
controlled as much as possible by the participants rather than by the researcher alone.
The educational component of research should form part of an empowering process.
III addition, there is no objecdve truth. Rather, there is an integrated truth developed
from a range of constructs.

The research methodology is qualitative and grounded in a fourth generation
evaluation approach.

Coutc:d of the stucly:
The study focuses on selected tutors and learner groups in rural stale adult literacy
projects in the Ubornbo circuit of Maputaland,

Ubombo is a flat region, bordered by the Lebombo w.ollntain range and the Indian
Oceal1, and is in the north-west of the Province of l(waZulo/Natal. Most of the land is
owned by traditional authorities and not privately held.

Map 1: Provinees of South Africa
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2) Contribute to ABET delivery in Department of Education adult learning centres
that more effectively meets learner needs, and,

3, Helpdevelop an understanding of how desirable tutor characteristics can be
developed, for the purposes of proactive tutor training, and,

4) To contribute to tutors' understanding of research techniques that are relevant to

their practice.

The results of the study will inform the curricula and processes of literacy tutor-

training and development programmes used by Operation Upgrade and the National
Literacy Co-operation (.NLC) in rural areas. Operation Upgrade is a national non-
governmental organisation (NGO) that has been involved in developing ABE tutors in
the workplace, community-based and state sectors in South Africa since 1966. T'1e
Natiollfk1Literacy Co-operation began as a collective of NOO's, and has now taken on
a firmer organisational identity ill an endeavour to inform policy development and
provide coherent delivery of ABET. I am the National Director of Operation Upgrade,
and, through this organisation, am linked to the NLC.

The research questions are:
1. Wh!!t constitutes an effective Ilteracy tutor in rural Ubombo?
1.1. How do literacy tutors evaluate theil' teaching?
1.2. How can identified effective tutor qualities/skills/actions/understandings be

developed by tmlllliteracy tutors in Uhombo?

The Umttntjons of the study are that it focuses em specific groups of tutors and
learners in ope geographic area and in one delivery context. Constructs and
conclusions may not be transferable to other rural literacy projects at to urban-based
projects. The nature of defined criteria may also be limited by the extent of the training
and exposure of tho tutors to II range of training styles and materials. ThA.question of
what constluues an effective literacy programme is beyond tbe scope of this study.

The assumptiQIl of the researcher is that research should be an inclusive lind
empowering process done with people, and not on people. The process should be

2



Chapter 1 !~TRODUCTION
There is a lack of clarity about what constitutes an effective literacy tutor, particularly
in a rural context. This lack of clarity surrounds tutor qualities, actions, skills and
understandings, and is important to study in terms of informing the selection of literacy
tutors and in guiding the personal and trainer-development of tutors, longer term ln-
service programmes, and also in terms of improving literacy delivery in rural areas.

There bas also been il..,ufi'ident Adult Basic Education and Training (ABBT) tutor
assessment and consequent support. A criticism made by tutors is that there is seldom
tutor involvement in the assessment process, and little is gained by those being
assessed. The principles ()f self-evaluation and peer-evaluation are important
foundations of evaluation, which, with the inclusion of learner evaluation of the
learning process, should result in meaningful development of teaching-learning
activities. By identifying a means of evaluation, and developlng related skills, literacy

proje~ts in rural areas capt be acsisted to develop tutor skills in It truly empowering
manner,

It is uncl6:~r how tutors develop those skills and behaviours that are considered
desirable. ~y informing people in the field about instances of development of

'\

desirable qualittes. this study can impact meaningfully on the dcvelcpmen; of tutor
skills through ap~~oprlate means. ThiGstudy may also have relevance in the selection
of tutoru,;, but this k,,,ises ethical questions that would need to be explored in gteltler
depth.

The aims of the study atc (0 help identify the skills, qualities, actions and
understandings of tutors who have been identified as effective literacy tutors in the
context of Department of Bducatior; adult learning centres in rural Maputaland In
l(waZulu!Natal, and thereby:

1) Develop a means of helping tutors to better understand what is desirable in
themselves as adult literacy tutors, and,

1
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ABSTRACT
The purpose of this study was to profile what constitutes an effective adult literacy
tutor, with particular reference to the rural context of Ubombo, KwaZulu Natal.

Constructs were developed through the process of fourth generation evaluation, with
its key dynamics of participation, discussion and reflection. Twenty-three state adult.
education tutors, two groups of fifty learners each, and five NOD and university based
experts were interviewed. The study took place in Ubombo, KwaZulu Natal, in
March, April and May 1995.

The constructs demonstrated that it is possible to develop a profile of an effective rural
literacy tutor. The effective rural literacy tutor should be a critically reflective
practitioner, who continually considers the issues related to desirable tutor qualities
and skills. Qualities, such as warmth and responsiveness, were considered important in
developing effective classroom relationships, demonstrated by inclusiveness, respect
for learners and freedom to communicate. Skills, such as being reflective, having a
developed rationale for practice, knowing how to teach reading, writing and numeracy,
and being able to plan learning processes effectively were highlighted. The. constructs
raised issues to be considered by a rural adult literacy tutor, and are not intended as a
prescription for success. Issues of paradigm, context and learner-needs all impact on
an individual tutor aspiring to be effective.

How tutors determine the effectiveness of their practice relates to trie issue of tutor
effectiveness. Tutors need to take their own values and learner needs into account.
Tutors have additionally become sensitive to key indicators that help them to
determine their personal effectiveness, such as learner participation and attendance. In

a context of high unemployment and learner needs for employment-related skills
training, there is a demand fOrintegrated education and training. Educational continua
are not a priority. While the National Qualification Framework (NQF)-derived and
Independent Examination Board (rEB) standards are important, questions ~.[~raised
about appropriate assessment of learners in a context that will enhance tutor
effectiveness by meeting learner needs.
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It follows that adult education, as an organised system of delivery, making use of
technical formulations, could then serve to undermine critical powers of insight and
imagination within both learners and tutors. A rigid system and technical formulations
are obsessions thllt undermine the need for reflection in adult education and the need
for a reflective and responsive practitioner. Ironically. the reflective practitioner, wrth
the characteristic of being r.:!~p<.;)$ivelycritical, is considered likely to be an effective

tutor, in terms of Collins' critique (1991).

A tutor's understanding about what s/he is engaged in is important. Brookfield (1986)

supports my concern about being preoccupied with refining teaching techniques,
without tlJtors understanding the rationale for those techniques, and without an
understanding that a technique can only be meaningful if placed in the context of a
central social or human context. Techuique should be seen as a means to broader
ends, and there should be an initial purpose to that with which the tutor is engaged.
There should be a clear definition of the activity, a number of general intentions, and a
set of critGria by which success can be judged. These criteria will allow us to reflect on
our own practice, and determine what is effective in terms of quality, skills and actions.
Successful tutors should then be able to help learners appreciate the nature of
knowledge, and know that the values IlQd helie1s that inform their actions are
contextually constructed. It is these understandings that provide the foundation for
developing effective tutoring qualities; skills and actions to meet the range of learner
needs.

Teaching practice, incorporating a continuous and careful reflectien on its activities,
and attempting to improve performance, may have difficulty with the restrictive
apparent rationality of competency-based formats and the concept of idea! action. It
can therefore be argued that standards, particularly in rural contexts, should be derived
from study of the needs of contextually-based problems and circumstances, as opposed
to being universal such as suggested by the Independent Examinations Board (113)3).
The relevance of this contextuallsatlon, and the requirements of the task at hand, will
guide the reflective tutor to suitable standards against which tutor effectiveness could

15



any definition inevitably represents a generalisation and will not be valid. Collins
(1991) feels that the notion that the qualities of an adult educator can be reduced It) a
determined number of measurable competencies, encompassing various levels of
behaviour, knowledge, and attitudes is problematic. He argues thai this notion
emerges directly from an ethos of technical rationality, and incorporates all the
artifiCiality and shortcomings of a technicist orientation, and the dominant Western
paradigm previously define-d by Apps (1985). Ifeel that this criticism is valid m terms
of a possible view that human beings, contexts and needs are constant and
unchangeable, and are not as complex as they are. What is effective for a group may
not be effective for certain indlvlduals within the group. What is effective today may
not be effective. tomorrow. What is effective in Durban may not be effective in
Johann j~burg. So it continues, with a range of contextual variables such as needs,
age, gender, race, class, language, and culture.

Collins (1991) fears that overconcern and reliance on technique, as is inferred by a
study such as this one, means that the adult educator does not have to invent, does not
have to state a position, and does not have to be critical. He argues that adult learning
situations managed by technical formulatlons become artificial and detached from real
life and everyday experiences. Formalised adult education can therefore be transformed
inlo the technical planning of instruction, and becomes a supply-driven activity that
effectively hinders the learners' and tutors' abilities to think critically, and to evaluate
everyday experlenecs, Furthermore, in the absence of a sustained reflective social
critique, he proposes that modem adult education practice steered by technical
rationality serves the needs of an advancing nco-conservative political ideology. He
suggests that a crisis has developed in adult education world-wide that is based on an
obsession with technique and shortfalls in practice. 1agree with this to the extent that
it can be dtsempowering, and indeed meaningless, if competencies are narrowly defined
and decontextuaflaed, Conversely though, it can be argued that, while a sustained

reflective social critique is important, It is also lmportant to respond to the educational
and other needs of learners, regardless of the apparent political ideology that Is seen to
drive this.

14



paradigms. No paradigm has greater value than another, and any attempt to define
tutor characteristics would need to respect this.

Apps (1985) also asserts that by critically analysing our teaching approaches and our
understanding of adult learning, we can gain insIght into our practice. Such critical
analysis of how we teach, and the assumptions that underlie why we teach as we do,

provides a platform from which to view ourselves as pracuslng adult literacy tutors.
Tutors, therefore, need to have a developed crltical capacity that enables them to
analyse their practice and assumptions within the context of the paradigm in which they
function, although a tension may exist between the extent to which a critical capacity is
required and the extent to which tutor training ~md the context encourages its
development.

Each paradigm is important, because underlying assumptions guide the selection of
aims for continuing education, and how the tutor views the teaching and learning
processes lind pl'nctise.<I as an educator, As such, these assumptlous are Impertant in

terms of identl~virjg effective actions, skills and qualities in a literacy tutor. What is

considered effective by tutors will be based on their training, experiences 'and
assumptions and how learners identify an effective tutor will be based on their own

needs, experiences and assumptions.

Characteristics of effective tutors Can be Identified in an attempt to improve practice,
hut this necessarily needs to take into account and respect the paradigms and
associated processes of learning that guide tutor practice lind learner demands, !IS well
as the context in Which !eaming Is Inking place. The question of Wl'(1tl101' OI,e should
develop a profile of effective tutors needs discussion.

Z.:U Should a prOfile of an effective adult literacy tuter be developed?
'rhel'e is a range of views ubout whether one CUll, 01' should, nttcmp; to define a proi1le
of what constltutes an etfcctive IIterncy tutor. Elsdon (HY/S, In Campbell, 197'7)
proposes that there lire no typical or ideal characteristics of adult educators. Stephens
(1971, in Campbol11977) also suggests that, because each tutor and context is unique,
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they are satisfied with in terms of their immediate needs .. mainly technical and practical
learning .. and a question as to the extent to which 11commitment to cmanclpatory
learning satisfies extraneous agendas. It is in the context of this that 1 have had an
uneasy attachment to an emancipatoty learning approach. According to Berger (1974:
13): Ie It is, in principle, impossible to 'raise the consciousness' of anyone, because all
of us afe stumbltng around on the same level of consciousness ~ a pretty dim level."
We all have our own views of this consciousness, and I do not oolieve any to be of
granter value than another, Considermg this position, I would argue that II profile of
an effecdve Mor would need to be based very much on learner and tutor needs, beliefs
and values, and leas on what external ccnsciousncsses demand.

Freire's (1970, in Apps, 1985) ideas about consciousness-ratsing place con&iderable
cmphasfs on the social and political context in which education OCCUI'S, and educational
programmes include consciousness-raising. Emnncipatory learning also necessitates
drawing wid¢ly from a variety of disciplines and points of view, from one's own

experiences and feelings, amI looks towards action to improve learner circumstances.
This ability t() draw widely from a vlIriety of dtscipllnes bas relevance to tutor training
progmmmes and will be l'cf1ected in effective tutor practice, and is important in terms
of understanding the value and tralning base of tutors UpOl1 which any assessment of
effective actions and skills is based. This paradigm is of particular importance since it

has historically and in recent years, been subscribed to by non-governmental
educational orgl,nillations such as Operation Upgnne, lind the many non-govcrnrnental
org~l1ist\tions within the National Litet'uc;:yCo-operatmn (NLC).

Apps (1985) ldentlfies a domlnant paradigm In Western society, which places value on
specialisation, reveres efficiency and conslders tbe purpose of education to be
prepuratlon for it career. The dominant paradlgm favours the first and second of
Habermas's three approaches to teaching and teaming. technical and practical .. nnd
discourages emllnciplltory ccucution that chellengce the status-quo. Tutors, learners
and myself may operate wlthln different p~wlldigtns. Each of us might view education
in different ways, and canscquently devolol' constructs that are Informed by these

12



2.2 CAN A PROFILE OF AN EFFECTIVE ADULT U'l'ERACY
TUTOR BE DEVI£LOPEl>?

To answer this question, of whether or not it is possible to define the characteristics of
effective literacy tutors, one needs to have an idea of tho conflicting paradigms which
inform such activity, and to understand the role of the tutor within each,

Adult education theorists such as Knowles (1980) lind Freire (1910) show that the
tutor has a major role in influencing learner achievement. Knowles (1980) further
proposes that the tutor is the most important factor determining the learning climate,
The style of teaching conveys the tutors' attitudes about leaching and learning and
their view of the adult learner. Bennett (1976, in Conti 1985) confirms that tutors
have finn views on leaching methods, and that these reiate directly to classroom
practice. Skills and actions would therefore be based on what the tutor, and indeed
learner, values and finds effective. Characteristics of effective tutors can be identified,

but tutors and learnera would need to be integrally involved in any attempt to
determine what constitutes tutor effectiveness.

Habcrmas ('1912, in Apps 1985) presents three categories of processes of leamlng -
Technlcal, Practical, and EmancipaL~I\y. Technical learning concerns one'S control of
the. environment, and is task-specific; often reialed to a specific job, Practlcal leaming
is more focused on communication and interaction, wilh a focus on deriving meaning.

EmancipalOl'Y learning has a critical, integrative and action perspective and involves
questioning present situations, examinillg assumptions, challenging current ways of
viewing the world, and analysing knowledge and our present ways of knowing, This is
the process to which Operation Upgrade has been hislol'ically attached since '1991, and
one to which I have had a commitment because of my belief that people need to be

critical ill order to grow and improve their circumstances, as well as to function
socially and politically. As such, Iwould argue that, ill terms of my values, an effective
literacy tutor needs to encourage learners to questlon, examine and act. However, a
tension exists between what learners actually seek in an ABET programme, and what

11
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Chapter 2 REVIEW OF RELATED,

LITERATURE

2.1 INTRODUCTION

Well-trained adult educators are the central component in successful literacy initiatives
(Motala, 1992) although it remains unclear, however, what is meant by "well-trained,"
anlll,l1e extent to which it is possible fo; tutors to develop those desirable attributes.

A rnajorlty of tutors (Chetty, 1993) feel that process-oriented appraisal and study are
essenttal to their professional development (Carter, 1992, in Chetty, 1993). The
principles of self-evaluation and peer-evaluation are considered important Ioundatlons
of evaluation, which, with t.he;inclusion of learner evaluation of the learning process,
should result in menningful development of teaching-learning activities. Literacy
tutors nlld projects can be assisted to identify and develop ':effective" tutor skills in a
truly ernpowerlng manner, by practising a participative means of evaluation, and
developing related evaluation skills in tutors and learners.

The review considers whether or not one can attempt to identify characteristics of
effective adult liferacy tutors, Such a review is necessary in crder to understand the
consuafrns and p(\~'1i1liliti<',s of developing tutor profdes, and to glw a basis of
understanding within t)\"; context of conflicting paradigms. the question of whether
one should try to develop a profile of an effective literacy tutor is also discussed. The
review presents specific positions on what effective adult literacy tutor qualities, skills,
actions and understandings are.

10



Outline of the remainder of the study:
Chapter 2 contains a review of literature relating to the divergent views of whether
one can and should develop a profile of an effective literacy tutor, and important
components of such II profile.

Chapter 3 gives an account of the research design, and provides a rationale for certain
choices, as well as explaining how the study was conducted.

Chapter 4 presents the constructs as developed by tutors and learners in Ubombo,
class observations, postal questionnaires, and interviews with NOO and university-
based trainers and academics.

,

Cbnpter 5 contalns a discussion of the findings of the research and a l'efled{ipn on the,
research design. It also contains recommendations relating to ABET delivery in rural
areas.

9
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There fire fifty-two adult learning centres in Ubornbo and Ingwavuma, mainly based at
the government schools. These classes offer tuition from basic levels of literacy
through to secondary school level, and are largely run by formal school teachers on a
part-time basis. Of these centres, twenty-two are registered with the Department of
Education, and tutors receive payment to conduct fou" two-hour classes per week.
The remainder are unregistered because of budgetary constraints, and tutors conduct
classes on a voluntary basis. Operation Upgrade has been involved in many of these
projects in terms of preservlce tutor-training of literacy tutors for eight days, and
limited follow-up support in the form of workshops, seminars and learner activity days.
These projects were chosen because they arc active projects which are seen as
successful by are Operation Upgrade and Department of Education, and which allow a
focus on rural ABET facilitation in the context of effective stale adult learnlrig centres.

Learning centres generally ooerate between 16hO:.'and t8hOO, although some function
between 1.9hOOand 21hOo., Classes can have between three and fifty learners each, and
are generally within two kilometres of learner households.

7



Graph 3: UbOltibO resdertts of Standard 5 and leoo

36-64 not working

36-64 working

;:!6-36 not working

20'35 working

18-24 notworklhg

18-24 Worklns !~lall
o 6000 10000 15000 20000 26000 30000

( Education Foundation, l!.l9S)

MaiflSsiI.(1976), suggests that in 1950, 64% of the world's population was rural and
engaged in agricultural activities, and in 1970 the rural population of the world was

still 52%. 'rile importance of the rural population is identified in terms of the fact that,
while its relative size is decreasing, its absolute size is increasing.

1 ~.~---.

I

TOWNS IN INGWAVUMA AND uaOMBO

~-'--------7

Map 4: Towns in Ingwavuma and Ubombo
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According to the Education Foundation (1994), 22% of school-aged children in the "\.
rural area of Mbazwana, in the Ubornbo district, are out of school - there arc 10812
children not In school, in an area with a total pupil enrolment of 35 623. The longer-
term impact of this could be to increase the actual number of illiterate adults in an area

\i

where 25% of the school-aged population seem destined to become illiterate, and so
contribute to the current 75% of the adult population who are illiterate (as determined
by rates of completion of five or fewer years of primary schooling).

LITERATE PBUSONS AS A PERCENTAGE
OF TO'fAI, AOur.T l'OPUl.ATION

Legend
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Map 2: KwaZulu Natal: Literate persons as a percentage of total adult

popuilltion

5



There are mote women than men in the lowland areas of Ubombo, with more female...
headed households because of the migrant worker system in South Africa.

Over 85% of the households have been established for more than twenty years. There
is no history of resettlement into the area, and the community has been a stable one.
The people are predominantly Zulu...speaking.

In terms of employment categories, male residents are generally employed on the mines
elsewhere (31%), as labourers (17%) and construction workers (11%). In 1992, just
over half of the households (52.7%) were receiving R500 or less per month, and the
mean monthly income was calculated at R46$ per month per household, according to
Attwood (1993). The Household Subsistence Level in 1993 was R723~ according to
May (1995). which determined that in rural KwaZulu Natal, 63% of the Aii:iean
population lived in poverty. In addition, it is estimated that of the 74 438 adults
between 18 and 64 years with less than a Standard five education, 10554 are formally
employed and 63 884 unemployed (Education Foundation, 1994).

Related to the high level of unemployment, and the demand for employment-related
skills training, and the emergi{lg pattern of self-employment activities in the area. In
1992, over 10% of households rau some form of business, with 80% involving only
one person. 47.5% were engaged in running spaza shops, or small grocery outlets, La

earn money from those who brought money into the area from formal employment in

other areas, such as the mines. Very few people were involved in any production
activity (8.5%) or agricultural production (4.3~b). Agricultural production by local
residents comprises maize (48.3%) and peanuts (20.2%) (May et al, 1992). Most
farmers wanted to grow food crops, if suitable land could be obtained, but the soil is
sandy and saline, with a very high water table.

The most common expenditure was all food, groceries and energy, followed by
transport and medical expenditures. The highest mean expenditure was on food,
followed by saving'} and pensions, accounts, durables and clothing for those
households that spen; money on these items.
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Mezirow ef al, (1975, in Camperell et al, 1983) showed that tutors who emphasised
non-traditional subjects, such as consumer education, health education and coping

skills reported fewer dropouts. Successful tutors also combined commercially
prepared materials with tutor and learner prepared materials and they were also able
to indivl.Qunlise instruction. A study by Orem er at. (1980) found that the lower the
social background of the tutor, the greater the emphasis on the non-traditional areas
of health and consumer education. This was also found in tutors with greater numbers
of years' experlence.

Stephens (1971) feels that the effective tutor presents informatton in a light accessible
way that is not superficial, and needs to be actively prepared.

Chambetlain (1961, in Campbell 1977) suggests that a tutor's ability to communicate
articulately in both speaking and writing is important, Campbell (1977) Supports this
by further proposing that the effective tutor should be articulate, audible and outgoing,
while Soifer (1990) feels that tutors must be proficient with language, ~Ild should be
attentive listeners, articulate speakers, regular readers, and thoughtful writers. This
has implications for selection and in-service tutor development, in terms of a focus on
development of communication skills.

2.3.2: Qualities of an (lffective rural adult literacy tutor
Eff(;ctive tutors are cited by Knowles (1980) as being people with specific personal
characteristics, such as being able to elicl; learner responses, able by their personal
manner and personality to establish "effective" classroom relationships and meaningful
human relationships that fncilitale effective learning. Many different personalities seem
to have been succc..~1fulliteracy Mars, according to Legge (1967, in Campbell, 1977).

Wlodkowskl (1993) feels that we should sec these dc,':liH10le qualities as skills, and not
as abstractions or personality traits. They can be learned and they can be' Improved
upon through practice lind effort. This would need to be studied in terms of how
learners and tutors consider that effective qualities in effective tutors were developed.

27



In addition, Carter and Short (1969, in Campbell 1977) feel that the effective tutor
should understand the practice and psychology behind positive reinforcement of'
learning. This is important for the tutor to understand, particularly in the process of
helping to develop the self-worth of learners.

..
More speclflcally, Knowles (1980) proposes that tutors should be able to describe the

differences between youth and adults as, learners, and the consequent implications of
this for teaching and learning, and be able to assess the effects of learning, within the
COIHcxt of an understanding of adult psychology, emphasised by Robinson (1962).

'This implies though that the educational approach for adul!..'!and children should
ne~c.'!sari1ybe vastly different, and could reinforce ineffective teaching itt the foron,l
schools,

'The tutor should also understand cognitive skill development approaches, crcatillely
use a varicty of approaches, and have skills-expertise in teaching. training, materials
production, planning and programme evaluation (Mctala, 1992). Tutors should,
according to Legge (1967 in Campbell 1977) and Campbell. (1977), know the
rationales for choosing materials, methods and techniques, and be abl~ to
knowledgenbly usc a wide range of materials and methods to create :~teaming situation
and to select those most suitable for the class nt the time. Individual differences should
be taken into account, and small group processes effectively used.

The skills needed by an effective tutor nre proposed by Nunes (1987), who suggests
that an effective tutor employs appropriate diagnostic techniques, groups learners
according to test results, nnd employs appropriate evaluative tcclmlques througbou;
tho iearning process. In addition. roadability scales are used to evaluate materials, and
curriculutn is written for specific needs. This also requires that materials be evaluated
and ud:lptcd for the adult learner and related to life experience. 'This evaluation would
need to take Into account emerging naiioual staudards, but also accommodate learner
needs jf these arc different,
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between what the learner is comfortable with, what the learning group may require,
and what the tutor's rationale and valves consider important. It is, for example,
acknowledged that South African society does need transformation, both socially and
economically, and is the essence of what the Government's Reconstruction, and
Development Programme (RDP) hopes to achieve. I have found that this need to
transform is often an amdety of planners and tutors, and not the initial motivating need
of many learners who often simply need specific skills to enable better functioning in
their particular contexts.

Elsdon, (1910: 97/8, in Campbell, 1977) feels ibat we need an understanding of the
psychological and sociological processes underlying learners' decisions to join classes.
of their learning activity within these classes, of their relationships with each other as
(earners and as members of II group, and of their relationships with the tutor.

Adult educators. along with other professionals, of len suggest that competent
performance is a matter of familiarising oneself with theories and then, of putting these
acquired theories into practice as relevant occaslons arise. "Putting theory into
practice", as the problem is often characterised, carries with it the presumption that It

particular theol'eticu~ model can fnitltfully represent n particular order of reality. This
notion is possibly not appropriate for the human sciences, which focus on the problem
of human performance. A knowledge of theoretical ccnsuuctlons is important, and it
Is more effective to think in terms of engaging thoughtfully with theory, then, putting
ourselves Into practice rather than putting theory into practlce, In other words, serious
engagement with theoretical models improves our potential as reflective practitioners,
which in tum manifests Itself in actual performance,

Knowles (1980) and Soifer (1990) suggest thut the effective tutor needs to be able to
describe, understand and apply modern theories including principles of learning and
adult, education, and results of analyses about the needs, interests, motivations.
capacities, and developmental charactenstlcs of adult lcumcrs, This would Infer the
need for effective tutors to undcl'stnnd and be able to practise hnsic rcscnrch
techniques, and support the inclusion of this ill tutor training and assessment.
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permlsslve, free environment wherein an interchange of the teachlng-learnlng roles can
take place, suggest Carter anr~Short (1969, ill Campbell 1977). Tough (1979) feels

that. the tutor-as-learner is essential for innovation and quality. The tutor should be a
good listener and sensitive to the verbal and non-verba! communication of the learners.
This is supported by Elsdon (1970, in Campbell 1977), and tutors in a study by
Graham (1982), who propose that the effcctive tutor would need to acquire and

cultlvatc powers of observation, sensitivity, responsiveness, and the management skills
required to make use of them in practical teaching situations.

Effcctive tutors will also be sensitive to divergent beliefs, values and opinions if
actively Involved in a range of community activities. Brookfield (1986) contends that
one of the significant tasks of adult educators is "to nurture healthy scepticism toward
ideologienlly biased explanations of the world" (P151). To accomplish this tutors must
create an educational selling where diversity is valued and respected "where beliefs,
values, end notions are externallsed and subjected to collaborative Ilunlysis and in
which participants are nfways ready to alter their lines of inquiry on the ba.,vj of neWly

realised lnalghts or interests." (Brooldieldj 1986: 217, in Soifer 1977). Tllis can only

be dono if tutors themselves act with the same respect, and is potentially an extremely
important issue in I(wnZulu Natal, with its history of politioal intolerance and related
violence,

!

The only way for tutors to be effective, and resist slipping into traditional roles
unknowingly, according to Brookfield (1986), is to havt a thoughtful rntiolttlle to
guide practice. 'tutors must kI'1oWthemselves, what they do, and. why they do it. Shor
(1987: 94) interestingly point.4 out that despite "afl my reasoning and ingenuity and
good intentions r have to regularly ask students to leave the course ... I can't let them
wreck my work so I tell them to drop the course if they don't change," 'I'his
highlights the conlllc; between what the tutor and learner consider effective, and raises
the Issue of whose values and expectations are right, "effective", justified, and should
win the dny, 00 adult learners not have the right to be satisfied and demand an
approach that satisfies their need for authoritarianism? I believe that they do. and theil'
ultimate selection of effective provislon should be respected, But t1 tension may exist
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evaluating the programme. Freire (1987) however disputes the idea that learners and
tutors can be truly equal. It is beyond the power of either to create this equality, but
the difference should be acknowledged and not be amagonlstlc,

Learning procedures and outcomes must be understood, and suitable. procedures need
to be used. The experience of others is valued as a resource for accomplishing work
and learning. The effective tutor should also be prepared to encourage the group to
take risks in experimenting with new ideas and approaches, and view failure as
something to be learned from rather than be defensive about.

