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PREFACE

Do you remember when you were a child and, for one
reason or another, you were not allowed to be part of the
group? Maybe you were too smali, too young, too shy, the
wrong color, the wrong height, a new kid on the block, not
fast enough, not cool enough,‘or from the wrong
neighborhood. Or maybe you had a strange last name or
talked funny. Whatever the reason, you wanted to
participate, but couldn’t, and you felt bad.

But remember when you were part of a group effort, when
your playmates, or a kind adult, let you in? Remember how
you felt: more involved, happy;.energetic, and confident --
and less alone.

These, I think, are the feelings that are at the root
of the interest being shown in having learners in active,
participatory roles in adult literacy programs. I’ve
learned the wvalue of participatory education in my work
experience in literacy efforts in West Africa and the United
States. The Center for International Education also gave me
the opportunity to learn about a participatory approach from
the inside —— as a student in a participatory graduate
program.

I want to thank the many people who, in the spirit of
participatory research, shared their valuable experiences

and insights with me and contributed so much to this study.



These include the nearly one hundred informants (listed in
Appendices IV and VI) who participated in the interviews
which serve as the foundation of the study.

My thanks also go both to to the Association for
Community Based Education which through a minigrant covered
many of the study’s research costs, and to Bronx Educational
Services which served as fiscal agent for the grant. I give
my thanks and affection to my colleagues at the Business |
Council for Effective Literacy, who assisted me with a
flexible work schedule, access to invaluable reference
materials, and a great deal of moral support.

I of course owe a great deal to David Kinsey, who as
chair of my dissertation committee has given me valuable
guidance for several years. My other committee members,
David Evans and Peter Park, likewise provided assistance for
which I am very grateful. Also to be thanked are David
Kahler and Judy Solsken who served as outside readers.

And, last but far from least, are all the wonderful
members of my family -- especially Tati and Nikki -- whose
love and support have really made this work not only

possible but worthwhile.
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ABSTRACT
Learner Participation Practices
in Adult Literacy Efforts in the United States
September 1987
Paul Joseph Jurmo
B.A., University of Michigan
M.Ed., Boston University

Ed.D., University of Massachusetts

Directed by: Professor Dayid C. Kinsey

Current efforts to expand adult literacy services in
the United States too often merely replicate past
ineffective practices and fail to make use of alternative
instructional and management approaches available to them.
Learner participation practices are one such potentially
useful tool. In them, learners are intentionally encouraged
to take greater control and responsibility in the running of
program activities.

Not enough is known at present about the purposes,
origins, forms, users, supportive or hindering factors, and
outcomes of these practices as they have been developed to
date. While there is evidence that the field has a growing
interest in participatdry approaches, only limited
information and analysis have been developed to guide those
hoping to improve and expand the use of these practices.

To begin to fill in these gaps in knowledge, this study
initially reviews the literature on participation and
discusses three purposes for active learner participation:

vii



"efficiency," "personal development," and "social change."
It then presents the results of a national survey of
participatory practices in the instructional and management
components of U.S. literacy programs. In instruction,
learners are in some cases actively involved in planning,
evaluation, peer-teaching, writing and reading practices,
field trips, and artistic activities. In management,
learners are taking leadership roles in public awareness and
advocacy, governanée, learner recruitment and intake, mutual
support, conferences, community development, program
staffing, income generation, and staff recruitment and
training. Built on documents and interviews, éhe survey
reveals that this interest is evident across the field,
particularly within community based and volunteer programs.
Next, intensive case studies describe participatory
activities in two volunteer programs, two minority-language
programs, and two programs for low—-income women. These
cases and the national surveylprovide the basis for an
analysis of the origins, limitations, strengths, and
critical conditions related to participatory efforts.
Finally, the study recommends actions aimed at improving and
expanding the use of these practices. These actions include
building a deeper understanding of participatory literacy
education, research and training, and expansion of the
material and human resources needed to make these practices

“work.
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CHAPTER I
WHY FOCUS ON LEARNER PARTICIPATION PRACTICES?
The Problem

Public attention in the United States has, since
the launching of a nationwide multi~media adult literacy
awareness campaign in late 1984, increasingly been directed
toward the problem of adult illiteracy. Currently, various
adult literacy awareness campaigns are underway at national,
state, and local levels. Coalitions of parties concerned
about the illiteracy problem have been formed at these
levels, as well. The literacy field is reaching out for
support both from volunteers and from public and private
sector funding sources. New reports, and an updated version
of a key national reference on the literacy problem, have
been issued in the past few years, and they have been used
as fuel in the growing discussion around the literacy issue.

In response to these appeals, public policy makers and
private sector funders have put illiteracy on their agendas
and, in some cases, have alloted new funds to the literacy
field. Volunteers are signing up to serve as tutors, and
prospective students are coming forward looking for help.

Since 1984, major developments in the field have
included: (1) creation of a national Coalition for Literacy
and equivalent state and local-level coalitions; (2)
establishment of a federal Adult Literacy Initiative; (3)

1



increases in business sector involvement; (4) public
awareness activities at the national level, which include a
three~year multi-media campaign being conducted by the
Coalition for Literacy, a two-year joint community outreach
project organized by the ABC and PBS television networks,
and special literacy awareness efforts by the print media;
(5) publication of literacy reports by the Natiénal Adult
Literacy Project, the Business Council for Effective
Literacy, B.Dalton Bookseller, the Association for Community
Based Education, the National Center for Research in
Vocational Education, David Harman and Carman St. John
Hunter, Jonathan Kozol, and others; (6) efforts to expand
publjc'sector support via the U.S. Congress, state
legislatures, the U.S. Conference of Mayors, the Education
Commission of the States,and others; and (7) research and
development in the uses of computers and television for
literacy. \

The adult literacy field, a conglomeration of
government-funded agencies, volunteer groups, grassroots
community programs, and others, is responding to these new
demands and opportunities by not only reaching out to
external resources for assistance but working within and
among themselves to improve their own operations.
Improvements and expansions are being planned and
implemented in instructional and program management

practices. Computer and video technologies are being
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enlisted as new tools in these efforts, and such relatively
new resources as college students, senior citizens, and
staffs of business, professional, and governmental bodies
are being called on to carry out emerging literacy projects.

Within this flurry of activities, there is a strong
tendency to replicate what has gone on before. This
tendency is due, in part, to time pressure: as demand for
services increases apd resources remain inadequete, there is
little time for a program to experiment with new methods of
instruction or management. In some cases, "things remain
the same”" due to staff’s lack of familiarity with
alternative instructional and management practices. 1In some
cases, program staff simply have a conscious or unconscious
vested interest in maintaining cufrent familiar practices,
as adoption of new practices might be viewed as an admission
that past practices with which the program is identified
have in some way been inadequate.

Several recent influential studies of "what is needed"
in the field cite the need to pay attention to the lessons
produced by the field to date: The National Adult Literacy
Project emphasizes that "the validation and packaging of
model programs" and "the creation of a technical assistance
system to help programs adapt model systems to local needs
and preferences" are "critical to the success" of the

national system of service providers.!



B.Dalton Bookseller’s Guidelines for Effective Adult

Literacy Programs argues that current literacy efforts tend
to "focus on the numbers”" of illiterates, programs,
students, and volunteers. This concern with numbers ignores
the more important question of effectiveness of current
efforts, as meaéured by how responsive programs are to
specific learner needs, whether volunteers and paid staff
are receiving the training and support they need, and other
key indicators of a program’s value.?

David Harman’s Turning Illiteracy Around: An Agenda for
National Action claims that the literacy field at present
has "no systemwide mechanisms for research and development
and hence no mechanisms for improving practice other than
the anecdotal and impressionistic modes that have come to
typify the field."3® As a short-term solution, Harman
recommends that "currently—available knowledge, experience,
and expertise" be organized in a practical and accessible
way, with a special focus on the issues of how adult
illiterates of various backgrounds learn and what curricula
and teaching methods now exist. "This compendium could be
assembled in a relatively short time and serve as a guide to
reople who are designing programs. A companion guide would
deal with organization and administrative aspects of program
delivery."¢

A less widely circulated but nonetheless valuable

report by Miriam Balmuth, Essential Characteristics of
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Effective Adult Literacy Programs: A Review of the Research,

makes similar arguments 6n the need for dissemination of
information on effective literacy practices. She claims
that within the literacy field there has been "1itt1e
opportunity to learn from the experience of others. . . .
Fragmentation and lack of communication among programs, and
even within them, had been the rule." She attributes these
problems to the fact that literacy praqtitioners tend to
have learned their skills "on the job, with little or no
formal training in literacy or adult education."
This lack of approériate training has been further
compounded by the fact that many practitioners work only on
a part—-time basis, dividing their time between two or more
programs. And to further complicate this situation,
"funding patterns allowed for little formal exchanges among
program staff, and institutional affiliations sometimes made
exchanges among programs difficult to organize."S

Thus, in the rush to expand existing literacy services
and to establish new ones, the need to learn from past
experience is often overlooked. This too often results in
programs replicating past ineffective practices and failing
to make use of positive, useful experiences.

As seen in other recent reports, there is a growing
sense that programs need to get students out of traditional,
passive roles and into new, more active roles within

literacy efforts. The principle of learner participation
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is being implemented in both the instructional component and
the management component of literacy programs. In this
case, learner participation is defined as the intentional
involving of the learner in the operation of one or more

components of a literacy effort.

The International Council for Adult Education, in The

World of Literacy: Policy, Résearch, and Action; identified

four "general principles or conditions that are most likely
to ensure achievement and retention of literacy." One of
these principles, that of "popular participation," was
defined as follows:
The participation of people in determining the
content, levels of competence, and methods of
learning should be part of national development
strategies, which themselves should derive from a
popular base.®
The Association for Community Based Education (ACBE)
argues that both international and domestic literacy
experience point to the validity of "learner-centered
approaches” which involve learners in "analyzing the
environment, identifying problems, and making decisions"
about the course of their education. "Learner
participation” should be encouraged in all aspects of
program design and implementation. ACBE claims that
such programs have proven successful in less
developed countries. But in our own country, with
our own disadvantaged learners (in many ways a set
of "less developed" rural and urban subcultures
within our own borders), the dominant educational
model draws on little of this experience and

knowledge. Instead, we provide literacy education
divorced from its social and economic context, a



kind of "literacy in a vacuum."?

