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Chapter 11

OPENING UP LEARNING —
RESPONDING TO
THE LITERACY NEEDS
OF THE RURAL COMMUNITIES

Sue Buss, Julia Clarke, Sue Craggs,
Sue Crief, Mary Hamilton,
Catherine Sauzier
United Kingdom

RURAL STUDENTS & OPEN LEARNING

The five case histories described here represent different practices of deliv-
ery, and were chosen because they depended upon action research to some
extent, and involved ideas of open learning. The term “open learning” has
several possible meanings,! which are relevant to rural education. In its wider
sense, this indicates provision which is not limited by place, time, or the need for
previous qualifications, so that any student may make use of it in a way
appropriate to his or her needs. It may include attendance at a learning centre
either regularly or occasionally, the use of telephone tutorials, written assign-
ments, or individual study projects.

The second definition of Open Learning is a more precise one, connected
with the use of individual study in a centre where there is access to computers
and other information technology, audio and video tapes, and possibly local
closed-circuit television. Tutors are available, but do not generally work one- to-
one with students, and are seen as a shared resou rce, along with the printed and
electronic materials.2 Both meanings are referred to in the case studies, as both
are useful to many rural students in particular contexts.3
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RURAL AREAS & ADULT LITERACY
IN THE UNITED KINGDOM

World-wide, thereisa movement of population and economic power from the
rural areas to the towns. In Britain, this process has been evident for at 1ea§t 290
years, since the Industrial Revolution; and now means that most people live in
towns. . . . .

The experience of some other European countries, .of V11}age§ vs{xth a'img
populations almost deserted by young people, is less ev?dent in B'ntam. Where
depopulation is serious, it has often resulted from ou't51ders buying houses as
second homes, at a price local people cannot afford. This t’fas created half- er'npty
villages in some popular holiday areas of Wales, C'u.mbna and E?st Angha.' In
the past, the effect was countered by the availab}th of new, cheap housing
owned by the local council and offered at subsidized rents; these allowed
families to stay in their home area. Since the 1980s, local councils have been
discouraged from building subsia:zed housing. '

Town dwellers, including retired people, may move out to the countrySIde to
find quieter surroundings. With the growth of computer-based F)usmesses,
some newcomers set up work at home, but make minimal con.tact with the 1oca.1
working community. Many of these affluent migrants have ignored t.h.e tradi-
tional social life of the district, with its complex network of related families, and
its beliefs and customs. Younger members of local families may \.Nelcome the
treedom and choice of action which has resulted, and the opportunity for school
and college education, and urban-style entertainments. There has, however,
been almost no effect in creating a strong base of local employment w.here the
same young people can find work, or aim for promotion to managerial level,
except for sume services, such as school teaching and catering. . N

Because of mechanization, farming now occupies a fraction of its ongme.xl
workforce, and often less thana fifth of the present population. Employment is
often seasonal, as in the holiday industry, and in farming at harvest t'ime or
Jambing. Local contractors may take over the farm-based w.ork of ploughing an.d
combine harvesting. Traditional rural crafts, such as making fences a.n.d furx'n-
ture have declined, because the labour cost makes them uncompetitive with
factory-produced, imported products. '

Community issues in rural areas have been researched, although rarely with
a literacy component. Some organizations such as the Rural Developmgnt
Council, REPLAN (a government funded body, now disbanc'led, concerqeq with
unemployed people’s education), and the Workers’ Educational Association (2
voluntary body) have funded short projects to resgarch the needs for rural
employment, businesses, transport and adult education. o

There is at present (1993) a radical change taking place in the provision of
adult literacy in England and Wales, as a direct result of Government policy.
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While the necessity for literacy teaching and learning has now been accepted,
its funding has been largely centralized and taken out of the control of local
government. Until this year the main source of funding and staffing of regular
literacy provision were the councils of the separate counties or metropolitan
boroughs, along with Government-funded private commercial suppliers of
training, and some voluntary schemes.

A variety of styles evolved over the last 15 years, partly because of the initial
piecemeal growth of the literacy movement, and partly because of the general
philcsophy that the style of learning must be determined by local preferences
and needs, albeit aimed at individual outcomes. This view accorded well with
the traditional British expression of respect for individuality, and amateur (as
opposed to professional) organization.