The effective tutor should have a belief that most people have pOlc.'1tialit.yfor growth,
and have the ability to keep on leurning. Madry (1963, ill Campbell 1977) Ime!
Knowles (1980) support this with the view that within tutors there mus~l be a
conviction of the potentiality for growth of adults, and a strong personal commitment
to adult education illustrated by the extension of their own education. The willingness
to accept others' ideas, th~ encouragement of freedom in thought and expression is
fundamental, as is 11 dynamic rather than a static view of the world of adult education.
Aker (1963, in Campbell, 1977) proposes that the tutor must be actively involved hi
continuing study that will increase professional competence,

It seems to be true that, for most adult learners in most adult classes, learning Is
facilitated if the tutor can develop relationships which result in the class developing a
collaborative, democratic community ethic as opposed to one composed of individuals
competitively seeking the fulfilment of their own personal desires, according to the
view of Stephens (1971, in Campbell 1977) and Carter and Short (1969, in Campbell,
1977). The tutor's task may be viewed as being to release the full potential of learners
in a trusting cnvhoilment, and this is more likely to happen if the tutor is all

understanding, accepting 'porson, respectful as well as respected, in a group which bas
attained both freedom and a social stability,

Reflective and effective tutors should have ovcrarchlng views of themselves as
learners, and are curious about many areas of knowledge, and facilitate an open,
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centre-stage rather than those of the tutor, whose designated role is that of facilitator.
The extent to which either tutors or learners find controlling structures problematic
requires consideration. Self-directed learning takes cognisance of past experiences of
ad'JU learners, and their natural inclination to undertake learning projects of their own
initiative is taken into account. Soifer (1990) suggests that a tutor who assumes a role
of presenting information in an instructive way with the goal of getting desired answers
from learners is not effective. More appropriate would be building lessons upon the
learners' knowledge and experience, and helping them acquire the tools for lifelong
learning. This development of the tools for lifelong learning mayor may not result in
engagement with controlling structures. This is a choice that learners need to make, in
the context of their own conclusions and the nature of the environment.

The extent to which tutors adapt theil' lessons to a learner's levels of experience and
skill development is Important. Lessons need to be adapted, and learners need to be
given things to do •that arc within their reach, The learning process needs to be
matched to the abilities and experience of learners, whether it be materials, activities,
assignments or discussions. The tension that exists though, is the extent to which this
should be simply matched to thelr abilities, or introduce new experiences that wlll
encourage further growth, as proposed by Vygotsky (1978).

Nunes (1987) considers it important for an effective tutor to recognise individual
differellces and thereby be able to identify individual limitations, vulnerabilities, and
needs, including accommodating extracurricular responsibilities. In addition, he
suggests that it is Important that II tutor differentiates between individual learning
styles, and involves the learner ill the learning process. By ineornorating life~
experience, the tutor enables Immediacy of application. It is also h
tutor distingtlishes between adults and other categories of learners.

.ant that the

Kuowles (1980) and Tough (1979) emphasise that the effective tutor should
meaningfully recognise the role of the learners as equals who deserve conslderatlon
and respect, and who should be involved in self-dlagnosls of learning needs, and
subsequent planning of goals, objectives and dlrecuons for growth, and condtlcting and
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Shot (1987) sees the effective tutor as being one who withdraws as the director of
learning. According to Brookfield (1986), and based 011 my own experience, many
tutors place value on collaboration and responsive educational practices. Practice,
.however, exposes them to circumstances that may contradict their own philosophical
positions and create a tension between what they want to provide and what is needed
or demanded of them. Timetables, economic necessities, rigid curricula, public
examinations, and norms of "what works," can all lead the tutor to become more
instructive and authoritarian. The philosophical base may be further undermined by
learners' needs for more direction and structure, less "ambiguity", and for greater tutor

intervention in learning, through their own socialisation in society, particularly in the
context of apartheid South Africa from which we are emerging,

Brookfield (1985, p284, pg. 25 of Collins 1991) views the effective tutor as:
...encouraging adults to perceive the relative, contextual nature of previously
unquestioned givens. Additionally, the educator should assist the adult to reflect
on the manner in which beliefs, values, and behaviours previously deemed
unchallengeable can be critically analysed.

This assumes that the tutors have themselves developed such a capacity Ior reflection
and perception, and Brookfield (1985) implies that this would necessarily be an
important characteristic of an effective tutor.

Careful reflection of our practice is not automatic. It is difficult, and not always
feasible, to put aside taken-for-granted positions as We go about Our main day-to-day

tasks. To be able to continually and carefully reflect is something that needs to be

learned and reflection is needed to identify the most appropriate strategies at hand.

The focus of developing or encouraging serious engagement wijh controlllng
structures ill society can rise in conflict with the notion of self-directed learning that
has become a guiding principle for the practice of adult education in South Africa.
With self-directed learning strategic.", the needs and activities of the learner take
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Lawson and Monette (1979, in Brookfield, 1986) both condemn the "service rationale"
of many adult education programmes and tutors. By merely responding to needs, they
feel that the tutors are not required to make value judgements about different
curricular issues, which they should do as part of reflective practice. Moral and value
choices are secondary, and learning can be purely needs driven. This raises the issue of

whether learning should be completely responsive to learner needs, or partly driven by
tutor values and assumptions that have been shaped by their world-views and by

training.

Brookfield (1986) points out that the facilitation of learning is a value-laden activity.
where tutors make choices about the curriculum and programme that reflect their
values and belief" about adult learners and learning. He proposes that the ultimate
objective of education must be to develop the critical faculties and self-worth of
learners, and any attempt to define lilt effective tutor would need to take cognisance of
this. This infers that an effective tutor should rather be defined in terms of the extent
to which learners have developed these critical faculties and self-worth, as opposed to
a decontextuallsed uuot-focused profile. The latter form of study, however, is of value
in terms of commonly understood qualities and actions that contribute to what
Brookfield (1986) considers to be the ultimate objective, and the extent to which a
particular type of tutor is able to more effectively develop the critical faculties and sel£·
worth of learners.

'The tutor role of social enabler, as identified by Graham (1982), helps people to
control and adjust to change rather than to simply maintain the status-quo, and in a
related way, helps learners develop the ability of critical thinking, according to
Campbell (1977) and Brookfield (1986). In addition, the lear:ningenvironment that the
effective tutor helps develop, should encourage the learner freedom to search, through
trial and error, without fear, Within this framework. Nunes (1987) highligh~~ the
importance of an effective tutor being willing to lake risks. I feel that this freedom is
important, and that the empcwetment of individual learners involves the development
of a critical capacity within a free environment.
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in day schools have roles defined for them, by the community and necessity, and are
asked to make paradigm shifts for the adult classes, which may be difficult. Mezirow
et al. (1975 in Camperell et al., 1983) however, found that most successful literacy
tutors, in his study of programmes administered by public school systems in the United
States of America, were employed on a full-time basis as elementary school teachers.
This suggested that effective tutors needed to have a core of experience in leaching
reading and writing, and that this experience could be relied upon to tailor instruction
to the needs and abilities of learners. It is possible that many formal school teachers
make effective learner-centred adult literacy tutors, and that there would possibly be t
more significant interference from their history as pupils than their current roles as
teachers.

Equally problematic is the recognition and status given to diffcren! forms of
knowledge, with knowledge from the school being legitimate, and knowledge from
outside the learning environment illegitimate. This has obvious implications for the
learning environment as different forces attempt to impact on curriculum and conduct.

Soifer (1990) also proposes that the effective tutor must be aware and interested in the
many issues, topics, and concerns that are important to adults, and should have enough
awareness to recognise timely information that is Significant to learners, as opposed to
being knowledgeable about things in depth. Tutors who are involved in tJolif.ical,
social and economic activities are continually expanding their views, and will feel
comfortable using current topics as the focus for lessons centred on authentic content
in a realistic context. Knowledgeable tutors will bring a multitude of diverse
resources to the learning situation and will introduce content that links with the
learners' prior experiences and needs.

Freire understands that by having this knowledge, the tutor wilt have authority and be
an authority, but that "freedom needs authority to become free" (1987: 91.). Where
authority denies freedom, it becomes authoritarianism. Authority must be used by the
effective tutor within the limits of democracy \() encourage empowerment, if learners
allow this, and if the tutor has the skills to enable it.
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opposed to one who places more value on a collaborative, learner-centred
environment. The learners' world-views identifywhat is effective. Do effective tutors
respond to possible learner needs for authoritarlanism and dependency, or stand loyal
to their own positions and help learners to become empowered and self-directed? The
teamer can be viewed as "the ironic messenger, inviting the liberatory teacher to fall
back into rigid relations" (Shor 1987:94). Therefore the effective tutor may need to
Challenge (earner expectations and thus interfere with their learned behaviours. This
raises conflictual issues about which processes of learning individual (earners may

requite to satisfy their needs at particular points in their lives. When judging a
particular type of learning environment, one would need to understand the identified
learner needs at that particular time, and assess the extent 10 which teaching style is
able to meet these needs.

Apps (1985) feels that an approach based on the behavloutist model, Is based on
certain assumptions that the tutor has complete control of the learning situation,
inCluding what and how the learner will learn, and that teaching is sequential, with a
definite beginning and end to teaching activity. It is possible to predict the outcomes
of a teaching activity, and to measure narrowly the outcomes; of 11 teaching activity in
terms of learner performance. What learners learn is considered external to them, and
learning means interacting with appropriate subject matter. Learners must be able to
perform something as an indicator that learning has occurred. What the tutor and
learner consider effective tutor behaviour in terms of this model, and why, can be
understood in terms of the. sociological background of South Africans, where the
education system has hlstorically vested much authority in the hands of tutors, and
narrowly defined the curriculum. Any development of centrally-defined curricula
would need. to be sensitive to this.

Apps (1985) identified a form of interference in engaging such literacy tutors in
cmancipatory, or indeed any learner-centred teaming processes. Previous formal
schooling usually has a negative influence on thr.. tutor's practice of emanclpatory
facilitation or responding to learner needs, and plays a major role in influencing learner
expectations of the learning process and tutor behaviour. In addition, part-time tutors
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2.3 WHAT ARE THE QUALITIES, SKILLS, ACTIONS AND
UND~~RSTANDlNGSOF EFFECTIVE RURAL ADULT LITERACY
TUTORS?

2.3.1 Skills, actions and understandings of an effective rural adult literacy tutor
Mee (1980) proposes that tutors function within certain structures, and it is necessary
to look at their roles and the inherent conflicts within these structures. In particular,
the role of itAi\:'iJual tutors would. need to be studied. This role of tutors wilt be
viewed differently by different stakeholders, such as learners, the tutor and the
organiser and each will have an idea of how the role should be best fulfilled in terms of
their needs and values. Conflict between role and personality needs to be explored and
understood, and is a basis to enable all stakeholders to participate in defining the nature
of the learning environment and to determine how different parties act within it. It is
therefore important to qualify any profile in terms of specific perceptions of \he role of
the tutor.

Graham (1982) identifies two tutor roles, that of subject specialist and that of social
enable!', whlch does not rneanlngfnlly take Into consideration what Knowles (1980)
considers important - helping people to learn, rather than teaching subject matter.
Considering the role of subject specialist, Robinson (1962, itt Campbell 1977),
Stephens (1971, in Campbell 1977), Campbell (1977) and Wlodkowski (1993),

propose that an effective tutor should have a considerable measure of competence in
the subject area being taught, and know something identified by learners as valuable, as
opposed to simply having a skill that the tutor presents for consumption. Tutors, in a
study by Graham (1982). perceived subject knowledge to be more important than did
learners, either because of other emphases for Icarners, or because tutor expertise was
taken for granted by the learners. The view that the tutor is the source of all
knowledge is problematic because the learner is viewed as an empty vessel to be filled
by the tutor.

Linked to this role of subject specialist, learners may Identify an effective tutor as one
who is authoritarian and who simply transfers information, skills and attitudes, as
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be reviewed. As the effectiveness or failure of the teaching strategies is assessed, the
question of whether or not appropriate standards have been met is addressed directly.
The argument is therefore more in favour of the need for effective tutors to be
reflective practitioners with access to a range of methods and continuously engaged in
reflection of their activities and results.

Contrarily, Wlodkowski (1993) proposes that one can and should define universal
Characteristics of an effective tutor, and claims that effective adult educators are
unique, with key Common elements that form the foundation of their instruction. He
suggests that these key characteristics can be learned, and controlled, by anyone who
instructs adults. In my view Wlodkowski generalises rather uncritically about the
characteristics which define an effective tutor, and pays insufficient attention to the
contextual roots of any such defined characteristics.

However, the educational reality of South Africa, with 15 million illiterate adults in
need of ABET, and few opportunities for provision, could result in the adoption of
solutions supported by UNESCO (1973), which suggest that in the event of there
being a shortage of qualified sta.ff, tutors should be recruited without any selection
criteria, or reference to desired characteristics, beyond the requirement that they be
able to read and write.

There is a need for a competent corps of adult literacy tutors, and I feel that it is

possible and desirable to define the profile of an effective literacy tutor. This would
necessarily need to be contextually bound, and rather suggest issues far consideration
by a reflective practitioner, than prescribe a rigid list of desirable characteristics,
actions and skills that should be imposed, with modification, to a range of contexts.
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two learner groups, associated with two of the identified effective tutors, were
involved as groups, and two group constructs derived. this was considered important,
in that any congruence between what learners and tutors considered to be important in
an effective tutor needed 10 be exploited. Two groups of fiflY Iearners each were
interviewed. Mr. Mdletshe was used as a local interpreter where necessary, l\t~~.

Mdletshe enjoyed a warm relauonshlp with at' participants, and enabled my rapid

integration into the, area.

Core elements of the constructs emerged as a result of consistent mention by

participants. this allowed for commonly held issues to be synthesised, and points
requiring further negotiation to be !dr.lntificd.

Tutor interviews

.>:
Learner GW\IP 1 Interview

Learner Group 2 interview

~
"'-Class Observation

I-----Mnin Constl'lIct1

ithln stakeholder group jOhlt constructlon)

>I< :Q~!ililrjngwithil1:!trp..lll1constructions and negoli~lion.
This process involved developing lind enlarging the within-group constructions by
Introducing new or additional information and by enabling group members to achieve
highet' levels of sophistication by dealing with such information. In addltion, resolved
claims, concerns and issueswere resolved, and unresolved claims, concerns and issues
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II< peveloni~..vithin.stnkeholder.grounjolnl constructions using the hermgneutic
fllil1!(l)ticP-.!11CCSS,with a sl,!ecific focus on claims, concerns and iSf!.ues

The hermeneutic dialectic process Is interpretive in character and compares and
contrasta divergent views, while moving towards trying to achieve a higher-level
synthesis of them. The process enables stakeholders to justify their own constructlons,
while questioning weaknesses in others, while seeking a common understanding to
reach consensus where possible. Where consensus is not reached, an agenda for

further negctlatlo» 'S devised.

this process took place by individual and group discussion, inter-individual and group
recycling of constructs, using open-ended interviews and nou-pardclpau; observation.
All stakehoW~rs put at risk by an evaluation had the right to place their claims,
concerns and issues on the table, within hermeneutic circles, for consideration,
itTcspect1ve of the paradigm within which they functioned and taught.

The heft\'leneUlic dialectic circle is nil essential aspect of this type of research, and it
was carefully conducted. As the parts of the constructs were examined, the meaning
of some nf these became cleurcr, and this clal'ily was enhanced by relating the pana to
each other and to the whole. This process c" comparison Icd to a re-evaluation of the
meaning of the whole, whir.:h in turn led (0 a new understanding of the components.

Thl'oe tutors were Interviewed in an open-ended manner in order to determine the

framework of an Initial, cllllc construct, which would be the start of building the
collaborauve COlic construct, The tutors were asked to provide references other tutors
whom they considered to be effective, who mayor may not have different styles or
views to themselvCM. Through this process of refcl'ral by, a further twenty tutors were
involved in individual and small group discussions. Constructs were introduced CIt the
end of each of the follow-on interviews, although time did not allow detailed datu
analysiS between interviews. This was a weakness in terms of not enabling n
structured development of II joint construct, but was overcome by recycling.
Constructs l'elnting to the researoh questions were individually derived from tutors, and
from small groups in the Mselcno uren.
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>I! !@ntifyi\1f.t11!ukeh()lders (Tutors, learners, cc-ordtnator, trainers)
I selected (he area of study based on Operation Upgrade training needs, and the fact
that Ubombo was a "deep" rural community. Jointly with KWANADBOASS, literncy
tutors and co-ordlnator» were Identified who were considered effective by the
A<;sociaUon's committee. Tutors were the most significant stakeholder group and
were individuals most at risk by the evaluation in terms of possible Impllcmlons for
selection and training. In addition, the issue of being at risk was aggravated by the
possibility of different stakeholders bringing different values to the process ..

An alternative menus of choosing successful tutors, is proposed by Mczirow ct al
(1975, in Camperell 1.983). He suggests a focua on learner retention and attendance
figures as tho yardstick to identify succeSSful programmes and tutors. 'fhis is n
possible approach to be considered in any fucther studies, but nor possible within the

constraints of this study.

Stakeholders included twenty-three state adult education tutors from the Ubombo
circuit of Maputaland, in the rural north-eastern part of KwaZulu/Natal (AppeJldix A).
Three tutors were initially identified as particularly effective by Mr. THE Mdletshe,
Chairperson and part-lime organiser of KW ANADEDASS in the Ubombo circuit.
Two groups offi!ty learners each were Involved us two stakeholder grOtlpS,

* Q!ll!Il)lslng stnkehotderl!
Within the framework of an existing association structure, a group was established to
help plan the study. This was not II stage proposed by Lincoln and Gubn (19d9), but I
felt the need to add this. If the research was to be truly co-owned by tho pnrLicipnnts,
it needed to take place within the ambit of a structure, and a committee of stakeholder
representatives was established for this management function. There needed to be
ongOing partiolpatlon, and hopefully impliclIUons fot' longer-term practice,
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therefore felt an obligation to involve co-researchers in the whole rationale of the

research in which they were participating and to seek their free agreement to. this
rationale so that, internnllaing it as their own ill a genuine sense, they could become
autonomous inquirers with me. It was still, however, my decision where to conduct
the study and the framework within which it would be conducted, which implied
significant control, although the research questions were collaboratlvely defined with
members of KW ANADEDASS in terms of joint needs. In doing the study 1 provided
conditions under which subjects could enhance their capacity for self-determination in
acquiring knowledge about that which surrounded them And affected their lives and
work in the literacy field. One of the ways I did this was by explaining different

research methods, including fourth generation evaluative techniques.

Torbett (3981, in Reason, 1988) suggests the followlltg assumptions of a Co!hlborativ(;J

inquiry, such as the fourth generation methods that were used ill this research. The
structure and variables to be studied should l~Clt b(! Pl\~Hiofined, but may change
through dialogue between the researcher and others. Conflict between different
paradigms or models of reality and tbeir proponents needs to be anticipated and
welcomed as a means of testing the validity of assumptions and challenging the
research process, To seek and offor information 1$appropriate and analytically valid.
To a large extent this was encouraged, allowing participants to vigorously propose
contradictory views in an unthrelllening environment.

3.3 METHODS OF RESEARCH
Fourth generation evaluation rests on two clements: responsive focusing (determining
Whlll questions arc to be asked and what information is to be collected on the basls of
stakeholder inputs) and the constructIvist l11e~hodology.

Using Lincoln and Guba's (1989) proposals as It guide, I structured the stagos of the
fourth generation evaluation of the learning context and tutor as follows:
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any explanatory model is the notion of the self-dlrectlng person, which is in accordance
with adult eduoatlon philosophy. We are social beings, and make a choice to relate to
each other in accordance with certain norms and conventions, Thus for any aspect of
social behaviour there may be distinct, yet related, levels of explanation, 110neof which
are mutually exclusive.

Research behaviour is but one example of social behaviour to which the level of
independent explanation applies, 'rhus the basic explanatory model for research
behaviour is that of Intelligent self-direction ~ commitment to purposes in the light of
princirJes w combhl~\ with reMive determinism. 1 was not able morally to apply. to
subj\lcts i!. model thllt we~, logically at odds with the one to which 1 subscribed, and I
needed 1.0consider thr..m selt-directillg and intelligent agents. Hence my Hsubjects"
b~e.<\momy co-resc ihers, I felt that if they were rot empowered with the research
thinking underlying this study, then they would not be functioning fully us illforme,d
and self..ditccting n~unls,fo~ ~elf-detcmlining people are those who generate, or take
up freeil' as thelr own, the .king thnt determines their actions.

Brentano (1973, in Reason, 1988) and others have regarded purpose as one of the
defining features of the i1Jtellect. We all have constructs and views about the present
and past, and r needed to consult co-researchers as a group lind as individuals to
identify the extent of difference and similat'ity in constructs. But, when the co ..
researchers were nctlng within the research arena, consulting them about the validity of
the research conclusions depended on the type of analysis being undertaken. If it was
simply behaviours I was reporting on, such as gestures and basic movement, then my
observations were likely to be reliable. aut when I was Interpreting tnesc actions in
terms of their mote complex intentions and purposes, I needed to check my
interpretation with affected stakeholders, for a person could have walked, talked or
pointed to fulfil many different highcr-otder intentions, of which 1 could well have been
unaware,

I [<>.01thai people, as autonomous beings wot'thy of respect, have a moral right to
pnl'ticipnlo in decisions and processes that clairn to generate knowledge about them. I
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of the focus situations, 31'e shaped by the values and experiences of the constructors,
and are therefore real. The constructions are linked to the particular physical,
psychological, social and cultural contexts within which they are formed.

The consensus that was sought in this study was to be the product of human
conceptual exchange in the particular setting of rural stale adult education centres in
the Ubombo circuit of Maputaland. The study had an action orlentatlon that defined a
course to be followed, stimulated involved stakeholders to follow it, and generated and
preserved their commitment to do so. It was important (0 note that the research was
organised within the structure of the local branch of the KwaZulu Natal Adult
Education Association (KWANADEDASS), and was defined by the Association
members as being important to their work in the area, KWANA1)EDASS is a

structured organisation of stakeholders, and the active involvement of the assoclatlon
gave participants greater control over the research process, nnd engendered a greater
degree of mutual trust. This shared ownership of the study resulted in high levels of
motivation.

I interacted with co-researchers in a manner that respected their dignity and privacy.
People were able to decide if they wanted to participate in the research, and could
regulate the extent to which they wished to paulcipate, Full partlclpatlve involvement
was enabled, in which the stakeholders lind others who could have been drawn into the
eveleatlon, were involved aa equal partners in most respects of design, implementation,
interpretation and resulting action. of the evaluation. Tr.lis had the result of making the
process a lengthy one, but had the advantage of contributing to the empowerment of
all participants for longer-term research Involvement ill the aree, and, I believe, enabled
a deeper level of particlpatlon in the process.

\'t_
\1

3.2 WIlY WAS FOURTH GENERATION EVAL'UAT((lN APPROIJRIATE?
Heron (1988, in Reason, 1988) considers the phHosophicli1 basis for the new paradigm
within which fourth generation evaluation is l1nnly placed, to derive from an argument
about the nature of research. He proposes thnt research is a creative activity that
cannot be restrained within an explanntol'y model of absolute determinism. Centra) to
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Chapter 3 RESEARCH DESIGN.

3.1 INTRODUCTION
In attempting to research what effective tulOl' qualities, actions, skills and
understandings are, an appropriate research design needs to be outlined, along with a
rationale for it.

A" an adult educator, I felt that it was important to respect the tutors' and learners'
experiences and values, and acknowledge the context in which they were teaching,
learning and Hving, before any attempt could be made to evaluate tutor effectiveness.

An attempt to assess this by a person with possibly contradictory values and from a
differellt social background, and who could be oblivious to the context in which
teaching and learning is taking place, could he limited. It was therefore important that
Ihis study include fol' consideration the views, or constructs, of the tutors and learners
themselves, as well as the researcher and any other stakeholders. It was hoped that

such a range of people could shed light on the nature of lellrning and all that impacted
upon H, and provide a context in which to meaningfully evaluate the research
questions. I therefore supported an open, transparen; and participative means of
research, with a central dynamic of negotiation and mutual-respect. "Fourth
generation" evaluative methods, advocated by Lincoln and Guba (1989) Were selected

for this study because of its key dynamic of negotiation.

Fourth generation evaluation employs the metM,~ology of the constructivist paradigm,
by responding to the claims, concerns and issues ox stakeholders. Its objective is to
develop a judgmental consensus among stakeholders around specific issues. 'l11c
process honours the contributions of the many patti0ipJlUl!l, and allows all a measure of
control over the activity and outcomes,

The evaluation outcomes are not simple descriptions, but rather represent significant
constructions that are formed to make sense of altuations in which people live and
work. The f1ndlng.'l IIrC created through an interactive process that Includes the
researcher and stakeholders. These constructions, through which people make sense
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explore mechanisms of integrating education and training, Tutors need to help further
develop critical capacity in the context of political violence. The extent to which these
skills and qualities are supported in tutor training and support programmes,
remuneration and defined career paths is questionable.

Maintaining a sensitivity (0 the learning and community contexts, and the paradigms
that inform tutor actions, behaviour and qualities and learner needs, the next chapter
outlines the research design. Theoretical constructs of the effective adult literacy
tutors will also inform the discussion of research results in Chapter 5.
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In terms of professionalism, Nunes (1987) believes that an effective tutor follows
procedures and policies, is prepared for class, dresses appropriately for the situation,
fulfils duties and responsibilities, displays leadership, and responds appropriately in
situations of conflict. The management of the learning context, organisation, and logic
of approach are also important for an effective tutor according to Nunes (1987). He
proposes that effective tutors monitor and manage the classroom, materials and
supplies, and manage time effectively. In addition, they plan effective lessons, manage
well in crisis, prloritise information and tasks, and, foresee consequences and plan for
contlngencles, This is supported by MeziLlw et al, (1975 in Carnperell O( al., 1983)

who highlighted the importance of management skills to enable tutors to accommodate
learners who entered programmes at differeJ1t times and who had irregular attendance
patterns.

2.4 CONCLUSION

Views differ about whether or not one can or should try to list qualities, skills, actions
and understandings of effective literacy tutors. I consider that all views do directly, or
indirectly ascribe certain attributes to effective tutors, whether these be generic
behavio~t's, or more abstract qualities, such as being reflective about their educational
practice.

Any attempt to define an effective tutor would need to be contextually informed,
taking into account the values and experience of learners and tutors, and [he nature of
the learning environment. It would also be important to consider and respect the
paradigms of tutcrs and learners, and acknowledge any demands placed by one's own
paradigms. It is only through studying these issues through the many different
perspectives that exist, thar one can determine why certain actions, qualities or skills
mayor may not be effective for different learners lind tutors at specific stages of their
lives and educatlonal development.

..
Huge demands are made of adult literacy tutors in terms of theit skills in the
classroom and personal qualities. In an area where the majority of people are
unemployed and poor, tutors are expected to meet a range of learner needs and
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With expertise, empathy combines to make the tutor a powerful and caring person in

the eyes of the learner, who would, however, need to avoid a relationship of
dependency.

Empathy in instruction can be viewed in three parts:

Firstly, the extent to which the tutor has a realistic understanding of a learner's needs
and expectations for what is being offered needs to be understood. Grabowski (1976,
in Wlodkowskl, 1993) found that the competent adult tutor understands and provides
for the needs of adult learners.

Secondly, the extent to which we continuously consider our learners' perspectives must
be assessed. The effective tutor continuously considers the learners' perspective, and
this is effectively an attitude and a skill. The more that we mechanlse and objectify the
learning process, the more adult learners need to know we care about them as human
beings.

Thirdly, Wlodkowski (1.993) highlights the importance of empathy as reflected in.
understanding and consideration. The more learner needs and expectations are not mer

by what and how they learn, the smalle; the chance that they will be motivated to learn.
He points out that entire motivational theories arc based on need gratification
(Maslow, 1970 in Wlodkowski, 1993), nod nny tutor of adults should look lit these
learners and see theil' world and what they need from it as they see it. Adult learners
learn in response to their own needs and perceptions, not those of the tutors. Empathy
is the skill that allows tutors to meet this Iormidable requirement for motivating
~teaching.

Creativity is important in effective tutors, according to Nunes (1987), and enables
tutors to distance themselves from their own perspectives, uses fnmillar materials in
innovative ways, and be familiar with and apply various theories on creativity.
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Enthusiasm has long been closely related to increased learner motivation as well as
achievement (Rosenshine and Furst, 1971, in Wlodkowskl, 1993). Gage (1979, in
Wlodkowski, 1993) and Nunes (1987) view enthusiasm all a universal tutoring
behaviour of effective tutors. He suggests that the way in which tutors relay
Informatlon will always take precedence over what is said. But, without substance or
an flbility to relate to learners, 1feel that the over-spirited tutor may seem superficial.

High teacher enthusiasm can be measured against eight indicators as listed:
Rapid uplifting varied vocal delivery; dancing, wide-open eyes; frequent,
demonstrative gestures; varied dramatic body movements, varied emotive facial

expressions; selection of varied words, especially adjectives; ready, animated
acceptance of ideas and feeliug.'l;exubetant overall energy level, (Collins 1976,
in Wlodkowski, 1993: 34).

An effective tutor, according to Campbell (1.977) and Soifer (1.990), is a humane
person, with an interest in people as people, who enjoys working with them in solving
a problem or in achieving some broader objective, and who takes pleasure in seeing
them grow in their knowledge and understanding.