Carman St. John Hunter and David Harman, in their Adult
Illiteracy in the United States, recommend the creation of
"new, pluralistic, community-based initiatives . . . (which)
would focus on persons in the communi?ies where they live."
These efforts would be based on the premise that adult
learners themselves would "contribute to designing programs
based on concrete learning needs growing out.of specific
igssues affecting their lives in their communities."®

In A Look at Illiteracy in America Today —- The

Problem, The Solutions, The Alternatives, Michael Fox calls

"is participatory

for a "learner-centered approach" which
rather than didactic, eclectic rather than pre-programmed."”
In this approach, learners are to be centrally involved in
making decisions, teaching and helpiné fellow learners,
developing goals and appropriate strategies which would help
them to "know and understand their world." The practitioner
is in this process more a partner than a teacher in the
traditional sense, a partner who provides learners with
"materials that help them get where they they want to go."®
The widely-circulated newsletter of the Business
Council for Effective Literacy stresses that community-based
organizations are particularly effective as literacy-
providing agencies because community-based programs focus

"on what the participants themselves deem to be important to

their own lives rather than on a standard course of study



based on externally-imposed criteria and values." Within
community-based programs, instructions are carried out in a
style which is "highly participatory . . . usually (in) a
peer—group process involving discussion of iésues, debates,
creation of stories, and self-generated materials.'"10

Guidelines for Effective Adult Literacy Programs states

tﬁat, as a means of providing "consistent support" to
learners, literacy programs should establish mechanisms by
which learners could be encouraged to participate "in all
phases of program planning and operations, wherever

possible." 11

In Where Stands the Republic? Illiteracy: A Warning
and a Challénge to the Nation's Press, Jonathan Kozol holds

that literacy efforts should emphasize "grass—roots programs
which are done not ’for’ but ’with’ the people'whom we plan
to serve." His criteria for defining such a program focus
on three questions: (1) Who decides the goals and structure
of recruitment and instruction activities? (2) Who does the
actﬁal recruiting and what tone does the recruiting take?
and (3) In what types of settings do recruitment and
instruction occur? 1In all three areas, Kozol holds that
current and potential students should play an active role.l2
Motivated by such sentiments, programs have developed
activities which aim at getting learners beyond the
relatively passive roles of "tokenism" and "cooperating," as

defined, respectively, by Arnstein?3 and Comings.14



Instead, learners are being placéd in positions in which
they can exercise something more like the "control" and
sharing in the decision-making, implementation of
activities, benefits, and evaluation associated with the
program, which are defined, respectively, by Arnstein!® and
Cohen and Uphoff.!®

These participatory practices are currently being
implemented in a variety of activities within the
"instructional" and "management" (i.e., defined here as
virtually all other program activities not normally seen as
"instructional" in nature) components of literacy programs,
both in the United Stgtes and in other countries.l7?

This intentional, active involving of learners in
program activities is being done for a variety of purposes.
For the purposes of this study, we have borrowed from
educational perspectives identified by Arnstein,!® Cohen and
Uphoff,29 Kidd and Kumar,29 Srinivasan,2! Paulston,?22
Fingeret,2® and Ilsley,2¢ and broken these rationales for
learner participation into "efficiency," "personal
development,"” and "social change" categories, according to
the purposes which the learner participation is to achieve.
Briefly stated, the "efficiency" argument holds that by
intentionally involving learners in the running of program
activities, a program’s technical efficiency stands to
benefit in a number of ways. Learners, for example, tend to

become more interested in and committed to the program and
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thereby more fully support what the program is trying to
accomplish. The "personal development" rationale supports
an active role for the learner on the grounds that it will
develop positive personal traits and skills in the learner
which will enhﬁnce the overali character and life of the
learner. According to those arguing for learner
participation on the grounds of "social change," learners
can, through taking control of their own educational
situation, learn attitudes and skills which will enable them
to work to change the larger social conditions which
otherwise tend to limit them to inferior social and economic
roles. This learner participation theory and practice is
summarized in more detail in Chapter II.

In the reports cited above and in the learner
participation literature cited in Chapter II, we see
evidence of a real interest in involving learners in active,
non~-traditional WAys within literacy program and other
social-action settings. In newsletters from local, state,
and national-level programs, and in conferences and public.
awareness activities carried out by those organizations,
there is likewise clear evidence that these principles and
models of learner participation are being tried out in
imaginative ways, across the whole range of types of
literacy programs. Participatory activities are being
developed at the program level and by literdcy organizations

operating at the community, city, state, regional, and
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national levels. No longer are participatory practices the
sole property of the relatively politicized "community-based
organizétions" which have historically been kept at the
fringe of the literacy field; these practices have now
entered the "mainstream" as well. For example, Laubach
Literacy Action has instituted a national student
newsletter, Literacy Volunteers of America has set up a fund
for student activities, and literacy students will be
appearing on regular adult literacy "Learner of the Month"
public awareness segments on the ABC television network.
While learners’ roles in these particular activities have
been relatively limited to date, they are, at the national
level, an indication of a larger growing interest in this
notion of student involvement and leadership.

Learners are in some. cases being encouraged to become
actively involved in exercising greater control of what is
normally thought of as the core of literacy efforts, the
instructional process. Learners are being called on to help
in the planning, implementation, and evaluation of
instructional activities. In most of the "other stuff" that
goes on in literacy programs (everything from recruiting of
learners, to training of staff, to counseling of learners,
to developing community relations, to participating on
boards of directors, to organizing social activities, and
more) learners are likewise being asked to play relatively

new, active roles. These practices are being implemented
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for the variety of purposes cited above, purposes which
range from increasing of program "efficiency," to helping

" to promotion of

the learner’s "personal development,
"social change". In some cases, practitioners are
implementing these practices because learner participation -
- which is termed "student involvement" by some programs --—
has become the trendy "thing to do."

Despite this apparent growth in interest in the learner
participation concept, those interested in developing these
new roles for learners are limited by a lack of basic
information and analysis of the participatory practices
which are being developed. For most actual or potential
supporters of the notion of learner participation, the
origins, purposes, nature, extent, limitations, strengths,
and key issues of the practices are at best only sketchily
known. Information of this type is still not widely
available due to, among other things, a lack of adequate
resources within the literacy field for information
collection and. exchange. The little information which is
available is largely limited to reports from isolated
programs which are often written in an uncritical way, with
inadequate analysis of the limitations, strengths, and key
issues of the pfactices described. Little effort has been
made to tie even these isolated reports together in any
systematic way.

Given this lack of comprehensive information and



13
analysis related to the learner participation concept,
practitioners already using learner participation practices
are often not fully aware of the range of rationales and the
considerable corresponding work which could be used in
support of their efforts. These practitioners thus tend to
be continually "re-inventing the wheel," not learning from
others’ -- or their own -- experience. At the same time,
those programs which do try to actively involve learners are
at times handicapped by a certain naivete about what can be
realistically achieved by using the learner participation
concept. “And apart from those programs already convinced of
the worth of more active roles for learners, many other
literacy programs are currently being planned "in the dark,"
with little or no consideration of the contribution which

active learner involvement could play in the programs.

Purpose of the Study

There is thus at present a general lack of information
available about literacy program practices which aim at
providing learners with a greater share of the programs’
responsibilities and rewards. Not only is there this lack
of basic information but an inadequate analysis of those
practices, particularly as they relate to existing
arguments for learner participation. Current attempts to

implement participatory practices are burdened by these gaps
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in existing information and analysis.

Given these gaps in information and analysis, this
study more clearly quantifies what learner participation
practices are at present being implemented and in what
contexts. It also presents hypotheses on apparent origins,
limitations, strengths, and key issues central to further
development of those practices. This is accomplished through
a literature review, a national suggestive survey, and a
series of case studies of programs currently implementing
participatory activities.

The study attempts to answer the following primary
question: "What are the purposes and patterns of applying
the principle of learner participation imn U.S. adult
literacy éfforts, and what appear to be origins,
limitations, strengths, and key issues involved in using
learner participation practices in various program
components?"

With the above primary question as an overall frame of
reference, the study answers the following five more
specific implementing questions:

1. What purposes can be served by the

use of participatory practices in adult

literacy programs?

2. In what forms —-- and to what extent -- are
learner participation practices currently in use
in the U.S. adult literacy field?

3. In selected literacy programs using learner

participation practices, what are the origins,
" purposes, nature, and outcomes of those practices?
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4, What appear to be the origins, limitations, and
strengths of these practices as they are being
used nationwide?

5. What key issues need to be considered for

further development of learner participation
practices in U.S. literacy efforts?

Significance and Audience

The study attempts to fill in the considerable gaps
currently existing in information and analysis available on
the application of the learner participation concept in the
U.S. adult literacy field. It supplements the most widely'
disseminated reports now available, providing not only basic
information on the nature and extent of existing practices,
but also a preliminary identification of critical issues and
hypotheses on apparent origins, limitations, and strengths
of those practices.

The study has been written primarily for planners and
practitioners in U.S. adult literacy efforts, for an
emerging body of students taking leadership roles within
adult literacy pfograms, and for those scholars generally
interested in the concept of participation. This audience
includes not only those already committed to the learner
participation principle, but those not-yet—-committed
investigators who are open to consideration of new
approaches for adaptation to existing, and new, programs.

The audience for the study might also include public- and
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private-sector funding sources who wish to more fully
explore the implications of supporting programs which use
learner participation practices. While the above audience
would likely consist primarily of those interested in the
U.S. adult literacy field, it might also include individuals
associated with literacy and other efforts outside the
United States who have similar interests in exploring the

learner participation idea.
Definition of Terms

Several key terms used in this study need to be
clarified. Borrowing from Harman’s and Hunter’s
definition,25 "literacy" and "basic skills" are here defined
as the ability to use written language to achieve objectives
of personal meaning to the individual. "Adult learner"
(also termed "student" or "participant") is defined as an
individual 16 years old or older and not enrolled in a
formal school, who is attempting to improve his or her
literacy skills.

The term "learner pafticipation principle" (or
"concept") refers to a basic belief that learners should
take an active, controlling role in the educational
activities in which they are involved. A "learner
participation practice" (or "participatory practice" or

"activity") is an involving of a learner in the active
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planning or implementation of an educational activity. This
participatory approach is contrasted with a "programmed
learning" approach which relies more on.curricula and
management structures defined and controlled by teachers and
program administrators.

"Instructional component" referé to those aspects of an
educational program which consist of the planning and
implementation of activities specifically designed to
fulfill identified learning objectives. The "management
coﬁponent" is, in turn, those aspects of an educational
program which provide a physical and organizational context
within which instructional activities are carried out.

As used in Chapter V, the terms "origins," "strengths,"
and "limitations" have particular meanings. "Origins" refer
to the range of theoretical influences, program models,
institutional i;fluences, and personal and work experiences
which have led to the development of learmer participation
practices. "Strengths" are outcomes of participatory
activities which are considered to be positive by those
involved in the activities. Conversely, "limitations" are
the activity outcomes deemed to be in some way problematic
or less.than positive.

The term "theory," seen particularly in Chapter VI, is
used not in the specific sense of a scientifically tested
and proven hypothesis. Rather, it is used in the more

general sense of a "hypothesis (or interpretation of a
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phenomenon) assumed for the sake of argument or

investigation."26
Research Methods

The methodology used in this study consisted of a
combination of data-gathering activities and a critical
analysis of the data. The data gathering was accomplished
through (1) an analytical review of literature on purposes,
forms, patterns, and issues of learner participation
practices; (2) interviews and document reviews related to
national and local level literacy efforts; and (3)
interviews, observations, and document reviews for case
studies for six literacy programs in the mid-Atlantic
region. Theée data-gathering activities in turn provided a
basis for the identification and analysis of origins,
limitations, strengths, and key issues emerging from efforts
to implement learner participation practices in U.S.
literacy programs. This methodology is broken down into

four steps which are described below.
Step 1: Review of Literature
The first step in this process consisted of a review of

literature defining the purposes which learner participation

practices can achieve in adult literacy efforts both within



19
and outside the United States. This literature was made up
of theoretical works, position papers, and reports from
actual programs. These sources were identified through a
combination of an ERIC computer search, a library search,
review of references collected in graduate courses in the
School of ﬁducation at the University of Massachusetts,
reviews of bibliogfaphies, and interviews with practitioners
and researchers in the literacy field who are familiar with
the concept of learner participation. The identified
sources were organized according to the purposes which they
see learner participation playing in the instructional and

management component of adult literacy programs.27
Step 2: Gathering of Data from National Sources

Step 2 was divided into three phases which aimed at
gathering data necessary to present a general picture of the
extent to which learner participation practices are
currently being implemented in U.S. literacy efforts. 1In
the first phase, data were gathered from national sources28
to develop an overview of the adult literacy student
population and of the categories of adult-literacy-providing
organizations currently in operation in this country. Each
category of providers was profiled, including government-
funded Adult Basic Education programs, voluntary

organizations, community-based organizations, and nine other
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categories. In addition, an overview was prepared of the
various types of support organizations which provide the
above literacy providers with training, materials, and other
needed resources. This overview of the U.S. literacy field
was based on information gathered primarily from written
reports and sample materials available from the various
national literacy organizations and from other general
reports about the literacy field. The resulting information
is fairly unique in that it describes in some detail all
categories of literacy providers, including some, like
employee programs, not commonly included in similar
available surveys.

