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INFORMATION OOLLECTION & EXCHANGE

Peace Torps' Information Collection & Exchange (ICE) was
established so that the strategies and technologies devel-
oped by Peace Corps Volunteers, their co-workers, and their
counterparts could be made available to the wide range of
development organizations and individual workers who might
find them useful. Training guides, curricula, lesson plans,
project reports, manuals and other Peace Corps-generated
materials developed in the field are collected and reviewed.
Same are reprinted "as is"; others provide a source of field
based information for the production of manuals or for re-
search in particular program areas. Materials that you sub-
mit to the Information Oollection & Exchange thus became
part of the Peace Corps' larger contribution to development.

Informatior about ICE publications and services is available
through:

Peace Corps

Information Collection & Exchange
Office of Training and Program Support
806 Connecticut Avenue, N.W.
Washington, D.C. 20526
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Add your experience to the ICE Resource Center. Send ma-
terials that you've prepared so that we can share them
with others working in the develogment field. Your tech-
nical insights serve as the basis for the generation of
ICE manuals, reprints and resource packets, and also
ensure that ICE is providing the most updated, innovative
problem-solving techniques and information available to
you and your fellow development workers.
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Activitles which are aimed at the development of |Iteracy
skills can range In scope from a natlonal campalgn Involving
thousands of learners, professionally designed materials and a
standard curriculum to an individual effort Involving a single
teacher and one or twc learners working with only the materials

at hand.

For a Peace Corps Volunieer or other development worker,
| iteracy work may be a full-time, primary project or a secondary
actlvlty undertaken In support of a primary project In another
area, such as agriculture. Llteracy activities may also be
designed to respond to a need of the community which Is
completely separate from the development worker's primary area of

responsibi|lty.
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This manual Is meant to provide an introduction to |iteracy
work for Volunteers and other development workers In any of these
sltuations. |t Is designed to provide stralightforward
information on planning and preparing for |lteracy work, to
offer guidance on program and materials development and to
suggest strategies for evaluating and improving programs. The
handbook also presents several short case studies as examples of
various types of |l1teracy projects.

No handbook can contain everything a community worker would
need to run a successful |iteracy project. This handbook Is a
gulde to the "basics" of |literacy work. Other resources that
can expand on the Information presented here are Identifled In
Chapter Nlne. It 1s best to keep In mind that the most useful
resources are those that are close by, and the reader is urged to
contact local Institutions and individuals who are involved In
| 1teracy work, educatlion, extsnsion and other related flelds.
These groups can offer instructional materials and other aids in
the language belng taught, technical expertise and valuable
Inslight which can make preparation for a |iteracy program much
easler.

In order to do Justice to
the topics covered, the suthors
have had to |Imit the scope of
this handbook somewhat, focussing
on some aspects to the exclusion
of others. For example, the
handbook assumes that the |anguage
to be taught uses an alphabet,
slnce the languages In most Peace
Corps countries use some form
of en alphabet. For l|anguages
that use characters, the specific
methods described In this handbook
may not be too useful.

Simitarly, there are a large number of |iteracy
organizations, each with Its own strategy and methods. To
include all of.the many |iteracy approaches In detall In thlis
handbook would be an impossibi¢ task. The authors take
responsibility for the choices i which methods are Included.
(Chapter Two provides detall on thres major !iteracy strategles
and Chapters Three to Seven present a mocel for implementing a
project. The model draws eiements from +the major |literacy
strategies and materlals and nsthods based on the efforts of many
| iteracy organizations. Chapter Nine includes the names and
addresses of those Institutions.)
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The handbook can best be used by reading through each
chapter once before beginning the project and then using Chapter
Nine to tap into a network that can provide additional
Information and assistance. Counterpart workers and community
people should be Involved In this network from the beginning to
strengthen the project and to help ensure its continuation. As
the project progresses the |iteracy worker and the community can
learn from their experience together «nd from the specific
feedback of learners In the project. This experience should
provide the foundation on which to Lulld a strong ongoing
program.




General estimates provided by UNESCO and the World Bank
(In this last quarter of Tthe 20th century) Indicate that the
world Is stil| far from reaching unliversal |lteracy. Although
substantial numbers of Indlviduals have become |Iterate In the
past three decades through concentrated national and
International efforts, population Increases have exceeded
Increases In |lteracy rates. All reglons of the Third World

experienced a decrease In thelr 1ll1teracy rates between 1960
and 1970, but from 1970 to 1980 I1literacy rates Increased.
Africa and the Arab States are estimated to have IllIteracy

rates of around 70 per cent. Asla follows with just under 50
per cent, and Latin America has a rate of about 20 per cent.

ops
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High rates of Illlteracy are one characteristic of many
countrles in which Peace Corps Volunteers work. |lllteracy has
a close correlation with poverty; It Is estimated that the 25
least developed countrles (where the per caplta Income Is less
than $100 per year) have 1lllteracy rates of over 80 per cent.
Illiteracy Is also high In those countries with high population
growth rates. The proportlion of women |||lterates Is growlug
steadlly, and |lllteracy rates are higher for rural areas than
for urban areas.

Desplite progress In providing formal primary educatlon
and the allocatlon, In some Instances, of one quarter of thelr
natlonal budgets to educatlon, many developing countries are
lagging behind In providing |Iteracy for chlldren. UNESCO has
projJected that I1f current trends continue less than 35 per cent of
schoo!-age chlldren will be In school In the 25 least developed
countrlies by 1985,

History

Reading and writling began
5000 or 6000 years ago as tools of
political and rellglous elltes.
This skll| was transferred between
the elltes of dlfferent natlons
more qulickly than between the ellte
and the less powerful within one
country. In the Westarn worid,
untll the middle of the 18+h century,
| 1teracy was a skll|| taught only to
the chlldren of the privlleged.
The needs of the Industrlal
revolutlon for skllled workers
produced a move toward unlversal
education, and thls rapldly spread |iteracy among a larger
proportion of the population of the Industrlallzling countrles.
From the beginning of recorded hlstory to 1750, |iteracy rates
In Europe and North America were never more than 10 per cent. By
the end of the 19th Century Sweden, Scotland, Germany, England,
Switzerland, France, the United States and Canada had all reached
| l1teracy rates of 90 per cent.

Whatever the history of I!teracy had been In Third World
countries prlor to their "dlIscuvery" by the West, the era of
coloniallsm brought an emphasis on the educatlon of ellte groups
In the language of the colonl:| power. Education and |lteracy
were often used as a means of c¢inding the elltes of the colony to
the culture of the Imperlal power.

Before the Second World War, most International asslstance

for mass |lteracy was funded by rellglous organizations. These
organlzatlions saw |lteracy as an ald In the practlice of thelr
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rellgions, but they also argued that |lteracy was Important to the
development of the communitlies in which they worked.

After the Second World War, the newly Independent governments
of Third World countrles placed new emphasls on |lteracy for ail
thelr citizens. Mass |lteracy was seen not only as an element of
natlonal pride but aiso as a way to bring together many dlverse
soclal, tribal and |Ingulstic groups to create a unifled nation.

In response to this expressed need, during the First and Second
Deve!iopment Decades (1960-1980), the development programs of the
UN, the World Bank, USAID and later the bilateral programs of Japan,
Western Europe and the soclallst countrles stressed |lteracy as a tool
tor the development of the economies of the Third World.

Untll the 1960's these programs relled heavily on the
i 1teracy methods deveioped by an earller practitioner, Dr. Frank
Laubach. The Laubach method depends on Indlvidual, one-on-one
teaching using a standard curriculum and materials.

In the middle of the 1900's, UNESCO began the ten-year
Exper Imental World Literacy Program using a new approach
called functional |iteracy. Functional |Iteracy focuses on
teaching |lteracy In relation to the everyday "life skills" of
rural people In Third World countries.

In the 1970's the teachings of Paulo Frelre began fo
Influence the development community and |lteracy slowly became
viewed as a process of empowering the poor of the Third World to
deal with the fundamental issues affecting their l|lves.

In the 1980s, each of these methods == Laubach, functional |I1teracy
and the Freirian approach -- are being used. Much has been learned
from each type of program. Successful experlments and programs have
taken place using radio, TV and self-Instructional media. A numbor
of large scale or mass campaligns have been attempted, especlally In
t+he soclallst countrles. There have also been many successful efforts
on a smaller scale. Thls broad background of experience provides
much Info-matlon to draw on In designing llteracy actlvities which
truly meet the needs of the community.

7
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The Value of Literacy

The value of |lteracy contlinues
to be debated by development experts.
Some feel It Is essentlal to the
solutlon of development problems;
others feel the price of unlversal
| 1teracy Is too great for a poor
country to bear glven pressing
needs for health care, clean water
and improved food production.

The debate has not resolved the
questlon of how relevant |lteracy Is
from a socletal polnt of view,

but for many Individuals In these
socletlies, |lteracy has great
personal value. Even the poorest
countrles of the world use

written documents to support
government actlvitlies that affect
the Ilves of thelr people, and a person without |literacy sklills
Is often at a disadvantage In a soclety which depends on the
written word. An Illlterate person lives in a soclety where
Arltten documents and signs are Important to hls |lfe but

have no meaning for him.

Literacy has some speclific beneflits for soclety, too.
Communicatlions can be made through radlo, through televlision
or face-to-face, but those methods have no permanence. The
written word provides an lnexpensive and easy way to transport
records or Information. A farmer can refer back to an
agriculture pamphlet to remember how much fertl!|lzer to use. A
mother can refer to a health manual when her baby Is sick.
The writing on a bottle of insecticlde can save a |ife.




In a small community, most
information Is passed by word of
mouth, and conversation Is one of
the pleasant features of village
|1fe. The written word can
provide a permanent history for
that village conversation, can
carry that conversation from a
family In nne village to relatives
In another and can provide an
Indisputable record for the
legal transactions of ownership,
sale and marriage. This aspect of
| iIteracy may have |ittle economic
value, but as modernization changes
the |lves of people, |inks to thelr
traditional past can help to
lessen the disruptions of

development.
m@
There are a number of measurable (00

benefits of |iteracy as well. §;éhﬁw

World Bank and UNICEF statistics
show a correlation between |iteracy
and such development indicators as
good health and the practice of
family planning. This correlation
Is particularly strong for |iteracy
in women. Lliteracy also correlates
very strongly to family income and
soclo~economic standing.

One statistic In particuiar seems to show a clear
correlation between adult |iteracy and development. A high
| Iteracy rate among the adult population encourages the
estab | Ishment and maintenance of a primary school system,
and the correlation between primary education and other
development Indicators Is extremely high. In Tanzania,
after a mass |lteracy campaign Increased adult |iteracy
from 25 per cent to 60 percent, adults began pressuring
the government to expand primary education. Six years after
+he |lteracy campaign began, enough schools had been bullt
to accommodate every chlld In Tanzania.

There are countries where the |iteracy rate Is high, but the
level of economic development is low, such as Sri Lanka and
Argentina. But only resource=rich countries, |lke lran, have
shown strong economic development with low |literacy rates. The
provision of Ilteracy through both primary and adult
educatlion appears to be 3 necessary factor in sustalned economlc

growth.



Researchers Rogers and Herzog have provided a summary of the
tindings of research into |lteracy and its effect on both the process
of development and the |lves of Indlviduals in Colombla and
Brazlil. They argue that:

® As the Indlvidual galns reading skllls, he Is able to
extend the scope of hls experlence through the print
medla. Messages In the print media tend to promote
change; therefore, a |lterate person who Is exposed to
these messages wlll tend to have a favorables attltude
towards new I[deas.

O Literacy permits the Indlvidual recelvers, rather than
the senders, to control the rates at which messages are
recelved, stored, and Interpreted.

@ Literacy also provides Indlviduals with the means of
delayed retrlieval and use of print Information.

® Literacy unlocks more complex mental abillitles. Whereas
the illiterate individual Is largely dependent on hls
memory, the |lterate Individual Is able to manipulate
symbols. This ablllty to generallze through symbols,
the faculty of restructuring reallity via the manlpulation
of symbols, and the ability to empathize with strange
roles are all mental capacltles that facillitate one's
effective functlioning In a rapldly changlng
urban=Industrial world.

Levels of Llteracy

Literacy skllis can be described on a number of dlifferent
levels. Being able to write one's own name |s one degree of
{Iteracy. Belng able to write this handbook Is another. Thus the
definition of what llteracy Is or what a person should be able to
do to be called |lterate can vary widely. One workling definitlon
describes the major elements of |lteracy skills as:

@ Skill In the language Itself, the abillity to read and
write.

® Communicatlions skills, the abillty to communicate to
others using the written language.

@ Learning skills, the ablilty to learn using the wrlitten
language.

10
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In some |lteracy programs, only the first of these
elements 1s taught, but that skill Is of little use In national
development. A Ilteracy worker must understand that the first
element without the other two Is of Ii1ttle value. Attalinment
of even a low level of skill In all three elements Is of much
greater value than a high leve! of skill In the first only.

Quite often, natlonal statistlics on |literacy do not measure
the attalnment of these skills. Instead they may measure
formal educatlion or particlipation In |iteracy programs.
In some cases 1f a person answers yes to the
questlon, "Are you |iterate?" he Is Judged to be |lterate. In
other cases, attendance at school, even for only one year, marks a
person as |iterate. In fact, World Bank and UNESCO data have
long accepted that a person must have attended school for at least
four years If he Is to galn and hold a meaningful level of
| iteracy.

Much of the discussion about the role of I|lteracy In soclal
and economic development Is based on the assumption that |Iferacy
and 11lllteracy are clearly definable and widely understood terms.
In fact, even within organizations, definitions of |iteracy have
been evolutionary. An early definition of |lteracy offered
by UNESCO In 1963 stated, "A person Is |lterate when he has
acquired the essentlal knowledge and skills which enable him
to engage In all those activities In which Iiteracy Is required."
UNESCO elaborated further that this essentlial knowledge could be
equated to "a set number of years of primary schoollng," usually
four.

Functional |lteracy, a concept proposed by UNESCO In the
late 1960's, broadened the deflinition of I|lteracy to refer to
the acqulsition of an Integrated store of knowledge,
skills and know=how.

By 1975, UNESCO had modified Its early, more stringent
definition to reflect Its experlence In |lteracy work over
the years. |In Issulng the Declaration of Persepolls
on the 10th Anniversary of the Congress of Ministers of
Educaton for the Eradication of |Illteracy, UNESCO defined
I1teracy "to be not Just the process of learning the skills of
reading, writing and arlthmetic, but a contribution to the
|iberation of man and hls full development...Literacy Is not an
end In itself, It Is a fundamental right." (international
Secretariat for Literacy Coordination, 1975)

11
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Developing |i1teracy skills In adults Is a difficult but
not Impossible task. Smaller efforts In which a few dedicated
teachers work hard with a few students have usually proven
successful. In fact, UNESCO's evaluation of Its ten year
Experimental World Literacy Program found that, when all factors
were conslidered, small Indigenous |literacy programs had the
greatest chance of success.

This Is not to say that large natlional programs involving
milllons of people have not been succassful. In this century
large, nati{onal-government sponsored |lteracy programs
have been successful in soclalist counties |lke Cuba,

Burma, Tanzanla and the USSR because of strong political will.

A similar feellng of natlional purpose has led to successful

| 1teracy campaigns In capitallist countles, In this century, In
Turkey and Brazil. A |iteracy worker Involved In a campaign
where the full dedication of the national leadership Is focused
on |Iteracy may safely enjoy great success. Many |lteracy
workers, though, may be Involved In programs where the
governments back programs with more rhetoric than resources.

In this situation |iteracy workers must work even harder to galn
“he support of local community leaders which Is so essentlial to
the success of the project. Often the motivation of each
Individual learner becomes the key to the success of these |iteracy

programs.

For formally tralned community workers or PCVs, reading and
writing are a natural part of everyday |ife. They often have not
experienced 1l|llteracy as an Immediate problem. Most |Iteracy
workers l|earned as chlldren In school and have had constant
practice In using |literacy skills at college and In their work.
They may take |literacy for granted and probably think It Is easler
to learn to read, to write or to do mathematic computation than it

Is-

2 19



Learning to read as an
adolescent or adult Is much /
more difflicult than It Is as a i
child. The learner must flrst \ %
be able to recognlize the letters o |
of the alphabet. Most alphabets f] I
have between 30 to 50 letters, L) -
ten dlgits and a zero. The -
learner must learn how to make the
sound that each letter represents, how to draw each one, how to
put them together to make a word and how to sound out the word.

B

\ .
e 4

—_—

Common sense would say that when someone gets to that polint
they can read that word, but a new learner may not unders*and
what the word means. The learner may be able to write the
word and make the sound of the word, but can not connect the sound
with a meaning. Making that connection may take time. Making
sentences and makling sentences Into paragraphs requires yet
another set of different skills.,

Some emplrical research has focused on the success
rates of |lteracy programs. Most of thls research has
concentrated on the performance of learners on course exams and
not on thelr abllity to apply thelr new skills to real I|lfe
sltuatlons. There has been |lttle research directed at the
elements of a project that decrease difficulties In learning.
However, some general trends can be ldentifled.

A |lteracy program will be easler for learners I[f:

® |lteracy Is taught In the first language, or mother
tongue, of the learner;

0 differences between the spoken language and the written
language are not great;

0 there Is a large amount of |lterature avallable to the
learners In the language of Instruction;

@ the learners can percelve immediate economic gain from
becoming |lterate;

@ the project Is small and has a dedicated staff or the
projJect Is large and Is part of a mass mobll|ization
campalign assisted by a political ideology;

@ +the learners percelve that the program Is responsive to
thelr expressed needs.

A |lteracy worker may have |lttle control over some of these
factors. Nonetheless he should be aware of the elements of a
project that act as constraints to success.



II'l1terate adults quite often have strong oral math skills,
as some of these skills are very Important to thelr work and
personal l|lves. But using these existing math skllis to process
new Information or solve new problems often presents major
problems for those who are I||!terate.

tIl1terate farmers may have difficulty with the agricultural
math required to work with Improved farming methods, even though
they have long known how many seeds to save for next year's
planting. Mothers may have difficulty with the correct
proportions of Ingredients In the rehydration solutlon which can
help thelr chilidren survive diarrhea, even though they have a
thorough knowledge of the Ingredients required for traditional
dishes. Both buyers and sellers would benefit In the marketplace
from an understanding of unit pricing. And use of a calendar Is
essentlal to some family planning methods.

Numeracy skllls, which involve the use of written numbers to
perform simple computations, are among the most relevant of all
those skills which depend on reading and writing. For that reason
numeracy |s often Included in |lteracy programs.

14
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There are both similarities
and differences between learning
the skills of |lteracy and '
numeracy. Both require
the learning of abstract symbols
and thelr combinatlion to form
different concepts. Both require
the learning of psycho-motor
skills to reproduce the symbols, and
both require that the |Iiterate person be able to learn from and
communicate with symbols that stand for reailty.

Numeracy involves a set of abstract concepts about
functions that can be used only with numbers. This adds a
complexity to numeracy that |iteracy does not have.

Adult, Nonformal and Literacy Education.

Adults often do not learn well In a formal environment
that resembles school. They learn more efficiently in an
environment that reflects the fact that they are adults and not
children.

Speclal educational methods which recognize these needs have
been developed for teaching adults. They are variously classifled
as adult education, nonformal education and for this specific
task, |Ilteracy education. Aduit education Is a well established
general term. Nonformal education Is a newer term that encompasses
all out-of-=school education efforts Including |iteracy, health
education, agriculture extension and other forms of adult
education. Literacy education Is a speclalized form of nonformal
education. The specific use of the terms is not as Important as
the common underlying theory that the learner Is cenfral to the
process of learning.

Involving learners in this central position Is In contrast to
t+he formal school tradition In which a teacher teaches and students
|isten and learn. Research and experience have shown that adults
work better In a learning environment over which they have some
control. Adults learn better 1f they participate in the
decisions that design the curriculum, the methods, materials, and
schedule. Adults may choose to use a school room as a meeting
place for classes or they may prefer a room in someone's home.

The Important factor Is that they choose.

Adults have a lot of demnands on thelr time. Thus, schedulling
of classes often becomes a prime determinant of participation
In literacy activities. Other activities will be pulling the
learner away from |lteracy classes. The adult, therefore, needs
+o have a clear understanding of what he Is doing and why, a strong
motlivation to learn and a perception that learning Is valuable to
him,



Malcolm Knowles has znalyzed the baslc research on
adult learning In The Modern Practice of Adult Educatlion.
He uses the term "androgogy" to defline the process
of education for adults, a process In which the participation of
the learner Is central. The following is a summary of the
principles of Knowles! androgogy:

® The psychologlical climate of the learning environment
should be one which causes adults to feel accepted,
respected and supported; In which there exists a spirlt of
mutuality between teachers and students as jolnt
Inquirers; In which there Is freedom of expression wlthout
fear of punishment or ridicule.

@ The adult's concept of self-directiveness Is in
direct conflict with the traditional practice of the
teacher telling the student what he needs to learn.

9 Every Indlvidual tends to feel committed to a decislion
or an activity to the extent that he has particlpated In
making It (or planning 1t).

® The adult's self-concept and self-directivity argues for
a learning-teaching transactlion that Is one of mutual
responsibllity of learners and teachers.

® Belng Judged or evaluated by another adult Is the
ultimate sign of disrespect and dependency. For thls
reason, evaluation should be & process of self-evaluation,
In which the teacher devotes hls energy to helping the
adults get evidence for themselves about the progress they
are making toward thelr educational goals.

In The Adult Learner: A Neglected Specles, Knowles
outlined flve hypotheses concerning a learner-centered approach to
education based on the work of psychologlst Carl|l Rogers:

® We cannot teach another person dlirectly; we can
only faclllitate hls learning.

® A person learns significantly only those things which he
percelves as belng Involved In the malntenance of, or
enhancement of, the structure of self.

® Expertence which, If assimllated, would Involve a change

In the organlzation of self tends to be resisted through
denlal or distortion or symbollzation.
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® The structure and organlzation of self appear to become
more rigld under threat; to relax Its boundaries when
completely free from threat. Experience which Is
percelved as Inconsistent with the self can only be
assimlilated 1f the current organization of self Is relaxed
and expanded to include it.

@ The educational situation which most effectively
promotes significant learning Is one In which (a) threat
t+o the self of the learner Is reduced to a minimum, and
(b) the perception of a number of possiblliities Is
facllltated.

Phi11p Coombs colned the term nonformal education (NFE) In
his book Attacking Rural Poverty to refer to a varlety of
out-of~-school educational activities such as agriculture extensicn,
health education and 1lteracy education. He argued that all had
similar problems and should be functloning under the same adult
education theorles.

NFE expanded the principles of Knowles's androgogy to state
that the process of educaticn should help to empower the learner.
The use of discussion and dlscovery were meant to help the
learner develop an awareness of his situation and develop plans
to act upon that situation. NFE was seen by Coombs as a way
to provide mass education In socletlies too poor to afford
formal schooling for all of their people. As the concept
developed NFE came to be seen as a way to overcome some of the
more oppressive aspects of formal schoolling.

Literacy education has been affected by both adult education
theory and the theorles of NFE. Early adult Ilteracy classes
were run exactly |lke those of formal education, and many | 1teracy
classes are still run In this way. However, many projects are
beginning to put the learner central to the process and to Involve
him In the planning, Implementation and evaluation of the | l1teracy
project. Literacy classes are using group discussion on important
Issues as a focus of the Ilteracy learning. This adds tc the
Interest and relevance of the classes, but It also expresses the
view that the adult learner Is a full person adding another skilil
to his store of knowledge.

17

24



This participatory view has even changed the vocabulary of
adult education. In NFE programs the adults are referred to as
learners, not students. Teachers still sometimes play the role of a

teacher, but they are primarlly facilitators who help the learner
learn under his own dlirectlion.
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During 1975, which most |iieracy practitioners view as a
year of International "stock-taking" In the |lteracy fleld, an FAQO
publicatlion hegan with these |Ines:

"The effort and paln are worthwhile. The path to
development and !lberation probably does lead
through the bramble bush of Ilteracy."

A large part of getting through that "bramble bush" is
developing an understanding of the three major strategles used In
| Iteracy programming today =- the Laubach method, the Frelre
method and the functional |Iteracy method. Some varlation of one
or more of these strategles serves as the baslis of most |lteracy
work and speclific modifications have been made to design programs
for women and chi'!dren, two groups traditionally underserved by
| Iteracy programs.

A strategy consists of a theoretical base on which a
comprehensive set of activities are bullt. Those actlivities are
supported by materlals and technlques that are consistent with
+he underlyling theory. A strategy provides a coherent framework
around which to bulld a |iteracy effort. A strategy Is based on
an understanding of how adults learn literacy ski!ls, and ldeally
reflects the cummulatlive experlence of thousands of practitioners
over the past forty years. A strategy may also provide a set of
fleld tested materlals and techniques, which can be of great help
to |lteracy workers who have |ittle previous experlence or |imited
time to devote to |Iiteracy work.
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Debate exists as to which of the three major strategles
presented here Is most effective and whether any of them Is truly
successful., Elements can be taken from each of the three
stratregles to create a composite that Is most appropriate to the
local sltuation.

The Laubach Method

Dr. Frank Laubach began his
| 1teracy work In 1929 In
the Phllippines where he was a
misslonary. Now, his work Is
carrled on by Laubach
Literacy International, an
Institution that has worked in l
almost every country In the world.

The "Laubach method" Is a
comprehensive system that Includes
a teaching methodology, a spaclific }
set of materlials, the use of
volunteer teachers and the
publication of |iterature for new
| I1terates.

This strategy uses a one-on-one method, called "each one

teach one," by which one |lterate volunteer teaches cne || iterate
person to read. That new |lterate then volunteers time to teach
another I1lliterate person. The eventual goal Is that the whole

community achleves | Iteracy.

Advantages of the Laubach approach are the speed with which
adults learn to read In their own language; the fact that eack
learner Is taught on a one-to-one basls and can contlnue by
teaching someone else; and the ablllty to reach many people In a
sort of chaln reaction.

The Laubach method uses a highly structured curriculum asd
standardized teaching materials. The basic Laubach teaching tool
Is a pre-designed picture-letter-word chart. Each plicture on the
chart has been carefully chosen to represent both the shape of the
letter to be learned and a word that begins with that letter.

In the Spanish language example on page 20, the letter P Is
represented by a man with his weekly pay (pago) and another man
who Is unempioyed (vago) represents the letter "V", The teacher
uses the chart to help the learner recognize the letters of the
alphabet and the sounds they represent,

As soon as the learner understands the plcture-ietter-word
assoclations, the teacher moves on to simple storles In & reading
primer that Is keyed to the words on the chart. This first primer
has a vocabulary of only 120 words; It Is followed by a second
primer that adds another 1000 words to the vocabulary I|ist.
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Charts and other materlials which have been developed in about
300 languages for more than 100 countries are used In both Laubach
and non-Laubach programs. Learning Initial letters, words, and
reading In the context of a picture gives vhe learner the satisfaction,
usually In her very first lesson, of reading a message. With this
beginning, a number of other skllls essential to reading and writing
are Introduced In careful sequence. These Include learning all
the letters and their comblnations, learning whole words, and
word analysis. In all the Laubach teaching materials, reading and
writing go hand in hand, with practice provided for the learner
Inwriving letters, words and sentences as she learns to
read them.

The results of Paulo Freire's work have lead to
criticism of Laubach's method as lacking relevance
for the 11l1terate populations of developing countries. In
response to some of this criticism, materials have been
changed to reflect the concerns of those learners.

The Spanish language example represents a modification of the
earl|ler Laubach method. Instead of beginning with the chart,
the attention of students Is drawn to a large picture of, for
examp le, workers outside a factory. DlIscussion which arouses
student Interest In the subject of work and unemployment Is |ead
by the speclally trained teacher. Then the word chart with "pago"
and "vago" are shown and the method proceeds In the usual manner.

Laubach International's efforts depend on volunteers who
recelve an average of 12 hours of Inlitlal training. Each
volunteer teaches one-on=one, though the Laubach materlals are
also used In group classes. Laubach has found that volunteers
who are close in educatlon and economic standing to the studenrts
make the best teachers, though teachers of any educational level
and economic standing can offer valuable help. Speclal
consideraticn Is glven to encouraging new |iterates to transfer
thelr skill to other members of thelr community.

Many Laubach groups have produced follow=up |Iterature for
new |lterates to read. Some of this |lterature has been produced
by professionals and Is based on research Into the reading needs
and deslres of thelr cllents. |In some cases, followup
| Iterature has been produced by learners and new |[terates
with the help of tralned leaders. More than 50 of these "books from
the people" have been published for Latin America and provide an
Impressive source of reading materials for a new reading
population.

