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2 needs-based approach to curriculum development for the training of literacy
teacherg.

Soraya Kola

ABSTRACT

The purpose of this study was to develop a curriculum for the training of
literacy teachers using a needs-based approach. '

Over 15 million adults are illiterate in South Africa and this could seriously
hamper the new nations'’s reconstruction and development if not tackled
effectively. To date the focus in the field hag been the development of a
national examination and curriculs for learners. Howsver lietle iz belng done
to prepare the teachers who will have to take learners through the nev system.
It has therefore been the focus of this research project to establigh the
needs of Ekhege teachers and providers and thereafter to develop a training
course that would address their needs.

Thig study was conducted over a period of 3 years starting in 18%2. The
curriculum developme.. project was sitvated in a progressive literacy NGO in
Johan»esburg, in times of great change at organisaticnal and national levels.
In audition to carrying out a needs inventory and translating it inte a
curriculum for literacy teachers this reasearch sxamined the participative
brocess involved in developing the curriculum. A curriculum committee made
up of literacy teachers and project co-~ordinators was formed. The curriculum
committes was responsible for the design of the research, as well as for
conducting a survey of the needs of randomly selected teachors, learners and
organisations, and for interpreting and translating these needs into a
curriculum for literacy teachers.

Mhe needs inventory revealed that learners wanted more direction in their
learning, guided by a professional and competapnt teacher. Teachers' needs
focused on improvement and upgrading of their skills and with greater
recognition of and remuneration of their work. Organisational needs also
centred around the demand for more professional and competent teachers.

The research revealed that a curriculum for literacy teachers should be based
on a pragressive methodology with the capacity to produce flexible, cresative,
gelf-sufficient, reliant and democratic teachers who will be able to use a
core curriculum, and adapt it to local peeds.

Thisg research preoject further revealed that the use of the participative
resaarch methodology in developing a curriculum for literacy teachers,
although rich in the produgtion of information, is npot ideal because it is
time consuming, inflexible and often not actionable.
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CHAPTER CNE
INTRODUCTION

INTRODUCTION

Illiteracy is a global problem which is hefe to stay unless a
concerted effort is made to eradicatefit. Estimates put the
number of illiterate people arocund the world at abouc 882 million
{Hutton 1992) - most from the so-called developing or third world

countries.

The scope of the problem in South Africa is unclear, with
statistics on the number of illiterate people in the country
ranging from nine million to 15 million. French (1992), however,
states that 45 percent of +the black adult population is
illiterate, with a further 25 percent considered semi- or
functionally illiterate.
.

Literacy agencies in South Africa echo the dilemwmas faced by
literacy providérs internationally. A lack of funds, no clear
organisational structures, a relative absence of relevant
material, and a shortage of trained personnel are just a few of

the difficulties.

A central concera for those involved in the field of literacy
provision is the lack of trained teache.'s. The success of a
literacy programme is dependant on well trained teachers (Ouane
et al 19%0), but it is often Lhe case that the people involved

in literacy teaching are not qualified or equipped to teach
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literacy to adults.

When this research was started in mid 1992, work in the literacy
field in Socuth Africa was focused primarily on developing learner
curricula, with the training of teachers and the developmert of
a teacher training curricula being relatively neglected. Aftev
February 1990, with the prospect of a democratic election in
sight, practitioners in the field of adult basic educaticn began
turning their attention to policy development. The process of
developing a national curriculum framework was started in 1993
by the COSATU Participatory Research Project (PRP), and a
competency or outcomes-based framework for the Adult Basiec
Education and Training (ABET) was proposed. This model
emphasiges ten generic compefencies (see Appendix 1 for the
outline of the competencies) and is a departure from previous
approaches to ABE which tended ¢o prioritise skills and knowledge
in the areas of literacy, english language and numeracy . (ELP
Discussion Document 1994). This new framework will be discussed

in detail in the final chapter of this report.

Even in 1995 work in the ABET field is focusel mainly on the
development of a national examination for learners hy the
Independent Examination Board (IEB). Although the Jdevelopnent
of work around learner curricula and examinations is growing
rapidly there iz very little being done to prepare the teachers
who will have to take learners through the new ABET system. The
process of developing a teacher training curriculum within the

context of a non—government organisation (NGO) will therefore be



the focus of this research.

Even with the formal abolition of apartheid, the advent of the
‘new South Africa' and the increased attention given to education
and training by members of the public a*d private :sector,
literacy NGOs will have to ensure that adult learners and their
teachers are not forgotten and that the inequalities of the past
are redressed. Furthermore literacy NGOs will continue to play
an important role in promoting the development of literacy in
éouth Africa by supporting trends that encourage shared working

reiationships between NGOs, the state and the private sector.

HISTORY OF TELL

The establishment of TELL, (Training in English Language and
Literacy) a 1literacy teacher training organisation based in
Johannesburyg, was the outcome of a merger between tlre
Johannesburg branch of USWE (Using Spoken and Written English)
and the English department of Learn and Teach. Both Learn ard
Teach and USWE have had a long history steeped in the alternative
education movement of the 1980s8. USWE was established in 1981
ﬁainly in response to volunteer literacy teachers' reguests for
help with their teaching. Most of these volunteers taught at
churches in Johannesburg's white suburbs "to circumvent the law
forbidding classes for ‘other races' to be held in ‘white' areas"
(USWE Annual Report, 1990-9%t)}. By 1986 the Cape Town branch of
USWE was established and five years later the Johanneéburg branch

of USWE merged with the English department of Learn and Teach and

became TELL.
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Learn and Teach was established in 1974 in response to the vast

need for adult literacy in the country. It specialised in .

organising English and vernacular literacy groups. The area of
work covered by Learn and Teach included the training of literacy
teachers, the organising and establishing of literacy proljects
in rural areas and the production of *iteracy learning materlals.
More trecently the work of Learn and Teach has eypanded to include

the training of trainers (lL.ear» 3 Teach Annual Report, 1989%0/1).

The rationale for the formation of TELL in 1991 was an attempt
by literacy NGos, particularly those in the southern Transvaal
region of the National Literacy Cooperation (NLC), to re-assess
their role and to locate themselves within thz changing political
context, According to the NLC mission statement
The NLC is an independent network of progressive projects
and mnon-gcvernment organisations working in the area of
literacy ard adult basic education which aims to:
*provide gquality adult basic edugation to adults who
nissed out on basic education;

*encourage institutions to do literacy and adult basic

education;
*act as an advisory body to all those concerned with

illiteracy in South Africa,
During the early 1990's it was decided that each organisation in
the NLC would specialise in a particular area, based on the
organisation’s strengths, resources, expertise and experience.

TELL's focus would be in the field of teachrr training.

LITERACY NGOs IN SOUTH A¥RICA
Until a few yvears ago most South African literacy organisations
promoted a loose, learner-centred, participatory approach to

literacy teaching, with unstructured courses relying heavily on

o
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the Freirian concepts of conscientization and dialogue. This
placead a heavy purden on the teacher and the organisation
providing literacy education as it did not succeed in preparing
competent, confident professionals. Teachers often became too
dependent on the wmaterialis and approaches promoted by their
organisations and were unakle to adapt the material or approach
when necessary. it seems that organisations in their quest te
‘empower ' learners often forgot Lhat the teachers thetiselves were
not empowered. The education that many of the teachers received
was inadequate and what happens in this scenario is that teachers
revert back to what they know best and feel most comfortable
with, in this case an auth..ritarian, top down approach to

teavning.

Recently the trend in the private sector has been to move towards
a nore structured approach to training in &an attempt to
compensate for the inadequate educational background of many
teachers. This runs the risk of teachers becoming dependent on
menu~driven and prescriptive courses. In this scenario teachers
rely totally on manuals or work-books and there is little room
for creativity, learner-centredness, or to address the

situational and immediate needs of the learners.

At the end of the day, the move toward a more structured approach
to teaching literacy unas not produced better teachers, but
instead has created teachers who are more dependent on materials
which neither they nor their learners have had a hand in

developing. These teachers are not confident, sclf-reliant,
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creative nor flexible, in other words these are not empowered
teachers. Furthermore with the development of the new curriculum
framework at national level greater demands will be placed on
teachers. Teachers' own knowledge and competencies will have to
be developed to an extent where they will be able to teach within
the new cutcomes or competency-based framework. This will mean
that
trainees (teachers) will need to orientate themselves
within the cutcomes-based educational approach and develop
a broad understanding of the educational goals as well as
more specific "outcomes" of the learner curriculum. This
implies both theoretical and practical training processes
and would 'involve a theoretical understanding of the need
to develop each particular competency, the ability to
identify competencies in existing taske and to devise
practical ways of developing the competencies in learners.
(USWE/Pentech discussjion document, 1994)
For many literary teacher training organisations the new
framework requires a complete shift in approach because most of
their training is focused around a particular content area.
Qutcomes~based  education  differs from traditional
approaches in its paradigm shift from content based
learning to creative problem solving, from pr:te learning to
learning how to learn, from memorising facts to finding

information and developing reading strategies.
(USWE/Pentech discussions document, 1994)

TELL‘B TRAINING

TELL's training is not content-based or materials bound. Rather,
it deals with problem solving and encourages teachers to address
the needs of the learners. The shift to an outcomes-based
framework will not fundamentally alter the way in which TELL
conceptualises its training. In fact this framework will help
et boundaries and will offer teachers, learners as well as TELL

trainers guidelines to work towards. At the same time it will
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be more demanding of teachers. TELL visﬁalise.s the new framework

as a journey with a clear destination and sgignposts along the

- way.

This however does not mean that TELL as an organisation accepts
the new curriculum framework uncritically. As an organisation
we are s5till in the process of engaging with the new concépts,
and encouraging our teuichers to do likewise, Suffice to say at
this stage, problenms have deVeloped around the areas of languags,
ABET levels, céntent, the i10le of the Independent Examination
Board and most important for TELL, the demand for highly skilled
teachers. In terms of developing a training curriculum taking
into account the new framework and the notibn of competencies,
one of our teachers described her position beautifully in the
following way "at this stage our understanding of the

competencies comes and goes®.

Before the introduction of the new curriculum framework, TELL
offered a generic training course which aimed at providing
trainees with the necessary skills to be competent practitioners.
It could we said that TELL had no clearly defined theoretical
approach to the training of literasy teachers, beyond what could
ke described as a combination of learner-centred and

participatory approaches to teaching literacy.

Adhering to learner-centred, participative principles was not
without problems for TELL. The majority of the teachers who

attended the TELL training course were volunteers who had
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inadequate formal education and were second language English
speakers., Often teachers were not confident about the content
of their lessons. The training course introduced a number of
methodologies without going into sufficient depth, often due to
time constraints. As has been mentioned before a consequence of
insufficient or inappropriate training was that teachers tendeqd
to revert back to their past experisnce and adopted an

authoritarian approach to teaching literacy.

A needs-based approach to adult education has always been
important to TELL. TELL was alsc aware that needs continuously
¢hange and that they need to be constantly assessed. It became
clear that a major needs assessment was nécessary because:

* the kind of teacher emvloyed Ly TELL was changing frea
a falirly well educated, volunteer teacher to less
educated, paid teachers;

* new learner curricula being developed demanded
teachers who could teach using a variety of materials
rather than one prescribed approach;

% increasing demands for teachers to teach larger grbups

and to be more accountable.

A year after its formation TELL found itself in a position to re-
exanine its teacher training course and to address some of the
problems outlined above. A need to develop a teacher training
course that would maintain a balance between a structured and
unstructured course which did not fall into the trap of adopting

a purely functionalist approach was identified. The curviculum
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inadequate formal education and were segond language English
speakers. Often teachers were not confident about the content
of their lessons. The training course introduced a number of
methodologies without goinq into sufficient depth, often due to
- time constraints. As has been mentioned before a consequence of
insufficient or inappropriate training was that teachers tended
to _ravért back to their past experience and adopted an

authoritarian approach to teaching literacy..

A needs-based approach to adult education has always been
important to TELL. TELL “'as also aware that needs continuously
change and that they need to be constantly assessed. It became
clear that a major needs assessment was necessary because:

* the kind of t&achei emploved by TELL was changing from
a fairly well educated, volunteer teacher to 1less
educated, paid teachers;

* new learner curricula being developed demanded
teachers who could teach using a variety of materials
rather than oue prescribed approach;

* increasing demands for teachers to teach larger groups

and to be more accountable.

A year after its formation TELL found itself in a position to re-
examine its teacher training course and to address some of the
problems outlined above. A need to develop a teacher training
coursge that would maintain a balance between a structured and
unstructured course which did not fall into the trap of adopting

a purely functionalist approach was identified. The curriculum
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9
should ultimately produce teachers that are flexible, self~-
.sufficient, reliable, creative and democratic. Tha teacher
should also be able to identify and use teaching and learning
~arcrials as well as adapt them to local needs if and when
necessary. Exploring‘ the process of assessing as well as
understanding *he needs of the various stakeholders and
translating *hese needs into a curriculua fer the training of

literacy teachers has been the focus of this research.

This research report aims to clarify TELL's theoretical approach
to literacy teaching taking into account the new ABET framework.
Ixwploring as wéll as understanding the process of reaching a
sound theoretical perspective for developing a curficulumnas well
as carrying out a needs assessment has besen a major focus of this

research.

Whilst the research focused on achieving the above ainm, the
organisational context and the wider ABET environment has changed
considerably since the inception of the research. As has been
mentioned above discussions around a new ABET framework started
in 1993 and in 1995 are in the process of becoming entrenched in
national policy. This development has considerably affected the
research. Three guarters of the way through the process of
developing the teacher training course, an organisational
decisioh was made to contextualise the training within the new
framework. This research should thus be read bearing in mind a

constantly changing policy context at organisational and national

levels.
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RESEARCH AIM

The aim of this research is to develop a curriculum for the

training of literacy teachers, using a needs-based approach.

RESEARCH OBJECTIVES

1. To carry out a needs inventory for teaching literacy
teachers. This would include an assessment of the
needs of teachers, learners, literacy organisations

and community based organisations.

2, To translate a needs inventory inteo a curriculum for

literacy teachers.

3. To examine the participative process involved in
compiling a needs inventory and in translating it into

a curriculum for training literacy teachers.

SIGNIFICANCE OF THE RESEARCH

Although the ABET context as well as the political context in
South Africa has changed considerably since the inception of the
research the outcome of this research has proved to be valuable
to TELL as well as other organisations within the NLT. To date
most work in the literacy field has focused around the
development of a learnsr curriculum while the training of
literacy teachers has been neglected. :s this research focuses
specifically on the training of literacy' teachers there is no

goubt that the findings will be wvalued by wmany 1literacy
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organisations in South Africa and elsewhere. Fu:.;therinora the
curriculum that has been developed is not course/materials bound
but rather tries to train teachers to develop the generic

competencies identified within the new national framework.

OUTLINE OF THE REPORT

This research report is divided into five chapters. The chapter
following this introduction will raview the available literatui:e
focusing particularly on teac:her training within a non=formal

context, curriculum development and needs assessment.

Chapter three will discuss the research design and method and
will motivate the use of the participatory research method.
Chapter four will report on the findings. These will be

discussed in chapter five.
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CHAPTER TWO

LITERATURE REVIEW

The_preVioﬁs chapter explained the focus of the research and the

context in which the research was carried out. This chapter will

review literature in the following areas:

-1, Training literacy teachers in a non-formal education
environment, focusing on issuves in the South African
context.

2. Neéds assessnent.
3. Curriculum development (focusing on curricular models

and processes in adult education).

i‘RAINING TEACHERS IN A NON-FORMAL EDUCATION ENVIRONMENT.

Many observers of the ABET field {(French (1991), Aitcheson
(1992), Motala (1992) and Ouane(19906}} in South Africa and
elsevhere emphasise that the training of literacy teachers is a
neglected field. Within most programmes the training of literacy
teachers has besn ad hoc, often unsystematic and "on the job".
Research in this area is sparse and literature concerning
curriculum development for litéracy teachers is almost non-

existent.

South African literacy organisations involved in teacher training
can learn much from the work taking place around the world hut,
according to Motala (1992: 4) three important points have to be

made about the international experience:
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*gonditions within a country have a major influence on the
success of a literacy campaign as well as the training of
the teachers;
*there appears to be little consensus on the theoretical
underpinnings of the training of literacy workers; and
*the training of perscnnel in adult education should not be

regarded as neutral.

The training of adult educators ig affected by various factors
which can be divided into two broad categories. The first would
be seen as |
contextual issues such as training models or approaches,
objective conditions in a country (for example existing
levels of literacy), the role of the state and NGOs; and
the second category would cover issues that affect the
training process directly such as, the content and length
of training, training modalities, pedagogical practice and
recruitment and selection of educators. (Motala, 19392: 2)
The way in which these two sets of categories affect each other
has a major impact on training of literacy teachers. Furthermore
the training of literacy teachers has to be contextualised within

the approach that is taken.

Lyster (1992) has classified literacy work into the following
three categories:

0 the missionary approach (literacy for salvation;.the
majin emphasis here is on literacy as a state of
grace) ;

0 the functional approach (literacy for modernisation
and development - literacy as adaptation)

00  the radical approach (literacy for empowzrment -~

o S S S S S



14

_literacy as power)

These approaches are not exclusive of euch other but rather have

influenced each other in various vays. None of them have

developed or existed in a vacuum and each should be saen in a

particular hisrorical, social and economic context. Accdrdinq
to Lyster (1992: 29) each appreach has its own complex and often
contradictory history and no one approach has remained static but
rather each has responded to various forces and pressures.
Literacy is seldom seen as an end in itself but instead is used

as a tool to achieve other goals.

Followiﬁg from this it is important that literacy organisations
have a clear understanding of the approach they subscribe to.

It could be said that for some time TELL leaned more towards the
radical approach while incorporating aspects of the functional
literacy approach. However, the teachers who attend the TELL
training course come from varied backgrounds and would therefore
come to TELL's training couirrse with their own concept of literacy

depending on their own theoretical position.

One of the aims therefore of the TELL ﬁraining course is to
ensure that teachers leave the training course with a broader
outlook on literacy teaching. Teachers should feel more
empowered and able to pass on this sense of empowerment to their
learners. This is the context in which TELL as a literacy

teacher training organisation has operated.
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At the Fourth UNESCO conference held in Paris in 1285 it was
decided that action needed to be taker on the issue of training,
that trained teachers were better than untrained ones and that
the future of adult education is dependent on this training.

({Boshier, 1985: 3)

Boshier (1985: 8) like Oumane (1990} is of the opinion that
there has been & continuing preoccupation with training of
adult educators but exhortations, statements of need and
even benevolently inspired attempts to wmount training
programs, '‘often founder because of a reluctance to huild
theory.