The second phase of Step 2 consisted of gathering of
information from national, state, and local sources for the
purpose of identifying in some detail the types of learner
participation practices which are the focus of this study.
Sources of this information initially consisted of written
reports issued by literacy organizations, many of which were
in newsletter form.29 Subsequent sources were the
interviews conducted with nearly fifty representatives of
national and local literacy programs.3° Data were also
gathered through observation of presentations made at
various national kand other) literacy conferences and in
televised news coverage of the literacy field.3! From these
data, each type of known learner participation practice was

described in some detail. These practices were in turn
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organized under "instructional" or "management" headings.
The resulting listing of types of learner participation
practices is unique in its comprehensi@eness, as there
appears to be little effort underway elsewhe;e to tie the
range of learner participation efforts together in even so
rudimentary a way as devélopment of a simple listing of this
type.

The third phase of Step 2 consisted of preparation of a
"suggestive survey" of the major literacy-providing
organizations identified in phase 1 above. This survey
aimed at identifying, first, the extent to which the learner
participation practices identified in phase 2 are currently
being used and, second, the rationales behind those
practices. Data for this phase were gathered through
interviews with authorities on the various organizations
active in the literacy field3®2 and through reviews of
documents issued about those organizations. Fifty
iﬁformants were interviewed under this step, either by
telephone or in person. For each‘segment of the field,
interviews were conducted with one or more spokespersons
identified by the major literacy organizations as
knowledgeable about instructional and management practices
within that segment. Typically these informants were high-
level officers of the national literacy organizations or
directors of indiviﬂual programs within those organizations

identified by the national-level staff.
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This survey is termed "suggestive" primarily due to the
fact that this notion of learner participation practices is
a relatively unfamiliar one within the literacy field. As a
result, systematic records are not kept to determine who is
using these practices, with what frequency, with what
result, and with what purpose. The data which asre available
contain gaps and tend to be anecdotal in nature. It is
felt that such a survey is nonetheless useful not only
because it clarifies the larger context within which the
practices are being implemented, but because it provides
interested planners and practitioners with a clearer picture
of where like-minded practitioners exist. Those wiéh an
interest in the learner participation concept might thereby
be better able to share information and further develop

these practices.
Step 3: Gathering of Data from Local Level Programs

In this step, case studies were prepared of six
literacy programs in which learner participation practices
are being implemented. The programs were selected according
to four criteria. Under the first, programs were chosen so
that the final selection of cases represented a rough cross
section of the types of literacy programs identified in Step
2. The cases were so selected in order to allow for an

assessment of the applicability of learner participation
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practices in é varigty of program settings.

A second criterion for selection was the extent to
which learner participation practices had been implemented
in the program to date. That is, each program was to be
seen as a "model" example of one or more learner
participation practices. They were "model" in the sense
that the practices in question had been in operation for a
significant amount of time and had been fairly successful in
achieving their intended goals. This focusing on "model"
efforts was intended as a means of producing a richness and
depth of data not as likely to be found in programs with
only a brief history of involvement with participatory
activities.

A third criterion for program selection was the
perspective which program staff had on the learner
participation practice(s) being used. That is, it was hoped
that some of the staff to be interviewed would hold an
"efficiency" perspective, some a "personal development"
perspective, and some a "social change" perspective vis-a-
vis their use of learner participation. In so selecting the
staff members to be interviewed, a cross section of the
rationales identified in Step 1 was presented, again for the
sake of providing a breadth of data.

Relative accessibility was a fourth criterion upon
which programs were selected. Programs had to be physically

accessible to the researcher, within relatively easy
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commuting distance from his New York City base. Each
program staff member had to also have the willingness and
time to allow the researcher to spend a minimum of four
hours interviewing program staff and learners.

Onpe, according to the above criteria, a program was
selected for investigation, the researcher then gathered
data primarily through interviews33 and reviews of program
documents. The interviews were conducted with a minimum of
two staff members and two learners, normally in separate
sessions to assure a sense of confidentiality, trust, and
honest assessment of the programs from a variety of
perpectives. Documents examined included not only progranm
pglicy statements and internal and external reports, but
news clippings, videotapes, instructional materials, and
learner-produced materials. These learner materials
included newsletters, creative and expository writing, and
letters to policy makers. In addition to gathering data
through interviews and document reviews, the researcher also
conducted observations of program activities in operation,
wherever possible.

The data gathered for each case were then presented in
four sections.®¢ 1In the first, a general description was
presented of the program’s history, purposes, population
served, funding sources, and administrative structure. This
was followed by an overview of the participatory practices

to be examined, including descriptions of the origins and
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types of learner participation practices being used in the
program. Next came more-detailed descriptions and analyses
of the participatory practices being used in the program’s
instructional component and, themn, of those practices being

used in the program’s management component.

The data for each of the cases were presented in a
narrative formaf, including brief anecdotal descriptions of
particular practices, persons involved, and related factors.
With this narrative format, the data presented were to be
rich and compelling, triggering recollections and spin-off
ideas in the mind of the reader. The data were summarized

in a more quantified way in the following step.

Step 4: Preparation of Analysis of Data
" Gathered in Previous Steps

In this final step, the findings of the previous three

steps were summarized and analyzed, as follows:35

Origins
The theoretical, programmatic, institutional, and

practical influences which have shaped the practices

currently in use were summarized.

Limitations and strengths

The first three steps had provided information on (1)

what theoretically should happen when learners are put into
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active roles in the learningNProcess; (2) how literacy
programs are in fact trying to implement participatory
practices; and (3) the outcomes of these practices to date.
The study to this point had thus provided information upon
which the limitations and strengths of learner participation
practices could be assessed. At this point, a summary was
developed of the actual limitations and strengths as
identified by the sources cited in Step 2. These
limitations and strengths were examined as they relate to
various categories of affected parties: "learners," "staff,"

and "others."

Key issues to be considered

Recommendations (based on the above data and analyses)
were prepared for consideration by practitioners, learners,
support organizations, researchers, and other interested
parties. These recommendations were a synthesis of
recommendations provided by more than seventy informants, as
filtered through the researcher’s own perspective on what
needs to be done. The recommendations identified steps
which might be taken to strengthen and expand the kinds of

learner participation practices developed to date.

Conclusion

Because learner participation practices put learners in
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active roles not normally expected of adult non-readers, the
practices are a challenge to many of the common assumptions
about this disenfranchised segment of the American people.
These activities hold a great deal of promise for learners,
bu£ for the practices to be successful, much more than
rhetoric is needed. Clear, concrete guidelines and ongoing
critical analysis are needed vis-a-vis participatory
alternatives. This study attempts to put flesh on the
bones of the undernourished practitioners and learners who
have been struggling to make participatory adult literacy

education work.
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CHAPTER 1II
THREE PURPOSES FOR LEARNER PARTICIPATION PRACTICES

This chapter begins with brief introductions to what
the term "participation"” means in the context of educational
and other social development efforts, and to the "three
purposes"” which serve as a framework for the subsequent
review of literature. It then moves on to a more-detailed
review of writers who advocate active learner participation
in literacy programs, first in reference to instructional

activities and then in regard to management activities.

"Participation" Defined

Clients of social and economic develophent efforts are
seen by development theorists as being potential
participants in the initiation, planning, implementation,
benefits, and evaluation of development efforts.! This
study will look at participation as a process which has many
potential outcomes for the individual. The individual can
be merely "manipulated" or provided with "therapy"; or the
individual can be merely consulted for token input into the
process; or the individual can have a deeper form of
participation in which he or she has varying degrees of

actual control over the process.?

31
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This chapter describes a wide range of sources who

argue for active client.participation. While the overall
focus of this study is on participatory practicesvwithin the
U.S. adult literacy field, the sources cited here come from
both the field of education and from other social service
and management realms. This breadth of sources was chosen
in part to illustrate the significant amount and variation
of thought on the topic of client participation. In part,
however, it was necessary to go outside the adult literacy
field because of the limited amount of research on the issue
of participation which has been developed in that field to

date.3

Three Purposes for Learner Participation

The following literature review was begun with the
assumption that thinking on the uses of learner
participdtion practices could be divided according to the
categories of educational reform efforts identified by
Paulston.*¢ That is, it was initially assumed that
proponents of participatory practices would have either a
"liberal" (individually-oriented, gradual-change)
orientation or a "critical” (social-structure-oriented,
politicized, confrontational) perspective on the use of
these innovative practices. .

However, as the literature review proceeded, it became
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clear that at least one more major rationale for learner
participation was "out there." This view is characterized
by an intentional or unconscious avoidance of the larger
personal, social, and political implications of learner
participation. Instead, this third perspective focuses on
the more immediate, practical implications which enhanced
learner participation have on program efficiency. This
third perspective was termed the "efficiency" view: and it
shares many of the characteristics of the "technicist"
approach to literacy instruction described by Ilsley.S
Other useful and similar cqtegorizations of perspectives on
literacy instruction and nonformal education are those of
Fingeret,® Kidd and Kumar,?” and Srinivasan.8

As the literature review progressed, it also became
clear that the theorists and practitioners identified tended
to shift back and forth from one argument to another or to
combine two or more perspectives in their thinking. With
this realization, it was felt that rather than trying to
create formalized -- and artificial ~- "perspectives" or
"schools" vis-a-vis the learner participation concept, it
would be better for the literature review to focus on the
"purposes" which sources have identified for learmer
participation practices. Thus, the following literature
review is organized according to the three major purposes of

"efficiency," "personal development," and "social change."
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Learner Participation in Instruction

In Learning to Read: The Great Debate, Jeanne Chall

breaks available theories on how people learn to read into
two classifications: "code~emphasis" theories and "meaning-
emphasis" theories. Proponents of the former tend to "view
the reading process as developing from perception of
letters, spelling patterns, and words, to sentences ahd
paragraph meaning."” Supporters of the latter "meaning-
emphasis" view, on the other hand, "stress the first
importance of language and higher cognitive skills . . . for
reading comprehension and also for word recognition."® It
is within the "meaning-emphasis" classification that the
following three sets of arguments for learner-participation
in the instructional process most comfortably fit. This is
because, taken collectively, the three arguments stress that
learners must find the reading and writing process to be
relevant to their personal experience if they are to be
efficient users of the written language and use the
educational process to enhance their personal development

and improve the world aroynd them.