Laubach International's office In the United States Is
|isted In Chapter Nine. That offlce only provides materlials In
English. Local Laubach groups exist iIn many Third World
countrles, and they produce materials in the local languages.
Even If a |iteracy worker Is not golng to use the whole Laubach
method, she would beneflt from contacting the local Laubach
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group. They wlll have reading materlals for new | Iterates and
other materlals that may be helpful In suppliementing beginning
| Iteracy activities.

[he Frelre Method

Paulo Frelre Is a Brazlllan=
born educator who became Interested
In |lteracy education as a
way to help poor and dlsadvantaged
people overcome the psychological,
soclal and pollitical constraints
related to thelr poverty. He
belleves, |lke Laubach, that
people can use |lteracy skllls
to Improve thelr problem—solving
abllltles. He also contends
that underlyling thought patterns
have to be changed If I|lteracy
skllls are to lead to
problem=solving actlion.

Hls method focuses on small groups
which become centers of learning and
discusslon.

Frelre hypotheslzes that the educational system Itself
can be the source of some very iimited ways of thinking. He
has analyzed the educational system for adults and described
+wo types of education: banking educatlon and problem—posing
education. The metaphor of banking Is used to describe a system
In which the teacher "deposits" knowledge Into the students, a
system which Is dominated by the teacher. In banking education
all of the power of declslon-making Is In the hands of the feacher.
The teacher becomes the actlive subject of the teaching while the
students become the passive objects of the teaching.

To overcome thelr poverty, Frelre belleves that members of
poor communlties must learn how to ook objectively at thelr Illves,
analyze thelr problems, plan a course of actlion to change the
s!tuation, act on that plan, and then reflect on that actlon In
order to plan agaln to act. He calls this process praxis. The
problem=-posing method of education uses praxlis as |ts basls.
Learners become the actlve subjects of thelr learning and the
+eacher bacomes a facl!ltator of the process of praxls. Through
thls process learners move from being the objJects of
history to becoming the actlve subjects and makers of thelr
own history.
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Freire's |iteracy programs use a series of pre-Iiteracy
activities to help develop a dialogue within the learning group.
Discussion [s centered on several drawings which help
the group distinguish between "nature," which cannot be changed,
and "culture,™ which can be changed. The first pictures are of a
flower and of a vase which has a flower drawn upon It. The
learners discuss the difference between the flower that
was produced by nature and the flower on the vase which was
produced by a person. The artist Is part of the human culture;
the flower Is part of the world of nature. The d{scussion moves
on to the subject of how people are the actlive makers of culture
and can control that world. The learners begin to see that they
are actors In the world of human culture and that they have the
power to control the world around them.

In his Ilteracy programs Freire analyzes the language
looking for a few key words that have most of the letters and
sounds of the language. These he calls Generative Themes, words
that are related ‘to concepts that have great emotional
significance to *he learners. Then |iteracy workers produca a set
of visual objects that each have one of the words written at the
bottom, with that concept depicted In the drawing. The following
Is an example of the use of these visual objects. '

-In this example from a World Education project In
Ghana, as In most programs based on Frelre's princlples, the
learners sit In a circle with the facllltator in an equal
position with the learners. The sesslions begin with the
facllitator showing a drawing of a man dropping his ballot
Into a ballot box. Under the picture Is the Twl word for
power, "tumi®. The learners are asked what the man Is
doing. They reply that he Is voting. The teacher then asks
them 1f he Is exerting power. Thls begins a discussion In which
the learners express how they feel about voting and the |Imits
to thelr own power. The discussion moves on to the question of
what other types of power the learners have. In the beginning,
group members usually say they have no power. But as discusslon
progresses, they ldentify ways In which they do have power. They
can vote or not vote. They have some power over ralsing their
children. Or, they can get together with thelr nelghbors and
bulld a community well.
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The group breaks up Into smaller dlscussion clrcles of only
two or three people. Each clrcle dlscusses power and the ways In
which they have power to control elements of thelr exlstence.

A spokesperson from each clrcle then explalns to the whole group
the forms of power the group has ldentlfled. The facllltator helps
the learners to make a plan to use some of that power to Improve
thelr lives. (That plan will be reflected upon at the next
meeting.)

After the plan Is decided upon, the facllltator polnts to the
word under the plcture and asks what it Is. By then, all the
learners know It Is power, "tuml." The facllltator then uses that
word to explain the sound of each letter, how the letters come
together to form a syllable and how the syllables form a word.

Leon Clark, who designed and Implemented thls project, tells a
story about the flrst sesslon of one of the |lteracy classes:
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"Following the discussion, the word 'tumi' Itself Is
presented and the participants are asked to repeat the
following sounds derived from the word:

TA TE Tl TO TU
MA ME Ml MO MU

Once the participants are able to give the sounds orally (in
memor|zed, rhythmic sequence as they cannot read yet), the
facl|itator asks them to form as many words or phrases as
they can by combining sounds. Almost everybody can make
"tumi' and most people can make several other words. During
one sesslion, a participant made the sentence 'Ma me tuml,"
which means 'Give me power,'"

After a number of sesslions dealling with words that explain
other sets of syllables, the learners have learned how to read
and write ali of the letters and how to make simple words. Then
the class Is ready to begin to read and write simple storles,
letters and other reading materlials.

The discussions that begin each of the initlal learning sesslons
help *o add motivation to the learning process. That process
allows the learners to gradually understand what these flirst words
represent. Educational research shows that when learners discover
something on thelr own, they will learn It better and remember It
longer than If they are simply shown or told that bit of knowledge.
This discovery technique Is one of the powerful parts of the Freire
approach.,

Frelre has been criticized for having merely repackaged
existing knowledge of adult education and covering it with
revolutionary rhetoric. Indeed, John Dewey, In the early part
of this century, called for a pedagogy that made students Into
actlve learners. However, Frelre does present a deeper analysls
of the psychology of the learner from a developing community,

a learner who may be oppressed by poverty, a sense of powerlessness
and a narrow view of the world.

He argues that humans operate on three levels of
consc lousness:

@ Intrapsitive awareness, In which the Individual Is

caught in the bellef that all of Iife Is ruled by
magical forces over which she has no control.

O Nalve transitlive awareness, In which the individual

understands the real human and natural forces that are
working upon her, but her analysls of her problems Is
blinded by emotion,
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@ Critical transitive awareness, In which the Individual

can rationally analyze her problems and develop ways to
solve those problems.

Freire feels that |iteracy education should help the learners to
progress from Intransitive or nalve consclousness to criticai
consclousness and that that process of consclientization Is more
Important than learning to read.

An Interesting application (and study) of the consclousness-
ralsing process among rural Immigrants In urban settings Is
provided by Barndt, In her study of womens' |iteracy programs In
Peru. Barndt used photographs taken Iin varlous sections of Lima,
Including the squatter settlements learners came from, as a way
Iin which to identify generative themes and thus words (and
content) for the |iteracy program.

Other recent applications of Freirian methodology have taken
place in the former Portuguese colonies of Gulnea Bissau, Angola
and Mozamblque. In each Instance, the national government has
backed the use of the methodology, thus supplying the political
endorsement which Is often needed to make It successful. Chapter
Nine lists resources on the Frelirian approach.

Eunctional Literacy

Functional |iteracy uses a
single focus on a subject
of Interest to the students as
the content material for developing
|iteracy skllls., Usually the
sub ject matter Is related to some
aspect of the learners' work or
family Iife -- such as agriculture,
health or small business.
Materlals are problem-oriented wit:,
possible solutions being presented In
the course of the |literacy
program. Materials are based on
the learners'! store of knowledge
and whatever signiflicant gaps may
exist In thelr knowledge. Thus a
functional |iteracy program is
of necessity based on a study of
the Immediate milleu, the
Identification of current practices
related to the content area,
and suggested new practices
to remedy the situation.
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For a community worker Involved In agriculture, health,
flsherles or some other content area, functional |Iteracy may
provide a method for Integrating her primary Job with a |lteracy
effort. The |lteracy worker could design a program that taught
| Iteracy related to the functional skllls she was ftrylng to
transfer.

A UNESCO document summarizes the concept of functlional
|1teracy In thls way:

"Briefly stated, the essential elements of this
approach to |lteracy are the followling:

1. Literacy programmes should be Incorporated Into and
correlated with economic and soclal development plans.

2. The eradication of Illlteracy should start within the
categories of population which are highly motivated and
which need |lteracy for thelr own and thelr country's
benefit.

3. Llteracy programmes should preferably be |inked with
economic priorities and carried out In areas undergoing
rapld economic expansion.

4, Llteracy programmes must impart not only reading and
writing, but also professional and technical knowledge,
thereby leading to a ful ler participation of adults In
economic and clvic |ife.

5. Literacy must be an Integral part of the over-all
education plan and educatlional system of each country.

6. The flnanclial needs of functlional |Iteracy should be met
out of various resources, public and private, as well as
provided for In economic [nvestments.

7. The |iteracy programmes of this new kind should ald In
achleving maln economic objectives, l.e., the Increase In
|abour productivity, food production, Industrlallzation,
soclal and professional mobl|ity, creation of new
manpower and diversification of the economy."

i
‘

28 3




An example of functlonal
| Iteracy might be a |Iteracy
program for farmers Interested
In Improving thelr productlion
with the use of chemlical fertillizers.
Current fertillzer use practices would
be assessed. Problem areas would ﬂ=
be Identifled and these problems D U=
and thelr resolution would provide the
content of the functional :ﬁz U
| Iteracy materlals. That is,
| Iteracy materlals would present D: T
reading, writing and concepts of
numeracy using the words and ldeas ﬂ
that are reeded to read and use 333
Information about fertillzers.

As the learners move on to EDUCAT'ON
reading simple sentences, T L)
those sentences describe E? Qﬁ%@;ﬁi
Improved farming methods using
fertillizers. |In this way, the ﬂ VRE
learners are learning how to read,

G
calculate and write while focusing
Y GR

on one speclflic content area.

They are motivated because the

sub Ject matter they are studyling . Y@
as they learn |Iteracy skills Is

of Interest and value to them. §?7

They are learning about Improved
agricultural practices as well
as |iteracy. The objective Is
for the learners to develop
sufficlent |lteracy skllls to
continue learning on thelr own.

A number of functlional |Iteracy programs have been carrled
out around the world focusing on dlfferent job skills and
development sectors. Health, family planning, agriculture, home
Industry and other subjects have been used as the baslis of
study. Functlonal |Iteracy programs In Tanzanla provide
excel lent examples of national and community organization for
functional |iteracy work. (Tanzanlan "Food Is Life" |iteracy
campalign also provides an Interesting case study of the use
of radlio In large-scale compaigns and the Importance of
village-level study groups.)

At the same time, the UNESCO Mall functlonal |lteracy
project exhibits a number of ways of meeting natlonal development
priorities, particulariy In agriculture, through |Iiteracy work.
The Jalpur Farmers' Literacy Project In Indla, with Its focus on
Introducing new plant varietlies and new agricultural methods, Is
also rich with teach!ng materials and methodologles.
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A new variation on functional |lteracy, called specific
| Iteracy, Is now being tried In a number of countrles.
The Senegal case study In Chapter Ten contalns a good example of
thls form of functional |lteracy. In thls strategy, the Job of
the student Is analyzed to see exactly what |lteracy skills are
needed and only those skllls are taught. In specific |Iteracy,
the student may learn very lIittle, but all of what she learns
will be of Immediate value. This can greatly Increase learner
motivation.

One group of learners could participate In a series of short
speclflc |iteracy courses. For example, a group of farmers might
first learn how to read directions on cans of pesticlde. A few
months |ater the group might learn how to read the Information on
bags of fertllizer and how to do the simple math needed to
calculate application rates. Several months later there might be
another session on a related topic.

This could go on for a year and the farmers would have
learned a good deal that was valuable to thelr work. After their
success wlith specific |lteracy they might be willing to spend
three months learning more general |Iteracy skills. Having
acquired some of the skllls needed for general |lteracy, thelr
learning would go faster and be easler.

The specific |lteracy strategy Is & planning tool ttat allows
the |iteracy workar to focus on skllls that are of value to
the learners. Anzalone and McLaughlin In Making Literacy Work:
describe thelr methodoiogy with
these questions that a |lteracy planner should ask:

"For a speclflic group of people, working and llving In a
particular environment, how do existing |lteracy skills
relate to what Is required to get along on the job? Is the
level of |lteracy, and not something else (l.e. Insufficlent
technlcal sklll, lack of tools or credit) causing difflculty?
For the particular group, would a specific Increase In
|1teracy skills make a noticeable contribution to Improved
productivity or soclal well-being? |f so, would a short=term
I1teracy training Interventlion be feaslble, and would It
likely lead to the desired Improvement In skilIs?"
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There are flve conslderations that characterize thelr
planning approach:

@ Speclfic |iteracy starts In the workplace. The planner
looks first at how |lteracy Is Involved in the work of
the learner. Thls does not rule out |literacy activities that
relate to health, famlly planning or other parts of a
person's |Ife, but it puts the emphasis on work.

0 Specific literacy uses a dlagnostic approach. The
planner must attempt a comprehensive dlagnos!s of the work
tasks, thelr |lteracy requirements, the existing |lteracy
abll1tles of the learner and the way In which |Iteracy skills
are performed or circumvented In the work place.

0 Specific literacy ldentifles turning polnts In economic
|1fe that may act as an Incentive to learning. The planner
looks at changes that are taking place In social and economic
|1fe with which |Iteracy might be able to help an Individual
cope. Increased competition or new technology might lead to
these turning points.

0 Specific |lteracy assesses the |Imits of a short-term
Intervention. The planner must define a set of goals and
objectives that can be accomplished In a short period of
time.

0 Speciflic |iteracy looks for generic skills. The planner
cannot design a different program for each Individual, so
skllls that are common to a number of work sltuations are
preferable to those that are specific to one.

The specific |lteracy approach

has a lot to offer to a

| Iteracy worker who will be

Ilving In a community for a short
time only and whose primary

work Is In another area of
development |lke agriculture

or health. The |lteracy worker can
use this planning tool as a way

to focus on |Ilteracy goais that
support her primary job and

that can be achleved Iin a short
amount of time. (Further
Information on the specific |Iteracy
approach Is found in Chapter Nine.)
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Literacy for Women

Many educatlonal programs
are designed and Implemented In
ways that unconsclously favor
males over females. Although
such discrimination may not be
planned, It Is nonetheless real.
Currently, a disproportionate
number of females are [|I|lterate
in the world. In 1960, 58 percent
of Illlterates were estimated to
be women. By 1970, thls percentage
had risen to 60 percent and
It Is stlll rising. There
Is a growing consensus that
special effort should be made to
target |lteracy efforts at women
and girls. This arrangement has been
highlighted In a recant UNICEF
publication, "Women at the Turning
Point" by Dr, Lyra Srinlvasen.

There are practical as well as ethical reasons for targeting
| Iteracy programs at women. In the developing world, young chllidren
are more |lkely to spend time with their mothers than wlth thelr
fathers. This follows naturally from the traditional role of
women as workers In and near the home and the tradltlional role of
men as workers outslide the home. Since chlldren spend more
time with thelr mothers, a |lterate woman may be more |lkely to
pass on her |Iteracy skill to her children than would a man.

Statistics presented earller show a strong correlation between
| Iteracy In women and a number of development Indicators, particularly
lower Infant mortallty and fertll|lity rates. Many development wcrkers,
|ike Dr. Srinlvasan, think that some effects can be assumed. LIterate
women In a famlly are more |lkely to demand equal educational treatment
for girls In the family and In the community. Literacy should glve
women more options for business or work outside traditional
occupations,

Depending on the cultural setting for the project, there
will be a number of Issues that will have to be resolved before
beginning a |lteracy class for women. Although this manual
cannot present and resolve all the Issues for all sltuations,

a discusslion of a few of the major Issues provides a
beginning for those who may be plan:ing speclal programs for
women .

For example, experlence In some cultures has shown that
husbands and fathers, particularly when they themselves are
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Ill1terate, may be unwilling to let thelr wives and daughters
participate In |lteracy programs. There Is no easy way to resolve
this Issue, but a |iteracy worker can be mindful of the need to
Involve men In preliminary dlscussions and perhaps think In terms
of a parallel program for men.

This thinking is part of an effort all |iteracy workers
should make to look at the cultu.e and power structure In which
learners live. In any project there will be people whose support

will be vital to the project. The learners should be enlisted to
Identify and design a strategy to galn the support of key people

in the community. The program should then begin by Involving those
Important people, both men and women, In the decislons that shape the
project,

Another concern that Is
particulary relevant to women's
|1teracy projects Is time
s!nce In traditional soclietles
women, quite often, have
less free time than men. Thelr
duties of cooking, cleaning,
child-rearing, farming and other
work span the whole day. Many
community workers concelve of
learning as something that a
learner must focus attention
on to the exciusion of other
work. That may not be possible
In a women's |lteracy program.
A |iteracy effort may have to
take place around one of the
women's everyday activities.

The |iteracy worker has to be innovative in finding time and
places to run the program. For example, the program could take
place around a well while women are washing clothes. A program
could take place while women are doling hand work or shuckirg
corn.

The program could also run in shorter sessions. |f women
are able to spare 30 minutes In a day, thls may be enough to
teach part of a lesson. The whole program might take considerably
longer, but the final result would be the same.

The women's workload may also be heavier at certaln times of
the year, such as during the growing season. The |Iteracy worker
must Identify those periods of the year In which women are least
busy and plan |iteracy programs accordingly.

A women's |Iteracy project In Indla that was coupled with
chlld care, health and nutrition educatlion found that even after
schedullng the classes late at night, only about 60 of 550 women
stayed In the program. LIteracy workers found that since they
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were working with mothers of young children, thelr clients had
too many demands on their time to participate. At the end of
the project they decided that the proper target group was
teenage cirls who were not yet married. They still had enough
+ime to spend In the classes, and the chlld care knowledge would
be useful to them when they began thelr own famllles.

Women have many of tha same motivations to learn to read
that men do, but they may feel some needs more strongly. As was
mentloned before, women may want to learn to read to pass that
skill on to thelr children. The married women in a village may
have all come from other villages, while the men were born In
the village where they live. These women may have a need fo
communicate with thelr familles In other villages. The |lteracy
worker should find out from prospective learners what thelr
priority needs are In the area of |lteracy and bulld a program
around those needs.

Chlldren

A |iteracy worker may see
|1teracy as an adult need, but the
adults In her community may prefer
a |lteracy program for their
children. |f the |literacy worker
Is living In a community where
there Is no school or where
attendance Is low, she might conslder
working with children. Children
may be easler to teach and often
have more free time than adults.
The adult community may be
willing to put more effort and
r@sources Into a |iteracy program
for thelr children.

Although children may be more
willing to sit In a classroom and
I{sten than adults, 1t does not
necessariiy follcw that
this Is the most efficlient way
for them to learn. They, too,
will learn quickly If they are
Interested in what they are learning.

Sylvia Ashton-Warner, who taught reading to aaorl
children In New Zealand, used a method akin to the Freire
approach, taking words from the environment as the basis
for |lteracy instruction. She asked each chiid fo choose
a word each day. The child would tell her word to the rest
of the class, then the child would be encouraged to tell why
that word was Important. Usually, some personal story came
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out around the word. The teacher wrote the word down on a
plece of paper for the chlild to learn that day.

Once the chlldren each had a number of words they had
learned, the teacher began to show how words are made of
letters and how the |etters make sounds. The words were all
ones that were speclal to the chlldren, and that gave them an
added motivation to learn.

Using literate chliidren as Instructors for adults

often presents difficulties, since many adults feel the chlld Is

too Inexperlenced to be a teacher. Yet, chlldren who are |literate

can be effective teachers of |I||lterate chlldren. Such peer

teaching has been experimented with In a number of Aslan countries

In projects coordinated by INNOTECH, the Instructlional technology

wing of the South East Aslan Ministries of Educatlion based In Manlla.

These projects found that older students can be very helpful In

teaching younger students I|f they have good materlals and guldencs.

A |lteracy worker who Is focusing on chlldren should conslider

older children as a possible source of teachers. (Dr. Thlagarajan's
acy Workers, |Isted in Chapter

Nine, presents the elements of the INNOTECH model adapted for

| iteracy work.)
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EEASIBILITY STUDY

In any community, |literacy Is only one of many needs. The
community may need a protected water supply, better ways to
produce or store crops, primary health services or greater
opportunities for earning Income, in addition to llteracy skills,
Addressing any of these needs demands time and resources, both of
which are very limited In many developing communitles.

Discovering where |iteracy fits In among the community's
priorities and thus how much time and resources community members
can devote to |iteracy activities Is the first task of a commun |ty
worker with an Interest In |iteracy. A short feasibl | ity study
can tell the worker whether |Iteracy Is a priority need of the
village, whether prospective learners have the necessary
motivation and time to participate In |iteracy activities and
whether the necessary resources, leadership support and skllls
exist to begin a |iteracy effort.

A feasibll ity study need not be elaborate, but the answers to
a number of Important questions must be found before a | Iteracy
effort can be undertaken.

ACY Is

The |Iteracy worker may have to plan the course, train
and manage teachers, develop a curriculum, make Instructional
alds and do direct Instruction. |f the |lteracy worker is really
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starting from scratch, with no help from exlisting programs, he

must have a wide range of skllls. He must assess hls own talents
and decide 1f he meets the resource requirements of the project.
Communl+ty members, learners and existing programs can all supply
resources to support the |lteracy worker, and making the best use
of all of these resources Is Important to the ultimate success of
the project. Still, in the beglinning at least, the |l%eracy worker
himself will have speclflc tasks to do and must be able to do them
wall.

To teach someone how to read and wrlte, the teacher must be
knowledgable and |iterate In the language of Instruction.
A |iteracy worker need not be a natlive speaker of a |anguage to
teach |1teracy In It, but he must have a minimum level of fluency.
The main difflculty comes In not being able to make the sounds that
correspond to the letters he Is teaching. The correct
pronunciation of each of the letters In the alphabet is vital to
+he learners' understanding and recognition of the letters.
Pronunclation can sometimes be dlfficult for those +ho have low
levels of language fluency.

.. AND Dhis furase? “Jo You UNDEESTAND?’

|f the |Iteracy worker does not have sufflclent language
skl lls, he might conslder a role other than teaching In the
project. Some |lteracy workers have overcome their own f luency
problems by enlisting the help of a |iterate natlve speaker.
Others have managed thls problem by using the names of objects
that begin with the correct sound so students can understand, but
thls still requires some fluency in the language. |f the literacy
worker's sk!l| In the language Is weak, he must design a
program that relles on local teachers or Instructional alds that
compensate for the language dlfficlency. Those resources must be
avallable If the project Is to succeed.
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A counterpart from the community can be an Invaluable help In
solving many of these problems. The |iteracy worker should make
every effort to Identify Interasted members of the community and
to work closely with them on the project. This counterpart can
complement the |iteracy worker's own sk!lls, provide Invaluable
Insight and help ensure that the project will eventually be
Independent of the |iteracy worker.

Of course, |literacy Is not an all or none proposition. The
| 1teracy worker may find that he does not have all of the skills
needed to Implement a large project and cannot provide them
through his counterpart or others In the community. He can, In
this situation, begin the project on a small scale, maybe teaching
only one person. Then, as his skills Increase and community
support develops, he can expand the scope of the project.

Who In the communlty wants to learn
how to read and write?

Literacy Is considered valuable by almost everyone. When
asked |f they want to become |iterate, people who cannot read
and write will almost always say yes. The socletal value placed
on |lteracy helps to add personal motivation and community
support to |literacy programs. However, for a program to be
successful, the people who will be learners must have made a
decision of thelr own that |iteracy is something they need and
want,

TO LEARR” BEtaUSE You WANT
T TERU?
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For the feasibility study the |literacy worker should do more
than Just ask people If they want to become |iterate. Potential
learners should be asked why they want to learn, how much time
they will be able to devote to study and whether this Is
something they really want to work for or just something they

| e

39 4

CH



feel they should do. (Chapter Four glives specific advice on how
to do a needs assesment that will provide detalled answers to
these questlons.) A |iteracy worker may find 1t helpful to ask
the learners to make some kind of commltment before the classes
begin. This might Include work to set up a study place or a
comm!tment of payment In kind (for example, food) for teachers or
something simllar. This show of commitment should glve an
Indlcatlon of the strength of the desire to learn.

The answers to these questions wll| also help determine the
|ikely target population for a |literacy project, the group from
which most prospective learners will come. When asked about
| 1teracy, the members of some groups may show greater interest
than others In the community. Thus, although a target population
could Include the entire community, I+ may very well be a smaller
group, such as the younger men of the village, women attending a
health clinlc, farmers In a coop or venders In the marketplace.

What is +he learner's motivation
1o become |iterate?

The |lteracy worker should know what the learners want to do
with thelr |lteracy skills. This Insight Into learners'
motivation will be of help later in designing a curriculum.

Some people want to learn simply to become | [terate and
see no functional need for those skills In their |Ife. For them,
that desire to learn Is sufficlient.

If the learners percelve a speciflc need for |iteracy sklills,
they wili have a stronger motivation to learn. Thls motivation
will be a major factor contributing to the reallzation of project
objectives. If learners are not sure why they want to learn or
what they will do with |lteracy skills after the course, their
mot Ivation may not carry thém through the difficult tasks that
they will have to do.

A general statement of motivation, such as, "| want
to learn to read and write," may be a sign of weak motivation.
Speclflc statements |lke, "| want to learn to write letters to
my family" or "| want to learn to read instructlions at work"
show stronger motivation as well as awareness of how |iteracy
skills can be put to use. |f the statements of motlvation are
t+led to Important aspects of |ife, |lke work, &nd describe &
direct benefit to the learner, the motivation will be even
stronger. For example, If a learner says he wants to learn to
read and wrlte to advance Yo a higher position in his place of
work and he has good reason to belleve that this will happen, his
motlvation to read and write will be supported by the motlvation
t+o advance at work.
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Does the |literacy worker have
enough time for this efiort?

The amount of tIme needed for a project |Is dependent on Its
goals. To teach a speciflic |Iteracy skill such as reading the
Information on a bag of fertlllizer may take only two weeks. To
bring adults to a level of |lteracy where they can read and write

simple letters may take six months to a year. More complex skills
may take even |onger to teach.

If the |Iteracy worker Is going to teach classes as well as
help to organize and manage the effort, the project will demand
much of his time. |f he has other Job dutles, he might be
overextending himself. |f he is near the end of hls stay In the
communlity, he might not have enough time to complete his work. A
| 1teracy worker must conslder these Issues carefully to avoid
ralsing expectations that he cannot fulflll. The factor of time
argues for early Involvement of local people who will be able to
carry on the project after the |lteracy worker has left. A strong
comm|tment from a counterpart to carry on the work after the
| Iteracy worker has left will extend the effective time of the

project.
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ls there sufficient
community support?

When the Idea of a |lteracy program Is flrst discussed, the
community may well give It a ot of verbal support. The |Iteracy
worker must be clear as to what real support he needs and
ensure that adequate flnanclal, materlal and human resources exist
and can be devoted to the |lteracy effort. A communlty whose
highest priority Is gaining accass to health care or clean water
may not be willing or able to allocate scarce communlty resources
to |lteracy, even though a number of community members may want to
participate as learners.

Before beginning detalled project planning, the |lteracy
worker should have a general Idea of what resources he will need
-- space, salarles for teachers, funds for supplles, technical
asslstance and so on. One of the most Important of these will be
the support of key people In the communlity.

Rural communitles usually have strong leadership and
power structures. The most Important people In that leadershlip
structure must agree with and support the project for I+ to
succeed. |f the |Iteracy program Is seen as & threat or a
waste of time by the leaders of the power structure, the project
may not succeed. A |lteracy worker can have all the teachers and
suppl les but lack the support of one Important person, and the
project wiil fall,
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WHo MAOPEST YOU woULD SUffeRT e e
A LITERACY PRORAM?

[ GREAT LAY 60!

The |l1teracy worker must flirst analyze what he nesds to
do to get verbal support from the leadership of a community. He
must secure the agreement of the power structure that
Influences the |ives of the learners before the project beglins.
In this way, he can ensure that the program will not be disrupted by
employsrs who want to control the time of the learners and that
the help of local officlals will be avallable when needed on
specific problems.

These very people can also provide the program wlth other
kinds of resources. Employers may be willling to give release time
for the iearners to study or Incentives for learning by Increasing
the salary of successful learners. Community people and local
officals may be willing to contribute books or money or allow the
use of a school bullding after hours. All of these resources can
help to make the program more successful.

There are also key people within the group of learners.
Within each group, some people are |Iistened to more than others.
The |iteracy worker should ldentify the leaders within the
group of potential learners and Involve these people In the
planning for the project. They, In turn, will be available
to promote the project among the target group, and their
participation In the project will help to draw and malntaln
the Interested l|learners.