With this in mind Boshier has developed a model that classifies
roles and functions of adult educators which he claims is

important and has universal variables.

Boshier's model identifies the outcomes wanted within a
particular programme, the role occupied by an individual within
the field and whether the adult educator's involvement in the
field is a primary or secondary professional concern as the three
major determinants of any adult education programme. These three
variables are important in determining the content and process
involved in training and are located in the socioc-economic

context within which the training occurs.

The model put forward by Boshier would serve to identify the
content as well as the process which adult educators all over the
world can use.

The intent of the model is not to diminish the extent to

which socio-cultural factors shape training content and
processes. It merely provides a framework within which to
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consider issues that impinge upon the training of those in

different parts of the field who occupy different roles.

(Boshier, 1385: 9)
Boshier (1985) goes on to discuss each of the three variables in
depth. P= is of the opinion that the ocutcome wanted would "arise
from broad sets of societal expectations that create a need for
adult education" (Boshier, 1i985: 12). He outlines four major
orientations that adult education can provide:

*social integration concerned with acculturation

#social responsibility concerned with citizenship

*#social change concerned with transformation

#*technical competence concerned with skills

The extent to which one or more outcomes is seen as

important depends upon one's views about the nature of an

ideal society, the extent to which adult education is

perceived to be an instrument for securing it, and socio-

economic, cultural or historical circumstances that impel

or inhibit the responsiveness of the movement in particular

countries. (Boshier, 1985: 13)
The broadening definition of adult education and the unclear
distinction between formal and non-formal education have clearly
led to complications in determining outcomes wanted. It would
seen that in terms of the outcomes wanted identified by Boshier
(1985: 12) TELL, prior to the installation of a democratic
government in South Africa would be most likely to associate
itself with adult education which emphasises social change
through transformation followed by technical competence concerned
with acquiring skills (functional literacy). However, &as has
been mentioned hefore TELL does not adhere strictly to a any one
particular theoretical base. Prior to the installation of the

government of national unity TELL was in opposition to the status

gue and actively encouraged participation in the transformation
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of society as it existed then. Howeve), after the democratic
elections TELL found itself no longer in a positicn of opposition
but one of co~operation and support for the new government.
There is belief that_to an ex t political transformaticon has
oacurred, although economric and social transformation are in the
process of transition. Although we have had a c¢hange in
govermnent we still need to transform our society from an unjust'
and unegual one to one that is more equitab:e and just. TELL
still believes that adult education should emphasise social
change through transformation because in South Africa it is only
now, that the hard work of transforming society has bagun.
Furthermore, TELL believes that adult education is also concerned
with developiné skills and this is particulariy important for

South Africa at this peint in ite history.

The extent to ﬁhich adult education is a primary or secondary

professional concern has been a bone of contention. The primacy
of role has serious implications regarding training. "Few of the
‘primary concern' and virtually none of the ‘secondary concern'
teachers are formally trained adult educators, though many may
be qualified school teachers" (Boshier, 1985: 13). This applies
to an organisation like TELL in which the teaching of literacy
can very well be classified into these two broad categories.
When TELL was formed many cof the fteachers that came from USWE
were involved in literacy on a voluntary bésis thus making their
inVDlvement a secohdary concern. Recently, however, the trend
seems to be changing in thatv, there is an increasing number of

people beconing invsived in adult liter-cy teaching as a primary
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of socisty as it existed then. However, after the democratic
elections TELL found itself no longer in a position of opposition

but one of co-operation and support for the new government.

There is belief that to an extent political transformation has

occurred, although economic and social transformation are in the
process of transition. Although we have had a change in
government we still need to transform our society from an unjust
and unequal one to one that is more eguitable and just. TELL
gtill bkelieves that adult education should emphasise social
change through transformation because in South Africa it is only
now, that the hard work of transforming society has begun.
Furthermore, TELL kelieves that adult education is also concerned
with developing »skills and this is particularly important for

South Africa at this point in its history.

The extent to which adult education is a primary or secondary

Jrofessional concern has been a bone of contention. The primacy

of role has serious implications regarding training. YFew of the
'primary concern' and virtually none of the ‘secondary concern!'
teachers are formally trained adult educators, though many may
be qualified school teachers (Boshier, 1¢85: 13). This applies
to an organisation like TELL in which the teaching of literacy
can very well be classified into these two broad categories.
When TELL was formed many of the teachers that came from USWE
were involved in literacy on a voluntary basis thus making their
involvement a secondary concern. Recently, however, the trend
seems to be changing in that, there is an increasing number of

people becoming involved in adult literacy teaching as a primary
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concern. One of the main reasons for this is the increasing rate
of unemployment forcing people to look for alternative ways of
earning money., Many literacy organisations and community based
organisations (CBOs) are beginning to see a need to pay literac
teachers and provide career paths for them, thus transforming

their activity from a secondary concern into a primary one.

This shift has serious implications for an organisation like
TELL. If people are to become involved in teaching literacy con
a full-time basis while being paid for it, the importance of
proper training cannot be over emphasised. Many literacy
organisations are beginning to see the advantage of investing in
t+aining, developing  proper structures, setting up
accountability procedures and developing a career path for

teachers.

The three variables outlined in Boshier's (1985) paper have
definite effects on training content and training processes.
The primacy of concern has the greatest impact on training
processes whereas the outcomes wanted and roles occupied have the
greatest impact on the content. According to Boshier (1985: 20)
the important guestion is
to what extent is the character (i.e. content and
processes) of training shaped by the role ocoupled
{planner, teacher), by the ‘'primacy' of his or her
professional concern, and by the outcomes sought (social

integration, social change, technical competence) in
setting where the educator works?

According to Oumane, et al (19950: 15) the framework for the

training of literacy teachers i= closely linked to the conceptual
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framework of the particular programmes concerned. These are
usually derived from national policies ralaf.ed to socio-political
and/or economic objectives. Programmes carried out by NGOs are
usually in opposition to the government and are generally part
of a struggle against oppressinn. The future role of NGOs in
éouth Africa is.still being debated and there is no guarantee
that the new government will take their role in ABET provision
seriously. However, most NGOs would be prepared to and in some
instances are forced (because of a lack of funding) to work
clcsely‘with.ﬁhe:new state, provided consultation takes place and

some form of autonomy is guaranteed.

Cumane et al (1990} ave particularly concerned with educaticnal
process., They believe that training should be done for maximum
effectiVenass,‘should be related to the role and function of
personnel, and should be focused on the attainment of objectives
and goals of the programme. But it should also lead to changes
in attitude and behaviour and not only concentrate on the
development of skills. It should foster persaonal creativity,

continuous growth and self-directed learning.

The authors have outlined the following guiding princziples for
training:
*active participation of trainees in all aspects
#learners' experience is important
*mutual learning takes place
*important to learn how to learn

*learn by deing
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kexposure to field situations is important
*integration of theory and praciice
*use varied methods and materials

*#must reflect and review

*must be satisfying to trainees and meet their needs

For a training programme to be effective the importance of
planning cannot be ovar emphasised. There is a need for a
well-defined, systematic process, a well thought-out design, as

well as an implerentation and evaluation procedure.

According to Oumane et al (19%0: 38) "developing a training
programme should be viewed as a curriculum development process

which may be carried out in four phases”, The four phases

outlined are the:
*pre-planning phase
*planning phase
*implementation phase

*recycling phase

The authors have further identified the following steps in

designing and implementing a curriculum:
*identifying and assessing training needs
*setting tralning okjectives
*deternining training content
*sequencing the content
*gelecting strategies, methods and techniques
#preparing and selecting training material
*allocating time to be devoted to different
contents/activities
*designing the evaluation process
*organising the implementation
*carrying out the training programme. (Oumane et al, 1990:
41)
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The staps outlined above may seem clear and straight forward, but
the process infrol{red in accomplishing each step is a complicated
and long drawn out procedure. The guestion of ﬁeeds alone is in
itself a contentious issue especially in relation to TELL. Whose
needs should be addressed? Should TELL focus entirely on
lear-'nei:s'. and teachers' needs or should the wider political
tomimunity also dictate its needs? Should TELL preach social
traﬁsforination now that we have a democratically elected
government in place or should it conform to .tha' current political
climate?. ﬁhn should be given priority in terms of access to
training? Should it be people who are or who have the potential
to be most productive, or should areas which are traditionally
regarded as low priority, like women and rural populations, be
" given priority? These are questions that cannct be solved merely

by deciding upon a particular model.

However, in relation to the & .ove limitations, Boshierts (1985)
model provides a useful framework for the training of literacy
teachers. The three important variables outlined in his model
have relevance for TELL and other literacy organisations. Within
the Scuth African context where we have recently come through the
first democratic elections many literacy organisations are re-
assessing their positions., Organisations ars beginning to shift
their focus from being oppositional to becoming developmental.
Furthermore, many NGO's are moving into areas of speclalisation
and are concentrating on developing their organisations into more
effective and efficient structures for the provision of ABET.

This is resulting in more defined roles within ovganisations
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making it easier to target specific areas of training for the
different roles within an organisation. The issue of primary and
secondary concern has already been discussed but it is important
to emphasise that there is an increasing demand from liiteracy
teachers for payment as they often have no other form of income.
‘his means that for many, literacy teaching is becoming a primary

concern.

The model used by TELL to design a literacy teacher training
curriculum is an eclectic one situated within the new naticnal
ABET curriculum framework for learners. The issues outlined by
Boshier (1985) are important and should be taken into account.
The process outlined by Oumane et al (1590) is useful and has a

logical sequence.

NEEDS ASSESSMENT
A need is often identified as a gap between what is and what
should be or a gap between current circumstances and more
desirable circumstances. The concept of needs is wide enough to
encompass biological, emotional, spiritual, material, felt and
unfelt needs to mention just a few. Most of these needs however
can be placed within two broad categories:

* individual needs and

* group/community needs
Often the needs of these two categories mﬁ? be the same but they

could'also differ. (Reddy, 1988)

2 needs aszessment is an examination to determine what is
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lacking, be it in an individual, a community or organisation and

the results of a needs assessment often form the basis for

requests, demands or even plans for some sort of service. In

developing a training programme the question of needs is of vital

importance. The main focus of any adult educational or training

programme is its relevance to the needs and demands of the target

group.
Training programs are usually designed to assist people to
learn to 1live better 1lives and adapt to changing
circumgtances and environments. Therefore the success of
any program can be largely contingent upon the program
being structured in line with the needs of the target
group and the ability of the professionals to
discriminately identify and define what people want, what
they think they need, and what they actually do need.
(Reddy, 1988:2)
Furtherinore knowing why one should learn any given subject
is a basic purpose of assessing educational needs of
learners. (Price, 1982:25)

It is also important. when developing or designing training

programmes to constantly assess needs as they are continuously

changing.

Monette (1982) contests that the concept peed is a fuzzy one.
Many writers have written about needs. For example Bergevin (in
Monette, 1982) wrote about ‘felt needs', ‘symptomatic needs' and
‘real needs!', whereas Sheasha tried to distinguish between the
Yfeelings" labelled ‘needs' and ‘wants'. Although both Robbins
{in Monette, 1982) and Monette (1982) reviewed adult education
literature on needs they have come out with very different
conceptualisations. Monette (1982) distinguishes between ‘basic

human needs', *felt' and ‘expressed needs', ‘normative needs' and

‘comparative needs' whercas Robbins has identified condition,
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dynamics and dimension as three classes for examining and

'discussing needs. {(Long and Huey, 1983}

For the purpose of this literature review a brief summary of the
various - conceptualisations of the term ‘need' will now be
outlined using Monette's four major cétegpries:

basic human needs;

felt_and expressed needs;

normative needs and

comparative needs.
There are however two other categories which would merit mention
because of the nature of TELL's work and because it would help
further contextualise the notion of needs:

societal needs and

organigational needs.

Basic Human Needs
Both Maslow and Knowles in (Lonf and Huey 1983) have addressed

the guestion of basic human needs.

Knowles categorised needs as:
physical needs;
growth needs;
need for security and
need for recognition.
Knowles is of the opinion that a knowledge of basic human needs

is helpful for planning of any adult education activity.



25

maslow's hierarchy of heeds is categorised as follows:

need for self-actualisation;

ege and esteem needs;. |

love needs;

safety needs; and

survival nééds.
According to Maslow a higher nsed on this hierarchy of needs will
only emerge once the lower need on the hierarchy is satisfied.
According to Long and.ﬁuey (1983) Knowles' concept of basic human
needs would be very similar to the lower level needs in Maslow's

hierarchy of needs.

At one level TELL's involvement in literacy teaching, according
to Maslow's categorisation of needs would respond to teachers!
and learners' survival. According to Knowles' categorisation,
this would satisfy physical needs. Both these needs as
identified by Knowles and Maslow can be linked to definitions of
literacy as well as to the history of illiteracy in this country,
As the majority of illiterate people in South Africa are black
the whole question of illiteracy in South.Africa is a political
one. In the 19th century the ruling white government saw no
"need" for the black population to be educated and thus the
majority had to survive with little or no basic education.
However as capitalism developed so too did the need for a more
- educated and skilled workforce. It became necessary for people
to have some form of basic education in order to get a job and
to survive in a more urban industrial society. Literacy thus

became a necessity, a basic human need.

e e o e it s e e o e




R T

26
Taking into account what both Knowles and Maslow have said about
basic human needs it js useful to identify where literacy
teachers would fit into this. Previously TELL teachers were
mostly white suburban housewives and it was possible to say that
&ccording to Knowles'!' categorisation, teaching in a literacy
class would fulfil a ‘growth need' and a ‘need for recognition'.
According to Maslow's hierarchy of needs these teachers would be
fulfilling an ‘ego and esteem need' as well as a ‘need for self-

actualization’.

However. recently the trend has shifted. 'Many of the teachers
currently being trained by TELL are unemployed township residents
who view teaching literacy as a job. which could provide an
income. For them literacy teaching is a means of survival and
fulfilling basic needs. In other words many involved in literary
teaching are now involved in it to fulfil ‘survival needs', in
Maslow's terms and to fulfil ‘physical hneeds' according to

Knowles categorisation.

Felt and Expressed Needs

The terms "felt needs", "expressed needs", "wants" or "desires"
are often used interchangeably. These terms are problematic
firstly becausze of the different uses of the terms in the
literature and secondly because what constitutes a real need
would be limited by individual perceptions as well as an

awareness of the choices available.

In order for needs to become motivating factors they must become
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felt and very often adults are not aware of their most
significant needs, in other words these néads can be classified
as "unfelt" needs. Therefore when planning a programme it '<
important that programmers draw out these "unfelt" needs. If
there is a failure to do this programs would not be very

significant and would serve short-term needs.

In designing a literacy teacher training course many of the needs
pefcéivéd by course designers are not expressed by teachers
thenselves. These‘woﬁld include how to learn, how to take notés,
how to take minutes at a meeting etc. 0Often teachers are not
aware of the choices available and are therefore unable to make
informed decisions about what is appropriate or necessary for
_thém. A good example would be an alternative teaching style to
the authoritarian one that most teachers have had exposure to.
Many teachers are not even aware of a learner~centred approach
to £eaching and would therefore not see becoming familiar with

it as a "need"n.

Normative Needs
A normative need arises when a gap is identified between the
required/desired standard and the standard that exists. A
problem that arises here is that the standard set by different
people could be conflicting. The fact that
someone is in need is not a simple empirical fact, but
rather a value Jjudgement entailing three propositions:
namely, that someone is in a given state, that this state
is incompatible with the norms held by some group or by

soclety, and that therefore the state of that someone
should be changed. (Monette, 1983: 159)
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Comparative Needs
This need is identified by a comparison of characteristics of
individuals or groups who afe either in receipt of a service or
not. According'toZMonette (1983) comparatiée needs by itself does

" not adequately measure real needs.

Societal Needs

According to Kowalski (198fF) a society can also ekpress needs and
these needs are often expressed either at community, state or
national level. "Societal needs are aggregate needs. As such,
‘they are common to a significant number of citizens., This may

or may not constitute a majority” (Kowalski, 1988:124).

The gquestion of reducing the level of illiteracy in the South
African context could most definitely be seen as need expressed
by society. The large number of illiterate people in South
Africa is significant enough for it to hécome a nheed expressed

at national level.

Oorganisational Needs

Organssational needs are seen to be similar to societal needs,
the only difference being that these needs woulu relate to an
institution rather than a community or natidn. In relation to
TELL, althourm reducing the number of illitevate adults is the
primary focus, other organisational needs are also significant.
These needs would include satisfying funders, ensuring that the
work produced by TELL remains innovative and updated, being an

important player in the field of ABET and making sure its work
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r #1438 a developmental focus.

A major problem arises out of the procedure fur diagnosing needs
because often it is assumed that this procedure is neutrsl.

According to Monette (1983: 165)

needs literature often implies that diagnostic procedure is
politicall’ neutral, or that it must assume the values cf
the client system, or that the so-called self-fulfilment
models are self-justifying. These assumptions are
challenged by Freire's contention that education is
political, that is, that education is utilised either f£or
individual adjustment to a given system or for the
trangformation of a system to the ends of the individuals

involved.

The gquestion arises as to who is in a position to determine “real
need", to what extent would that person's world view be imposed
upcn +th: learner how can manipulation by the educator be

overcome?

Freire sug:usts, as an alternative, that the educational
process begin with the felt needs of the constituency, pose
the meaning of these needs as a ‘problem, and thereby
promote dialogue between the educator and the learner to
the end of mutual liberation. (Monette, 19832: 166)

In order to try and overcome some of :hise limitations a

participatory research methodology has been identified.

CURRICULUM

The term ‘curriculum' like ‘needs! does not have the same meaning
fof everyone mainly because of the variety of definitions found
in the literature. In its broadest sense, curriculum covers the

overall processes and outcomes of education, taking into account
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societal needs in terms of the economic, ;ocial and political
infrastructure, The curriculum, it is hoped, will produce the
type of person a particular society desires. A curriculnm should
raeflect the principles, philosophies and values a society

considers important.

Trhe confusion mentioned above surrounding the term curriculum

often stems from an inability to distinguish between curriculum

theory and curriculum development. According to Kowalsk:?

(1888:136)
curricrium theory includes the study of what should be
taught and how teaching should occur. It focuses on what
is {descriptive theory} or what should be (prescriptive
theory). On the cther hand curriculum development concerns
itselt with the fundamental practices of mouldinhg a course
of study. It entails deciding what t¢ feach, learning
experiences, and related planning decisions. Whereas
theory involves study and reflection, development entails
doing and decision making.

This research is primarily cor.cerned with developing a curriculum

for literacy teachers and therefore the emphasis would be on

curriculum development as opposed to curricunlum theory.