Purpose #1: "Efficiency"

A number of writers argue that learner participation
practices are to be encouraged primarily for the purpose of

greater technical efficiency of the program. According to
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this view, learners engaged in special participatory
activities will be more likely to be enthusiastic,
interested, and efficient in what they are doing in the
program. Acquisition of reading skills, reduction in drop-
out rates, and commitment to smooth operation of the program
are seen as likely outcomes. Proponents of this view place
relatively little or no emphasis on using learner
participation practices to achieve affective change in the
learner for its own sake. Where affective changes are the
aim, those changes are undertaken more to facilitate
technical program goals than for the effect that those
changes might have on the learner.

These arguments are based on the assumption that
reading is a process of relating visual information (the
printed message) to nonvisual information (the reader’s
existing knowledge), to transform the visual information
into information which is of personal meaning to the reader.
This process is that much more efficient when the subject
matter is related to themes of interest to the reader, as
the reader is that much more motivated to transform the
given information in a personally-fulfilling way.

Following from this reasoning, Frank Smith argues in
Understanding Reading that the reading-instruction process
should be organized in such a way as to maximize the brain’s
strong point, which he terms "utilization of what it knows

already." This should be done while minimizing the brain’s



SRS

36
weakest area, which Smith identifies as "précessing of a lot
of new information, especially when that new informétion
makes little sense."10

He goes on to say that the process of learning to read
is one in which the reader gradually makes "sense of more
and more kinds of language in more and more contexts." This
process, he says, is "fundamentally a matter of
experience."1? To facilitate this process, the teacher need
not rely on one universally-applicable instructional
"method," but should rather set up a learning environment
which encourages the learner to explore among a variety of
materials to find ones which are particularly meaningful.
The reader should be allowed to make mistakes and learn
which materials are not important. The reader should be
allowed to correct him or herself and not have to depend on
others to make the corrections. The reader shouldn’t be
expected to learn symbols outside of a meaningful context.
Unfortunately, most instructional systems are not based on
such principles, and teachers often have little time or
resources to provide a more ideal learning environment.
Teachers and others believing in these principles should
nonetheless at the minimum reduce conditions which reduce
efficient learning.

In "Behind the Eye: What Happens in Reading," Kenneth
Goodman similarly claims that meaningfulness is . necessary to

provide incentive for readers to learn to read. He says
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that instructional materials "at all séages must necessarily
be meaningful." “Common discussive language" is a logical
starting point for reading activities, examples of which
include "experience stories, directions, labels, (and)
signs."12

Goodman’s model of reading includes skills of
selecting, predicting, searching, tentative choosing, and
others, all of which require the reader to take an
energetic, active role as a seeker of meaning in print. An
effective reading-instruction program would be structured to
provide the learner with regular opportunities to develop
those active skills.

Donald Graves!3 applies similar principles to the
writing process, claiming that writing is "an organic
process" which should not be fragmented by instructional
activities which remove writing from natural contexts and
thereby make it a ritual devoid of meaning for the learner.

Dorothy Watsont?® likewise distinguishes between
learning the form of written language and learning its true
function, which she sees as reading for meaning. In a good
reading-instruction program, the reader actively selects
reading materials according to his or her own interests.

The learner is then allowed to practice, make mistakes, and
discuss the readings.

Jerome Harste, Virginia Woodward, and Carolyn Burke,

from their studies of how children use written language,
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have concluded that reading and writing are "tools which
language users use in the process of getting things done."
People learn to use written language "through meaningful
encounters with print." To enable new readers to have such
meaningful print-related experiences, reading instructors
should provide them with "multiple opportunities to test
their written language hypotheses in a low-risk
environment." uMaterials to be used in such a program might
include "daily journals, newspapers, message boards, letters
to pen pals, recipes, menus; reading environmental print,
and other functional uses of written language." The learner
should have a right to choose what is meaningful from such a
variety of available materials, as this is in fact the
context in which reading occurs in this society. When
learners choose reading experiences freely, they are likely
to develop a greater sense of ownership of the reading
process.lS

These and other writers!® argue that the reading
instruction process must respect the previous experience and
personal interests and capacities of the learner.
Instructional activities must therefore involve learners in
continually identifying those interests and in actively
seeking to make the printed word personally meaningful to

themselves.
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Purpose #2: "Personal Development"

Other sources would generally support the above claims
for the "technical"” usefulness of learner participation.
However, these thinkers would argue that program efficiency
is not an adequate end in itself and that learner
participation should also be aimed at the achievement of
various other objectives for the individual learner. Such
goals could include an increased ability to conceptualize
and solve problems, improvements in self-image and self-
confidence, an improved ability to work with others, or
enhancement of other personal qualities and technical
skills.

According to this view, education should help
individual learners to "cope" with the world around thenm.
Education should provide knowledge, positive attitudes, and
a problem-solving perspective which would enable individuals
to solve problems that they meet in everyday life.
Supporters of this perspective on the need for active
learner participation in instruction in turn fall roughly
into the "human potential” and "competency-based" camps.

The human potential outlook on adult education is
presented by Malcolm Knowles in Self-Direéted Learning. He
claims that education should aim at helping the learner to
develop "skills of inquiry," whereby the individual is able

(with or without others’ help) to "take the initiative" in a
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"self-directed learning" process. Learners should be able
to assess their own learning needs and objectives, identify
human and material resources, and develop, implement, and
evaluate appropriate learning strategies.l?

Knowles points to other humanists as supporters of this
kind of self-directed adult learning. He quotes Unesco’s
Learning to Be as saying that no longer should the learner
be seen as the "object" to be shaped by the educational
process. Rather, the learner must become "the subject of
his own education," no longer "submitting tc education" but
instead "educating himself." The Unesco document sees this
basic change in the relationship of the individual to
himself as "the most difficult problem facing education for
the future decades."18 Unesco suggests that educators
should help each individual to fulfill his or her
"aspirations to self-learning" by providing multiple
educational opportunities and incentives, both within and
outside formal educational institutions.l®

Another source quoted by Knowles in support of a self-
directed approach to education is humanistic psychologist
Carl Rogers. According to Rogers, a "theoretically optimal
experience of personal growth," whether in the form of
"client-centered therapy or some other experience of
learning," would enable an individual to "fumnction in all
(his or her) complexity" to actively chart the'course of

his or her life.20
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Borrowing ideas from Rogers and similgp_thqorists,
Charles Curran developed a "counseling-learning" approach to
second language and other learning situations. This
approach "aims at adapting basic subtleties and awareness
from the field of counseling and psychotherapy, and
integrating them into learning." Through this group
learning approach,

a very special kind of community-involvement

results. An intense atmosphere of warmth and

belonging is produced which deeply relates each

person not only to the teacher-knower but to
everyone in the learning group. This kind of
security and support from one another, and the
expert, is almost the exact opposite of the
atmosphere created by competitive, "laissez-

faire" classroom individualism. The student never

feels isolated and alone but rather always senses

the strong reassurance, help and positive regard

of everyone else. In an almost literal sense, he

or she feels everyone is "pulling" for them and so

is delighted by their even minimal success."2!

In this process, learners proceed through an initial
stage of dependence on the teacher, which can be coupled
with hesitation about whether to enter the process at all.
They then proceed to increased self-confidence as active,
independent developers of new knowledge. Learners also in
turn become able to help fellow group members to proceed in
these ways. The learner thereby develops not only new
knowledge —-—- in this case, language skills -- but self-
directed learning and "helping" skills, as well.

Various reading-instruction specialists working with
children and adolescents have incorporated similar "personal

development" principles into their views on how reading and

writing should be taught. Largely because of the relative
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lack of documentation of adult litefacy instructional
practices which might serve as basic references for those
wishing to implement participatory practices with adults,
éhe work of these practitioners has been widely adapted by
the adult literacy field. In her widely-read Teacher, for
example, Sylvia Ashton-Warner argues that basic reading and
writing activities should be based on a "key vocabulary" of
words which have special, intensive meaning to the learner.
Such a reading vocabulary "is the key that unlocks the mind
and releases the tongue." When early reading activities are
based on such personally-important concepts, "a love of
reading . . . (and) a lifetime of books" are the likely
result. "It is the key whose turning preserves intact for a
little ldnger the true personality (of the learner)."22

Ashton-Warner says that such validating of one’s own
inner thoughts and feelings through writing and reading
about them was particularly important for the Maori children
with whom she worked in New Zealand. These children, she
felt, were in danger of losing their own culture and
becoming dominated by middle-class European standards23
imposed through the mass media.?4¢ They also were in danger
of being forced to see reading and writing as a ritual in
which "appearance" is overemphasized and "meaning is
atrophied."25

To get at that hidden and powerful key vocabulary,

learners are encouraged to volunteer their own thoughts and
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feelings. Fear and sex tended to be the most common themes
which emerged for the typical Maori student with whom
Ashton-Warner worked, and "the more it means to him the more
value it is to him."26 Learners produce their own written
stories based on this vocabulary, read them aloud to each
other, read each others’ works, and then discuss what has
been read.27

Ashton-Warner sees such education as an antidote to
"the unlived life" increasingly dominant in modern
society.28 When the creative powers of the learner are
fostered, the learner will be better able-to satisfy the
full range of his or her needs in a creative way. She
quotes Erich Fromm as saying that by curtailing
expansiveness in children, we increase the likelihood of
their being destructive individuals. "Destructiveness is
the outcome of the unlived life."22 Thus, for Ashton-
Warner, her "organic" approach to education develops the
creativity vital to not only the individual but to the
society as well.

In The New Hooked on Books, Daniel Fader applies a

similar perspective on reading instruction to his work with
a different sort of "minority" group -- in this case,
adolescent "trouble-makers" in a Michigan reform school. He
argues that overdependence within families on television-
watching, increase in class sizes, and poor teaching methods

and materials have combined to produce children not
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interested in reading. "The chief problem in teaching
reading is not intellect but motivation."3? He feels that
student-produced materials (such as school newspapers and
Jjournal-writing),3! healthy peer pressure and support,gz and
activities (like "booktalk") and materials such as popular
paperbacks, magazines, and newspapefsa3 which focus on
reading for meaning are key ways of encouraging learner
interest. Such meaning-oriented activities encourage
learners to see literacy as a means to understanding their
own world in their own terms, not according to the terms of
the dominant culture.

Fader cites evidence34¢ indicating that the self-image
and aniiety levels of learners participating in these
activities improved significantly. The key to the success
of such activities, Fader feels, is that they "return
teaching to where kids are and removes it from the esoteric
realm of where they ought to be".3%5 1In contrast, poor
readers are "taught the elements -- the pieces -- of
reading" rather than the "why" of reading.3¢

In a reading instruction approach developed more
directly for adults, Donald Mocker calls for a "cooperative
learning process" through which students initially select
problems which are of concern to them. The learners then
define for themselves why this material is important to

them. The teacher at this point challenges students with
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questions which encourage them to articulate alternative
explanations and outcomes of events described in the reading
passages. This articulation can take the form of verbal
accounts, written presentations, or role plays. In this
process, language skills are taught within "the context of a
problem which has been identified by the adult student. .
. Again, the notionm of the learner’s responsibility is
reinforced."37

While the above writers focus in particular on
improving the self-image and self-directedness of the
learner, the advocates of "competency-based" and
"functional" approaches to literacy instruction see the
personal development functions of literacy education in more
concrete terms. Through improved literacy skills, learners
should be able to improve their life situations by more
efficiently handling job-related and other common life
tasks. In the United States, the Adult Performance Level
(APL) study3® assumed that, to be functionally competent in
modern American society, an individual‘requires the abilify
to apply the 3Rs and problem—solving skills to tasks
typically encountered in roles as workers, heads of
households, consumers, and citizens.