The role of participation In community level project: has
been recognized for some time. A study of agricultural
development projects by the United States Agency for International
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Development (USAID) found that communlity participation was

the single most Important factor contributing to project success.
When that participation was analyzed, formal two-way communicatlion
was found to be the most Important element. This communication
conslisted of regular, formal meetings where cllents of the project
could talk with the project staff, learn about the project and
offer thelr suggestions. In these meetings, the project staff
responded to the suggestlions and later reported on action they

had taken on those suggestions.

In Tanzanla, |iteracy projects were organized at the local
level with a high degree of community participation.
Participation took the form of governance committees which chose
teachers, decided on content, and arranged for meetIng space and
for the producilon of new reading materials.

Even at the stage of a feasibillty study, community
Involvement should play a strong role. As the |lteracy worker is
exploring the possiblity of a project and trylng to assess Its
chances of success, he should hold regular formal meetings with
the communlty to dlscuss what he hopes to do and to ask for
advice. Out of that dlalogue comes Information essential to the
design of the project and the support that will help ensure that
community resources will be avallable to the project.

ls there anythlng
to read?

An environment which provides opportunities for reading and
wrlting Is necessary If learners are to put Into practice what
they have learned. Often |little exists for new |iterates to read,
especlally when |lteracy Instruction Is In Indigenous l|anguages.
The need for |lterature to read Is Important to sustalned Interest
In llteracy learning, and It Is also a factor In the level of success
that a project can attain.

I111terate people may speak a language that has no extenslive
written |lterature. Llteracy programs In these |languages may
serve as a stepping stone to learning a national language such as
French or English or they may be designed with a more specific
functional orlentation.

Even In languages that have a large |lterature, |lke Spanish,
If the learner has no access to written materials at his reading
level, he may lose his |lteracy skills.

I, one evaluation of a large |lteracy project In
Colombla, access to a newspaper that was simply written and
interesting to adults, "E| Campasino," produced the strongest
correlation with level of llteracy skill. Thils correlation was
even stronger than with attendence at formal school.
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As part of the feasiblillty study, the |iteracy worker should
Identify both local and natlonal sources of reading materials
which might be used during and after the |Iteracy ccurse. He
might also explore ways to produce |!terature locally. For
exarple, traditlonal folk storles have been recorded and transcribed
In Senegal, Mall and Tanzanla to provide reading materlals. The
| Iteracy worker should Identify the places In which he sees
people reading and the purpose for thelr reading as an Indlicatlion
of the kinds of reading materlials that are both popular and

avallable.

What are the chances
of success?

Learning to read is difficult for adults for a varlety of
reasons, and a |lteracy worker may not achieve a high rate of
success In a general |lteracy program. The |Iteracy worker should ask
himself If he Is willing to work hard at an ambitious program that may
only benefit a few learners. He may experlence more success
with a more |Imited approach, such as a functlional or specific

| I1teracy strategy.
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The |iteracy worker will want to learn what kinds of
|1teracy activities have been trfed In the past with what kinds
of success or fallure. In Inquiring of past efforts and
analyzing how the community views those efforts, he may well
uncover valuable data which will help him plan a new activity.

What are the costs
and benefits,

A formal analysls of costs and benefits may be beyond the
scope of a small project. But an awareness of the communlity
perceptions of costs and benefits can be a great help In planning.
The cost of making a group of aduits |iterate In terms of their
time and the time of the |lteracy worker may be quite high,
but the community may perceive the benefits to be well worth {he
effort. The feasiblllty study may show that the project will be
difficult and may projJect a very modest success rate, but that is
far from belng a sure fallure. |f the effort looks |lke It will
have some success the benefits can be worth the work.




As with any other deveiopment project, the first step
toward designing a |iteracy program |s to decide upon program
objectives. Then, avallable resources must be Identifled, with
particular emphasis on how to best organize and mobilize them so
that program ob jectives can be met.

If the feasibiilty study discussed In Chapter Three shows
that there Is a real need for |iteracy in the community, the
| 1teracy worker Is ready to move Into the planning phase. This
phase includes a number of planning and preparation steps:

Step 1. Implement a basic needs assessment to determine who will
beneflt from |iteracy instruction and to Identify and
analyze training requirements;

Step 2. Identify resources both within the community and at
regional and national levels and enlist support
for the |literacy program;

Step 3. |Identify and place learners In appropriate learning
groups;

Step 4. Design a curriculum and related lesson plans;

Step 5. Assemble needed materials, word |ists, etc., to support
the curriculum;
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Step 6. Select teachers |f necessary and organize teacher
training;

Step 7. Organize an opening ceremony for the program.

STEP ONE; Conducting a Needs Assessment

While a needs assessment does measure the total demand
for a project's services, Its major concern Is with the
speclflc elements of those services which are most In demand.
On one level, the assessment should examlne the need for
| Iteracy training and the number of potential l|earners for the
proJect. This Information Is critical, no matter what slze the
program Is to be, as Identification of the number of potential
participants wil| have an Impact on the entire planning and
Imp lementation process.

The assessment should also identify the speclific |iteracy
skllls needed by the potentlial learners. Particular attention
should be glven to how learners plan to use new |iteracy skllls
as well as what mcrivates them to learn. This Information will
be used In designing a curriculum to fiI+ specific needs. |f
prospective learners Indicate that they want to use |Iteracy
skllls In farming, for example, then agricultural skllls such as
keeping farm records should be Included In the curriculum. |f
they want to use literacy skills to read a local newspaper, then
content related to the newspaper should be In the curriculum.
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An Informal feasibillity study |lke the one suggested !n
Chapter Three wlll have provided Information on whether
literacy Is & primary or a secondary need. This Information
glves an Important focus to the project that must be taken
Into account before doing a specliflc needs assessment. |f
|iteracy Is a primary need, then the needs assessment should
be designed to provide Information on how to make general
| 1teracy Instruction relevant and of Interest to the learners.
In many communities where |lteracy skills are needed,
other needs will surface &s more Important. Improvements In
agriculture, health, famlly planning and sanitation will, most
|lkely, be among the primary needs. The data from the needs
assessment, therefore, will be used In planning a program that
supplles |lteracy skills which are related to and can help the
community achleve these primary goals.

The needs assessment should focus on the group that the
earller feasiblllity study Identifled as the most |lkely target
population for the project. In carrying out the needs assessment
It 1s Important to gather as many opinlons from this group as
possible. |f the number of prospective learners Is less than 25,
each Indlvidual can be questioned. If the group Is large, only a
sample of the group need be questioned. A good rule of thumb Is
that 25 people Is a sufficlient number to question unless the target
population |s extremely |arge.

The following Is a general guide to the questions that might
be asked of potential learners.
® Do you know how to read and wrlite?

0 |f not, have you ever tried to learn to read and write
before?

@ Are you Interested In learning to read and write (or
improving your skills)?

® How would you use reading and writing skills?

® How much time would you be able to spend each week In
class?

@ Would you be willing to provide some money, goods or
services to the teacher to help pay for her time?

® What kind of work do you do?
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Questions should be asked
In an Informal way using the |Ist
as a reminder. The questions In
this |ist reflect general
categorles of Informatlion needed.
Specific followup questions are
necded to glive a more detalled
plcture of the learners' needs.
These questions will vary according
to time, place, Interviewer and
sub ject, but the examples below
provide a gensral Indicatlion of
what Is needed.

Do you know how to read and write?

Follow-up on this question should yleld data on the actual
skill level of the learner. |f the response to the question Is
"yes," the data collector should have some simple materlials to
test the reading and writing abllitles of the potentlal learner.

A Iist of common words or a primer from an exlIsting |Iteracy
program can serve thls purpose, but the Interviewer should also
ask the potential particlipant to demonstrate any abllitles she has
that are different from those of the prepared materlal. With this
Information a curriculum can be developed that bullds on existing
knowledge and learners of simllar skill levels can be placed In
learning groups together. Of course, a person with a great deal
of |literacy skill may not be Interested In any further |Iteracy
learning.

1f not, nhave you ever tried to learn to read and wrlite before?

The answers to this question can provide Insight Into
problems that may occur In the program, methods and materials that
may be appropriate and constraints to learning that may exlist. |f
the potential learner has had some learning experliance, but
remains [|literate, questions |lke "What did you |lke or disllke
about that learning activity?", "Why did you stop?" and "how would
you do things differently now?" can help the |Iteracy worker
design a more approprlate structure for learning.

Are you Interested In learning to read and wrlite (or Improving
your skills)?

A simple yes or no should be followed up with a question of
"why?" Additlonal questions which examine possible problens
and constralnts on participation should be asked to determine
the extent of the person's Interest. These might Include
questions !lke, "Why have you never learned to read and write?"
"What might keep you from attending classes?" '"What makes
learning to read and write difficult?"
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The answers to these questions (and others In the survey) can
help provide an understanding of the positive and negatlve forces
that influence a person to particlipate or not participate In a
I1teracy project. Researcher Kurt Lewin has developed what he
terms a "force fleld analysis" to Identlfy these factors that
affect an Indlvidual's decision to change behavior or participate
In a learning actlvity. The detalls of the theory are not needed
here, but a general understanding can help a |Iteracy worker
analyze part of the data gathered through a needs assessment.

In a Lewin force fleld analysis, the data collector tries to
uncover all the possible positive motivational forces Influencing
an Indlvidual. For |lteracy Instruction these might be higher
prestige, a better Job, a greater ablllity to understand government
procedures and documents that affect her and so forth. Then the
data collector examines the negative forces which work to keep
the Individual away from learning activities. Posslble examples
of negative forces In the case of |lteracy Instruction might be
neighbors making fun of adults sitting Ilke children In a class,
fear of fallure, lack of time and distance to the place where the
classes are held.

Once a detalled |Ist of the positive and negative forces are
made, the |lteracy worker should try to determine which forces are
the strongest. (This Is often difficult to do and to some extent
Is subjective. |t might help to present the I|lst to the learners
themselves for dlscussion. They could be asked to rank them from
the strongest to the weakest, and the |Iiteracy worker could then
try to make her own determination.) For each of the strongest
forces |lsted, the |lteracy worker must think of strategles
to overcome It with one or more of the positive forces |Isted.
Some of these methods are Instructional in nature and are
discussed in Chapter Six.

How would you use reading and writing skills?

In following up this question there Is a danger of "leading"
the respondent to reply in a certaln |imited way. Questions |lke,
"Would you use these skllls to write letters to friends?" might
lead the prospective learner to say "yes" when that Is not really
a strong need for her. Questions |lke, "What do you need reading
and writing for in your work or In your home?" or "When do you
have to ask others to help you by reading or writing something for
you?" will glve a better picture of the real needs of the learners
and the uses they perceive for |lteracy sklllis.,
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How much fime could you be able to spend In ciass esach week?

The data collector should ask the prospective learners
speclflc questions about how much time, what time of day,
and how many months they are willing to devote to a |Iteracy
program. She should attempt to gather Information on any
seasonal work or religlous activities which might keep people
away from a |lteracy course. As thls speclific Information Is
collected from a2 number of possible learners, a pattern may
develop that wlll Indicate the most convenlent time to schedule
learning activities. |f the potentlal learners' time Is extremely
limited, a shorter, speclflc |iteracy approach mlght be more
approprlate for the project.

Would vou be willing to provide some money, goods or services to
the teacher to help pay for her time?

The |lteracy worker should be clear about what Is
needed to support the project. |f some form of compensation
for the Instructor Is Important, she should know what part
of that compensation should be pald by each learner. If a
contributlion Is needed, the data collector should explore
optlions for providing that resource which do not create a
hardehip for the learner or discourage her from participating.

What kind of work do you do?

In this question the data collector should look at detalls
of the tasks the learner must perform In her ma!n :ccupation.
For example, If someone says she Is a farmer, the |lteracy worker
should find out what crops she plants, 1f she buys seeds and
fertillizer and how she sells her produce. Questions of thls
sort will yleld data on speclfic tasks which may requlire |Iteracy
skllls. |t can also help In grouping learners who have simllar
Job needs. The data -collector should also look at secondary or
seasonal work as wel! as the learner's hopes and expectations for
changling her prlimary occupation.

Once completed, this simple assessment should provide
Information on the total number of learners who express Interest,
what kind of work they do, what past experience they have had with
| Iteracy Instruction and some Indication of what they plan to do
with new |lteracy skills., Information will also be avallable on
the kinds of resources learners are willing and able to provlide to
the program. Thils data provides a basls for all the planning and
preparation activities that foliow.
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STEP Tw0: ldentifying Resources and Mobllizing Support

The preliminary feasiblility study and needs assessment should
show whether there Is sufflcient community support for the
project to be successful. Once this Is established, the | Iteracy
worker must plan how to use all avallable resources to support the
project and develop speclfic methods to ensure commun |ty
Involvement.

The search for resources and support should not be [imited to
t+he viilage nelghborhood or workslite where the project will take
place, though the search beglins there. The support of district or
reglonal officlals Is often Important to project success.

Natlonal |lteracy programs or large projects In other areas may
have recommended practices that must be fol lowed and can almost
always offer materials, methodologies and technlical advice. It Is
essentlal to seek the support of these key people and groups
before launching the project.
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Within the community the |1teracy worker must first Identlify
the Individuals and groups who make up the local power structure.
The power structure can Include progressive farmers, rellglous
leaders, successful businesspeople or traditional healers as well
as government representatives, large employers and the mayor,
village chief or headman. The |iteracy worker should beglin
a regular schedule of meetings with key people to discuss project
plans and progress. This regular dlaiogue can help ensure that
there are no major misunderstandings and provide a framework for
resolving project problems as they arise.

It they are Included In the planning process early, the
leaders of the community can help to make local resources
avallable to the project. For example, wealthler |iterate people
In the community may be able to donate used reading materlals to
the project. Local leaders can arrange for space for learning In
a school, community center, church or other public place.

Once these easler commitments are made and time
has been spent involving people In the planning process, communlty
leaders may be more willing to provide resources that Involve
some cost. Employers may be willing to Increase the pay of
workers who become |iterate or a local government official may
be willing to give certificates to successful learners. The
wealthlier members of a community may be willing to give money
or In=kind contributions that can help to compensate the
Instructors.

The participation of one particularly Influential learner
may also help motivate other learners in the classes. For
example, If the leader of a local women's group Joins the
| 1teracy classes, 1t may encourage the participation of other
women. Or, an Influentlal farmer who i< an enthusliastic
learner might act as a strong motivator of other's In the class.
Time and effort spent Involving these people In the project can
have a high pay off In securing the participation of others.
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SIEP THREE: ldentifylng and Placing Learners

In many cases the feasibility
study will have ldentified a v )
target population from which ( ¢ >\
potential learners may be drawn. ‘
How many members of that population

actual ly participate will depend $
on thelr Interest, the number and _ [
ski1ll of available teachers, the \ it
abllity and experience of the it s
project manager, government program &
requirements and any number of K1
3

other factors.

‘ O
| the |iteracy program Is b{qk<Jr\,~v”\d?“7 d:}

large and well supported, or If

Q
+he number of Interested |earners 44
Is small, all of those who wish
t+o learn can be included. If the WHAT AN IDENL UASS J
project Is a small, pilot effort WOULD Look. LIKE . ' '
and the number of those who want

to learn Is large, some selection
may have to be made. Care must

be taken to ensure that the
selection Is equitable and that
those who are not selected are
given opportunities to participate
at a later time If possible.

The needs assessment should have provided Information on
the learners! |lteracy gozls and what their existing level of
|1teracy skills are. This Information, when possible, should be
used to group learners with the same level of beginning skill and
with simllar |lteracy goals. In a small program, this grouping of
learners may not be possible, but In larger programs it will
Improve the functioning of each learning group and make it
easler to provide a curriculum focused on their needs. (More
Information on grouping learners can be found In Chapter Six.)

The |1teracy worker should begin a schedule of regular
meetings with the learners, just as with the leaders of the
community, to ensure their Input Into the planning process.

Once the |iteracy program begins, meetings should continue on

a regular formallzed basis. This Is particularly Important In
large projects In which the learners and the program
administrators may spend |ittle time together. Plann.ng
meetings should provide the opportunity for learners flo

suggest Improvements In the program and allow the administrators
to explain what Is belng done and what Is planned for the future.
I+ Is Important for administrators +o provide fol low-=up on any
suggestions or questions that cama up In previots meetings In
order to show learners that their "feedback" Is being taken
serlousiy.
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Planning sessions can sometimes become focused on the
negative, with learners complaining about what Is wrong with the
program. The adminlistrators can become defensive and dlalogue
ceases to be of value. One method for structuring meetings to
avold such problems Is to ask people to beglin by IIsting what Is
good about the project. Thls helps to ensure that the positive
elements of the project are not thrown out In an effort to solve
minor problems. Once this list Is made, the |eader asks for a
second |Ist of ways of how to Improve the proJect. In dlscussing
ways to Improve the project, the group must present criticism In
a positive and constructive way. Then both learners and
administrators can discuss how and by whom the Improvements wi |
be made.

STEP FOUR: Designing the Curriculum

Once the needs of the learners have been determlined, a plan
must be developed to meet those needs. Thls step-by-step plan, or
curriculum, sets goals for the project, bresks down the goals Into
learning ob Jectives, outllines classroom activities to meet the
objectives and summarizes this Information In a serles of detalled
lesson plans.

Curriculum design Is discussed In detall In the next chapter,
since It Is such an Important part of the planning process. But
before work begins on the curriculum, the | Iteracy worker may want
to enlist the help of one or two teachers, in addition to her
counterpart. The curriculum could even be designed as part of the
teacher tralning process described later In this chapter,
Sollciting the Insight of those who will actually be Involved In
implementing the curriculum can ensure that the design Is both
practical and approprlate.

STEP FIVE: _Assembling Materlals

A close examination of the curriculum and lesson plans
should Indlicate what teaching materlals may be needed for the
project. A structured curriculum such as that used In the Laubach
method may require pre-designed materlals and these must often be
obtained from a source outside the community. A very simple
curriculum may require only materlals that can be found close at
hand.

The many kinds of materlials that are avallable to support
| Iteracy activities are described in detall In Chapter Seven.
Suffice It to say here that any materials required for the project
must be obtained well ahead of time. |t cannot be assumed for
example, that suffliclent supplies of paper or chalk are avallable
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In the community or that learners can provide thelr own |anterns
for night classes. And acquiring Laubach charts or reading
materlals from organizations In the capital can take longer than
anticlpated.

Many |literacy strategles require the development of a |list of
common words to be used to teach letters, sounds, syllables and
concepts. This task should also be done during the planning and
preparation perlod, perhaps with the help of teachers In the
project or the learners themselves. Other | Iteracy programs
operating Incountry may have already developed word |ists that
could be adapted for use In the project.

The !1st should be drawn from the oral vocabulary (and
exper lence) of the learners and should be related to any
functional or speclfic focus the project may have. The |ist
should be prepared In three sections: one of 15=-20 words which
Includes all the letters and sounds of the language; a second
section of 100 - 150 words which Includes the words In the first
sectlion plus others which will allow learners to accompl Ish one or
more functional goals of the project (such as writing simple
sentences or reading a primer on fertillzer use); a third section
of perhaps 1000~1500 words which are necessary for the learners to
meet all the goals of the project, Including the words from the
first two sectlions.

In larger projects the word |lst and any other materlals may
be used flrst In the teacher tralning sesslons that take place
before the project starts. These sesslons provide an opportunity
to test and adapt the materlals to the needs of this particular
project.

STEP SiX: Selecting and Involving Teachers

I the |lteracy project Is small, 1t might have only one
teacher, the |iteracy worker or a counterpart whose mot lvation
to teach Is strong. |f this Is the case, there are few decisions
+o be made about selecting and Involving teachers, |f the project
Is larger, there are three major Issues the |iteracy worker wllil
have to conslder: selectlon of teachers, compensation for teachers
and tralning for teachers.

Selection

In some Instances the project may have a |Imited
pool of teachers from which to plck or there may be a group of
teachers who have already been selected. |f selectlons must be
made, however, establishing standard criteria may be helpful.
The needs of the learners, the avallablllty of people who can
serve as teachers, and project size and scope must all be
consldered In developing these criteria.
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For example, as the learners will be adults, they may ob ject
to being taught by younger teachers. Learners of one sex may ob Ject
to belng taught by a member of the opposite sex or Individuals from
higher castes may object to being taught by those from lower
castes. Early resolution of these obJectlions caii save valuable
project time and energy. |f these situatlions cannot be avolded,
the |lteracy worker should dlscuss the problem with both
teachers and |earners.

Teachers can be selected from among people with many
different backgrounds. Formal schuol teachers have the advantage
of training and experience in educational methods and can make
excel lent |lteracy Instructors. But some teachers may never have
had the opportunity to adapt thelr skilis to the different
requirements of adult teaching and may have to work harder to
"ident1fy" with the learners. Other |Iterate members of the
learners' community who are |ike the learners In most ways but
have some additlional education, often make tFs best teachers, even
though they lack formal tralnling.

If the project Is related to general | iteracy, the sklllis
required of the teachers will| be dlfferent from those required for
a functlional |lteracy project related to agriculture. Simllarly a
long-term functional |iteracy project wil| demand a greater
commitment In time and energy from the teachers +han a short-term,
speclfic !lteracy project will.

Compensation

Most |lteracy projects try to function with volunteer
teachers as a way to control costs. Thls approach has
proven to work best with projects of short duration. Most
people are willing to glve up a |ittle of their time for a
few months to teach. Compensation becomes an Issue In longer
projJects. In many cases the teachers work hard as volunteers
for the first few months of the project, but feel they must
have some form of compensation to continue as the project is
extended,

Compensation Is not usually an Issue In national
| 1teracy campaligns In which the formal school system may be shut
down for a perled of time so that all teachers and students can
participate. |In these campalgns, teachers are stl|| pald by
the school system, but the students often work for free.
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Community |lteracy workers cannot make these kinds of
natlional decisions. Yet mobllizing a small community In a similar
way might be possible. |f an entire community makes a commitment
to make all members |iterate, that group action can provide
motivation and recognitfon for the teachers In place of payment.

If +his kind of community campaign Is not possible, some
form of compensation for the teachers should be considered to help
secure the success of the project. |f there is no other source
of funds, the learners themselves may have to provide the teacher
with compensation. |f the learners are unable to pay cash, they
might consider making In-kind payments of goods or services.
Providing garden produce, helping to repalr the teacher's house
or arranging to provide help that will offset some expense the
teacher may have to Incur are all possible alternatives to cash
compensation. The |lteracy worker should discuss the range of
ways through which compensation can be arranged and decide on
the most appropriate way.
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Iraining

Teacher tralning need not be done through a long or formal
serles of sesslons. Teachers who are volunteers may not have
a lot of time to spend In tralning. Yet, a certaln amount of
orlentation Is essentlal so that the teachers are faml!lar
with the needs of the learners and the strategy that has been
developed to meet those needs.

Preservice tralning sesslons should cover the Information that
has been gathered In the needs assessment, the currliculum that has
been designed to meet learners needs, the methods and materials
that will be used In the classes and any speclal conditlons or
potential problems that may exlst. In longer tralning programs
teachers could be asked to prepare short lesson plans or outlines
for the course they are to teach. If tIme Is short, the course
curriculum could be prepared In a lesson plan format so that
teachers! preparaton time Is minimized. Teachers should have
the opportunity to practice using the lesson plans, methods and
materlals with guldance from the teacher tralner.

The Il1teracy worker and her counterpart should also plan to
hold at least one Inservice tralning sesslon In additlion to
regular meetings with the teachers during the course of the
project. In that sesslon, suggestlions can be made for Improving
the classes based on direct observations of the teachers In
actlon.

In general teacher training should follow the basic
principles of adult learning that are outlined elsewhere In thls
manual, talloring activities to the needs of the group and
Involving the group actively In the learning process. The
following outline of a possible teacher tralning program provides
examp les of speciflc activities that could be used to prepare
teachers to particlipate In a |l1teracy project. The sesslons
described could be designed for longer or shorter time per!ods
and/or adapted to flt the culture In which they would be used.

SESSION ONE
OPENING

T

No matter how Informal a teacher tralning
program |s, teachers are often nervous about how wel |
they will do. The opening sesslon should help them
relax and focus on the matter at hand. A number of
"lce breaking" exerclses have been developed for this. A
simple one Is "dyad Introduction." In thls exerclse, the
tralning group Is broken Into groups of two. Each Indlvidual
Interviews the other person In the "dyad" to learn more
about her. The Interviewer seeks to find out her partner's
name, age, place of birth, famlly background and so forth.
(These questlons would be based on whatever Is commonly asked
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in meeting a new person within that culture.) The interviewer
should also ask a dlrect question about the tralning, such as,
"what do you expect to get out of this?" She may also be
Instructed to ask a final humorous questlon, such as, "What Is
your favorlite food?" or "What is the funniest thing you have ever
done?" After each Indlvidual has been Interviewed in the dyad,
the group comes together agaln and each person Introduces her

new aquaintance. This helps the tralnees to Interact and breaks
down some of the barrlers between Instructor and tralnee. The
humor that usually develops also relaxes everyonre.

s

SESSION THWO
OVERV |EW

This brlef sesslon presents an overview of
of the |iteracy program, states the objectives of the teacher
tralning program and explalns the methods to be used. At
the end of this session, the tralnees should know what they are
golng to learn during the tralning and how [t will be presented
to them.

SESSION THREE
DEMONSTRATION
OF FIRST LESSON

The teacher trainers present a demonstration
of the flrst lesson of the |iteracy program. After the demonstration,
the group Is broken into several smaller groups of three
or four and asked to dlscuss what they observed and make & |Ist of
any questions they might have. The larger group then comes back
together so that questions can be asked and responded to. One
person from each group Is appointed spokesperson to ask the
questions and share the comments from that group. In this way
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teachers have a chance to become Involved as active participants
In the training and begin to experience what |Iteracy teaching Is
l1ke.

SESSION FOUR
ADULT LEARNING
THEORY

In this session, teachers gain a more
thorough exposure to adult learning theory. Teachers go back
into thelr small groups with thelr task this time being that
of describing how teaching children, and thelr own experlence
of when they were children in school, may be dlfferent from
adult learning and thelr own learning in this tralning program.

The teacher tralner should Introduce this task in a way
that allows the teachers to see some of the dlfferences
Immediately. For example, she could refer to some of the
questlons and answers that took place In the previous sesslon
or ask the teachers to think about how they learn things while
on the job. She could provide examples of how chlidren learn on a
regular schedule In school and adults |earn while they are
carrylng out thelr work or home resposibiiities.

After the small groups have had time to complle their
Itsts of the differences between adult and child learning,
they come together agaln as one group and report out on
what they discovered. The teacher tralner summarizes the
discoverles, and then procedes with a short presentation on adult
learning theory as It was covered in Chapter One of this manual.

SESSION FIVE
EXPLORAT!ON OF
THE CURRICULUM

The teachers are glven a presentation on
the full curriculum which they are expected to follow.
After the presentattion they break up into small groups agalin
to look at the written version of the curriculum and dlscuss
It among themselves. One person In each group Is asked to keep
a |list of questions and concerns which arise during the small
group discusslons. When the large group reconvenes, the
spokesperson from each group directs questions that came up
in the discussion to the teacher tralner.
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SESSION SIX
EXPLORATION OF
THE MATERIALS

Speciflc Instructional materlals are
presented and discussed In the same way as the curriculum.
All materials should be demonstrated. Teachers chould try
playing any learning games that will be used and should
practice using the other materials with each other. This
can be done In small groups much more efficiently than
in the large group. A question and answer sesslion follows In
the large group which allows for an adequate explanatlon and
discusslon of Issues or problems encountered In experimenting
with the materlals.

SESSION SEVEN
METHODS OF
INSTRUCT LON

Instructional methods are presented In the
same way as the materials, using the approach suggested for
the fifth and sixth sesslons.

SESSION EIGHT
EVALUATING

PROGRESS

The teacher tralner presents a method for
evaluating learner progress. Small group discussion follows
the presentation., Teachers might also use the suggested
evaluation format to evaluate thelr own progress In the teacher
tralning program.

SESSION NINE
MOT | VAT ION
TO LEARN

An important part of the curriculum will
address learner motlivation. The teacher tralner makes a brlef
presentation on methods for fostering motlvation and diminishing
the effects of negative forces on learners. In small groups
agaln, the trainees develop a plan for enhancing positive
motivation and decreasing negative motivation. After the small
groups have reported out, the teachers could produce a written
summary of all plans suggested by the small groups so that each
teacher can take it with her after the tralning.
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SESSION TEN
PLANNING
LESSONS

The teachers are asked to take what they
have learned and prepare lesson plans for the flrst flve
classes., They are encouraged to add as much detall as they
can to the prepared curriculum. After the lessons are
planned, each teacher should have a chance to practice teach
one lesson, |f there are no students to teach, the teachers can
play the role of learners for each other. After each practice
sesslon the teacher, "learners" and teacher tralner _
critique the sesslion and glve advice to the teacher. After all
teachers have practiced teaching, they are given some time
to rewrite thelr lesson plans with individual attention from the
teacher tralner.

