosiré use will be made of workshop
groups for both discussion and practical exercises.v & faculty member will
be available to each working group as a resource person. The leadership
for the conduct of the workshop will rest with the porticipants and |
committees they appoint.

The faculty will be led by Professor H.S. Bhola of the School of
Eduo;rlon, Indiana University. Three tutors from Tanzania will be nominated

to the faculty by the Government of Tanzania. - Dr. Josef Muller of the DSE

will also be part of the faculty group.

EVALUATION

Evaluation will be built into the proceedings of the workshop. Its
sole purpose will be to provide feedback for the continued improvement of
the workshop on a day—to—day basis.' There will be no evaluation-of indi-

vidual performances.