Authors such as Hooper (1972), Oumane (1390) and Lawton (1883)

are of the opinion that a curriculum is net developed in a vacuum
but is socially, historically and culturally determined, based
on a set of beliefs of how people learn, what people should be
like and what society is. Like society itself, the context of
curriculum is continuaily changing. Furthernore these authors
feel that decisions about what & curriculum is are far from
neutral and that these decisions are value laden and relative.

Likewise the curriculum developed by TELL would of necessity be
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oiie which would reflect TELL's ideology, promote TELL's
philosophy and world view and could therefore not claim to be

neutral.

Rducational Ideologies
Malcolm Skilbeck (in Lawton, 19283) has identified three basic
educational ideologies which in turn would generate different
curriculum theories:

*classical huwmanism

*progressivism

*reconstructionisn
élassica.l hmmanism is rejected by Lawton (4.983)' for educational
institutions in the 20th century mainly hecause it is not
applicable in a democratic society as it runs counter to
democratic ldeals such as social justice and equality of

opportunity.

Progressivism or child-centred education stresses that it is more
important for a child to discover things for him/herself than it
is to get an overdose of its cultural heritage. A major
criticism of this ideology is that "its view of human nature is
unrealistic, partly because ic fails to relate curriculum to

society or knowledge" (Lawton, 1983; 13},

Reconstructionists believe that education should not be seen as
only benefitting individuals but should also be a benefit to
society as a whole, According to Lawbton (1983; 13) "“given a

‘democratic'! society which retains a number of undemocratic
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features, some kind of reconstructionist approach would seem to

be necessary".

In relation co the three basic ideclogies outlined by Skilbeck
i1983j it would seem that TELL would conform to both the
reconstructionist as well as the progressivist. TELL works from
the basis that education for individuals is important but that
it should benefit society as well. Furthermore, although we in
South Africa have made the transition from an apartheid state to
a democratic one, there is no guarantee that we are a fully-
fledged democratic state. It 1s therefore necessary for
education to play a role in ensuring that democracy is
strengthened and broadened. In relation to progressivism there
is a strong tendency within TELL to encoﬁraqé pecple to discover
things for themselves. Training at present focuses largely on
encouraging teachers to discover answers for themselves through
various exercises such as discussions, role plays and simulation
exercises etc. as opposed to a lecture method. The course
content as well as process relies to a great extent on self
discovery. TELL has a strong humanist and radical orientation
to training in that it encourages learners to participate in
shaping their own learning énd also encourages learners to be
critically aware of théir environment and te challenge injustices

and inequalities that may exist around them.

Curriculum Orientations
Miller (1983) is.also of the opinion that one's world view will

determine what ig included in a curriculum. As curriculum
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developers come from different backgrounds and have different
orientations their input into the curriculum will be influenced

by this background.

For Miller (1983) the curriculum orientation would determine how
teaching and learning are. approached and includes both
theoretical and practical dimensions, These dimensions would
include educational aims, conception of the learner, the learning
process, the instructiocnal process, learning environment, the

teachers's role and evaluation of the learning.

Miller (1983) identifies seven orientations to curriculum
development:
*Behavioral
*Subject disciplines
*Social
. *Developmental
*Cognitive process
*Humanistic
*Transpersonal or holistic
He is of the opinion that most curriculum developers would fit
one or more of these orientations.
fhe orientations +then interact with curriculum and
curriculun planning in a number of ways and along a number
of dimensions, It is imperative that we understand these
orientations, and more importantly that we clarify our own
position on the educational spectrum. (Miller, 1983: B8)
Although TELL has not theorised much about its orientation to

curriculum, its practice would f£it it in the humanistic, social

and developmental orientation to curriculum.
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Kowalskl (1988) provides a clear outline of McNeil's (1981}
conception of a curriculum which.is placed in one of four
categories. They are:
1. Hamanistic
Accordinq. to the humanists the curriculum should be
personally satisfying to the individual. This factor has
been a major influencing factor in adult education and has
manifested itself in practices which encourage adult

learners to participate in shaping their own learning.

2. Social Reconstruction

The social reconstructionist stresses the importance of
society more than the irdividual. Within the adult
education field in South Africa social reconstructionist?
influence has been confined to improving the guality of
community life and adult life within the community, and is
promoted by organisations of the political left as well as

the labour movement.

3. Techxr logy

Within this category curriculum development is viewed as a
technological process embracing certain methods which would
ultimately ensure that intended goals are met.

The technological apprcach in adult education is most
prevalent in large orcxnisations which use education to
further institutional goals. Technical approaches are
influenced by the desire for efficiency and become more
common when demands for efficiency are increased.
(Kowalski, 1988:137)
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4. dcademic
Here the emphasis is on subject matter and broader £fields
of study. The provision of essential knowledge and skill
is given priority regardless of jindividual, societal or
organisational needs. This type df curriculun is more

prevalent in the formal education system.

Schubert (1986, in Kowalski, 3988) has also categorised
curricular approaches according to their aims. He presents eight
categories;
1. Content or Subject Matter
This category is very similar to the traditional image of
a curriculum where the emphasis is on subjects to be taught
ignoring issues such as cognitive development, creativity
and personal growth. This orientation to curriculum
developnent would not be very compatible with adult

education, and relates more closely to Macneil's ‘Academic

curriculunt,

2. Programme of Pianned Activities

This approach is broader than the subject matter approach
anu includes issues such as instructional techniques as
well as m;tivational techniques. However this technigque
insists on the teacher rigorously following cnly planned
learning activities leaving little or no room for classroon
dynanics., Clearly this approach would restriect adult
learning in that there would be little room for creativity

and it would be very inflexible.
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3. Intended Learning Outcomes
Here, a curriculum is perceived as the statement of what is
expected from a learning experience. The emphasis is upon
ends and not means (Kowalski, 1988:138). This approach to
curriculum development does not take into account
unintended outcomes of the learning experience.
In adult education, there is a yreater tendency for
the students to exhibit a wide range of interests and
needs than in the education of younger persons.
Predetermined outcomes, therefore, are more likely to
be restricting. Many benefits of engaging in adult
education occur because the teacher is able to seize
upon critical incidents and to be opportunistic in

linking these incidents to learner needs and wants.
(Rowaleki, 1988:138)

4. cultﬁral Reproduction

Within this aﬁproach the curriculum is a reflection of the
culture and society which is determined by either the
leadership in a state, nation or community. The values
which a particular state, nation or community hold dear are
the focal point of education. This épproach to curriculum
development rung against the trend towards critical adult
education in which learners are encouraged to ciiticise and

gquestion their own and others' value systems.

5. Bstperience

Within this approach the curriculum is not a set of
predetermihed ends or fixed but is rather evolving
constantly. The subject matter is not overlooked but is
constantly modified as circumstances and experiences

dictate. Both the méana and ends are seen as being
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important and inseparable._ This approach to curriculum
according to Kowalski (1988:139)
is congruent with most principles of adult education.
In fact it is more 1likely to be successful with
aduits than with children. This is true because
adults often are wmore <capable of assuming
responsibility and of determining direction for
learning experiences. It also requires teachers who

accept the notion that the learner is capable of
selecting meaningful experiences.

6. Discrete Tasks and Concepts

Within this view a ocurriculum is perceived as a set of
tasks to be mastered and once these tasks are mastered a
specified.goal is achieved. 'This view is particularly
relevant for training in private industry or the military
as it iz guite effective in helping people acquire certain

mechanical skills.

7. Social Reconstruction

This view has been discussed above and it would be
sufficient to say that some adults would find this a useful
approach depeiding on whether they see education as a means

of improving community life.

8. Cunerrere

Cuerrere is the root verb form of curriculum. This image
contends that a curriculum should ke a reconceiving of
one's perspective of life, It is a social process by which
individual learners come to a greater understanding of
themselves. The curricunlum iz the interpretation of lived
experiences. (Kowalski, 1288:139)

According to Kowalski this approach has some merit for some areas

of &adult education such as improved mental health and self-
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actunalization.

The outline provided above merely furnishes a framework for the
planner and the paradigms described should not be viewed as
mutually exclusive. It is precisely because adult education
takes many forms that deciding what is most relevant for a given
gituation should be guided by what the purpose of the program is,
the learners interests, learners needs and organisational needs

¢ name but a few.

It is quiet possible that a curriculum developer would draw from
more than one approach. In relation to TELL it would seem that
an eclectic approach would be the route to go as aspects from the
various perspectives such as the humanist, developmental, social
reconstructionist, as well as the experienctial perspective would
feature. Furthermore, the intended learning outcomes approach,
better known as the objectives based approach which traditionally
has not played an important role in the progressive sectors
within the country, seems to now feature more prominently,
However, it is important to stress that competency in this
context would not be seen as the ability to perform narrowly
defined tasks.
In this case competency refers to the broad outcomes/end
point of the learning process and can be described as
having three dimensions:
1. the ability to apply a skill to perform a task
2. a theoretical understanding of the task
3. the ability to transfer Xnowledge, skill and

understanding to other tasks and situations. (Cosatu,
1993:3)
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Some Problems
One of the major problems facing adult educators is that their
notions of curriculum are often based on curricula used for
schooling. There hﬁve been writers such as Griffin (1983) who
attempted to distance the process of deveioping. a curriculum for
adult education from the process of developing é curriculum for

the formal schocl systen.

According to Jo Campling (Griffin, 1983) ‘;:here is a need for a

curriculum theory of adult and lifelc:ng education which is
concerned with the aims, content and method of adult learning and
is located in a context of knowledge, culture and power.
Curriculum theory of adult education should analyse its practice
in terms of definition, distribution and knowledge. Kowalski
(1988) is of the opinion that a learner-centred approach is
essential in adult education and the importance of taking into.
account Jlearner needs, and ensuring learner involvement in

planning and developing a curriculum cannot bhe over emphasised.

Special Considerations For Adult Educators
For Kowalski (1988) there are several features of an adult

education curriculum that merit special attenti 'n:

Unigueness of Adult Learners

Although we are constantly being made aware of the
differences between adult and preadult learners it is
inmportant to bear in mind that not all these differences

are valid. However, "adults appear to exhibit notable
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differences with regard to:
* motivation {higher]

*  physical speed [lower)

% personality [more fixed behaviour]

* vision and hearing [regressive)

* .independ;ence [more independent than childrén]
* expectations [desire self-directed learning,

demand high levels of relevancel" (Kowalski,

1988:140)

Adults are not very different from preadult learners in
relation to intelligence, however consideration should be
given in terms of philosophical and practical issues in

planning.

Goals and Objmctives

Adult education is not usually governed by state laws and
this allows greater flexibility in curriculum planning.
This has a major advantage for adults in that needs which
have been expressed by the aduit learner can be transformed

into goals and objectives of a particular programme.

Cr’tical Consideration

According to Kowalski (1988) frequently made claims of
flexibility and 1less restriction in ple 1ing in adult
education are somewhat deceiving. "An examining of
critical variables which impinge upon planning decisions

suggests that the programming of adult education may be
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‘less structured but not necessarily less reétricted"
{Kowalski, 1988:141). Xowalski (1988) has outlined five
criteria which modify instructional planning:
*Philosophical considerationa (from what philosophical
basis does a planner work from - this, however, would
not only apply to adult education}
*Psychological criteria (here issues such as
motivation, relevance, beliefs about needs etc would
be important criteria)
*Educational technology (analysing tasks, developing
behaviourial objectives, etc)
*Political issues (selecting material or activities
that are not offensive or discriminatory)
. *Practicality (programme costs, resources, etc)
These restrictions point out that flexibility is not as
great as some perceive. A nmumber of forces converge to
restrict decisions. The programmer is faced with the task
of bringing the less formal restrictions on the surface so

that they can be given ample consideration. (Kowalski,
1988:141)

CONCLUSION

As has been outlined above developing a curriculum involves
detailed consideration of issues such as educational ideology and
world wview. Once these issues llave been thought out and are
clear, there are issues such as the uniqueﬁess of adult lzarners,
the goals and objectives of the programme, philoscphical,
political and psychological issues, etc to be dealt with.

Hereafter, a model can be chosen to dew:.. op the curriculunm.
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In order to understand the pr¢ . involved in developing a

cgfridulum uéi_ng' a needs based approach, a joint understanding

of what a ‘curriculum is as well as negotiating a common

B thedr{atica_l perspective with alil the stakeholders is important.
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CHAPTER THREE

RESEARCH DESIGN AND METHOD

The previous chapter looked at the training of teachers in a non-
%ormal.education ervironment, focusing ¢ issues in the South
African context, needs agsessment, and curriculum development,
It was shown Ithat PYELL, in keeping with recent trends in
insttuctional design and adult education principles, favours a
participative methed of curriculum design, based on a thorough
nesds analysis.

This chapter will set out the research design, the participatory
research method and the way in which the participatory research
method has been used to develop a literacy teacher training

curriculum.

THE AIMS AND OBJBCTIVES OF THTS RESEARCH
The aim of thls research has been to develop a curriculum for the
training of literacy teachers, using a needs-based approach., The
research objectives are to:

*carry out a needs inventory for teaching literacy

teachers;

*translate a needs inventory inte a curriculum for literacy
teachers; and

*examine the participative proc«ss involved in compiling a
needs inventory and in translating it into a curriculum for

training teachers.
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The above aims and objectives would include involving teachers
in collecting, analysing and interpreting data that would help
improve their own practice and at the same time expose and

demystify the notion of research to the participating teachers.

THE QUESBTION € METHODOLOGY

The question of choesing an appropriate research methedelogy is
a complex one and is kased ultimately on the researcher's
assumptions about the nature of society and world view. The
research method is also determined by the purpose of the research
and of the problem that is being investigated., Furthermore the
outcome of the research is very much ue¢pendant on the social
context, the theoretical framework, as well as the methodology

that haz been used.

Research should not merely be done for the purpose of being
written up for academic purposes as it is then usually accessible
to only a small elite. Rather, the mwain purpose of research
should be that it serves a practical purpoge where the findings
iead to action that can bring about a change for the better.
This researcher has come to believe firmly that "we have too uany
problems to spend our energies pursuing research which does not
lead to some social action or change related to the improvement
of life for the majority of psople® (Ellis, 19290:24)., If we
accept that the purpose of research is to bring:about change,
then traditional research approaches would in most cvases not be
appropriate. It is largely for this reason that participatory

research has been selected for this study. ©Other reasonsg are
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given in the gections that follow.

PARTICIPATORY RESEARCH

The use of 'partimipatory research has grown dramatically over the
last decade. People involved in adult education, the social
sclences, .as well ‘as community activists, have increasingly

turned to participatory research as an alternative form of

gaining knowledge.

Farticiﬁatory resgarch has grown out of a dissatisfaction with
traditional research which is dominated by positivism and
empiricism; The fundamental aim of the dominant research
paradigm is that design and results be objective, neutral and

value-free, Social scientists have begun questioning reliance

_. on guantitative methods which characterises this paradigm. It

can be said that participatory research has been one attempt to
create a new methodological and epistemological approach to

research.

Participatory research has also been seen as a response of the
Third World to traditional research, whose investigators tended
to study Third World problems and communities and then leave with
their findings. The research undertaken by these traditional
researchers did not directly benefit the people they studied and

did not bring about much change for then.

Most sacial science research in the Third Wnrld has been related

to two purposes:
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1. For "experts® to gather information to solve problems
of underdevelopment;
Z.  Por researchers! own economic needs ~ to present their

findings in books, articies_, journals, etc. where the
major consumers are policy makers.,
Most research until récently hag been shaped by these purposes.
This type of vresearch has been seen as the "creation of
knowledge". In other words the formulation, analysis and
creation of knowledge in most ‘z'.esearch has been done by the

researcher.

Until recently, research has been seen as an academic exercise
especially in relation to the Third World. However the trend is
changing as "thinking about development and the role of social
research in development has evolved dramatically of late” (Hall,
1982:'36). - There has been a major shift in thinking about
development - previously development was seen as an "injection®
from above, Development now is being seen as an awakening from
the bottom where the creative and productive powers of the

inpoverished and oppressed are freed.

This shift in thinking about development has led to congiderable
auestioning about the values from which research proceeds,
particularly in the field of adult educatici. Many researchers
are looking for new methods.

It has been suggested that their experimentation derives
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from three main concerns:
1. The concern that gquantitative research methods are not
- providing an adequate understanding of complex reality;
2. The desire for practical research that can be used as a
base for setting policy and developing programmes which
will promote social justice and greater self-reliance;
3. A view of human behaviour which sees individuals as
active agents in their environments rather than as passive
objects to be researched. (Hall, 182:37)

Participatory research has some distinct characteristies which
clearly distinguish it from other approaches. These will be

outlined in the next section.

An Educative Process

Participatory research is an educative process for those
involved. People become more knowladgable about their gituations
and about possible ways of changing it. "It is this component
of leavning-for~-all that makes partilcipatory research a distinct

approach" (Tandbn, 1981:26).

Collective Nature of Participatory Research

The collective nature of participatory research is one of its
important characteristics. It is important that people engage
together in a collective analysis of a given situation. Very
often the process involved in participatory research brings
people together through collective understanding, sharing and
action, which often results in the growth of organisation of the

oppressed. (Tandon, 1981)

Participatory Research Challenges Inequality

Supporters of participatory research like Hall {1981, 1982,) and
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Waltérs (1983) are of the opinion that participatory research is
a research approach which dhallenges social inequality and works
-to_elimin&te exploitation. It plays a_liberatiné approach in the
learning process by promoting a critical understanding of social
prbﬁlems, causes and possibilities to overcome themn. It
challenges thh way knowledge has been produced by conventional

social science methods and how it has been disseminated.

Participatory research originates from people's reality and is
geared towards change. In some situations the people Themselves
initiate the process whereas in other situations an outsider can
be called in to help provide the initial problem focus. E 2n in

the latter situation it is crucial that the people be involved.

An Integrated Activity

Participatory research can be described as an integrated activity
that combines social investigation, education and aétion (Hall,
1981). The process starts from people's concrete experience and
then includes a theoretical analysis which will inform action for
change. Hall (1981:7) lists the features of participative

research as follows:
;The problem originates in the community or workplace
tself;
*The wultimate goal of the research is fundamental
structural transformation and the improvement of the lives
of those involved. The beneficiaries are the workers or
pPeople concerned;
*Participatory research involves +the people in the
workplace of the community in the control of tha entire
process of the ressarch;
¥Focus of participatory research is on working with a wide
range of exploited or oppressed groups, immigrants, labour,
indigenous peoples and women;
*Central to participatory research is its role of
strengthening the awareness in pecple of their own
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. ‘abilities and resources and its support to mobilising or
organising;
*The term ‘researcher! can refer to both the community or
workplace persons involved as well as those with
specialised training; :
#Although those with specialised knowledge/training often
come from outside the situation, they are committed
‘participants and learners in a process that leads to
militancy rather than detachment. (Hall, 1981:7)

In a&dition to these features Hall (1982) has identifi=d seven |

principles of participatory research:
1. The research project has to be of immedzata and diract
benefit to the community.
The whole concept of participatory research is opposed tb doing
research merely as a basis for an academic paper. e is
important that the community being researched is involwvy 1 both
the process and results of the research and the articalation and

initiation of the search for solutions comes from the community.