FOLLOW-UP
SESS IONS

The teachers get “ogether with the tralner
or among themselves after the flrst ilteracy class to revlew
and learn from thelr lesson plans and teaching experlence.

They meet agalin after the first five lessons that they prepared
In tralning are completed. At that time, they prepare lesson
plans for future classes. '

This model plan could be expanded or compressed depending on
curriculum design and resources and time avallable. If a
prepared curriculum, methods and materlals do not exIst, then
sesslons wlil have to Include time for teachers to develop
these and tIime for them to be trained In thelr use. |f more time
Is avallable, It can be spent on practice teaching and Inservice
training. |f possible, the teachers should come together on a
regular basls after they begin teaching so that they can dlscuss
thelr problems and successes and recelve additional Inservice
training.
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STEP _SEVEN: Begin

Whatever the culture In which the |lteracy program Is
operat!ng, there Is usually some kind of ceremony assoclated with
the beginning of new efforts. This may take the form of speeches,
rellglous rites or a party. The |lteracy worker should try to
begin the project with some sort of ceremony. This will make the
learners feel that the effort Is an Important one, and It wiil
focus the attention of the community on the effort. Thls often
heips increase community support as well as learner mot ivation.
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CHAPTER F IVE

Central to any educational program is the process of
curriculum development, that Is, the process of trans!ating
educational objJectives Into course content and educational
strategles. The curriculum sets out what |s going to be
learned and how, detalling the sequence of course content
to be presented and methods to be used. Detalled plans for
each session of Instruction -- the lesson plans -~ are |ater
drawn up based on the curriculum design.

As was mentioned earller, much work has already been done
In developing curricula for |lteracy by Laubach Literacy
International, UNESCO, natlional governments and other groups.
A |1teracy worker should first conslider the feasiblllty of using
or adapting an existing curriculum before embarking on the
development of a full curriculum. |f the |literacy worker Is
consldering a "speclific |iteracy" project that teaches only a
IImited set of skills Identlfled during the needs assessment, he
may have to design a tailor-made curriculum. Even so, exlIsting
curricula can provide valuable resources for a specific |iteracy
project as there Is much carryover of generic components.

Curriculum design for any type of project Involves &
five~step process: setting goals; setting objectives to meet
those goals; placing learning activities which support the
objectives In sequence; ldentifying resources; and writing
lessons plans,
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STEP ONE: Goals

A LETTER. Rom Yook Sisterd
ITS S0 HARD TO READ.
A goal describes

what the curriculum Is IT MUST BE ERSIER
trying to achleve ' '
overall. |n education
programs, the first
step In Instructional
decislon-making Is
determining what goals
are approprlate based

on the needs assessment
and other elements of
the program plan. The
closer curriculum goals
are to the expressed
deslres of the learners,
the greater are the
chances for success

In the project.

2 7 7/
%2 D

V.-

14

In a large national |lteracy program, goals willl

ref lect the development alms of the government. The most
common|y stated goal for natlional progirams Is for learners
to achleve the skll| of a primary school graduate in reading
and writing; often simple math Is Included. In another Kind
of general |lteracy progran, the goal might be to be able to
read and write simple letters to relatives or to be able *o
read a newspaper published for new |iterates.

Other programs have more {imited, specific goals. In
Ecuador a Unlversity of Massachusetts/USAID nonformal education
project taught only reading to one group of learners. Project staff
found that the motor skills of writing presented an obstacle that
caused learners to drop out of the classes. When reading was the only
skil!| belng taught, the attrition rates were lower. The same
project had separate classes that taught only simple numeracy skills
and others that taught only market math, both skills that gave the
learners an added advantage In the marketplace. (Examples of
materlals from the Ecuador proqgram are present>d In Chapter
Seven.)
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In the Senegal case
study described In Chapter
Ten, the goal was for
participants to be able
to read Information on bags
of fertllilizer. In specific
I1teracy projects |lke thls,
goals are very |imited. In

Making Literacy Work _
Anzalone and McLaughlin /4
describe other such specific _

I1teracy goals based on the e '
requirements of a number of SSa—=>1
occupations In The Gambla. & —

An analysis of these Job ' e

requirements was an Important % {
part of the needs assessment
upon which the curriculum

was bulit. For example, 7,
the authors found:

® that a tallor rust be able &
to read a measuring tape, write O
measurements on paper, and 3
calculate quantities of
material needed for muitiple
Items based on one set of
dimenslions.

@ that a radlo repalrperson must be able to read numbers and
letters to Identify electrical components, read numbers on
an electrical tester and read and write names and numbers
of spare parts.

@ that a self-empioyed ﬁayslde mechanic must be abie to read
and write names and numbers of spare parts or vehlicle model
numbers and read numbers on measurement Instruments.

® that a carpenter must be able to read a measuring tape,
calculate the amount of board-feet of lumber needed for a
particular job, and read a blueprint or cross-~sectional
d lagram.

These requirements were then transiated Into goal statements for
the currlculum design.

The key to writing currliculum goals Is to keep In mind that
the statement must reflect an observabie actlion. The action
described must be one that the learner wlll be c~le to accomplish
at the end of the program. The language used to descrlibe the
actlon should be speciflc and the actlion should be something that
can be measured.
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For example, a project goal could be written, "Learneis will
be able to read and write a simple letter to relatives explalning
major events of the las* month." The requlred action Is descrlbed
speciflically and |s measurable. In this goal statement, the
learner and the trainer have a clear Idea of what must happen for
the program to be Judged successful.

STEP_IWC: Objectives

Ob Jectives describe what has to be done to achleve each of
the currlculum goals. Llke the goals, objectives are wrltten In
terms of speclfic, observable behaviors or actlons. These
objectives are operational, time-bound and quantifiable.

Ob Jectives define learning that must take place In each of
three areas -~ skills, knowledge and attltudes. (In some
instructional I|Ilterature these three areas of learning are called
the psychomotor domaln, the cognative domaln and the affective
domaln.) In an effectlve ||teracy program, the objectives meet
the demands of all three of these areas. The l|learner must be able
to demonstrate the |iteracy skiils of wrlting and pronouncing
words (the psychomotor domaln). The learnar must also master
certaln concepts In order to demonstrate a knowledg. of reading,
word recognitlon, vocabulary and sentence structure (the cognitlve
domaln). No progress In either of these areas wlll| take place,
however, unless attitudes are also consldered (the affectlve
domain). The learner must demonstrate a poslitive motivation to
learn, an understanding of the value of |lteracy for his Ilfe and
a level of comfort In his role as an adult Iearner.
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Literacy skills can usually be learned through practice,
and thelr aqulsition Is easy to evaluate. Knowledge acquisition
falls In the middle range of difficulty with regard to teaching and
measurement. Objectives which relate to changing and development
of attitudes are the most difficult to plan for and to measure.
Nonetheless they are quite often the most important part of an
educational program.

To write objectives, each goal must be broken down Into Its
component parts reflecting all the skill3, knowledge and attitudes
that a person would have to have to meet the goal. Then, each of
those compcaent parts Is put Into clear action-oriented |anguage.
Each ob Jective statement should describe a behavior that could be
accomp |l ished only by somecne who had acquired that particular skill,
knowledge or attitude.

For example, #n objective could not be written: "The l|earner
will know all the letters of the alphabet." Rather, It should be
written: "The !earner will be able to write each letter of the
alphabet afier hearing 1ts name pronounced." The second statement
describes a behavior that can be easlly observed.

To complete the process of defining objectives, a measure of
the level of proficliency to be reached and the time |imit for
achleving that level should be added. |f the learner must
accompl Ish 100 percent of the objectives, then that Is the level of
profecliency needed, but usually a lesser goal Is acceptable. The
curriculum designer may decide that scoring 75 percent on a test
of the content Included In the objectives Is a satisfactory goal.

The curriculum should also set a reasonable time-frame for
accomplishing each objective. This time frame Is Importat even
though each learner may progress at a different pace, since It
ensures that the group continues to move toward the project goals.
The actual time required to achleve each objective will vary
depending on the.ski|ls of the learners and the teacher, the
material to be learned and the planned duration of the program.

The following sample obJectives for a general ||teracy
program provide a further 1l|lustration of how ob jectives are
written.,

Example

Skllls. These objectives describe the physical actlions
that demonstrate mastery of the skills In question. These
are the easlest objectives to write, since the actlons they
describe are easlliy observed and measured. For example:
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The learner will be able to write all the letters of the
alpuabet, both uppercase and lowercase.

The learner will be able to write words using the letters
of the alphabet.

The learner will be able to0 write his own name.
The learner will be able t¢c write all of the numbers.

The learner will be able to pronounce each letter of the
alphabet.

Knowledge, These ob jectives describe behavlors that suggest

a learner Is famlllar with certaln concepts and can remember

and use that knowledge. The curriculum designer must look for
behaviors that only a person who has acquired that knowledge will
be able to exhiblt. For example:

The learner will be able to say the name of each letter
when he sees It In print and In cursive, In captials and
In lower case.

The learner will be able to say the name of each number
when he sees It In print and In cursive.

The learner will be able to say the sound of each letter
as a single letter and in combination with other
letters,

The learner will be able to state whether a letter Is a
vowel or a consonant.

The learner wiill be able to combline vowels and
consonants to make syllables.

The learner will be able to combine letters to make words.
Glven a |1st of 250 common words In hls language, the
legrner wili be able to say each word and state what

It means.

Gliven a longer (st of 2000 common words In hls

language, the learner will be able to say each word
and state what it means.
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O The learner will be able to read simple sentences using
a list of 250 common words and explain in his own words
what the sentences mean.

@ The learner will be able to read simple sentences using
the Ilst of 2000 common words and explain in his own
words what the sentences mean.

0 Glven a simple toplc, the learner will be able to write
ten sentences on that topic.

Attitudes. These objectives descrlbe behaviors that suggest
particular attitudes have been acquired by the learner. Ob jectives
for attitudes are difficult to write because there Is no easy way
to know how people feel. The curriculum desligner must look for
observable behaviors that a person with the deslired attitude might
exhibit. For a general |lteracy course these might be:

@ The learner will be able to explain how his aquisition
of |lteracy will benefit his nation, hls community and
his family.

@ The learner will be able to describe several ways In
which he can use his |iteracy skills to benefit himself,
his family and his community.

O The learner will be able to describe the negative
feelings he has about being an adult learner, why he
feels that way and how he Is managing to overcome those
feel ings.

The value of these objectives Is that they ldentify the
toplics that must be covered In order 10 reach the curriculum
goals. For each of these objectives, the |iteracy worker must
develop learning activities, methods and materials. The
objectives and the learning activities to support them must then
be put Into a loglcal sequence to make up a coherent learning
program.

STEP THREE: Sequence of Learning Activitles

From the |Ist of objJectives, a sequence of learning
activities can be designed to form a coherent program. Each
objective may have several activities that must be completed
before the ob jective Is met. These activities placed In logical
sequence will provide the basls of specific lesson plans to be
developed later. The sequence should follow & logical progression
of Introducing new material which bullds on what has been |earned
before and allows for practice of material already presented. The
sequence should begin with content already known by the learners
and move to related unknown material. The sequence should move
from the simple to the complex and from the concrete to the abstract.
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For example, a sequence of learning activities might move from
recognition of objects to recognition of words which represent
those ob jects, then on to simple sentences composed of those
words. Another sequence might lead learners from an assoclatlicn
of varyling numbers of objects with written numbers, to use of
numbers to perform simple calculations.

The proper sequence of learning activities might not always
be so obvious, however. For example, recognition of letters might
appear to be simple compared to recognition of a word, but
many programs have found the Introduction of full words before
letters to work best. |In thls case, the word that represents an
object may actually be simpler and more concrete than the entire
system of letters which represent the sounds of the language.

STEP FOUR: Resources

In additlon to entire
curricula, there may be books, pﬁ‘f‘l“ @
magazlines, student practice
materlals or games avallable
from other socurces that the Q ﬁ
| Iteracy worker can adapt to \
his program. The avallablility Q - S{ -
of these resources may lead the (2 d,\*<f
| Iteracy worker to modify hlis 2 ‘, o
currlculum In a way that will 459 y .4'

allow him to teke advantage of Y0 . 4’
exlsting materlals. — .

The |lteracy worker should identify all outside resources
which will be needed during the course and make sure they wil|
be avaliable to all teachers. This |Ist of materials should be
prepared, In writing, and listed as a part of each sequence.
Charts, equlpment, and demonstration materials are al! examples
of things which would be recessary.

The |literacy worker should also conslder the teaching
resources avallable to him for the program. The curriculum
should be designed with the teachers or facilitators In mind.
|f he wants to add functlonal content but has no one avallable
to teach i+, he may have to ieave that content out of the
program. |f the program has a dedicated cadre of teachers, then
Innovative and compllcated curriculum elements are possible. |f
the teachers are volunteers with |imited time or experlence,
the curriculum elements should be simple so that teacher training
can be accomplished quickly and easlly.

.
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STEP FIVE: lesson Plans

Once the sequence of learning activities has been declded,
the |lteracy worker must consider what methods and materials willl
be used to support each activity. These are !isted, along with
the content to be taught, Ir a set of lesson plans that dlivide
learning activitles Into standard time periods. |f learners have
agreed to spend one two-hour perlod per week on |lteracy, for
example, lesson plans should be designed to fit the two-hour
perlods.

The next step Is to write a lesson plan for each class time
perlod In the course. In the lesson plan, the teacher outlines
the content (learning activities), and the methods and the
materlals to be used, For each day the teacher makes notes on
how to present the content and manage the class session. As
mentlioned earller, a single objective, Ilke learning to recognize
letters, may Involve several learning actlivities that must be
completed before the objective Is met. These actlivitlies could
take place over several class sessions and be written up In
several l|esson plans.

There are some simple guldelines that a |lteracy worker can
follow for making & lesson plan for a single class sesslon.
There should be tIme at the beginning of the sesslon for the
teacher to explain to the learners what they will be learning
that day. This helps the learners get ready to learn. Each
class should have at least one time segment for reviewing
material that was most recently learned, especlally the last
session or the last few sessions. New material should be |Imited
to what can be eas!ly learned In one half of the tIme alloted
to the class sesslon. There should be time where new material Is
integrated with that which has been learned before. At the end
of the sesslon, there should be a few minutes where learners can
ask questlions about the day's materlal or any other materlal.

The following page contalns a sample lesson plan:
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DESCRIPTION

Give greetings and use charts to
explaln day's activities.

- - o a———

Review what was learned last
week ~- syllables ta, to, tIi,
tu. Point to the elements on
the chart and ask each learner
to Identify some of them.

Ask |f anyone can make a word
from these syllables.

Intfroduce new material for the
week, syllables ma, mo, mi, mu.
For each syllable, pronounce
the sound while polinting to it
on the chart. Have the class
repeat the sound with you

and then each student should
make the sound alone.

Lead dlscussion of issi-
presented on "m" chart and
explaln the sylliables.

Use blocks to practice all the
syllables learned so far.
Split group Into two teams and
ask them to use the blocks to
make as many words as possible
In 10 minutes.

ACTIVITY TIME MATERIALS
T
Opening 5 mins, "T" and "M"

charts
2,
Revlew 10 mins, "T" chart
3.
New 30 mins, "M"chart
Material
4,
Practice 10 mins. syllable
b locks
5.
Closing 5 mins. None

- G Tedn S an hEe R - - S G r T Ge G S W e G e

Answer questions and close.

- e A G . . W G A e S

81



The teacher should refer to the plan before class, arrange
for the materlals that wiil be needed, and declde on what methods
to use for each actlvity. The Indlcation of time Is for planning
only. |f one of the actlvitles Is going well, It might be glven
more time. |f one Is not golng well or If the learners already
know that materlal, that activity might be given less t+Ime.

The teacher might even choose to have a sesslon that Is only
review on occaslon. Or, [f one plece of new material Is very
difflcult, the teacher might choose to have one sesslon only on
that materlal. But as a rule, the sesslons should mix actlvitlies.

ULUM_ONE; prve

This sample currlculum Is an example from a general |Iteracy
projJect. The |lteracy worker has done a needs assessment and found
that some [lliterate women want to learn how to read and wrlte
simple letters. They all Iive In a village far from the villages
of thelr famllies, and they would |ike a way to keep In better
contact. The letters can be sent usirg the postal system or
through contacts In a local market town who travel to thelr
vl lages.

Goal: The learner will be able to read and write a simple letter
to or from relatives that explalns all the events of the past
monthe.

ObjJective 1: The learner will be able to look at any of the
following IIst of 18 words and link it to a picture that
represents that word. (A |ist of 18 words would follow.)

Materlals: Elighteen charts each with one word and a plcture
of what that word represents. These 18 words contain all the
letters and sounds of the language, and the words are known to
all the learners. For thls example, the first chart would show a
group of chlldren with the word "“children" under It.

Activities: The learners it in a circle with the teacher
as part of the clrcle. The teacher holds up the picture with the
word and asks the learners what is represented here. The teacher
then leads the learners through a dlscusslon of what that word
means in thelr |ives and how they feel about the concept or
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ob Jject represented there. At the end of the discussion, the
teacher usks some of the learners to summarlze what has been
sald, and then moves on to explalin the word, Its syllables and
letters. In this example, the women would talk about the fun and
the problems of having chlldren, how many chilidren are too many
and how many are too few and any other toplics that relate to
thelr experience of chlldren. The teacher would then show the
word:

In Its syllables;
chll dren,
In sounc >lusters;
ch il dr en,

and In letters;

Objective 2; The learner wili be able to say the sound of
each letter and know the name of each letter.

Materlals: Elghteen picture/word charts and a wall chart of
the alphabet that Includes plctures of objects that begin with
that letier and the name of that object written out.

Activities: After the discussion of the meaning of the
plcture/word chart, the teacher wlll show how the word Is made of
letters and explalin what each letter Is called and what Its sound
Is. Then the teacher wil! use the wall chart to reenforce that
Information.

Qb jectlive 3: The learner will be able to write each letter
of ,the alphabet.

Materlals: Paper, penclls, & blackboard and chalk.
Activities: The teacher will uze the blackboard to show

how each letter Is made. Then the learners will practlice with
paper and pencllis.

Qb jective 4: The learner will be able to put letters
together to make words.

Materlals: Paper, pencils, a blackboard, chalk and a set of
letter blocks.
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Actlvitles: The teacher will write a word on the board and
ask one of the learners to use the letter blocks to put together
that same word. Then the learner will say the name of each
letter and sound out the word. All the learners will then wrlte
the word down on paper. After the learners are doling this well,
the teacher wili just say a word and not write It down. In the
beginning, ali learners can work as a team, but after scms
practice each should do the task alone.

Objective 3: The learner wili be able to read, write and
understand the meaning of the following I1ist of 1250 words.
(A llst of words would be attached here.)

Materlals: Paper, perclls, a black board, chalk and a set of
letter blocks.,

Activities: The teacher would use the same activities as
for ObjJective 4,

2bjective 6: The i1earner will be able to read, write and
understand a 200-word letter to a relafive using only simple
sentences that explain all the majo~ events in her |lfe yurling the
last month.

Materials: Paper, pencils, a blackboard, chalk and & set of
word blocks.

Actlvities: The teacher writes a sentence on the board and
asks the class to use the word blocks to make the same senrence,
Then each l!earner does this alone. Then the learners make a
sentence orally and follow by putting It together using word
blocks. Each time a sentence |s made, the learne:i's write I+t
down on paper. All the sentences should be things they would
want to say In a letter. Next the same process s repeated but
without the letter blocks., This time the learners wrlte the
sentences on paper only. Once all of the seniences nave been
written, the teacher ! .Ips the learners see how they can be put
togethey into a leiter.

SAMPLE_CURRICULUM TWO:

This Is an example from a specific |lteracy project with
a limlted and focused goal. The |lteracy worker has done a needs
assessment with membars of a rural agricultural cooperative. Many
of the members of the cooperative are 1lllterate, and the records
of the cooperative are kept In writing by a |iterate elected
secretary. The :jarners are cnly interested In the sk!ils needed
to read the general ledger of the cooperative so that they will be
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able to understand the record of produce they have put into the
cooperative, the Income the cooperative has gained from the sale
of that produce, the expenses of the cooperative and the resultant
profit for each member. The learners will only learn how to read
the ledger, not how to write on It. The math needed to do the
calculations Is not taught since the learners already know how to
do these calculations orally.

Goal: The learners will be able to read the record of the
transactions so that each member can be sure that proof
exists of his stake In the cooperatlive.

Objeciive 1: The learners will be able to recognize ali of the
words that explaln each row or column of the general ledger. The
words are: (Here, a list of all of ““e words used ch the general
ledger would ba |isted =~ credit, debit, sale of produce, storage
charge, transportation charge, for example.)

Materials: A copy of the ledger and a chart with all
the words |isted next to a plcture of the actlon or object they
represent.

Activitics: The teacher uses both materials to teach the
meaning of each word and show where It Is located Iin the ledger.
The teacher organizes a game where each learner must look at the
word on the chart and then find It on the ledger and explain what
1+ means. These activities are done during a set class period,
but the materials are avallable for the learners to practice
with aione or In groups when they have free time.

Objective 2: The learners will be able to recognize and state the
name of each member of the cooperative when they see that name
written on the general ledger. (Here a |lst of names would be
atteched.)

Materlals: A copy of the ledger and a chart with all the
names on I+ with small .hotos of each Individual next to the
name.

Activities: Same as for Objective 1.

ObJective 3: The learners will be able to recognize all of the
numbers used to fill the ledger.

Materlals: Cards vith single digits on each card.

Activities: The teacher uses rote memory to help the
learners learn to recognize each single digit. He then explains
how they fit together to make larger numbers and uses the cards In
a game to heip the learners Increase thelr abllity to reed the
numbers.
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DReveloping a currlculum

These curricula are Jjust two samples, and the work
involved in helping a group of illiterate learners to reach
all of the objectives In elther will be great. The |Iteracy
worker can use these examples to build a curriculum for hls
program, following the steps described In this chapter:

® Prepare a set of goals and obJ~~*t. ‘es.

® Look at all avaliable resources and declde what materlais
will best meet the ob jectives.

® Design a set of learning activities to meet the objectives
and place them In a loglical sequence for learning.

® Design lesson plans for each class period following the
learriing sequence.

As he begins tha |iteracy ciass, he will undototedly find that
some things w!ll work and some will not. The |iteracy worker
should be open to changing the curriculum as he learns from
cxperlence.
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NG TION

Some |lteracy programs depend on the traditlonal methods of
Instruction used in the formal school system. But as we have
seen, those methods which are designed for teaching chlldren are
not always the most appropriate methods to use with adults.

In adult Il1teracy programs the most effective methods of
teaching and evaluating learner progress are those which are
learner-centered. The project must begin with a dlagnosis of the
abllitles and weaknesses of each learner and must first prepare
learners to begin learning. The project should then employ a
variety of Instructional techniques to promote seif-dlrected
learning and self-assessment among the particlpants.

N 1s

For a program to be effective, It must take Into account the
phy.-lological and psychologlical factors that .ffect each
learner's abillty to learn and base instruction on the skil
level cf each |earner. Since the iearner's level of skills and
some of the constraints she may be under may become evldent only
after observation, this dlagnosis should continue as the program
progresses, The following discussion, taken from Coolle Verner's
"Baslc Factors In Learn!ng to Read and Write," examlines some of
the constralning factors affecting vno acuir learning proncsss.

83

87



Physiologlcal Factors

Physlological factors Involve sight,
hearing and manual dexterity.

To acqulire |lteracy skills, a
measure of visual aculty lIs
essentlal. Research on aging and
adult learning has shown that as
adults age, the ability to

percelve fine detal|s decreases.
Adults may need more |ight and
larger letters In order to facllltate learning, or they

may have vislon so Impalred that they cannot learn to read
without glasses. Glasses may not be avallable or may be too
expensive, and In this sltuation there Is |ittle that can be
done. The teacher must assess the visual acculty of her learners
before putting *+hem In a situaticn where they can only fali:.

Hearing Is a lesser problem, but severe hearing Impalrment
Is a constraint on learning |literacy skills. Adults with hearing
impalrments le.rn compensating behaviors that make it difficult
for a teacher to judge thelr ablllty to understand spoken
language. Nonetheless the teacher must be sure that when she
speaks the learners understand what Is sald.

As many I|llterate adults may have been Involved only In
manual labor that requires the use of large muscular systems,
they may find It difficult to perform the delicate and controllied
movements of the hand Involved In writing. The teaching of
writing beglins with letters that are larger than normal to a!iow
for +this difflculty.

Psychologlical Factors

Psychological factors that can
constraln a learner's porformance are attentlion, abstraction
and motivation., As adulis mature they develop defenses
that shleld them from many ~¢ the stimull that crowd thelr
environment. These defenses can be a barrler to learning. An
111 1terate adult may find it difficult to malntaln sustalned
learning and to dlfferentiate the elements of the learning
stimull that are cruclal. The teacher must help the learners to
attend to the learning by providing an environment that Is free
from dlstraction. At the same time, she must provide a
learning stimulus that has a strong appeal to the learner. As
the learning progresses, the teacher must monitor thls possible
problem and alter both the environment and the learning stimali
to meet learners' needs.

Adult illlterates live In the "real world" and are rarely
cal led upon to express or percelve reall1y using abstract symbols.
Written language Involves abstract symbols ~- letters and words -
that represent reallty, and thus may not be Immediately meaningful
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to adult learners. The teacher should dlagnose the abilty of her
learners to grasp the relatlonship between visuai symbcls and
reallty. She can then bulld her lessons on the abstracting skllls
the learners already possess. For example, some learners are
already very faml!iar with the visual representations found In
drawings or photographs. Instruction for | Iteracy can be based In
this case on matching letters and words with plctures. This
method would not be as effective with learners who have had |Iittle
experlence using plctures to represent reallty. (See Chapter
Seven for a complete discussion of visual |iteracy.)

A teacher cannot assume that all learners will be equally
motlvated +o become |lterate or that those who ar2 motivated at
the outset will stay that way. An 1lliterate adult Is usually
not motivated to learn In order to meet soclety's expectations,
but, rather, learns In order to meet internally felt expectations
of Immediate or long-term personal benefl+ The teacher should
attempt to learn what motlivates each learnur so that those
factors can be reinforced throughout the learning process through
discusslon and dlalogue.

Literacy Sklills

Most 1lli1terates have some |lteracy skill,
and the tgacher should make an effort to Identify those skills
prlor to beginning the leurning program. (Information on the
learner's skill level should be avallable from the needs
assessment conducted earl|ler.) Learners should be glven a
chance to demonstrate their abillty, and demonstrated abilltles
should provide the skill level on which learning activitles are
based. Information should be gathered during the needs assessment
described In Cheyter Four.
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Pre-Reading Exerclses

Getting new readers ready to read Is an important step In
the Iearning process. Sarah Gudchlnsky, who pioneered work with
the Summer Institute of Lingulstics on pre-reading exercises for
Iill1terates, belleves that many learners fall because
they are not reedy to begin reading. She notes that most
| Iteracy programe do not have pre-reading exercises as a part
of planned |lteracy activities.

Gudchlnsky summarized her findings on pre-reading skills
in "Introduction to Literacy: Pre-Reading" under the categories
of psychologlcal set, oral skills, visual skills, manual skills
and reading plictures.

Psychological Set

The psychological set Indicates whether a
learner knows what reading and writing are all about. In the
learner's environment, the l|earner may never have seen anyone
read or write or heard anyone read aloud. The teacher should
Involve the learners In activities that lead them to an
understanding of what can be achleved with |iteracy skills.
Gudchinsky suggests that the teacher read aloud to the learners.
The teacher can also write stories from the learner's dictation
and then read them back several times over a long time perliod.
The learners should see examples of real communicatlion
through written !anguage. The teacher can read lables on common
products, share letters from friends, and help the learners carry
on a correspondence with someone through letters. Gudchinsky
also Includes motivation In the psychological set,

Oral Skllis

There are two oral skills Important to
pre-reading: fluency In the language of instruction and the
abl i1ty to focus on the phonemes (sounds) and morphemes (root
words, prefixes and suffixes) of that language. |f the |Iteracy
campalgn Is to go on In a national language, the learners nust have
developed a high degree of oral fluency In that language before
they attempt to develop literacy skills In It. An Important
pre-reading exercise can be the teaching of oral language skills
In the natlonal language before |iteracy training begins.

Even if a learner Is fluent In
the language of Instruction, she may
not be aware of the phonemes that make
up each word. Or, she may not be aware
of the functional elements of the language
| ke prefixes and sufflixes. Gudchlnsky
offers the following exampie of a
pre-reading exercise to focus cn these elements.
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"Exerclses for thls purpose may include the oral production
of words which begin with the same sound. The teacher says, for
example: 'Some and sand sound allke. Can we think of another word
that begins with the same sound?' The puplis then produce words
such as silly or soup. A varlient of this exercise Is to call for
words which rhyme, as for example, sand and l|and."