Nunes (1987) suggests that an effective tutor must be a warm, caring individual who
functions as a friend and counsellor as wen as an instructor. Fully cogntsam of the
learners' needs, the tutOl' should build all the learners' strengths, respect the learners'
ways of life, and constantly work on raising the learners' self-concepts. S/he is down-
to-earth in dress and converSali~'1l1and spends time before and after class in·prlvate
conversations, providing indlviclu!ll attention, and displaying patience during the

learning process.

Listening (Grabowski, 1976, in Wlodkowski, 1993) is the single most powerful
transaction that tells that person that we accept hint or her as 11 human being, The way
we listen, use of body language and the enthusiasm of eltcltation (Nunes 1987), tells
learners more than anything else about how much consideration we are really giving
them.

1
I
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Knowles (1980) emphasises that the tutor should have a genuine respect for the
Intrinsic capacity of adults to be self-directing, have a deep commitment to the
involvement of people in organisational and educational processes, and have deep faith
in the potential of educational processes for contributing to the solution of
organisational and societal problems. Soifer (1990) however cautions that a person
who consciously or unconsciously sees teaching primarily as a means for improving
others' deficient skills or for providing them the "right facts" should be discouraged
from working in an adult basic education programme as such a person does not respect
the learner and the knowledge and experience the learner can contribute to the leamtng
interaction, and in terms of this view cannot become an effective tutor.

Tutors should have a high degree of motivation. Campbell (1977) proposes that a
strong commitment to adult education specifically is essential and not sim.pl)\

according to Carter and Short (1969, in Campbell t977) be seeking a second job. This
is important in terms of assessing current, and in some cases, planned provlsion of
adult education using part-time tutors of the formal school system, who may confuse
the values, alms and philosophies of adult and child education, and who may have
mainly a financial motivation.

,;;ansford (1983) proposes thai in most educatlonal settings, a highly m.otivated learner
will learn regardless of whether or not the curriculum, materials Or the teacher are.

particularly motivating or effective. A highly motivated teacher can, however, make
the difference between success and If-ilure of a broader range' of ABE learners.

Stephens (1971, in Campbell 1977) and Wlodkowski (1993) place much emphasis on
the importance of enthusiasm as a quality of an effective tutor. They suggest that

enthusiastic tutors care about and value subject matter, and teach it in a manner that
reflects those feelings, with the hope that learners will develop similar feelings.
Emotion, energy, and animation arc clearly evident during their teaching,
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4.1.3) Wbltt tutors disli~Jlbollt adult literacy teaching?

The over-arching issue was that of Inconsistent learner participation, largely through
absenteeism because of children being sick, meetings, cattle dipping, selling goods,
pensions and transport. Both tutor nnd learner stOupS cited these us the mail). reasons
for absenteeism. Absenteeism made it difficult to progress with the syllabus, as did
Iate-comlng and dropouts.

Grapil .:;Whnt tutora like
IIte"8cy toachlng

The fact that adult education was under-resourced was considered a problem Insofar as
there were not enough teaching aids, and not all helpers could be paid. Tutors felt that
they were Inndequately paid, and that the entire process was under-resourced lending
to insufficient time for classes, particularly with those issues that required lengthy
Introductlons, ItWM also felt thal dedicated l\d\\lllcluning centres were l\ceded, since
adult needs were different to those of children. Tho luck of electricity was n problem,
particularly for the classes that ran at night.

Classroom. dynamics were a problem InsMI\1'as many of the learners worked in formnl
or informal employment, unci were tired and unable to concentrate in classes that,
thl'l:>ugh ,necessity, finished Iate, Becar-e (.If this, many did not do homework, Itwas
als:I' a problem thut some WNe l1oisy, and spoke while the teach~~.I'WI~Strying to teach,
C11~sse,'lwore sometimes difllcuH to manage, Some learners teased each other; and,
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A strong national and Christian sentiment motivated some tutors to initiate and run
adult literacy classes in their communities. One tutor expressed his concern that all a
Cht'istinn, he must share what he had. A concern was expressed for those who were
unable to develop their own views through being unable to read and write.

4.1.2) What tutors like about adult literacy teaching?

A common response to this question was that adult literacy classes made the tutors feel
happy, fuU1lJed, and ~nabled them to give back to the community what they bad had an
opportunity to develop in themselves.

"When I have taught a mother, I have taught a child ... they want to share their
knowledge and skills with their children at home" (Miss B T N;mmnio)

Classroom activity was also a significant positive feature, and tutors noted that they
liked classroom discussion, and being able to be free together without any need to hold
back; adults were not afraid to contribute. This was contrasted with teuchlng children,
who often did not comrtbuie, perhaps through lack of experience, Tutors hold that this
discussion allowed £01' reciprocal gain, as adult learners are generally interesting and
knowledgeable. Adults made the learning environment easier, in the sense that they
were goal-oriented, motivated and conscientious. Learners tried hard to learn other
Innguage.'i, and used expressions learned within and outside the classroom. They also
exerted themselves ln npplylng their knowledge. Tho fact that learners were motivated
was displayed when they showed their interest, happiness, friendliness and confidence
When tutors. introduced a lesson, and often complained of Insufficient time.

Lenrners co-operated with others in the class, and had respect for their iellf'w learners
und tutor. They asked when they did not know somethillS, and made tutors help them
solve problems. Learners often came back to thank tutors after classes and in different
co1110x18. The fnct that progress was clear and itnmed[ntc:· was also motivating to
tutors. Some learners made learning fun, and this also motivll\\ed some turors,
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Chapter 4 ~ONSTRUCTS
This chapter presents the constructs that emerged from the study in Ubombo. Main
Construct 1 is the initilll construct that emerged from interviews and discussions with
tutors and learners in Ubombo. This is presented in response to the key interview
questions lind highlights points requiring further negotiation, and includes graphically

the rankings of different views.

The constructs developed through tutor observation and the questionnaires follow.
The follow-up visit to Ubombo involved negotiation around unresolved claims,
concerns and issues, and the outcomes of this negotiation are presented as a separate
construct. This is lollowed by the construct developed by NGO and universlty-based
tutor trainers and academics.

4.1 MAIN CONSTRUCT 1· WITHIN·STAKEHOLDER. JOINT
CONSTRUCTION

Main Construct 1 was developed through interviews and discussions in the Ubombo
circuit of Maputaland in. the period 13 • 18 March 1995. The Iftrlgunge of the
construct has been wnucn in a manner as close to the translations as possible, to
enable active engngement with the construct by English second-language speakers who

participaled in the study.

4.1.1) ;Wh:y tutors becnmc in!'Qlvcd III adult lltctncl1

Tutors felt a desire to respond to needs III the community in which tbey lived, and this
was motivated through being told of adult learning needs or by witnessing these
lenrning needs while engaged in normal activities in the corumunity, slleh as shoppinS'
This need was brough, (0 the attention of many of the actlve literacy tutors by groups
of parents of the children that they t!lught in day-school, who apl)roached them to

arrange adult litl~rllcyclasses.

Some of the tutors bad experience of tOl\ching adults and found it rewarding to the
point that they ;sought out the opportunity to become Involved in their present classes,
Some of the tutors were products of adult education classes themselves.
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questionnaire enabled a degree of methodological triangulation 10 luke place. This was
not used to verify the constructs developed by the hermeneutic dialectic process, but to

determine if an alternative methodology generated similar constructs, as well Us to
contribute to the hermeneutic dialectic process.

The final effo!'t in terms of validity, was tbe attempt to allow all co-researchers further
opportunities to contribute to and question their own and other people's and group
constructs, while taking into account of the views of relevant literature.

I attempted to achieve reliability by attempting to document the research process
comprehensively, and specify the context.

3.5 CONCLUSION
Research is essentially about power. Research can be empowering, and involve the
various stakeholders, by using approaches that share power. It can be dlsempowering
and vest all control with the researcher, I feel that there cannot be a contradiction
between what lhe researcher is researching and how the research is conducted. If
teamer-centred, democratic lcarning environments are encouraged and valued in adult
literacy classes, then research must mirror these principles and be conducted in a
democratic, negotiated manner, that respects the views of all stakeholders.
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The divergen; nature of the stakeholder groups resulted in convergent and contextual
validity. Observation and the range of interviews contributed to a number of different
perspectives, and enabled views to be compared. The 'Valueof evidence from different
viewpoints was compared and assessed; 1lnd actual words and quotations were
recorded where appropriate.

Specific issues threatening the validity of the research were considered, discussed and

guarded against. The initial three tutors chosen by Mr. Mdletshe as effective tutors,
were employed at centres with funding and resource needs, and Iwas initially cautious
about this influence on the 'choice of tutors and centres. In additioll, as a person
associL~ed with the training organisation responsible for training many of these tutors,
the process needed to guard against participants seeing the study !IS a training Course
recall exorcise. I cautioned people about this and was honest about my pr.rsonal vic.''Ys
on issues that, contrasted with some of the positions presented in the tratning course,
There were also instances where tutors demonstrated an urgent need to try to impact
on specific issues related to Operation Upgrade tutor and learner curricula, such as the
need for linking with vocatlonal skills training. I recognised this important need, .and
allowed opportunity for its discussion outside the research process.

Involving a local translator who WIIS knowledgeable of the ABE field was important to
the process, but presented its own problems in terms of personal needs and views. 1
was able to counter-balance this by de-briel1ng Mr. Mdletshe nfter each interview, and
by verifying translations at various later potnts in the discussions.

Because of distance, many of the discussions took place in the evening when some
participants were obviously tired. I fenred that this may have resulted in an anxiety to
hurty the process, and attempted to balance this by meeting with these people during
the afternoon on my secorkl visit to Ubombo.

The active involvement ot KWANADEDASS in the process enhanced the validity of
the process, {IS did the po~tage of introductory letter to nil ABE tutors in the Ubombo
circuit. This developed a genuine enthusiasm to participnte, and the attached

47



affect relationships, and recognise what factors might threaten ex t(\rn III validity,
according to Lincoln and Gubu (1.989).

According to Reason (198l) there are a number of issues of validity relating 10 new
paradigm research. He feels that if we want to develop validity in new paradigm
research, We must base it on an interactive dialectical reasoning, such as that fucilitated
though the fourth generation evaluation process.

By viewing reality as a process, emerging tht'Ough paradoxical development, validity
must concern itself with a valid knowledge about relationships. This research design
attempted to move towards an inlersubjeclively valid knowledge, which is beyond the
narrow limitations of one construct. The hermeneutic dialectic process enabled this,
The validity of the process was also linked to the extent to which stakcbclders were
able to declare and challenge their own assumptlon-, could move to new constructs, or
develop existing construct.'! more meaningfully.

Valid research therefore t('Sti. on a high level of awareness on the part of the co-
researchers .. awareness of one's own values and views, as well as understanding those
of others. '1'he need for high-qul).!ity awnfcness bas been emphasised and supported, in
additioll, by the view that the discipline and thoroughness involved ill thls sort of
research is considetable,

'fhe research systematically used feedback. loops, 21ncl by repeatedly interviewing,
theorising, fecdin:~ hnck theories to the next group al)d Interviewing ngnill) the group
was able to refine, clarify, deepen and dlffcrenthne impressions, initial conclusions and
concepts.

Validity was also ensured by tIle active and conscious attempt to deny, C0I1U'W"ICt and
disprove the data that was available, and tho mlgoin,g proposals about that datil that
developed.
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Main lnstruot2
_._- Superconstrtlct 1

Experts interviews
(lndividuals/Trnlnlng NGO's)

Literacy expertise was additionally derived from interviews with: Elda Lyster
(University of Natal- Durban), Sandra Land (University of Natal » Pletermaritsburg);
Thabiso Mayo (Operation Upgrade), Pat Dean (Operation Upgrade) and Sandra
Mahomed (Operation Upgrade), who were interviewed and also exposed to previously
developed constructs. These individuals and organisations have a vast pool of
experience in ABET, training literacy tutors in rural areas, and in evaluation. It was
also important to understand the operating paradigms in which the training of tbe adult
educators and tutors takes place, in order to determine its influence and to undel'stand
the effect that this would have on tutor behaviour and approach.

Flndfngs of this research project will be distributed to nil stakeholder participants,
provinotal education departments, NGOs and universities involved in the traiuing of
literacy tutors. Regional workshops are to be planned with Operation UP8rade
training staff, KWANADEDASS, and the I<waZutu Natal Education Department.

Fourth generation evaluatlve techniques can be criticilwd for their apparent complexity,
and the length of time it' implement them, when seemingly ()asier mCI:i1()dsare
I\vailalble. I feel that evnlulIth:m of the processes of II learning envlronment, Imel the
tutor within It, will be less than meaningful if not conducted collaboratively as
suggQ,sted by this approach.

3.4 llSSIUF.sOF vALrorrv ANDRELlABILITY
The risk ()£ being too focused on Internal validity has the effC(~tof compromising
external vnllditv. There does, however, need to be an ewarencss of the factors that
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wpy of the questionnaire and reply envelope, which improved the response to twelve
MOl'S, at' 22%.

It should be acknowledged th~t assumptions were made before the field visits, and
leading questions were used insofar as tutors were asked what they considered the

qualities or skills of a good or effective tutor to be. By implication, thi.swould sugge..'lt
that it is possible to define such a list, and possibly precludes all alternative view that it
is not possible to define a good or effective tutor in such a tangible manner.

The results of the questionnaire were introduced, along with the class observation
schedules, etfc coustructs of the experts, analects of the literature review and my own
construction as an outsider to the community. These were openly critiqued by
participants.

'" Developing a joint construction. or superconstrucl and recycling within the grounJQ
confirm tho validjty. of the constructs

Understanding consisted of eircular and spiral relationships between the whole lind
parts, between what WlIS known and what was unknown, between the phenomenon
Itself and its wider context, between the knower and that which was known. This is a
dialectical process that could possibly have been iniinitc, although we finally rested at a
point agreed to by nil stakeholders as a consequence of agreement and acknowledged
Iime-coristraints,

The process of the hermeneutic dialectic involved identifying chall<m~es, negotiating
the constructs, and collfirming these constructs through a process involving all
stakehoklcrs of the learning environment
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The interviews accommodated an informal component while still covering
predetermined key issues. this resulted in considerable depth, and the identification of
broader Issues that might otherwise have been overlooked. Tbe depth was necessary
for the purposes of comparison, to flnd point.') of congruence and disagreement, and to
work towards developing a common construct.

Ny (1990) agrees with Kerlinger (1970) that interviews can and should allow for
:flexibility by having components that are open-ended. This is necessary to provide
insight into whether respondents really have any information or, more importantly in

the case elf this research, clearly forml.llpted opinions. It was for this reason that ill the
second series of interviews in Ubombo, mote structured questions were introduced
,Into the process, to focus on points requiring clarification or elaboration.

Questionnaires in isiZulu (Appendix F) were sent to all ABE tutors in the Ubombo
circuit. Questions were asked, as follows:

1) What is it that makes Ii literacy tutor effective In II rural area, such as
Ubombo?

2) How can literacy tutors evaluate their teachfng?

3) How do effective literacy tutors develop the quallties, actlons and skills that
are effective?

4) Can you think of someone you think is a really effective literacy tutor,
wiith.whom {Cal').speak?

The qUe.llticl1naires wore posted two weeks before my visit to the area, and had the
intended ct1~I.ctof developing 1\ consciousness about the focus of my research. They
also provid(~d an opportunity for tutors to contribute to the study, pl.1~ticulnr1yif'they
were not dl~ectlyinvolved in the bermencutlc dialectic process. A covering letter in
isiZulu, introducing myself and explaining the research, and questionnaires were posted
along with a pre-poid return envelope to 53 tutors. (Appendix G). Seven tutors, or
13% of the uuors, responded to this questionnalrc, A follow-up letter was sent wHh a
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Observation studies are superior ... if data is collected on non-verbal behaviour.
The investigator can discern ongoing behaviour as it occurs and is able to make
appropriate notes about its salient features. Because of extended time, a
researcher can develop a more intimate and informal relationship with those
s/he is observlng, generally in more natural environments that those in which
experiments and surveys are conducted. (Bailey, K in Cohen and Manion

1980:103).

Data-gathering through observation has acknowledged strengths. Bthioal issues
related to the observation of behaviour were considered, and the tutors and learners
being observed were voluntary participants. In addition, all observed tutor behaviours
Were discussed with the tutors in order to determine motivation for their actions. I
avoided undue coercion to participate, embarrassment caused by sel1sitiw questions in

all interview, or impositions on time.

In the initial series of interviews, a loosely structured interview method was used to
determine the backgrounds, circumstances and needs of tutors And learners, and to
determine what each considered to be the necessary components of effective literacy
delivery. An interview schedule around each of the research questions was posed in
order to provide a frame of reference for participants' answers (Appendix E). The
phrasing of the interview questions was detennined collaborauvely by the
KWANADEDASS Chairperson and myself.

Cohen and Manion (1980) suggest that open-ended questions have advantages in that
they are flexible:, and allow for greater depth of discuss lUI around developing focus
points, to explore views and misunderstandings, These questions also allow Cor the
parameters of knowledge to be jointly determined, and may result illl unanticipated
answers that sometimes exposed unknown relarlonshtps and views. Linl~ln and Gubn

(1989) support the use of unsuucturcd questkms at the initi!ll phases' of developing
constructs, while the researcher attcmpta 10 ellicit panlcipauts' ettc censtructions in
their own terms,
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Literature analect

.i>:
'tutor interviews

Postal ~ -: Learner group interview

Main Construct 1

Observations wero made concerning insights developed during the hermeneutic
dialectic process; about teaching approaches and styles used by tutors ano, Where
possible, the needs of learners in the learning envlronment. NOIl-patddipant
observation using an observation schedule devised by Allen (1980) (Appendix D) was
used because of its focus on tutor behaviour and actions. Mr. Mdlctshc and I observed
one ABE Levell class as respectful and acknowledged outsiders. We engaged with
the, tutor and learners on a social basis before and after lessons, so that tutor and
learners were comfbrrable with our presence, In addition, I worked from the centre
where classes were being conducted and eecame known to the learners. The
interpretet was well knOW11to both gmups of learners and the observed tutor, and this
helped greatly in tI~!'n1Sof putting participants at ease. W(~ accepted that the mere
observation of a group could have produced behavioural or emotional changes in
tutors and learners that may not have occurred otherwise, uno 1 hoped to obviate this
by social engagement and more generic discussion with tutors and learners before and
during the study,

Results of the class observations were introduced to the second series of the
hermeneutic dialectic circle in Ubombo, and were used to contribute to the
development of th~~superconstruct,

41



priorlnsed for further exploration. Inforrnatlon was collected on unresolved claims,
concerns and issues from literature, further interviews and observation, and points 6f
disparity identified for further negotiation.

Information was introduced to inform constructions and develop a higher level of
sophistication among group members. Information from literature analects, results of
a postal questionnaire to all ABE tutors in the Ubornbo circuit, and results from group
discussions with the stakeholder group, were sources of information.

A Second series of interviews in Ubombo was arranged one month af"er the initial
interviews to focus on key positions incorporating diverse and conflicting claims,

concerns and issues.

Eleven previously participating tutors were selected as those most vigorously
proposing conflicting positions. One tutor was interviewed as an individual because of
his geographical isolation, and a group of ten tutors met to discuss outstanding issues.
In addition, a learner group of 35 learners was also revisited to consider conflicting

On each of these occasions, participan~'l were presented with the full range of
positions, and discussions of their own positions were conducted in greater depth. In
addition, summarised positions of class observations, literature. review (Appendix B)
and the previous gre/up constructs (Appendix C) on the associated topics were
presented to all' participants, on paper and orally, and were discussed point by point.
Acknowledged points of difference and consensus were noted. 1 feared that difficulty
would bQ:encountered in the criticism of analects, so these were introduced in a
manr .;1' that did not acknowledge their source.

Information was recorded on the basis of'observation schedules and 110L()S from group
discussion that resulted in individual and .loillt constructs, These reflec; points of
congruence and disparity in narrative form.
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Graph 10: What tutors feel makes effective adult IIte~ac::y
tutors
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or written tests. 'I'utor peer-assessment was conducted occasionally, but most ruled
this out ~s a possibility because of time factors and a history of class inspections to
i(;lentify negative activities aOli personal weaknesses. Ironically, it was felt by all that
5Upel'Visocswere necessary in a supportive role to observe tutors and introduce
alte~nntive Modng techniques. Some tutors questioned learners about whether they
did what they were tllught, while others leased learners by doing something wrong and
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levels of understanding.
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Graph 0: What makes effective adult literacy tutors
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A tutor should be supervised to enable tutors to receive appropriate advice and
guidance. In addition, the tutors should be paid to avoid them becoming discouraged.

One group of tutors felt that the tutor should como from the community and be known
to learners. This would better equip tutors to help solve learner problems and support
their learning, because they would understand the community and culture, and know
the problems and learners. An opposing position was that an outsider could be taugh;
this, and could become a more effective tutor through having outside perspectives that
could be important in dealing with recurring problems. In addition, a tutor from afar
could be better in that the community may not know all the personal d, tails of such a
person and bear no hlstorlcal grudges.

It was important that the Mal' Should not be tired from day-school, and it ,;..an better

to have dedicated tutors. Age and status of tutors were not important. The effective
tutor would result from someone with a suitable character and qualities, One group of
tutors felt that it would be II problem for a woman to teach men because the woman's
role in this soclety did not allow for her to assume a more knowledgeable dominant
position than men.

Good administration was also considered essentla! for II tutor to be effective.
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lX!2lessionalisltl
Tutors needed to be organised by being well-prepared and conscientious in having the
correct teachlng-alds, schemes of work, and a logic in teaching that started at the
beginning an« \;.ltpfained everything in the first chapters that s/he introduced, This was
highlighted All extremely important by both tutors and learners.

Learners and tutors agreed that tutors needed to dress well, and be neat and more
smartly dressed than the learners, and should never wear shorts. It must be clear that
they have come to teach and the clothes that they wear must lndlcai,' a level of respect
for the learners, Tutors should also be punctual, and attend daily, never being late or

absent.

There was a strong view that a Mol' needed to be a role model and good exsmple to
learners about behaviour iu the classroom and beyond the classroom. The tutor
should be of sober habits, and not smoke or use vulgar language in the classroom.
Some felt that this needed to extend beyond the classroom, but relented after
discussion. The tutor should not be familiar, particularly across gender lines, and not
whistle in class. Morality and honesty were required within and outside the classroom,
and the tutor needed to engage in acceptable behaviour in terms of how the community
defined this. It was also felt thai tutors should not bring their own personal problems
into the classroom.

Evaluation was a key issue, and learners were adamant that they only be passed when
they deserved to pass, nnd that this should not just happen. Competency must be

ensured. The tutor should be able to evaluate learners at the end of n course.

Mtmac.ement/(}r.JJ..flJ.I;sation
An effective tutor should have authority, and learners must respect that person and feel
s/he should be there. This implied that the tutor should manage the class, and help
learners learn what they have come to learn. A commanding personality was important
in this regard.
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should know certain things at this stage of their live.'). They must treat the class as
first-time learners, although the tutor should question and challenge learners, who
hoped to be challenged and questioned, to check if they understand and to widen their
horizons. A conflict developed between a view that a tutor should work narrowly
from a local context, and a view that learning would need to work from a COil text, but
not be limited to the immediate environment.

Learners suggested that ihe effective tutor would translate fn.. them when necessary,

and more specifically be able to teach them how to read and write. They said that
tutc~s should have some knowledge of employment skills, English, sport, and be able
to advise about nea., .ss at home and punctuality. It was considered very important by
tutors and learners that a tutor taught learners to pray, and taught them about God.
Most learners were Christian and such instruction would motivate them. They would
feel well taught by such a person.

Critical C£f1.ectiOtLJUld cteativ.iJ:I.
Tutors needed to be critical thinkers A tutor should be able to think and be able to
teach beyond the narrow curriculum.

C()fnmllnication and' jntetJ1.e1'So1tal skills
The participants felt tha; effective tutors should communicate articulately, in a clear

and loud voice, and mix eaSily in a manner that enabled them to be part of the learning
group. The manner in which the tutor initially presented him/llersclf on entering the
classroom must build trust, and communicate a message that all have gathered to learn
and not to be conllictual. The tutor should not be sarcastic or cynical and should
correct learners in It gentle and polite manner. Learners should be praised when they
achieved, and learners felt that the tutor should not remind learners of their problems at
home.

It was also felt by learners and tutors tha! the tutor needed to be approachable and
sociable, and should interact with learners, even outside the class. The tutor should
have good conflict resolution skills. and help learners manage time.
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proposed that one should rather employ a tutor with skills and then work on teaching
desirable qualities.

A further group of tutors and learners was of the opinion that qualities and skills were

completely inseparable in discussing an.effective tutor.

[{1UlJJ.'ler/c..e offield
It was felt that a tutor should be knowledgeable, and be able to discuss current affairs
and use this as a basis for some lessons. The tutor should know what was going on in
the community and nationally, and also be knowledgeable about
emplcyment-opportunltles, The tutor must know what to teach.

Knowledge ofteachillg teclmiques
Teaching skills were considered important to help learners, and required that a tutor be
able to effectively use charts and other aids relevantly and effectively. Other classroom
skills, such as writing clearly, questioning and narrating were important, and the tutor
should be able to use a variety of skills and select between them. Learners should be
motivated through stories and rewards, and be given time to be introduced to difficult
issues and to discuss progress. A tutor should spend time on each individual learner,
and encourage them daily, especially with homework, and after lessons. Linked to
this WaSthe belief that a tutor should reiterate and repeat things, since time is P')1ited
and some learners did not grasp new concepts easily.

Tutors should tell learners of requirements, such 11$ books, and use textbooks and give
guidelines so that learners could consult their children at home for help. The tutor
should introduce the lessons well, and make sure that learners were on the right page
of their books before starting. The learning should, however, not be materials bound.

A tutor should have an informed view of adult learning, and start from the known and
move to the unknown. Learners felt that tutors should accept that they have limited
skills and that they need to start at the beginning. No assumptions should be made
about what learners should know, and it was hurtful iftutors commented that learners
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groups however felt, that the tutor should be cautioned about simply deviating for the
needs of one learner.

An effective tutor also needed to be calm, considerate and patient. Bntriuslasm as
manifested thr()\'Jghanimated, energetic and emotional facilitation was considered 11I10st
important by b~)th learner groups and tutors. The tutor should also be open and
trustworthy, and approachable,

Discussion around whether qualities or skills were more important led to conflicting
views within the groups. Some f;elt that qualities are more important in an effective
IMracy tutor, and that this gave hope to learners that there was someone coming to
help the learner witb their problems,

If a tutor did nat have pleasant qualities or a pleasant disposition, then s/he could show
"gloom and provocation" and the learners would notlike him/her, and would focus on
the tutor and Q,otwhat was being taught, The tutors needed to be an example to
learners by their behaviour.

A conflicting view was that skills were important alongside personal qualities.
Qualities may be inherent in a person, but can be underdeveloped, an.d it would be
possible to teach or Influence the development of qualities, Qualities were of no
consequence if the tutors did not know the necessary skills to meet learner needs,
Learner groups were emphatic that they were not in classes to analyse tutors j

characters, but rather to concentrate on education and to learn. All tutors had some
problems, SO it was preferable to focus on skills, and accept that you may not be able
to change a person's character, It was accepted though that it may be difficult to learn
from an unfriendly, serious perso» that one was too scared to ask a question of. 'Ibis
group was of the,view that one could train qualities, but that it took time and was best
done through modelling. Skills and subject matter were all that should concern a tutor
and learners. The group accepted that many people did not laugh, and that this was
not necessarily indicative of a heartless person. One would therefore need to be
cautious In trying to determine the qualities of effective tutor'S, It was therefore

57



"uthisha ornuhle ophumelleayo wabantu abadala yilowo onazo zonke

izlmpawu ezidingwa ngabafundi bakhe" ("A good and effective tutor is the

one who has all the qualities expected by his learners"),

This view essentially encapsulates all of the positions that were proposed by the groups

that learner expectations of a tutor would determine what would be effective,

It was felt that an effective tutor needed to be of a warm, kind, sensitive, gentle,

compassionate, humane and friendly disposition. This would be manifested in actions

such as smiling, speaking nicely, greeting learners, being soft-spoken, and correcting
politely,

The overarchlng requirement Was that the effective tutor should be committed to the

adult literacy classes. This would lead to success in the other areas. The tutor should

be involved with tile learners and try to solve their problems, although a conflicting

view in the construct was that a tutor should co-operate with learners to solve their

problems, inside and outside the classroom, rather than solve problems for them.

While some of the group felt that an effective tutor needed to be humble and meek,

others felt that a commanding personality was necessary .

. Tolerance was important in an effective tutor, and a tutor should not be easy to annoy,

be accepting and be sympathetic and welcoming with learners who may have logistical

problems, such as being unable to arrive at class on lime because of other

tesponsibilities. Learners felt that a tutor needed to have experience and be an adult,

not a matriculant, who is likely to "fidget, spend much time finding her feet, and be

short-tempered".