2. The research process should involve the community in the
entire project (formulation of problem, interpretation of
findings and corrective action).
The researched are part of the process of participation in the
discussion, investigation and analysis. Research is not done for
the purpose of testing theories but rafher-the theories are

d.reloped from the people's reality,.

3. The research process should be part of an edunational
experience.
This should be seen as a neans to determine the community's needs

as well as to increase awareness and commitment k *%“e community
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to poséible solutions.

- 4. Research should be viewed as a dialectic process.

:_ Reseagéh shquld not be a static picture of rsality at one point

Gathering and interpretation of information should be
viewed &s a continuing activity characterised by two
- mutually reinforcing kinds of dialectic:

a) interaction between community and researcher; and

- b) interaction bstween gathering and interpretation,

with the information gathered fuelling interpretation

while, in addition, interpretation yields new needs

for information that must be gathered. In this way,

the chances of producing a stilted, static and

unidimensional image of reality are reduced. (Hall,
1982:486)

. 5. The object of the research should be the liberation of
human creative. potential and the mobilisation of human
resources.

Participatory research aims to bring about a beneficial change
for the researched - in this way the researcher and the
researched are involved in a joint venture teo bring abdut human

liberation and mobilisation,

6. Research metlhods have ideological implications.
All research has political implications and a hidden

agenda/curriculum - we need to be aware of this.

7. If the goal of the research is change then the research
team should conmprise of representatives wheo will have a

bearing on that change.
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CRITICYLSME LEVELLED AGAINST PARTICIPATORY RESEARCH.
There have been various criticisms levelled against participatory

research, some which are outlined below.

Manipulation

_Tﬁé_charQQ here is that literature on participatory research does

not explore the question of manipulation adequately. If common

political and social objectives are not present and if intrinsic

and extrinsic benefits for all involved are absent then there is
room for manipulation (Walters(a), 1983). If everyone involved

in the research is not equally committed to it there is the

possibility that the researcher can manipulate the research

process. This peoint is also closely linked to the role of the

participants and researcher.

The Role of Participants and Researcher
Often the difference as well as similarities bhetween the rcle of
the researcher and the researched is overemphasised. This

overemphasis can greatly affect the outcome of the project.

One possible way to overcome this difficulty is by getting the
researcher and participants to negotiate their similarities and
differences. According to Brown (1982) by negotiating the
differences and similarities a positive result can be achieved.
Similarities would provide a foundation for communication and
trust while differences could offer possibilities for mutual

learning and development.
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It is not easy to transfer £2chnica1 expertise or analytical
skills to.all the people within the commuhity. The degree to
which the participatory research process is controlled by the

people is often dependent on how successfully these skills are

'transferred to them. One way to do this is to recognise the

differences and similarities which would in turn provide a

foundation for communication and encourage mutual learning.

Integration of the Three Elements

It is difficult to integrate the three elements (investigation,
leducation and action) within the “articipatory research process
at the same point. Often investigatidn and conscious self-
education ocour early whereas action and less conscious learning
occur later. By consciously integrating the three alements the

gulf between theory and practice can be lessened (Walters(a),

. 1983).

Social change

As participatory research is committed to social change, one of
the major criticisms of participatory reéearah is the question
of which theory of soc¢ial change influences the study. The
researcher believes that fundamental social change will only
occur through popular and collective struggle as well as by the
restructuring of the social, economic and political aspects of
society. In other words this change will only occur when
appropriate action in an environment supportive of that action
is present. By merely tackling one aspect of society, in this

case the development of a literacy teacher training programme,
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fiajor political and economic changes can hardly be expected. It
is important to remember that:
participatory research is not a recipe for social change.
It is a democratic appreoach to investigation and learning
to be taken up by individuals, groups and movements as a
tool aimed at social change. We do not, however, under-
estimate the obstacles te =ffective social change. (Society
for Participatory Researach, 1982:4)
Furthermorea
participatory research is not a short-cut to have better
: soclio-economic and/or educational conditions for adults.
. The researcher must have very good knowledge of traditional
- (empirical) methods as well as of the action research
methods. But the most important thing is that the
researcher regards himself as a member of the community to
take part in the research activity. This means that the
object of the aducational process should be the freeing of
human creative power and the mobil.:ation of human
resources. The participatory research process should be
viewed as a dialectic process, a dialogue over time and not
a static picture from one point in time. (Enyia, 1983:92)
It is however important that participatory researchers be clear
ahout their objectives (ie. what change they are pursuing no
matter how limited). Being absclutely clear about the objectives
of a participatory research project would better enable
researchers and participants to solve dilemmas and

contradictions.

Control and Accountability

The question of control and accountability are alsoe major
problems in participatory research. In most cases small projects
or programmes are dependent on donors for funding. These donors
have their own égendas and often have a strong desire to control
programmes, "A major obstacle to the goals of participatory

research is, of course, the very power of the dominant forces"
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(Soéiety for Participatory Research, 1982:43). This domination
could take the form of ideological oppression that can condition
the'way people think and reason. At c(ther tines this domination
can be more blatant. More often than not, research is funded by
those who represent the interests of the dominant feorces. Ofter
researdhers, educators as well as community activists are faceu
with these issues and often it is a "strategic choice to use
institutional resources for work aimed at social change" (Society
for Participatory Research, 1982:43). The point herz is +9 never

lose sight of what the ultimate aim of partiuipatcry

research is - transformation of society for the benefit of the

majority (even if it is in its initial stages of getting people

to start thinking about their conditions).

Pragmatic Mat-we of Participatory Research

Another eriticism against participatory research is that it is
too pragmatic and favours action over theory-building. According
to Concheloz and Kassam (1981) advocates of participatory

research are moving towards more analysis and refinement,

However _

a key issue here is whether the gaining of scientific
knowledge should bz done through purely ‘observationalt
procedure or whether action~based approaches are
admissible. The Marxist concept of ‘praxis', Lewin's idea
of action research, and other influences, ~re being drawn
upen to make the case that practice can be made a systenic,
integral part of theory~building. (Conchelos and Kassamn,
1881:55) -

Methodology
Many critics of participatory research have pointed out that

participatory research constitutes merely a Lroad approach and
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not a definite methodology or a comprehensive research package.

Heéwever Kassam'’'s (1980) response to this- is to argue that the
strength of participatory research lies in its eclectic nature.
He stated that:

The apparent eciecticism and pragmatism of participatory
research are, in fact, its very strengths in that the

researcher is able to work withii, a wider variety of -

constraints (such as politics of local and external funding
agencies, institutional membership, bureaucratic
authorities, and ruling ideologies} and also within a wide
- range of socio-political settings.....To adhere to a single
explicit methodology in participatory reseacch approach is
to greatly delinmit its potential for even a modest social
change among the many different groups of the oppressed,
disadvantaged and expleoited people, {Eiyia, "783:87;

As has been mentioned before many proponents of participatory
research (Hall, Tandon) reject the methods of +traditional
research claiming that these methods main# ‘n the status quo and

mainly serve the interests of the elite. However according to

Brown (1982:207)

if traditional research methods contribute to the hegemony
of the present elite, can participatory researchers afford
to ignore those methods entirely? It seems to me that we
should keep the door open to social scilence research
technoiogliecs for two reasons:
(1) to neutralise their contributions to an undesired
status quo, and
(2) to utilise them where possibkle for participatory
research cbjectives. Some elements of survey research
- nethrndology, for example, can be adapted for use i.
participatory rasearch projects - aund other social
science methods may also be suitably altered to fit
participatory research assumptions.

This researcher tends to agree with Brown on condition that any
research method used is to be used critically and its limitations

thoroughly understoed.
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Brown (1982:207) goes on to say that

participatory researchers can and should draw on social
science, education, political movements and any other
activities that offer methods relevant to project
objectives. It is the syntheses that emerge from this
borrowing that will simuitaneously vitalise participatory
research and in turn sarich donor traditions.

Participation in Farticipatory gngaarch

'Concern has’ been raised about the question of participation -

specifinally how is high gquality participation obtained from

pecple not accustomed to this type of interacticen? It has been

3argued that for most people participation is directly related to

the purpose of making a living (ie most people will partlcipate
if it will bring in an income). It is important to remembev
that:
The subjects are usually involved in the process of
production as a means of making a living. This involvement
leaves little time and energy for extensive participation
in research ...... The people also lack a perspective of
the social structures in which they are embedded and of
possible alternatives to it. (Enyia, 1983:91)
The level of participation of the people involved in the
participatory research is a problematic area. The participants
have to be made aware of the benefits to them and if this is not
absolutely clear the researcher will have to constantly drive the
process, encouraging the participants along. This is also
directly related to the social distance between the researcher
and the researched. Often the researcher comes from a totally
different backyround and there are differences as well as
similarities between the researcher and the researched, These

similarities and differences have to be recognised and dealt with

adequately and at the same time the necessary technical and
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analytical skills have to be passed on to the relevant peonle tn
ensure that participation is genuine and of a high quality.

Often this is easier said than done.

PARTICIPATORY RESEARCH AND LITERACY
The use of participatory research in developinq a literacy
teacher tréining course is closely linked to the definition of

literacy. If literacy is defined as more than just being able

to read and write and includes concepts such as critical

consciousness, participation, action, purpose, context and
development then a progressive approach in teaching and
dev.loping a curriculum as well as research is a prereguisite.
A proyressive approach to teaching aduli literacy, then,
shou.d lay the foundation for the development of a range of
oritical, creative and analytical skills which enable
people to participate actively in society. It should
s 'imulate people's thinking about the kind of society that
would best contribute their desire to participate in

struggles to achieve such a soclety. {(Learn and Teach, ELP
and LACOM, 1991:10)

In this case the concept of empowerment in ®iteracy is crucial -
this empowerment should include the empoﬁerment of learners as

well as teachers.

The use of participatory research in developing a literacy
teacher training course would seem the logical way to proceec if

we accept that literacy should be doing the above.

Participatory researc’ has been used by people involved in

literacy over a long period of time. According to Lind and

‘Johnson (1990:20) participatory research has been used for two

distinct purposes in the context of literacy:
!
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*more commonly, for the sc-called ‘community' which should
antecede a Freirian type literacy project, and which seeks
to ldentify the most important aspects and contradictions
of community life and the level of social awareness, in
order to select out the themes and generative words which
will constitute the literacy ‘curriculum';

*less often, where the researcher is a participant (or,
ideally, all the participants), and the research activity
seeks to assist in laying bare 1local reality and in
maintaining a continuous joint evaluation of the literacy
programme and its social insertion; the research is based
on the praxis of action-reflection-action, and should
immediately assist in changing the process towards the
better attainment of its objectives.

PARTICIPATORY RESEARCH METHODS IN DEVELOPING A LITERACY TEACHER
TRAINING COURSE

The previous section locked at the theoretical framework for the
approach adopted_in this study. This section will relate how

this approach was used.

In participatory research, as in all research, there are various
methods that can be used. However it is important that any
method that is used, be used critically. According to the
Society for Participatory Research (1982) methods that can be
used in particiiaatory research include group discussions, open-
ended surveys, public meetings, community'seminars, factfinding
tours, collective production of audio-visual materials, popular
theatre and educational camps. Some of these methods will be
loocked at in relation to the development of a literacy teacher

training course using participatory research.

The context in which participatory research has been used to
develosp a titeracy teacher training course for teachers has been

an organisatrlional one, the organisation in this case being TELL



* Tz iy

- - o ,

ER

w

59 _
(see the previous chapter on more information on TELL). TELL has
over the past three years been involved in developing a
curriculum for literacy teachers using the participatory research
method. The reason for using the participatory research methods

were outlined in the above section.

The research design includes using a number of strategies for
gathering data but the most important aspect of it has been the
interactive process between thr. -esearcher and the other actors
in the research process., Furthermore the design and methods used
not only encourage collective analysis, reflection and
interpretation of data but alsc invite participants to reflect

on their own practice of adult education.

Presently TELL ﬁas approximately 400 trained teachers. Including
all these teachers actively in the research was practically not
feasible. In August 19922 teachers were informed at a TELL
Teachers Forum of the plan to develop a new curriculum and
volunteers were. asked to come forward. These volunteers became
the curriculum cormmittee, The curriculum committee was initially
made up of seven pecple five of whom attended a pilot teacher
training course run by TELL in 1%21. Six of them are literacy
teachers and one the researcher, employed by TELL. In the course
of 1993 two people dropped cut leaving the committee consisting
of just five people. People’'s reasons for leaving were mainly
job related. all these people v}o-rked for NGOs and because of the
lack of capacity were expected to do other work besides literacy

teaching. Furthermore most of these NGOs did not have the
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funding to pay people regularly and often people did not have
money for transport to attend meetinés reqularly. This
uncertainty and heavy workload eventually led to two people

dropping out of the curriculum committee.

All of the five remaining teachers were between the ages of 27

and 3% years. Four of the five members were at that time (1992~

1993) teaching their own groups and would between them have had

approximately 1F years of experience as literacy teachers. Two

of the members of the curriculum committee became involved in the

literacy field as learners while they were empioyed as domestic

- workers. They then went on to become teachers and were employed

by 'TELL, and paid a honorarium. Both these teachers are
currently co-ordinating community learning centres (CLC's), one
in Tembisa in the East Rand and one in Botshabelo in the North
West Province. The rest of the members of the curriculum
coﬁmittee were trained by TELL. Two members are cﬁrrently co-
ordinators, one of a literacy centre on the West Rand and one of

an Advice Centre in the South.

The years of experience that some teachers have had in teaching
{some of then have.been teaching for up to nine years) has proved
to be a major contribution in this process. Their concrete
reality has been a starting point from which to build. Most of
the nembers of the curriculum committee come from the townships
and in most cases so do their learners. As most of these
teachers come from the same psycho-social environment (at this

stage an unstable and frequently violent one) as their learners

e g b e
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and this in itself has provided valuable information of issuss
that needed to be investigated. Without the teachers®
participation the cpportunity to gain this type of insight into
learners' lives and hence information with which teachers can

work with wculd otherwise have been lost.

The three in'errelated processes which give participatory

research its strength:

* social investigation;
* education; and
* action,

have provided grounds for developing a literacy programme
which aims for the empowerment of people. How the three

interrelated processes have heen used in this study will be

outlined below.

Social Investigation
The purpose of this investigation has been to:
* identify problem areas of past training courses;
* identify what is perceived as a general problem in
literacy teacher training;
% vhat and how teachers want to learn; and

* what they need to learn.

In order to identify problen areas of past training courses a
focus group interview was held in October 1992 with the
curriculum committee. This focus group in:erview was aimed at

providing insight into the attitudes, perceptions and opinions
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of participa ts of their past training. The interview lasted
approximately three hours an was recordsd and transcri.bed and
summary ndtes ware made. This discussion outlined very
superficially what a fufure course might include and also

indicated that further discussions were necessary.

'i‘he researcher hnld discussions with other individuals and
organisations. 1Individuals selected were involved in literacy
and in most cases were regarded as "experts" jin the field.

Organisations selected at this stage were delivery organisations,
in other words they were the <clients of the training
organisations. The discussions provided information on what
organisations required in terms of training of literacy teachers,
what they saw as problems of current training courses as well as
what they would like future courses teo look like. After these
initial discussions the researcher then met with literacy teacher
training organisations, from which she obtained a clearer idea

of their object'ives, philosophy and models of training.

Armed with information from these initial discussions a workshop
was held with the curriculum committee in January 1993 to look
at how to take this process further. This workshop was very
useful in that it served as an educational experience for all
those involved. People started to ask themselves questions like:

* Why do we want to teach adults literacy?

* Up to what level should literacy be taught?

* What should literacy teachers learn?

L] Should we have a flexible or set curriculum for
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learners?

* What level of education is needed toc become a literacy
teacher? |

* Why is it important to have the certificate in our

1literacy and adult education classes recognised?

The workshop also began to chalienge our own beliefs in areas
such as the needs of teachers, learners as well as what actually
hapr=ns in a learning situation, as reported in the next chapter.
It was decided that the next logical step to take this process
further would ke to conduct a needs analysis amongst teachers,

l¢arners and organisations involved in literacy provision.

Questionnaires were developed for the various stakeholder groups
by the researcher in consultation with the curriculum committee
and TELL staff. Developing these questionnaires took a long time
as it was iinortant to ensure that curriculum committee as well
as TELL staff were satisfied with the final guestionnaires. The
idea was to make the development of the guestionnaire an
inclusive process in order to identify:

* problem areas of past training courses;

*  what were perceived as general problems in literacy

teacher training;
* what and how teachers wanted to learn; and

® what they needed to learn. (See Appendix 2)

Once the questionnaires were developed members of the curriculum

committee practised interviewing techniques with each other as
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most of them had never conducted formal interviews before. The
practice sessions also helped some members of the committee gaih
confidence. Practicalites such as transport money, choosing
interviewees that were easily accessible from their place of work

as wel. as arrangements for telephone usage were all sorted out.

A total of 56 learners, 42 teashers and 23 organisations were
interviewed. As far as possible most of tie interviews were done
in person. Where this was not possible thes interviews were

conducted telephonically,

The methods used for investigating the above were focus group
interviews, workshops, infprmal discussions and telephonic
interviews. Thg ides here was to find out the above by:

sharing experiences;

sharing information; and

sharing support; and thereby reaching a collective
understanding of concepts and deciding collectively on the next
step. Furthermore this process gave participants a chance to

claiify attitudes and beliefs.

A research diary was kept by the researcher in which notes of all

discussions, workshops and interviews were recorded.

Patricia Ellis (1990) in her study on the needs of Caribbean
adult educators, seems to have gone through a very similar
experience and has managed to sum up the process aptly:

As preliminary information was studied, research
instrunents were developed by the researcher to be used by

P SRR - S
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the various groups of persons from whom it was necessary to
gain information, perspactives and perceptions on the
training of adult education practitioners. At every stage
in the research vrocess, data from the previous stage was
used to inform the collection, analysis and interpretation
of the data in subsequent stages. At the same time, data
from the latter influenced the interpretation and deepened
the understanding of that from the former., Moreover, as
the process of analysis and interpretation continusd, new
ideas emerged and new concepts were formed. These, in turn
were compared with the previously held assumptions c¢f the
researcher and other actors in the process. Consequently,
new definitions, deeper insights into, and greater
understanding of the training needs of adult education
practitioners were grounded in the experience and reality
of the extension workers on whose situation the research
was focused. (1990:28)

During this process the curriculum committee discussed the
information gathered from the investigation - to reach an
understanding of the needs. As tata was énalysed and processed
each step informed and reinforced the other. A collective
understanding of concepts emerged during this process and it was
then that the link between the information gathered and the
action to be taken was made. In other words by going through
this process a profile of training needs and consequent action

was developed.