Visual Skills

The visual skills that a learner must develop
are those that allow her to distingulsh between |etters that are
different and to note |etters that are the same. Gudchlnsky
states that learning should begin with ferters that have obvious
differences |lke "A" and "L"; then should focus on letters that
look similar |ike "m" and "n", or "O" and "C"; and should end witk
letters that are the same shape but in different spacial
relationships |1ke "b", "d", "p* and "gq", or "M" and "W".

Another visual skill 1s developing the habit of reading from
left to right, right to left or top down. Each language has a
reading direction and all pre-reading exercises should
conform to the established direction.

Manual Skills

The manual sklills needed to write letters
and words should be fully developed before a learner begins to
write. Early In the |iteracy lessons, the |earners should begin
to practice the flne detalls of writing letters or parts of
letters. Gudchlnsky suggests that thls should not be an act of
copying, but an act of reproducing visual forms from memory. The
learners could begin by looking at a series of Ilnes and clrcles
on a blackboard. Those would then be erased and the l|earners
asked to reproduce them from memory. When these shapes are
mastered, letters can be substituted, and when the l|earners are
ready, the letters assembled Into words.

Read Ing Plcfurégl

As mentioned earller, reading plctures may
be difficult for some groups of learners. |f there are
difflcultles with visual |iteracy, the teacher must address these
in the pre-reading exercises. As the next chapter contains a
sectlion on visual |l1teracy, that Information will not be
reproduced here. The |Iteracy worker should remember, though,
that visual |lteracy should be & concern In diagnosing the
learners! readiness to begin.
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Making Arrapgemenis

Arrangements for the classes, such as a place and a time to
meet, should be kept simple. Since most adults have to work,
arrangements need to be made to accomodate thelr schedules;
thls may mean meeting at night or early In the morning. The
class could meet at different places and at different times In
an attempt to accomodate everyone, but then learners would have
to keep track of when and where each class was being held. A set
schedule and place can make It easler for learners to attend class
regularly. |f there are reasons to change the tIme or place on
occaslon these changes can easl |y be accomodated.

le b
L JHTITAT
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The learning environment should glve learners some privacy.
The place should be comfortable and not overly formal. Having
students s!t around a table, In a circle In chalrs or on the
floor works well because thls arrangement Is more |lke other
adult gatherings and places the teacher In an equal position with
t+he learners. |f the class can meet in someone's house, thls,
too, wlll be more |ike an adult gathering. If a school room or
other public room Is to be used, thought should be given to changing
the arrangement of the chalrs. The chalrs must also be adult-sized,
and the place needs sufficlent light and quiet.

In the beginning, the class should be timed In conslderation
of the fact that the learning activity Is new for the
particlpants. Forty-flve minutes to an hour will, most |lkely,
be suffliclent. Adults will be more |ikely to contlnue class
if It does not take too much of their time. Once they have
encountered some success |n learnling, they may declde to spend
more tIme, but that should be their decision.
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Unlike the formal education system where the student
arranges her schedule to accomodate the educatlional activity,
| 1teracy activities must change to accomodate the schedule of
adult learners. Seasonal work and underemployment have to be
taken Into account In planning for a |lteracy project. Where
the learners are farmers, for example, the start of the rains
may signal the need to concentrate on work In the flelds and
classess may end untl| the season Is over. Even |f that means
there are only two months during the dry season when farmers
have enough time to participate, the project must be
scheduled accordingly. Each dry season the farmers may come
together and study four or five nights each week, but thelr
Iimited avallabllity will govern the amount which can be taught
In one season. During the ten months of hard farm work, they
may only be able to get together twice a month to review. When
the dry season comes agalin, however, the Instructliona! cycle can
resume and they can continue thelr actlive participation In the
llteracy class.

When the |iteracy worker begins to design the program,
she might be tempted to look at what would be ideal for her.
Instead, the planner must look to the participants to identify
time and schedullng constraints on the plan. The |lteracy worker
should keep In mind that the learner Is central to the planning of
a project.,

Learper Particlpation
The more actlive and Involved learners are in the
classroom, the more they will learn. To foster thls

particlpation, the teacher must use methods that allow and
encourage It. The teacher can use a number of simple techniques
to foster learner participation:
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® Ask the learners questions and use actlivities that
encourage them to talk with each other.

® Keep an Informal account of which learners are
participating the least and make an effort to encourage
thelr participation.

® Keep an Informal account of the amount of time she
herself Is the active person In the class and reduce
that amount of time as much as possible.

® When there Is a difference In skill levels among
learners, encourage those who are more advanced to work
with those who need addlitional help as "peer teachers."

@ Ask the learners from time to time how they feel about
the classes and use this feedback fto make Improvements.

These techniques are meant
to Increase the amount of time
learners are actlive In the class,
to decrease the amount of time
the teacher Is active, to
encourage Interaction among
participants, and to provide
the teacher with a feedback system
to help tallor the |lteracy
learning activitlies to the needs and
deslres of the learners.

The communlty resource peopie that were Identifled eariler
should not be forgotten. Once classes begin, the |lteracy worker
may tend to focus on the peopie In the class to the excluslion of
the rest of the community. There are people outslide the classes who
are Important to the program; the | Iteracy worker should continue to
seek thelr advice and active involivement on a regular basls.

Group Dypamlcs

People act dlfferentiy In a group than they do In a
one-on-one sltuation or alone. There Is a good deal of research
Into the use of group dynamics in Informal and nonformal learning
sltuations. Two aspects of these research findings are of
particular Interest to classroom work with adults: ouvercoming
Inltlal reservations over particlipation and learning and breakling
hablts which may become Ingralned in adult learners.



Wnen adults come together In a learning group, there Is an
Initial shyness that hinders thelr participation. Although this
Is a larger constraint at the beginning of a |iteracy program
there are some elements of thls reserve which can |Inger after
the course has been going on for some time, particularly at the
start of each class sesslon. The teacher can design activities
for the beglinning of each class sesslon which break down these
barriers and help people to Interact as a group.

One way to do this Is to pass an object around the class
and ask each person to comment about It. Thls object could be
a plcture that each learner Is asked to descrlbe using a word
which beglins with a certain letter or sound. Or, a block
with a letter on It could be handed around and each student
asked to say a word that starts with that letter. As the goal
of the activity Is to get everyone to contribute something from
the very beginning, the exerclse would continue untl| the object
had been passed around to all particlpants.

q§§t7?§ au;:::

Groups get Into habits. Certaln people may dominate the
actlvities of the class, and certaln people may never particlipate.
Changlng the seating or the teaching style can help break these
habits or perhaps keep ‘them from forming. For example,
participants may sit In a clrcle for most of the classes, but on

occaslon they could sit ¢n two sldes of the room to compete
as teams.

People will act differently |f they are close or far away
from the teacher, and the teacher should change her seat from
class to class or activity to activity. Or, to change
pace In the middle of the class time, the teacher could stop and
ask everyone to stand up. Thls not only stops the class, but
also breaks up any patterns that may have developed. Standing up
also provides recreation and relaxatlion.
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Craating a Good Climate. for. learning

The adult learning theorles that were presented earller In
the manual can help the |lteracy worker create a climate In which
the learners can be successful. In additiun there are four baslic
"environmental" conditlions that are essentlal for effective adult
learning.

O The learning atmosphere must be warm, friendly and free
from threats to the learner. Learners should not feel
rejected or sense that thelr actlons or comments are met
with cold appralsal, creating undue anxleties. Such
anxletles diminish the enthuslasm and energy learners
will have for the other prcblems of learning.

® Teachers should encourage new ways of self-expression among
the learners. Each learner should have opportunities for
experimentation. Teachers should see that all learners are
free from ridicule when they make mlstakes during these
perlods of experlmentation.

O Learners should gradually become Independent of the
teacher's learning supports. A dellicate balance must be
sought which nurtures Independence without contributing
unecessarlly tc undue pressures for performance. The
relatlionship should be one which Is both contlinuous ard
interdependent between teacher and adult learners.

0 Effective three-way communication Is essentlial == from
teacher to learner, from learner to teacher, and from
learner to learner.

To foster the development of a positive learning cllimate,
teachers wlll flrst need to encourage learners to share ldeas
ard feellings amoung themselves. Learners' demands outside
the classroom, the teacher's agenda, and the learners! goals all
need to be discussed openly. Then, and only then, can common
learning goals emerge. Stimulating open dlscussicn Is a sklll
the teacher must seek to develop early on.
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The teacher needs to develop two additlional skills. One Is
that of establishing clear "rules of behavier" for the group, the
teacher Included. These standards should be developed and agreed
upon by the teacher and learners together. Another sklll Is that
of fostering the process of learner self-evaluaticn. In order to
best 'earn from thelr own experlences, adult learners must cons “antly
assess thelr own efforts and bulld toward shared goals.

Grouping Learners

Information gathered during the needs assessment and the
dlagnosis of concstr. ‘ts on learning can be used to group
learners. There are. :everal baslc advantages to grouping adult
learners. First, adults learn at different rates. Palring or
groupling Individuals with simllar levels of skill and abl ity
glves those learners an opportunity to progress together.

Second, people lear: dlfferently. Some learners whose
reading comprehenslion |s high learn best from concentrated
attention to printed materlal, while others wlll be helped most
through the presentation of visual concepts. Grouning will
provide an opportunity for the teacher to deveiop technliques
targeted to several small groups with differentiated learning
abllitles.,

Third, through grouping, a teacher can glive Indlvidual
attentlion more effectively. She mav only have to develop
approaches for each of four groups rather than different
approaches for each of 20 Indlividuals. Then, too, the
Indlviduals In the groups learn from each other. Small
grovps allow for more Interactlon between learners.
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Classroom Actlivitlies.

General principles of adult learning provide a context In
which to place specific activities for the classroom. A
classroom activity can have one or more of the following
objectives:

- To learn new materlal;
- To practice learned materlal;

- To motivate the students to continue to learn.

Actlvities which address all three objectives should be
Included In each class sesslon. The teacher might begin by
reviewing what she did In the last sess'on, then teach something
new, briefly review everything learned so far, and then conduct
an actlvity that makes the students feel good about what they are
doing. The follcwing sample actlvities are ones which cculd be
trled and adapted. As their experlence grows, teachers wlll alsc
want to design new activities fto suit the particular needs of
thelr classes.

TradItional Methods

This manual has emphaslzed the fact that
adults dlffer from children In the ways they learn. Thls does not
mean that all tradltlional teaching metheds are of no value to
adults. There are times when It Is appropriate for the teacher
+o stand In front of a class and explaln new material, when the
class can use drills to learn or review materlal or when learnars
should read aloud from a book or pamphlet.

In some ways, these methods are easier for a teacher to use,
and students qulte often expect them because the formal school
model Is thelr only educational experlence. The |Iteracy worker
should not be afrald to use these methods, but she should be aware
that there are other actlivitles that can be used In combination with
tradltional methods to make the class more Interesting to

adults.

When a time comes for a teacher to stand In the front of a
class and explaln new materlial, the learners should be seated In
an informal clrcle, not In rows of chalrs. The presentation
should be modeled on the explanation the learner might get If she
had asked a question of a friend In the reguiar course of the

day.

For example, the teacher can present a new letter by showing
I+ around the class to see |f anyone already knows [t. [|f someor
does, then that person can read 1t. |f not, the teacher can
explain the letter In a normal tone of volce glving the name of
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the letter, Its sound and several words that use It. A card with
the letter on It can be passed around the room along with a Iist of
words that use that letter.

When drilling Is needed, adults should not be made to sound
I1ke a group of school chlldren reciting thelr lessons. Instead
the group can be broken up Into palrs to practice, and that makes
the room sound |lke a group of adults talking. The same
procedure can be used for reading aloud.

"Real" Actlivities

As soon as possible, the class should be
doing real activitlies, that Is, practicing skills that they can
put to use. For exampie, after they have learned to write the
alphabet, they can learn to write thelr names. In this way, they
will feel that the time they are Investing In this effort Is of
real value to them.

Learners should be able to particlipate In simple reading
and writing activities that are culturally reievant, that are of
value to them and that motivate them to continue learning.

For example, the recording of blrths, marrlages and deaths In
the famlly might be Important. The teacher could design a
standard format to keep thls record using a few simpie words

and numbers. Reading a calandar to learn the date and know
when major festlivals are to occur might serve thls purpose, too.
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Blackboards and Visual Materlals

Otans 1fry/8Y

The next chapter Is
focused on Instructional materials, Including the preparaticn and
use of visual materials. These materials deserve mention here,
also, since so many classroom activitles can be bullt around
theni.

In addltion to large-format visual alds, |lke fllpcharts,
some materlals should be small enough that they can be passed
around the room or held by learners while the teacher presents
Information.

Putting display materials in the hands of the
learners helps to Involve them as active learners. |f the
teacher always uses the front of the room for dispiay, the
learners become Inactive |Isteners. If the teacher must use a
single blackboard at the front of the room, the learners should
be asked to come to the board at different times In order to
break down the concept that the teacher Is "in charge".

To learn how to write, students must practice. Blacktoards
and other |arge surfaces are good for demonstrating how to
write, but for practice, the learners need paper or a slate.

The small muscle movements needed for writing on a plece of

paper are dlfferent from those needed to write on a large
surface, thus the nead for practice on paper. Although there may
be a substitute that can be used, |lke wood, slates or large dry
leaves, a sufflclent supply of some form of paper Is usually
necessary for a |lteracy project. The |Iteracy

worker may flind that paper Is a scarce commodity in her
environment, and she may have to take Initlative to find a

source of scrap paper.

9

6 -
100



Games

GCames are particularly effective In helping people
acqulire skills that require a lot of practice, |lke learning to
recognize letters. The next chapter willl glve some examples of
games that can be used with |lteracy. Games which are popular or
traditional In the culture can also be adapted for use In |lteracy
work.

Ok

['Peer Teaching

Peer teachling, the use of learners
themselves as teachers, Is a particularly good way 1o introduce
new materlal. For example, each person In the class can be asked
to Introduce part of a lesson. This gives |learners added motivation
to learn thelr part and to Iisten to the presentations of others.

Peer teaching can also be cairlied out In palrs or small
groups. The teacher can divide the class Into groups of two and
have them practice with each other. This will allow the teacher
to ¢o from group to group and work with each learner
individually while the rest of the class Is working.

Writing Pracflcér

Learners must spend considerable time
practicing the motor sklils Invoived In writing. In the beginning,
the teacher should demonstrate, one letter at a time, the basic
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strokes or movements Invoived In writing a letter. She could then
ask learners to trace the letter with their fingers. After
sufficlent preliminary practice, she should write a letter on the
top of a plece of paper and ask learners to copy It several times.
As learners practice wrlting, the teacher should go around the
room to watch each of them and to glive individual advice where
necessary. Some wrlting practice can be done In the class, but

as It Is time-consuming the teacher may want to suggest that most
practice take place outside the class.

Class Story

Eventual ly, the students wlll be able to
write more than letters and single words. At +hat polnt they can
begin to write whole sentences, followlng the teacher's |ead.
Later, as the physlcal act of wrlting becomes less of a burden,
the class can create Its own storles to write. The teacher can
facllitate thls by asklng a question about an event everyone knows
about, a recent marrliage celebration, for example. Each of the
learners can say one thing she knows about thls event and all the
learners can wrlte the sentences down.

As the class becomes more skl|led the teacher can suggest a
sub ject and ask each student to write down one sentence. Then,
all of the sertences can be put together Into a story.

Motlivatlional Dlscussion

Motlvation to learn Is cruclal to
success of a p'- ;ect. Although a learner's motivation may be high
at the beginning of a program, she may lose Interest as the
class progresses. A group discusslion among all the learners
allows partlicipants to volce the feellngs that are undermining
positive motlvation. Issues that have led to negative motlvation
can be rescolved in these dlscussions and rellef and renewed energy
can result. To Inltlate a productlive dliscusslon, the following
technliques can be helpful.

® As descrlbed earller, discussing Issues In small groups and
reporting these dlscusslons to the full group can be an effectlive
means of encouragling maxImum particlpation. The flow of Ideas
easlly Increases as learners stimulate each other's thinking, each
particlpant can make a contrlibutlion, and group unity Increases.
This method glves each Indlvidual a chance to express her feellngs
and generates a |Ist of suggested Improvements to be made in the
program.

¢ Roundtable discusslon Is a reilable way to Involve learners
In a more dlrective way. in thls technique, Indlviduals with
differing viewpolnts present thelr oplnlons while a segment of the
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class |lIstens In and then follows up with questlions. There Is an
element of suspense In using the technique, since the posing of
the questions Is unrehaarsed and depends largely on the level of
learner Interest and particlpation In the dlscusslion.

In organlzing a roundtable discussion for the first time the
teacher should work with learners on the panel to help them develop
the content of thelr short presentations. Each should present what
she views as the major Issues that are causing the program to fall
to reach Its objJectlves. Then, during the panel presentations, all
members of the group should be urged to think of comments they want
to make. After the presentations have been made by panel members,
someone from the group should lead the disucssion to make sure that
all those who want to comment have the opportunity to do so.

® Role playing Is also a productive way of learning, allowing

particlipants to step out of thelr normal roles and Into roles which
they may never otherwlse be able to assume. In short, role playling
teaches the Important skll| of putting yourself Into someone else's
shoes for a brlef perlod of time. In |lteracy classes, l|earners can
put themselves In the role of a teacher or In the role of a learner
who has greater skllls than they do. Teachers can put themselves In
the roie of participants to better understand the forces acting on
the motivation of the learners.

To organize thls activity the teacher first selects a
particular point or attitude to Illustrate. Then she describes
the characters learners are to play. The class can then select
particlipants rather than having the teacher assign the parts.
Particlpants are glven 10 to 15 minutes to prepare themselves for
the role play. At the same tIme, those observing the role play are
asked to focus on one or two speciflic issues. The role play then
cohtinues until Interest Is at Its peak (5 to 20 minutes). The
role play Is then stopped and observer- °nd participants discuss the
Issues It has ralsed.

® Speclal measures may be needed If Irregular attendance, poor
quallty of preparation, erratic attentiorn In class or other signs
of apathy appear. The teacher must be prepared to analyze the
sltuatlion to determine both her own pait and that of the learners
In the difflculty. Sometimes thls analysis can take place In a
group sesslon. At other times, It will require a personal
conversation with Indlvidual learners. A few techniques may help
to minimlize or resolve these motlivational problems:

@ Perlodic class surveys to determine how well the class Is
meeting learners'! ~reds.

® Personal Interviews through which the teacher lets the
learner know of her concern and her Interest In the learner
and her work.
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® Guidance counseling sesslons In which an outsider may be
called upon to assess the sltuation.

@ Private tutoring In one-on-one sesslons with the learner
after class.

® Variations In teaching designs to accomodate differences In
Individual learning styles and Individual responses tu
teaching stimull.

Numeracy

The base of numeracy instruction should be the
oral math skllls of the learners. These should be measured
In the early dlagnosis to provide a beginning polnt for numeracy
actlivities

For example, the learners may be able to add and subtract using
money; they may be able to divide using an amount of food and a number
of people, and they may be able to multiply by five acres +he number of
hours needed to plow one acre. They may be able to do these calculations
orally, but not with numbers on paper.

First, the learners should be given an opportunity to practice
these cral skllls using situations they are famillar with. The teacher
can then introduce activities to help them apply those oral skills to
new situatlons. Once thls skill level Is established, the teacher
can present simllar situations using Iliustrations or real objects
along with the wrltten numbers that represent those calculations.

At the same tIime, the teacher should be sure to teach all the numbers
and signs of the dlifferent mathematical operatlions.

The next step Is to present real situations and ask the
learners to calculate the answers using numbers. Finally, the
learners should be asked to calculate answers using only numbers
with no analogy to a real situatlon.

All of this work will have been done In relation to the
mathematical skills the learners had when they began the course.
When these oral skills have been transliated Into calculations with
written numbers the |literacy teacher can move on to new meth
sklils that may be useful to the learners. Unit pricing for
Judgling value In the marketplace, simple accounting for small
business activities, calculations important to fanlly planning,
nutrition or chiid health are possibie examples.

Sample numeracy games are presented In the next chapter that
can help learners practice these skllls and learn new skllls that
can be of use In thelr dally llves.
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Jesting and Evaluation

All development projects should Incluue some form of
evaluatlion and a Ilteracy project Is no exceptlon. The success
of a |lieracy project depends to a great extent on the progress
learners make toward the goals and objectlves set out In the
curriculum design. The |Iteracy worker must develop methods of
measuring the progress, keeping In mind the special needs of
adults for respect and a sense of control over their own
learning.

There arse three types of evaluation that the |Iteracy worker
should consider for accomplishing this task: summative evaluation,
formative evaluation and learner progress reports. Summatlve
evaluation may be the best type for large projects that must
Justlfy thelr use of resources. Thls form of evaluation uses a
number of technlques to provide a picture of the accompl|lishments
and overall value of the project.

Formative evaluatlion Is usefuil to any project, even the
smallest. This type of evaluation provides speciflic feedback on
the progress of learning activitlies and on ways *hat a project can
te improved.

Learner progress reports help the participants themselves see
clearly the progress they are making and can Increase motivation
to continue thelr efforts.

Summative_Evaluatlon, Summative evaluatior Is the most
difflcult and time-consuming cof the three, and most |iteracy
workers wll| not be called upon to des'gn and Implement an
elaboarate summative study. However, a |lteracy worker may be
involved in @2 summative evaluation as a data collector, and
the results of a summative evaluatlon can be of help In Improving
a project. For these reasons and because the methods that are
used can be helpful In understanding and carrylng out the other
two types of evaluation, a brief duscrip*lion of some of the
techiques used In summative evaluation [s presented here.

A summative evaluatlon looks first at the goals and
objectives of the project and then designs tests to show how much
progress has been made In achleving the objJectlives. in addition,
a summatlve evaluation often makes a determination of the costs
and beneflts of the project to see If the resources expended or
the project have been worth the effort. A summatlve evaluation
may also focus on the cost-effectlveness of the project In
compar Ison to other ways of achleving the same goal, or It may
focus on specific aspects of the project such as access to
learning by women.

For our dlscussion, only the achlevement of the stated
objectives of a project will be covered in detall as that s the
major concern of nost |lteracy workers. Even so, | Iteracy workers
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should have & basic knowledge of the other summative techniques so
they will understand them If they are applied o thelr projects.,

A cost-beneflt analysls first looks at what would happen [f
no program were to take place. In the case of an adult | Iteracv
program, It is as~umed that the Ilteracy rate will contlinue In
Ivs historic pattern (which might be elther up or down); the
benefit of the Iiteracy program Is thought to be that the
|Iteracy rate wiil Increase more raplidly.

Next, a set of formulas are used to figure the monetary value
of the benefli of higher Ilteracy rates ior soclety as a whole.
In the case of |Itera~y, monetary value Is usually computed by
looking at the Increased income of a |lterate person over that
of an illlterate person, An assumption Is made that thls Increase
In Income represents the value tl.e marketplace has put on
| 1teracy.

The monctary value of the beneflt is compared to the cost of
operating the project In a cost-beneflt ratlo. The ratlo glves
project planners an Indication of the overall value of the
projJect. Although this kind of evaluatlion over|oocks many of the
non-economlic beneflts of |Iteracy, cost-benef!t analysis provides
a tool for helping a nation look at how It will allocate scarce
resources.

Cost-effectlivensss Is the comparison of one means of reachlng
a goal with another. For |Iteracy programs, thls is usually
calculated as the cost of making adults |lterate versus the cost
of expanding the school system to make more chlldren | 1terate.
The effect upon the overal | | 1teracy rate Is then calculated for
both to see which means has the greatest effect on the |lteracy
rate for the same amount of money.

Summative evaluations also examine the efflclency of an
educational program. Thls data, too, can be of value to a
| 1teracy worker In judgling and Improving project performance.
To better understand the efficlency of a program, learner
progress mus+ be measured through testing.
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To test for learner progress, the evaluator must go back to
the Instructicnal objectlves. Many evaluations make the mistake
of looking only at the goal of the project. This by Itself
provides a poor measure of performarce. Measuring the attalinment
of Instructional objectives glves a clearer picture.

For example, the goal of a project may be for learners to
reach a primary school grade four reading level, yet only a smail
percentage of learners may reach that goal. Many learners may
have learned all the letters of the alphabet or hundreds of words,
and some may also have acquired some ablllty In writing. Although
all the learners have not achleved the goal of tha project, they
have completed several of the objectives. WIthin each of fre
objectlves, too, the learners may have developed some or al! of
the requisite skllis, and a breakdown of skill level gives a
better picture of the progress of the learners.

TestIng procedures should thus be designed around the
speclfic learning c¢bjectives ¢f the project. |f, for example,
learners are expected to be able to recognlze each letter of the
alphabet, a simple test wouid requlre them to circle selected
letters out of a serles of dlfferent letters. If the objective Is
that !earners be able to write the letters of the alphabet, the
teacher might test this ablilty by calling out the letters for the
learners to write. Simllar tests would be developed to measure
learner progress In achleveing all the objectives cof the project.
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The scores on these tests measure each learner's performance
'n relatlon to the cbjectives of the program on & scale of
zero to 100 percent; they also show the level of attalnment for
the class for each obJectlve. Thls Information can plnpolnt areas
where the teachlng may be weak, as, for example, In the translitlon
from letters to words or fron the recognition of letters and words
to comprehension of meaning. In additlon, planners can use test
results to Illuminate changes In project design that can lead to
a better program.

Eormatlve Evaluation., Formatlive evaluation allows for a
constant process of feedback end assessment throughout the program.
While the goal of a summatlive evaluation is to determine whether a
project as @ whole Is wcrking or whether It Is cost-effective, the
goal of a formetive evaluaticn Is to provide Informatlior for the
Immedlate Improvement of the program. The sources of formative
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evaluation dats are tests, learners, teachers and project staff
as wel|l as outslide observers.

The test examples presented In the dlscusslion of
summat|ve evaluation could also be used as a model for & testing
In a formative evaluation. But for a formatlve evaluation the
overall score Is of less value than the correlatlions between high
scores or low scores and varlous project design factors. |f some
teachers are using materlals or methods different from others
and thelr learners are getting higher scores, then those methods
and materlals should be tried out In other classes. If scores
show an Inverse relationship between the age of the teacher and

success of l|earners, thought might be glven to recrulting younger
teachers,

Learners, teachers, other project staff and outslde observers
all have valuable observations to make that could Imprcve the
project design, but they may be reluctant to offer criticism.

The feedback model presented in the sectlon on teacher training
In Chapter Four Is a good way to encourage them to share thelr
observations whlle ensuring that the positive elements cf the
project design are not forgotten.
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The evaluator should conduct reguiar sessions with each of
these groups to ascertalin thelr views on successful project
elaments and how best to Improve the project. The project staff
st uld review any suggestlions and make changes |f possible.

h€., the evaluator should be sure to apprise the sources of that
data of any actlion taken. (f no actlon can be taken on a particular
suggestion, an explanation should be given. By showing those
Irvolved how thelr suggestions are belng used, the project will
contlnue to get good feedback. Learners, teachers and staff willl
feel that they are actively Invoived In the project and have some
control over project deslign Issues.

Learner Progress Reports. Adults may obJect to the use of
formal, objective tests to Judge thelr progress. Too much
pressure to perform well on tests can undermine thelr
motIvation to continue with the classes. It can, however, be a
source of satlsfaction to learners to see the progress they
have made through some form of evaiuative process.

A learner progress report provides this feedback wlthout the
possible negative effects of a formal test. To do this, the same
kinds of test formats that were presented In the sectlion on
summative evaluation could be suggested as a way for learners to
t+est themselves. The learners should not be required to share the
results of-the test with anyone eise and shouid also have the
option to forgo the test altogether. It should be made clear that
the test is meant to measure the progress of each Indlvidual
learner and not her standing against the rest of the class.

A graphic representation may be useful in allowing the
learner to see her progress. A chart that marks each learner's
progress toward the goals of the course will help demonstrete how
much they have already learned. For example, the teacher can make
a simple bar chart with Increments for each letter and for each
word on the word |lst. The student can watch her bar extend as she
learns each new letter and word.




CHAPTER SEVEN
JINSTRUCT |ONAL MATERIALS

Literacy teaching materials, |ike teaching methods, must be
geared to the expressed needs and asplirations of the learners
since these Instructional materials help to support classroom
activities., they should also be designed to complemsnt the
methods used In the |Iteracy project. In many cases this will
require the teacher to adapt materlals frcm other sources or
develop new ones which are tallored to the needs of the particular

group.,
Yisual Llteracy

Any discussion of teaching materials, which often rely on
visual Images, must begin with the concept of visual |literacy.