Different groups Of tutors could not agree whether a tutor should simply be reflective

whet} the need arose in a lesson, or be "well-organised'>, and only deal with raised

issues in a structure" manner in subsequent lessons, A learner group did not see tutor

flexibility as important, but other participants considered it extremely important. The
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4.1.",) What makes an effective adult literacy tutor in llb6mbo?

The response to this discussion resulted in a range of qualities and skills l'~ing
identified which contributed to a profile of an effective tutor in the context of Ubombo
Education Department adult learning centres.

QUALlTffiS:
Ullderstandlng the adult 11!arner
It was considered important that the tutor accept learners as equals, respect learners
and see their potential for growth. This would require that the tutors saw themselves
as learners. This was given particular emphasis by the learner groups. Many of the
learners were experienced people, and tutors should be eager to share knowledge with
learners, and not be arrogant.

It was considered important that the tutors conduct relations with learners
democratically, and this Was emphasised by learner groups who pointed out that "we
are old." Learners felt that, as elder members of the community, they deserved respect
and needed to be consulted. They also had II range of experience that could contribute
to the learning process that they felt they should be able to contribute to. The tutor
would need to negotiate with them about needs, listen to learners' problems, and
involve learners in choosing teaching aids, such as charts, and prep!!ring schemes of
work. This would requite that the tutor be a responsive listener, although there was a
tension with some in the group who felt that the tutor did have the right and duty to
sift "truth from untruths", and that the class and tutor couldn't listen to all issues that
were raised, since some learners could be influenced by more assertive members of the
class. The tutor should only respond to what is sound. This was a tension within both
tutor and learner groups. Both learners and tutors agreed that, within the context of
this respectful finddemocratic environment, a tutor should not punish learners.

Persollal Qualities
The view proposed by Rose Mthembu of the Sokhonti Adult Centre was that:
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qualific4"?ns. To accommodate the needs of learners within a limited time-frame, it
was felt that fewer subjects should be offered in the curriculum.

It was also considered important that the curriculum work from a local context and
used trained and skilled tutors. The programme should respond to local needs through
appropriate curricula and materials and incorporate suitable evaluation strategies.

The curriculum should have relevance to learners' lives, and should help people
appreciate the environment. It should be presented iI~an exciting manner, using a
range of activities, such as sports, drama, crafts, and drawing. Books should also
include many pictures.

'There were a number of spin-offs of an effective literacy programme, such as learners

who were hal1PYand motivated hi life so that they would want to study further. Such
a programme would also help make people more independent of one another, and help
people concentrate and listen. The social behaviour and dis,;;iplinelearned by learners
was considered as important as the development of their spiritual beings.

general provision issues are important for the development of an effective literacy
programme, Itwas felt that programmes should help access resources, such as loans,

. to help learners implement learned skills, In addition, texts and stationery should be
provided, and curriculum, exams and tutor-supervision be integpll. Mote time was
needed for classes, and adult learners should have their Own tutors, books, and
electrified classrooms so that they could study during the day and at night. More time
for classes was needed. As part of an effective programme, it was felt that tutors
needed to be properly paid, and that the programme should have an inclusive planning
committee. Where classes were conducted in school premises, the school policy
needed to he respected.
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4.1.4) Why adult learners want to learn?

The main view expressed by tutors and learners was the improvement of employment
opportunities for learners in either the formal or informal sector. Learning could
improve their chances of finding a job, of promotion or of j", a-efflclency, so that adults
could upgrade themselves. It could also provide skills to enable t1:..:;..~ to earn sn

income themselves, such as candle-making and sewing.

The learners' standing in the community was also a motivating factor. It was felt that
learning would fill the social gap between illiterate adul!8 and more learned members of
the community. Many people considered illiterate adults as outcasts and they wanted
to become integrated. They felt that they would get more respect and recognition as
learned people.

The ability of literate people to function in society was an important factor that
motivated the adults to learn. Such skills as reading and writing and being able to fill
out bank and post office forms and write letters were important. The need to read the
Bible and hymns was important, as was the need to be able to budget before buying.
Learners expressed the need to be skilled in order to visit towns, and saw English as an
important language to learn. Some tutors believed that the nutritional information.
learned through It'eracy programmes would assist families in terms of balanced diets.

Some learners were motivated to lear•• through curiosity, and wanted to know what
education was. In addition, they perceived that educated people were happier people.

4.1.5) What an cffectiv~ Ubombo literacy programme does?

The issues of curriculum and training dominated feedback on this question, and
participants felt it important that learners learn new things, such as reading, writing and
numeracy skills. It was considered lmportan; that learners be trained for employment-
related skills, such as planting gardens and vegetables, cooking, baking, sewing, block-
making, knitting, candle-making, and not simply reading and writing. Learners
strongly proposed that such skills were far more important to them than academic
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because they were only beginning to learn skills, some learners wrote very slowly.

Learners came to classes with hopes, and problems developed if learners wore not

intelligent or had learning difficulties. A final problem was that some learners drank

and smelt " perhaps contributing to the disruption of some classes!

Curriculum issues were a further cause fat' discouragement, as tutors wanted to

respond to needs by teaching employment-related, but bad limited time. There was a

lack of suitable exams, and the syllabus did not integrate education and training.

The attitudes of other tutors were also sometimes demotlvating, A minority 01 tutors

were only motivated by money, and only offered their services for adult literacy when

money was offered, In addition, tutors became tired because of the adult literacy

classes that they conducted, and these classes interfered with their domestic affairs.

Tutors expressed a need for more ongoing training.

The organisation of adult education in the state sector W!lS. demotivating in the sense

(bat the department did not seem serious about adult education, and organisation was"

too cenrralised with 110 support services or proper plannlng,
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they become concerned with specific methods lor courses. Part of this. development
required that tutors shotlld Ieam about how they read, lind use thls to Inform how they
teach. A contrary view to this W!lS also expressed by a trainer who felt ~hat the
methods used by the majority of tutors to read were objectives for learners, and Were

not relevant to them.

~t ill- only with a general foundation that. 21 tutor can become more resomceful and
innovative. Tutors also needed to be trained in, and )lave a thorough understanding of,
a range of methods. They should know eJiacHywhy they are using or I),1l1 using certain
methods and know the implications ')fthis. Individual learners have II range of
learning styles, and the tutor should endeavour to identify these. A tutor should,
however, be aware of the impact of theh' methods on learners, and be able to critically

evaluate their practice on art ongOing b(isis,

An eIfcc,;v"} tutor should not limit classroom technique to deriving sentences from
picture codes, but would value dlscusston that allows solutions to problems surface, as
weH as allowing mote time for processes that impact on learners' lives. Discussion
should arise from learners; perspectives, and they should be able to illentify problems,
which the tutor clarifies, and around which fUfther discussion is facilitated •. Only once
time has been given to explore this to a satisfactory solution) should language and
sentences be dealt with.

Processes should be Identified to help learners in the contexts in which they presently
exist, and through this make it fea,sible for the learners to impact on local processes
and so Improve their lives, But the tutor should also create shuatlons Ihut the learners

might not normally come into contact with. It would be important to pitch lessons
slightly above tho !lbllity of 1¢Ilrl1crs,being careful not to frustrate learners, but enable
growth.

Memory should be ussif)\¢d through role-play and case studles, and learning should be
fun.
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processes. The etfcotive tutor should present possible dangers to learners, and always
be considerate of the ::i1!<;ty of the learner. Empowerment is knowing what impacts on

you, and knowing the extent to which you can control this. This was of particular
importance in KwaZulu Natal because of the high levels of political intolerance and

violence.

The tutor should be sensitive to learner perceptions and expectations, but should also
have a clear rationale for what slbe is doing. These issues need to be balanced in a
manner that meets learner news, while also satisfying the tutor's values as an educator.

Tutors should not restrict their practice to tlie learners' paradigms, and it was felt that
a degree of psychological maturity was needed in order to deal with conflicting
positions, Tutors needed an awareness of the implications of learner expectations and
of the best strategies they could adopt, although it should also be noted that people

learn in spite of things that may impact on their learning.

Tutors should not have a need to dominate and convert, but should have a confidence
that enables them to defer to learners' positions without abandoning their own. The
learners' need for dependence is a lack of critical consciousness. .But questioning
social hieral'chies can lead to conflict between the learners' social position and
accepted social norms. The tutor needs to accept the learners' positions, and not
assume that tutors have the right to challenge a learner's acceptance of a certain role in
society. There Is, however, a tension between this view and the view that, if learners
are never brought to question social hlerarchics, they may never become literate In the
wider sense,

Tutors needed to be transparent about what they are doing if not working within a
traditional paradigm, and should give learners constant demonstrations of their
SUCCeSs.

It w'ls felt that tutors needed to know how to teach reading, writing and numeraoy itt
a sustained way, and should be trained in a generic manner initially. Only then should
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qualifications of adult educators, especially in the United States of America. One
academic also proposed that it should not be necessary to distinguish between the
desirable attributes of an eff~ctivc rural literacy tutor and one based in an urban
context. 'there should ideally be no difference.

In addition to a general acceptance of the proposed desirable qualities, some felt that
tutors should especially be patient, kind, tolerant, cheerful, enthusiastic,
accommodating, flexible and creative. Most importantly they should have initiative.

Ultimately, tutors should have the maturity and sensitivity to come to an
accommodation with learners, or learners will leave. While this is important for an
effective tutor on an ongoing basis, a study of desirable tutor skills and qualities is

particularly important for training organisations, which need a concrete idea of these
for training, selection and cvaluatlen,

It was felt that effective tutors were less concerned with displaying their own
knowledge and power, and allow the space for learners to develop their own status
within the classroom. Tutors should view themselves as resources, and withhOld their
own knowledge, until this is drawn out by an identified need 0: 1I,)nrners. In addition,
tutors ahceld encourage learners to access resources.

It might be necessary for the tutor to assume 11 greater degrccl of control, and be
commanding at the beginning of a programme. This should be viewed us a stage in the
development of the class, and control should be relinquished as new roles develop. It
is important that the tutor be coneen-ed, but should be objectN'e enough to refrain
from becoming too involved in learner problems.

Tutors should not try to make people think the way that lhr.y do, believing that they
are engaged in a process of consclentlsatlcn. Instead tIm tl1l(0r should focus 011

empowerment, which includes confidence building, motivation, and developing critical
thinking. In a rural context, mnny learners are powerless, and this does not allow
them to develop an understanding of their SOCial pOSitions and identify impacting
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On the question of tutor peer-assessment, it was felt that this was important, and that
tutors should engage with colleagues ill a mutual development process. Time was the
major factor that militated against it. Peer assessment would also need to be

structured and sensitively handled by tutors who participate.
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4.5.3) What desired tutor qualities and skills can l!.e.~eveloAAu?
Qualities and skills could develop over time, if a person was willing to change. This
could happen indirectly, through teaming from others' experiences. It Was important
that tutors be mature, and have developed their own values and philosophies of life.

It was felt that some rutors were "born good but some were trained good", Itwas also
felt that a tutor needed to be consistent in and out of the classroom and therefore
needed to be a warn, person. This group was of the opinion tbat inherent qualities
were more important in an effective tutor, but that one could traln specific skills. If the
tutor "behaves well", then it would be possible to teach necessary skills. It was
unlikely that such tutors would make nlislakes because of their good qualities, which
would help them overcome difficulties. It was felt that effective tutors were born with
desirable qualities, and then developed liew skills.

4.() CONSTRUCT OF NGO AND UNIVEU.srrV.DASED TRAINl£RS f..ND
ACADEMICS

The general view of participants WIIS that it is possible to develop 11 general profile of
an effective tutor, altholl&h this may be specific to certain contexts. International
experiences should be treated with caution though because of the very high academic
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many come from other areas. It is considered thai more highly trained tutors are
needed for the higher ABET levels.

As to whether or not a woman tutor could teach men effectively, the groups this time
felt that this was inconsequential. Tutor effectiveness depended mote on the character

and the skills of the tutor, than on gender.
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4.5.2) How tutOl1' assess their classroom practic~
'I'he group felt thaI lower levels of literacy education engaged learners in groundwork
for longer-term objectives and for life, and should not be purely exam-oriented, Th~re
should rather be a focus on teamer needs, and practical assessment throll~ll the process
of' classroom activity. This ill significant as it shows the dilemmas of tutors who feel
that they have a need for structured assessment in order to be effective, yet do not see
the place for any centrally devised public examinatlons at lower ABET levels that do
not accommodate the broad and practical needs of rural learners.
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agreed that there was room to be commanding, but only in terms of classroom or
centre management, and on terms mutually agreed by tutors and learners. The
parameters of the tutor's tole needed to be mutually defined.

Itwas considered very important that the effective tutor be flexible. This WaS a quality
of a leader, and tutors had a leadership role that required response to changing
circumstances. This did not mean that the tutor should be permissive, but required
necessary responsiveness. It was agreed that the tutor should be immediately
responsive to learner needs. Itwas incorrect to deal with raised learner needs in later
lessons on the pretext of being organised. "He may die before the next lesson ann I '"

questions will remain unanswered" was one view.

The question of whether or not skills or qualities wore more important in all effective
literacy tutor needed to be resolved. It was agreed that these were inseparable in ali

effective tutor and both needed tel be developed or selected for in a tutor.

Knowledge olteachittl.1echnigUJ!.S.
One view was that tutors needed to work from a context in which learners are based,
and another that teaching should not be limited to the immediate environment.
Learners needed to be exposed to contexts other than theirs, and thus be empowered
through an increased range of exposure, It was felt that a tutor should work from a
context that was known to the, learners and move to one that was unknown. It was
agreed that little learning would take place if learning was restricted to the Immediate
environment, and that learners needed new information about outside contexts ..

Mallage'11et1t/o!f;!!!lisat.iol!:.

Conflicting views arose in connection with the question of whether or not a tutor
should be selected from the community. It was felt that the tutor could be an outsider,
but needed time to understand the people and the environment. It also depended on
the level ()f the learners, and it was felt that it was better to get an outsider for higher
\'cvels of study, This needs to be seen in the context of general low education levels In
Ubombo, and lhe fact tlmt many higher-level teachers arc trained outside the area, and
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4.5 NEGOTJA'fION AROUND UNRESOLVED CLAIMS, CONCERNS AND
ISSUES

Tutor and learner groups confirmed the nature of the construct as developed on the

previous visits to Ubombo, This visit took place between 8-10 May 1995.
(Appendix C). In addition) a summary of the literature analect was presented
(Appendix B).

The discussion focused on key areas of dispute that developed during the development
of Main Ocnstruc! 1, and the literature analect was introduced into this discussion as
another source to enrich discussion.

4.5.1) What makes an effective adult llterac.1;V tutOJ;:..inUhontbo?

QlJALITIES:
Understatlding the adult iegr.t1.!l£
The issue of whether or not a tutor needed to be a responsive listener, 01' make
judgements about what was being presented, and sift the relevant from the irrelevant
and the truths from the untruths, was discussed. The common view was that the tutor
should respond to the learners, assess the information, and at first accept all
Informatton, before expanding on everything and giving direction. It was not
considered appropriate to undermine a learner's opinion, and all contributions deserved
respect.

Role oftl,e tutor

Whether or not a tutor should try to directly solve problems, or indit'cctly assist
learners ill helping themselves to solve their problems, both inside and outside the
classroom, was an issue of difference, but it was accepted by all that the tutor should
have It facilitative role.

A tutor needed to be a humble and meek person in preference to being II communding
personality, but it was agreed that the tutor should encourage learners in a finn way,
and weigh up advantages and disadvantages of .!lfferent educational strategies. It was
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measure of success, A tutor would also be able to read the feelings of the learners in
their eyes and facial expressions.

The extent to which a tutor based learning on context-related issues, and ensured that
lessons were relevant to learners and related to everyday life, was also considered a

measure of success.

The third issue commented on by respondents was how effective literacy tutors
developed the qualities. actions and skills that considered were important.

It was felt that tutors developed through attending workshops organised by tutor
trainers and being able to exchange views, ideas and methods with other tutors.
Tutors needed to be committed to upgrading themselves; and in constant contact with
training organisations. A love for learners will motivate this. growth. They should also
read the newspapers, conduct needs-analyses and develop skills that enable them to
respond to these needs.

4.4 COMMENT ON CONSTRUCTS
The constructs developed by tutors and learners, and through classroom observation,
focus of the qualities and skills of eff('.ctive tutors in a teal sense, as observed and
experienced by the participants.

There is an emphasis on ABET programmes meeting a range of needs beyond what
Uteracy programmes currently offer, and the socio-economic factors in Ubombo
contributed to this. Desirable tutor skills are therefore closely aligned to this, and the
organisational and teaching skills of the tutor, by both the stakeholder groups and the
questlonnalres, The classroom observations emphasised the role of the tutor's
movement and fun in the class, as factors contributing to effectiveness.

Desirable tutor qualitle: focus on the personal qualities, such as being responsive and
warm, that lead to the development of effective relationships within the classroom,
such as freedom and understanding. This was commonly identified by all constructs.
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The tutor should have specific classroom skills that enabled them to use the learners'
context and experiences to achieve learning goals. They must prepare daily, and
should. also be able to change between methods, and select suitable words to teach
reading and writing, and not .cach for unnecessarily long periods of time. Learners
should be gently corrected.

A warm relationship with learners was also identified as important, and a tutor should
be punctual, welcoming and forthcoming with smiles to ensure that learners were
relaxed and comfortable. The tutor should also keep learners' attention through~)Ut
lesson, and present lessons in an interesting manner that helped learners solve problems
and develop a willingness to learn. A tutor should also identify problems of individual
learners.

An effective tutor should prioritise their own professional development, maintain
contact with tutor- trainers and work with other tutors.

Secondly, tutors were a~ked how they evaluated their success in the classroom.

Respondents emphasised that the visible progress of learners was the foundation of
evaluation. Leamer progress needed to be checked against work done through regular
testing, with particular reference to reading, writing and language skills. A record of
learner progress should be kept.

There 'vas also informal measure of success that included using games in the classroom
to cheek understanding, learner attendance - a record of which should be kept in a
register-, their willingness to continue studies, and the extent to which learners respond
to a tutor.

The extent of discussicn between learners and tutors indicated success in one
dimension, as did the extent to which the tutor worked together with learners and
community. The extent to which learners used the skills being taught, is also a
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phase of the lesson. The tutor quickly accepted the ideas and feelings of learners, and
contributions were praised and encouraged and questions patiently clarified.

The overall energy level of the tutor was high and this was exl!lbitcti by the
demonstrative nature of the lesson, and the humour introduced to relax learners and
encourage participation. The tutor enjoyed a respectful and warm relationship with
the learners, and encouraged their active participation in the, class. In addition, she
allowed the Ci!lSS to provide much of the direction around the non-traditional content
of the lesson, while she managed the processes intended to meet the more specific
literacy objectives.

Learner understanding was frequently checked through games and questioning,
although this was made difficult by the large number of learners in the class. The
tutor's language was descriptive and humorous.

Effective use was made of aids, such as picture codes and workbooks, to develop
reading and critical skills, but, because of a large group, the tutor allowed insufficient
time for learners to practise writing skills.

4.3 QUES'l'IONNAIR.ES

Firstly, the respondents considered What made an adult literacy tutor effective in

Ubombo,

Itwas felt that a tutor should be someone with development-related skills, and be able
to offer skills training.

In addition, tutors should be dedicated, and love their adult literacy jobs, and not

simply want additional income. Tutors should love the learners and accept their ideas
and views. It would also be important that the tutor be known and trusted in
community, and be in a position to approach local authorities to lobby for establishing
literacy classes.
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The view of those that fell that you could not teach qualities, was that people were
different and could not change. Some people "'f~reborn with qualities that make them
effective and good. This was not taught, and tutors should be selected on the basis of
qualities, and be trained in skills. The view that one "can't teach an old clog new

tricks" prevailed. _.. _---------.---------,

o 10 15
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4.2 OBSERVATION OF CLASSES
The following construct emerged from observations of a structured language-
experience lesson conducted by an identified effective Mol'. The lesson focused on

water-borne diseases.

USing the observation schedule proposed by Allen (1980), the following was derived.

Vocal delivery involved large and sudden changes from rapid, excited speech to soft
dialogue, and variation followed learner participation and the nr ture of class activity in
a manner that maintained interest and excitement in learners. The tutor's eyes lit up
frequently, and friendly eye-contact was maintained with learners. Gestures involved
quick and demonstrative movernents of the body, head and arms to elicit learner
participation and to affirm responses. These gestures were also successfully used to
manage the learning context In an informal and unspoken manner.

Body movements were energetic, and the tutor moved towards learners as help was
needed, and points were intensely discussed. Facial expressions were vibrant and
demonstrative. Emotions shown were surprise and happiness. Sudden changes in
far;ial expressions were used in questioning and teasing of learners in the assessment
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Learner actions after lessons, such as giving thanks and feedback to the tutor, being
enthusiastic and asking for mote work, also measured success in an informal way.

Tutors interpreted learners' facial expressions, such as smiling, seeming relaxed,
happy, excited and nodding as gestures that indicated success. Learners that related
life and learning problems to the tutor without fear, showed a trust in the tutor.
Learners of effective tutors asked when they did not understand something. Learners
wanted work corrected and given back immediately, and were dejected by poor results,
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4.1.8) What d!(;:Jirabletutor_gualities and skills cnn be developed?

A tension developed between tutors who believed that desirable qualities could
be developed and those who felt that they could not be.

The view IhM qualities could be developed in any willing person had, as a major
premise, the view that desirable qualities were inherent in a person but may be
underdeveloped, A tutor needed to be told or influenced to develop desirable qualities
through sueh processes as role-play, negotiation, modelling and lecturing. If a person
did not change, there would be no point in persevering as this could be time-
consuming. It would be easier to influence a person to change. if they were with you
for a long period. This could not be done over a short. period, Development was a
lifelong process, which was continuous for both learners and tutors. 1£ it was accepted
that learners could learn, then it was necessary to accept that tutors could learn as well.
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expectations. This position suggests that the nature of an effective tutor can only be
defined for individual tutors by the needs and expectations of the learners in a class, and
the objectives of the programme.

Many trails were considered important for effective tutors. All participants proposed that
an effective tutor needed to be warm, kind, sensitive, gentle, compassionate, humane and
friendly, and this was supported in the literature by Soifer (1990), Nunes (1987), Knowles
(1980) and Campbell (1977). These traits could be observed in tutor actions, such as
smiling, speaking nicely, greeting learners, being soft-spoken, and correcting learners

politely. J.t was also considered likely that such a tutor would be able to effectively
respond to learner needs and respect their rights in the learning context.

An effective tutor needed to be calm, considerate, tolerant and patient. Linked to these
qualities was the view that tutors needed to be empathetic, and these view's are supported
by Nunes (1987), Knowles (1980), (Rogers, 1969, pU1, in Wlodkowski, 1993) and
Chamberlain (1.961, in Campbell, 1977). It was proposed that all effective tutor should
continually consider learners' perspectives, and that this is effectively II tutor attitude and a
skill. It was accepted that adult learners learn in response to their own needs and
perceptions, not those of: tho tutors. Empathy is the quality that allowed tutors to meet
this formidable requirement.

T1,110rS and learners proposed that the overarchlng quality of effective tutors was that they
needed to be committed, motivated and enthusiastic, and thut this led to success in other
important aspects of their work as tutors. This is of particular relevance in the South
Africall context, where it is estimated that 15 million illiterate adults are in need of literacy

.. classes, and where the state has made little financial or organisational provision for adult
literacy provision. Hansford (1983) agrees thlllt a highly motivated tutor can make the
difference between success and failure of a broader range of literacy learners,
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history of political intolerance and consequent violence. It is also important to residents
In rural areas, such as Ubombo, who are nQW being expected to make decisions within a
democratic political environment. This is, however, a difficult principle to apply in rural
KwnZulu Natal, where people who are considered anti-status quo, may be the subicc; of
severe consequences. A tutor-trainer agreed that n tutor needed to be tolerant, and weigh
up possible dangers while considering the safety of learners, before engaging in
educational processes with strong ideological content.

Pe'l's(J1UJlQtlalitie~

All the participants in the study believed that effective tutors are people with specific
personal characteristics who are able, by their personal manner and personality, to
establish ueffective" classroom retationships and meaningful human relationships that
facilitate learning. Tbese classroom relationships define a role for the tutor; and include
respect for the learner, creating a democratic and responsive learning environment, and
having the confidence to develop a learning strategy wltn learners, and to then manage this
process.

Tutors and learners ranked this the.second most important attribute of an effective Mar in
the first discussions in Ubornbo, and tutors then ranked it the most important during the
finnl series of discussions. Learners, and some tutor trainers, considered this Importam,
but not as important as the literacy teaching skills used by a tutor to teach reading, writing
and nomeracy, Tutors initially believed thnt tht) successful practlse of teaChing ski1Js
depended largely upon the tutor's personality, but later resolved that !hil' was inseparable
from tutor skills.

One tutor felt that an effective tutor is simply one who has .1.\1 the qualities thnt are
expected by his or her learners. This view essentially encapsulates all of the tutors I

positions on this issue, and highlights the possible tension thnt exiGts between a tutor who
guitles his or her practice according to (I rauonale or to n list of externally derived
d(l,~lrable qualitie.'1 or notions, nnd the tutor who is purely responsive to learner
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change as the context and stage in the learning process develop. Reflection needs to be

continuous.

A dilemma developed around whether or not tutors should simply respond to learner
needs, or manage and develop the educational programme in a manner congruent to their
own values and educational beliefs. To what extent should the tutor be the social enabler,
01' subject specialist that shares information? One academic felt that the effective tutor
needed to have a balance between these two positions. This tension was also identified by

lenmers and tutors, who felt that the tutor's role was a sensitive one that encouraged the
tutor to manage the educational process, but which also allowed learner control over
curricular eon tent.

Related to this, a tutor should also be able to create situations that learners would not
normally come into contact with. Lessons need to be presented slightly above the ability
of learners to provide the necessary challenges for learning to take place, as proposed by

Vygotsky (1978).

The effective tutor helps people to control and adjust to change rathel' than to simply
maintain the status-quo, and helps learners develop the ability of critical thinking,
according to Campbe]! (1977) and Brookfield (1986). 'Ihe empowerment of individual
learners must involve the development of a critical capacity within this context, This is
further supported by the learners and tutors of the study who fell that tll(~effC<'ltivetutor
should asslst learners in solving problems and critically rl'~ponding to changing demands.
This implies that tutors need to have the capacity to think critically, and have a
sociological undcrstandtng of their contexts.

Brookfield (1986) CIIUtiOnsthat one of the significant tasks of adult educators is "to
nurture health), scepticism toward ideologically biased explarratlons of tltl~world I! (p151).
'to accomplish tbis, tutors need to be able to create an educational setting where diversity
1&valued and respected, This Is an extremely important Issue in KWIlZulu Natal, with its
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All participants proposed that tutors should guard against trying to develop people to
think the way that they do, and thereby confuse this with developing It critical
consciousness. It was important that a tutor should help develop learners' awareness of
their social position, but that any decisions the learners took to improve their
circumstances, should be taken by them Independemly,

It was felt that tutors should be democratic, lind that they have an overarching view of
themselves as learners that would enable an interchange of the teaching-learning roles to
take place. Participants viewed tutors as having potential for growth, and the ability to
develop desirable qualities and skills in themselves. This reflects well on them as adult

educators •

.Learners sp~cified many reasons for participating in ABET programmes. With the high
levels of unemployment ill Ubombo, learners wanted an ABET programme to develop
skills that would empower them economically, this is identified by Habernllls (1.972, in
Apps 1985) as being technlca! and practical learning, Most of the tutors were committed
to helping meet these needs of learners.

Learners felt that the effective tutor is one who Is collaborative and learner-centred and,
allied to this view, Shor (1987) argues that the effective tutor is one who withdraws as the
director of learning. Examinations, learners' needs for skills training, distance and lllck of
public transport, did however expose tutors to circumstances that led to contradictions
with their own philosophical positions, and in some instances created a tension between
what they wanted to provide, and what was needed or demanded of them. Their
philosophical base WaS further undermined by S011\e learners stated needs for more
direction and structure, less "ambiguity", and fOI' greater tutor intervention in learning.
Tutors need to be trained to accommodate these problems and to respond to learner
needs, while still remaining true to their own ideals and values. They also need to
understand that learners' needs are not static, and tha: needs and expectations
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the importance of teaching techniques. Tutors evidently respected learners as equals, and
noted the extent to which they could learn from learners in the classroom.

Despite this apparent mutual respect, both the tutors and Freire (1987) peint o,ut that
equality is an ideal not easily attainable, It may be beyond the power of either group to
create it. Differences in equality and power arc real to learners and tutors, who feel that
differences should be acknowledged. One tutor-trainer fell that tutors should be less
concerned about presenting their own knewledge, and allow space for learners to develop
their own status within the group. Thls would enable all initially commanding tutor,
responding to learner expectations and needs for control and direction, to relinquish
control as n~Wilroles develop. Tutors still need to actively develop learners' reading,
writing and numeracy skills, but should 110tbe,unnecessarily assertive.