At the same time, action-research projects were organized, many through
the Adult Literacy and Basic Skills Unit (ALBSU), a national organization
established to promote particular forms of functional literacy. Their support for
a philosophy of personal development and achievement became a hallmark of
ABE services, with the aims of empowering the individual student to control his
or her own learning and destiny. Much of the community-based provision made
use of ALBSU's nation-wide network of training and information, by means of
newsletters and regional meetings. Adult literacy became known as Adult Basic
Education or ABE, and often included tuition in everyday mathematics, and
English for Speakers of Other Languages (ESOL).

Since the 1980’s, another strand of provision has been the Government
funding of private or local authority schemes for training unemployed people
for future work. Funding for literacy services is now to be channelled from the
central Government through the Colleges of Further Education. Formerly part
of the local education provisions, colleges were a source of vocational and
certified courses for the 16- to 19-year old age group, and increasingly for older
adults returning to formal study. Some colleges already played a part in local
literacy work, by setting up classes and short courses with a literacy element,
such as Return-to-Learn courses, including writing skills. The colleges have
now been made independent and self-managing, no longer controlled by local
education authorities. Along with the regional Training and Enterprise Coun-
cils, TECs, which receive central funding for vocational training, colleges now
have responsibility for the largest share of literacy work.

The effect of the changes in adult education remains to be seen. There is an
opportunity to make literacy provision truly openin the more general sense, by
giving a choice of styles, and locations of meetings within reach of home.

It is almost certain, however, that any content of community development,
present in some former ABE schemes, will be entirely replaced by aims involv-
ing the learners’ own individual outcomes. There is a danger that these will be
defined solely in terms of gaining work, achieving promotion, or progressing to
certificated or vocational courses. Community development, such as the wider
awareness of the learners’ own roles in local society, and of the ways of
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determining the future prosperity or happiness of that §ociety wi'll be f1argc;elz
left to chance. There may be a few literacy schemes with Sl:ICh 'alms, ur'l e 1
under other arrangements, such as local charitable organizations, nationa
business-led trusts, or the European Social Fund.

FIVE CASE STUDIES

An Adult Basic Education GRoup in West Dorset

As in other areas of Britain, the offer of home-based individual'tuition usmlg
volunteer tutors had formerly been seen as a rer_nf:dy for 't1'1e stxgrr!\a gf adult
illiteracy. This was coupled with the view that indxvxdual‘tuxtxon would be more
effective for people who had failed in large cl'a?sses at school. ' -

Superficially, provision matched the definition of open learning W ch f v
phasises learners’ choice in venue, timing, pace, materials and content.. uroIn
were supplied with resources, training and the stjlpport of a local grgamze : 1
Dorset, one-to-one tuition was regarded as particularly appropriate for rura
aref:xst.tempts by educators or community workers to he'lp othgrs to identify or t;)
articulate their needs are always problematic. This is particularly 'true wlx.th
adults whose previous educational encounters may have bt'aen assocx'ated wit
failure or humiliation. Such learners will -often communicate ambxvalent'o}r\
contradictory messages about their learning “needs”. They may a_xssert tt;fa wf:sd
to achieve success by “going back to basics” in the same oppressive and' mlu clz)
curriculum which led to failure in the past. This learner may altgrnatwe yh'e
willing to explore wider approaches to 1iterac3{ and education, whxchr\f/ahile t hxs
or her experience, and build on achievements in other areas of adqlt ife. In the
one-to-one relationship, whether in the home or inan OperT Learning Cer;tre, a
tutor may support either course of ;ction with the claim that the chosen

i ting the learner’s “needs”.

pro\flr;:‘xz r;::up %)f adult learners with simi?ar exp.eriences i§ ablef to r:i\egt
together, the tutor’s control over the construction or interpretation o nee ds is
diminished, while the learners are able to explore a range of possible shared or
indivi ds in discussion with each other.

mdllr‘: ﬁ‘;:lc}:]igﬁ)i atape recorded discussion was held Yvith such a group of adult
learners. They met in Bridport with a paid tutor, jacky 'and two voll'untee'r
helpers. The adult students had a wide range of banF educational needs ( .lftfeerC),y
numeracy, ESOL) and were at various stages of achievement and from differing
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social backgrounds. The group provided a supportive environment and learners
followed individual programs.

One student, G., commented on the tutor’s contribution:
“She just finds what I need to go on, you see...”

and on the sense of common purpose in the group: !