The term can be defined as the ability to understand the visual
language of plictures and drawings.

Throughout this manual, Illustratiors are used to make
+he text more Interesting and more easily understandable.
Thelr Inclusion assumes that readers are experienced In
communicating with and learning from Illustrations. Such a
presumption, however, cannot be unliversally made of all learners
Like reading, visual |iteracy Involves the ability to
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look at abstract Images and
translate them into a real object,
feeling or action. When a

person reads the word "run," he
assoclates It with the action

of running. When he sees a
drawing of a boy running, he

also sssoclates It with the actlon,
Although the drawing Is more
representative of the action, It Is
still an abstraction and not the
"-eal thing."

For Individuals who grow up seelng images on paper, on TV
and In fllm, visual |iteracy Is a flnely developed skil! that
comes as second nature. People brought up In an environment
where plctures and other visual media are nonexistent or rare
sometimes misinterpret pictures and drawings. Research has
shown that even photographs and realistic drawings can be
misinterpreted by people from cultures that make use of few
graphic or printed illustrations.

A number of factors cortribute to misinterpretation of
visual Images:

® Cultural factors affect the use of visual symbols. For
example, when an American sees the styllzed drawing of an eye
that Is the logo for a major television network, he knows what
It means. If someone from the Island of Java were to see the
same |logo, he would not know It represents the network nor
realize that it Is a styllzed representation of an eye. On the
other hand, If the American were to see a Javanese shadow puppet
from the Wayang, he most |lkely would not understand what 1t
represents. The Javanese, though, would know the name of the
god or person which that puppet represents and would be able to
explaln the story and the personaltty of the character.
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® Size can cause misunderstanding. A fly that Is drawn the
slze of a plece of paper may be misinterpreted because real flles
are very small. |f the observer has poorly developed visual |lteracy
skllls, he may have difflculty making the transference from the
drawing to reailty.

® Perspective can be misinterpreted. Background detalls can
confuse viewers who are not famillar with the visual concept of
perspective. For example, a drawing of a man ready to throw a
spear at an antelope In the foreground with a tree In the
background can be serlously misinterpreted If the tree happens to
be placed between hunter and 2aimal. Or, a plcture of the heads of
+wo people talking can look |lke two balls or two coconuts. The
viewer, of course, has never seen heads that were not attached to
bodles.

® Color can cause confuslon. For reasons of economy,
| 1teracy materlals are usually reproduced In black and white.
With some ohjects, color Is Important for Identification. In
Indla, a woman shown a plcture taken of her six months before
sald It could not be her because the woman In the piciure was
wearing a red sarl. She did not have on a red sarl at that
moment, though she had been wearing one six wonths earller.

These problems can be avolded In several ways. Flirst,
exIsting Images that everyone In the culture already understards

can be used. Second, |llustrations that have been shown by
research to be more easlly understood can also be used. Thlrd,
the |1teracy worker should pretest all of the Illus:;rations ‘o

be sure they are understood by the learners. And fourth, the
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teacher can teach learners how to read Illustrations -- to become
visually llterate. Using all of these methods In combination will
help to ensure that the Illustrations used to support | 1teracy
efforts are understood by all of the learners.

Uslina Existing Images

To be certaln that the Image Is understood, the teacher
should begin by using real objects. There are |Imits to
thls approach, however. Although using a rock, an apple or a
tree to represent Itself Is a good way to Introduce these words,
some concepts |lke power, freedom, respect and dignity, are
difflcuit to visuallze. Other concepts may be amblguous, |lke
mother or father. A plicture of a woman with a child could mean
mother; It could mean woman or birth. Even pointing to someone
In the room who Is a mother may not be clear since she Is also a
woman and has a name.

Each culture has an
Iconography of its own. An
Iconography Is a culture's
art of representation
by Iilustrations, plctures,
flgures and Images. Thlis
lconography may be used In
masks for dancing, In drawlings
on the walls of houses, In
religlous objects, In costumes
for theater, In puppet shows or
In desligns In cloth. The ways
that culture represents concepts,
people and storles may be useful
as Instructional alds.
Others, | lke religlous objects,
may not be appropriate.
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In almost any community In the world It Is possible to find
someone who can draw and usually that person 's used to drawing
In ways that wlll be understood by others. In Indla, for example,
women who draw scenes from rellglous storles on the sides of thelr
homes might be asked to help Ia Illustrating Instructional materlals.
The 11lustrations would be easlly understood by the people from that
area, even |f they might be difficult for the Ilteracy worker to

understard.
Easlly Undersiood Images

There are several styles of drawings and photograpnhs that
can be used for Illustrations. The following exampies have been

tested for ease of understanding.

Figures 1, 2 and 3 are the most abstract and the simplest to
draw. There Is very little detall In the subject, foreground and
background. Thls level of Illustration may suffice, depending on
+he learners! abllitles to abstract, the eacher's ablllty to
communicate and other visual alds belng used to compiement these
drawing styles.
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figure 3




Figures 4 and 5 below are more reallstic |ine drawings and
are the most difficult to draw. Although both styles depict the

sub ject and the forsground In detall, only Figure 5 has a detalled
background. Research has shown +hat too much detall can detract

as much from understanding the plcture as too |ittle detal |l can.
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Figuires 6 and 7 are photographs. Fligure 6 Is heavl |y
detalled, while Figure 7 has the foreground and background
blocked out, leaving only the subject.

figure 6 figure 7
Current research Incdicates that |l|lustrations |lke Figure 4
are most easily understood. |I!lustrations |lke Figures 5 and 7

have also been found to be effective In communicating

with non-|Iterates. Research findings on visual |l1teracy for
Nepal and Lesotho are avallable, and there may be research
avallable on the country where the |Iteracy worker Is workling.
While thls research may help to narrow design cholces, the

| 1teracy worker should also use the [llustration pretesting
methods suggested In the next sectlon to determine which of these
styles works best In hls own community.

Regardless of the style of [llustration used, there are some
common concerns with comprehension. The object Itself may be
unfam! [lar to viewers, the Image may be culturally Inaccurate or
the picture may simply be poorly drawn. Some "markers" which
are part of the drawings may not be understood. Arrows ¢o not
necessarlly Indicate direction, nor do X's Imply negatlon.
Misleading use of scale, such as an oversized fly; excesslive or
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sparse detall; Improperly drawn perspective; and compllcated
spatial relatlonships contribute to the misunderstanding of
pictures. A group of plctures that show a sequence must be
clearly presented since non-|lterates are not used to following
a usual left to right or right to left sequence when reading.

QeE RED | Dom'T
KA H‘JUST'DGE%JT,
LODK, THAT DAMGERAVS .

As the |lteracy worker begins planning Illustrations, he
should keep In mind avaiiable resources. The |Iteracy worker
may be called upon to produce the Images himself and there
may be no photographic facilitles avallable. This may place
constralnts on the types of Illustrations that can be used In
a |lteracy program.
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Pretesting

Even when Instructional materlals contain Illustrations
common to the l|earner's environment, they should be pretested
for understanding. Pretesting ensures that the message the
I llustrations are supposed to convey Is what the learners
percelve. Through pretesting the materlals developer galns
valuable feedback that will help to Improve Illustrations before
time and effort Is invested in producing finlshed coples.

The pretest need not be elaborate. The |iteracy worker
should declde what he Is trying to convey with each plcture; show
the picture to prospective learners or psople simllar to the
learners; and ask them what they see. |f what they say they see

and what the Il lustrations are trying to convey are the same,
then the Illiustrations are accurate. |f there Is confusion about
the meaning of the Illustrations among some of the people who see

them or If some people give an incorrect response, the testor
should follow up by asking what the plcture represents. |f the

answer Is stlll not correct, the tilustration is not work Ing.
It the answer Is correct at this polnt, the testor shouid probe
further with questions about why the Illustration was confusing at

first. This should yleld Information useful In Improving the
drawling.

When doing a pretest, the
[l lustrations should be the same
as they will appear in the
Instructional materlals. They
should be the same slze and color
as these factors are Important
to understanding. |f the
| Iteracy project Is small,
the pretest can be done Informally
with a few of the potentlal
learners. |f the project Is large,
then a sample of the learners
must be used.

The standard, sclentliflic procedures for determining the slze
and composlition of a test sample are compllicated, but there
are some general rules that can help ensure the usefulness of the
test. The total population of learners should be divided Into
groups that are representative of the dliversity cof the
learners. For example, there might be one group of men and one
of women. |f there are ethnic or tribal differences In the
population, there should be a group of each. There should be
groups for any other signiflcant characterlistics, rural vs urban,
lowlands vs hllls, Inland vs seaside. The testor must use his
Judgement to be sure that each signiflcant dlfference Is separated
into a group. Then, at least 25 people should be tested from each
group. Time, money and other constralnts may |Imit the total
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number of subjects that can be tested, but a few people from each
group must be tested 1f there Is to be any valldity to the
results.

Developing Yisual Literacy Skills

Industriallized and urban socleties depend on written signs to
make Important commmunications: street signs, signs that mark
ex|ts and signs that name stores and offlices. Visual Images with or
without words are also used: stop signs, one-way sligns, polson
signs. While some of these Images may be Important to the
learners, they may not be able to read all of them. The teacher
should conslder the development of visual |iteracy skllls as an
Important objJective of a |lteracy project.

|f the learners have |ow
levels of visual |lteracy, the

teacher may conslder addlng

[ llustrations to the materlals as
a way to help them to become more
visually |lterate. The teacher
must make an extra effort to

help learners tdentlfy ob Jects

or concepts nresented through the
[l lustrations while going over
other aspects of the |lteracy
program. Yet the other parts of the
| iteracy program should not be
dependent on understanding the
[llustrations.

The teacher can teach visual symbols In the same way he
teaches letters and words; as learners become fluent with these
Images, Instructlional materlals can use more Illustrations.

The pre-~test of [|lustrations should provide data on which
kinds of Illustrations are understood and which are not. WIith
that Information, the teacher can prepare a serles of

[ llustrations ranging from simple to complex.

The teacher should start the teaching by comparing
I llustrations with the real obJect they represent. For example,
a picture of an apple and a real apple should be presented together.
With some of the simple drawing styles, the teacher coulrd demonstrate
how they are made and encourage the l|earners to make thelr own. As
learning visual |lteracy requlres exposure to Illustrations, the teacher
will want to collect a large numoer of drawings and photographs to
ald In this activity.
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Preparipg Materlals

Peace Corps' Information Collection and Exchange (ICE) has
information on how to prepare and dup!lcate simple materlals
wilth resources that should be avallable locally. As those
publications are listed in Chapter Nine, detalled techniques
for materials production are not presented here, The
following general guldelines can be followed to help keep the
materials development effort simple and effective.

The |lteracy worker should look first at what already
exists. Although these materials may not be perfect, they can be
adapted or changed. The |Iiteracy worker might be abie to use the
Illustrations and insert a new text that Is more useful. Or,
the Illustrations In the materials could be cut out, and the
learners could declide on the words for a new text.

Local artists and writers are another source of materials,
Learners themselves may be able to draw, cut pictures from
magazines or take photographs for use in Instructional materials.
Local government offlces may have duplicating machines, typewriters
or other equipment that can also be used In preparing materials.

Multiple coples of some materials may be needed for class
activities. Some of the publications avallable from ICE describe
how to do this with silk screening and duplication. Both of these
techniques can be more difflicult then they flrst seem, however,

If duplication becomes a problem, a larger format that the whole
class can read, such as pictures and words in a wall mural,
should be tried. The |iteracy worker could also produce numerous
single coples of practice reading materlials and circulate them
among the learners.

Learper-Produced Materials

Perhaps the greatest resource for producing Instructional
materials Is the learners themselves. WIith help, the learners can
easlly produce thelr own learning materials. Thls Is especially
true for producing simple reading materials for practice after
participants have learned the basic elements of reading.

Most of the simple reading materials that exist are made for

children and thus are of |little Interest to adult learners.

Learners need strong motivation to read in the beginning when

thelr skills are minimal, and materials which they produce

themselves may provide this motivation. |f there are several classes
going on at the same time, each class could produce materials and
share them.
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Whatcver the sub ject matter,
| 1terature for new readers inust be
based on thelr famlllarity with the
sub Jeci presented. One source of
such subject matter Is everyday
conversation. Such conversatlon
may Include stories
or traditional tales and
events In people's |lves. |n her
work In Nigerla, Van Dyken
found that a key to learner=-
produced reading materlals was the
presentation of the Information In
a form which Is easy to read
and which the reader fully
understands. |If one Is to use spoken
speech as a source of reading materials, It should be written by
someone within a given language community who can present
authentlic thought patterns and concepts In a natural way.
These storlies can be collected with a tape recorder and then
transcribed.

If photography Is possible using equipment easlly avallable
In the communlity, the |lteracy worker could have pecple act out
the storles and produce a photonovel, a comic book whlch uses
photographs Instead ot drawings. | photography Is not possible,
a local artlst could draw the necessary plctures.

A second source of content for materlals Is Information that
people are Interested In having as a permanent record. People may
want to refer to a book for agricultural Information, health
Information, vital statistics and geneology, a calendar of
festivals, or a schedule of water avallablity from an Irrigation
sceme. The |Iteracy worker can produce a book that provides thls
Information In a simple fashlon and allows the class to
help In keeping It current,

If learners are Involved In making the materlals, the
teacher can be sure that they will be Interested In reading them.
They will probably also be Interested In reading simlliar materlals
made by other classes and sharing the materlals which they
themselves have produced. Thls Interest Is a strong motivatlion to
rractice new reading skills and keeps learners actively Involved
In the |lteracy program.
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Preparing Instructional Games

Instructional games are particularly good for teaching skills
that must be practiced over and over again for participants to learn
them well =-- for example, learning the alphabet or learning the
spelling of words. Learners play the games because they are fun;
learning Is accompllished without the paln of rote memorizatlion that
Is so often assocliated with it.

To make a game, the |lteracy worker should first |ook at what
he Is trying to teach. He should take one simple objectlve and
break It down Into separate parts. |f for example, the requlred
skill Is addition, the learner must add two numbers and come up
with a third number that Is the sum of the two. This actlvity can
be broken Into three parts, the two numbers being added and the
Sume. ’

A game should encourage max!imum learner Involvement and
should be designed to work with as |ittle participation of the
teacher as possible. In the example, the |lteracy worker might
develop a set of cards that have equatlons, or numbers to be
added, on them and another set wlth possible answers. The
equations are given to one team and the answers to another.

The first group holds up an equation while the other has to flind
the answer. As further practice, the second slde holds up the
answer and the first must find the equation.
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In Games and Simuiations in Llteracy Tralning David Evans

further describes the variables to be considered In game design:

® Llearning ObJectlives, The skill to be learned In the

game must be clear, and most of the time of the players should be
Involved In using that skill. The game designer should start
with that skill and make progress In the game dependent on
successful ly using the skill. In the simplest game, letter
recognition might be taught, and ldentifying a letter correctly
should move the player along in the game.

O Single or Multiple Sklllis., A game can be simple and
Involve only one skill or It can require several skills. For
example, & game could require the matching of simllar letters out
of a plle of blocks, each with one letter on It. Or, a game
could require the learner to plck out letters that spell a word
that corresponds to a plcture of an object. Some games, |ike
letter dlce, can be used for single and multiple skill levels.

® Chance Versus Skill, The outcome of a game can be
determined by the sklll of the player, by luck or by a
comb Ination of the two. For learning games, skill Is a better
focus, but games of chance can add excltement to an activity.

@ Cooperation and Competitlion, Some socletles put great

value on Individual competition and some do not. Games are,
quite often, designed for Indlvidual competition, but the rules
can be easlly changed to allow for competition between groups or
competition agalnst an outside "force" |lke time or quality.

® Individual Yersus Group Activity. A game can be deslgned

to be played by an indlvidual alone or by a group. Games that
can be played by Indlviduals are particularly useful for helping
slower learners practice skills or for self-study after class.

® Showdown Yersus Sirategy. Games can Involve a strategy
to win or can be winable agalinst a criterion. A showdown game

pits the player or players against & criterion of success wlth
Ii1ttle or no reference to other players. In & stratagy game, the
player must conslder the moves of other players to win.

Games that are played In the community can often be adapted
for |lteracy purposes. |In a nonformal educetion project In
Ecuador, the community was found to be a very rich source of both
exlsting games and Ideas for game adaptations and ne games.

The examples In the next sectlon should provide the reacer
with a number of good l|deas for producing |Iteracy games.
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Sample Materials

This section contalns descriptions of some simple
Instructional materlals that can be used to teach |iteracy skills.
The resources mentlioned In Chapter Nine provide many additional
suggestlions. (Most of the games presented here were developed in
a project In Ecuador Implemented by the University of
Massachusetts with USAID funding. The descriptions are taken from
University of Massachusetts publications |isted in Chapter Nine.)

l]radlflonal Materlals

Traditionally, |lteracy classes have depended on | iteracy
primers and letter, syllable and word charts. Examples should be
avallable from other |literacy programs run In the country where
the |iteracy worker Is working.

Charts and primers should cover the same material so they
can be used together. Thelr content should ba based on project
ob jectives.

Useful charts Include those which have all of the letters
presented In the traditional sequence for the |anguage belng
taught and those which show all consonant and vowel combinations.
These charts are used for teaching and also for reference by the
learners during class. Another chart with words and plctures of
objects they represent would also be useful.

A primer Is more difficult to produce. Most primers start
with a single word or simple sentence and a picture on one page.
The pages which then follow present simple sentences which
explaln an actlion, for exampyle, "the man Is voting," with an
I 1lustration that represents that action. Al{ of the words on
the Initial |ist of words In the Instructional objectives should
be In the primer, with a |imited number of new words being
Introduced on each page.

The following exampies of pages from functlional |1teracy
primers provide a visual explanation of the need for clear
Illustrations, the presentation of key words and concepts, ways
to break key words Into syllables and form new words, and
writing exerclses.
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In the first example, from Indonesla, a drawing of a shirt Is
at the top of the page. Under It are the words in Bahasa
Indonesla for "this Is one shirt". Each word Is broken iInto
syllables and into letters. Then each Is put back together into
syllables and a word. Finally the full sentence Is put together
agalin. At the bottom of the page are the single letters and the
number one. Subsequent pages follow the same pattern adding new
words and numbers. ~

ini  satu baju

ini satu baju
i ni sa tu ba ju
i n i s a t u b a j u
i ni sa tu ba ju
ini satu baju

ini satu baju

| S

a t

u b satu
j
n
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The next example Is from a functional |iteracy project In
Ecuador which focused on the Introduction of Improved agricultural
practices, the key concept Is "soll needs fertilizer." Key words
(needs fertlllzer) are repeated Immediately below the lead sentence
and syl lables from those words -- "ce" and "bo" -- are highlIghted
for reading and repetition exercises. Then several agriculture
related words are presented both In print and In cursive for reading

practice.

Leccién 8

FERTILZANTE ’ i
o5

E! suelo necesita abono
La tierra orgénica tiene abono

"

necasita abono
ce ci
ba be bi bo bu

abono aﬁond
abonado afvnade
barale

barato
basura l&uﬂd&b
cerro () Ve g

cebada  cebada
rcela
ol v

érbol
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In a Tanzanian examplie, two plctures are used with one word
below each. After the pictures are discussed and the words are
practiced, two simple sentences are presented. The two words
are presented again for reinforcement prior to having adult
Iearners practice printing the two words.

Somo la 1 (First lesson)

ﬁ@ﬁ@

Pamba (Cotton) Pesa (Money)

Pamba ni mali (Cotton is wealth)
Pamba huleta pesa (Cotton brings monaey)

Pamba pesa pesa pamba

Andika (Write).

FPamba Pamba ,oamba- ,oamba pamba

Pesa 0E50 peso  pesa  pesa
1 4 I 4

Pp————————
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Flash Cards

Flash cards are a set of
curds with plctures and words that
can be flashed befocre a class
to tell a story or communicate an
Idea. The cards are usually made
of stiff paper large enough
to be seen by the class. f V
There are numerous uses for
flash cards In |lteracy programs,
they are particularly good for
practicing material that must be
memorized: letters, syllables,
words, numbers, punctuation marks
and math tables.

\

The cards sh~uld contailn
only one plece of Information
per side, usually with a —
question on one side and an B (248
answer on the other. They can
be easly made by hand using a
marker, palnt or charcoal.

In

Curriculum Development for Functlonal Literacy and
Nonforpa! Education Programs, Bhola describes six steps In

designing a set of flash cards:

® The materials developer begins with a verbal statement
of the teaching ob jectives of the message.

® The Idea of communicating thls message through a set of
flash cards Is dlscussed with cllents.

0 Questions about visual treatment are declided: should
photographs be used? drawings? cartoons? The level of
visual |lteracy of the learners will have to bs
considered In making these decislons.

® A story board Is made: what cards will
contaln what visuals? In what sequence to communicate
the Intended message?

0 Rough Il lustraticons are developed, words are added and
the materials are pre-tested.

0 Pictures and captions are finallzed and dlscussion
notes are developed for each card to help the teacher In
conducting the dliscussion.

Inttially, the flash cards can be used to Introduce new
mater ial by holding up the card and explaining what Is
represented on It. Once the class has been Introduced to the
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Information, the flash cards can be used for practice. The
cards can also be used by a learner to teach the class

or for Indlvidual practice between two learners. The
teacher can also glve a card to each learner and ask that
he make a word from the letter or syllable on the card or
make a sentence or a story using a word on the card.

El Chulo

El Chulo, which resembles a traditlonal Ecuadorian betting
game, offers practice In matching words with pictures of animals.
The materlals Involved are three dice, a set of cards snd a game
board. Each face of the three dice contains a plcture of an
animal. The game board consists of squares, each of which
contains the written name of an animal and the number of polints

for the animal. Each card contains the written name of the
animal,

To play, the cards are shuffled and dealt to the players.
Players choose three of thelr cards and place them on the
corresponding squares on the board. These represent their bets
against a throw of the dice. If the animals on the dice match the
animals In the bets, the player Is awarded the point value of the
square. Players must keep a point total representing the value of
thelr winning bets. Since some of the animals have arbitrarily been
given higher point values than others, learners will tend to favor
certaln animals In their betting. The frog Is the most highly
valued. When a player successfully bets on the frog, he
automatically wins the game.

While playing "EIl Chulo," learners must match the written
word on the cards with the written word on the board (word
recognition). When the dice are thrown, the learners must match a
picture with the corresponding word (word meening). To vary the
game, and the content, a |lteracy worker could change the plctures
and the words to expand the vocabulary (word recognit'cn and word
meaning) of the learners.
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[Concentrationd

Concentratlion alds In developing memorization skills using
information and assoclations necessary for |iteracy. The
game conslsts of sets of 15 palrs of cards. A palr can conslst
of ldentlical or complementary letters, syllables, words, or
plctures. A complementary pailr can be a plcture and Its
equivalent written word, first syllable and last syllable of
a two-syllable word or two words beginning with the same
letter.,

To play, all the cards are shuffled and lald out face down
In rows. The first player turns up one card and then a second
one. He hopes for a match. All the players try to remember the
location of the cards they have seen. The next player turns over
one card and then another In search of a match., When a player
successfully makes a pair, he takes the cards and places them in
front of him. He then takes another turn. Play continues unti|
all cards have been matched. The winner Is the person with the most
matched pairs.

Concentration teaches letter and word recognition as well as
helping the learner to memorize the Image of the letters and
words. Any number of combinations of letters, syllables, words,
and plctures can be designed.

Lottery

Lottery Is Intended to relnforce audlovisual assoclation,
letter and word recognition, and acquisition of vocabulary. The
game needs a facl|itator to ald the players. Six game boards are
divided Into twelve squares. On each square Is a drawing of an
obJect. Seventy=six small cards are needed, each with a written
word that corresponds to an obJect on one of the six boards.

The flirst letter of each word Is written In a different color
from the rest of the word In order to place emphasis on the
speclfic letters of the alphabet. An attempt Is made to have
each letter of the alphabet appear at the start of at |east one
word.

Each player recelves a game board. The small cards
wlth the words written on them are placed In a bag, and the
facllitator draws them out, one by one. He can read the
word, or he can simply show It and encourage the players to read
It. He dellvers the card to the player who has the drawing which
corresponds to the word on the card, and that player places the
card on top of the square with the correct picture. The first
player who covers all of hls plctures |s declared the winner.

With beginning learners, the facllitator can read the card
he draws, emphasizing the first letter. Players could repeat the
word and then scan thelr cards, pronounce the words represented
In thelr plctures, and search for the plcture corresponding to
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the word which had been read aloud. The player who identifles
the correct picture would be given the card by the facl|itator.
With advanced learners, the facllitator could require that the
learners write the word on the blackboard or write a phrase or
statement using the word In order to recelve the card with the
word on It,

This is a game which allows the faclllitator to reinforce
both auditory and visual recognitlion of words and letters. The
pictures can be replaced by words for word matching, letters for
matching the first letter of a word, or syllables that complete
two-syllable words.

Word Blngol

Word bingo offers practice In recognizing and readling words
and provides learners with practice In writing words. Nine
common words are arranged on each game board to form two diagonal’
lInes. Below each word |s a blank space, as shown here.,

The group leader or facllltator has a stack of cards
contalning the same wcrds.
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To play, the facllitator chooses a card and holds It up for
the learners to read. Learners read the word and search for It
on thelir game boards. When the learner finds the word on his
board, he elther marks the corresponding blank with a bean or
copies the word with a penclil, depending upon skiil level.

The flrst player to complete a diagonal |ine wins.
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Letter Dice

Letter dice offers practice In recognizing letters and
combinations of letters, assembling words from letters, and
encoding sounds Into sequences of letters. A set of wooden dice,
approximately one to two Inches on a side, are needed. Each face
of the dice contains a letter. The frequency of occurance of each
letter should correspond to the frequency of that letter
within the target language. For Ecuadorian Spanish, 11 dice were
used with the following frequency:

1. ONRDLT
2. CSSIIH
3. UETY,RR,QU
4, NUSSAN
5. NTIBPU
6. OLOB,LL,CH
7. YRXWKZ
8. AAAEEE
. AAAEEE
10 US IMRG
11.DCOMPO

Although this same frequency may be useful for Spanish in
other countries and glves a rough Indication of what Is needed
for Engllish and French, the Ilteracy worker must seek assistance
In determining the frequency of occurance of letters In the language
of Instruction. This Information might be avallable from existing
research, or the |lteracy worker can use the words In an existing
| 1teracy primer to determine a Informal list. To do this, the
| 1teracy worker must tabulate the number of times each letter Is
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used In the primer. Then the total number for each letter should
be divided by 66 (11 dice times six sides on each dle). Thls
calculation glves the number of faces required for each |etter.

Some judgement Is needed at thls point since the calculation
will Indicate that some of the letters need less than cne face
(these should be glven one) and some of the letters need a whole
number and a fractlon (those should be rounded off). In general
the vowels and consonants should be mixed on each dle, but the
most common vowels -~ A and E In English == may be combined onto
one dle.

One game that can be played with letter dice Is "Finding a
Word." Players try to make up words using the letters showing
after the dice have been thrcwn. The first player to visuallze a
word declares the word and trles to create I+ from the letters
showing. After group confirmation of the correctness of the
word, play resumes as players try to find other words. Play
continues until the time |imit Is reached. The player who has
formed the longest word Is declared wlinner.

"Bullding a Word" Is another gesme option. The first player
places a letter from one of the faces of a dle in front of the
group. The player to his right chooses another dle from the plle
of dice and places It next to the first letter. The object Is to
be the first player to complete a word. When a word Is comp leted,
the next player trles to ad.J letters to form a longer word. One
player may challenge the player who has Just added a letter at
any point In the game. |f the latter Is not able to demonstrate
that he Is bullding toward a legltimate word, he Is out of the
game,

Alternately, the game can be structured so that the player
who completes a word has points scored agalnst him. Thils Is
probably a more difficult version than the prevlious one. Both of
these "Bullding a Word" versions are more difficult than the
"Find a Word" verslon, as they require a more directed and actlve
recall of speciflc words and thelr spelling.

Another variation Is "Word Listing Competition." Players
compete to form the largest possible number of words from one
role of the dice In a glven amount of t+ime. Learrers can
compete as Indlviduals or as teams. In elther case, participants
alternate between two roles; onlookers who recognize and monltor
words formed by others, and actlve composers of words.
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Hangman |s a game many Americans have p!ayed as a chiid. The
teacher writes several blanks on the Llackbvard, one for each
letter In a word. Then the class has to guess what the letters
are. Each tIme they guess right, that letter Is entered In the
appropriate blank., |f they guess wrong, the teacher draws part
of a man on a gallows. Flrst the head Is drawn using a stick figure
drawing, then the body, then the arms and finally the gaillows and
rope. The class tries fo guess the correct word before all the
parts of the drawing are completed.