Learners were emphatic that a tutor should be an experienced adult with whom they could
relate as an equal, and from whom they could learn. It was consider<'.d important that a
tutor be close in age to learners so that experiences could be equally shared. This has
implications for tutor selection, suggesting that learners SJ10uldbe consulted about tutor
selection.

!lore of..tl,6 tutor.
University and NGO·based tutor-trainers felt thllt effective unors should satisfy both their
own needs to use certain educational strategies, and the needs of learners. Tutors should
not only operate within learners' paradigms, but should have firm positions and the
psychological maturity to hold opposing positions. 'rhey should also have the confidence
to yield to learners' positions without abandoning their own. This assumes that the tutors
have themselves, developed a capacity for reflc(ltion and perception, and implies that this
would be an important characteristic to be developed in UI1effective tutor. The tutors who
were engaged in this study were able to reflect on their practice, but some found it difficult
to put aside taken.for-granted positions in going about Iheir day-to-day tasks.
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extent of similarity between sending and receiving contexts, In making transferability
judgements, it is important to consider nil descriptors of time, place, context and culture in
which the profiles were found to be important. For this reason, 1 have tried to provide as
much detail about the relationships, the uctivity and the area as possible, so that others can
make transferability judgements based on II comparison of other potential receiving

contexts.

5.3.2) Tutor glU1Uties

Understanding the adult learner
Tutors, and learners in particular, felt it was important that the tutor accept and respect
learners' needs to be considered equals, which is supported by Knowles (1980) and
Tough (1979). It was also considered important that learners be involved in the diagnosis
of learning needs, and subsequent planning of goals and objectives, as well as in
conducting and evaluating the programme, This requirement, that a.great deal of control
be given to learners, was evident in the class observations of a tutor who successfully
enabled learners to Influence the subject matter of the learning process.

This shared control of the learning process necessitates that tutors be confident about how
they teuch the skills of reading, writing and numeracy, but also requil'e.'.la sensitivity to
learners I needs. R<.',spondingto needs should be planned within the framework of deliverYj
and not Simply be ad ..hoe. A balance is needed between learner perceptions and
expectations, and the tutors ~ own values and rationale for their teaching. This can only
happen if tutors arc confident about themselves and this rationale, Tutor training
programmes need to place emphasis on helping tutors to develop a teaching rationale that
can be practised with confidence, while developing the skills for them to be
responslve to changes in the teaching learn; ""environment.

Tutors ranked this understanding of the adult learner as the third most important
chat'!\cteristic of an effective tutor in both the fil'$t and second series of discussions in
Ubombo. Lcamers ranked it fourth, and further implied its importance by emphasislng
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were enthusiastic about the study and were willing to participate, regardless of
inconvenience. Discussions were followed by unsolicited letters from participants
containing additional thoughts on the research issues. This enthusiasm spoke well of the
participants as adult educators, who were genuinely COMmitted to trying to answer the
questions thut were posed, and eager to develop themselves in the ABET field.

Participants developed an awareness and understanding of fourth generation evaluation,
and of their own practice. This will hopefully have larger-term advantages of enhancing
iudividual awareness of their own actions as ABET tutors, which is what emerged as a
central characteristic of an effectlve literacy tutor. The use of fourth generatton evaluation
supported the need identified by Knowles (1980) and Soifer (1990), for eff('..ctive adult
tutors to have the ability to conduct analyses and be able to practise basic research
techniques. This was therefore seen as a contribution by the study to developing effective
tutors in Ubombo.

While the research design actively involved all participants, the development of
partlclpants' understanding of reSearch methodology and the arrangement of interviews
was difficult in an area with no effective means of communication. It might be suggested
though that any similar study focuses on a smaller number of tutors in a more specifically
defined context. Thls would enable It greater depth of study of both context and tutors,

Through the research process, the conflicts identified by adult education theorists became
real. Participants' views were anchored in real-lifo concerns, such as time, payment and
supervision, which are reflected in thl~ literature. The research exercise was not an
abstract vision, but a real process l::If looking at their practice as educators and
participation as learners.

This study recognises the context-bound nature of the profile developed during the
research process, and makes limited clalms about transferability. Lincoln and Guba (1989)
consider that transferabHity can only be considered us a consequence of checking the
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were not con!('I;ldictot)', and the concept of developing a profile for the effective tutor to
consider was considered desirable.

Chapter Three presented the research design, methods and procedures. Fourth generation
evaluation WaS introduced and the rationale for selecting this approach was outlined. The
design was seen to support the adult education prinolples of the tutors and myself, and
was an empowering process that supported the research aim of developing research
capacity in Ubombo, The methods of research, involving participant selection, and the
process of the hermeneutic dialectic circles were outlined.

Chapter Four provided the outline of the constructs developed through interaction with
tutors, learners, tutor-trainers, lind university-based academics. It was agreed that a
profile of effective tutors could be developed, and the profile developed around:
'I< Understanding the adult learner

'" Personal qualities
>I< Knowledge of the field
* Knowledge of teaching techniques
'I< Critical reflection and creativity

'" Communication and interpersonal skills
>I< Professionalism, and management
'" Organisation

Tutors also explored the means used to assesa their practice. This included infO,lll1al
measures of success in the classroom and raised issues related to formal aseessment of
learners.

5.3 DltSCUSSION OF FINDINGS
5.3.1) Reflection on r,esearch desiru!

Dift1eu!ty WaS encountered in terms of the time taken to conduct the research, and in the
. translations from Zulu to English thnt made the process lengthy. Despite this, pnrticlpnn\',s
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Chapter 5 DISCUSSION
5.1 INTRODUCTION
The aim of this study was to develop an understanding of what constituted and effective
literacy tutor in a rural context, with particular reference to Ubombo in KwaZulu Natal.
In attempting to develop this understanding, it was necessary to note tutor and context-
related issues which impacted on tutor effectiveness. The (study identified a range of
desirable qualities and skills which need to be considered by tutors, ABET planners, and
ABET tutor-trainers. In addition, it contributed to ABET development in Ubombo by
developing a deeper understanding of research techniques.

This final chapter includes a summary of the whole study, followed by a reflection on the
findings. Implications and recommendations for enhancing ABET delivery in South Africa
are suggested. Finally, possible areas requiring additional research are proposed.

5.2 SUMMARY
The study was introduced with a rationale for the research. Many illiterate South Africans
live in rural areas, and the majority are unemployed and live in poverty. Much of the
research into literacy in South Africa has focused on urban and workplace needs, however
this study, recognises the importance of the rural sector, and the central role played by the
literacy tutor in effective provision. Learners and potential learners are subject to a range
of pressures that hinder their particlpation in programmes, ranging from cost and
accessibility, to social pressures. Within the context of shifting national educational
policy, it is important to place emphasls on the profile of the effective ABET tutor.

Chapter Two provided a theoretical context to the study, and reviewed a.dult education
theory as it pertained to tutor effectiveness. The role of the tutor was identified as central
to success, and a focus developed around desirable tutor qualities and skills. A conflict
emerged between the position that it was possible to develop a profile of an effective
tutOt, and the position that t..hisactivily itself detracted from effectiveness. These positions
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4.7 CONCLUSION
The constructs developed by tutors and learners, and through classroom observation,
focus of the qualities and skills of effective tutors in a real sense, as observed and

experienced by the participants.

The NGO and University trainers' and academics' contributions enriched the construct
by questioning and exploring some of the key issues raised by other participants.
Assessment and the role of the tutor in the learning process were two such issues.

ABET programmes should be meeting a range of needs beyond what literacy
programmes currently offer, largely because of the socio-economic factors in Ubombo,
Desirable tutor skills are therefore largely based all this, and the organisational and
teaching skills were considered important ill an effective literacy tutor, by both the
stakeholder groups and the questionnaires. The class observations emphasised the role
of the tutor's movement and fun in the class, as factors contributing to effectiveness.

Personal qualities, such as being responsive and warm, were considered important in
lin effective tutor, because they lead to the development of effective relationships
within the classroom, such as freedom and understanding. This was commonly
identified by all constructs.

The extent to which the constructs agree and differ needs to be explored in the context
of the literature analect and their relevance to improving literacy provision in Ubombo,
This is discussed in Chapt\lf 5.
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defining an educational path for them that they may 110t require. The context of
learning was important, but whose reality should be considered?

An effective tutor should operate in a number of dimensions, using many criteria for
assessment, including the NQF-derived standards, and what action the learners took as
a consequence of classes that improved their quality of life. The NQF ran the risk of
further marginalising people with lower educational levels. The training component
was designed to meet economic needs, and not necessarily the needs of all learners.
It was fell that assessment, introduced by an effective tutor, should be designed to
accommodate the lower literacy requirement of rural learners, and not be a mechanism
of exclusion because of this and insufficient tutor training.

The identification of needs should be ongoing, The learners brought preconceptions to
the learnlng context, and needs could not be identified up-front. Learners needed to be

protected on the basis of identified problems that were depersonalised to allow learners
to learn in an unthreatenlng context. One participant felt that needs are over-rated. Tv
teach it'! response to needs, will make planning difficult and is unrealistic. The tutor

should teach appropriately what is necessary and desirable, and should evaluate their
teaching on an ongoing basis and he flexible within a predefined framewurk.

It was also proposed by one participant that tutors were more effective if monitored
and supervised by a supervisor.

The participants felt that it was possible to develop desirable tutor qualities and skills.
Any judgements about deficiencies in desired qualities or skills should not impact on
tutor selection, but rather on any tutor development programme, which should be
proactive in addressing these issues. The training environment should necessarily be a
free one, to enable the development of the intangible qualities such as initiative and the
ability to be critically reflective.
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It was felt that a tutor should be able to introduce adult learners to the world of
learning, and take their adult learners to lower-level literacy qualifications. They
should enable adult learners to develop life-skills that will help them take action on
development issues, and be able to establish and manage a literacy project in the

absence of a project co-ordinator.

Specifically! an adult literacy tutor should know the differences and similarities in

approach when providing adult education and education for children. Theories on how
adults learnt and how these affected the tutor's behaviour in the teaching situation and
in choosing themes and methods, were also considered important.

The tutor needed to understand how literacy filS into ABET, and be able to link
literacy with development, after deciding with the learners on the goals of a literacy

programme. Linked to this was the extent to which a tutor was able to analyse
learners' perceived needs, extend these, and translate them into teaching themes, How
to recruit learners and how to assess their literacy levels and their progress is

important. Learners should also be taught how to evaluate a programme.

Tutors needed to develop critical thinking skills in the learners and themselves, since
they are both partners in the learning process.

The tutor should, however, be able to plan and pace effective learning activity within a
particular lesson and over a programme. Systems for administration of classes and
literacy projects should also be developed. The learning processes should be baaed on
the analysis of needs, and these cannot be objective needs, such as simply reading and
writing. The tutor had a moral duty to help learners define how literacy mayor may
!iJt help their lives in concrete terms. Syllabi and curricula should be integrated with
development activities, such as income-generating skills. They shculd not necessarily
be focused on certiflcation as proposed ill the National Qualification Framework
(NQB). Tutors should be vigilant of the extent to which NQF qualifications actually
dlsempowered learners by categorising them as lacking in certain competencies, lind
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studies conducted in various communities, and will make these available to tutors and
fieldworkers,

Ideally, ABET delivery should take place in the context of broader developmental

objectives, IlS defined by the community. Tutors would need to be trained to view ABET
in this broad context by developing a. sound understanding of development. In additioll,
ABET delivery agencies and tutors should also be able to lobby fot' the Inclusion of ABET
into development programmes, where appropriate.

TutoNraining programmes would also need to develop a critical consciousness in tutors
to further empower them to assist learners with problem·so!ving. This would enable
tutors to further develop powers of critical thinking through participatory pre-service
trainlng, and follow-up h-service training.

Tutor ..training s(10111lt necessarily be dc.'li,gned to meet local needs, such as an apparent
need for only the lower levels of lit~racy skills in Ubombo, This literacy teaching should,
however, take place within the NQF framework that allows for learner mobility, jf desired.
Learners, for example, were emphatic that their needs for employment-related skills
training exceeded their need for advanced literacy development. This would suggest II

need for only basic levels of literacy training, and further imply that tutor-tralnlng should
equip tutors to lneanlngfully integrate the programme to meet education and training
needs. In addltion, learner curricula should focus on this integration at the lower literacy
levels, and tlot have a purely eeucadonal focus.

)n order to llieet the needs for employment-related skills training, tutors will need skills
~rI\il)itlgthemselves, or the information to access agenrles which provide relevant training.
Tutor training should thorefore sonsitise tutors to the requirements of skills training, and
show how this may be integrated wilh literacy toaching. Operation Upgrade, for example,
is introduoing tutors to the range of skills-trllining agencies during their pro-service and in..
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Some tutors felt that effective tutors were born with desirable qualities, or the potential to
develop these, and then were able to develop required teaching skills. While these
qualities may be inherent in a person, they might be underdeveloped and it would therefore
be possible to teach or influence their development. Tutors can be influenced to develop
I;!csitllble qualities by processes such as role-play, negotiation, modelling and lecturing.
Tutors also felt that it would be easier to develop a person if they were exposed to trainil1_g
for a longer period. It was accepted that development is a lifelong process, which should
L'c continuous for both learners and tutors. This suggests that u'tOl'S need a longer-term
l11entoring and support programme to support their practice. In-service training and
support were considered more important to consolidate experlentlal learning and to assist
tutors evaluate the personal relations that they had developed in the classroom. This could
possibly be achieved through peer-evaluations during training, and in the field, which
would develop the tutor skills of rcflectiOl'l, as well as increase tutors' ease at having their
roles critically evaluated on an ongoing basis. Pre.service tl:aining was considered
important to provide the grounding that would enable tutors to Iormulate an
understanding and rationale for their practice. Operation Upgrade will be focusing on
both the pre-service training of tutors, which has been increased from eight to twenty days
to accommodate the requirements of developing sound MOl' rationales, and in-service
tutor support. The lalter tl1. being facilitated through tutor networks thai allow fm' peer
support and responsive tutor development.

ABET tutors need to be responslve and understand the contexts In which adult learners
live. Ubornbo, like many other areas in South Africa, has high levels of unemployment,
and learners express the need for employment-related skills training. A tutor should be

trained to investigate with learners how best to rnee; these needs. Tutors would also need
to be trained 10 conduct needs-analyses, and be trained in the skills of being able 10

research the soclo-cconcmlc background of areas in which they work, Tutors need to be

truined how to access broader soeio-econolllic studies of particular arcus, whjl;h would
inform ABET delivery. Operation Upgrudc is intending to develop a resource centre of
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would presume that they were unable to grow and develop. Desirable qualities are
important to identify, but are more important for individual tutors to consider lIS part of
reflective practice.

Tutor enthusiasm :,.nclcommitment underpin tutor effectiveness and these qualities Can be

identifir,d by assessing the extent to which prospective tutors are engaged in other
c0mmunity activities. Tutor involvement in community programmes, and possibly in
formal school teaching, could be used as an indicator in selecting someone likely to be
satisfied, motivated and consequently effective as an ABET tutor. Enthusiasm and
commltment should not, however, be selected for in any abstract SeUSe, because this
implies that tutors nrc not able to develop responsively. Tutor-trainers would also need to

be enthusiastic and committed to ABET themselves, in order (0 help foster this enthusiasm
in tutors,

Tutor enthusiasm and motivation, and the extent to which this is linked to professional
identity and professional associations, must be considered. Tutor associations that assist
in developing this identity, and provide structured avenues for professional development,
need to be encouraged and assistance given to their formation where (hoy do not exist.
Operation Upgrade will continue helping two groups of tutors develop tutor associations
in KwaZulu Natal and Gauteng, In addition, resources are. to be made available to
KWANADEDASS, which is proving to be a significant vehicle for in-service tutor
support. It is proposed that tutors should be tolerant and consider the safety of tearners
before engaging in educational processes with strong ideological content. This has
Implicntions fOl' tutor selectlon, and supports both the notion that learners should
participate in this process, and the view that prospective tutors should ideally be involved
in community activlty involving the learners. Exposure to ndult education theory in pre.
service hltorhtraining, will also inform tutor rationales that may guard against strongly
Ideologlcally ..based ABET delivery that are not responsive to learner needs.
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observe tutors and show alternative tutoring techniques where necessary. This may have
greater relevance to tutors who are not motivated in their W01'k, and who do not have

more desirable Internal evalcation mechanisms in place.

5.4 IMPLICATIONS FOR AnE'!' TUTOR SEI~ltJ:CTION,TRAINING AND
SUI'poRr IN SOUTH AFRICA

The selection of effective ABET tutors is an :mportant foundation for any ABET
programme, There are a number of compelling reasons why learners should be centrally
involved in this selection of tutors, although it should also be recognised that their stages
of development could impact on this selection, and that other stakeholders should also
inform this process. As part of Operation Upgrade's tutor selection process, it will be
required that tutors have been identified and proposed by a learner group, or communlty~

basc.d structure,

Tutors should ideally be experienced ndults of a similar age and level of experience as the
learners. This suggests thnt making use of recently schooled youth, may be problematic to
adult learners. The extent to which this is u problem for learners may be resolved through

their involvement in tutor selection.

The view thai tutors should have personal qualities that satisfy learner needs has
implications for leamer involvement In tutor selection. This could be problematic if u
person is selected on the bll~isof certain qualities that do not provide a basts for sound
educational delivery, or on the basis of learner undel'sta'ldings and needs, at a particular
point in their development. II also does not take Into account the :need to Ohallenge
learners, or anticipate learners' needs at a later time, Despite these ctlutlonary points, It is
Important to Involve learners in informed tutor selection.

With respect to learners choosing tutors from their communutes, learners would know
prospective tutors, and select those with whom they feU comfortable. Tutors, however,
correctly foil thnt too much emphasis placed Oil personal qUalities in tho selection process,



Commwtication and interpersonal skills
The participants, supported by Chamberlain (1961, in Campbell 1977) and Campbell
(1977), felt that effective tutors should communicate well with learners and that listening
was also considered the single most powerful transaction between people in the learning

context,

~f'llism and Management
Learners '~!1dtutors were emphatic that an effective literacy tutor needed to be organlse«,
well-prepared and conscientious. Tutors needed to prepare appropriate teaching- aids and
s!;;herm's of work. The participants also felt that good administration was essential for a
tutor to b..! (~ffecdve, and that this enabled tutors to monitor the progress of individual
uners, and ensure thl\t suitable materials were provided When needed.

~l'suppo« of this, a university-based participant emphasised the importance of managing
the lell .g process and learners' time. Tutors need to be able to manage the learning
cMir(llllhvnt. ill a manner that benefits individual learners, and need to be trained to
develop these skills.

LearAern and tutors in the study agreed that tutors should dress appropriately, and be neat
and more smartly dressed than the learners. This may be an expectation only In early
stages of the learning process, but should be considered in the context of learners t needs.

Evahmtion is a key issue, and one trainer suggested that tutors should be trained to elicit
Ieamer feedback. Learners should also be empowered and encouraged to evaluate tutors.

Tutors and learners also felt that tutors needed to be monitored and supervised in order to
be effective. Tutor peer-assesamem could be conducted occasionally, but most ruled this
out as a possibility because of time fllCtOrs and becCluseof a history of negative inspectoral
class VIRitS. It was felt, however, lllllt supervisors were necessary in a SUppC'l't role to
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the level of developing a trusting learning environment and a measure of the nature of
personal relationships, but is inadequate as a measure of success beyond that.

The extent to which tutors adapt their lessons to learners' levels of experience and skill
development is important. Lessons need to be adapted, and leamel'S need to be given
activities that arc within their capability. The learning process needs to be matched to the
abilities and experience of learners, whether it be materials, activities, assignments or
discussions. The tension that exists between the extent to which the learning process
should be matched to learner abilities, and the extent to which new experiences should be
Introduced in a manner that will. encourage further growth, as suggested by Vygotsky
(1978). Learners emphasised their need to be challenged, so tutors should therefore be
trained to plan progressive learning activities that meet this need.

Tutor.trainers felt that experiences from previous formal schooling could have a negative
lnfluence on the tutor's practice of responding to learner needs, and also played a major
role in. influencing learner expectations of the learning process and tutor behavlour. In
addition, teachers of children in day-schools have roles defined for them, by the
cOlllmunity and necessity, and arc required to make paradigm shifts when conilucting adult
classes. Some foul1d this difficult and expressed it (IS a problem. The implication of this is
that effective tutors may need (0 be dedicated to adult education. Mezlrow at al, (197.5 in
Cf!.ooperellet al., 1983), however, found lhat most of the successful literacy tutors In his

study were emploYC(l all a full-time basts us elerMntary school teachers, All of the
identified effective tutors in the Ubombo study were junior prim~ry or combined primary
teachers. \\

Some formal school teachers are effe<..(ivcadult c:jucntors, others arc not. It is itnportant
to consider tutOl'li Individually. One PlIl'tic11''l111 WIIS of the view thut this paradigm division
between child and adult education was not 1\ reality, and should not be perpetuated. This
dU1cl.'encc should only become nil issue in the context of under-rcsourced education nnd
limited teacher tminlng, and is not necessarily 1\ barrier to tutor effectiveness.
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able to select appropriate course-materials based on this. However, the non-availability of
alternative materials in Ubornbo argues against tutors combining commercially prepared
materials with tutor and learner prepared materials.

There is a movement within NOO's, funding organisations and Departments of Education
for learner progress, and the evaluation of project effectiveness, to be based on the
consultativoly-dedvcd standards specified in the examinations' curricula of the
Independent Examinations Board (IES). Policy makers have also pressed for the
recognition of non-formal ABET courses by the NQF, the framework of which was
established in 1995. Tutors in Ubombo were unaware of the NQF and lEB.

One tutor-trainer was of the view that curricula and assessment should not necessarily be
focused on the IES examinations, if this was not a real need of learners. The effective
tutor needed to operate in many dimensions, using many criteria for assessment, including
'thes() NQF.del'ived standards. Ultimately, forms of assessment need to be determined by
the eontex] and learning Objectives of individual learners, and an eftcctive tutor should be
trained to critically assess these, This is supported by Nunes (1987), who suggests that an

effective tutor employs appropriate diagnostic techniques, and employs appropriate
evaluative techniques throughout the learning process,

Tutors assess the effectiveness of their classroom practice at a number of levels, with most

favouring oral or written tests. Learners were emphatic that assessment should be integrllI
to ABET programmes, and tutors also highlighted this as an lmportarn skill of the tutor.

Informally, assessment methods included games that made lessons fun and encouraged
learner participation. Leamer behaviour was also used by many tutors as a measure of
tutor success, with learner attendance, participation and openness being important factors.
Tutors also felt that learners' facial expressions, such as smiling, seeming relaxed, happy,
excited and nodding lire all gestures that Indicated success. These may indicate success at
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Unlike a study by Graham (1982), where tutors perceived subject knowledge as more
important than did the learners, learners in this study perceived knowledge to be as
important as the tutors did.

Teaching technillues and curricula
Learners and tutors frequently expressed the view that potential learners and themselves
have broader needs, such as employment, that must be met by a range of interventions,
including ABBT. Techniques and tutor qualities should be seen as means to broader ends,
and there should be an initial purpose to tutors' activities. The success or tutors and
ABET programmes is measured in terms of the extent to which they meet learners' needs,
such as providing employment-related skills training with literacy. These broader ends
motivated learner involvement, and needed to provide a framework within Which tutors
could fUllction effectively. This is of particular importance in Ubombo because of the high
levels of unemployment.

Tutor-trainers agreed that effective tutors needed to go beyond simply deriving sentences
from picture-codes, and to cherish and encourage the discussions that developed solutions

to learner problems. Learners placed value on discussion, and the need fot the learning
process to contdbute to solving problems such as unemployment, and supported the need
fol' integl'atlon of education and training. Language and code-derived sentences in
language-experience literacy classes, should be dealt with in the context of this discussion.
Teaching should be based on the analysis of needs, which cannot simply be objl.'.ctiveneeds
such as simply reading and writing, and should be Integrated with development. Perceived
needs should be translated into teaching themes. Leamer needs are not static" and needs
analyses should be ongoing.

Teaching skills such as writing clearly, questioning and narrating were considered
important, and the tutor should be able to usc a variety of skills and select from them.
Tutor-trainers considered it important that effective tutors should not simply be trained in
one course, but should have a deep understanding about what they were doing, and be
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Up to now we have seen that learners need to have an understanding of the psychological
and sociological processes underlying learners' decisions to join classes, of their learning
activity within the classes, of their relationships with each other as learners and as
members of a group, and of their relationships with the tutor. In addition, tutors need to
have enough knowledge of the purposes and organlsation of the institutional framework
and community dynamics within which they work, to enable them to co-operate
meaningfully with organisers and colleagues, and to provide learners with experiences that
will enable them to k()k beyond a narrow framework to larger purposes. This is

important when developing lessons and leami,ng progl'ammes and req..lred that tutors have

a broad knowledge of the community.

In order to be effective, and resist slipping into traditional or ineffective roles
unknowingly, tutors should have a thoughtful rationale to guide their practice. 11\ey must
know themselves, What they do, and why they do it, and encourage learner evaluation' and
feedback of what they do.

Linked to the view that an effective tutor needs to be reflectiv('" some participants felt that
Sitie should be familiar with adul; literacy theories and be able to put these Into practice.
Serious engagemen: with theoretical models would i~provc theIr potential as reflective
practitioners, which in turn could manifest itself in actudi\~erforrllancc.

University anti NOO·busccl tutor-trainers agreed that tutors needed to have a rationale for
their work. They needed to be aware of what the tmpllcatlons of learners' expectations
were, and be able to choose the best strategies to meet these expectations, while satisfying
their own teaching strategies. More importantly, they needed to know how to teach a
lea mer to read, write and become numerate, and to plan this learning process at a number
of levels.
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Adult education in Ubombo is under-resourced and this demotivated tutors because there
were insufficient teaching-aids, and not all helpers could be paid. Tutors felt that they
were inadequately paid, and had insufficient time to prepare for classes. Learners were
emphatic that tutors needed to be paid: only then could they reasonably make demands on

tutors. This would also help them feel that they were valued as learners by the system. It

was also felt that dedicated adult centres were needed, since adults' needs Were different
to those of children. Classroom observation showed how circumstances undermined
tutors' attempts at being effectivc, simply because community pressures and the lack of
resources resulted in unmanageably large classes. Learners were satisfied with part-time
tutors, although the manifest tiredness of tutors at the end of the day also dernotivated
both learners and tutors.

Lack of electricity was a particular problem for the classes that ran at. night, and the
groups f~lt thnt tutor effectiveness could not be abstractly considered. The standard of
classroom facilities clearly Impacted on how effective a tutor could be.

It is noteworthy that issues such as paymr:utl electricity, time and curriculum are raised In
the context of effective literacy tutoring. While a range of attributes of effective tutoring!
was raised by all participents, the study was anchored in real-life concerns. It was
recognised that effective tutoring could not be abstractly discussed, and needed to be
viewed in the context of a poor physical and social environment.

5.3.3) Tutor skills, actions and UJtderstfiltdin~

lUJ._()w1edlJll.01fi.e/l/ mId teae/dllC rationales
It was felt by the groups that a tutor should be knowledgeable about the subjects being
taught, current issues and opportunities for learners, and be able to use these as a basis for
lessons. Tutors and learners agreed that a tutor from outside the community could be

effective, but that they would need to be able to learn about community dynamics.
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Emotion, energy, and animation were clearly evident during an enthusiastic tutor's
teaching, and classroom observation showed this to consistently characterise those people
considered effective tutors, Enthusiasm hils long been closely related to increased learner
motivatlon as well as achievement (Rosenshine and Furst, 1.971, in Wlodkowski, 1993).

Linked to motivation is the issue of what tutors liked about adult literacy teaching, and
what motivated them to conthlU\}. The most common reSPC)I)SeWas that adult literacy
classes made the tutors feel happy, fulfilled, and enabled them to give back to the

community the skills they had learned themselves.

Classroom activity, such as discussion, sharing and the reciprocal gain of information, also
motivated tutors, Tutors found adult learners to be interesting and knowledgeable. The
extent to which adult learners are goal-oriented, want to achieve goals, and are
conscientlous, was found to make tutors' tasks easier.

When the issue of MOl' motivation, in relation to tutor effectiveness, is discussed, it is
important to understand what demotivates tutors. All tutors agreed that the over-arching
factor that demotivated them was inconsistent learner participation, largely expressed as
absenteeism. Learners attributed absenteeism to nrc-responsibilities, and programme
relevance in the context of the;,ir·need for employment. An ABET programme that was
better able to sfltisfy their practical and functional learning needs would have been better
attended, with lI~plicalions for tutor motivation and effectiveness. Many issues related to
tutor effectiveness arc inter-related and impacted upon by the paradigms and expectations
of learners and tutors.