During tuis phase of the research the resear her had an important
role to plav.

It is frequently found that some of the opinions expressed
by the individuals of the group have no critical component,
but belong to the corpus of the dominant ideology. Thus,
this phase of the experience requires a permanent dialogue
between the external research, who contributes his/her
understanding of reality, and the group that repeatedly
confronts their own interpretations. (Vio Grossi, et al,
1983:27)

It is important that the researcher be sensitive, flexible as

well as responsive. There should also be flexibility in the

'
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research design so that maximum use is made of :he different
settings and situations, However it is important to remember
-that the entire process is a collective one.
TELL staff, somé of whom have been in the field of literacy
teacher trainihg for a number of years, were aiso asked to eit
in on these. discussions, +to share their experiences and

observations on teacher training. Their contribution in this

- process proved to be useful and they often expressed that the

findings confirmed their experiences.

A eollective decision by the curriculum committee and TELL staff
was made on wh=: action was necessary to improve the gquality of
fhe teadher-training course. It was decided that the first step
would be the development of a litermcy tea:her training
curriculum which is the object of this research. Any other

‘course of action would be secondary.

The teachers had ocutlined their own learning programme taking
into account their previous shoftcomings. They had al:

.suggested the learning process and content - this in itself was
evidence of a process of empowerment for the teachers who formed

the curriculum committee.

The detailed curriculum development work has been carried cut by
the researcher wvho is employed by TELL for this purpose. However
during the initial development phase every aspect of the

curriculum was constantly checked with the curriculum committee
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for critical feedback. Once the new national ABET curriculum
framework was in place the researcher had to consult more widely
with other players in the literacy field -~ in this case the
Independent Examination Board (IEB) and the NLC. The new
national curriculum framework has placed literacy in a new
context from the one in whici thias .research.project starsed (this
was discussed in the first chapter and will be further discussed

in the final chapter).

Literacy programmes may empower their learners but they alone,
irrespective of how radical or progressive they are, cannot bring
about major scocial changes. Such transformative processes have
to be accompanied by real changes in the structure of society.
However after the birth of the new South Africa and the new
national ABET curriculum framework these ideals seem to have
beccue less important. The emphasis now is on articulation with
the formal system and on ensuring that workers bscome trainable
in order to be more productive. It is however important to
remember that literacy programmes can lead to building of strong
organisations or lobbying/pressure groups which could campaign
for a better deal for the oppressed. The gquestion of social
change is therefore dependant on the dynamics that develop within
the learning groups and over this nobody has any control.
Furthermore the teachers themselves tlrough this process have
;:ome to realise that with proper training through an accredited
course they would be in a better position to bargair fbr adeguate
remuneration as well as for a better professional future in the

literacy field (eq. a careexr path, further education ard training).
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The interrelated procesé would be illustrated in the following

manner:
Stage 1
Social investigation | Needs analysis
Stage 2
Education o Unders.and needs
Insight into research
procéss
Develop interviewing skills
Stage 3
Action Transform needs into a
curriculum
CDNCLUSIQH

Although the reguest to develop this course came from TELL staff
and some cof the teachers, the decision to use the participatory
research methodology came from the researcher. The teachers had
no way of knowing that they could be part of the process of
actually developing this course. In other words, to some extent
getting the teachers involved was imposed upon them by the

ressarcher.

In the same way there is the possibility that otbar factors could

be imposed on %teachers for example the new ABET curriculum
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framework. In this scenario there is definitely room for
manipulation. However throughout the process there was the
intention that the procedure unfold in a voluntary participatory
way and that teacher involvement would be dominant during the
whole process, I'E .was the teachers' needs and ideas that
initially dominated the direction of the research.and in turn

determined the guestionsz they asked.

Mcsﬁ times the researcher had to take a faciltatory role in the
procesg. However there were numerous opportunities for the
researcher to become dominant intentionally or unintentionally -
this had to be constantly guarded against. One of the reasons
foxr this was pressure from the outside, that is from fundsrs or
the management of TELL, both of which wanted to see results
within a particular time peried (most teachers have other jous
and would not be in a position to make themselves available when
necessary). The researcher also had to jJuard against imposing
her own agenda on the teacheré. It is important to note here
that a major source of pressure from the cutsi.de was the new ARET
curriculum framework. It was at this point that the development
of the c¢urriculum started happening independently from the
curriculum committee, It almost seemed as.though as the national
plcture had a ripple effect on this process. Developments
rationally overtook the researcher and TELL in turn introduced

themn to the teachers.

During this nrocess the realisation dawned that

the participatory researcher or trainer is usually in a
position of power and that, even though she may be
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conmitted to empowering those with whom she is working, she
is still in danger of imposing her own values and views on
the latter. I have come to realise how important it is for
me as a facilitator committe” to using participatory

approaches, to be more willing to negotiate with groups

with which I work. I must not only appear to be allcwing
them to have some say in, and to influence, the process of
learning, but I must be willing to give them real options
and the freedom to choose, to accept their choices, and to
reflect with them on the implications of these choices for
ther as well as me. (Ellis, 1890:33)

Avoiding taking control of the process and driving it
individually, was perhaps the major challenge in this research

- process.
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CHAPTER FOUR

FINDINGS

The previous section set out the theoretical framework for the

approach adopted in this study as well as the way in which the

‘approach was used. This section presents the findings of the

research drawing on the process outlined in the previously. As
has been mentioned before a curriculum committee was formed and
broadly the task of the committee was to:
*jidentify problem aresas of past training courses;
- *identify what is perceived as a general problem in
literacy teacher training;
*what and how teachers want to learn; and

*what they need to learn.

As soon as the various stakeholdsrs were identified questions
were developed'around arseas which needed to be investigated.
Draft copies of the guestionnaires were circulated as widely as
possible (TELL staff, teachers, supervisor) until a consensus was
reached on the final version of the guestionnaire. The result
of all the consultations were three separate questionnaires, one

for teachers, one for learners and cone for organisations.
In total 56 learners were interviewed - some in groups and others
as individuals, 42 teachers and 23 crganisations were

interviewed,

After the interviews were conducted the curriculum committee
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analyzed the data, extracted the various themes and finally
developed a rough guide for developing a teacher training course.
This rough guide was refined agair through consultation and
finally an outline of a training course was developed. The

researcher then worked on the outline and developed the

curriculum. The responses to the various questionnaires have

been thematically summarised below.

DEFINITION OF LITERACY

Terms Of References:

In order to make this section less cumbersome and more readable
the researcher introduced sinple definitions to facilitate common

understandings between the reader and researchers.

Learners

0f the learners interviewed 46% lidentified with progressive
literacy defined as the ability to read, write, use ianguage and
numbers to enable adults to cope with daily life, question arnd
challenge society and work for change. Thirty six percent
identified more closely with fuactional literacy defined as the
ability to read, write use language and numbers so that adﬁlts
can crpe with daily life in society. ©Nine percent associated
with traditional literacy, defined as the ability to read and
write. Nine percent of the learners interviewed did not respord

to this guestion.

When questioned further and asked as to why they were attending

classes 39% said for progressive literacy, 18% for fuactional
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literacy, 12,5% for traditionai literacy while 30,5% failed to

respond. (see figure 1)

Figure 1. Literacy Learners
Dsafinitions and reasons for attending

Pe-centage

50 :

40

30

20+

10

Traditional Funclional Progressivs Other Not answared
Types of literacy
BB oetinition Reason attending
Teachers

Of the teachers interviewed 32% identified with traditional

literacy, 20% with functional literacy, and 11% with progressive

literacy. A large proportion of teachers (32%) had their own
definition of literacy and these included:

*To help each other;
*Literacy helps those who did not get to go to school;
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*Literacy is education without standards. Education about
peaple’'s needs not syllabus;

*I understand that literacy is a good project of educating
adults;

*Ability to use language effectively for communicating with
‘others and being communicated with - enough resources in
that language to think in that language;

~*Loaded term. English non-speaker know other languages -
definition problens;

#Literacy 1is a training of a person both mentally and

physically and
*Literacy is upgrading adults to be literate.

Five percent did not respond to this question. However when
literacy teachers were asked what should be taught in c¢lass the
responses were very dif .ent. Fifty eight percent said
progressive literacy, 24% functional literacy, 10% traditional
literacy. Four percent responded in the following way:

*Must be based on learners needs;

kHistory of 1literacy and literacy in other countries

especially in Africa;

*One has to be politically correct.

This guestion had a 3% spoilt rate. (see fig. 2)

Figure 2. Literacy Teachers
Definition and content fo be taught

Percentage

&0
so
20k
30-

0

ol

Functional Prograssive Other Not answered

Type of literacy

A N
Troditional

E Litaraey definition Classroom content
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The striking difference in response to the two above gquestions
could be attributed to the fact that most literacy teachers when
asked what they do, merely respond by saying I teach peocple to
read and writé“ and not that people are taught to be critical
thinkers and to challenge society. When probed further as to
what they teach, they responded that this would include teaching
pecple about questioning and challenging society. The fact that
numeracy was not mentioned could alsoc be éttributed to the sane

reasofn.

Organisations

Most organisations (61%) associated closely with progressive

literacy, followed by functional literacy (26%) and lastly

traditional literacy (4%)., Nine percent defined literacy as:
*Life skills, learners participation in running projects,

- which makes them fulfil social functions or roles.
#Will have ideas and feel confident to exprass their ideas.

Moat organisations interviewed identified <c¢losely with
progressive literacy. The reason for this could b that most of
organisations interwviewed saw themselves as progressive, or on
the other hand told us what they thought we wanted to hear, in

other words they were being politically correct. (see figure 3)
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Figure 3. Literacy Organisation
Definition of literacy
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LEARNERES PROFILE

Age Of Learners

Most learners interviewed (27%) were between the age of 20-25
years, followed by 36-40 years (21%), 31-35 years (18%), followed
by 26-30 years (16%). Nine percent of the learners were between

the age of 46 and 50 years, while 7% were between 41 and 45 years

and 2% were below the age of 20 years. (see table 1)
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wToble 1. Age of learner
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Age Groups (years)  Percenfage
< 20 | 1
21 - 25 | 27
26 — 30 16
31 - 35 19
36 — 40 | 21
41 — 45 7
46 - 50 9
Total - 100
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Most of the learners interviewed were between the ages of 20-25
years (27%) followed by 36-40 years {21%). From these figures
an earlier trend of mainly older people attending literacy
classes is being disproved. This however could be attributed to
the disruption, breakdown angd generally poor quality of the

formal education system for blacks in the 1980s.
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Home Languags

- ©f the total number'of learners interviewed 34% spoke Soutn

Sctho, 25% spokEIZulu,_zo% spoke Tswana, 11% spoke North Sotho

and a further il% sﬁbke Xhosa. All learners interviewed claimed

.‘theyzwe#e literate in their mother tongue. - {sge fig. 4)

! .Figure 4. Learners Home Language
‘ Southotho

34

Xhosa
1

Nerth Sotho
Tswang 11

Level Of Education
Of the fifty six learners interviewed 38% have had more than five
years of formal education. Thirty percent have had between three

to five years of formal education and 30% had less than 3 years

g e e e L
e e v b ot e e

S o e e S e - 2

A e =

T, A A R A




A

79
of formal education. Two percent of learners interviewed had no

formal education at all. (see table 3)

e e e s TR T L T e

.r \“rgbl.e”?;-.” Learners ievel of education

Years of formal education Percentage (%)

none 2
< 3 - : 30
3 ~5 30
> 5 38
Total | | 100

All fifty six learners interviewed claimed to be literate in
their mother tongue. Literacy teachers are encouraged to accept
learners who are literate in their mother tongue as it is
thought, to be easier for learners to then learn an additional
language. However it is often found that learners are not

literate in their mother tongue but insist on learning English.

According to the UNESCO definition a person who had 5 years of

schooling would be defined as functionally literate. The fact
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that 38% of learners interviewed have had more than five years
of formal schooling but are still attending a literacy class
raises serious doubts about the guality of schoeling and

continuing education in South Africa.

Occupation Of Learmers
Of the learners interviewed 71% were employed while 27% were
unemployed. Enr-loyed learners were mainly domestic workers. Two
percent did not respond to this question.’
According to teachers most -f their learner's are:

Domestic workers 40%;

Unenployed 26%;

Factory workers 25%;

Farm labourers 4%;

Other: 3%

School cleaners
Shop assistants.

Learners' Probleus
Most learners (13%) felt that the biggest problem arising out of
not knowing English and not being numerate was that they were too
dependent on others. This was followed closely by not being able
to understand instructions (14%), not able to understand signs
(12%), inability to interact with pecple who speak only English
(11%). This was followed by not getting informatien, having
communication problems at the workplace, needing interpreters,
not being able to read medical prescriptions, all at 8%. Having
a problem finding a job and not getting a promotion at work did

not seem tc be ﬁery important and rated 7% and 5% respectively.

Some learners encountered different problems to the ones above

and they ranged from:

I want to help my child;
Somebody can say bad things about us and we can't
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understand;

There are many opportunit;es which I failed to do;

We can't even apply for jobs, we can't answer the phones

and write messages;

We need more time to attend classes.
Literacy Iﬁprovas i _f
When learners were asked about how attending a literacy class
could improve their lives, "being more indspendent" received the
hiéhest response. The ability to get better jobs and helping

children with their school work raced equally important after

"being more'independent“.

Literacy Meaeting Needs
Ninety six percent of learners felt that literacy classes were

meetiﬁg their needs. The other 4% were spoilt responses.

There is a possibility that this i1s not an accurate response,
especially in relation to the response to the next guestion. The
reasons for this response are numerous including the possible
presence of the teacher in the room with learners as they
completed the guestiomnaire. Yearners may have felt reluctant
to "hurt the feelings" of the teacher. The other possibility was
that in group interviews some learners may not have felt
comfortable to respond honestly and might have kept gquiet. The
third possibility was that the needs that were not met, might not
be all that important. However the first option is the more
likely one, especially in view of the response to the next

guestiorn — attendance at literacy classes.
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Attendance At Literacy Classes
Of the total number of learners interviewed 75% had been
attending for less than one year. It is unlikely that learners
achieved their desired level of literacy in less than one year.
It is likely that the literacy class did not meet their needs for
literacy. Another explanation is that learners changed or lost

their jobs and stopped attending classes.

Should Literacy Teachers Be Trained
All learners interviewed felt that literacy teachers should be

trained.

Learners Perceptions Of Ideal Teachers
Learners resgpr-ied in the following way to questions around an
ideal teacher:
"One who trained to teach adult. Somebody who's patient
and someone who cares about his or her job."
"The trained teacher from TELL patient, honest, open etc.”
"o be a regular attending teacher. To arrive in time."
"The trained teacher from TELL good, patient, open,
honest.®
"Soméone who trained and knows wery well how to teach
adults.®
®Someone who patiently, who respect black man.®
"Someone who patiently and respectively."
"A teacher who will guide me and let me 4o some of the
things on my own."

reruel teacher who does not smile all the time.™
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"I would like a teacher who can explain clearly what I
should do and letting me to understand."
"Well trained teacher and friendly."
#3 training teacher.”

%I like the teacher like my teacher now, she iz alright.®

"I like a teacher always happy everyday. I like a teacher

to help if 1 don't understand."
"English teacher because english is the »est Jlanguags
because we use any where,"

"The teacher that I have.?

These guotations from learners indicate a preference for teachers

who had some form of training. A number of learners coamended
the qualities of patience and respect. It would seem that this

may have been lacking in their past experience.

TEACHERS" AND CRGANISATIONAL RESPONSEB

Level Of Education

Of the teachers interviewed 45% had more than 12 years of formal
education followed by 38% who had received between 8 - 12 years
of formal education, 7% between 5-8 years and 5% between 3-5
years. Five percent did not respond to this guestion. (see table

2)

Teachers were then asked what they thought the minimum level of
education was needed to become a literacy teacher. Thirty three
percent of the teachers were of the opinion that a high level of

formal education was not crucial and therefore felt that less
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Table 2. Teachers level of education

Years of formal education Percentage (%)

3 -5 (std 3)

5 - 8 (sid 6)

8 — 12 (std 8)

> 12  (post std 8)
(spoilt)

Total

5
7
38
45 |
31,
£

100 !

than standard 8 was sufficient. However 29% felt a

matric was

necessary in order to be an effective teacher, followed by 24%

who thought a standard 8 would be sufficient. Seven percent felt
a post-matric qualification was necessary while another 7% felt

other criteria should be taken inte account and this should

include:

*A person who 1is trained and is interested

others;
*A person whe is dedicated to learn more;

*Anyone who is literate in MT;

to teacher
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*Standard 7 for older people but matric is 0.K. for younger

people;
*Learners in formal education;
*Standard 7 (they have completed primary school and have an

idea of high school)

*It is more than formal education. (see fig. 5)
Most (39%) organisations felt that the minimum level of education
that is needed to become a literacy teacher is standard 8,
followed by 30% who felt a matric was necessary. Four percent

felt below standard 8 was sufficient while 4% felt post matric

was appropriate. Other (23%) responses were: Sﬁ v
.

*People who are willing to work for the oppressed and are

capable; i
*Language is important in literacy; P
*Not only formal education but need to look at experience }}]
as well; $°

*Depends on pecples potential to acqguire and impart :
knowledge. {see fig. §) }

——dmemew o SRR e N s e s

Figure 5. Preference of level of
education for teachers

. Percentage } .
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It seems that there is still no general consensus around the

issue of an appropriate educational level of teachers. The

responses mentioned above are typical of what is happening in the
ABET field and to date there is mach debate around the issue of
entrance reguirements for literacy teachers. Many people in the
ABET field tend to 1obk for creative solutions to deal with
entrance requirements. Many NGOs adninister a selection
procedure which consists of an interview, some form of written

response and often, the interviewer's gut feeling.

Choice Of Teachers

When organisations which were considering starting a literacy
project were asked who they would choose as teachers for their
organisations, unemployed matriculants ranked the lowest, whila
gqualified teachers ranked ihe highest. oOther suggestions were:

*People committed to building and strengthening workers

organisations; _
*Would like a trained teacher/young or old who is liked by

the learners;

*Jolunteers;

*Conglonerate of both especially people who are literate
enough to teach others;

*Selected unemployed matriculants preferable those
committed to teach and work with others;

*Anyone ag long as you train them first;

*People who understand how to teach adults;

*Known by the community;

*People drawn from the community.