Internationally, Phillip Coombs and his colleagues Roy
Prosser and Manzoor Ahmed3? identified a set of "minimum
essential learning needs“ as the basis for preparing solid

citizens in any society. These needs included positive
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attitudes, functional literacy and numeracy, a scientific
outlook, family life knowledge and skills, vocational
knowledge and skills, and knowledge and skills for civic

participation. As defined in Unesco’s Practical Guide to

Functional Literacy, advocates of the functional literacy
concept similarly saw "functional literacy training (as) an
activity aimed at the intellectual and civic training of the
worker and his adaptation to the industrial environment and
its technical demands."4°

A field of "competency-based” and "functional" literacy
instruction has emerged based on such assumptions. In many
of these programs, the learner is expected to identify the
competency areas which are to be the focus of the applied-
literacy training. Program staff then implement
instructional activities designed to develop the
corresponding skills, knowledge, and attitudes required by
those competencies. In some of these "functional" programs,
however, learners are given little opportuﬁity to even
identify what competencies they need. Instead, program
administrators in effect hand the learners a set of pre-
determined objectives. The learner in turn is expected to
"learn" the skills associated with those objectives.

Critics4! of these latter "pre-determined" competency-
based and functional literacy approaches argue that the
learner’s role in resulting programs tends to be overly

passive. That is, the learner functions as a recipient of
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technical and litefacy skills transmitted from others around
themes and tasks largely iaentified by others. Some
practitioners have tried to combine the best aspects of
competency-based programs —-- such as when the learner gains
useful practical skills which can contribute to the
learner’s overall personal development —— with the kinds of
self-directed learning described above. Leni Greenfield and
Flynn Nogueira, for example, recommend a combination of a
functional literacy approach and a language experience
approach. In such a program, the "teacher would find out
what interests and/or needs the adults have. Then, using
that information, the teacher could begin a word list"
around which reading, writing, and problem-solving
activities could be built. "Hypothetical situations, based
on real-life experiences which develop reading and problem
solving skills, give the adult more meaningful learning
experiences and a more positive attitude toward skills
development."42

In his work in U.S. military programs, Thomas Sticht
has combine a prescribed set of learning objectives with
instructional activities which demand active analysis and
expression on the part of the learner. 1In one case,43
learners were to read information on a particular technical
procedure and then draw pictures or prepare flowcharts,
matrices, or tables which re-presented the information in

the learners’ own "words." Such activities were intended as
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a means of giving personnel .practice in using technical
language and thinking in the ways that they would have to
use them on the job.

In summary, a number of theorists and practitioners see
learner participation in literacy training as a means to
more than mere improved reading and writing skills for the
learner. According to this view, literacy instruction
should also improve the learner’s attitudes toward self and
society, and provide social and technical skills needed to
enable him or her to successfully solve technical problems

encountered in daily life.

Purpose #3: "Social Change"

Another view holds that both the efficiency and
personal development arguments make valuable contributions
-- as far as they go. Howéver, those arguments do not go
far enough in getting at the fundamental root causes of the
problems being faced by many adult learners. Social change
advocates?44 claim that to understand those problems, one
must carefully study the historical conditions which shape
the illiterate’s life. In the case of a large segment of
the adult non-readers in the United States, that life has
been characterized by poor physical conditions, poor quality
education, an inferior social status, and a lack of economic
and political power. It is these oppressive conditions

which shape the lives of many adult non-readers and lead, in
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particular, to the high incidence of functional illiteracy
among low-income populations. And it is, in turn, adult
education’s role to develop the learner’s abilities to
actively analyze and shape those conditions rather than to
be passively shaped by themn.

For an educational program to accomplish this goal of
social change, active participation by the learner in the
educational process is required. The learner will thereby
"learn by doing," learning to become an active transformer
of the world outside by developing those transforming
abilities within the educational program setting. Active
learner participation in shaping conditions is not merely a
tool to achieve educational objectives. Rather, it is a way
of life. Because this approach requirus a collective effort
of learners and educators working in dialogue to analyze and
change the status quo, it is inherently political and a step
beyond the more individually-oriented personal development
approach.

The source of this perspective has, to.a large degree,‘
been adult literacy efforts in the Third World. Brazilian
educator Paulo Freire has since the late 1960s become the
central figure in this school, and literacy efforts
worldwide are being built on ideas borrowed from Freire’s
work. For Freire, illiteracy isn’t a disease to 5e "cured"
or a poison herb to be "eradicated." As he states in The
Polifics of Education, it is rather

. «. . one of the concrete expressions of an unjust
social reality. . . . (It is) not a strictly
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linguistic or exclusively pedagogical or

methodological problem. It is political . . . a

process of search and creation . . . to perceive

the deeper meaning of language and the word, the

word, in essence, they are being denied.%5

The role of learners in such education is to identify
themes of personal importance to themselves, to develop
their own texts based on those themes, and to critically
analyze texts produced by others. Through this procesé of
dialogue among learners and educational facilitators, the
leafners and staff become creative subjects, able to
"problematize" their situations and identify solutions to
those problems. This process is to form the basis for
individual or collective action needed to positively change
the situations iﬁ which the learners live.

Freire would likely see those focusing on "personal
development" as the goal of literacy education as being

limited by their unwillingness or inability to go beyond

individualized -~ and hence incremental, at best -- change:

Even though they speak of liberating education,
they are conditioned by their vision of liberation
as an individual activity that should take place
through a change of consciousness and not through
the social and historical praxis of human

beings.48
Education is thus to be seen as part of a larger process of
change, and not as a mere fine-tuning of the individual’s
outlook and technical skills.

Julius Nyerere shares this view of the link between
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adult education and social change. For post-colonial
Tanzania, a new form of education was needed to develop
attitudes and skills needed by Tanzanians for the creation
of a new "African socialism," a blending of the best of
African tradition and modern ways. For Nyerere, adult
education is a process of helping the adults to expand their
understanding of the world, a process which "activates then,
helps them t6 make their own decisions, and to implement
those decisions themselves."47

In the United States, Carman St. John Hunter is one of
the most visible of the proponents of a social change
4perspective on adult literacy education. She articulates a
social change perspective on the causes of the literacy
problem and what must be done to solve it:

Illiteracy is not an isolated phenomenon. It can
neither be understood nor responded to apart from
the complex set of social, political, and economic
issues of which it is but one indicator. . . .
Poverty is the underlying cause of illiteracy.
Without any proven will or ability to break the
chains of poverty, no government has been able to
make significant progress toward universal
literacy. . . . Literacy cannot be understood as a
remedial program, designed and delivered by
zealous missionaries to those "in need." Rather,
literacy levels will increase where there is
serious commitment to goals of equity and justice
and where the educationally disadvantaged are able
to be involved in shaping their own learning
within the context of reshaping the social,
political, economic, and cultural environment
within which they live. If we are to begin with
programs that promote participation and direction
by learners, that degree of openness can become a
first step toward the larger, more socially and
economically inclusive change that will provide
the basis on which universal literacy can be
realized.48 '
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As described by Fernando Cardenal and Valerie Miller,4®
the Nicaraguan literacy campaign grew out of a struggle for
this kind of radical change. The designers of the campaign
saw literacy as a means of raising the society’s
consciousness about the value of the individual "as a maker
of history, an actor of an“important social role . . . with
rights and responsibilities." With such a philosophical
base, the campaign developed instructional techniques which
required active learner participation in discussions and
reading and writing activities around themes related to
national development. In this process, learners were to be
engaged in transforming reality, committing themselves, and
participating in national efforts for social change. Some
graduates of the campaign were trdined as facilitators of
community learning groups. These groups in turn were
integrated into a larger network of labor and other
organizations which were trying to build a new society. 1In
these efforts, "success came from a commitment of the
spirit" of all involved, as learners and teachers worked as

partners, with the teacher learning to "read from the book"

of the peasant.

In Deschooling Society, Ivan I1lichS5° argues that

schools and other major modern social institutions rob the
average individual of the self-concept and skills needed to
be creative and self-reliant. The resulting dependency of

individuals on central institutions is producing a
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bureaucratic, demoralized society. An educational
alternative should be developed in which learners are
encouraged to define and seek out information and guidance
in the surrounding community. Such a re-orientation of
citizens vis-a-vis traditional centralized sources of
authority would produce a new, more democratic (self-ruling)
society.

In Illiterate America Jonathan Kozol5! calls for a
national adult literacy movement in the United States in
which learners and activists build learning activities
around learner-identified, personally-compelling interests
which are represented in instructional activities in the
form of "dangerous words." Such a learner-centered,
decentralized movement would be housed in non-traditional
neighborhood learning sites easily accessible to -- and
controlled by -~ learners. Learners and instructors would
relate to each other more as partners in a larger struggle
to change the learner’s role in society than in the

traditional top—-down teacher—-student relationship.

In A Look at Illiteracy in America Today —-— The
Problem, The Solutions, The Alternatives, Michael Fox

likewise calls for a shift of the nation’s literacy efforts

toward a new "emphasis on learner-centered goals." 1In this
approach, learners would decide program goals and
strategies, and teach and otherwise help each other in

various aspects of the program.52 For Fox, such learner-
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centered efforts can enable learners to tackle the various
forms of discrimination, welfare dependency, unemployment,
poor housing, and general sense of powerlessness with which

many of them live.

In Critical Teaching and Everyday Life, Ira Shor
describes a similar effort to use remedial literacy
education to promote a critical, creative perspective among
learners. In his experience as a remedial English teacher
of working-class community college students in New York
City, Shor built curricula around learner-identified themes
of marriage and child-rearing, sexuality, self-government,
utopia, school experiences, clothing styles, and even "the
hamburger," a code word for nutrition and the fast-food
industry. Participatory learning activities were developed
on such themes to counter the negative effects of education
and mass media on the learners’ self-image and world
outlook. Shor says:

A pedagogy which empowers students to intervene in

the making of history is more than a literacy

campaign. Critical education prepares students to

be their own agents for social change, their own

creators of democratic culture. They gain skills

of philosophical abstraction which enable them to

separate themselves from manipulation and from the

routine flow of time. Consequently their literacy

is a challenge to their control by corporate

culture.53

In actual practice, the Citizenship Schools operated
during the civil rights era by the Highlander Folk School

are a particularly clear example of a social change approach

to literacy education. These schools were begun by black
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residents of Johns Island, South Carolina, in collaboration
with Tennessee-based Highlander. Highlander had begun in
the 1930s as a training center for labor organizers in the
South. By the }9505, the center was increasingly involved
in training of organizers in the growing civil rights
movement ,54

The Citizenship Schools were begun on Johns Island to
enable local illiterate black residents to read the state
consitution, a requirement for anyone wanting to register to
vote. The program organizers hoped that, along with those
specific literacy skills, more general skills of cooperative
problem-solving could be learned, as well. The classes were
run by local black residents, using meaningful vocabulary
and reading and writing activities taken from the learners'’
own lives and interests. "3ig ideas" were studied in the
words of familiar songs, the United Nations Declaration of
Human Rights, the South Carolina Constitution,55 letters to
family members in the military, money orders, newspapers,
and shopping lists. Learners were challenged to go out and
learn about how their communities worked by, for example,
visiting the employment office to get the name of the
supervisor, the hours the office was open, and information
about how they could apply for work. An organizer recounts;

When they came back the next night, they’d bring

us this information. Then we had dry cleaners’

bags. We wrote the information on dry cleaners’

bags and hung it on a broomstick. They learned to

read those things that were said to them. That’s
one way of teaching the reading.56
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The "final exam" consisted of a trip to City Hall, where
students attempted to register to vote after three months of
preparation.