Curricular issues were also a major cause for both tutor and lentner demotivation, Tutors
wanted to teach other skills needed by learners, but h~d Ilmite.d lime, inappropriate syllabi
and a lack of suitable assessment tools. 'the syllabus did not integrate education and
training.
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Since motivation was considered important by tutors and learners, it became necessary to
determine what motivated tutors to become involved in literacy teaching. The main
reason for tutors' involvement in literacy classes. was to respond to an immediate need that
they witnessed in the community in which they lived. This suggested that an effective
tutor would need to come from the community; a position later contested by tutors and
learners, who felt that external tutors could learn about the community aVI' function
effectively. Many tutors were motivated by a strong Christian principle to help fellow
members of the community; and to initiate and run adult literacy classes. Tutors and
learners felt that it was important for the tutor to be Christian, and this possibly provides a
basis for equality that differences in expertise. and knowledge may not easily enable, In
addition, learners considered it very important that they be taught about God. Tutors felt
that most learners were Christian, and that the inclusion of Christian content would
motivate them and develop their confidence in the tutor. Tutors and classes that have a
Christian component to their activities should therefore be seen as r<i~ponsive, and not
simply missionary. This should be treated with sensitivity by tutor Iritining and support
agencies and ccnsidered by organisations [nvolved in curriculum and materials
development,

Linked to this point, and underpinning enthusiasm and motivation, is the degree to which
tutors care about and value what they teach. A deep person,'}!interest ill adult education,
reflected by time spent trying to understand it better and a willingness to learn from other
tutors, was probably! the clearest sign that adult education was impormm to the tutor.
This was evident in the tutors' active involvemen! in KWANADEDASS. Most of the
group of identified effective tutors was committed to adult education specifically, which is

considered essential by Campbell (1977). They were evidently not simply seeking a
second job, as many were unpaid, and unlikely to receive remuneration in the near future.
Stephens (1971, in Campbell 1977) and Wlodkowski (1993) consider that enthusiastic
tutors care about and value subject matter, and leach it in a manner that reflects those
feelings, with the hope that learners will develop similar feelings. This is of particular
importance in the classes being conducted by tutors out of Christian mission,
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• teaching of understanding, friendly behaviour in contrast to aloof, egocentric
behaviour
..euthusiasm
~emotion, energy, and animation
..gestures, animation, and eye comact
w An inner conviction that the work is worthwhile is all important (a volufi~eer7)
..IIRapid uplifting varied vocal delivery; Dancing, wide-open eyes: Frequent,
demonstrative gestures; Varied dramatic body movements; Varied emotive facial
expressions; Selection (lfvaried words" especially adjectivesj Ready, animated
acceptance of ideas and feelings; Exuilleranl overall energy level" (Collins 1976, in
Wlodkowski, 1993: 34)

.. hMmane
w interest in people as people, who el\lclys working witb them in solving a
problem. or in achieving some broader objective, who takes pleasure in seeing
them grow ill thelr knowledge, understandlug, or analytical ablUty .
.. entice student response
..establish "effective" relationships
~democl'lltic, compassionate, sensithio and flexible.
• q\lalitie.,; of 1\ leader
'" l1111ture enough to be accepted by ndOlits•
.. initiative in programme development
~will like people,
- not be conMnptu()us towards studeints of limited ability;
~good humoured:
" tactful Md fair, cnergetlc and artieulate, imdginative lind adaptable
..humility, integrity and sensitivity.
• understanding of the adult educator hini'~lelf
~makes a satisfnctory assessment of the r.\lltticulllr situation
• select the methods Which holp the studel\\lll to learn most easily.
• understnnding of the situation, perhaps It nHher Intuitive process •
..respect for ~bcculiurnl values
.. relate well to other adults •
..will view tNcry class tiS a group of very varied pcrsonnlilk)s
..sympathetic and lmaglnatlve understanding of the students,
..sense Wll(lt they are thinking or feeling, whnt their needs, difil.cultles and problem»
are, and some attempt by the teacher to sec himself as the learners see him.

~empathy as reflected in understanding and consldc1'Ilticm..
~understanding of our learners' needs and el(pect~\tlons
~adapted our Instruction to our [earner's levels of ~",pel'ience and skill deve,!opme.at
• continuously consider our learners perspecdve
~Listening is the most important
• with expertise, empathy combines to make the instt\lctor 1I powel.'fu!llurturing
person in the eyes of the learner,

• knowledge I.)f his own values, strengthS, and wcaknesse«,
• open-mlndedncss
.. knowledge 01' the purposes and Cltgnnlsationof the Institutional frame'.vork and
commun~ty dynamics

..makes use of I~xisting values! beliefs, customs, and attitudes IlS 11slartlng p()iM for
cducatlonal ae;tlvitlc"c;.
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~prJENDIll LlTEItATUREANALECT
What makes a good and effective tutor?
(Bold type Indicates congruence between literature and participant constructs)
TE~t\ClIERSIOLLS, QUALITIES & BEMAVIOURS
l/JldcrsttlFul1uft. Ute adult le.l.!tlli1t-

.. recognises individual differ~nces

.. identifies individual limltatlons
.. recognises bldivldunl vulnerabilities
.. recognises individual needs
• differentiates between indivlduallearnil1g styles
• involves learner in learning process
~ incorporates life experience in leaching process
.. accommodates cxtrncllIrriculnr rcspOllsibUities of students which may Interfere
wlthIeamlng process .

.. provides for immediac:( of application .

.. distinguishe.'l between l~dll1tsand other catcgortes,
• have experience in wOl'king with adults
.. denves greatcs; satisfnction from accomplishments achieved through others, as
opposed to allY more direct form of self-gratification •
.. lllotivation in the task Qf working with adults
...commitment to adult ed\lcntion Is essential,
• dedlcated to the aims alllLphilosophies of adult education, and not sim['lly
seeking a second job •

.. belief that most people have pot~nth ;ity for growth

.. strong personal commitment to adult education exemplified by the extension ot'
his own cducntAOJ1•

..to accept others' Ideas,
.. respect for the intrinsic capacity of adults to be sel£-directing .
...must be actively involved in continuing study tha; will increase his pl'ofelS~'ional
competence.

~~rSOll(11Qultlitie\'!J,
..patience during looming process
" wll1ingne..~li to take risks
.•energetic and enthusU\stlc nltUmel'
• motlv~~ted
•warm, cndng r
.. builds (In the student'a strengths, respects the student's way of lifo, nnd constantly
works on rClising the studlmt's self-concept
~ ls down. to earth in dress and conversatlou, and spends time before and nfter
chss ill private convcrsatlcns onoviding lots of individual attention)

• tutor can develop relatiollships which result in a class with n collnborntivc
community (~thio as opposed to one composed of indivldunls c()lnpetitiv(~lysecking
the {ulnlment of their own personal desires.

H release the full potenUnl of Iearncrs It1 n trusting environment,
..undcrstnndbtg, ncceptlng person, respectful as well us respected,
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1'.1109 MZ Msoml P/S4lgx512 MKUZe 3965 13/03/9$
Me 0 MUmbcono P/&g$06 MKUZe 3965 H~/03/95
M8 SP T~b(1 P/Bag7a37 MI<UZE 3965 13/(!.3/95
Me At:! Mlhembu P/Bdg 557 MKUZe 3005 13,Cl3/95

LotltnOl'$
Lonmoro

SokhonUAC
AkMhonlAC

P/S4lg7637
P080)(54

MKuze
MSA2WANA

3965
3974

1310::1/95
16/03/95

109



APPENDICES-
APPENDIX A LIST OF RESEARCH PAATXClPANTS
Till. Inltlllie SL',fnlllno Addr!! .. rown Corlo Intllrvl.w
Mo NRO Mll(Iubl.ll1o P060x6S NYoNI SS02
Mr LN Mngomoxulu POBox417 INGWAVUMA 39$0
Mrs va MlltambO F'/Bag 2231 INC>WAVUMA 39GO
Mr P M(lfull)kn POSox100 INGWAVUMA 3968 14/03/9$
Mrs RT Mnfulok(l PO Sox 24$ IMGW,WUMA 3960
Mr PS MsW()1I Ptea92240 INGWAVUMA 3960
M~ PN Mnqtlyl POBox142 INGWAVUMA 39GB
Mrs JE ShI.II1go POl3(lx7 INGWAVUMA 39Gf:l 14/03/95
Mrs BHJ Mbuylsa POBox130 INGWAVUMA ~196a
Mr AB Gumetlo fl/l3ag2220 INGWAVUMA 3®a
MI) GJ Ny«,vo POBox63 INGWAVUMA 39G0
Ma WT NynW() pteag224El INGWAVUMA ssee
Mo NE Myonl PiBag 2249 INGWAVUMA 3968
Mu RL M_o P/Bllg 2254 INGWAVUMA 3966
Mr PG MbMlbo PO Box SO UBOMBO 3910 13/03/95
Mrs NB Goboln PteagX602 UBOMEIO 3970
Ms VO MMUkuZQ pOBox107 UBOMGO 3970
Mr TA Nhloko POBox146 UE\OMBO ~970
Mt'II J Myohl P/Bilg)($~6 UBOMaO 3970
Mrs CS OIIlmlhl P/Bngx615 UBOMtlO 3910
Ms T Nytllhl PiBngxOO4 UDOMBO 3970 14/03/95
Mv T Thabede p/Bagx604 UaOMBO 3970 14/03/95
Mil K Nxumnlo PO BoxllS UBOMBO 39'10
Mluo BT Nxumlllo POBox193 MBAZWANA 3974 15/03/95
MIGI> BL NgubMo Mellleni Poet SIBHAYI 3007 15103/95

Olfloll,PO
SIBHAYI

Miss rpc Nxunll.11o MOlllon!Po,t SIBHAYI 3961 15/03/95
Oflloo,PO
SIBHAYI

Mise MN Ndlow POBox9!) SltJHAYI 3007 1Ii/03/95
Mr THe MdlotMhl) POB9x174 MBAZWANA 3974 lQ/03/94
Mr 8S Mdlol$ho POSox~Z9 SIBHAYI 3007 1(;103/95
Mr TO Nxumll!o P080K~' MBAZWANA 3974 13/03/9$
Mrs NO Mdlelsho PI&[J306 MeAZWANA 39"4
Mrs M tlkhnll 1"(80)(14 MBAZWANA 3914
Mrs TG tlkhtlll pOBox3® MBAZWANA 3974
Mrs NA ZlIdlQlI P/Elllg300 MBAZWANA (1974 11/03/94
Ms HR Myonl POBox laS MBAZWANA 3974
Me BB Mboilrunbf PO BoX154 MaA2:WANA 3974
Me J Nxumalo POBox14 MaAZWANA 391'4 17/03/95
Me aT Nxyumolo POBox 193 MBAZWANA S914
Me I<N M01!llhwtl POBox54 MaAZWANA 3914
MI' MN MbUyru:1 POBox14 MaAZWANA S!l14
MQ HZ Zlkhull PO Box 132 MBAZWANA 3974
Mr MO Mlholhwo 0/0 PO BoX 64 MBAZWANA 3974 'I(J/03/94
Mrs BL Mkllho PO SoxS4 MBAZWANA 3974
Mr OM Nyawo POBoxS4 M6AZWANA 3974 1(J/03/tl1j
Mr SN Gumbl I" 0 Box 54 MBAZWANA 3974 16/03/9$
MI&Q $'1' MkhQhtO PO Sox 54 MBAZWANA 3974 10/03/96
Mr 01. Slkhtlil POSox34 MBAZWANA 0974 1(1/03/95
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5.6 CONCLUSION
The purpose of this study was to explore the dynamics of what constitutes an effective
adult literacy tutor, with particular reference to the rural context of Ubornbo, l(waZulu
Natal.

It. is possible and desirable to define the profile of an effective literacy tutor. Such a
profile needs to be contextually bound and take into account the values and experience of
learners and tutors, the nature of the learning environment, and the socio-economic
climate. The paradigms of tutors and learners must be considered and respected. 'the
profile suggests issues that a reflective adult literacy tutor needs (0 consider, and is not a
rigid list of desirable characteristics, actions and skills that n'light be imposed on people in

a range of contexts. The over-arching qualities, skills and actions of effective rural literacy
tutors arc the abilities to be reflective, critical and responsive, and to have a well-
developed rationale for their practice of teaching reading, writing and numeracy,

Related to the issue of tutor effectivenc~s, is the manner in which tutors are able to
determine the effl~ctivencss of their practice, taking into account their own rationales and
values, i\nd learner needs. While the National Qualification Framework (NQF)·derived
standards were identified as having a role in !his regard, tutor effectiveness should
especlally be studied ill the G()ntex;tof learner needs for tntegrated education and training
and employment.

The effective rural literacy tutor should be u reflective practitioner, who takes into account
desirable qualities and Skills, and who develops a deep understanding of context and
needs. It is possible to develop desirable tutor qualities and skills, but this Is rooted in the
tutors' abilities to reflect sensitively nnd oritically on their Own practice,
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training courses need to sensltlse tutors to these issues that undermine effectiveness, and
suggest means whereby they can be dealt with.

Supervisors are important for programme success, particularly if their role is a supportive
ands mentoring one. £11 the context of state delivery, which relies on part-time tutors who
derive a secondary income from ABET activity, supervision is important.

5.5 ISSUES FOR FURTHER RESFARCH
A number of issues arose during this research which require further study,

The extent to which tutor effectiveness can be studied through the study of learner
progress, and the extent to which the tutors'. actions impact on the quality of learners'
lives, bears investigation. This would be in contrast to a study that has focused largely on
perceptions and experiences of tutor effectiveness.

The role of tutor training is vital to tutor effectiveness. The roles, qualities, skills and
actions of effective tutor trainers need to be further explored.

A number of issues could impact on whether adul! literacy tutors should be dedicated or
part-time. In addition, the question of whether adult learning centres should be 1\111 or
part-time also bears investigation.

The lEB and NQF place new requirements all tutors to develon 'earners to different levels
of competence. The implications that this has for tutor training need to be studied.

The extent to which lentner assessment and the integration of education and training
impact on tutor effectiveness, bears investigation.
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favour of providing tutors with access to a range of assessment methods and encouraging
them to reflect continuously on their activities and results. This may, however, have
practical problems in terms of the required intensity of tutor training and the required skill
of tutors to implement such assessment. Assessment should, however, take place so-as to
allow learners mobility in the NQF framework.

An area of great need lies in exploring how education and training can be meaningfully
integrated, particularly in rural areas. Standards should be derived from the study of
contextually-based problems and circumstances, as opposed to being general. The
relevance of this contextualisatlon, and the requirements Qf the task at hand, will guide the
reflective practitioner to Suitable standards against which tutor effectiveness could be

reviewed. As the effectiveness or failure of the teaching strategies is assessed, the
question of whether or not appropriate standards have been met can be addressed directly.

The under-resourcing of ABET delivery must be addressed if tutor and programme
effectiveness are to be enhanced. Tutors need to be recognised and paid appropriately.
They need career opportunities in ABET that allow for full-time centres to be established
where this is appropriate. This would also allow for sufficient time for tutors to prepare
fol' and facilitate ABET classes. Similarly teaohlng-aids and materials need to be made

available to learners, SCI that tutors and learners can make appropriate selections to satisfy
identified needs.

Schools in Ubombo need to be electrffled, particularly if classes are to be run all a part-
time basis after school hours. Alternatively, provision would need to be made for classes
during the morning, which was also a convenient time for many learners. In such
instances, venues other than schools, such as clinics, should be investigated.

Effective tutoring needs to be viewed in the context of a poor physical and social
environment, Planning of ABET classes would need to lake this into account, and tutor
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In addition, the effective tutor needs to be able to develop an openness with learners that
will encourage critical feedback to better enable reflection, This needs to be central to any

tutor-training course, and also has implications for tutor selection.

The role of tutor-trainers is identified as important. Tutor-training processes can, for
example, develop desirable qualities and skills through modelling. Tutor-trainers have a
central role in this development, and should therefore be carefully trained and selected to
ensure that they are themselves sensitive and respectful ill the tutor-training context. The
motivation and development of tutor-trainers is crucial, and Operation Upgrade's trainers
are currently engaged in university study around adult education. from which it is hoped
that (bey will learn appropriate facilitation skills, as well as developing personal rationales
for their practice.

Learner curricular and examination issues need to be addressed, since inappropriate
curricula and examinations impact on learner motivation and restrain tutor effectiveness in
meeting learner needs, In addition, tutors need support in developing appropriate
curricula and assessment methods.

In an effort to meet the anticipated demands on the currlculum by the lEa examinations,
organisations such as Operation Upgrade, are endeavouring to develop curricula and
materials for a wide range of contexts, to assist learners prepare 'lOt these examinations,
While centrally generated learning curricula, such as these perhaps undermine the
effectiveness of tutors trying to meet the hroader range of needs ideutifir.(\ by learners, the
organlsatlen needs to develop them as a basis for delivery. It is possible that formal
learning and examinations such as those prepared by the lEB will 110t play n significant
role in an area such as Ubombo, with its high level of unemployment and need fO.L·

employment-skills training. Many tutors felt that, at lower levels of literacy, they were
engaged in groundwork for developing skills necessary for broader objectives, and thai
education should not be exam-oriented. The focus should rnther be on learner needs, wfth

practical assessment in the course of classroom activity. The research resuus argue in
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involving different contexts. It is also unlikely that effective teaching will take place if the
tutor lacks the skill to put methods into practice, and tutor training courses should allow
for extensive practical demonstration of skills. In-service training and support may further
develop these skills.

A Christian ethos in the classroom was considered important by learners, and tutors need
to be sensitive to this. Pre-service and in-service tutor-trainlng and support agencies,
along with curriculum and materials development organisations, should respect this aspect
of ABET delivery in certain contexts, and rather consider it an enabling strategy as
opposed to a limiting strategy.

Where formal school teachers are used on a part-time basis It:II'ABET classes, they should
receive: Additional training that will develop their participative teaching methods for use in
the,ir formal school classroom activities. This is lrnportant in developing their skills as
school teachers, but will also reinforce good ABET practice. Tlie methods used in adult
and child education, need not necessitate huge paradigm shifts. Operation Upgrade

intends to negotiate COllaborative geographically focused activity with NOO's engaged in
the tr,\lining of school teachers, and request a module in College of Education teacher
training programmes.

'rulors should manage the learning process in a manner that benefits individual learners.
Tois sk111needs to form a component of pre-service training, though the preparation of
schemes of work and lesson plans, and in-service Iollow-up support and (raining.
Rec\':lrd-keeping should also be instituted that enables a tutor to track learner progress.

Tutor~\ need all effective evaluation system, an"; to be appropriately trained in this system.
An ethos of tutor-trainer evaluation should be central to any tutor-training course to assist
tutors to develop a sensitivity to this process. Tho imponant carnclty of tutors to be
reflective and perceptive should be developed as a central component of preservlce
training, ulong with tutors' Willingness to have their practice critically reviewed by others.
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service training. There is a reciprocal arrangement for communities needing information
on our services.

Tutors need to be trained in how to be responsive and manage an educational process thai
mayor may not contradict their own values and rationales. This impacts all tutor
selection and development, because, by implication, tutors would need to be se{~itiYe,
responsive people, who are able to question their educational strategies and clearly defined
educational rationales, against the learner needs at differ lilt points of the learning process.
Tutor-training programmes would need to develop in each tutor Ii r'ersonally developed
rationale for practice. Tutors need to be shown that this rationale should not be static.
They also need training to develop learning programmes around learner needs. Tutor-
training needs to expose tutors to adult education theory, and help tutors relate this to

their practice. In addition, the responsive and sensitive nature of interaction with learners
can best be developed by example, through the tutor-training process, and through in.
service support. The training and selection of tutor ..trainers also need to take thl:; into
account,

Training should enable ttl tors to plan learning activities in a manner th!lt provides the
challenge..~needed rN learning to take place. This skill could be achieved through case-
studies and modelling through observing tutor-trainers through the process of tutor ..
training.

The core skills of being able to develop reading, writing and numeracy skills need
thorough understanding and development. While addressing the range of skills and quality
requirements of ABET tutors, the focus of any preservlce tutor training programmes
should be on developing these core skills.

Tutor training courses should endeavour to build on the understanding of their practice by
exposing tutors to a range of course materials. 'these should be critiCtdly evaluated and
possibly considered during pre-service and in-service training through case-studies
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C01lmlU1licatioll interpersollal skills
'It Communicate well
>« Mix easllv, be part of them
ljj Mustn't remind learners of problems at home
...Way in which tutor shows himself on entering must build trust, come to learn and
not to fight

01< Not sarcastic/cynical
>It Must not confront those who make miatakes
'" Speak clearly & loud
:It Praise learners
II< Polite. talk and ask
II< Articulate

l!!Plet~$i()llalisw.
oj< Be organised- MOST NB

.. be well prepared /conscientious
• teaching aids
• otherwise will tell them stories
..scheme of work - logic itllenohlng • start at beginning .. explains everything in the
fit'S! chapter thnt she introduces,

01< Press well (neatly, more smartly than the learrers (mooel)imust be clear that they
have come to teach, no shorts, must respect us

'" Be punctual
.. attends daily
.. never absent/late

01< Be a role model
-must be exemplary ~ II good exam
• not a drunkard
• no whistling
.. 110 familiarity
.. no vulg~r language
• must not smoke/drink
- acceptable beha·'iouf in terms of what the community expects
• moral,/ honest(in class as well as in community)
• well-behaved
-apprcachablc/ soclable ..must Inreract.even outside of class

11< Evaluation
.. passed when we deserve to pass ..mustn't Just happen (Competency must be
ensured)

._must be able to evaluate at the end
11< Positively accepted by Ieamere

- if learners approach you ~shows what kind of person you are " be selected
11< Doesn't bring own personal problems to the classroom

M(llla(lemqtJ.tLorgmli~mtioll,
>II Must have authority

- learners must respect you and feel you should be there
..manage class
..must know that they have come to learn
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M write clearly
.. not materials bound
M must accentuate us (reiterate, repeat) .. time is limited M can't grasp well
.. use toxtboclks so we can consult our children al home for help (Mos't NB ..
learner group 1)

• conflict resolution -(most NB)
.. introduces well • makes sure we are on righ; I)ugo of book before starting, give us
guideline:; to work at home

.. tells us of requirements (e.g. books)

.. spend time on each lndlvldual learner • must have time for us

.. encourage us daily (esp, with homeworkj.and after lesson

.. give work

.. teach learners to manage time

..give time
• give rewards

Ik Hnve experience
• experienced 1\(l\lIt,not a matriculallt(fidget & finding feet &. short tempered)

lh HaVe an informed view of adult leurning
.. start from known
• must accept that we have limited skill and that they must start tit the beginning .. it
hurls if they simply say that we should know this or tbat • must treat us as first
time learners

.. must question and challenge us (does not tamper with my emotions .. expect to be
challenged and questioned to check if 1 understand - some words difficult ..must
question duy nftt!r .. widens our minds
-works from context .. (most NB) vs, (but not narrowed 10 immediate cnvlrcns)

* Critical

II< Develop a learning climate
..create ~ healthy atmosphere ..no tension

II< Teach specificallyt
.. teach us to [(~ad and write (Milnes, parents n,1I110S,
.. teach us skills (Listed
.. teach us ESL
.. teach us sport
...teach us neatness lit home and about time (punctuality)
.. teach U!I to pray ~Very important in a teacher, Tell about God(motllllre
ChdsHun .. this will motivate them .. they will weO taught by such a person ..
creates good image with them)

• translate for us

preatlVitJ!.
lit Must think

.. go beyond narrow curriculum
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"'Culm
lit Considerate
'" Patient
II< Enthu.'liastic (animated/energetic/emotion)

~most important by learner groups 1 & 2
lj. Open

~ trustworthy
'" Approachable (learner group 1)

Q,ualitie.'1ure more NB ~gives hope to learners that here is cemeone coming to help
learner with their problems, some born good but some trained good, need to be
consistent in and out of the classroom, qualities more NB, but train skills
Can show gloom and provocation ~won't like me • will focus on ME and not what I'm
teaching/must be lin example by his behaviour. If behaves well, can teach skills -
won't make mistakes because of good qualities ..will come right • Born with qualities,
and then develop new skills

vs,

SkiU!».!(lli} NB (but qualities also) • qualities «I'e in a person, but can be
underdeveloped. can teach quallties/illfluence, qualltles are no good if' don't know
Skills, we're not here to analyse characters ...but to concentrate on edUcation/to
lenrn(hnt can't learn form an v.nfl'iendly, serivus person that you arc too scared
to ask a question ot)/All teachers bave some problelllS, so rather focus on
skills/can't change a persons character, can train qualities but it takes time
(modelling), skills and subject matter are all that concerns that teacher and pupils-not
there to teach good qualities. Are people who don'; laugh" doesn't mean that they are
heartless
17· Employ one with skills and teach qualities. wm get along with hlm ~will
understand his nalurll • have been in the world

K1Iowlpar:e !Jl.field
>t< Must be knowledgeable

• discuss current affairs & use as basis
• must know what is going on in community and countrywide
• knowledgeable about opportunities

'" Must know what 1.0 teach

K1Iowledge o(teac"i1lC tec,lmiqlle,£
'" Teaching skills lmportan! to help learners

~USeof charts- use aids releVatHly and effectively
- skilled- questioning, narrating, variety of skills- change between them
- motivate through stories
• give them lime to show/discuss progress
• use materials well (most NB)
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§) What l)lak(',s a !mod find effective tutol''!'

QUALlTms:
!1l,def~t(l1ldiltt: tlte adult ietlflteT'
* Accepts learners as equals

~Respects learners and sees their potential for growth
~Tutor sees him/herself as a learner (seen as most important by a learner group),
some learners are old and experienced

~Eager to share knowledge with learners • not proud
• Democratic- (Identified as most NB by learner group 2 "we are old"

* Conducts relations with learners in /i democratic manner
• Negotiates with them about needs
• Listens to learners' problems
• Resp(Jnsive/listener (vs, Although must sift truth from untruths ...can't listen to all •
some are influenced, and must only respond to what is sound (Learner group 1)

-Involves learners in choosing tei~ching aids, such as charts, and prepare scheme of
work

• Doesn't punish learners
Pel'St.z!J!J.l!Juallt!es
"A good and effective tutor is the one who has all the qualities expected by ~iS
learners"
• " uthlSha omuhle ophumelleayo wabantu abadala yllowo ODAoo woke Izimpawu • •.
ezldingwa ngabafundi bakhe" (Rose Mthernbu - Sokhontl AC) ..