When organisations were asked which potential teachers TELL
should target, unewployed matriculants featured the highest (32%)
followed by people belonging to community organisations (26%),
unemployed people (16%) and gualified teachers (11%). Other
(13%) suggestions included: _

*Those concerned with the plight of others;
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*People who prefer to offer themselves on a regular basis;
*Through a screening process of people who have the desgire
to teach literacy;
*A1l.
Two percent of respondents did not answer this guestion.

Ahongst organisations that were interviewed, qualified teachers
ranked second lowest as an option. This is starkly different
from the previous question's response. This could imply that
unemployed matriculants are goecd enough for other organisations
but. not for one's owh. This could alsc indicate that
organisations show a great preference for people with formal
educationai qualifications, perhaps more than they would like to

let oﬁ?

Teachers 5till Teaching
Eighty eight percent of teachers interviewed were conducting
their own learning groups. Reasons cited by the 12% of teachers
for not teaching were: |

*Problems of getting learners;

*Just come bhack fror overseas;

*No longer working at place he was teachlng at;

*8tudent;

*Went back to school to complete standard 10.
Most teachers interviewed are paid to teach (64%), while 29% are
volunteers. This could be related to the conscious effort made
by TELL to pay teachers rather than to rely on volunteers. There
is & general reluctance to rely on volunteers as they tend to be

erratic, unreliable, not cost effective and there is not a very

effective way to deal with the problem of accountability.
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Problems Teachers Perceive Learners To Have
Teachers perceive learners to have the following problems:;

*Writing (13%);

*Reading (13%);

- *Not enough time to attend classes (12%);
*Money (11i%);

*Speaking (11%);

¥Pressure from employer {(29%);
*Health (8%);

*Not literate in mother tongue ((7%);
*Transport (5%);

*No progress (4%);

*Pressure from spouses (2%);

*#0Other:

Finding time to practice what they've learnt in class;

Accommodation;

Enployers jealous of them attending classes because

they want them to remain in the dark;
Main problem is pressure from employers;
Eyesight problems;

They read without comprehending;

Give them transport;

Learners have to go to the hospital reqularly and it

limits the teachers when doing lessons in class.

Teachers define the problems they encounter in teaching as the

fellowing:

*Irregular attendance 16%;

*Lack of appropriate materials 14%;
#How to handle mixed ability groups 12%;
*Learner drop-out 11%;

*Inability to develop a curriculum related to learner's

needs 10%;

*Venue 7%;

#*Not knowing how to use materials in class B8%;
*No curriculum to follow with learners 4%;
*Where to start after training 4%;

*0Other areas included:

Big classes, different levels and starting any time;
Make sense to give general outline of learner's

curriculum;

Do not have self-confidence to stand up;
Learner's want me to explain in mother tongue;
Classes very small, more teachers because
volunteers, not good teachers.

curriculum

The gquestion of developiry a curriculum for learners is guite a
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contentious one. It seems that people involved in ABET have
taken extreme positions -~ some feel that no curriculum is
necessary while others are of the opinion that having no

curriculum places an unnecessarily heavy burden on the teachers.

_ Asgking the people involved produced some surprising results.

Eighty three percent of teachers felt that a curriculum should
Ve developed for learners while 59% of learhers wanted teachers

to follow a curriculum with them.

Effectiveness of traiﬁing

Of the total number of teachers interviewed 74% felt the current
training progréme was effective, while 14% felt it was not
effective. Pive percent were unsure while there was a 7% spoilt
rate. Teachers felt that they need:

*More theory and t. sining to deal with mixed groups;
#More training to be sure of what I am teaching;

*More methods to deal with mixed groups;

*Refresher courses and information on new developments;
*More training -~ advance and intermediate training.

Teachers' Perception Of Ideal Teachers
The teachers themselves were asked to describe an ideal teacher
and the following were the ideas:

*Aware, committed, reliable;

*Honest, open, respect;

*Patient;

*Believes everybody can learn;

*Able to assess and respond to learner's needs;
*Enjoy teaching;

*Arrives on time and regularly;
*Understands adults;

*One with teaching skills;
*Self-~discipline;

*Self-confidence;

*Able to impart knowledge effectively;
*Use creative methods of teaching;
*Able to build learner's confidence;
*Able to achieve positive results;
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*Has diploma in teaching;

*Flexible;

*Knows problems in community; _
*Prepared to help illiterate people and to work hand in
hand with the community;

*Well organised;

*Teacher who has certificates;

*Have experience in teaching;

*Knows how to use material;

®*Above matric;

*Be over 25 years;

*Have knowledge of mother tongue;

*Try to solve learner's problenms;

*Level of education not important;

*Sense of humour;

*Keep up with literacy developments ;

*Explain things in a clear way;

*Look at political, economic and social context.

Teachers' perception of an ideal teacher is very similar to that
of learners'. Both believe that.'respect and patience are

important and both realise that training is crucial.

Expectations Of Training

Teachers felt they would like to achieve the following in a

training course:

*Learn about approaches to adult education 14%;
*To acguire teaching skills 13%;

*To develop own confidence 13%;

*Learn how to identify needs of learners 13%;
*Learn about appropriate sources and materials 12%;
¥To teach critical thought 11%;

#To acquire general knowledge 11%;

*To learn abkout definitions of literacy %%;

*Become professional in literacy 3%.

Other areas teachers sxpected to be covered in a training course

included:
*Learning theory and how adults learn;
*To learn to design curriculum;
*Socio-political context of 1literacy, raising learneri's
expectations;
*The approach and method and syllabus;
*Toc be able to test learner's at the end of the year to
find out what they have learnt.

Teachers' expectations of a training course relate to both

PR A T

o b e

b B L e i




e

-

e NN

- Four percent did not respond to this guestion,

21

funictional and progressive definitions of literacy.

Arsas That Should Be Covered On 3 Training cCourse, _ >
Teachers |
For most teachers (19%) practical skills was the most importart )

aspect'of-trainingg followed by.theory (16%), methodology (16%),.

general information (15%), organisational development (15%) and . g
resource information (15%). Other areas included: ' ' r
*Basic skills; '
#How to behave with an adult in order to get co-operatlon
in your group and not to lose good attendance in your

class;
*Give them support.

When teachers were asked to identify specific areas that should
be covered on a literacy teacher training course they responded

as follows:

*What is literacy and numeracy = 16%
*Starting a literacy group 19% ;
*Learning how to learn 14% 3
*Classroom interaction 16% :
*Teaching methodology 17% ‘
#Teaching practice 27% {
*Other n,6% "__
*Spoilt 2% 1
1

Teachers were of the opinion that the following areas within

theory, methodology and practical skills should be covered:




SRR 1S

92

THEORY

- How sdults learn

Definitigns of literacy and numeracy
Dealing with mixed ability groups

. Links between literacy and poverty
Bantu education legacy

What is adult education

" How beginners learn

Tearning more about illiterates

.2 importance of teaching literacy

|

METHODOLOGY

Learner-centre? approach
Different approaches

Mixed ability groups

Role play

Numeracy teaching methods
Biving feedback

How to keep learners interested
Bible studies

How to us e:@aterlals

PRACTICAL SKILLS

How to teach reading s
How to teach numeracy '
How to organise a literacy class
How to develop material
Handling different levels _
Designing worksheets 1.
How to teach speaking 1
Where learners must start and end with literacy
How to teach pronunciation 2k
How to teach basic life skills - T
How to be independent

Teaching reading with comprehension

How to use available resources & how to adapt then

OTHER *
Presentation of lessons i
designing tasks that people can use ’
Health education

Limitations of literacy

Instill confidence in learners to challenge issues
People should be directed and informed about places to
go after completing a particular standard
Extrinsically motivated

To let learners become aware of their progress
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Organisations rate practical skills as the highest priority (57%)
in a teacher training course, followed by theory (48%), general
information (39%), organisational development (39%), resource
informatiun (39%) and methodology (30%). Other responses
included:

#3 combination of the above with an initial course about

what 1s literacy and numeracy;

*Information on disability issues related to cur project;

*Learn to be patient with learners and give them a
supportive environment in which to learn.

Most of the above areas are already covered to some extend in the
current training course. This information confirms that most of
the areas covered in the present training course are still valid
and should be included in the new curriculum albeit in a
different form perhaps. The only two new areas which came up
were "linking literacy to poverty" and "how to handle different
mother tongue and levels". These are important areas and should
be included in the new curriculum. The reguest to include these
areas suggests that teachers are in search of a course that
provides wore than just technigues on how to teach reading and

writing.

‘Intensive I ‘teracy Teacher Training Course

O0f the forty two teachers interviewed 37 (88%) said they twould
like to come for an intensive teacher training course. There was
a 12% (5) s, oilt rate. The reasons teachers felt they would like
to come for an intensive teacher training course were the
following:

*Gain more knowledge abcut literacy,
*Po learn moye skills;
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*To gain more experience;

‘Reminder of new teaching methods;

#To update teachers in new teaching methods;
*Would be challenging ~ we would get certificates;
*Focus career on literacy path;

*Deal with various levels of literacy paths;
*Need to be evaluated;

*To upgrade what I have learnt;
*Self-confidence;

*Learn about approaches to adult education;
*Identify needs of learners;

*To equip teachers;

*To do job well;.

*To get to know other teachers.

Although most of these areas could be covevred in a short training
course like the one presently being fun by TELL, it would be
impossible for these issues to be dealt with in an adequate
manner. Furthermore, developing self~confidence, a career path
in ABE, etc recjuire extensive training. Gaining more experience,
updating teaching methods and so on are areas that could only be
dealt with over a longer period of time, ideally during

inzet/support workshops.

Bupport
Teachers felt support should be provided in the following way:

*#Salaries, venues and transport;

*Raefresher courses:

* Workshops;

*Inspection/assessment of teachers;

*Provide materials

*Visits/give feedback;

*Discussions;

*Trainer assists teacher to train in order to assess
efficisncy;

*Certificates;

*Test learners; .

*Test teachers and give certificates;

*Telephone teachers trained;

*Form groups cf 3 teachers to act as sounding boards for
each other;

*#*Trainers to call up 3~4 teachers reqularly
*Have intermediate and advanced courses
*Have critical sessions of teaching;

*TELL teachers could visit a learning situition and make




4

95

rfecommendations on improving/changing style/method etc of
teachers.

Organisations felt the following support should be provided for
teachers after training.

*practical teaching skills;

*Theoretical issues on adult literacy;

*Mataerials for giving lessons;

*[jaise with other teachers to see how they offer their

lessons;

*Networking of teachers about the pr¢jress and problens;

*Updating resource material;

*Refresher courses;

#*Education workshops;

%¥Career paths to uplift their standards;
v, - *Monitoring Sessionsg;

" *In-service training;

*Courses updating people for new 1deas,

*Ar. information sgervice;

*Sharing of ideas and resources;

*Constant supervision;

*Have a forum where they can discuss problews they have in

the field;

*Planning sessions;

*Visits;

“Honoraria; and

*More training and follow-up.

Most o©of the suggestions made by teachers and organisations
interviewed are by nn means new ones. The need for a creative
form of teacher support is vital for the success of any training
course. However it is often the problem of funding that makes
this crucial area a neglected one. From the list generated above
there is evidence that in addition to the usual technical/skills
type support as well as finanecial support,‘teachers geem to feel
isolated. Therefore in addition to the regular support a
training orxganisation should encovrage teachers to form their own

support groups.

£
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Aszgesament Of Teachers
Thirty percent of the teachers interviewed felt they should be
asgessed on practical application, 28% on assignments, and 23%

on a combination of tests, assignments and practical application.

Mogt (67%) organisations agreed that a combination of tests,
assignments and practical application would be a good form of
assessment. Seventeen percent were of the opinion that
assignuents would be good while, another 17% felt practical

application would ke a better form of assessnent,.

There is general agreement at TELL in particular and the literacy
field in general that assessment is an important area and that
there is a need to shift away from the traditional forms of
assessment (tests) and develop new, areative ways of making sure
that the objective of the learning exercise is achieved., This
feeling has also been expressed by the teachers themselves.
Thirty percent felt +they should be assessed on practical
application, 28% on assigmnments, and 23% on a combination of

tests, assignments and practical applicaiion.

CONCLUSION

Onece all the needs were assessed and analivsed a course outline

was drawn. The many c¢hanges in the ABET field resulted in the
development of two training courses. Below ig an outline of the
course that was developed prior to the formalisation of the new
ABET framework and was based exclusively on the needs of the

various stakholders identified in the research report.
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Following the course outline is the brochure which outlines the

course whidh was finally piloted in February 1995. This course

was ~alied the Adult Basic Educator Training Programme and was
located within the new ABET framework. It was run in
collaboration with two other NIC affiliates {Learn & Teach and

Oparation Upgrade).

“
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AIM AND OBJECTIVES OF THE PILOT TEACHER TRAINING COURSE

local needs

AlM

To develop an accredited teacher training course based oh a
progressive methodolology which will produce flexible,

creative, self-sufficient, reliant and democratic teachers
who will be able to use a core curriculum - adapting it to

——— " —]

t Have & clear understanding of literacy and numeracy.
| Have an undarstanding of the core principles of adult education.

fl Know the processes involved in starting & literacy group.

W Have the ability to evaluate teaching activitles, programmes and
| learners progress.

| Be well versed with tha theory and practice invelved in teaching

| reading.
Be well versed with the theory and practice involved in
| teaching writing.

numeracy including:

H the further development of teachers ensuring that teachers become

| Be a resource for learners.

| smooth running of an organisation/project:

| Have a desire to continually want to learn.

OBJECTIVES

At the end of the course teachers should:

Have an understanding of how adults learn.

Have the ability to carry out a needs analysis, understand these needs
and transform thsse needs into learning cbjectives.

Become wal) acquainted with developing a curriculum for learners.

He competent in planning and carrying cut the literacy activity.

Know how to test and agsgess learnsrs.

Have the ability to know where to find, how to use and adapt material.

speaking.
Be well versed with the theory and practice invelved in teaching

Be well versed with the theory and practice involved in teaching

learners numeracy problems;

teaching measuring;

going shopping;

percentages; and

Place values.
Have a sound knowledge of the main principleg inveolved in the theory and
practice of ESL.
Be well versed with the principles of using a learner-centréed approach
to the teaching of adults.
To be competent in the various teaching methods that would be applied on
the course.
Be comfortable in handling group dynamics and intervention strategies.
Be able to create a supportive environment conduciva for learning and

independent and confident.
Possess the necessary okills to handle the varied situatimns that might

arise within the claesroom.

Be creative in the use of visual aids.
Be able to design and develop work-gsheets for learners usge.
Have the following organisational development skills to ensure the

fundraising skills;
conflict management;
organise meetings;
record meetingsy ete.
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MODULE ONE
INTRODUCTION TO ADULT EDUCATION
AIM OF MODULE

At the end of this medule participants will be able to describe
different approaches to literacy and numeracy and be able to list and
explain core principles of adult learning and education.

MODULE OBJECTIVES

By the end of this module participants will be able to:
provide the different definitions of literacy and numeracy
and explain the theoretical basis for the differert
definitions;

» demonstrate an awareness of the important issues surrounding
literssy and numeracy education by being able to argue thelir
personal perspectives convincingly:

* identify the main principles of adult education and apply
these principles in practice;

ld provide explanations of the different ways in which adults
learn; and

* identify the principléu of and use a learner-centred
approach to teaching aduits,

MODULE TWO
DESIGNING AN EDUCATIONAL EVENT

AIM OF MODULE

At the end of this module participants will be able to plan, design,
present and evaluate a literacy activity.

MODULE OBJECTIVES

At the end of this module particlipants wlll be able to:
list the staps invelved in starting a literacy group;

carry out a needs analysis and transform these needs into
learning objectives;

construc¢t a syllabus and thereafter individwal lesson plans
taking into account learnars needs;

plan and carry put literacy activities (in terms of
logist .ws';

test and assess learners in order to ascertain where they're
at and how they're progressing;

 evaluate teaching activities, programmes and learners
progress to determine progress; and

ldentify where to find materxial, know how to adapt and usge
itl

&
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MODULE THREE
INTRODUCTION TO TEACHING READING, WRITING,
SPEAKING, NUMERACY AND ESL

AV OF MODULE

| At the end of this module participants will identify the relevant

theories of reading, writing, numeracy and ESL to their practice as

| adult literacy teachera.

MODULE OBJECTIVES

By the and of this module participants will be able to :
demenstrate an understanding of the theory and practice
invalved in teaching speaking;

* demongtrate an understanding of the theory and practice
involved in teaching reading; it

® demongtrate an understanding of the theory and practice
involved in teaching writing;

* . demonstrate an understanding of the theory and practice
involved in teéaching numeracy;

® demonstrate an understanding of the main principles involved
in the theory and practice of ESL;

* identify how a second language iz learnt; and

* coppare the role of the first language in second language
acquisition.

MODULE FCUR

ADMINISTRATIVE AND FACILITATION SKILLS
AIM OF MODULE

At the end of this module participants will be able to demonstrate
competence in ocrganisational administrative skills in order to ensure
the smooth running of an organisation/project or within a literacy
tlass.

MODULE OBJECTIVES
At the end of this module participants will be able to :
* do long term and short term planning;
* identify possible donors;
* write fundralsing proposals;
* solve conflicts that might arise within the
project fprogramme;
* organige meeting; and
* record meetings

e




Aduit basic education and training
- {ABET) hasbeenidentified as one of
the special presidential projects
ecause it is vital to the reconstruction and
evelopmient of our country. Only when edication and
teracy are securely rooted in the mass of our
ocpulation will it be possible to make a genuine
ransformation to democracy.

J

earn and Teach, Operation Upgrade and TELL have combined their
ears of exparience in lteracy provision to offer an educator
raining coursé to meet this challenge. These organisations are all
rembers of the Natioral Literacy Co-cperation.

Aims

"he course will test whether it is possible and appropriate to
rain eduycators 1o use a broad ABET programme, involving first
anguage literacy, English tecond language and numeracy,
wientated towards development initiatives and demodratc
jarticipation,

ducarors will be provided with the information and skilis
weded 5 teach according to the new gutcomes-based
wrriculum framework. Through this they will be able to prepare
earners ta sit for the Independent Examination Board's leve! 3
aamination,

Why the pilot is unique

Y leis the praduct of collaboration between three NGOs who
have combined years of experience and expertise m ABET

provision;

# it will be located in the new ABET curriculum frameworls

I* it will link ABET to development;

it will equip educators to prepare lcamnurs to sit for formal
examinations:

¢ it will offer in-service training and support 1o educavors in the
fiald; .