“Well, I find it's good to be together, and everybody has needs: they're all not
the same and one can help another... It'sa social group. It's not only to read and
write but you find each other, and if somebody is not there you are missing
them... and you share problems as well.”

Vicki explained how her own “curriculum” was extended through the interests of
others in the group:

“Well, we learn other people’s things like (Liz) and her buses and holidays, and
booking up; and we learn off of (Liz) about booking and how she goes about
booking; where she gets her pamphlets from.”

Chris related this to broader aspects of communication skills:

“Yes, it's all useful. Yes itis. .. | think I've got more confidence in myself. I talk to
people alot better than | ever used to. I don’t mind going back to shops if things
go wrong. A while ago I wouldn’t do that.”

Three of the leaders in this group had previous experience of working with a one-

to-one voluntary tutor, b it all felt that the group supported a more independent
approach to learning. Liz spoke of the volunteer tutors:

“Well, they re with you all the time: they‘re over your shoulder, but in a group
they go round and you can do lots of things on your own.”

When it was suggested to Sandra that she might now have the confidence to work
without a tutor, she replied:

“1 think you need to come as a group. Wow I think if [ had to do it at home. .. Well, Jacky
wanted me to do “Women: the Way Ahead” (an open learning pack) at home, because
I wouldn't be able to get to Waymouth, but I know I wouln't do it. I'm just not
motivated enough...It's laziness, isn't it really?

Any discussion of new models of literacy provision in rural areas must
include an emphasis on the importance of social interaction to the learning
process. If people are isolated in rural areas by the loss of village communities
and the lack of public transport, there is a danger that distance learning
approaches will only perpetuate such isolation. People may blame their lack of

motivation on their own “laziness”, rather than valuing the observation: “You
need to come as a group.”

The inter-dependance of members requires a commitment to regular atten-
dance at specified times. The funders stipulate a minimum of six regular
students to each paid tutor. In small rural communities, subject to the seasonal
and casual employment patterns of agriculture and tourism, these numbers are
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difficult to sustain, this removes some of the ﬂe?dbility possible th}} one-tc;-o:s
placements. Using unsupervised volunteers in smaller groups 18 ra:; g't on
answer; the training and commitment required of a group tutor ca

f a volunteer. }
ex}?tfttxf \(:/haille a group can offer adult learners fhei most “open .ab}l)pr::lch 1t3o
defining their own needs and curriculum, this is of:;en possible only by
imposing “closed” restrictions on timing, attendance and venue.

A Community Education Project
in Peer Tutoring With Young Adults

In Suffolk, a grant was obtained for a two-year pro]t?;t fricf)mt 1::3;:;:::
Development Commission. The aims ofthe'pro]ect' were to identily th reasons
for the low referral rate to ABE, and to establish ﬂexxblg opportumtx;s 11n earea
to cater for local needs of young people. Suffolk Association of Youtha rleaofy1 en
a scheme in Ipswich, the largest townin the county, using yolung pteoli:d They
25 years of age to teach other young people who wanted to learn ol rea.
wanted to discover whether the scheme could be extended to rural & i e

Two ABE project workers were appointed, for 5 hours g;ch gfri:::st;n one
specifically to work with adults under 25 years of age. A consi er\a; limeer (ment
was made in publicity, bothin printed 1eaﬂefs and in staff time. Vo cer tutors
were recruited and trained, and matched with new students. Some tu; 18 ‘o
place in the homes, but church halls, community rooms and youth clubs were

ropriate. '
US%&‘:S:: :fpgne-lzo-one tutors, as previously discussefi, had a‘ldvanft'agtes ;:ttigi
flexible timing of sessions, but serious disadvantagfes in the lack o ;g erUitable
between students. The careful process of matc}}mg student's with s e
volunteers involved a complex set of factors, including personality, age,1 sz;:ianm
places where the participants lived and could mfeet. Many youngf;');opt'e 1'tl e
have their own transport, and therewere c<}>11'151deratxons of confidentiality.
led to frequent delays in matching. '
the:z ?Z:)(itrxstion to theqneeds of riral learning, one-to-one cam'wt deliver trtix‘l,);
“open” learning, and the cost of supporting t'utors makes it a'1l11 e>l(pens ve
method. The cost of a truly “open” provision in a rural area will always
han in a town. '

gre.:t:;;t;native way to make provision more "open” in terms'of pla}c\c:: and txmc;
would have been the use of resources for independent 1sarmng. This wa'ats gct)
possible, as the available learning packs offered a "clos'ed content, n'o't su;\ed t((),
individual students’ needs, particularly at a morée bas».xc'level. A decision fat i
be made whether to spend the modest funding on t.rammg anfi sup}?o;t' o'ds f'xl :
or on staff time to develop packs of learning mate'rlal responsive to n;1 ‘xvx u: ?e
needs. One of the deciding factors touse the funding for tutors, was the prilc ,l%n
of the Suffolk Association of Youth as co-leaders. They saw a greater value 1