This program was eventually taken over by Martin iuther
King’s Southern Christian Leadership Conference (SCLC) and
spread all over the South. SCLC saw it as a means of
entering into the community for the purpose of developing
civil rights activities without unnecessarily attracting the

wrath of an unsupportive power structure.57

Learner Participation in Management

Purposes #1 and 2: "efficiency" and "personal development"

Three recent reports on "effective" literacy-program
practices describe examples of learner participation in the
not-strictly-instructional "management" component of program
activities. In all three cases, the arguments provided for
learner participation are presented on grounds of either
"efficiency" 6r "personal development."

In the first such report, Essential Characteristics of

Effective Adult Literacy Programs: A Review and Analysis of

the Research, Miriam Balmuth®8 describes examples of

learners taking active roles in non-instructional aspects of
fheir programs. These examples tend to stress phe positive
impact of learner participation on the efficiency of the

various program operations described. Some of the learner
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participation practices described also are seen as having
positive impact on the learner’s self-image, social skills,
and other areas held important by\advocates of the personal-
development perspective.

To support the vigw that learners have a useful role to

play in the recruitment of other learners, Balmuth quotes

from Mulvey’s Recruitment in Adult Basic Education,

Handbook®°® which claims that successful recruitment of
adult basic skills students in the United States has "relied
primarily upon personal invitation . . . from a member of
the student’s own peer group." .

Balmuth likewise draws on the experience of the
nationally-acclaimed Jefferson County (Kentucky) Adult
Reading Project which found that successful students are, in
some cases, some of the most effective recruiters. "Students
who have successfully completed the program should be used
in recruitment teams to go to areas of need for
presentations concerning their own personal success
stories."60

Balmuth summarizes similar examples from Gladys Irish’s
1980 report, "Reaching the Least Educated Adult":%! "The
combination of door-to-door canvassing and personalized TV
spots involving program participants accounted for the great
majority of enrollees in the program."

Balmuth provides one more example of learner

participation in recruitment in her quotation from
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Greenleigh Associates’ 1969 study of thirteen adult basic
e&ucation programs in New Jersey. Current program
participants "were the best recruiters and . . . word of
mouth was the best recruitment technique."€2

Balmuth argues that a key advantage of having learners
participate in the recruitment of new program participants
is that it provides potential participants with successful
role models and a new hope for what a renewed effort at

education might provide. She quotes from Patricia Cross’

The Missing Link: Connecting Adult lLearners to Learning

Resources:

Those with low educational attainment have
probably had many bleak experiences with
education. If they learned one thing in school it
may have been that they were not good at learning
. + . and that their feelings of self-worth will
not be enhanced by exposing themselves to further
failure. . . . It is not simply a matter of making
information about educational opportunity
available to undereducated Americans, it is a
matter of changing the image of education and
learning -- for individuals and for whole
groups.t3

In Lauren Resnick’s and Betty Robinson’s "Motivational
Aspects of the Literacy Problem," Balmuth finds similar
arguments for the importance for prospective students to
have clear role models in the form of successful students.®4

Balmuth sees intake procedures —- which include initial
interviews, scheduling, and needs assessments -—- as another
area in which learners should be encouraged to be as open
and assertive as possible.®5 In this case, initial

communications between learners and staff are set up to



59

allow new recruits to freely express their concerns and
expectations vis—a-vis joining the program. Through open
communications, learners not only are to feel more relaxed
in the program setting, but are to be clear about what fhey
will -- and will not -~ be able to éccomplish in the
program.

Experienced learners can be of great help to newcomers
during critical initial instructional sessions. These early
experiences in a program can make or break a newcomer’s
self-confidence and interest vis—-a-vis the program. Thus
all concerned with the program need to approach the
recruitment, intake, and initial instructions as if it were
"a journey on eggshells. "66

As an example of how learners can help during this
delicate phase, Balmuth takes another lesson from the
Jefferson County program, which, "in recognition of the
importanqe of the first session . . . arranged for former
students to be on hand to greet new students and remain to
serve as tutors,"67

As a way of reducing dropout rates and absenteeism and
of generally maintaining learner morale and interest in the
program, Balmuth cites two examples. In the first, taken
from the Jefferson County program,®® a "buddy system" was
developed through which a "buddy" would report to the group
any time his or her partner was absent. In the second

example,®? evidence indicated that "participation in
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(program) planning by community members tends to‘result in
significantly higher attendance. . . . The sense of
ownership that such participation implies may go a long way
toward binding the students to the program."

Other meaps identified by Balmuth of assuring regular
attendance include self-help support groups and socializing
activities. She cites evidence from Patricia Cohen Gold’s

Literacy Training in Penal Institutions?’? which identifies

"plateaus of progress" at which "illiterates are at high

risk for dropping out of the literacy program." Gold
recommends "self-help support groups of ABE students to help
deal with the frustration at such times and perhaps prevent
the student from withdrawing."

Regarding the value of providing structures in which
learners can socialize with other program participants,
Balmuth cites evidence from Greenleigh Associates,’! and
Jones and Petry.?’2 Anabel Newman?3 is also quoted as saying
that literacy students "often find much enjoyment in the
social times made available before, during, or after class
time." Sharon Darling”? is likewise quoted by Balmuth as
recommending that reading class should be a "pleasant social
experience” and that the "dynamics of the group be
structured to encourage each student to motivate others to
attend regularly."

Renee Lerche’s Effective Adult Literacy Programs

similarly sees value in involving learners in "support"
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activities, particularly for the benefit of newcomers to a
program. Lerche cites programs which involve current
students "as part of large~group presentations or as part of
small-group ’rap sessions’." Such uses of current or former
students are seen as effective because they have many of the
same problems as new students and "can explain how they deal
with the problems and successfully completed the program."
These personal stories by students "are real and believable
and give new students confidence in the claims of program
staff."” By selecting a cross-section of students to make
presentations,. the planner of an orientation activity can
"address the variety of viewpoints, concerns, anxieties, and
goals that may exist in the audience of new students."75

Lerche also describes the potential of learner
participation in a program’s efforts to develop and maintain
good relations with the community in which it operates:

What happens within the program’s walls also gets

talked about. Rumors about consistent poor

performance by tutors or teachers escape easily

into the community grapevine. But word of mouth

is at its best when the words are from a

"satisfied customer." When this customer is a

friend, relative, or community resident respected

by a potential student, recruitment becomes a

self-generating process.?8

A third major report on effective program practices,

Guidelines for Effective Adult Literacy Programs, describes

additional ways in which learners can actively participate

in program governance and other management activities.

These include serving on the program board or advisory
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committee, as well as recruiting other learners, evaluating
instructional activities, participating in staff orientation
and training, developing program goals, and other
activities.77

David Kinsey cites both "efficiency" and "personal
development" arguments in his call for greater learner
participation in the evaluation and planning of adult

nonformal educationgprograms:

Program clientele . . . may be mechanistic or
narrowly pragmatic in their use of the program
without reflecting on their experience, making use
of its learning potential, or "owning" the
process. Practitioners’ expectations and
assumptions may differ from those of their
colleagues and clientele, and there may be serious
discrepancies in communication. Or again,
discouragement and failures may result in reduced
involvement and energy, a loss of momentum or even
dropouts among practitioners and clientele. . .
Experience has shown that a participatory
evaluation process can serve to remedy such
problems . . . and there are numerous models (of
planning and evaluation procedures) in the
pedagogical and group dynamics literature that
could be made operational for nonformal education

programs. 78

Jon Deveaux’7® summarizes the above forms of and
arguments for learner participation, particularly in group
formats which "build on the fact that adults have already
engaged the world, learned a considerable amount, and
probably taught someone something.”" Peer instruction
"minimizes teacher dependency" and maximizes group problem
solving and "group energy and commitment. . . . People who
teach others develop confidence, self-reliance, learn to do

homework, and come to school regularly." Learner
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participation can have therapeutic value, as in the case of
students who counsel one another, "for who better than they
know" about the problems which their fellow learners face.

Learner participation also

means having students elect representatives to the
program’s Board of Directors, helping students
develop committees to help with building
maintenance, fundraising, curriculum development
and whatever is appropriate for a program. . .
Such activities as bus trips or theater parties
are among the few social events in which adults
who cannot read can participate and not have to
worry about being exposed as an illiterate because
their companions on these outings will be fellow
students and staff and all can help one another.

Purpose #3: "Social Change"

A wide range of theorists and practitioners from the
fields of adult literacy, adult education, community
development, and workplace management have developed
theoretical bases for a "social change" perspective on
learner participation in program management. In Nonformal
Education as an Emgowéring Process, a survey of efforts to
promote socio~political "empowerment" of historically
powerless groups, Suzanne Kindervatter®9 describes a range
of "empowering processes" which support an alternative
vision of socio-economic development. In that alternative
approach to development, popular democratic decision-making
is a key feature.

To define that alternative view of the way that

contemporary societies should be developing, Kindervatter
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quotes Robert Owens and Edgar Shaw®! as saying that the key
to the modernization of society is a restructuring of the
relationship between government and people. 1In that new
order, the people would have a say in policies which affect
their lives. To implement such an order would require
organizing "the mass of people in relatively autonomous
local institutions,”" which in turn would be linked "with
higher levels of the economy and society.” On the political
implications of popular participation, Owens and Shaw state
that
- People can be expected to invest in a modern

economy only when they believe they are part of it

and can benefit from it.s2
Kindervatter likewise says that, as emphasized by Denis
Goulet and Michael Hudson, the amount of control people have
in directing their own society’s development is a critical
development issue. That is, this factor of popular control
is "the difference between being the agent of one's own
development as defined in one’s own terms and being a mere
beneficiary of development as defined by someone else,"83

Kindervatter provides examples of various types of
"empowering processes" which supporf this alternative
perspective on changing society. The community organizing
approaches which she cites vary in the amount of direct
confrontation which they undertake with the power structure.