* Wmm, !cind, sensitive, gentle, compassionate, humane and friendly disposition
• smile, speak nicely, greet learners
..moderate voice, soft-spoken
..corrects politely

* Committed • leads to success in the fest, otherwise wouldn't be here ..overarchlng
• involved with learners .. try and solve their problems vs, co-operate with them to
solve their problems, inside and outside of the classroom

• motivated beyond tmmedtarc needs
..dedicated

* Humble and meek (V$, commanding personality)

* Tolerant
.. not easy to annoy
• accepting
• reflective, vs, but must be well organlsed-questk •m and only use info for next
lesson)

• flexible- not important (learner group 1 vs, most important ..may deviate for
needs of one

.. sympathetic, (must understand if we're late and welcome us ..we have reasons)
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- budget before buying
• learn English
- need to learn political tolerance
• progress in life
• need civilisation in families. a person who is learned defends his good name
• learn about nutrition for family

II< Curiosity
• like to know what education is
• for pleasure - think learned people are more happy

p) What does an effective lit". ...I1~ 'Rrogr:,amme do?
>I< Curriculum/training

.. learners learn new things
- leam to Read and write
• trained for work: skills - plant gardens and vegetables, cooking/baking, sewing,
blocks, knitting, candle-making, cooking, gardening- not just reading and writing
(Skills more NB thon a Sid 10)

• learn to count /add/nllmeracy
• helps them appreciate environment (Clean, neat and hygienic)
..works from local context
• trained, skilled tutors
- taught what helps them outside (e.g. health) ..work must have a value
- activities (e.g, sports, drama, crafts, drawing
.. books must have pictures (esp, History)
.. fewer SUbjects ..not enough time
..must identify allil respond to regional needs through appropriate
curricula/materials
.. evaluation strategies

01< Leamer personal factors
."learners are happy
..motivates in life ..they then want to study further
- makes us more independent of others
.. social behaviour ..discipline
.. leach them to concentrate/listen
- to develop spiritual beings ..learners want this

111 rrcrvision
.. help access resources (e.g, loans 1.0 help skills implementation) look at them in
comprehensive way

.. provides texts, stationery

.. curriculum, extlms, inspection

.. respect policy of school

.. must have ESt

.. learn to fill in forms

..more time

.. electricity
.. OWI1 classrooms/teachers/books ..would study during day
.. tutors properly paid
.. have Inclusive planning committee
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'" Tutor
.. some tutors only have a love of money - couldn't recruit teachers until some were
paid, then others came forward
~Iget tired
..Ineed more training
.. Interference In my domestic affairs .. is an extra job

'" Organisation
..depaltment not serious .. too centralised
~no support services
..need planning

Whl\t ABE tU1Qr's dlGllko about ABE
teaching

I'llOrganISation

IYTUtor

III CUrrlQulUII\

CIClassroom
dYflallllo$

l!IU1der·resQurcod

.I.ollrner
participation

15o 1U 15

Tutor ""'poIl8811

...Standing in community
.. fill gap between them and learned .. think they are outcasts ..want to become
integrated

..)think they will get respect and recognition as learned people

4) Why do you think learners want to learn?,
'" Employment 0PPI)ftunities

• improve chances to find jobs
..skills (e.g, candles, sewing (measurement)
.. improve chances of promotion
~job efficiency ..want to upgrade themselves

II< Function in society
.. read & write .. filling in forms (Post office and bank)
.. read & write letters
• explore in towns
.. rend bible, sing (not common though)
- can't survive without education
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What ABEtutor$lIke about ABE
teaching

20o 40 60
Tutof ruponBlI1I

3) Whnt do you dislikeLdentotivates about adult litcl'I1CY teaching?
* Leamer participation

.. absenteeism (Because children are sick, meetings, cattle dipping, flood
fl~ts(JQzini), sell goods, pensions, untrained tutors, prepare and they don't come/
no transport ~ leads to absenteeism

.. irregular attendance ..new faces ..can't progress with syllabus

.. late-coming
.. dropouts

* Under-resourced
,...not enough resources (aids)/Gan't pay helpers -dernotivates me
..classroom setting
..need mo:re money (me)
" limited tlme/Intros take a long time
.. 110 electricity
• need own centre/classroom ~ learning is different to kids and need different

...Classroom dynamics
..many are workers .. tired and can't concentrate. classes finish late
..some are noisy, talk while teacher talking
.. SOme tease each other

, .. some write notes very slowly
..don't do homework
.. someone who is not intelligent but with high hopes
..some learners drink and they smell

1\1 Curriculum
..want to teach othel' skills (e.g, handwork) Ilmhed time
..external exams
~no syllabus/irrelevant syllabus
..must integrate education and skills
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APPE].mrx C MAIN CONSTRUCT 1 •WITHIN STAKEHOLDER
CONSTRUCTION

1) The following construct (Main Construcal) was developed through interviews,
discussions and observations in the Ubombo circuit of Maputaland from 13 ~ 18 March
1995.

llWh.y did you become involved in adult literacy?
'" Respond to a direct Deed in the community

-,told about adult learning needs
• witnessed adult learning needs and

:I< Art! a product ofadult education myself
'" Uke to teach adults
* P1eople approached me
>I< !..ove of our natioll/community
'"i~ It Christian must share what I have- people will be judged -what happens to those
who can't read and write

~ What do y~)Ulike about adult literacy teaching!
'"Makes me feel happy

• I feel fulfilled
• we are free together - don't have to hold back
~giving back (0 community what Ihave

I\< Class activity
w I like the discussion and talk. adults are not afraid to contribute (better than kids)
- adults arc interesting and knowledgeable -reclprocal g~in • I learn
~ adults goal oriented'- want to achieve goals/motivated/consCientious/
.. like their jokes
- learners co-operative
...love the teacher/respect teacher
- make you help them solve problems
- easily approachable
• when I have taught a parent, I have taught a child .. they want to share
knowledge/skills with their children at home (Miss B T Nxumalo)

• tty hard to learn other languages. they use expressions learned in the classroom
outside of the classroom

.. improvement/results tire clear/immediate
• ask when they don't know
• come back and thank me
• show their happiness, Irlendllness, confidence when introducing a lessoIllinterested
- they complain that time is not enough
.. sometimes changes people's characters
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"'* Knowledge offield content and methodology
-Knows content and methods in appropriate field and is capable of adapting these for
adult learner.

-Can design ancl/or implement evaluative procedures which measure participant
capabilities and performance.

-Can design and/implement summative procedures which measure programme
effectiveness.

"'* Employment of teaching techniques
-Knows variety of teaching/learning techniques and utilises them in appropriate manner
-Knows function of motivation in leaming process and implements appropriate
motivational techniques

** Communication skills
-Applies effectively the techniques of active listening
-Can imitate dialogue and call closure on process
-Uses appropriate language in oral and written expression

** Professionalism
-Knows policies f.lnd procedures and dependably fulfils duties and responsibilities
-Keeps current in field
..Accepts criticism and negotiates conflict constructively
-Malntains professional appearance

"'* Management of Learning Environment
-Plans lessons bused on learners needs and content
-Managcs time effectively in terms of preparation and delivery
-Allocates materials and supplies in all accountable manner

** Interpersonal skills
..Facilitators behaviour which enhances self-worth of adult learner by df .nonstrllting
understandlng, empathy, and patience

-Demcnsirates enthusiasm and can maintain high level of energy through learning
process,

-Instils confidence and pride in accomplishments of adult learner

Aciknow!edging the necessary personal qualities of the successful adult educator,
training may help develop these only if an existing poten.tial is there. Wlodkowskl
(1993) feels that we should see them as skills; and not as abstractions or personality
traits. They can be learned and they can be improved upon through practi~e
and effort.
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keep attendance records, update materials, and recruit students,
" caring

Pf.QL1.!st;ionalism:
~follows procedures and policies
.. is prepared for class
.. dresses ~ppl'opriately to the situation
.. fulfils duties and responsibilities
.. displays leadership
..keeps current in field
.. responds appropriately in situations of conflict
.. is self-directed
• accepts students as adults
..demonstrates pride in accomplishment

M!!!uYlemf1nt/organisation/iol1.ic ofappfoach:
..monitors and manages the classroom
• manag\~smaterials and supplies
• manages time effectively
• plans ettective lessons
..manages well in crisis
.. prioritises information, tasks
.. foresees consequences and plans for contingencies
..well-developed logic of approach, which has developed through reflection over
values, skills, theory hll:1the learning envlronment.
..understand and declare his or her values
.. the ability to translate known philosophy and knowledge Into practice, and
organisational and managerial skills is vital,

.. teaching is an overrated activity which normally interferr,.swith learning, the most
important of which is generally a result of self-discovety as opposed to teaching .

..see themselves as guides, who encourage, guide, challenge, empljasise and
support.

• not think of learners as being vessels to be filled or inert objects ;1.0be moulded.
- good teaching lies in a willingness to attend and care for what hEII?pensin our
students, ourselves, and the space between us

..stance of l'eceptivi~y, of attunement, of listening.

TEACHABLE SKILLS
**Understanding the adult learner
-Aware of ongolag research on adult development and its relationship to adults as
learners,

-Recognises individual learning styles and correlative teaching methods.
-Understands relationship between life experience of adult learner ar1!~need for
immediacy of:application .

•Understands the social and professional obligations responsibilities (If the adult learner
and their impact on educational objectives and performance.
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- compromises as appropriate
- writes effectively
- articulately communicate in both speaking and writing is important,
- proficient with language,
- listeners,
• articulate speakers,
- regular readers
- thoughtful writers •
.. tme set aside for questions/opportunity for learners to practice
..repeating things
~being easily understood and followed by most of the learners
• be proficient in the use of communication media,
- do public relations, promotional work, and organisational work
• considers bim/herself a learner,
.. curious
.. facilitate an open, permissive, free environment
• good listener and sensitive to the verbal and non-verbal communlcation
.. observation, sensitivity, responsiveness, and the management skills
.. writing and speaking
~ lead groups ~ffectively,
"direct complex administrative activity,
.. exercise flair in the development of programmes .
.. group leader, .
.. understand group leadership and be able to work with groups .
.. self-directed learning strategies,
- familiarising oneself with theories
.. who knows a great number of methods to create a learning situation
.. importa,nce of creativity and the need to have multiple approaches
- presents information in a light tlccessible way
- actively prepared
.. imagination in programme development
- practice and psychology behind positive reinforcement of learning.
- helping people to control and a(ijust to change
.. helps learners develop the ability of critical thinking
- learning environment should encourage the learner freedom to search, through
<tial and error, without fear
..should identify potential leaders and help them to develop their potentials
..learners as an equal
- in,\'o)tv4!d in self-diagnosis of learning needs,
. - subsequent planning of goals, objectives and directions for growth, and
conducting and evaluating the programme.

- rationales for choosing materials, methods and techniques, and be able to use a
wide range of materlals and methods.

- individual differences should be taken into account,
- experience of others is valued
• encourage the group to take risks in experimenting with new ideas and
app.roa~:'1:lS,

- should not be rigid, and be open to change .
..organlsatlon skills and managerial sldlls, be able to manage time and plan,
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- a broad understanding of the individual learners and the community
- tutor must understand tbe,conditlons under which adults learn, their
mntivations for learning, the nature of the conur ..~tyand its structure,

- understanding of oneself undc;('girdedby a sustalmng personal philosophy.
- ~ensitive to divergent beliefs, 'Values and opinions if actively involved in a range of
community activities.
- sensitive, responsive, and non-judgmental.

Kllowie(jg_e oUhe field:
- employs appropriate diagnostic techniques
- groups students according to tesr results
- uses readability scales to evaluate materials
- employs appropriate evaluative techniques
- elicits feedback
- writes curriculum for specific needs
- evaluates and adapts materials to the adult learner
- applies adult learning theory to instruction
- competence in the subject
- has had experiences related to his or her teaching,
- can present case studies or theories,
- demonstrate processes
- know something identified by learners as being beneficial,
-Iiberally educated, flexible person, who is competent in many of the basic skills
needed by the learners
· needs-responslve,
~describe, understand and apply modern theories, principles of learning and adult
education, andresults of analyses about the needs, interests, motivations,
capacities, and developmental characteristics of adult learners.
~describe the differences between youth and adults as learners,

,Kn.owledge of teaching techniques,;,
- employs group dynamics
.. uses AV effectively
• combines techniques
• lectures efi'ectively/apl>ropriately
, simplifies as needed, complex concepts
~relates material to life experience
- elicits feedback

. ; lJfeativitv.:
- steps out of own perspective as needed
• uses familiar materials in innovative ways
- is familiar with and applies various theories on creativity

Cot1tmrmicationll nterpersollal skills:
• listens actively
• expresses self cleariy (oraUy)
- employs appropriate body language
- elicits responses from students
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APPENDIX 1I PHOTOGRAPIIS OF TUTOR ANDLr~RNER DISCUSSION
GROUPS AND CLASSES
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'l'hishn

19ntlln laml ngungu David Bnso!', nglcela uslzo eslfundwenllinml eng,ilenzl\ e Nyevesl
yase Witwatersrand. Nglsebenzela u Opermion Upgrade e Tlteltwini senglke
ngahlangana nabanye othlsha bemfundo yabadala ngo-October 1994 e Mbazwana,

lI\jollgo yalolupheny(J kulunda (Research) kwurnl ukuthi slkwaz] ukhlthl slthole
ubuclko, Iziildleln kanyc nobuqotno buka thlsha wemlundo yabadala cnlugnthl uthlsha
owazlyo umsebenzl wakhe Iuthl nonekhono lokufundisa, Lokho koba wuslzo
ekuqeqeshenl olhislm katul nnkwe mlnye lmikakha, Kanti lolupbenyo kulunda
alwenzelwe ukuqhalhanlsa uf undlsa komunye komunye.kodwa luzlnze olwazinl
Iwakho, Ngokul'ulldisn abadala kanye nomphakathl waklni.

~gil.:elakc ullgiphendulcic lemlbuzo:

~.Yini el!cUZtl nUllsha wcmfumlo yabutlnlll abc llobuciko lIckholiO kulcutluw()
.craun no MLmzwnlluLUbomlm/Ngwllvull!!!1.
(Okungukuthl ylul lena eycllzil ulhilihn sllill wUllllshu ngembela, ZCIlZO zinl, Iuthi
buclko bunl nllllbo, kulendawo ynse Mbllzwullu{Ubomlm/NgwQvumn'l)

• U.'l'hishu wllbudllia ..!zlbonn lumLuut ukuthl U1llseb~nzi wukhe USIl""CllZU

..ugelldlcll1 e(nuelct
(lkhona ylnl indicia enlsebenzlsayu ukubnnn ukuth] wenza into efulleie?)

• U.'l'hlshll wCllift!.II(1o l'alltltJlll~wcll7.n IUtllYllnl ulmthl nUm tllLIklse ubuchuh;
!Iill.P..!1UIWI\.Yo lIukuZh;IlUIil o!wthuthcltn .!lcllj!okuyllllpulIlclclo'l'

Nglncthemba l()khilhi llizollginikctJI islkhllllhllllll c,qlkhalhlni senu sokuthl nglxoxe nanl,
Uma-ke kungenzekl ukuth] slbonane nglz()cela ukuthl nlnglphendule lemlbuzo,

.r""-'~'iI"""""4'/
David Ensor
Op<mlli<lI1 Upgl'l\de
POBox 314
DURBAN 4000

U(tf/,...."ptl!e- ,,/'w,t'$o
I.tIM~#_~.·
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APPENDIX G INTRODUCTORY LETTER

Dear Tutor,

My name is David Ensor, and 1need your assistance in a study that I am. involved in
through the University of Witwatersrand. Iwork for Operation Upgrade in Durban,
and have met some of the llteracy tutors in Mbazwana in October 1994.

I will be visiting Mbazwana and Ingwavuma from Monday 13 March. Saturday
18 March 1995 to discuss a number l')f issues that I am involved in researching.

The aims of the study are to help us all try to identify the skills, qualities and actions of
literacy tutors who you may consider good or effective. This could be important for
literacy tutor training, as well as for ~ number of other fields. The study is not going to
compare anyone's teaching, but to ask for your assistance in answering the questions
below, based on your experience of literacy teaching and your community.

Ineed your help in trying to answer the following important questions:

• What is it thnt makes a literacy,: tutor effective or good in an Mea !if 'r
Mbazwana!1ngwavuma?
(What are the qualities/nctions/skills that you consider an effective/god tutor (0 have
in all area like Mbazwann/Ingwavuma'l)

~ 'How do literacy tutors evaluate themselves?
(Do you, as a literacy tutor. ha tiC allYmeans. of determining how you are doing?)

• How do effectiveLgood I~!()tacytutors develop_lhe types of qualitie.'l/actioos.L,'{kjlls that.
are considered effectivelgood?
(If you know of an effective/good tutor. how do you think they developed that
quality/skill/action thnt makes himlher effective/good?)

I hope that you will be able to make avaiIabh~ a short amount of time for me if 1am
able to see you. If time does not allow for me to meet with you, I would still very
much like to have your views on these questions, lind have attached 1.1 questionnaire for
you to fill in.

1 hope that I tim able to meet you, and thanks for your assistance.

Yours sincerely
David Ensor
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;), U.Thlsbn wcmfundo yabndala Ul~W~lZaknilyalli ukuthi ntlm thuklse ubuchnlc
!khollo lumye nokuzilfilliha okuthatbekn...njclm()ku:i:ll1lPUlllClclo7,
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• It"" f. t" U it II' U H" t.,.;. ,..•"I f. I' .,,~o" ~. ,I ~ t., •••••••••••••If •• 11" •••• ", •• "",i" Ii .1 H'~ 41'f •• U4I. ~" 'it'

•• "••• ~.~ ••' •••••• 1; If ,t •••••••• t.~ "it.,~.__"._., ,.,., "'••, •••• 'f ••••",., <i. "'" .t I ~ U._ ~. " 1'"" .~;, •• iI •• t.' ••••t •••

,. •••••••••• , •••• ' •• , •••••••••••••••••• 11:., ". t' " •• , ••• t. II,'f tt •••• I ••• II •••••••• f •••••••• If, •••••• , iii , It ••• ; I' f' .,.~i •

•_••u••••••••••, U( t •••• , .•• _hll.' , ,.,. ••••• " .. ". 4 'il" ~ i.lill .. _lIt , .

Your Name (optional): •.,,,...~....~.••' ..••.,.fo •••••• hll_ ..... ~••• ,,•• , .. "'""IiIfH •• ,."iI,.

Ngiynbollga, usungaylposn usebcnzlse Imviloph] eiakwc phaknthi.

l)nvid Ellsor
17 Berea West Rd
WESTVILLE 3630

Tel: 031 ..862598

Othel' Commentst
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IMIBllZO
Ngipbendulele lemlbuzo bese uylposa, Seberrzlsa lernvilophl:

lS'giceiake ungil'hendulcle lemilw..zo:

1. Yini Cl:CIlW v~~.mf.!mdo yabndaln abe no~ nckhorlO ktllcndnwo
cfanllllC Mbn~,;wnnnmbombo!Ngwavul'jtn?

(Okungukuthl yini :.!oa eyenza uthisha slthl wuthisha ngembela, zenzo zini, Iuthi
buciko bunl anabo, kulendawo yase Mbazwana/Ubombo/Ngwavuma'l)
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2, U.'l'hishn wnblldnlp uzibollR knuYRili uku.lhi.ulllGcbenzl IlI'nkhc usawenzll
~!t(!elldlsl!! ..efRllcl~1
(lkhona yint Indlela enlsebenalaayo ukubona ukuthl wenza into efnnelc'l)
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APl)ENDlX F QUESTIONNAIRE
ENOLlSH TRANSLATION!

THANK YOU FOR YOUR COMMENTS!

1) What is it that.makes a literacy tutor eftective or good in an area Ii~
MbazwanalJllgl~smna7
(What are the qualities/actions/skills that yeu consider an effective/geod tutor to have
in an area like Mbllzwana/Ingwavuma?)

.............. , ••••••••• ;I .. " i •...... lI hh •• 'ui •• i •••••• ;jj •••• , •••• ~ " •• uu ••••• 1.1 .

.. h."h h~H U u,' •••••" U••••• H , .. H_ , 4 ""' ., •

.........._ ~••••,••••u , "••"••••••••iI iifUU ft , •••••• u ; u

..... " u ' i ,U U.HU" " U ,U , , >HU 4 , .

••••••• , •• , ••••• ".'), •. ~ •.... _.-J; •..•.......•... _••• ii ••••••• , ••••• 1' "'I'ilj •••••• t •••••• Ii •••• ~_••••••••••••••••• i •• '.OIli'•• ii,,'.1", ...,
.... ,UI.a.."iI f""., tI U.~ •• H i.it.Ut.l.. · h." h'." •••••• ii-~ .. Htt.nl •• Hft.- u ••• U .. H

t •• , •••••••••• i ••••••••••••••••• , ..""i, .-.11 t._ ••• t •• 1 ••••• ~ •••• " •••••••••••••••••• If •••• , 1 •••••••••• ii" ••••••••••••• " •• i •• "..Ii f
•••••••••• i •• "'.t •• 1I••• U.UH4 6.'.i~ •• I .. n.. t tli .

2) How do Uternc)! tutors evaluate themselves?
(Do you, as II literacy tutor, have any means 'Of determining bow you are doing'l)

.~ •••••• ,. Ii ,', , •••••••••••••••• i.,1••••• .,•••"•••••~••••• f.,'i'" •••••••• t ,. " _ I.,,, •••, "!!' .• ' ;., i. I,. It; ," jo •••••• _. 'tli. •• ,1'
••IIlI"••n~•••H.h .. _••U.u Uftth.U' ••••Ui.""U t U••H ~ u H.i1i H••

..... , .. t ••••• Ii h'H U.i.i , U I1I H_.~'"U-iII.U.

3) !iQw d9 d,ffecliyeLllood lit~rng~!lltors develQll.Jhe t~l)(l.C;of mwlitie.SLacJLoIlSLskil!s
!hat nre ~Ilsidered .eff~.$(lod ?
(If you know of an effective/good tutor, how do you think they developed that
quality/skill/notion lhnt makes hhn/hel effective/g;ood?)

........... ,.., .-. • .-. '41" "'.", ,' , U .. H ••• iJU t ••• "u".u ~' n.t H,. .. t .. ~

, ••••• , 11.,." •• , •• , ••••••••• 1.' •••• " , ••• , •• I\ •• , ".' ••••• i •••••••• , ••••••••• ' •••• 4 ••• ' •• f' ••

, ••••• * •• ''' ••••••• U •• iI ••• i~·.tI •••••••••••••••• '' •••••••• , ••• ~•• _."., •• tt,It •• ,.

4) Can you think of someone you think is a renlly cffccltive/good literacy tutor, with
whom r can speak? , u •••.••••••'u ••u ,••H<Jt •••••• , ,.~t.,•••I ••••• tI.~,.t

l'hank you for your views: Please can you post to:
David Ensor
PO Box 282
WESTVlLl,E
3630
Tel: 031~862598

(Stamped, addressed envelope enclosed)
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APPENDIX E INTERVIEW SCHEDULE

.1) What do like about adult literacy teaching?
2) What do you dislike, or find demctivating, about adult literacy teaching?
3) Why do you think adult learners want to learn?
4) What does an effective literacy programme provide?
5) What makes an effective literacy tutor effective?
6) Of the...e qualities and skills, what do you think can be developed, and how?
7) How do you assess how well you ate doing in the classroom?
8) Can you think of someone you think is a really effective literacy tutor, with whom I

can speak?

Key points from previously derived constructs were intr{lduccd fot' discussion
and comment.
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L Vocal DelivCIj'

These Were developed with preservice elementary teachers, they have also been used with vocational instructors (Allen 1980)

~;:;.
(.:l
~
==CJ
1;1)

Zo-
~
00=o
(.:l

~
~
Z
r::::l.~

8. Overall eI!I"-'&Y level

2 Eyes

L2Ige iIlId::1lddell changes from Japid, excited
speech lOa~variesinfOllllatio"ami pilch

~
'"""

Monotone, minimllll1 inflections, litlle varlallol!.
in speech, poor a.'1icullllion

Low 1231 Medium 451 High 67

Looks dull or bored; seldom ope:>S eyes wide or
raises eyebrows; avoids eyeronlacl; often

maintains a blank stare

Pl=tv:!rl:lliOl:s ()fpitcb,volllll1e,:md~
goodamcuJa:ion

Appeals interested; oocasiolWly lighlillgllp,
slWliBg; opcaingv.ide

ClIaIacIciscd 2S dam:mg,sn:q>ping, shining,
lighling up fn:xpenrIy, 0peIrlng ",ide, eyebrows

P.ised; maintains eye contact whileavoi<ilng
SlaIing

3. Gestures Quick"nddemon=livemoveme%ilsofbody,
bead, anns, bands ami face

Seldom moves arms out !award pe=n or objecr;
never uses sweeping movement>;.keeps arms at

select fclded, rigid

()fJ.oa pointed, occasienal sweepingmolioll usiJlg
body, I:¢ arms, buds, and fae>!; maiJ!taias

steady pace of gestarlDg
4. Body Movement Scldommoves from ose spot or from siUfug to

standing posiliOn; sometimes "paces" nervously
Moves freely, slowly, ;mdsteadily Large boGy movemen!s,swillgs 3IOud, walks

Japidly. changes pare, nnpredictabJ.e and
energetic, natural llodv m07emCIIIS

Appear.; vibrant, demonsn:alive; sAO"'-'; variety cf"
emotionsand manyexpres:>ions; brood smile;

quid: sudd<:n changes in e:tpI'CSSon

S. Facial expression Appeats deadpan, erpressionlessorfrowas; lit!le
$Illiling; lips c:losed

Agreeable; .smilesfu:qaently; looks pleased,
bappy. or sad ifsillWi"lI calls forit,

6. Wolll selection Highly descriptive, many adjectives. greatvarielyMostlYIIOIIllS,fewdesaiplorsoradjectives;
simple or Iri!e eapressloas

Some desaiplOlSoraljectives or repetilio!l of the
same oaes

7. A=ptanceofideas aad feelings Little indication of acceptacce or encouragement;
may ignore teamer's feelings or ide2s.

LetiIargic; appears inactive, dull, orslttggish

A=pIs idcasacd feelings; p<aises or darifies;
somev-..natiollSm ICSpOllSe, btttfrequeady

repeats sameoaes
Appeals energetic311d demonstrative sometimes.

but mosrIv maintains an even level

Qnicl: to accept, praise" encourage; Otclarify;
many V:uiatiODS inrespo",;e; vigo!OlIS nodding of

bC2dwhe!l~g
Exnbernnt; high degree of ene.-gy and vitaliI}';

highly demonsn:atNe



8) What desired qualities and skills can be developed / trained?

* Qualities
...can teach qualities - are in It person, but can be underdeveloped - tell/influ~nce -
role play, modelling, lecturing ~rather select skilled people - some are beyond
repair ..cut them - need a contract - If It person is with you continuously, you can
influence - if one off contact, can revert to old behaviour

...development is a lifelong process - We never find it - continuous for learners
AND tutors

- call teach qualities by actions - see how I do it - modelling
- friendliness(NB) can be taught - if not then must be told to be friendly
- give written code to tutors
- can teach qualities by modelling (e.g, by example), but 110t worth the risk,
..can teach qualities ..some I failed - can't be taught and can't accept because of
personality

- can teach qualities by negotiation
- teach time-consciousness
- teach tutor to give each learner attention
..you can teach qualities if person is willing
- can teach skills (method and approach, manage) and qualities (e.g, love, talk)

vs,

- can~t teach qualities - people are different - can't change. You come with what's
gv ..... 1:10t taught - choose the qualities

-.choose tight qualities and train skills
.. select qualities and then train
~Ilcnn't toac!l old dog new tricks"

Can offec;.lve/good ABE tutor qualltieB
be cllilveloPQd?

m can teach qUIII~108

o 10

Tutor tOllponaos

20

L
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1).Ho\y' do. you assess that what YOll are doing is good and effective in the adult
IiteraCI classroom?
'" Assessment/evaluation

- evaluation - oral questions on subject itself/revise yesterday's work
• evaluation .. tests (written) (but fear exams)
.. peer assessment, supervisor 1,$ No time for tutor peer assessment
.. the learners know when they know that they know
.. you've taught when you've taught
- supervisor can check classes/observe/show
• do they do what Iteach
.. sometimes I tease them by doing something wrong and see if they correct me
- follow up discussions ..show understanding

'" Learner behaviour
- learner attendance
-Ieamer participation, openness
.. gives thanks and feedback to tutor
- learners are interested, understand
~ learners co-operate
- learners responses .. facial expressions/smile/relaxed/face~ are
happy/excited/nodding

.. relate life and learning problems to me without fear shows trust
• they tell me if they don't understand
.. learner enthusiasm - willing to work- ask for homework
-Iearner behaviour improves
- want work corrected and given back .. marked now!
.. sad when get poor results

How tutor's IlIssesswhat they do In the
cla$Sl'oom Is gOOd/effective

o LOlllner behaviour

&I ASDGSQlTlenl:
written

Il!IAssessment/ev!)!\!
allon:orlll

10o 20 30
Tutor ro.ponto.
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What makos a good/effective ASE tutor:
Learnerreaponse$

10o 20

What makes a good/effective ABE tutor:
Tutor responscs

Illl'Ml'logement/orgMislll
Ion*'Prof~slonallem

IIJComml.lnlcation/ln\erpe
raonalakllis

• CrellllVlty

m Know kldge of
leaohlng teohnlques

[J Know ledge of flalel

III Poroonal qUIlIlUo$

50
l1li U,(!atatElndlng thl)

100 liduklearner

TLltor rosponseo
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• commanding personality important
* Must be supervised

~must have a good supervisal' to advise tutors/guide Mars
*Must be paid ~or become discouraged
* From community and is known to the students

• able ((I solve their problems and help their learning (not easy to learn as an adult)
• understands community/culture
• knows problems and learners ( But outsider can be taught about people and area-
attitude is important) Vii. outside perspective can be important in dealing with
recurring problems treacher from afar cat. be better - may know ins and outs of a
local teacher and bear a grudge

* Not tired from day-school
* Age, gender, and status not important - depends on character and qualities and if sfhe
is prepared to teach us vs, it is a problem for a woman to teach men

* Good administration

What makes a good/effective ABE tutor

C M<lhagemeht/orl.l~nlsaU
on

E1COmmunlCatlon/lnterper
sonal skills

, 1

loll Know ledge of IElsching
technlquas

Cl Know ledge of field

&II Ul1detsland!ng the adull
leamer

100
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3. U·'I'hJsha W.!llnfund.iUJl.bttdnla ukwcnzll k.f1mynni ukuthi ntlm tbukise ubucYmlc
~.l\lU!.PkuZlprtthll okuthntheka njengokuyi mpumelelo?

.u.rG..~ Pl.:-l~/~~w Ij.(f.r..:l.?~.'!:!!;r w..r;-f}~¥tJ.~4p.t.t~~

.[l.;y.d.~.:~;/::f~?~.:,:~~.'!!.~~'?!:'!:::.:'.....ld~~.~...#jf./J~0!(§f:...~M~

..k.~~'{f.~~.0.~f..~ ~.~~~~~..~~/y;r!:~~~/~~ .