Q

RIC °

Aruitoxt provided by Eic:

e e —

—%

Opening Up Learning in UK. 153

developing the relationship of the young people concerned. Therefore indepen-
dent learning was seen as less appropriate.

In the two years, about thirty people took up literacy and numeracy tuition in
the area. Half were in the 16 to 25 age range. Awareness of the local service was
increased, and referrals to regular provision continued after the project ended.

A Workshop in A Tertiary Coliege

North Devon Tertiary College is the largest single provider of further educa-
tion and training for adults and young people over sixteen years. The college
aims to serve the needs of a large rural area with a population of 120,000 and
receives funding for the development of Adult Basic Education. A recent growth
in the college population increased students with lower levels of attainment in
basic skills which presents the challenge of providing effective help to enable
them to meet individual goals in education. A local development project was
launched to develop core skills, across the college curriculum and to create ‘open
learning’ provision for adults in the North Devon community.

The college chose the title of Core Skills in preference to Basic Skills because it
focuses on the essential skills which are at the core of most education and
trairing. Core skills encompass Basic Skills: reading, writing, listening, speak-
ing, numeracy and English for speakers of other languages. In addition they
include the learning skills increasingly required for recent developments in
Tertiary Education placing a greater emphasis on project work, resource based
learning; independent study, and the use of information techrology.

The major task of the project has been to establish a new Core Skills
Workshop in a redesigned centre for independent and supported study. Re-
sources have been acquired which have a particular emphasis on independent
learning and linked vocational skills which enable students to extend their
study at home.

Part of our induction procedure includes an exploration of the best places to
study. This is an issue for many students but particularly for parents who may
not have established a set time or a private place for independent study. Such
decisions may affect other members of the family and therefore it is necessary to
incorporate: time management, negotiation, assertiveness, study skills, to-
gether with the specific skills of literacy in order to be able to study at home. The
success or failure of individual efforts to return to study will often depend on
the degree of support from other family members.

The workshop has proved to be attractive to adults for several reasons.
Students may attend the workshop whenever they wish — they are not com-
mitted to set times. For many adults the workshop is their first contact with the
college. The opportunity to improve basic s.".Is provides an opening to further
education and training and many adults progress to further courses with greater
confidence. An increasing number of mature students are referred to the

J
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workshop at the time of interview, to develop specific core skills for a vocational
area. Existing adult students refer themselves to the workshop to develop skills
to support their main studies.

Open Learning provision has been supplemented by short courses such as
‘Return to Study’ which combines study skills with information and guidance.
Many adults are apprehensive about returning to study. The workshop provides
a supportive environmerit and a positive approach to meet individual needs.

The focus on mature students within the project should not detract from a
consideration of the needs of young adult students within tertiary education
who generally do not seek help with basic skills. The establishment of the Core
Skills Workshop in the heart of a tertiary college has made it easier for younger
students to acquire this. Forty-eight percent of the self-referred workshop
students were young people aged between 16 and 18 years. Younger students
have responded positively to the adult environment of the workshop where they
have been encouraged to take responsibility for their own learning.

Working With Ethnic Minority Adults in A Rural Area

The Huntingdon area of Cambridgeshireis rural, but experienced a period of
rapid economic and demographic expansion in the 1980’s, mainly in three
towns, Huntingdon, St Neots and St Ives. The level of unemployment was
relatively low and newcomers were generally attracted by cheap housing and
job opportunities in expanding local industries. For many years two air force
bases also supported the local economy.

Nevertheless, some people have been experiencing the phenomenon of
wnrural disadvantage”. These include some of the members of ethnic minority
groupsliving in the Huntingdon area, recently estimated to number about 2,500
(2% of the local population). Through local research it was possible to recognize
a range of educational and vocational backgrounds, reasons for coming to
Britain, family and economic circumstances, and length of residence (up to 50
years in some cases) with an increasing number of young people born and
educated in the area.