W it will provide the basis for exwblishing professional careers for
ABET educators.

How tiie pilot is structured

The pilot is a 17 woek courfe that will be conducted over a period
of three years, divided into three phases, The pilot will be based on a
modular programme with each module covering 3 combination of
theory and practise.

Experience has shown thateducator supportis as important as initial
training, The pilot will therefore offer a strong support component
consisting of in-service wraining and field support.

The first phase wili consist of seven modules
focusing on first language literacy, English second
language, numeracy, project management, ABET
and development and educator development The
phase will be twelve weeks in dyration including a
three week break. At the end of the phase
educators wilt be equipped to 1aka learners w
Lewel 2

The second phase of the pilot wili commence
in 1996, 1t will consist of two modules that equip
educators w prepare learners to write the IEB
Level 3 examination.

‘Phase

The pilot will be evaluated throughout its
duration, The focus of the third phase of the
pilot will be to conduct an impace evaluation,

k

The Pilot Adult Basic Educator Training Course

] | ] H
Who the pilot is |
for: ;
Pardcipants must '
* be fluent in an African language; -.
“ have 2 minimum of a standard 8 ceruficate or its equivalent;
* pass a maths and English fluency test;
% be working in 3 community based organisauan,
1 RE
(2]
Dates for the pilot |
Phase f § Modules | and 2 (3 February 1995- | °
3 March 1995 :
Modules 3 and 4 13 March 1995 —
: 5 April 1995 ‘
Modules 5, 6 and 7 24 Apnil 1995 -
5 May 1995 '
¥
In-service training: ' :
Dates to be confirmed on the course. '
Phase 2 | Dates and modules te be confirmed.
\ J

0



i Contentsofthemadﬂle{

$ An adult basic educator

| PhaseOnaeofthe course consiats of seven madules which =8 traning course to pilot
O will prapare educators to teach ABET levels | and 2. Training in English kanguage and Literacy = e o .
1 Module One: Adult Education | (VELL) is 2 non-profie making organisation @ E . the tralmng of
‘ v specizfizing in liveracy, numeracy and S ..k =
;- oc of lkeracylABET in South Africa English Second uma:: teacher training. The primary function of TELL ‘ E:: educators within the
: * © O Theory and principles of aduk education 10 oﬁeruiningcoumwmrkshupu onan oagoingbasis for anyone ._ " (5 5 new AB ET curriculum
T O ntroduction to the outcornes-based curriculum framework wha is interested in teaching literacy and sumeracy to adults. - 0
Module Two; First La e Lite, and LEA TEAC
M:ghodojogy neuce racy an RN anfi _ H . B Q‘ t A coliaborative effort presented
O Lteracy Methodol o mber-ongo st momest F B4 by Leam and Teach, Operation
" C35yMibus and lesson planning ' : the frst NGOs to become involved in Adult Basic g, : E | Upgrade and Training in English
! Paderials selacitin pment Education (ABE}, Learn & Teagh has helped in ' e P
S ! gm,::m; and e':::u%:‘vdu establishing many literacy NGOs inzide and cutside of South Africa. To % Language and L'temcy (TELL)'
: . date more than 350teachershave been crained, and groups are operating v q‘ '
Module Three: .Nummcy i ;':V‘ area::d s:'n:h as Burgersfore. Port Shepstone, the Easc Rand, and . m _
interveld. .
O History of numeracy in South Alrica I""-
O Currert, trends in maths education _ o
0J Ethnorathematics : OPERATION UPGRADE : t _
0 Content and methodology Operation Upgrade was established in 1965 x O
O Materials and teaching aids From the srart it has viewed spreading liceracy as k ;
of givi d the AN
 Madule Four: English Second Language bl kb bl i S
. Methodology goveroment, and sochl afairs, as well as 1o - 3.
achieve greater personal development. Mare than 13 000 adulx Freracy s

3} English Second Language methodology
[ Sylfabus and lesson planning

© ¥ Materialy selection and development )
" (3 Assessment and evaluation T e e

unors have been trained across SA by Operation Upgrade.

I

g
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; Module Five: Educator Development i To apply for registration or for more |
D Sy e ot ! information contact: H :
" O Learning how to learn : : MZI GAGA : ]
i . Training in English Language and Literacy (TELL) e
|| Module Six: Project Management ; 185 Srnt Streie ! T : g Om UPGRADE
' CYABET project management : g 6th Floor Auckland House 5 Q) ]
(¥ Project planning snd evahsation 1 Braamfontein I 5 q - .
| Johannesburg | N oy
Module Seven: ABET and Development 1 2007 1 N ITY s gk
: i 2 X - !
ry i ABET and develo, Tek 011)402-28460 . :
| Dinceme goeraion 1 cevelopmens U Fa R Sty i RISE  TRAINING iH ENGLISH LANGUAGE AND
i €3 Education for democracy 1 i e LITERADY
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CHAPTER FIVE

DISCUSSION

The previous chapter presented the broad findings.of the research
and commented on some of the findings. This chapter will relate
the findings to the original research cbjectives. In other words
the fihdings will be discussed in relation to the following
research objectives:

Te carry out a neads inventory for teaching literacy

teachars;

To translate a needs inventory into a curriculum f£for

literacy teachers;

To examine the participative process involved in compiling
a needs inventory and in translating it into a curriculum

for training literacy teachers.

The broad aim of this research was to develop a curriculum for
the training of literacy teachers, using a needs~based approach,
Although this brief has been carried out the context in which the
research was undertaken has changed considerably since the
inception of the ressarch project. This new context, mentioned
briefly in chapters one and three, has had a profound influsnce
on the content and process of the teacher training curriculum
developed in this research. This chapter will first discuss the

research findings in relation teo the original research

#
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obiectives. Thereafter the reader will be updated on new
developments in the field and the implications of these for the

curriculum designed in this research.

To carry out a needs inventory for teaching literacy teachers,
The literature review stressed the importance of needs assessment
as a foundation for developing a training programme. it
identified a "need" as a gap between what is and what should be
or a gap between current circumstances and more desirable
circumstances. fThe purpose of carrying out a needs inventory for
literacy teachers at TELL was to establish what the "more
desirable circumstances" would be, and, at the same time, to
suggest ways of reaching the "more desirable circumstances".
Training programs are usually designed to assist people to
learn to live better 1lives and adapt tc changing
circumstances and environments. Therefore the success of
any program can be largely contingent upon the progranm
being structured in line with the needs of the target group
and the ability of the professionals to discriminately
identify and define what people want, what they think they
need, and what they actually do need. (Reddy, 1988:2)
As Reddy (1988) and other adult education theorists point out,
the first gquestions to be asked in carrying cut a needs inventory
are, "whose needs should be addressed?" "Should needs focus only

on the immediate stakeholders (teacher and learners) or should

a wider stakeholder liist bhe entertained?n®

Because of the emphasis placed on inclusiveness and pavcicipation
by adult educators in local, regional, national and international
settings, a curriculum committee was formed in order to make the

process of developing a teaching training course as inclusive as
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possible. The burden of deciding who should be included as a
stakeholder thus became a group decision. After a series of
neetings the commit'té.e identified the following stakeholders:
trained teachers;
antrained teacher;
organisations; and

learners.

Questionnaires were developed during a series of meetings and
eventually interviews were conducted by members of the curriculum
committee. These guestionnaire$ were targeted at organisations
involved in literacy provision, literacy teachers trained by
TELL, and learners. A tﬁtal of 23 organisations, 42 teachers and
56 learners were interviewed. Learners questionnaires attempted
to establish what problems learners encountered because of not
being able to read and write and how this motivated them to
attend literacy classes. The guestionnaires alsc explored what
literacy classés currently provide for learners, and how this
could be improved to meet +the needs of the learners.
Questionnaires for teachers and organisations focused o¢n
establishing a profile of both the teachers and organisations.
This enquiry established the needs of both these stakeholders by
looking at current training and support and comparing them to

recommendations for what future training should look like.

The process of carrying out a needs inventory was a time
consuming but nevertheless informative one. Teachers! needs were

categorised into two main areas, one dealing with improvement and
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upgrading of their skills and the other with recognition of and

remuneration for their work.

Although many of the specific skills and content ureas identified
in the needs inventory were known to TELL staff, the inventory
h'ighlighted three areas of concern which effectively pointed the
teacher training curriculum in a new direction:
1. Learners' needs tended to focué around getting more
direction in their learning with a sense of "going

somewhere".

2. Learners emphasised a need for a more professional

approach to teaching, using trained teachers.

3. Organisations' needs also centred around the demand

for more professional and competent teachers.

Most members of TELL's staff were in agreement with tke changes
suggested by the needs inventory. They also felt that a new
Fraining ¢ arse should address the issue of professionalising the
teaching of literacy and that the training course should link up
to the new framework. Furthermore the various opil.nns for

accreditation should be seriously consideved.

The literature review identified two models for teacher training
- one put forward by Boshier (1985) and the other hy Ouane,
Armengol and Sharma (1990). Bothh these models stress Lhe

importance of training with Bosiier'!s (1985) model emphasising
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the importance of roles functions of adult educators.

Boshiexr's (1985) model further identifies the outcomes wanted,
the rele occupied and whether teaching is a primary or secorilary
concern. It was found thét all three aspects were important when
trying to develop a curriculum for training literacy teachers.
For a long time literacy and literacy teachers in particular have
existed on the fringes of the education arena., There is & strong
feeling that this needs to be changed and that literacy teaching
should become a primary concern for those involved and should ne
longer be a casual, voluntary activity. Furthermbre literacy
teachers want to be recognised as people who have an important
role to play as educators but also as administrators, fund
raisers and project co-ordinators. There is overwhelming support
for literacy teachers to be recognised as educators and for the

importance of their work to be acknowledged.

Ouane et al (1990) are particulaily concerned with educational

process. They believe training should be related te the role and

function of personnel and should be focused on the attainment of
objectives and goals of the programms. Training should
concentrate on the development of skills as well as lead to
changes in attitude and behaviour and should also foster persconal

creativity, continuous growth and self-directed learning.

The curriculum committee as well as members of TELL staff had to
think clearly about what the outccome of the training should be,

whether the training would be aimed at people who would make
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literacy their primary or secondary function and whether people
trained would be expected to fulfil other functioms within their
organisations. Furthermore decisions had to be made on what the

overall aim of the training woula "e.

Once needs were identified they had to be assessed. This
assessment would have to ensure that the training programme be
relevant.
A critical analysis of the needs identified and a
compilation of these in meaningful rcategories helps to
focus attention on relevant issues. The needs assessment

attempts to clarify :
~what the critical factors are in relation to the

needs
~whether and how these factors can be controlled in

the training situation and how the needs can be
related to the characteristics and background of the

trainges
~how these may assist or jmpede the effectiveness of

training. (Ouane et al, 199): 50}

To translate a needs inventory into a curriculum for litaracy

taachars.

Once the needs were assessed they had tn be transformed into a
currisulum. The curriculu. committee sukscribed to some general
goals which had to be related to the purpose of the organisation.
This to some extent ran contraci~tory to the participatory nature
of the research as the purpos- of the crganisetion is a given and
the curriculum committee wor 31 have ta work arcund that given.
The contradiction in this case iw# that the purpose and goals of
the organisation would form the boundary within which the

curriculum committee would have to work and in this way create
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certain limitations.

This curriculum had to pay special attention to the learners'
need for a more professional approach to teaching with trained
teach s as well as an organisational desire for a professional
and competent teacher. Taking these factors into accouht it was
decided that the training should promote social change through
critical awareness followed by technical competence congerned
with acquiring skills. Furthermore the course should promote
literacy teaching as a primary rather than a secondary function
of teachers. The overall aim of the curriculum would be to:
Develop a teacher training course based on a progressive
methodology which will produce flexible, creative, self-
sufficient, reliant and democratic teachers who will be
able to use a core curriculum - adapting it to local needs.

(see the outline of the course in chapter four)

In translating the needs into a curriculum some important
decisions needed to be made. Questions arose about whether TELL
should be making these decisions or the curriculum committee as
part of the participatory process of designing the curriculum.
It was decided that the curriculu= zommittee would first meet and
nake recommendations, and thersafter the .researcher would hold
a similar workshop with TELL staff. The final outcome would have

to satisfy bcth groups.
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To examine the participatory process involved in compiling a
needs inventory and in translating it into a curriculum for

training teachers.

The most challenging aspect of the research was the use of the
participatery methodology. It is a widely held belief that
participatory research is an approach which challenges social
inequality and works to eliminate exploitation. Furthermore it
purports to plays a liberating approach in the learning process
by promoting a'critical understanding of social problems, their
causes and possibilities to overcome them. It challenges the way
knowledge has been produced by conventional social science
methods and how this .knowladge has been disseminated. An
important aspect of participatory research is that it is an
integrated activity that .combines social investigation, education

and action.

In order to ensure that the develoupment of the curriculum was
carried out through a participateory process a curriculum
committee was formed at a TELL Teachers Forum meeting. It was
the intention that the process of developing a curriculum would
start from the members of the curriculum committee's concrete
experience and move on to include a theoretical analysis which

would eventually inform action for change.

The process of developing a curriculum for literacy teachers
using the participatory process was nct without problems. One

of the main problems was that the eurriculum committee saw no

:?,v

R B DEIE e

R e, e AR N

il
.

c{__._

SRR

-
P



A

o
fie

111

visible or concrete benefit to themselves of their engagement in

the' project. Although it could be argued that the whole process

was a 1earhihg exercise, there were some members of the committee
wha did not understand how this could benefit them. Serious
_problamé arosé-nut-bf ﬁhis situation, one of which was the
question of acczmuntébility and manipulation. As committee
members. did_ not feél they could directly benefit from
paiticipating in ﬁhis rosearch they tended to Ee very casual
about their participation and in this way left space for
manipulation by the researcher and to some exient the
It became very tempting *to impose an

organisation.

organisational position on, for example, whether the course

should become materials bound or not, or whether the training

model should be one that the organisation (TELL) felt they would
work or, one that teachers claim to prefer. This problem might

not have arisen had the selection of the committes been carried

out in a more rigorous manner. Often committee menmbers felt

unable to make informed decisions on various issues for example,
how to link theory to practise especially in relation to language
teaching, the teaching of mathematical concepts in English or the
mother tongue, clearly understanding assessment and evaluation
issues. A way to overcome this issue would have been to include
Hexperts" and others on the committes identified by TELL. This
type of exposure would have been mutually beneficial to both the

teachers as well as the "experts®.

In addition to the above the researcher was under pressure from

donors who funded the research. The use of the participatory

y
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mathodology is time consuming. Funders are often not concerned
about the inclusive process of the research but are impatient to

see the end preduct, in this case a literacy teacher training

curriculum. = The important aspect for the funders in this

exercise was the product and not the process.

Another problem encountered by the curriculum committee was their
lack of reseai—ch skills. It is not easy to transfer technical
exjpe'rtise or analytical skills to all involved and the degree to
which thé participatory research process is controlled by the

participeuts is often dependent on how sticcessfully these skills

'a_re tefansferred to them. Although a few workshops were held to

” tréip participants to conduct interviews these were by no means

adequate and even, to some extent, disempowered the members of
the curriculum committee. This however was not viewed Ly the
researcher and the curriculum committee as a major problenm
becéuse the whale procsss of establishing needs and conducting
the research was viewed by the curriculum committee as a learning
exercise. Occasionally the people interviewed did not share this
view and on some occasions complained to the researcher that the

interviews were not conducted in a very professional manner.

A fourth factor that considerably affected the progress of tha
research was that most members of the curriculum committee were
not well versed in the wider implications of training. This was
especially true in relation to external educational and political
factors to which teachers had limited access and alsc because

their main involvement in literacy was primarily with the
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technical asp#cts of teaching. This became a significant
shortcoming especially in light of the new political and policy
developments within the country especially in relation fo the new
framework and the move towards outcomes-based framework. Most
of the important decisions were made by members of TELL staff and
not members of the curriculum committee. This problem again
relates to committee members not being selected in a rigorous

manner.

An important aspect of participatory research is that it is an
integrated activity that combines social investigrtion, educatior.
and action. It seems that members of the curriculum committee
participated in the social investigation but were perhaps not

given the opportunity to fully engage in the education and action

aspects of participatory research. In other words members of the
curriculum committee interviewed the various stakeholders, sifted
through +the information and helped categorise data. However
translating the needs into a curriculum became a problem for most

members of the curriculum committee.

Although the problems highlighted above may give the impression
that +the participatory research methodology was highly
problematic, especially in relation to the formation of the

curriculum committee, it was not always so, Many oiL the problems
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discussed above were not problems related to the participatory

research mnmethodology itself, but rather with the incorrect

implementation of the methodology resulting from time pressure.

In hindsight using the participating research methodology to

|
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develop a curriculum-may not have been the best choice. Although

. the method promotes coheslon, consensus, acceptance and

encouraged transparency and sharing of resources and skills, it
is not nimble, flexible and actionable. BAbove all it is a time

consuning process.

'Ifh'e Iprocess' df deyveloping this curriculum usin: +g participatory
research maﬁhbdology_ was a tima consuming one. During the time,
apx;quimately twenty seven months it took to carry out this
reéearlrch many changes cccurred within the field of ABE in South
Africa. These changes and how they affected the development of

the curriculum will now be discusgsed.

“In 1990 COSATU embarked on a Participatory Research Project (PRP)

to look into formulating a new adult education system for South
Africa.  COSATU's PRP involved stakeholders from selected
interest groups who investigated systems that were in use in
various other e¢ountries. ‘A competency or outcomes-based
framework was p‘roposed, hased on Australian and British models.
The COSATU (PRP) recommended that education and training be
combined into a single system with a single qualifications
structure, hence ABE became ABET (Adult Basic Education and

Training).

Eighteen months prior to Southt Afrli-a¥s first democratic
elections in 1994 the Centre for Education Policy Development
{CEPD) was set up to advance the work of the COSATU PRP and to

plan a new education and training syst. . for South Africa. At
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the same time a pérallel process was taking place within the
Nationai Training Board (NTB), a statutory body representing the
interests of employers and organised la™our. The NTB presented
& similar ABET model) to the one presented l?y the COSATU PRP. The
models proposed by both the NTB and the COSATU PRP have been very

influential in the process of determining state sducation policy.

It is envisaged that the South African Qualifications Authority
{SAQA) would be responsible to the National Q_ua.lific:.ations
Framework (NQF) for monitoring and regulating all qualifications
in South Africa and this would include ABET qualifications. The
Independent Examination Board (IEB) would administer the

examninations for adult lsarners.