...~~: ..,Ij}.0.:,d/:f:.~;...&.s:~b.lUrl!:.~trz::i/&;....~/~!:.t;'(..~!'!;.:...~~do~,r

.r..~'~.r~f:.l&.~~€f:r:#f::&£7/:?,:::.~~R:f.!...§~.1J;.q0:.~~~~~.0.!.:.':::I.:."!:1.I::::.:.

...1.ik.~.~:~-&i;..~~.f?·..118~(~.tf.;f..{~.1D£:...1fi~.~#t.<;/;!~~':':1.~.1,~~:.:, ,

.~~!t.~F:<:.~;,t0.R....rY:..f.~?3~:;~r.~';.~~.: ..~~(.~~.~:.~..&..~.~(.:~...~~~~~;.~:;:.~
Your Name (optional): ..f.!.w.!l(f.~ c..~.t~.......mJb£~ ..
Ngfyabongll. usungayiposa usebenzlse hl1viJophiefakwc phukathi.

David Ensor
17 Bel'en West Rd
WESTVILLE 3630

Tel: 031· S62598

Other Comments:
~ 1e C~eVCA:/ til{. t (!_·f;(.'a.", <041 IN;,

10 .. !>3t ...c, ~ - /)te!.J,.,· /vrl.'()/;,letf1,V,)



IMIUUZO
Nglphendulele lemlbuzo bese \Iyiposa. -Sebfltlzisa lemvllophl:

Ngicetntre ungll1hendulele lemibnzo:

1. Viltl eyeltzll lIthlsho wcntfundo yabadalllllbc nobuclko nckhono kuteltdnwo
crona nc MhRzwann{l1lrombo!Ngwlivu!tln?

(Okungukuthi yini lena eyenza uthisha slthl wuthlsha ngernbela, zeOZQ zini, futhi
buclko bun! anabo, kulendewo yase Mbazwllnn/U~ ".mbo/Ngwnvumn?)

'Ui~~k~ml?'~.9l-.':\f~...~t',~~~hl ..J;,.~.J.~~ht:l..~.~.k.tp,d~.~\).~.~M.~f...~t,I.M-i~"'"
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2. ,l,1/Cbl:;hn wgbndnltl uzlbm!!1lcllnynnl.ukllthl umsebclt7.1 wnkhc \lsnn:enzn
~,;~!!d'eln efnttele?

(lkh()nu yinl lndlela cnisehenzisnyo ukubona ukulhi wcnza into e(lIOole1)
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3. ~mtimdo ynbndahl tlk1VCnZnkaoyant tlkuthi nthn tbuldse tlhuclmle
!!illono knltvc noktlzi!)ntha ol{uthMhetm niengokuyl moumelelo?
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Ngiynbongn. usungayiposa usebenzise imvilophi efakwe phakathi.

David Ensor
17 Berea West Rd
WESTVILLE 3630

Tel: 031· 862598

Other Comments:



IMIBUZO
Nglphendulele lemlbuzo bese uyiposa. Sebcnzisa lemvllophii

~kc ungiphendulcle lcmi.Puzq:

i.,Yinl eyenzn uthlshn wetnfjy_l1do ynbndlllu.nbe ngbuclko neklumo kulcnda'tQ
!,!fnnnne Mbazwnn!l/lloombo/Ngwnvumnl

(Okungukuthi yini lena eyenza uthisba slthi wuthlsha ngembela, zenzo zini, futhi
buoiko buni anabo, kulendawo yase Mbazwana!UbombolNgwavuma?)
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2. !!![W!J!'!! wnoo.dnln u:ttlbonn knln:nnl y.ltu.\hi uIDseoollzl ~he_usnwcnza
.ng~ndlQh.\efauelet

(lkhona yini lndlela enisebenzlsayo ukubona ukuthl wenza into efnncie?)
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3. U.Thlshn wcntfurtdo ynbadnln ukwcnza kauyanl_ukuthi nth" thukisc ubucJmle
ikltOlto !mnye l,lOkuzlpl1thn okutltnthcka nlengolmyl mpumcleloZ
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Nglyabonga, usungayiposa usebcneise lmvllophi cl'ukwe phakathi,

David Ensor
17 Berea West Rd
WESTVILLE 3630

Tel: 031 .862598

Other Comments:



IMIElUZO
Nglphendulele l~ltlibuzo bese uyiposa, Sebcmzisn lellwilophi:

1.,.Y~nleycnza uthfsha wemrundo ynbndllln nl~ nobllcfko nekftoM kulehdawo
efllnn fie MbfiZWl\nnlUbnmboL~"wnvu\'Jm1

(Okungukuth] ylni lena eyfnza ulhishu sithl wuthlsha ngembela, zenzo zhll, futhi
buciko bum anubo, kulendawo yase Mbumana/Ubomho!Ngwavuma'l)
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• •• , ••••••••••••••• , ".1' ., •••• , •• 'JI' •••••• 9.Ii:' •• ' it .I •••• ~••• iI •• tt ••••••••••••••••• 1 ';1'<\'., It ••• , •••••• ii •• ,.; ~••••• " ••••• "'i~.~...•.
2. U..'l'bishn wnbadnfn uzihonn kanr,Rilluktllhi umscbehzi waldie usaWChza
..ngeucHeln efmlele?

(Ikhona yin! indicia enlsehenzlsayo ukubonu ukulhi wenza into efanele?)
H""'.'i H.ii h ••' ~H !i U;U.'.H" ••u i.Uh ~ h ',Ui.H '

.~!~~.~~~.?p..\.~.tj~.D~.~~~(.~.t.':{.:~·;I••1?.e.., ,l.fY.:}.l~§g,.~:?7..~..
(:::;'k 'f'(\I..1:lLPl:L:o E:..1f,..\.....f.~Q, \ N I •
•• , If,UI ••••• t.Ui " .''1 •• "•• "'" ',"11- """" t •• fl •••••••• , , ~fO It i ttl' _;. j. ~; •• , •• , ,.." I'. '" .~•.•••.tit •• _••

..,.... ' ,' U HU' itUU41.~ """" ••u, ••,••~•••••,.~ , u~ ~H ".U•.U••H.i!••'.hiJ':'••

... <} 4." ., , iii •• , •• ~ •••••••• 10••••••••• 't. '.'11,*,1", fl' II •••• '" I 41", It" _. Ii ii. II ••• "., ~ ••••••••• i.••• t ••••• , •••• , ••••

"UU.h •."._.Ut .. ,U..U, ,..,U ""ii.. Ii"_n"" •• ".~ ••• ,.~ .. , •• ' •• 'H 'u ••• ~uh , "" O" iiI •• H ..

•• ' •• _ ••••••• ,. ,."4._ ~••••••••••• , iii., •••••••• l •••••••••• Ill 4_", •• , ••••••• 1••••• "'••• i •••••••••••••••• ,. "iill



3. :U.l'hisha wemfundo ynbfidllia "kwcnza knnynnl ukuthl nth" thl!.~l$.e_ubuchulc:
Ikhono 19l1lXQ,nokuzipathll..QJs!!!hatltcka n.i9ngqJmyl mpumelclQ!

/., ..... ' ~ 'f.:l.,J~~ -,.,/'lilt:) L..,J:. /.J tA. 'v j)",/, ., '" I I ~
... IJ.tI ••.••• hW...'~'~ J.tt1.~~If JI.\<~/:1:{ & u ;a,( ..!I _'J.ffl..I t

f.:.1:fJfl.f:tr;d.-:I) •••~JI.{~~ •.....1~.r.Id9..l::?...!~y:8t,;~~.,•••/.!Y.}.e.I;o!.';r.t.~.IR.....~~~:H •. . .
_(f.\,lt~;¥;~.,.~d.~.(I.~f.:.(i.~ ••{d:f.(Xf.£~ ••:¥.!..r.Y.l~/;';l.~$!.~.•..!.y.r.~(t'~:...4 •••••

lb.r/~.....D.f.::.;,~....~~:!r.!&...I.':;! •.~~ •••.•• ;t~.~.:.~f.(Y.).of!....M.U.TI§.7Mt ••
, . .. 4 . . .."

C.'I\I(.."'V../tl.j.)~ iJ,~ Wj<VIl.U"','W .11""'.J.1IJ4 UV! "..I,' UM4 A.~JL"tuJ.-;-i1~-U~s:;....,. It' ., •••• ,. •• \-i"'i7.Ii •• ti.u.m ..... -.~.. 1.'.,...."i";f"h'~.t";'f."",,~ •• , •• , ••"1~~lt;:•••,I ••••• , ••..... '1, •• 1.-11.'( •••• "'.t.' ,4. ,r.:q ,IY I

.. ft.r.J.k1ti:lJ?.1. !:I:fr;!~ (t.Y.!.P..~.oa.t!J.~ .J:??:!.If!!::t'.i. ~ .•: ,...••.•••.., ..
Your Name (6Ptional): T...~.: b).}±;~~.l;?f .

Ngiyabonga, usungaylposa usebenziso Imvlloph! efakwe phakathl,

David Ensor
11l:3erea West Rd
WESTVILLE 3630

Tel: 031.~862598

Other Comments:



IMIBUZO
Ngiphendulele lemlbuzo bese uylposa, Sebenzisa lemvilophf

Ngicelnke unginhendulele lemibuZQ.:

1. Yin! evenza uthlsha wemfundo yablldnla nbe nobuciko neldlono knlelldawo
efRnn de Mbazwana/Ubombo(NgwRvumn?

(Okungukuthi yini lena eyenza uthisha sithi wuthisha ngembela, zenzo zlnl, futhi
buciko buni anabo, kulendawo yase Mb!.zwana/Ubombo/Ngwavuma?)

.
Z(yI.· .....tr.~"i':~f.\'..:f.{.b.y.~r.~t;.••••:t.~.: ....~J~ .....I'fM.~p.d.(.p..{1I.~1•..•••~I,f.~tJ~

.
.~.e'1:i'J .....ft.l?:tm" ..l/?1.~/.{f!...,.!~f1.~:{.~,~(.~....~~\~~.~.~.~ftJ.<::1.~'1.•.¥.,•• , ...••• ~

...... *_ .- i." •••••••ii.i •• 'I hH •.,u u.~••.................. u It "I!oh •• ~

2. U..Thlsha wllbndnla uzlb(lnn ktmynn! ..I(lIth! unl5ebenz! wnl<he usawenza
.ngendlela efnnele?

(lkhona yini indlela cniscbel1:lisllYo ukubona ukuthi wcnza into efnnclc?)
.~ 'h •••• io H.'iI: .. ~ " , _•• U Hh •••• , ••••••• t.' .•• i , ••••••••••••• 'ui,. ••• ,e. , .

-:;.,rftMfi••••~.~.~ ••••*!!'IJ.: (.~t,\;!:7..~b!(. ,i!~J.e~.~!~.1.it.~1f:f.f!,~.w.?1 .
I..!M$.!f OiF-oNa :

L;'.lO N 1; • (.~,,\-J<!.i:. ...::...>.. \ IN"~~'
.(, ••••• ~••• ~ U II~ ••• U., .. ., "t "u., " ••••......, , ,••••••••"10 •••• "', •

.. , .., , ••• .,. t , ,. i f! IU • .,.' ••



3. U.1'hlshfi wemfundtl yabadaln ul,weuza I{nnyani ukutlti athu thukise ubuchule
IIdlOnok'llW nolmzit!atha okuthnthcka Ilicngokuyi mpulllclelo?

._ k.v lq V\. eJ:e.. 0i ,I.' ~' \ '!'. t ,t) -l \ ( )J ' I~CI r ::-~ r r:...-'.;.., 1:::- r I,~.:
••••• " •••••• ~ •••. t , •••••••• u .:-.(.,.fI., R ••• f.\·.rt,.r••rf.1'~'l1n"."""6"'''''''I'''''~'''''I''''''''"1" ..

(" • _I t 21'ab:;J ,-.c<!(.'~ , ~ i-en e ' ,
........ I :J ~ I... .." ., " .
I, . , I j

- .LJ.::, q~"'('-I,f<" c:l ( I:.JQ (;,c.;r..? r'i": p. ';'/ j)J0-,' i/ /. t (/ i; isl: ('
.t ••••J••••• \:j ••••••. "t "•• -::.t' m~It b _ , " \u •..•••.•.. ;;.

, :·:~:/i(.f.l.l~J.~.:-.{..(~~.(~:k.\,J.d••(r.:-.':.I •.t~h.~.a.f.1.: .
'7.':•.9t.hj.r,n.~~~.!.~{.!: I.~:J.1::.l~l.k.~~Cr.l...J(.1&.\.\f.~1.t~.\ ,..
~.jJ.nsr;;IXY.:~i. ~.~~:.!.~ll{.:.Ls)~b}.~?S'~:~ .c. }..:~~J.?C ..
._ (h....);...J':!. , ,l.K'U II (t.J l{l (~ , ~I I )1.(:1' ~.~ I,.., ..1.1 \(.11be

, ••• " •••••••• $.III.(I •••••••• , ••••• J •••••••••• , •••••••• .- r.•... , ......•.. , •.••• ~. ~...••. r••••••. "" •.. , ·L, ••• i ' •• ' ••••••. ,

V Mil) '-r"h£>k~~le- ~/t(!~::} tLe ('.1) - / .....1 L. ~ J '
I.out ~.,ame(opt ona : I.a !..:::r/ \n-:t' r:;\N... '--t ~1 I

Ngiyabonga, usungayiposa usebenzise Imvllophl efakwe phakathi,

David Ensor
11 Berea West ltd
WESTVILLE 3630

Tet: 031· 362598

Qther Comments:



IMlnuzo
Nglphendulele lemibuzo bese uylposa. Sebenzisa lemvllophi;

Ngicclakc ungiphendulele Iemlbuzo:

1. Yitti e~l\za uthisha wen\fundo yabadnln abe uobudlco nekhono kulendawo
eftma ne Mbazwnna/Ubontbo/NgwnvulIll\!.

(Okungukuthi ylnl lena eyenza uthisha sithi wuthlsha ngembela, zenzo zini, Iuthi
buciko bunl anabo, kulendawo yase Mbazwl1na{Ubombo/Ngwavuma?)

:::.!~!.~.I.Q@~~\?i?9..Q.1z~ g~~~J!J.(..'~J.·.le;2f.j;;J;;.e., ;:1(.:~.'f?:•.•

.(.1fj!:!!';·-:5.:r.1.(:Jli.~:, •...•.••M e!?..f.~(;f.k.f.3l.1I.t.( ••.•.•.:.1.~~~:.(.!:i.~:,~:..f,(!.L( .
fi ,2-.}.: •.%t g.k~t;;~.~';;~!.(.€6/?~1<f!. Qf!j!~A'!;-rl2f?.C;CZ t~':!.~.1fl)I('

I~_"" e.» I /clJ"'{,~t'\,t'.:" 1t.....u.1 c~J,(.I.('..dJ,/i)~ c.!!i/~~~ "eJu,., ~.""n.... ~ .. '-~~r-.crH".. ... ,~T.'t. .. N'.h"~i .... , ........ l'd.tf:\\' ••t'f .;!;." ;m..':.n~... ,..1;R•••",~.-.IIto""U"h"'U~l''''''H~., •••__

.I.~(~.\~\~.~v.:I.~J~..~.~~«;$:'if.:-.!~.1.p,~;;.~kmfi:?'I...hll~..~.\.I.s~.......{,"".f.l.•.•••••••.•••,•••••••

•~\\t;*'~t~~~~'}~~k~j.n;;.\.. ..•••l~~r.~.~!~ ....~.~~.~ y,,~.r.~~.~t1'~'lk.t.'"
<:::.fJ. •. ..Ir.tk(.<P.i:.: 0l.CfY.i:" "fd•.}\,..y.~I1.!?:~1.~JfJ.,r:n. " c.,.9..::tfM ..1H~ .•• ~-..I:: .
. '.' ~J . ;-~.~ ". . .;)' .. '. .•... .' '.' '.
(.J~q,~~.r.1~<i& tt!.1.~,r::r.J.B.~ :a.t.'J:~!~d4~·~#.:i.·····~0:Q·.:
2. ,Urhlshll wablldaltt uzibona Imn:t:8i1i nJU!!blJ!mscooll'z~rwakheuSllwenza ~
_ngendiell1efanel~

(lkl19nn ylnl Indle.la enlsebenzl$a~o ulmbplla ukuthl wenza illlo,efa.•llelp?) I

- UKWNt"1~I~ I:'....v..j.nb <-:::l.~_',) r"'il",J I ,('.'\l..\ .c\~", • \\ .. \~~,\C\\CI••,•••••"~•••:m•••"~.~ ••••" ••••••••••m,,,~ .•,'W'".u.,., ••\.'..... ,.~, •••••~.... , ••••••••••• , ••••••••••••••••• , •••••••• '.4._ ••

- ,lQ k..u kht)"rf\<:::j \1 W.:.4b'O 1--:)'..1= :"'CC!r;:,j.; ••.Jjf"i(,..Jh ko,
........ 'U •• IIi.f.~ ,." ••••~itU."., y;. .,. ,~.,.J ,.;.'-I••• .:.!J.T.1..U ,::; U ••• _••FU f •••• iI

." LH~..I 'X:~ I ) "'''..c:::;. . \C'~. [:, r I'· r» r I( r:.It I , ',It.' ('£ ~ r:
• If •• t. IIIU '(.'tI •• H.U".'/ ",J ;" .~ ••• f!J.H .r.~t ..• t., 11.1 _ .,. h "•• i. UI ttj. ,UI" til ,,"t ""., il"

I ,r:"'C'" k tiL I~(.·/~·' ;lrill I C I ..f"I.J ,'/ j {' rU· ,,:);-d! ..t.c., Jtr.':IJ 1:.1. .. t:.i..:.::J ~u.. ', ••t t"r. • .J••• u ,••••., ..~h. ,'''It ".. ~,..n'tw\,h '~i'~' :i~.'It ';"tf •••

4.c~ ',.i.' ••••.•••••••••••••••••••i , , 11 •••••

t" ;H " .. J' J I '\_ ;-:.1VtVI (\ I)) ~~errvJ. \1\';',) f r /',,001'""1 ~ .j 'i->....s.-- ,
........... ill' ,. , , ~, •• ._.::f~.' \.,h It.".t u ••••••~ ' ••H '., ..u~., .

... " , u·••••••H ..,. ""~ H ••••• iI jo ••• tli~ , Ii ••••• , 4 ,.~ ••••
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3. U.Thlsbn wcmflUldll ynbadala ulnvenzn l<nnyani ulmthi athu lhukise ubuchul!
ildu)Ilo Imltre J1olmllru!,tlm ()klltha~-u!cllg()kuyl mpumelel.!!1.

.kX('.hV:l.~..k t,..~,.~.h;'..$.hJ~~;1••••,..••ky'.r;s. !?:?I .•••r.:.~(.c?~••(~ •••••~~•.~:~.~:.~.~,~.: ••••

L~k{,\ 1 .f..••.; U ~\.," ".~,I1"0 ~ 0 ~0, ;:>',n It ~~ k: [,1 €I •............ ••t.•,uhuu_"I11." •••\..l:'''h'''~ ·..~.t} \ •••••••••••••••i' I1.".'u ••••••••••••• " .

C· /J?' l..').I'--;If"'~1 C)Your Name (optlonal): u "'.. _ " " .

Ngiyabonga. usungayiposa usebenzlse hnvilophl efakwe phakathl,

David Ensor
17 Berea West Rd
WESTVILLE 3630

Tel: 031 ~862598

Otiter Comments:



IMIBUZO
Nglphendulele Iemlbuzo bese uyiposa. Sebcllzir.a lemvilophi:

1.J{illl.~ycn1.u. otblllbll wc~t\rul1d() ynl}l!.~_n.lfip.bc nobuclk() nckluH\o imlcndnlv(),
ct'nnq neJ~buZWa!!lllUbolUbolNlIwllvuml~

(Okunguku!hi yitli leu a eycllzu uthisha slthl wuthlsha ngembela, zenzo zini, Iuthl
l>u(:llI:o bUlli anabo, kulc"Idawo yase Mbnzwnnn/Ubombo!Ngwnvuma?)
....... un'., u , u._ 'uu ••"u •••••" .,"'..H "' ~fiH.-H n h

A,I /;1.t?t.,~/' t/((..tAii~ ,1(./."".., /) t'1 Oil.,!!?!. t'f"t' ·J.l fit o,.1z,;<'7l:AI';r}l'),,{I'; k(~,4~kl~\(in ••u " ... .,.t1i .. ~.... t.If 0' •• hf·,/.-: ••tfr.;i.ttf.J ... l·ut...... ""•••UU"'''v •••f,.t, .... l.U..... 't~.... ;-

;1//.£)" ;',tfjdJ J)'_~f, b tt.n .,I"/t,all,AeJ , n ~{'?! ~w'4 A1 Gc" ')"(''';'';JJ'e/e._••••mK •.._.rrH.I::r..,r,f.~t\f,_ ..,.f;l' •• 'r' IU .. ~~~· u., t~,t'UUHfU' .. "u ..Uh .. Ji f, u,••••'u -. ..

l'l .tJ.t-k,t. )"lf~/(')' rl'),b,(. I t ~I f) J:t (,I (.1/ (.I It(,i(. [.) c:{ (:.,; .cPt ".~tv.....r.~,r_~, \ It ••t • .,I"H H., .. l.'~iIt~ ~••u::J' ,,'f••u ,'4_ " .. n i _•• ,,. .. ttU~UH.. UH 11. •• ,. ntHI'" H.~'. II.

elf hA'" ",J~l~ &C"i i:.p,;Q,;'}. • If,l:""t.(.")',, e /.t z.'C'!CJ /.2./,1" (, C"
H .'f'Y.'f;hr. •••1•..... '.u .un ..... t:;..,Y4 •• oIf .. ,t....t • ., .\' •• t..~1\lit UH "hUU, •• _,,, .... ~.u... ',••;.. "11 ...... tI, "d,"U"IlU~ UU

••••••••t' llf.," Ii•••••• ' •• ""'~ •••••••• ". _"'If' •••••••••••••••••• '.... 1•• It ., •• _. It ••• ' •• "•••••••• 6•••••••••• , •••••••• 'ti 'fit., ••••••••••
2.P....l'hlsbn,JVnblltinln uzlbonn kl\}!11~J.l.Jl1S!lthlumsehcll~l wl\!s!te,\lSn~crtzl.\
,!!gcnslle1n eroncl~I

(lkhonll ylni Indloln onlscbcnzlsuyo ukuoon,) ukuthl wenZl! into efalll}lc?)
..... UIl'Hu "' _.UHH 'Ht U Uti UU' "iI "" otih Uu.'.u , nuuu

"-'ekr} /, 1,., /-,1{)r'c~, I/P),·lf'!.:l, 1.6".\.;' )"7q<:1. ·~.(;':.:I,4(11t~/'
Ui;o(h"'Ij"'1.'.~~••u.. uf.\.,.:a ••Y'.hU\ ..... rilf1l•••u••k;-.If,j ••~,;;-" .... " ... In ..... n••q.t.t.HU ... 'tfU •••.-..>.nu••••••

J,)~hU/<.7 .fl'l' (;~tl.'\ /;rl'f[..:>.t'/~"IC'~ ,/rJl.:./1'~ {Ct,' tk~'It."'fI "y."'.I U.iHU(;~/·•..•u..uuu t H••..,.' v.•htUli •••••••'u.u" u"" UU; H I' 11



3. U1'hlsba wemfun,!,loynbndaln UIc.WCI11,a Igy,Yllni "'(Uthi nth." thukiBe ubuchtlle
!khono IttUlYCJ10kuzlplltlta ()i{tdhntheltll.lliengokuyl mpul11clelo?
i

..~~]'.Y.\'~.~....J~s.::}~.~......~~~~ ..~).~.......~~ ~
{:?:~~.~~ ...••.t~.~~1.~::..(f(.~~~.~~r §.t.~ 9i:::: ..
.~~~ .....l~~,~:.:! 'P.:::!:?f!:.ft~:t'??:!::!::~:........~~=::::.~..
.1rr!.,,~ j.~:::~~.: ~~ ~7.:~~].~ t;;:;(~O:</
.12r.:.~~f:: : D.~~~ ~~ ..~ ..
~~n!2 ..I;/!~l~1::!~~~1.:r.",:'k£.'!1~?::!1.9..~9'(2~u~
~.~'k ~~~ ~.f~.~.f::!~.~.~~~:..~~~.(..,{'0:f,,~.:!2elero
Your NnlUC (OPt1onnl): ..",.K.:..t.:{:........&l.r.f::.~.f~.~~~...rt.di Ss)
Nglynboogn. usungnyiposn usebenzlse lmvlloph] elakwe phakathl,

David Ensor
17 Berell West Rd
WESTVILLE 36~iO

Tel: 031" 862598

Other Comments:



Il\tlJnUZO
Nglphendulele lemibuzo bese uyiposa. SebtlnZ,sa lernviloph]:

;Ngicelnke ungin.h~nciulele l~trlilmzo.:

l,"Vbt' c)!cnza uthlshn wemftlndo ynblld~JJ)..,.n_beuobuclko nekhnno Imlcndl1wo
efmtn nc MbnzWRtlIl/Ubornbo/Nuwnvmu!!.!

(Okungukulhl ylni lena eyenza uthlshl\ sUlliWUlhishlll1gembela, zenzo zln], futhl
buciko bunl anabo, kulendawo yase Mbnzwnnn/Ubomho/Ngwavumn?)
h'Ji.'.~~".'Ii""".""'"''.UU'ii'.iI''''''.iU'''''''''''''''''.'''fI''' ,I! ii .. '." U" If''' i' .

~~.n.~\.ff. ~~~~ ~~.9::~~.5~.'3 9~l.:.~.~.~;~~
~~e.~Q.{'O..t n\ V"J o...~ o,,',Aj l...\\-t ...C\ 1'td e,
.-:.•••• .".t t!,. •••••••• I!IJ .. ,., ••••• t ••• " •• t ••• ~ h ItIt ••• ~ ~ .. ·."u.tlUfl'.Ii"' ••••' '.-'i.ii •••4'1;." •• " ••••

.~.~.~~;,~?i;~.....Y.;~.~~~~, ..•~.S?~~;~.~~~~~;;:.':.~.~.\~,8...
~,~~.~~~~,~ ~.~~~ 9.~.~.~.5.<:3 ~.\~;;
~~.~\~.~.~.~.5 ~~~.~S:~.~~.~:~~9:;~.)J.~~.~.
.e.~.~.,...0.:?~.~.f:;.~~9.,.....~.~.~~.:,n.r;?.l.S>.~;~~.:.:;~t\:!.~.\...
Y.::tY.j,,~.~.~.r.n!?l ,~~~.~~.~ ~.~~.c;;:.~.Q~~ ::::;~.::~~h
~~i;b~~i!~{j;·~~·k~~~~ij~;;~~~t~;;;;S;~~~
J!g~ndleb efnne.oo.

(,lkhonll yinl hldl('lln enlsebenzisnyo ukubona tlkuthl wenea Into efnne!e?)
_•••• "••• .,•••••••••• , ••••••••••.••••••••••••• 4:., •••••••••••• ".111 , ••••••••••••••••••••• ' •••• iI .

.9.:.~~~~~~~9..D.5 ,.D:~~~ ~:~.~~~~." ..~·~11..
D~.~~.~.~.,.....~~·~j ..,..~e:~~,.b.5.ro..~.\.:?~.D.S..,:j)~.Q.!.
,00~~.~ ~~.q~~~ ~~,~~ ~~~~~.~;~~.~.~~~~(\~
.~~~~~~~.?.~ ~.y.::;e::.0.~.~.~.r.:1.~......0..~~.~.:~.~~~tf
.;ff;~"a.~\.~~\~:::-.~ ~~ ..0..~ ~:::r.::.:~.~-::.~~::.I:~.:.:.~
{t~~ ~:t\~~~ ~.~ 'f:?~.~:!.::::::..~.;.~~.::~d.~~.



3, Y..::l'.b.ishnwt!lllfuudo ynhndnln !lkWt!hZllknnynni ukuthi nthu thuklse ubuchule
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Il\1IBlUZO
Ngiphe'1dulele lemibuzo bese uyiposa. Sebenzlsa lcmvllophb

,tj'glcetake unginh~ndulele lemibu1Al!
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IMIBUZO
Nglphendulele lemibuzo bese uyiposa. Sebenzisa lemvilophl,

Ngicelake ungiphendulele lemibuzo:

1. Yinl cl:cnyt uthisha wemf'undo yabadnla abe nObueiko nekhono kulendawo
crane ne MbazwanD/U~_mbo/Nl!wavUlIDl1.
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Ngicelake ungiphendulele lemlbuzo:
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Ngiphendulele lemibuzo bese uylposa, Sebenzisa lemvilophi:

NgiceJake ungiphendulele lemibuzo:

1. Villi eyenztt uthlshn wemfundo yabadnla abe nobuciko nekhono kulendllwo
,tfIUtIl ne Mbnzwann{Ubombo!Ngwnvumn?
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