This part of Cambridgeshire has been slow to recognize and respond to the
multicultural dimension of its population. Many people in areas such as this
still view Britain as a homogeneous society with unchanged, unchangeable
traditions; any newcomer is seen at best as an unfortunate problem and at worst
as a downright threat to stability. Such attitudes have not always been helped by
the criteria attached to central government funding for identifying and meeting
their needs.

Since 1966, when the additional needs of ethnic minorities were recognized,
the Home Office (the government department responsible for immigration
issues) has given substantial funding to county councils. When the provision of

separate external funding is too closely identified with English language
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deficiency, institutions may ignore the wider social and educational needs of
speakers of other languages. It also places the onus on individuals to “learn
more English” before attempting progression into education and vocational
training, access to public services or full participation in society.

In Cambridgeshire most such funding was allocated to teaching posts in
sch'ools. Occasionally, as in the Huntingdon area, projects were also fundéd
wljnch had a community development dimension as well as a teaching role. In
this case, over the 947 square kilometres, English language provision for ad\'xlts
amountgd to ten hours per week for thirty weeks in the year, providing five
groups in three towns. There was also some home-based one-to-one tuition

The full-time organizer of English language support, whicl included litera;cy
and numeracy, was also required to ensure the development of appropriate
community support, both in accordance with the County Council’s policy and
in response to identified needs.

Increasingly the fieldworkers recognized that effective communication is a
two-wafy process, and they realized that traditional styles of language learnin
were likely to be useless where transport problems isolated the learnersg
Further, the majority population was monolingual and generally had Iittlé
language awareness.

The organizer’s role therefore shifted from self-sufficient language teacher,
trainer and organizer to a more outward-looking approach combining mana e’-
ment, marketing and entrepreneurial skills. Much of the organizer’s time v%as
spent on establishing links with other education providers, networking to raise
awareness of discriminating practices, promoting a small team of communit
interpreters to improve communication, and raising awareness of learners}:
needs and the use of the community as a resource for that learning.

I?or most adults, learning a new ianguage is an exceedingly slow process
which can suddenly disintegrate in precisely those moments of crisis whenthe
rr:gst need to communicate effectively. The learning is hardly helped in area};
rcutletr:rte}jﬁlriizt’?f the community prides itself on being both “colour-blind” and
. Ot}}er people’s perceptions of minority cultures can be extraordinarily limit-
ing. Firstly by ignoring the rich heritage that ethnic minority individuals and
groups have brought with them; secondly by denying them opportunities to
maintain this culture through public services; and thirdly by failing to appreci-
ate the dynamic nature of all cultures which not only change as aresult of Eeing

transposed to a new environment, but also from generation to generation and
even from one individual to the next.

Working With Unemployment in West Cumbria

West Cumbria Trades Hall Centre was established in Workington in 1981, to
offer help to redundant workers after the closure of the foundry and iron woxl'ks.

14
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Other branches of national firms lost workers or closed down after this. By
1992 the unemployment rate was 18%. A project was needed to retrain people
for new work, to set up local networks, and to lobby the authorities for better
facilities such as housing and transport. At present, contributions come from
three levels of local government and the work was administered by Cumbria
Open Learning Trust.

The Centre provided educational guidance, computer classes, and referral
to mainstream Adult Basic Education groups when desired. The coordinator
was supported by a fixed term post of Project Worker, who also ran the Job
Club, and a part time administrative officer. Volunteers were trained, largely
for advice work, and some were recruited from the original clients.

A survey of nearly 200 local unwaged people’s interests in education® found
that most had left school with no formal qualifications, 0T had not studied
beyond the then school-leaving certificate (CSE). The need for basic skills
provision was confirmed by requests for English and simple maths, as wellasa
wide range of craft and hobbies courses.

The Trades Hall Centre u~dertook to publicize local educational oppor-
tunities, and to improve cooperation between agencies such as the health and
social services, training organizations, churches and employers. In February
1992, a conference was organized to raise awareness in local and central
government agencies of unemployed people’s concerns. The proposed agenda
for action included increasing the pressure for: partnerships between agen-
cies, more development funds and housing, improvements in local facilities
such as roads, training and equal opportunities for local people, provision of
more jobs and improved working conditions and finally, support from local
and national government.