Comic Books and Photonovels

Usually, flrst primers are very simply written, and as &
result can be dull reading. Although these primers may work well
when learners are flrst learning, they will want something more
interesting after they have a better command of the language.
Comic books and photonovels are Interesting and easy to read and
offer a greater range of subject matter to new readers. To meke
comlc books, the |lteracy worker needs someone who can draw. For
photonovels ail that Is needed Is a simple camera and
photographic reproduction facillities.

The story Ilne can come from the iearners themselves. The
teacher then wrltes the story down using the word |Ist that the
learners have been studylng. |f there Is an artist, he can draw
In the action. If there Is a camera, the learners can act out
the parts and the |iteracy worker can take the photos. The
photographs can then be pasted Into place, and the words pasted
above them.

If a camera or an artlst is not avalliable, plctures taken
from magazines can be used. This may take a lot of creative
story writing, but It can be done. The teacher cuts out the
plctures and puts them onto paper. Then the learners are asked
to think out the story. The teacher wrltes down the story
and the product becomes reading material for use in the class.

Photo-Word Chart

If a simple camera and developlng services, or an "Instant"
camera are avallable, the learners can articlipate In making thelr
own photo-word chart. Each learner plicks something or someone from
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his |Ife that he considers to be most Important to him and the teacher
or one of the learners takes a plcture of that person or thing. When
the plictures are ready the teacher produces a word chart using the
plctures and the words that represents them. Each learner then explains
what his plcture represents and the teacher shows and explains the

woird.

This chart could be used In the same way that Frelre uses his
generative themes. Although the words may not contaln all the
letters and syllables, the Interest of the group will be stong as
the themes are personal. The teacher could present one word each
sesslon for the first sessions with each learner having a chance
to explain his plcture. By the end of the flrst few sesslons,
learners will be able +o recognize the words and will have
acquired a number of related skllils.

[Eémber Blngo

Number bingo !s a math fluency game In which players sesk
answers on thelr game boards to math problems read from
problem cards by a faclllitator. The game teaches additlon and
multiplication skills. The game uses Individual game boards
which Include answers to problems and a set of problem cards.
The problem cards can cover addition and multiplication tables,
1+1, 12+12, 2x4, 7x3, etc. The players also need a plle of rocks,
seeds or some other sort of marker.

To play, the faclllitator distributes the game boards, along
with an ample supply of beans or other markers for each player.
The facllitator then shuffles the deck of game cards anc begins
to preseri the math problem cards to the group. He first holds
the problem card up, then reads It aloud once the learners have
had a chance to try to decipher the problem for themselves.
Players who have the answer on thelr game board cover that square
with a marker. The flrst player to complete a horlzontal,

vertical, or dlagonal |ine across the board wins. Alternately,
play may contlnue untll one player has covered hls entire game
board.

The problem cards can be changed so that this game can teach
number recognitlon. In this verslion the faclllitator calls out the
number or shows the number and the learners cover that square on
thelr game card. Another varlation on the game idea Is for the
squares to represent letters with vhe objective being that of
teaching letter recognition.
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Burro

Burro Is a fun way to drill learners In the arithmetic
tables. The game, which Is based on an indigenous Ecuadorian
game, consists of cards containing either a problem or a solution
to one of the problems and one card with "burro" written on it.

All the cards are dealt to the players. The player to the
left of the dealer checks his hand for matching palrs of problems
and answers. |f he has any, he places them on the table In
front of hime After the other players verify the correctness of
the pair, the first player turns to the player to his left and
holds up his cards with the faces of the cards out of the view of
the other player. The second player takes & card from his hand.
He then tries to match that card with a problem or answer In
his cards. That player then turns to the player to his left who
must choose a card from his hand. Play continues until one
player has no more cards In his hand. The player with the
"burro® at this point Is the loser.

Number Dice

Number Dice can be used to practice a wide range of math
skills. The game uses a set of six dice with the followlng
format:

1 7 3 9 5 +
234 890 456 012 678 X=X
5 1 7 3 9 +
6 2 8 4 0 -
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Among the varlous games that can ne played wi+h the dice
are:

"Spending Money." One player draws a card from a deck with
amounts of money represented on each card. The object of the
game Is to find ways to spend the amount Indicated on the card.
Each player throws from three to six dice and, using the numbers
shown, tries to find an arithmetic comblination which would give him
the solution. He could tell a story such as: ™| bought three
pounds of onlons at six cents a pound, and In this way | spent
the 18 cents." The first player to find 8 correct solution wins.
Alternately, a point system could be used In which each player
gets points for hls correct solutions or other players are glven
a chance to better the first solution by using additional dice.
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"Mak ing an Equation." A single dle Is thrown as a desired
answer. All players throw thelr dice, the number of dice used
varying with skill, and try to make an equation equaling the
desired solution. Speclal dice with addition, subtraction and
multiplication signs rather than nurbers Can be thrown with the
other dice or provided as an ald. Beglnners may choose to use
the function dice any way they wish, but players with more
advanced skillls might be required to stay with the throw of the
dice.

"Orill Practice." Players roll dice and perform the
mathematical operation specifled. Rules should be set according
to skill. A speclal dle with addition, subtraction and
multiplication signs may be used If practice In these skills Is
desired. Players may check each other's answers, or one player
may have access to the answers and serve as " Judge'.

"Buying a Product." A card or single dle represents the cost
per unit of a product. Players throw thelr dice to find out how
much they have to spend, adding or perhaps multiplying the dlce
to get a total. The object of the game Is to figure out how
many products a player can buy with the amount shown on the dice
The player who buys the most, provided he's worked out the correct
solution, Is the winner. Another possiblliity Is that scores could
be kept for several rounds, prolonging the game. Players could also
save the change left from play to play to use In a future round.

The change could be represented by a card or a dle.

"Approaching a Solutlon." In this game played |lke "21", any
number Is flrst decided on as the maxImum number to try to attailn.
Each player rolls two dice. He adds the numbers that turn up and
decides whether he wants to add still another number. Players
who choose to add another number then roll a third dle. The
player who reaches the target number, or comes closest to the
declded upon amount wlthout golng over, wins. Advanced players
can use mathematical operations other than additlon. An Important
aspect of this game Is that there Is not a single correct solution
that a player is alming for. The value of the game Is In the
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process of figuring out a range of solutions.

In some cases, If dice can not be produced, simple cards can
be used to play the same games.

Market kummy

Market Rummy consists of two decks of cards, one deck
representing money and the other deck representing commoditlies
typlcally found In the market. The commodity cards contaln the
name of the commodity, a plicture of that product, the unlit price,
and the number of units which the particular card Is worth. For
Instance, one card might represent four cords of flrewood at
three sucres per cord. Another might represent one cord of
flrewood at three sucres per cord.

Each player Is dealt two cards face up from each deck. The
player to the right of the dealer beglins by drawing a card from
elther the commodity deck or the money deck, which have both been
placed In t+he middle of the group. |If the player Is able
to match the total value of any comblination of commodity cards
Iin his hand with any combination of money cards In his hand, he
does so, reclting the sums to the group. Thus, two units of corn
at seven sucres each plus two cords of wood at three sucres equals
a 20 sucre note.

After group confirmation of hls calculation, the player
places the cards used In the transaction face down In front of
him and discards. I¢, on the other hand, he has not been ¢>le
to match commodity and money cards, he simply discards one of
the cards In his hand. The next player draws, attempts to match
cards, and discards. Play continues unti| the decks are used up;
the player with the most matches wlins.

To be successful, players must multiply the unlt price of
each commodity card by Its number of units to compute the value
of each commodity card. They must add the product thus obtalned
Iin various combinations and test them against the sums cn the
money cards. The game can also be broken down Intc simpler parts.
For example, the number of units can be Ignored so that
multiplication Is no longer needed for successfully playling the
game.
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CHAPTER EIGHT
CONTINUING THE EFFORT

Providing opportunities for new |lterates to contlinue thelr
education and developing reading materials which foster their
fuller Integration Into a |Ilterate socliety should also be a part
of planning for a |!terecy project. Lliteracy skills are
of no value 1f people can not apply those skills to dally tasks.
If Iiteracy skills are not used, they may be quickly lost. Yet
efforts to provide post-=Illteracy followup have been sporadlic at

best.

Some of the methods that have been developed for sustalning
|iteracy efforts and ways of bullding |lteracy environments for
learners after the classes are finished are described In this
chapter. These post=literacy efforts help both new |iterates
and other |iterate people In a community to use and malntaln the
skills they learned In school or In adult education classes.

The goal of post-|iteracy activities should be to provide
materlals that new |iterates can read with their |Imited skllls,
that are Interesting to them so they will be motivated to continue
to read, and that will help them Improve thelr |ives and their
work. The followlng are a few examples of activities that can help
create an environment which Is supportive of |lteracy.
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Librarles

The most common post=||teracy

project 1s  Ilbrary. A Iibrary for Mgy WD

free reading materials which may be
aval lable from a varlety of sources.
Government departments often produce
free materials on health, family
planning and agriculture. Many
foreign embassles make materlals
about thelr countrles

and on many other sub jects
avallable free of charge.
Newspapers and magazines may be
willing to glve free subscriptions.
Misslonary groups oftern have

free materials. The UN and

other International development
Institutions also provide free
reading material on a variety of
development toplics and there

are people In the community who

may be willing to donate books

and other materlals that they

no longer need.

A |ibrary project for new readers can take advantage of these
sources of free reading materlal 1f someone takes the initiatlve
to locate and request them. The |lteracy worker should take care
t+o Involve people from the community In the search for reading
materials so there will be someone to take responsiblilty for
this effort later.

A place wil| be needed to house the materlals. A room In a
school or other public bullding, or a small bullding bullt with
community labor and donated materials should be sufficlent. The
preparation of the |lbrary shou!d be as much of a community
effort as possible, and someone should be appointed to look
after the |ibrary and manage the loaning of the materlals,

The reading materials need not be arranged In an elaborate
way and the procedures for using the books should be simple.
I+ |s better to lose some books than to have people not use them.
Community |libraries quite often fall because of rules meant to
control the loss of reading materlals. On the other hand, a lack
of rules can also lead to fallure If all the usefui materlals are
taken and never returned.

A combination of rules and practices can strike a balance
between these extremes. Some of the reading materlal can be
displayed In a public place (as mentioned later In the section on
community bulletin boards); some can be restricted to reading In
t+he Ilbrary Ilke current magazines and reference materlals; some
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can be lent under a system that makes It easy to take books out.
Some of the materials may be lost In this kind of system, but the
l1brary should always have sufflclent materials.

Blcycle Library

In Luknow, Indla, Literacy House has put part of thelr
lending Iibrary onto a bicycle. The bicycle Ilbrary goes from
village to village on a regular schedule to drop off and plck up
books and other reading materlal. Materlals finished In one
village are taken on to the next, and In this way the |lbrary
makes Its rounds.,
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A local development office may be willing to start this kind
of a |ibrary service In conjunction with a small literecy project.
The blcycle could carry practical |iterature and some entertalnment
| Iterature as well. Villagers could even request Information on a
particular problem and have that informaticn brought back to them the
next time the bicycle |Ibrary cones through.
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Renting Library

In clties and towns with high population denslitles,
enterprizing Individuals have made money by renting out
entertaining |lterature. In Indonesia this kind of |lbrary Is
very popular and most are stocked with comic book formated
traditlional and modern storles. Llteracy workers may be able to
help someone start a small renting |ibrary as an Income-
generating project, or someone wlth an exlIsting business |lke a
food or tea shop may be able to add the |ibrary to thelr
establishment and earn extra money.

Community Newsletters

If there Is a simple duplicating machine avallable, the
| Iteracy worker may be able to start a community newsletter.
The newsletter could draw articles from national newspapers.
Interviews could be carried out with people In the community and
written down for the newsletter. |t could contaln news of
speclal events, births, deaths and marriages. One of the
local development offlces == such as the agricultural
extenslion or health service == might be willing fo help with
a newsletter in order to help promote thelr programs. The
| Iteracy worker could arrange for local Input Into the
nowsletter, with the agriculture or health office adding
thelr own articles and taking care of the production.

Blackboard Newspapers  MABUHAY
| v

In The Phillpplnes a
community developed its own
blackboard newspaper. A Cathollic
prlest, Francisco Sllva, developed a
newspaper that Is written dally
on a blackboard (32' by 10') In
the central square of the town of
Moalboal (pop. 18,000). There
are also 24 smaller boards located
throughout the town. The board carries
flve storles every day == one
local, one reglonal and one
national or international news
story, an editorial and a feature
story (usually about health,

community developmert, etc.). The
edltorial board for the newspaper

Is made up of cowmunlity members who
also do the writing of the stories.
The storles are then written on the
b lackboards by high school students.
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Each evening the edltorial board meets and decides on the
storles for the maln board. They use a national newspaper for
the news and ask for Input from development officers for the
feature storles. One of the board members writes up the storles
and these are ready for the students In the morning. Younger
students take charge of the 24 smaller bcards In local
nelghborhoods. When the students come Into the school early
to get the maln storles In a summary format, they bring In
Information of local Interest from thelr barrio == births,
deaths, marrlages and community events. Some of this local
Information Is added to the large central board. The younger
students take the summaries back to thelr neighborhoods and the
smal| boards are then used to carry all the local news
along with summary of the Important storles from the larger
board.

The whole community Is Involved and shares In this effort,
and the supply and repalr of the boards are covered by communlty
contributions. Due to thls high degree of community Involvement,
t+he boards are always In excellent conditlon.

Locally Made Materlals

Local ly produced materlals
can be crrated by and for |lIteracy
classes as a learning experlence and
t+hen clrculated through a community
ibrary. Along with the materlals
| Ike those mentloned In Chapter
Seven, the following suggestions
might also be worth considering,
as they can be easlly
produced.

|f the communlity has a strong oral story-telling tradltion,
a |lteracy worker could write down some of the storles for people
to read. The |lteracy worker might comblne genealogical materlals
produced In |lteracy classes Into a history of the community with
the help of other community members. Local development offlces
might provide help In producing materlals related to thelr
programs. These could be photonovels, pamphlets or posters on health
or agrlculture using local people In the writing and as actors for the
photography sesslons., Traditlonal dramas, songs, or rellglous storles
might be written down so community members can read these alone or
out loud to others.
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Community Bulletin Board

A public wall, llke the side of a buliding In a market area,
might serve as a place to have a community bulletin board.
Initlally the |iteracy worker couid ask local development
offlces to use that space for putting up posters, offliclal
notlces and pamphlets. Newspapers or magazlnes might donate two
coples of each Issue so that they could be pasted to the wall
with all slides showing. Community people might want to put up
notlces of thelr own about things for sale or events that are
about to happen, |lke a festival or a falr. There could be one
section for vital statistics where anyone could write down the
date of births, deaths and marriages. |f enough Interest Is
generated from the bulletin board, I+ might become a
self-sustalning effort In which the people who use It also
malntain 1t, Or a buslness, llke a tea or food shop, might be
willing to meintaln the wall because I+ brings buslness to the
store. A school or a government office may also be willing to
maintalin the wall.

Ll s
!ith
ST

e gy g7

.u"!‘!!',i;l’l;uipiﬂ;w“',

144

Q 148




Reading Ciubs

If the group of learners or the community Is too small to
sustaln a community |lbrary or other post-l|iteracy effort, the
| Iteracy worker might want to suggest a reading club. The club,
made up of learners and other |Iterate members of the community,
could subscribe to a newspaper and magazines and exchange them
among the members.

One effort similar to the reading club was the vi||age
newspaper readlng room project in Thalland. Each community which
participated bullt a reading room In a public area. The reading
rooms were simple In constructlion and used only locally avaliable
construction matlerlals. Easy=-to-read newpapers and materials
were provided by the central government on a regular basls. The
key to the success of the project was mobllizing local Initative
to nurture the Idea of reading and the construction of the public
reading room.

If the |lteracy project Is part of a larger effort in the
host country, the |Iteracy worker might be able to start writing
workshops In which a number of |lterate people come together to
write speciflically for new |lterates. The materials developed
In this workshop can be mass-produced for clrculation to
community |Ibrarles, reading rooms or |literacy projects.

When writing for new |lIterates, the writer must keep In
mind that the reading skills of the target audlience are not
well developed. She should use photographs and drawlings
(keeping In mind what was sald In Chapter Seven about visual
| 1teracy) to help support the message communicated through the
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wrltten materlal. The writer should |imit the vocabulary to the
word |lst used In the |lteracy class or a similar word |lst of
the most common 1500 or 3000 words In the language. The materials
should use large type and should be wiitten In the language
spoken by the new |iterates. The subject matter should bu
interesting and of some Immedlate use to the people who will be
reading 1t. And as wlth Instructional materlals, ali the
materlals should be tested with a group of new |lterates before
they are mass-produced. Thls test should focus on whether the
materlals are easlly understood and If they are of !nterest to
new readers.,

A survey of reading Interests should be conducted before the
materlals design beglns. One source of thls data Is the group of
project particlpants. Questlions about what they would |lke to
read, what help they need In their dally lives and In thelr work,
and what they |lke to do for entertalnment wil! yleld possible
toplcs. The expertise of other development workers serving the
communlty is another source of data. |f there are |lterate
people In the community already, they should be surveyed to
ascertaln what they read and what they would read |f It was
avallable. New readers can be expected to eventually develop
siml lar tastes.

Bhola, In Curriculum Development for Functlonal Literacy and
Nonformal Education Programs, stresses the need to answer two
questions prlor to designing books for new |Iterates.

@ Are reading materlals for new |lterates needed at all?

@ Are reading materlals in a partlicular subject matter
needed?

These are very baslc questinns that qulte often are never asked.
Materlals may already be avullable. There may be no reason for new
readers to have books since other kinds of |lteracy activities

are more relevant. |f books are relevant the proper focus must
be found.

In post-iiteracy planning work In Zambla, particlpants In a
workshop:

® made a |Ist of books already avalliable In the country for
new |lterates,

¢ analyzed the books In relation to readers' Interests and
needs,

® deveioped a |iIst of new subject matter areas, and

0 picked one toplc which they would develop Into a book for
new :lterates.

Seven steps were Involved In preparing the book. In the first
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step, a toplc was chosen. The second step Involved the process
of content definition, deciding just what was to be dlscussed in
the book.

In the third step, the toplc was outlined and chapter headlings
selected. The fourth step tnvolved decislion making about the
primary (and secondary) audience for the book. (Thls declslon I[s
Important as it provides guldellnes on vocabulary cholce.)

A first draft Is prepared as the fifth step In the process.
Where there are several languages, a declsion might be made to do
the flirst draft In the officlal language of the country. This
draft, which should use simpl'e vocabulary and short sentences,
could be used as the master draft for other language verslons.

If this approach Is used, step six would Involve the preparation
of guldellnes for translators.

In step seven, format Issues are declided upon. If drawings
are to be used, some of them could be prepared by adult learners.
Or, If other resources are avallable, Illustrators or photographers
could be reposnsible for the I!lustrations.

Continulng the Effort

If a |lteracy worker Is concerned about continuing the
|1teracy effort she has started, she must be sure that there are
people In the community who will continue to do the work after
she leaves. These Individuals should be Involved from the
beginning, and they should feel that the |Iteracy project has
been thelr effort.

The |lteracy worker might begin a |lteracy project by
devoting lots of her time and energy to it. But as the effort
continues she should try to spend less and less time while the
people she Is working with teke on more and more of the work
and responsibiiity. Prlor to her departure, local iIndlviduals
should be doing everytking without her help. Perhaps a last
task for the |lteracy worker prlor to leaving should be that of
helping her coworkers plan for at least the next year and |lne up
the resources to make the plan a reallty.

There Is no way to ensure that the effort will continue; but
If the iocal Ilteracy workers feel that the project Is thelr
responsibllity, If they have been managing the entire effort on
thelr own for some time, and |f they have a plan for continuing
the work, the |1teracy worker wil| have done as much as she can
to make the project self-sustzining.
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NETWORK ING
Networking Is a skill and must be consciously developed.
Usually when a |lteracy worker decides to attempt a |iteracy
project, he will look to only one scurce of help, perhaps

another community worker, a Peace Corps staff member, a2 book cr a
local |lteracy project. Through networking, a conscious effort is
made to look at all available resources which a |iteracy worker
could bring Into play In one project.

The following sectlons provide advice on where and how to
look for resources and stress that the key to successful networking
Is having an open mind about looking for help. An Initlial flurry of
|etter-writing, meetings and discussions with people can produce much
help for the project, but the |lteracy worker should keep looking
after the project starts and continue to add resources to his effort.
Local counterparts should be actively Involved In creating this network.
Thelr knowledge and contacts can be Invaluable In getting the network
started. |f they are not lnvolved, the |ink to resources might be broken

when the |lteracy worker l|eaves the project.
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Networking should be started close to home. The community
In which the |Iteracy project Is belng organized can offer
some valuable resources. The learners themselves are a
resource. They can help by providing space for the classes
and by producing Instructional materials. The learners may
be able to afford some compensatlion for a teacher, perhaps
In money and If not, then In kind or with free services.

Other people In the community are also a valuable part of the
network. Those who are |lterate can act as Instructors, or they
may be able to tutor learners or assist a master teacher.

Schools and pubilc Instlitutlions may have space, reading materlals
or other facllltles they can offer and local government

officials may be wiliing to preside over opening ceremonies or
present graduatlion certlficates.

If the natlional government of the host country has a
| Iteracy effort, it may have Instructional materlals and other
resources that may be useful. Some countries have radio
programs that support |lteracy efforts. There are also private
groups, usually rellglous, that have |lteracy programs that may
be able to provide assistance to a |lteracy project.
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If the |lteracy worker cannot find these resources by asking
In his country, he can try one of the regional or international
Institutions mentioned In this chapter. Sometimes, even Informaticn
that Is difflcult to find In the country where it was developed
Is avallable from these Institutions.
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International and Reglonal Resources

Many development agencies have |lteracy support activitles.
|+ the |lteracy worker writes and explalns hls plans, many
organlzatlions are wl!ling to help. The Ilteracy worker may find
that |iteracy materlals In the language that he is to work in are
not avallable In his country. An Irternational or regional
Institutlon may be able to supply them from thelir collectlons.

For example, In 1978 UNESCO's Reglonal Office for Education
in Afrlca (BREDA, Dakar Senegal) compiled an Inventory of low cost
dldactic materlals locally produced In 15 African countrles. The
inventory, which was produced In both French and Engllsh, provides
a descriptlion of the Instltutions and organlzatlons producing
dldactic materlals; an alphabetical |isting of the materlals
Identl1fled; a detalled |lsting of materlals by country; a Iisting
of resource materlials used in the productlion of the didactlic
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materials; and annexes containing Illustrations of some of the
materlals described. The document also contains an example of the
technical identification forms used In the survey.

This Inventory Is avallable, but It was produced In |imlted
quantitlies. |If It becomes unavallable BREDA may be able to supply
the name of a person or Institution In the country of the |Iteracy
worker where a copy can be found.

The | Iteracy worker should probe all of these resources to
find out what Is now avallable and what other resources the
International or reglonal organization can suggest. Usually,
International and reglonal organizatlions provide these resources
free of charge. A partlial |Ist of names and addresses of
organizations Involved In |lteracy education follows below.

AFRICA:

African Assoclatlion for Literacy and Adult Educatlon
P.O. Box 50768
Nalrobl, Kenya

BREDA
B.P. 3311
Dakar, Senegal

Consel | Reglonal pour |'Educatlion des Adultes et
I'Alphabetisation en Afrique (CREAA)

Service Natlonal d'Alphabetisation

Ministere de la Sante Publique et des Affalres Soclales

B.P. 1247

Lome, Togo

Institute of Adult Educatlion
Unlversity of Dar es Salaam
Dar es Salaam,

Tanzanla

ARAB STATES:

Arab Literacy and Adult Education Organlzation (ARLO)
P.0.Box 3217

113, Abu Nawas Street

Baghdad, lraq

Reglonal Centre for Functlional Literacy In Rural Areas for
the Arab States (ASFEC/Unesco)

Mutuel leviiie

Tunls, Tunlisla
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AS|A/OCEANIA:

Aslan and South Paclflic Bureau of Adult Education
(ASPBAE) P.0. Box 1225

Canberra Clty, A.C.T. 2601

Australla

Literacy House
Lucknow, Indla

UNESCO Reglonal Offlce for Educatlion In Asla
920 Sukhumvit Road
Bangkok, Thal land

LATIN AMERICA:

ALER

Asoclaclon Latinoamericana de Educacion Radlofonlca
Corrlentes 316 6° Plso Of. 655

1314 Buenos Alres

Argentina

ALFALIT Internaclonal
Apartado 292
Alajuela

Costa Rica

ACPO == Acclon Cultural Popular
Calle 20, No. 9-45

7170 Bogota

Colombla

CREFAL == Centro Reglonal de Educaclion Functional en
Amer icana Latina

Patzcuaro, MICH

Mex|co

Federaclon Interamerlicana de Educaclon de Adultos (FIDEA)
Apartado Postal 20016

San Martin

Caracas 102,

Venezuela

PREDE - Program Reglonal de Desarrollo Educatlvo
Organlzaclon de Estados Americanos (OAS)

1889 F. St., N.W,

Washington DC 20006

USA

Oflclna de Educaclion |beroamerlcana
Cludad Unliversitarla

Madrid 3,

Spaln

153

. 154




INTERNAT | ONAL :

International Councl| for Adult Education (ICAE)
29 Prince Arthur Avenue

Toronto,

Canada

German Adult Education Assoclation (DVV)
Deutsche Yolkshochschul=Verband

Fachstelle fur Internationale Zusammenarbelt
Rhelnalle 1

D-5300 Borin 2,

Federal Republ|c of Germany

German Foundatlion for International Development (DSE)
Education Sectlion

1 Simrockstrasse

5300 Bonn,

Federal Republic of Germany

UNESCO
7, Place de Fontenoy
75700 Parls, France

Laubach Llteracy International
P.0. Box 131

Syracuse, NY 13210

USA

Peace Corps Resources

Peace Corps' Information Collectlion and Exchange (ICE) office
malntalns a collection of technical Information on a varlety of
development topics, Including |I1teracy. ICE can provide both
technical publications and research on speclflic topics to support
community |lteracy projects. Coples of many of the publications
ICE provides and catalogs of ICE resources should be avallable In
every Peace Corps offlice Incountry, along with ordering Information
for both Volunteers and host country development workers.
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Speclfic ICE manuals that may be useful to a |iteracy project
are:

0 (M4) Ihe Photonovel: A Jool for Development
(20) Jeachling Reading and Creative Nriting
(P8) Audlo=Yisual/Communication Teaching Alds
(M3) Resources tor Development

¢ (M18) Agricultural Extenslon

In add1tion, ICE can supply some of the publiications
mentioned in the annotated blbllography to Volunteers.

The address for ICE is:

Information Collection end Exchange
Peace Corps

Room M-701

806 Connecticut Avenue, NW
Washington, DC 20525

USA

Annotated Bibllography

This annotated bibllography Is restricted to
publications that are easily avallable and Is therefore not
comprehens ive. Many of the annotations are taken from Literacy at
¥ork:_ _tinkJng Llteracy. to Buslness Management Skills edlted by
David W. Kahler and published by Creative Assoclates (3201 New
Mexico Ave., NW -- Washington, DC 20016).

UNESCO has published a "Bibllography of Research in Adult
Literacy," a "Directory of Literacy Journals and Periodicals" and a
"Directory of Organizations Offering Literacy Training Courses" that
can supplement this bibliography. These and other resources
published by UNESCO can be purchased from the local UNIPUE dealer.
The local UNESCO offlice can locate the UNIPUB dealer. In the
United States UNESCO publicatlons can be purchased from:

UNIPUB
205 East Forty=-second Street
New York, NY 10017
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Some of the materials |isted below are avallable from the
University of Massachusetts at the following address:

Publications

Center for International Education
Hills House South

University of Massachusetts
Amherst, MA 01003

Materials |isted as published by |IALM/Hulton can be purchased
from UNESCO/UNIPUB dealers or from the following address:

Hulton Educational Publications L+td.
Raans Road

Amersham

Bucks

England

Spanish editions are avallable from Ciudad Universitaria, Madrid.
Arabic editions are avallable from ARLO, and French editions are
avallable from CREAA (see previous listing for addresses),

Some large publlishers will not fill a small retall order, and
those books are |isted under "avallable from bookstores". |f
those books are not avallable from a local bookstore, they can be
ordered by mall from:

Cooperative Book Service of America, International
Reading, MA 01867

In addition to the Creative Assoclates and UNESCO
bibliographies, The German Foundation for International
Development (DSE) has published an excellent bib!iography
focused on post-literacy. Complied by Judith Schwefringhaus,
"Contlinuing Education of Neo-LlIterates: An Annotated Bibliography
on Post-Literacy Work" Is avaliable from DSE at no charge, but
quantities are (imited.