All of the approaches to community organizing, however,

. + .begin with the people’s interests . . . move
at the community’s pace . . .develop "native"



leaders . . . promote peer support and mutual help
. . . involve cooperative community problem-
solving . . .emphasize discussion methods,
democratic procedures, and action—taking . . .
include an organizer who (facilitates rather than
dominates the process) . . . and (gradually)
transfers initiative and responsibility from the
organizer to the people . .84

Kindervatter likewise describes workplace
democratization efforts in which workers take varying
degrees of control of their work situations. These attempts
at workplace democratization have produced material and
emotional benefits for the employees involved. Such
material benefits have included increased productivity at
the worksite, and emotional rewards have included an
increased sense of ownership and solidarity among workers.
She quotes Daniel Zwerdling as saying that a common outcome
of many such efforts to involve workers in greater control
of their work situations is that employees have learned how
to critically analyze their situations and to develop
suitable corrective strategies. This they have done on
their own initiative, in groups which have in the process
learned that "changes are possible. These skills more than
any single change are perhaps the main accomplishment."85

Not only can efforts at democratizing the workplace
lead to personal changes in the individual workers involved
and to improvements in productivity and other conditions in
the worksite; in s?me cases, efforts at workplace
democratization are aimed at affecting larger social

conditions outside the immediate workplace and individuals
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involved. Kindervatter again quotes Zwerdling:

« « . collectives do not ekist primarily to sell

their specific products, or even primarily to

provide its (sic) members with a livelihood. They

exist to promote and serve as a model for radical

social and political change.28®

Kindervatter then turns to various "participatory
approaches" to adult education, social-science research, and
community development. In these approaches, participants
are encouraged to work collectively to analyze their social
situations, identify solutions to key problems, and take
corrective action where appropriate. These approaches

. « « give people power as decision—makers, not

Jjust "advisors," on all aspects of planning, from

design to implementation to evaluation . . . base

"content" on people’s immediate interests . . .

pose problems which participants themselves solve

through discussion and action—-taking . . . utilize

methods which promote self-expression and dialogue

+ « « recognize the importance of training change

agents according to the same participatory

principles . . . may begin with an imposed

structure but gradually enable people to define

and control their own structure . . .87

All of the above "social change" advocates support
processes in which individuals -- usually in groups —-- work
to analyze and improve their situations. In these
processes, participants to a greater or lesser degree
consciously challenge the constraints imposed on them by the
larger social context. The underlying principles of
participatory decision-making and collective action support
the notion that learners in adult literacy programs should

likewise be encouraged to pérticipate fully in the whole

range of program activities.
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Summary and Conclusion

From the work of a wide range of writers and
practitioners, three major purposes can be identified for
the use of pa}tiéipatory instructional and management
practices in adult literacy education programs. Those
arguing for active learner participation on grounds of
program "efficiency" claim that learner participation is
necessary for the efficient accomplishment of the program’s
reading and writing instructional objectives and management
tasks. Those focusing on the second purpose, "human
development," agree that efficient operations are worthy
goals; they however believe that active learner
participation can also help to develop self-confidence, an
interest in learning, problem-solving abilities, social
skills, and other assets vital to the overall personal
growth of many learners. Those stressing the third, "social
change," purpose argue that it is not enough for educational
activities to be used to treat the technical and personal
needs of the individual learner; rather, education should be
a tool to enable individuals to work collectively to
.transform the fundamental problems imposed on them by the
larger society. Examples of these various arguments are
presented as they have appeared in the literature on

participation, literacy education, community development,
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and management.

Within the field, those supporting the use of
participatory practices ‘will often cite more than one of the
above purposes as goals of their work. At the same time,
some learner participation advocates intentionally or
unconsciously take a relatively more "purist" line in which
they focus on only one of the purposes. Some participation
advocates might, for example, avoid considering social
change as a purpose because of the politically sensitive
implications associated with arguments for social change.
Others might reject "efficiency" arguments on the grounds
that learners need much more in their lives than just being
able to "read better." Given these difference within the
range of supporters of learner participation practices, it
can be said that there does exist a participatory approach
to adult literacy education, but that those advocating this
approach can vary considerably in the purposes which they

see active learner participation serving for the learner.
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CHAPTER III

LEARNER PARTICIPATION: AN INCREASINGLY POPULAR IDEA
IN THE U.S. LITERACY FIELD

The previous chapter establishes that there are at
least three categories of reasons for wanting to put
learners in active roles within literacy program contexts.
This chapter looks at how these rationales are actually
being put into practice within the various segements of the
U.S. literacy field. To accomplish this, the chapter
presents the findings from a national suggestive survey
which identifies the forms, users, and extent of learner
participation practices within the field.

This survey is significant in that there appears at
present to be no equivalent survey information in the
literature on learner participation. Due to its
significance, the large amount of data generated by the
survey is presented in a fair amount of detail, thus
producing a lengthy chapter. For the sake of clarity, the
chapter is divided into three sections.?!

The first section defines who "the U.S. literacy field"”
is by describing the learners, practitioners, and support
organizations who make up the field. The second section
presents a detailed description of the practices which have
actually been developed to date as means for fulfilling the
learner participation purposes identified in Chapter II.
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The final section provides an estimate of how commonly these
various participatory practices are being used within the

various segments of the field.

SECTION I:
THE MAKE-UP OF THE ADULT LITERACY
FIELD IN THE UNITED STATES

The Learners

Estimates vary of the number of "adult illiterates"
currently living in the United States.2 When 1980 census
data are applied to the most commonly-used measure, the
Adult Performance Level study® estimates that 27'million
adults? are functionally illiterate. That is, they are not
able to apply basic reading, writing, and related thinking
skills to tasks considered by the study to be commonly faced
by adult Americans. That study also estimates that another
45 million American adults are only "marginally literate,"
in a grey area between functional illiteracy and an
acceptable levelvof literacy. Every ethnic group and
geographic area, and both genders, are represented in those
figures. However, members of minority groups are
disproportionately highly represented in the illiterate
population. These same minority populations tend to also
have high incidences of unemployment and other social

problems, a fact which is seen as making attempts to deal
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with the illiteracy problem that much more difficult.$

Of that estimated number of U.S. adults with low levels
of literacy skills, only 4 to 5 percent are currently
enrolled in remedial education programs. Those that do
enroll and succeed in improving their skills in some way
tend to come from the "cream" of the pool of illiterates.
Others, presumably, lack the motivation, self-confidence,
life-supports, or program opportunities which they would
need to enroll in and achieve something in a literacy
program. Many of those who do enroll in programs drop out
because the right combination of supporting factors is
lacking. Many who do not enroll, as well as many who do
Jjoin programs, get additional help with their literacy needs
through informal, ad hoc help from relatives, friends,
neighbors, co-workers, and local institutions, although this
informal tutoring tends to be sporadic and in response to
specific literacy needs. As such, this informal help
generally doesn’t build the full range of literacy skills

required for full literacy.®

The Literacy Providers

Apart from this informal help given to American
"jlliterates," there is a wide range of more-formalized
programs which aim at helping that population to improve

their literacy skills. These programs follow a variety of
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instructional approaches and formats, and they frequently
are based in more than one institutional setting. For
éxample, a program operating in a prison might be funded by
a state Adult Basic Education office, use volunteers from a
local church as tutors, and have special services for
immigrant prisoners with limited proficiency in English.
Such a program could therefore qualify as a "correctional"
program, an "Adult Basic Education" project, a "volunteer"
program, an effort of a "religious" group, or a "minority
languages" program. With that as a qualification, the
following section presents a brief overview of existing
literacy programs, organized by major sponsoring

institutions and/or target population.

Adult Basic Education (ABE rograms

Begun in 1965 by the U.S. Department of Education, this
network of 14,000 local-level programs provides English-
language basic skills instruction through the high-school
equivalency level for about 2.6 million adults each year.
The program is supported by a combination of federal funds
and matching state and local monies.

At the state and local levels, ABE programs tend to be
managed by either school systeﬁs or community colleges. The
41,000 paid ABE instructors frequently work on a part-time
basis, and most have been trained primarily as elementary ‘or

secondary school teachers, with limited specialized training
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in adult education per se. Instructional activities are as
a rule organized in a fairly traditional "class" format,
often using commercially-prepared adult education texts.
This relatively formalized curriculum is dictated in some
cases by funding sources which require standardized testing
of students as a requisite for additional funding.

The ABE student population is divided equally between
native English speakers and an immigrant population which
participates in English-as-a-second-language activities.
Aprroximately 25% of ABE students are at an advanced level,
preparing for the high~school equivalency examination; the

remainder of students have lower-~level skills.?

Volunteer programs

Recent national public awareness campaigns have been
pushing the notion that, if you want to help solve the
American illiteracy problem, "All you need is a degree of
caring." That is, average citizens can help eradicate
illiteracy by volunteering their time to serve as volunteer
tutors.

In fact, large numbers of Americans have been
volunteering their services for years, primarily under the
direction of the two major volunteer organizations, Laubach
Literacy Action (LLA) and Literacy Volunteers of America
(LVA). Founded with the name National Affiliation for

Literacy Advance in the late 1950s and as the domestic
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branch of Laubach Literacy International, LLA trains,
certifies, and supervizes 50,000 tutors who work with 60,000
adult students. These tutorials are carried out in 500
local literacy councils in 21 states nationwide. Founded in
1967, LVA likewise prepares and supplies volunteer tutors in
267 local-level programs in 34 states, with 20,000 tutors
working with 21,000 adult students. Both LLA and LVA have
developed their own inst;uctional materials. These
materials have, to date, been designed primarily for use in
one—-to-one tutorial sessions, although both orgﬁq;zations
are now developing the use of group-instruction formats as
well.

While L;A and LVA represent the largest numbers of
volunteer tutors, an additional unknown number of volunteers
work with various types of literacy programs not directly
affiliated with the two national organizations. The overall
number of volunteer tutors has increased greatly in recent
years, largely in response to public-awareness appeals which

focus on recruiting of volunteers.®

Community based organizations

A third, often overlooked, segment of the literacy
field is that of the community based organizations (CBOs).
Just what is meant by this term varies according to who is
using it. As used by some, CBOs in effect include any

organization which operates from a facility located in a
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community.

Others, however, argue for a more precise definition.
The Association for Community Based Education (ACBE) has

defined the term as follows:

. groups set up to serve a given geographical
area and constituency -- usually urban or rural
poverty communities, and the educationally,
economically and socially disadvantaged. They are
formed by their constituencies -- including . . .
ethnic, racial and cultural minorities —- to meet
specific needs that exist within the community.
Their goals inevitably go beyond the mere
provision of educational services to missions of
individual and community empowerment. They often
link education to community development
activities. Their methodological approaches are
non-traditional, to meet the needs of those whom
traditional education has failed, and learner-
centered, focused on helping people meet
objectives they themselves set in response to -
their own needs.®

ACBE, which serves as the primary national voice for
these programs, and others argue that such a definition is
necessary to distinguish the special features of CBOs, and
to in effect give credit where credit is due: to those
organizations which have made the special efforts to
integrate themselves into the needs and structure of the
community.

If we accept ACBE’s definition, it is difficult to
determine with any precision the numbers of CBOs providing
literacy services. This is due, in part, to the
"alternative" nature of those organizations and their
reluctance or lack of interest vis-—-a-vis being part of the

normal networks of literacy providers.
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The difficulty in determining CBO numbers is also due
in part to the fact that many CBOs are not primarily adult-
literacy providers. Many came into existence to serve other
community needs, including job-counseling, child care,
women’s counseling, civil rights advocacy, or voter
education. In many of these cases, literacy instruction was
tacked on as a secondary activity, and it might later have
become a primary activity as needs and interests became
apparent. Recogﬁizing the difficulty of identifying
community based organizations providing adult basic skills
services, ACBE estimates their number to be 3500 to 7000
nationwide, with 600-700,000 persons currently being

served.l0

Colleges and universities

Colleges and universities are, through the remedial
programs they provide to their own students and to members
of the surrounding community, one of the larger segments of
the U.S. literacy field. The community college, in
particular, has historically provided educational services
to populations with lower levels of educational achievement
than those served by four year colleges and universities.

As such, the community college has had to deal with incoming
students (up to one half of entering students, by one
estimate!!) whose basic skills are sufficiently weak to

require remedial help.
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Although precise figures for enrollment in these
classes are not available, at present the U.S.’s 1,219
community colleges are the country’s second largest provider
of basic skills instruction. Four-year institutions also
provide similar remedial help to their own students, and all‘
of these higher institutions provide additional services
through special adult education programs operating in nearby
communities, factories, and other sites. 1In fact, in .
Wisconsin, Iowa, North Carolina, Oregon, and Washington
State, the community college systems are the sole vehicle
for provision of the federally-funded Adult Basic Education
services described above.!2 1In ten other states,?3
community colleges provide a major share of the respective
states’ ABE services. Nationally, there is a general
movement toward shifting of ABE services from school
settings to community college settings. This is being done
on the grounds that schools are, for many potential adult
learners, associated with failure while, "going to college"
carries a certain prestige and colleges are therefore seen

as more appropriate contexts for adult learning activities.