Adult Learners’ Week in 1992, a national event promoted by the National
Institute for Adultand Continuing Education (NIACE) was an opportunity for
publicity including a travelling exhibition in local libraries, and a market stall.

QOutcomes have included personal gains in education, awareness of local
issues, and ways to achieve self-help in looking for work. The computer
courses were popular, and the provision of newspapers and job Club notices
were useful. Itis difficult to see effects in the community asa whole, especially
since much of the funding has now disappeared. The functional literacy
element, however, has been noted, and the development of volunteers’ skills
through training. One Member of Parliament was quoted as estimating that
each unemployed person costs the national economy £10,000 per year. Some of
this could be recovered, and the people’s dignity restored, if funds were put
into creating local work projects.
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GENERAL ISSUES

The need for partnerships

SevLexrt:lraacge wgrk r};ee;i\s to be linked with other activ'ties, and may involve
ncies. Each case study illustrates differ : i
es. E ent dartnerships, showi
some of the diversity which is ible i i : P et omphs
' possible in effective ABE work. D
sizes partnerships between the learne e e
rs themselves. North D i
Workshop argues the im inki thv o etiies and
portance of linking literacy with i i
by imecluins other sab y with vocational studies, and
ject lecturers. The other thre i
> . e cases include partnershi
etween local agencies such as the Youth Service, funding bodiespand coun}:)sl

councils. Cumbria has devel i i
ity conployment oped close links of ABE with practical issues,

Organizing resources

Res . e
o tran(;\;)x;)cis m;lude people, facilities, and learning materials Practical access
rt and premises is of major concern to 0 ral i
" ' vercome rural isolation.
Sup;’l:r:);gis ({)f resc(;v'.xrces and the teaching and learning styles which they best
e been discussed, and the variety of wa
, these may b i i
rural areas. The potential val i d Y e s 3o
. ralue of distance learni indivi
o ing and individual study is set
reso‘:;ctehe rflefecli for more personal support where appropriate. The Kuman
maintair‘smog t: 1otwdlearners, and of adequately prepared tutors are vital in
e students’ motivation, and count i i ‘
Open Lestming Conts ] eracting personal isolation.
es can offer distance learni
ar.d audio and video tapes. L i e b oraomizod
. Loanof printed material i
2 videc als may have to be organized
y postal deliveries. Telephone and taped tutorials have been Esed in

Leicestershire, with i i
p , h occasional meetings of smal i i
tutor.5 All have cost implications. ’ | groups with 3 profesciona

Training and support of staff

Professi . -
n thEifressxor:I quality training enables local people to become effective tutors
R th:vrr?i(;r?e areas.dln order to encourage a student-centred philosophy of
. ining needs to include counselling skill
methods and the abilit i B e dente ineresre
y to use these flexibly in respons "i
hod . y ponse to students’ interests.
o islr?epﬂorttar:icg in rural areas of adequately trained and supervised volun-
jeers s 1 ected in ofne of the case studies. Some new students may need
support at first, preferring alternati
intensive supROT i ' g ative styles of learning later on
> nk again about the problems i ‘
§ 8 neec 5al and potential i vi
volunteers in literacy provision. It is not a cheap optionp ° offnvolving

Traini inc i
ning of ABE workers incommunity development methods is occasionally
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attempted. A suitable package, including marketing methods,

REPLAN.®

was produced by

Relationships between students and tutors

vV S d ffe a Xaﬂlp frO!n inte e to failly ltllpeIS()Ilal
f e case stu ies O rar nge Of e 165 intens
1 o

h tutors. The risks of employing under—qualified volunteers OT

B, ssive and limiting relationship can
paid staff has been discussed, when @ poss€ s on

. . c . . . .
prevellt the \Nlde“"lg ot hOIlZOﬂS. Cleatly, a IelathIlShlp Whlch de "

S rto ll stu p 1s OT sens f t y
issues, [0} aliow the t delltt()devel() h o heI nse o au OoNnom' allds()(lal

effectiveness.