A General Education Certificate (GEC) which wbould be equivalent
to the formal school leaving certifica;:e t\_.rh:i.le the PFurther
Education Certificate (FEC) would be issued to learners who
qualified for study at tertiary level by completing two more
years of secondarv education. This new system emphasizes

vertical and horizontal movement between and within the formal

and non-formal systenms.

This new ABET system is net without its problems. One of the
most important features of the policy which affects TELL is that
the new system will require highly skilled educators, forcing the
field to become more professional.  For educators to deliver
within the new system they would requiré as much training as

teachers within the formal system. This would also mean that

a
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they would need to be remunerated in a similar way. With the
state giving a very low priority to ABET both issues are unlikely

to be addressed in the near future.

At the time of writing, in mid 1995, the above are

recommendations and not official policy though it is unlikely

that much will change. Already organisations involved in ABET

are developing work within this new context.

These new developments have changed the literacy field in South
Africa and this has meant that any work in progress needed to
take these changes into account. It was in the light of these
changes that TELL decided all the process.of developing the new
training course (participatory process) as well as the proposed

coentent of the course needed to be reviewed and possibly changed.

The new outcomes-based curriculum framework has not been easy to
comprehend and it is not difficult to see why members of the
curriculum committee found it difficult to engage critically with
the new framework. Often TELL staff members had difficulty in
trying to fully comprehend the changes and it has been through
intense debates within the organisation and with other

organisations that staff members feel more informed and

- comfortable with the new concepts. These difficulties as well

as the time constraints made it impossible to continue using the
curriculum committee to work on the development of the teacher
training course. In other words the process of developing the

course had to change. Fromn here on the TELL staff played a major
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role in the development of the course.

While the curricular cutcomes and examinations for learners were
developed there was very 1little to gé on as far as the
requirements for training teachers or the educators were
concerned. In other words there was very little being done to
prepare educators who would have to take the learnsrs through
this system. Encouraginly the professionalising aim of the TELL
curriculum was compatible with that of the ABET proposals. From
this it was evident that the research could still prove valuable

in helping design a tre aing course for educators.

In terms of content the néw framework meant that people would
have to be taught to reach standardised performance outcomes for
different ABET levels. It was no longer important how and what
they wére. taught as long as the outcomes are achieved. For
educators this meant a need to understand the competencies and

outcomes very well. They would have to decide how to prepare

their learners to best achieve these competencies in a way that

gty s
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was most relevant te their situation.

TELL in consultation with other literacy NGOs proceeded to re-re-
design the educators course in light of all these changes and

piloted the Adult Basic Educator Training Programme in

collabortion with other NLC organisations. This pilot
highlighted amongst other issues two very important ones namely,
that a short 5 or 10 day training course cannot adeguately

address the needs of teachers and secondly that organisations
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within the NLC can work togathér to produce somethjng worthwhile.

CONCLUSION

A needs based approach to developing a literacy teacher training
curriculum using a participatory research approach has proved
informative but laborious especially within the current funding
erisis affecting most literacy NGOs in South Africa, The needs
inventory identified some new directions, but mostly served to
confirm informed opinions of staff members about learners needs,
teachers' needs as well as literacy organisations' needs.
Furthermore the fluid ABET poiicy situation in this country
identified new needs which could not be dealt with efficiently
by using the participatory research methodology, especially in

relation to time constraints.

The process initially placed too much emphasis on being
inclusive, sometimes at the expense of gaining critical
information. ‘This changed three guarter wéy through the
research, and meant going against the grain of the participatory
research mnmethodology, In other words policy developments

challenged a somewhat blind and naive faith in the process.

Using the participatory research methodology on a large scale is
a luxury which the adult education field can scarcely afford.
With funding becoming more and more difficult to secure, research
which demands a long gestation period is not feasible. Although
participatory research has many positive a.spects and has a space

in appropriate local contexts, its transformative dimension may
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be exaggerated.

The needs assessment process howevir, did generate ideas and

interest in curriculum development and certainly assisted in the

design and re-design process.

The years of experience members of the curnicﬁlum committee have,
has Eéan an important strength in the development of a curriculum
for the training of literacy teachers. Alfhonch problemé wera
experienced during the process of developing .he curriculum there

were members of the committee who that felt it was a worthwhile

experience for them from which they learnt a "little bit" and

perhaps the only opportunity they would be given to do sone
"research". Furthermore the enthusiasm with which some members
of tre committee tackled the research was encouraging and in

itself worthwhile.

The process of developing the course however flawed, did result
in the production of a curriculum for teacher training whicu -

currently in use at TELL.
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APPENDIX 1

GENERIC COMPETENCIES FOR THE

NEW ABET FRAMEWORK

1 Competency . Roles
Competency 1 Thinking sbout and using learmung | Critical and reflectve
processes and stralegias faamer _
Competency 2 Solving problems and making Craative problem-solver
decisions |
{ Compe!ency 3 Planning, organising and Competant planner and
evalualing activities organise’
Competency 4 | Working with others as a member | Coflaborative worker
of & team/group/org. /community
Competency 5 Cullecting, analysing, organising | Crilical information user
and critically evaluating information
Competency & Communicating ideas and Effective communicator
. information

NOTE: Compatency 6 includes scquiring the languaga skills 1 support the
acquisiion of ail the other compelencies/ouicomes

Competenciesioutcomes 7-10 describe the range of knowledge that fearnars need
in order to fulfil these roles. This i sSummansed by the table below

Competency { Areas of Knowledge
7 Participating in civil society and '] * systams {legal, economic,
cemocratic processes through 4 social, politcad),
undersiznding and sngaging with a * how 10 access and
range of interiocking systems (legal, participate in thess systems
economic, political, sociaf) _ .
8 Using science and lechnology cntically | « scisntific and technoiogical
1o anhancs control over tha keowiedge, processes and
environment in a range of fields and procadures
contexts * howy (0 apply this knowledge
in diffarer? conlexts
s Applying mathematicsi concepts and « mathematical knivdedge,
tools processes and procedures
+ how 1o apply this krowledge
in &iferent condexts
10 | Understanding and using the core. s social snd human sciences,
skills, concepls and procedures that natural sciences, arts,
underlie the domains of social and language and iterature,

( Levidma o E}im{ubw%kﬂ B-a;erafm%}
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QUESTIONNAIRES



bl Lo

Questionnaire (Organisations)

1. Name of xrganisation:

2. Address:

3. Tel No:

4. How would your organisation tend to define literacy?

0 Traditional literacy (ability to read and write}

0 Functional literacy (ability to read, write an use language
gso that one can cope with daily life in society. Also
includes numerical skills)

0 Progressive literacy (ability to read, write and use language
and numbers Bo that one can cope with daily life, and the
ability to guestion and challenge society and work for change)

0 other (please explain)

* 5. Would vyour organlsatlon consider starting a literacy

Programme?
O Yes
O Ne

If no, why?

* 6. If your vrrganisation were to start a literacy programme who
would you choose to be your teachers? teachers? '
0 Unemployed people

0 oualified teachers

0 Unemployed matriculants

il People that are currently working for your organisation

0 other (please specify)

7. Who should TBLL target to train on our literacy teacher
training programme?
0 Unemployed people
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Qualified teachers
People belonging to community organisations
Unemployed matriculants
Other (please specify)

OOogo

8. What are the aruzs that should be covered on a literacy

teacher training course?

0 Pragtioal skills (how to teach reading, how to develop
materials, information on materials and curriculum etc.)

O fTheory (how adults learn, what is literacy/numeracy, what is
adult education etc.)

[0 @General infor jation (socio, political and economic¢ information
eg. AIDS, voter education, our history, what is a democracy,
what is capitalism, what is socialism etc.) _
Methodology (methods eg. what is a learner-centred approach
etc.)

0 « ‘ganisational development (how to run yeur groups, how to
call up and have a meeting, taking minutes, how to fund raise
ete.)

O Resource information (give learners information on where to
continue their studies, where to get legal aid, bursaries
etc.)

1 ©Other (please specify)

8. What minimum level of educaticn is needed to liecone a literacy
teacher? (chkoose one)

O Below std 8

0 stad s

0 Matric

0 Post Matric

O other (please explain)

10. When would training li¢ most convenient for your organisation?
0 one full weekend every month?

O Week long sessions 4 or 5 times a year?

0 Once a week for 3 to 4 hours throughout the year?

0 other suggestions?

11, Should training be done during office hours or after hours?

I oOffice hours
i After hours
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* 12, Would you be able to employ full time literacy teachers?

0 Yes
0 No

13. What kind of support should be provided for teachers after
training? .

14. Who should provide this support?
0 TELL

O Your crgsnisation

O other (please specify)

15. Are there any other comments you would like to make?

. e

e o I = = i R = )

Name of interviewer:

i Conments from the interviewer:
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Questionnaire (Learners)

1. Name:

2. Learning Centre:

O0 Male o 0 remale ¢

Age: .
Below 20 years
20 - 25 years
26 - 30 years
21 -~ 35 years
3¢ - 40 years
41 - 45 years
46 ~ 50 years
Over 50 years

oOoogoonoqQw

Home Language:

N. Sotho

8. Sctho

Zulu

Tswana

Xhosa

Tsonga

Afrikaans

English

Other (pleass specify):

OOO0QOEOoOce

Cart you read and write in your mother tongue?
Yes :
No

O,

How many years of formal education have you received?
ifo formal education

Less than 3 years

3 - 5 years

More than 5 years

OO o

» Are you employed?
Yes
No

OOy

8. If employed what work do you do?

. How would you define literacy?
As the ability to read and write.
As the ability to read, write, use language and numbers so
that you can copa with your daily life in society.

OOw
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0 as the ability to read, write, use language and numbers so
that you can cope with daily life, guestion and challenge
society and work for change.

01 oOther (please explain)

10. How long have you been attending a literacy class?
Less than 1 year

1 year

2 years

3 years

4 vyears

5 years

More than 5 years

Oo0ooooo

11.Why are you attending a literacy class?

 so that you can learn to read and write.

O Seo that you can learn to read, write, use language and numbers
to enable you to cope with your daily life in society.

0 So that you can learn to read, write, use language and numbers
to enable you to cope with daily life, question and challenge
society and work for change.

{1 oOther reasons (please specify)

12. wWhat would you like to learn about in your literacy classes
and vhy?

13. Can you give examples of where you need to use English (eg
at work, at the bank, at the doctor etc)?

i4. What preblems do you have hecause you don't know English and
nuxteracy?

0 cCan't get information

O can't understand instructions

1 Have communication problems at the workplace

O cCan't read and understand signs
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Can't interact with people whe only speak English

Need interpreters

Have problems finding jobs

Can't read medical prescriptions

Too dependant on others eg. banking, filling in forms etc.
Can't get a promotion at job

Other (please specify) : )

(n o s o o om o

1S. How would attending a literacy class improve your life?

O Tc get a better job?
0 To help your children wi.h their school work?

0 To be more independent?
[1 oOther reasons (please specify)

16. Do you think the literacy class is neeting your needs?
0 Yes
0 No
Explain

17. What sort of problems do you have in your literacy class?
Irregular attendance of teacher

Making no progress

No books or material

No tests

No set syllabus

Syllabus dves not relate to your needs

Teacher doesn't speak your first language

Ne certificates are issued

No foilow up after literacy classes

No problems

Other (please specity)

afintoaapaon

18. What can TELL do to help with these problems?

T e Sy
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19. Would you prefer the teacher to use a course and a set of
books or would you prefer the teacher to prepare his/her own
lessons after consulting with you?

1 Follow a course or books o
O Prepare own lessons after consulting with you

Why?

20. Could you explain in a few words wihat type of teacher you
would like?

21. Do you think literzcy teachers should be trained?

O Yes
O Neo
Why?

22. What should TELL include in its teacher trairing course to
ensure that you have better teachers? Please give your ideas and

suggestions.

23, Can you bricfly describe what you would like to achieve in
your literacy class other than learning to read, write and speak

English?




24, Please feel free tc make any other comments that yocu think
would help TELL in its work

CRRLO00EO

Name of interviewar:

Comments from the interviewar:
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Questjionnaire (trained teachers)

1. Name:

2. Address:

3. Tel No:

4. How many years of formal education did you receive?
O 3 -~ 5 years '

O &5~ 8- zars

0 8 - 12 years

[  More than 12 years

5. Have you had any training to teach literacy?
0 Yes

0 No

If yes, by whom and when?

6. Are you teaching?

0 Yes

O No

If no, why?

- Are you:
Paid to teach
A volunteer teacher
f you are a volunteer teacher how do you feel about it?

H=HOO-3
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8. Do you think the training you have received thus far has
egquipped you to teach effectively?

Yes
0 No
0 Unsure

Please explain

9. What do you understand by literacy?

10. What would you like to achieve in a training course?
To develop own self confidence

To teach critical thought

Te acguire teaching skills

To learn about approaches te adult education

To learn about appropriate materials and sources

To learn about the definitions of literacy

To learn how to identify needs of learners

To acquire general knowledge

To become professional in literacy teaching

00 Other (please specify)

OoooOOoon

11. What should we teach in literacy classes?

0 Traditional literacy (ability to read and write)

O Punctional literacy (ability to read, wri.. and use language
so that one can cope with daily life in society. Also
includes numerical skills)

0 Progressive literacy (ability to read, write and use language
and numbers so that one can cope with daily life, and the
apility to guestion and challenge society and work for change)

O Other (please explain)
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12. Who are/were your learners?
0O Domestic workers

[ Farm labourers

[ Factory workers

0 Unemployed

0 other

T
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13. what sort of problems deo your learners have?
1 Not enough time to attend classes

Transport

Money : :
Pressure from spouse :
Prassure from employer
Not literate in M.T.
Reading

Speaking

Writing

No progress

Health

Other (please specify)

peCoRr Ty
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14. What car we egquip teachers with in our training to help then

address these and other problems?

O Practical skills (how to teach reading, how to develop
materials, information on materials and curriculum etc.) 3

O Theory (how adults learn, what is literacy/numeracy, what is ' L
adult education etc.)

[l General information {(socic, political and economic information
eqg. AIDS, voter educatior, our history, what is a democracy,
what is capitalism, what is sccialism etc.)

g Methodology (methods, what is a learner-centred approach etc.)

TN T

Organisational development (how to run your groupsg, how to ¢
call up and have a meeting, taking minutes, how to fund raise -
etc.) :

00 Resource information (give learners information on where to
continue their studies, where to get legal aid, bursaries
etc. )

00 other (please specify)

e S
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15. Could you list some of the problems you encounter in teaching
literacy?

O Irregular attendance

@ Learner drop outs

0 vVenue :

0 Lack of appropriate materials

gt B




Not knowing how tn use materials in class

Not enough time to prepare lessons

How to handle mixed ability groups

Learners not literate in M.T. but want to learn English
Your own lack of confidence to teach

No curriculum to fullow with your learners

Inability to develop a curriculum related to learners needs
Where to start after the training

Other (please specify)

AOooOoooonn

16. Should TELL develop a curriculum or syllabus for learﬁars
that teachers can follow?

e o e

0 Yes
! 0O No
' Why?

17. Could you identify specific areas that should be covered on
a literacy teacher training course?

What is literacy and numeracy (definitions, statistic,

* problems)

Starting a literacy group (needs assessment, assessing
learners, practicalities)

Learning how to learn (theories of AE, setting liearning H
objectives lesson, syllabus and curriculum planning)
Classrcoon interaction {group dynamic, giving and receiving

feedback) F
Teaching methodology (how to teach numeracy, reading, etc)
Teaching practice (integrating literacy and numeracy, dealing
with mixed ability groups, developing teaching materials)

0 other (please specify) _
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18. What kind of follow-up support should be provided for
teachers after they have attended a teacher training course?




19. Whe should provide this support?
0 TELL

0 The organisation you work for

1 other (piease explain)

20. Do you have any suggestions on what we should include in the

following areas?
Theory (eg how adult learn, definitions of literacy numeracy

etc) s

Methodology (methcxus. eqg learner centred approach, top down

approach t o teaching e t ¢ ) :

Practical skills (eg how to teach reading, how to teach numeracy,
how to fund raise, how to organise a meeting etc):

Other areas:

21. Would you like to come for an intensive literacy teacher
training course that would be run over the course of the year?
0 Yes
d No




22. When would tréininq be most convenient for you?

00 One full weekend every month (Saturday & Sunday}?

0 wWeek long sessions four or five times a year (eg lst week in
1]

a

February, 2nd week in April, 3rd week in June etc)?
once a week for four hours throughout the year?

Other suggestions?

r
'
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23. What is the minimum level of education needed to bhecome a

literacy teacher? ,choose one)
Below =std &

std 8 _
Matric :
Post Matric 3
Other (please explain)

oooog

24. How should teachers be assessed before, during and after the j

training?

Tests

Assignments
Practical application
Combination of above
Other (please specify)

OO0oo

T 25. Could you describe an ideal literacy teacher?




26. Are there any other comments you would like to make?

POOQEOLOOBEE

Name of interviewer _ o

Comments from the interviewer:




WHAT ARE
OUTCOMES/COMPETENCIES?

A competency is:
*  "The ability to apply a skill to perform a task" | g
"A theoretical understanding of the task"

"The ability to transfer knowledge, skiils and
understanding to other tasks and situations"

(Christie. 1993)
An outcome (performance outcome) is:

*  "...what a learner can do with the knowledge or skills
s’/he has learnt. Performance cutcomes can be assessed
(measured) through a task that requires learners to come
up with a product (e.g. filling in a timetable, writing a
report, doing a mathematical calculation, making a
speech etc.)" |

(IEB, 1995)

*  In other words, an outcome measures the attainment of a
competency at a certain level

Copyright: TELL 1995



APPENDIX 3b

. THE DIFFERENCE BETWEEN
o OUTCOMES/COMPETENCIES AND
OBJECTIVES

*  Anobjective is a specific skill at a specific level

*  Anobjective is usually measured by .performing a
standardised test that demonstrates the newly-acquired
skiil

* A competency is the capacity to do something---It
includes a number of different skills, and it can be
measured at a number of different levels

*  Competencies are measured through outcomes by
applying skills and knowledge to the solving of problems

*  Competencies can be generic (i.e. apply to the overall
ABET system), or specific (i.e. apply to a particular
course or subject area within the system).

i Copyright: TELL 1995
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APPENDIX 4
THE NEW ABET FRAMEWORK
'WITHIN THE NQF
+Std7 | GENERAL _EDUCAT!ON CERTIFICATE (GEC) =Std 7
f
| ABET 4
' e Std 5~
ABET 3
SCHOOL |
system [ 53
ABET 2
- 2 Std 1
ABET 1
This is the | | This is the
education education
system for system for
children adults
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