Most of the subJects covered In this handbook can be followed
In resources |isted in the annotated bibllography that follows.

: A Sourcebook conta!ns
articles on most subjects that are not covered In the rest of the
bibllogrephy. There are a few sources used In the preparation of
this handbook that the authors felt did not warrent Inclusion In
the annotated bibllography, but some readers may want to locate
them. These are presented here as simple bibllographic entries,

Coumbs, Phillp. New Paths to Learning., Essex, CT: International
Councl! on Education and Development, 1973.

Fuglesang, Andreas. Applled Communication in Developling
Uppsala, Sweden: The Dag Hammarskj~ id
Foundation, 1973. This book Is now avallable 4o PCVs from ICE
as anding,
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Glattback, Jack. "Erasable Print--Blackboard Newspapers."

Development Commupications Report #21. Washington, DC:
Clearninghouse on Development Communications, January, 1978.

Lewin, Kurt. "Group Declision and Soclal Change." in T. M, Newcomb
and E. L. Hartley (Eds). Readlings_ln_ Socjal Psychology. New
York: Holt, Rinehart and Winston, 1947,

Morss, Elllott R.; Hatch, John K.; Mickelwalt, Donald R.; and
Sweet, Charles F. Strategles for Small Farmer Development:

An Empirical Study of Rural Development Projects, A report
prepared for the Agency. for_linternatlonal. Development under

Contract AID/CM/32-C-73-41, _Yol. 1. Washington, DC:
Development Alternatives, Inc., May, 1975

Shrinavasan, Lyra. Nomen at_ the Jurning Polnt. New York: UNICEF,
1984,

Rogers, Everett M., and Shoemaker, F. Filoyd. Communication of
Jonovatlons: A Cross=Culiural Approach., New York, NY: Free
Press, 1971,

GENERAL ¢

UNESCO. Taaching Reading and Writing to Adults: _A Sourcebook.
Teheren, |ran, |IALM 1977, 646 pp. Free. Aveliable from: local or
regional UNESCO offices and may be avallable In the future agailn

from |I1ALM.

This sourcebook, compiled by the International Institute for
Adylt Literacy Methods, contalins significant articles dealing with
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the teaching of |literacy skills. |+ covers a wide range of topics,
Including the context of |Iteracy methods specifically developed
for teaching adults to read and write and various aspects of the
organization, content and techniques of |Iiteracy Instruction.
Certaln articles were specially commissioned to fill the gaps In
the existing |iterature or to provide a more concise description
of particular techniques than have been previously avallable. The
purpose cf the book Is to present a comprehensive selection of
published mater!al that constitutes the theoretical foundation of
current |iteracy training and demonstrates Its most Iimportant
nractical applications. The readers for whom this book Is
designed Include students of |iteracy and adult education
attending universities or professlonal training courses, teachers,
teacher trainers, aduit educatlon workers and those Involved In the
development of materlals for use In |lteracy classes. This
sourcebook contalns & good discription of the Laubach method,
functional |lteracy and the Freire method.

Knowles, Malcolm. Self=Directed Learning: A Guide for lLearpers
and Teachers. New York: Cambridge Books, 1975. 144 pp.
$6.95. Avallable from: Bookstores.

Designed to be used by both learners and teachers, this guide
helps individuals to deflne their roles In the learning process
and determine strateglies and resources. Part One for the learner
addresses the following: Why Seilf-Directec Learning?; What Is
Self=Directed Learning?; What Competencles are Required for
Self-Directed Learning?; and Designing a Learning Plan. Part Two
for the teacher deals with: Setting a Climate; Defining a New
Role; Developing Self=Directed Learners; and Implementing the
Role of Facllitator. The final part on resources Includes a
discussion of: climate setting and relationship bullding;
dlagnosing learning needs; formulating objectives; using learning
strategies and resources; evaluation; and the learning contract.
The guide offers a number of practical techniques and tools to
fa~ilitate self-directed learning.

Frelre, Paulo. Education for Critical Consclousnass. Nsw York:
fnuum, 1973. 180pp. $5.95. Avallable from : Bookstores.

This book contains two essays written by Freire In 1966 and 1968
‘hat grew out of his efforts In adult |iteracy work in Brazil
prior to 1964. In the first essay, "Education as the Pr-ctice of
Freedom," he presents the basic components of his |iteracy method:
participant observation by educators to identify the

vocabulary unlverse of program participants; the search for
generative words at two levels -- syllabic richness and meaning; a
first codiflcation of these words into visual Images which
stimulate people to emerge from thelr culture of silence as
consclous makers of thelir own culture; the decodiflication process
In the context of a cultural circle under the stimulus of a
facllitator/coordinator; and a creative new codification, critical

158

159



in nature and aimed at action with the formerly 1llliterate no
longer the objects of history but rather the subjects of thelr own
destiny. In the second essay, "Extenslon or Communication,"
Friere analyzes how techniclans and peasants can communicate In
the process of developing a new agrarlan soclety. The essay
presents both an analysis of the educational task of the
agronomist/extenslon agent and a synthesis of the role Frelre
attributes to education, that of humanizing people through thelr
consclous actlon to transform the world.

Laubach, Frank C. and Laubach, Robert S. Iowards Worlgd
Literacy, Syracuse University Press, Syracuse, N.Y., 1967.
335 pp. Now out of print, but avallable In some |lbraries.
Laubach International wlll supply Information about the method.

Written In two parts: "Teaching ||l Iterates" and "Writing for New
Literates," this book Is based on the technique, adapted to 274
languages, which conslists of teaching with the help of plctures of
objects, the flrst letter of which shows a resemblance to the
plcture concerned. Part | describes teaching

materlals, tells how to organize rural or urban campalgns and
suggests trying programs for |lteracy workers based on the "each
one teach one" method. Part |! explains how to prepare
Interesting reading materfals with many simple and clear examples
of writing for new |lterates.

UNESCO. Practical _Gulde to Functiopal Ll¥eracys..A Method of
Training. for Development. UNESCO: Paris, 1973. 170 pp. $5.00.
Avallable from UNIPUB.

This gulde was prepared for adult education instructors,
techniclans In agriculture and Industry and others charged with
the training of Illiterate laborers In functlional |Iteracy
programs. The gulde Is dlrected as well to International
speclallsts responsible for planning and Implementing functlional

| 1teracy programs conducted under the auspices of the Experimental
Wor|d Literacy Programme (UNESCO). Part | of the guide deals wlth
the determination of a pedagogical strategy adapted to the alms of
a development program, while Part |l consliders the application of
the pedagoglical strategy to actual slituations. Part | contalns
chapters on conducting a preliminary inventory of objectives and
problems; on the nature of context (mllleu) studles; cn the
development of a pedagoglical strategy responsive to the milleu
study; and on the role of the milleu at the different stages of
the functlonal |lteracy operation. Part |l chapters Include
discusslons of the establishment of progressions (curriculum); the
slaboration of pedagogical methods; and functlonal Ilteracy In

actlon. Part |i also contalns a number of useful examples of
materlals and methods developed in varlous functlional |lteracy
projects.,
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Gunter, Jock; Hoxeng, James; and Taslguano, Enrlique.
Ashton-Warner_ lLiteracy Method: Techplcal Note No, 5,
Amherst, MA: Center for Internaticnal Education, UMASS, 1972.
14p. $1.00. Avallable from: CIE. ICE can provide for PCVs.

This technical note describes the Ashton-Warner Literacy Method,
an approach to |lteracy developed by Sylvta Ashton-Warner for
teaching Maor! chlldren In New Zealand. This method allows the
learner to approach written culture on his or her own terms.
Rather than using a text, learners are taught the words Important
to thelr llves, and encouraged to write sentences and storlies
which are shared with the other learners. It Is the role of the
teacher to facllltate the process and to draw words, sentences

and then storles from the students who are expressing thelr own
Inner world. Thus the learner's Introduction to written culture
proceeds from within, answering her own needs for self-expression.
The author feels th!s approach ylelds completely different results
from the more tradltional methods of Instructlion where words,
storles and materlals are !mposed from the outside.

Anzalone, Stephen and Mclaughlin, Stephen. Making Literacy
York: The Specliflc Literacy Approach, Center for International
Educatior, UMASS, Amherst, 1983. 73pp. $4.00. Avallable from :
ClE. ICE can provide for PCVs.

Thls book presents an analysis of functional |lteracy and polints
out weaknesses that are addressed by a new methodology, speciflc
I1teracy. The planning methodology Is presented with examples
from The Gambla. Thls reference is most useful to |lteracy
workers who are planning work-oriented projects.

Singh, Sohan. Learning o Read and Reading to Learn: _Ap
Approach to a System of Lliteracy Instructlon. Hulton/|IALM, 1976.
116pp. $14.95. Avallable from: Houlton.

In this monograph the author suggests a comprehensive system of
literacy Instruction which provides a balance between the need to
structure |anguage -- Into sentences, words, syllables and
alphabets == and the need to motivate learners with soclally
signlficant themes. During the first stage of Instruction,
emphasls Is placed on learning to read. While there Is concern
that the theme of learning be of Interest to the participants, the
maln thrust |Is on mastering the lingulstic code. In the second
stage, emphasis shifts to using reading to ellicit Information from
written materials, while continuing to strengthen reading sklills;
once thls occurs, the teaching of writing Is emphasized. The two
stages are Integrated through a model of "teaching splirals."
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Barndt, Deborah. Education and. Socjal. Change: _A Photographic
Study of. Peru. Dubuque, lowa: Kendall/Hunt Publishing Co., 1980,
392 pp. $21.95, Avallable from: Bookstores.

In this study the author explores and chronicles an example of the
"consclentization" process In Peru, the development of & critical
social consclousness. "Consclentization," as developed by Paulo
Freire, describes a method of teaching 1l|iterate peasants to read
and write and at the same time to begin to analyze their own
soclo-economic reallity and to take action to change It. The book
attempts to present how consclentization "iooked," "acted," and
"played out" within the constraints and possibliliities of a women's
project In Peru In 1976. Photographs are used to capture the
visual "feeling" of the |iteracy process and explore the
consclentization process In the macrocosm and microcosm.

UNESCO. Ihe Experimental World Literacy Programme; _A
Critical Assessment. Parls: UNESC), 1976, 176 pp. $9.25. Avallable
from: UNIPUB.

This volume Is the final report of the Experimenta! World LIteracy
Programme (EWLP) undertaken by UNESCO and UNDP. The EWLP, which
began In 1966 and terminated In 1973, was a global effort

to evolive an effective approach toward overcoming

I1literacy. The approach used, functional |iteracy, was an
attempt to examine the relationship between |iteracy and
development by demonstrating the economic and soclal returns of

| iteracy. This document provides an analysis and critique of
activities across the 11 EWLP projects. The most significant
Issue considered In the report Is the receptivity of

established Institutions to the practice of newly acquired skills,
especlally when this practice presupposes far-reaching change.
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Bhola, H.S. Mriting for New Readers: A Book on Follow-up
Books., Bonn: German Foundation for International Development,
1981, 190 pp. Avallable In lIimited quantities free of charge.

Writing, Illustrating, editing, publishing and distributing
reading materlals for new readers are the topics which are dealt
with In this monograph. The author discusses both "why should
reading materials be produced?"; and "how should the written
materlals be written, [llustrated, edited, presented, produced and
distributed?" He emphasizes the Importance of writing for new
readers who have acqulired reading skills In both school

and out=-of-school settings arguing that because appropriate
reading materlals are not produced for these readers, read?ng
skills often are lost.

Burke, Richard C. Ihe Use of Radlo In Adult Literacy
Education. |IALM/Hulton, 1976, 116 pp. $14.95, Avallable from

Hulton.

This monograph Is addressed both to those middle-level fleld=
workers who are already working with radlio and to those who might
work with It In the future. It looks at the use of radlio In

I l1teracy from the vantage point of the practitioner and mekes
practical suggestions to allow fleld workers to proceed
autonomously In stimulating people to |Isten to radlo programs; In
assuring that supplementary materials are distributed on time; In
training volunteer monitors In Integrating radlio programs with
supplementary materials; and In evaluating the effectiveness of
radlo programs., Chapters discuss the strengths of radlo as a
teaching tool; analysis of audlence levels and needs; program
development; productlion and distributlion; effective use of radio;
the malntenance and Improvement of |lteracy sklils; evaluation;
and feedback.
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Caln, Bonnle J. and Comings, John P, Ihe Partlclpatory

Process: Produclng Photo~-Literature. Amherst, Massachusetts:
Center for International Education, UMASS, 1977, 40 pp. $4.00.

Avallable from CIE.

This manual explores how to combine cllent~learner participation
and the development of photographically Integrated |1terature.

The authors first consider the rationales for l|earner~produced
materlals. Next, they discuss the particlipatory process and focus
on the relationship cof the facllltator to the participants and

how the facllitator can enhance or Inhiblt the process. Third,
they answer the technical questions a facll|itator may have
regarding how to put a photonovel together (The technical aspects
are about the same for all types of photo=-I|iterature.) Since
participation Is difficult to discuss and understand In a vacuum
the authors have Integrated "particlipatory process boxes"
throughout the technical section to give speclfic suggestions on
how to Increase participation In the context of specific technical
problems. In the fourth sectlon, the authors discuss some
conslideraticns In summative evaluation; and In the fifth and flnal
section they examine the pros and cons of varlious photo~|Iiterature
formats.

Ecuador Non-Formal Education Project, Jechnical Notes, 1-13.
Center for International Educatlion, UMASS, Amherst, 1972-1976.
$1.00 for each, some avallable In Spanish and French. Avallablo
from CIE.

Short descriptions of methods and techniques developed In the
Ecuador NFE project. The Individual numbers that may be of
Interest to a |iteracy worker are:

#1 The Ecuador Project: a general description of the
project.

#2 Conclentizacao and Simulations/Games: an Instructional
methodoigy of simulation and games based on Frelire's
concepts.

#4 Market Rummy: a game to traln basic mathematical skills by
simulating situations In a2 market.

#6 Letter Dice: a game to develop spelling fluency and to
Increase a tlve and passive vocabulary.

#7 Number Bingo: a game which alms to promote skills with
number symbols and arlthmetical operations.

#8 Math Fluency Games: games designed to offer practice In the

component sklills necessary for performing arithmetical
operations.

163

164



#9 Letter Fluency Games: a collection of letter games desligned
to develop basic skills for |iteracy.

#11 The Facllitator: a discussion of the role of non-professionai
teachurs as agents of change and their Impact on the rural
communites in Ecuador.

#13 Fotonovela: a description of the conceptualization, design
and use ¢f¥ fotonovelas to Improve |iteracy awareness.

Thiagarajan, Sivasallam. Programmed Instruction for Lltaracy
Workers. Hulton/I|IALM, 1976, 136 pp. $14.95. Avallable from

Hulton.

This guide for developing self=instructional materials and
strategies fcr adult learners, |iteracy teachers and discussion
leaders was developed to assist |iteracy workers in applying the
process and products of programmed instruction. Chapters of the
guide define programmed instruction; explain the programming
process; suggest methods of analyzing learner needs, sub ject
matter and |lteracy skills; and offer techniques for writing,
evaluating, and revising programs as well as preparing programmed
tutoring materials and games.

Bhola, H. S. Evaluating Functlonal Literacy, Hulton/lI|ALM,
1979., 164 pp. $14.95. Avallable from Hulton.

This monograph deals with the evaluation of functional |iteracy
projects and programs which both aim to help adults play a more
effective role In thelr soclo-economic and political nillleu and
and have a major sacial impact on Individuals, groups,
Institutions and communities. The monograph is directed toward
| Iteracy workers who use a range of |literacy approaches In wldely
differing ldeological and cultural settings. |t discusses
eveluation models; means of operationalizing evaluation; wcvs of
measuring change; methods for generating, anaiyzing and
interpreting evaluation data; and approaches to increasirg the
valldity of conclusions. A seiected annotated biblliography is
included.
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Evans, David R,

Games and Simulations in Literacy
Iralning. |1ALM/Hulton, 1976, 133 pp. $6.00. Avallable from:
CIE.

This monograph contalns chapters on why to use games and
simulations, what they are, |lteracy sklill-practice games,
numeracy skill-practice games, simulation games and role playling,
and using games for |iteracy. At the end of the monograph Is a
section on resources. This book fills In the gaps left by the

| iteracy manual In the use of games, and provides theory as well

as examples. WIth thls book, a |iteracy worker should be able to
develop her own games.

'Yeg



The following case studles of |lteracy work done by Peace
Corps Volunteers ||lustrate some of the common problems | I1teracy
workers have In Implementing thelr projects. Some of these
problems are unique to PCVs, but most could happen to any |[teracy
worker,

Nepal

Bob Loser was a Peace Corps
Volunteer who taught high school
math and sclence In Nepal In the
early 1970's. He |lived near the
Indlan border on the warm
flatlands that stretch from the
Nepall mountains down to the Ganges
Rlver. As a teacher he had to
speak, read and write the natlonal
language and speak the local
language of his area. Bob practliced
his reading and writing In Nepall
(which uses a different script
from that used In English)
wlith the help of his landlord and
the landlord's son who had
recently graduated from high school,
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Thakawa, a 20-year-old servant In the house, who had never
learned to read and write, always pald close attention during
Bob's writing lessons. Soon, he began to ask Bob about writing,
and eventually Bob began teaching Thakawa what he had |earned
about reading and writing Nepall In the 18 months that he had
been a Volunteer.

Nelther Bob nor Thakawa had planned to begin a |iteracy
class, but one of the other servants, a 13-year-old boy, began to
sit In when Bob was teaching Thakawa. These lessons were usually
held on the big open porch of the house and at first the landlord
was happy about this. |t showed the village that he was a
progressive man who was having his servants taught to read and
write. But after some time he began to feel that Bob could make
better use of his time by teaching English to his son who had
graduated from school, but had never passed the national
school-leaving test.

The classes were forced to move from the porch to Bob's room
and then to Thakawa's small house, where his wife, his ten-year-oid
brother-in-law, a 25-year-old neighbor and another 15-year-old boy
Jolned the class.

These sesslons were not organized |lke a formal school class.
Bob worked Individually with each student while the others practiced
alone. Sometimes |iterate villagers (teachers and students from
Bob's school and college students back In the village during vacation)
would stop by to help. Thakawa eventually galned enough skill
himself to begin teaching others.

Bob might never have begun this |lteracy program If It had
been organized as a formal program. The whole thing happened
spontaneously. There was never a time when he thought about the
development Implications of his efforts, and, In fact, Thakawa
was never clear about his reas~ns for wanting to become |Iterate.
There was not a lot to read In the community, and Thakawa did not
need to read for his Job. But Thakawa wanted to learn to read and
Bob was able to teach him.




Bob and Thakawa encountered a number of problems in thelr
sesslons. Bob spoke the local language they were learning to read
and write, but he was far from fluent. Sometimes the |earners
could not understand Bob's pronunclatlion, so they were unsure of
the sound that went with the letter belng taught. After the class
had learned to recognlze the letters, the sounds of the letters
and how to put them together into words, they stil| sometimes did
not understand what they had read.

Bob stayed on as a Peace Corps Volunteer for a total of four
years. For the last two-and-one-half years he taught the smal |
class on an irregular basis. Thakawa and one other learner
achleved a high level of |literacy, and the others galned some
sklll. Ten years after leaving Nepal, Bob st! || hears from
Thakawa. Thakawa writes him a letter regularly.

This case study points up some of the issues Involved In
smal | |iteracy projects. The class began with the strong felt
need of one l|earner. That motivation was strong enough to carry
his work towards a high level of |lIteracy skilll, even though the
other learners did not have such strong motivation. Thakawa
heiped to generate the participation of his fellow learners and
this one strong leader among the learners was enough to keep the
classes golng.

Bob thought that hls l|andlord supported the effort, but
for some reason, that support falled. A continuing dlalogue with
the landlord might have ensured contlnued support. The
support of other |Iterate adults proved to be easy to come by, but
it was on a sporadic basis. Two people, In this case the teacher
and the strongest learner, were really the ones who kept the
project going. Thls was suffliclent support for a small project
and the community was not Involved.

Although the teacher put In a great deal of time and effort,
only one learner gained a high level of sklll. Several others
galned some skill. This modest level of success is not unusual
with |lteracy projects.

Honduras

Bonnle Cain was sent to Tegucigalpa, Honduras to work in
math/sclence and adult education. Bonnle met Dona Luz, +the
supervisor of the cooks at the hosplital In Tegucligalpa,
shortly after she ar-lved In Honduras. From Dona Luz, Bonnle
learned that a new hosplital was being tullt and that the staff
was to move there when It was completed. The management of the
hospltal wanted to make |lteracy skills a prerequlisite for
working at the new facillity, but none of Dona Luz's staff could
read and wrlte.



Bonnie and Dona Luz talked
with the hospital staf¢ about
starting a class, The women
who worked In the kltchen were
enthuslastic and with the help
of thelr unlon they got the
hospital to agree that they
could use one half hour of work time
for |lteracy classes every day [f they
would also put In one half hour of
thelr own time. The hospital
provided a room, and the staff
carpenters, who usually bullt
coffins, bullt desks and chalrs for
the class.

i3y

Bonnie produced 2 book of readings and exerclises for the
class that focused on hyglene, germ theory and nutrition. For
teaching |iteracy skills, she depended on materials produced by
ALFALIT, a |Ilteracy organization In Costa Rica.

Bonnle began by teaching syllables and words from the ALFALIT
materials, leading classroom Instruction and then asking the
women to work In teams of two, one reading to the other. This
method al lowed her fo glve special attention to each team
Individually. She also helped the learners do experiments that
proved some of the sclentlflc concepts they were learning along
with |iteracy and she asked one of the senlor hosplital staff
to give lectures on nutrition.

There were 27 women In the class, and they learned enough to
write their names and read the menus prepared by the nutritionist
at the hospital. Although Bonnle had ‘o leave her work In |iteracy
to help with relief work after a major hurrlcane hit Hondurus, the
classes continued with local teachers after she left. Bonnle stlll
has a box that was glven to her by her l|aarners that contains each
of thelr 27 signatures.

In this case, particlpants In the |!teracy class were
motivated by a need to have |iteracy skiils In order to
continue working. This strong motivation was key to having the
women Join the class and |ater exert the effort needed to learn
how to read.

Unlike the Nepal case study, the Important membe:rs of the
power structure supported the project. The project was started
by one of the hospital staff, and she felt a personal comml|tment
to it. That commlitment was enough to secure resources for the
project, Incentives for the learners and time for the women tc
learn while they were being pald.

Bonnle combined a standard curriculum from a reglional

| 1teracy program with specific materials she made herseif. This
allowed her to focus her curriculum and materlals development
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efforts on the functionai part of ‘*he project. She felt
uncomfortable with the traditional role of the teacher standing

in the front of the room lecturing to the students and reallzed It
would not be effective. By breaking the large group of learners
Into pairs, she was able to give Individual attentlion while
sustalning the learning process for the whole group.

She, too, had to be
satisfied with a modest level of
achievement among the learrers.
But In her case, all the learners
reached thelr goal, a goai
which was lImited In scope.

This Is a pattern of
acomp | Ishment that Indicates
a successful project.

SENEGAL

David Kahler went fo Senegal to work In community
development as a Psace Corps Volunteer in 1964. Senegal had
recently gained its freedom from France and the new government
wanted to meke a larger part of its populaticn |iterate. But the
government underestimated the diffliculty of making everyone
I Iterate in French while most people spoke one of many local
languages and knew |1ttle French.
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The government pr. gram used methods and materials In French
daveloped along the |Ines of those used by Laubach |lteracy
organizations. The proyram was formally organized and
implemented through the existing school system. Teachers and
upper level students taught rural adults for perlods of slx
weeks.

Davld taught In these ciasses, but he found them very
difficult. The people in his area of the country spoke Mandlnka
and |Ittle French. There was a government dlrective to Implement
the program wlithout changes, and David's efforts to make the
teaching more relevant to the needs and experience of the
learners produced no results. About 80 percent of the students
dropped out of the classes, whlle those that stayed learned very
little.

As part of David's community development work he was helping
the local agriculture extension department teach farmers how to
use differing applicatlions of chemiczi fertlil|lzer on various
crops. Many farmers found this d!fficult because they could not
read the Information on appllication rates on the fertillzer bags.
David helped the extenslon department develop an Informal course
for the farmers that first famillarized them with the Informatlion
In Mandinka, then taught them how to read the same Information
In French. This very specific form of |iteracy was easy for the
farmers to learn and provided them with skllls they could use
Immedlate!ly.

The flrst government=sponsored
project was not successful
because the program dlid not address
elther the motivation or the pre=literacy
(French) skllls of the learners. The
methods that worked for Loser In
Nepal could not work here In an
environment where the motlivation
of the learners and the'r oral
skills were both very low,

The second project was a specliflc |lteracy effort that had
pre-=lliteracy skiils bulit into It for the accomplishment of thls
| Imlted goal. The motivation came from the learners themselves
who had expressed a need to learn the specific |lteracy skills.
With this case, the pattern of accompiishment Is becoming clear.
A iarge number of learners can acqulire |lteracy skllls, especially
when those skills are ones they need and can use. In cases |lke
the Nepal example, there are l|earners who feel a stong need to galn &
high level of skill. In most cases, though, the skill needs are
speclflc to a smal! set of objectlives. WIthin that set of
objectives a large population can be served.
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The sambl

Paul Jurmo was a Volunteer in The Gambia from 1976 to 1979,
and worked as a functional |Iteracy advisor. Though Paul had Just
completed an MA In Soclal E‘iucatlion and had taught reading on a
volunteer basls, he was not an expert In |Iteracy. But when
he arrived In The Gambla, he found that the government really
had no organized |literacy program. He began hls service by
talking with Gambians and expatriates who knew something about
I1teracy and finally agreed with the government to try a year-long
pliot prolect in a small vlllage about 100 miles upriver from
the capitol, Banjul.

The people In the village only spoke the local |anguage,
and Paul spoke very |ittle of that. The government had a few
materlals in the local language, but there was no real |iterature.
Nonetheless Paul felt It was Important to develop |lteracy In the
learners own |language as a flrst step. He arranged for some local
school teachers to act as volunteer teachers and began |lteracy
classes for about 40 young men.

Many of the learners dropped out when they found how long
It would take before they would be |Iterate In thelr own
language and ready to begin studles in English. [t was really
English, the official national language, that they wanted to
learn. At the end of the first month, 50 percent had dropped
out. Only ten stayed for the full four months of the course.

The course would have gone on longer, but when the May ralns
began, the men had to quit thelr studles to concentrate on their
farm work. The ten who finlshed the course learned the letters
and syllables of the language and could read the words In the
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simple materlals that were used for the course. But there were
no fol lowup materials for them to read.

This experlence discouraged Paul a bit, but in his second
year as a VYolunteer, the government founded the National Literacy
Advisory Committee (NLAC). The committee consisted of government
officlals from the departments that were concerned with rural
development =- agriculture, education, cooperatives and communlty
development. This commlttee designed a national |iteracy
strategy and tested It as a pllot project with Paul's help.

LA ISR AN T R RN

The projJect began In six villages and used educated
but unemployed young men In the villages as unpald teachers.
The project used Improved materlials In the local languages which
Included some traditional storles that had been transcribed for
reading. Although the materlals had no functional content, they
were better for teaching |lteracy skills than the materials
Paul's earller project had used. This project went on for
t+he second and third year of Paul's tour and eventually operated
In 15 viilages. There was a lot of enthusiasm for the project;
both the strategy and the materlals were good. But, as there was
no money to pay the teachers, they eventually lost Interest as the
project progressed. While still| struggling with that problem,
the program has continued and expanded, developing more materlals
In three local languages.

Paul's experlence In The Gambla convinced him that
numeracy skills were perhaps more Important to learners than
reading and writing skills. As Engilsh was too dlifficult and
I1teracy In the local language was of |ittle value untll the
government made a major commitment to produce reading materlals
In that language, Paul began to see that math was the best sklil|
to teach.

Two years later he had a chance to try that Idea out
when he returned to The Gambla on a projsct supported by the
Cooperative League of the USA (CLUSA). He found that the [Iteracy
program In which he had worked had evolved Into a national
nonformal education center with considerable potential. Paul
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Implemented his math project In cooperatives set up by the
government and that project, he feels, was a success.

Paul was In on the Inltlal stages of bullding a |lteracy
organization, an experience that can be difficult at times.
Materlals and methods did not exlst, and there was no real
Institution to continue the work. But the work has contlnued
and now the Institution exists as do materials and teaching
methods.
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Since 1961 when the Peace Corps was created, more than 80,000 U.S. citi-
zens have served as Volunteers in developing countries, 1iving and working

among the people of the Third World as colleagues and co-workers.

Today

6000 PCVs are involved in programs designed to help strengthen local capa-
city to address such fundamental concerns as food production, water supply,
energy development, nutrition and health education and reforestation.
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