Respecting and responding to different cultures

i | groups. New
i i f lifestyles and cultural g
eas, there 15 a variety O d s e
m ru;:\li ;opulations presenta challenge to the trafcli\tlonal cultltéreoof :re aren.
T isti ffluent people,
] inc histicated and atfiu T are
*er these incomers aré sop : : : o the
\élv'haectll\::;taged cconomic migrants seeking WOrK, their relatl(;:s:)(perience y
1 lsal mainstream culture cannot be left to chance. As the rc:cfzr thepmferences
Och European countries has demonstrated, lack of respecl o e ean nees
(t))t tf:een cfltures and narrow perceptions of other people’s lifesty
e V! ’
ing effects. N e
de"ll?}i?at'mgicatee a need for the careful initial assessment of learning q
is in s

i Cumbrian

nts, not only of individuals, but of whole local populat;)ons;."l;:t; praisal ot
men It by surveying local opinion, came nearest ?o an o ;eckl : Eal Oppor-
project, though these were related mainly to work. EQ C
{ocal patterns, even . erent needs and opin

i - of other people’s diff :

o iscues, i.e. the respecting O ‘ ' . e

t.unltl:;sul:tsbe brought openly into discussions, as1n the Cambndgle,s: tep;Ch) <
E;")lr\llssl attempted to educate the local community, and not merely

skills to minority groups:

immig

Funding

ln some ways, funding has been the major factor aftf\ectmgatr};eétsygena:{rilill
t i f literacy teaching in Britain, as shown 1.nt ese exd' P a,nd "
Q‘fECtlv’em?SS o f many ABE workers. The quantity of funding, e
the exp enélt\tc*e hoed to a grant, (target clients, required aims and outcomeii ﬂ\wir
CO“&“::Z‘S) ‘;\a\‘:z had profound influence on the philosophy of projects, an

scale, etc.

survival.

arent. Adult
The effects of an initiative may take years to become app
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education is not a cheap service, because of the cost of professional tutors’ pay,
resources, travel expenses, and items such as creches, all of which are necessary
in scattered rural populations. Tutor training and support are necessary to the
quality of teaching and the relationship with students. Publicity is indispens-
able, for attracting new students, and as a tool for raising awareness in other
people.

Resources may be expendable, or need to be distributed by post. Telephone
contact is important for referrals and on-going support. There is a high student/
teacher ratio, and some students make progress very slowly. Therefore Adult
Basic Education will always be labour and resource intensive, even in Open
Learning settings, and costly to support.

REFLECTIONS ON LITERACY PROVISION

Much of the information available on the effects of literacy provision is
anecdotal, whether it refers to former learners, or to their communities.

Research into the effects of local history classes on the views of their
participants? suggested that outcomes were largely decided by the overt aims
and teaching content of a course. Reflection on social i sues, and the relevance
of history studies to present day conditions, was not considered by students
unless it was written into the curriculum, and discussed purposefully. It may be
that larger local issues in literacy should be included in interactions with
students, so that they can identify not only their own needs, but the underlying
causes of local problems, and ways to address these.

In the present political climate of Britain, such awareness of social needs is
not officially encouraged. Government control of literacy funding through the
Further Education Funding Council has recently made some of its allocation
conditional upon outcomes such as the numbers of learners achieving jobs or
entry to further courses. This limitation of possible outcomes fits another aspect
of traditional philosophy of adult education in Britain, which considers the
teacher to be more capable than the students. Even recent emphasis on student-
centred approaches still encourages tutors to respond to students rather than to
hand over complete control.

~here is, however, a strong base of practical experience among ABE tutorsin
Britain. They tend to plan and carry out the work with a pragmatic approach,
and then to reflect on theoretical considerations afterwards. There is a tendency
to describe the methods employed, and above all the intentions rather than the
results. The stress placed on having clear aims (required by applications for
funding and management of projects) obscures the need for appraisal of the
actual results while the project continues.

Therefore reflective evaluation of the work is often minimal, and there is little
ieformation on the factors in ABE provision which have had the most successful
impact on community development. ABE and adult education in Britain are not
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generally seen as tools for large-scale social change, either in towns or in the
countryside. If providers of ABE wish to see functionalliteracy used for the good
of local affairs in this way, (and such use would be seen to justify some of the
expense, by helping to ensurea stable local economy), they would need to look
not at the factors already inherent in ABE teaching in Britain, but at a very
different issue: the aims and objectives of the funding agencies. The largest of
these is now the national government. To ensure the use of ABE programs for
more general social benefit, there must be changes in the targets set by all
autnorities in charge of funding, so that they foster a community development
approach.
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