Employee programs

Employers have increasingly been urged to consider how
functional illiteracy within the workforce affects the
productivity, safety, promotability, and morale of

employees.!¢4 In response to such perceptions, and out of a
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need to maintain good employee relations, employers have
established various forms of remedial education programs for
their employees. These programs vary in form from simple
referral s&stems to more sophisticated programs. 1In the
former, employers simply refer workers to existing remedial
programs in the community. 1In the latter, companies either
work with educators from the community or hire training
staff of their own to set up programs for the employees on
or off company premises. Many of these latter programs use
standard adult basic skills curricula commonly found in
programs nationally. However, in a minority of these more
elaborate programs, special curricula are designed which
relate the literacy instruction directly to the literacy
requirements which‘the employees face in their jobs.

These employee programs are sponsored by three
categories of funding sources: employers (both corporate and
ﬁon—corporate), unions, and job-training programs.' In the
first category, an estimated one quarter of the 210,000
largest U.S. companies include remedial basic skills
education in their training programs. Polaroid Corporation,
Blue Cross/Blue Shield of Massachusetts, the major
automobile manufacturers, and other companies have operated
programs for a number of years, and a growing number of
other companies are showing an interest in doing so.

Non-corporate employers, most of whom are state and

local governments, have likewise begun to establish remedial
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programs for their employees. The Kentucky state government,
for example, offers a ten percent pay raise to state
employees who earn their high schoql equivalency
certificates. Maryland Highway Department workers
participate in remedial education programs conducted by
state adult education staff in Department sites around the
state. The Civil Service Employees Association, which
represents 300,000 state employees in New York, has
developed a remedial education program to be aimed at the
estimated 39 percent of its members who have reading skills
below the eighth grade level. A growing number of city and
state agencies have helped to organize conferences and
research projects around the issue of workplace literacy;
these efforts normally promote programs not only for
corporate employees but for public—séctor employees, as
well.

Labor unions have also become increasingly active in
setting up remedial programs for their members. One
interpretation of this interest is that unions realize that,
in an age of wage freezes and cut-backs, they can no longer
so readily provide wage increases as they once did. The
unions thus look for other, more obtainable benefits to
provide to members, and educational programs are seen as one
such benefit.!5

Whatever their motivations, a number of unions have

begun new basic skills efforts, or expanded existing ones,
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since the early 1980s in particular. Thesé include the
programs run by the United Auto Workers in partnership with
the auto manufacturing companies. These auto-worker
programs are an outgrowth of contractual agreements in the
early to mid 1980s by which educational funds were created
under joint control of the unions and the respective
companies. These funds provide for a range of educational
services for union members, and a large number of remedial
programs have subsequently been established in auto plants
nationally.

Other union-based efforts are those run by the eight
unions participating in the Consortium for Worker Literacy
in New York City. Eight local unions currently provide the
range of basic skills services to 4000 union members in the
city whose occupations include garment workers,
exterminators, custodians, and others. This instruction is
generally provided in collaboration with local educational
institutions. In many cases, the instruction is linked
directly to literacy skills required in jobs which the
members currently hold or would like to apply for. A
similar union consortium has now been started in Boston, and
other individual unions, including the Seaman’s
International Union in Maryland and the hospital workers
union in Philadelphia, operate remedial programs for their
members. The AFL-CIO estimates that a growing number of

labor unions nationally are now providing some sort of basic
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skills training for their employees. This growing interest
is in response to the need to provide help to displaced
workers and to the large numbers of new immigrants within
some unions. Figures for numbers of union members involved
in remedial programs are not available, largely due to
inadequate resources for research.l®

A third category of "employee" programs is that of the
remedial basic skills programs which are part of job-
training efforts for out-of-school youth and older adults.
The vocational training field has historically swung back
and forth between two views of where vocational training
should focus its attention.' One perspective holds that
unemployed populations can benefit most from "hands-on,"
practically-oriented vocational training in such skills as
carpentry, food-preparation, and health care. The
alternative perspective argues that a broader training is
needed which focuses on providing a foundation of generic
reading, writing, mathematics, and problem-solving skills
which the trainee can in turn apply in a wide range of
occupational settings which might emerge in the future.
Recent federal legislation seems to support the latter view,
and the large bloc of job-training programs funded through
the Job Training and Partnership Act are now being required

to more fully integrate basic skills into their vocational

training efforts.17?
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Correctional institutions

Currently, 700,000 adults are incarcerated in 47
federal, 6500 state, and 3500 local-level prisons and jails
in the United States. An estimated 50 percent of inmates in
state and federal institutions are considered to be
functionally illiterate.

In the largest bloc of prisons, the 6500 state prisons
and related facilities, the quantity and quality of basic
education programs vary. In 1983, less than 12 percent of
state prisoners had access to basic and vocational education
opportunities, and, in the words of one report,

. . in a few state prisons education programs

are highly developed, in most they are meager at

best, and others range in between. In many

instances, what is reported as "a program" may be

no more than a workbook handed to a prisoner to

use in his or her cell and an occasional meeting

with an instructor.i8

Another report claims that a key factor which shapes
the quality of prison programs is that of the philosophy of
the program:

Is (the program) intended as a means of

maintaining order and control, an antidote to

debasing idleness, a way to help reduce recidivism

rates, or of seeing to human needs a civilized

society considers basic?!9

The executive director of the Correctional Education
Association claims that, because "there is no central agency
responsible for gathering information about corrections

education, . . . it is extremely difficult to get a handle

on the whole picture."20 As in most other segments of the
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literacy field, additional resources are called for to
identify and develop effective means of overcoming the
special problems of the population being served. These
include inmate movement and turnover, lack of motivation
among inmates, and lack of opportunities outside the prison

walls.

Minority language programs

Up to one million persons, including undocumented
aliens, enter the United States each year from other
countries. Many of these immigrantslnot only do not speak
English, but are illiterate in their own languages, as well.
Hispanics, the largest bloc of the immigrant population, are
estimated to have ﬁ functional illiteracy rate of 56
percent.2l

A conglomeration of educational programs attempts to
provide English as a second language (ESL), basic education
in the native language (BENL),22 vocational, and other
services required by immigrant groups. These organizations
include virtﬁally all of the other literacy-providing
organizations listed in this section which include
immigrants, and some native-born Americans who come from
non—Eﬁglish-speaking households, in the populations they
serve. Other organizations which sponsor programs designed
exclusively for this population include the Office of

Refugee Resettlement within the U.S. Department of Health
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and Human Services,23 the U.S. Department of State’s
programs in overseas refugee camps,24 and a limited number

of Migrant Education programs aimed at migrant workers.25

Libraries

The public library is one public institution which has
become centrally involved in many community and state-level
literacy efforts. Of the 15,000 public libraries
nationwide, an estimated 500 are currently providing some
sort of literacy service. In most of these cases, libraries
provide space where tutor-training and actual tutorial
services are provided. Libraries also provide reading
materials and refer community residents to other appropriate
educational services within the community. Libraries
frequently spearhead public awareness activities aimed at
increasing the community’s interest in reading. Some of
these libraries allocate funds for one or more staff persons
who are in charge of these literacy-related efforts. In
many cases, libraries work with local LLA, LVA, or other
literacy agencies to carry out these activities.

Libraries are seen as being particularly attractive to
non-reading adults because they lack the stigma that the
"school" setting carries for many adults lacking in basic
skills. That is, non-reading adults might not mind being
seen going into a library as much as they would mind being

seen going into an adult basic education classroom. The



e e g - =

92
library has the public image as a place for intelligent,
literate activities, while the adult basic education program
is often seen as a place for failures.

This involvement of the nation’s libraries is largely
an outgrowth of a push by the American Library Association
(ALA). Since 1977, the ALA has encouraged its member
libraries to establish remedial programs. ALA activites
during this period have included dissemination of a
literacy—-program guidebook and the training of 1000
librarians in methods of establishing a library-based
literacy program. The ALA also spearheaded the creation of
the national Coalition for Literacy. Library efforts have
also been encouraged at the national level through federal
Library Service and Construction Act literacy grants.
Literacy efforts at the state level have been developed in
California, Oklahoma, Illinois, and other states through

similar library-literacy grant programs.Z28

Religious organizations

Historically, religious organizations have played a

central role in educational efforts around the world,
including the establishment of literacy programs in Third
World countries.2?7 In the United States, religious-sector
involvement has been less obvious, as the field has been

more dominated by the above types of organizations.

.Nonetheless, congregations of individual churches and other



93

reiigious organizations have been actively involved in many
of the above efforts, particularly in the volunteer literacy
realm.28

The religious group which has been most visible in
literacy efforts nationwide is Lutheran Church Women, based
in Philadelphia. LCW has a small Volunteer Reading Aides
staff which provides training to a small number of LCW
affiliates nationally. These affiliates in turn are
normally integrated into a LLA, LVA, or other existing
literacy organization in their respective communities. LCW
also provides staff training to other, non-affiliate groups
nationally, and generally serves an advocacy role in which
it presents adult literacy.as an issue of "social
Jjustice,"28

Other national religious groups involved in literacy
efforts are the Southern Baptist Convention3°? and Women's
American Organization for Rehabilitation through Training.3?
The former group links its literacy work to its evangelical
efforts. The latter organization is a national Jewish job-
training service network which has since 1985 made literacy

a focus for its affiliate organizations in its central-south

region.

Military programs

Military personnel in George Washington’s time received

rudimentary literacy training,32 and the U.S. Armed Services
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have continued that tradition to the present day. As
technologies and technical training requirements have become
more complex, remedial basic skills programs have become
more common within the military. This training has
increasingly shifted from a focus on general literacy skills
to one which prepares personnel for the liteyacy
requirements of specific military jobs. One unpublished
Navy. study conducted in 1983-84 indicated, for examplé, that
more than 20 percent of recruits were unable to read at the
ninth grade level, considered to be the minimum level
required for dealing with technical manuals.33

By the early 1980s, 210,000 military personnel
participated in an estimated 59 million hours of remedial
instruction each year, at a cost of'$70 million. In
addition to more-traditional classroom formats, several
special basic skills programs have been developed.34 These
include projects which rely on such electronic technologies
as computer-assisted instruction, video discs, and hand-held
computer "tutors."35 The U.S. Department of Education has
stated its intention of disseminating this military
experience to the rest of the literacy field, as dictated by

federal technology transfer policies.

Services for the disabled

According to one estimate,as‘fifteen percent (or 27

million) of Americans over the age of 16 can be considered



a5

disabled. These disabilities consist of impairments in
mobility, sight, and hearing, as well as learning
disabilities, mental retardation, and mental illness. Forty
percent of that population has not finished high school, a
figure nearly three times higher than the equivalent figure
(15 percent) for the general population. Members of the
disabled population are also twice as likely to fall below
poverty levels than the general.population.37

Of the 2.6 million adults participating in federal ABE
programs in 1984, approximately 5 percent were disabled.38
An additional unknown number of disabled adults participate
in non—-ABE programs. Educational services provided to these
adults include the normal range of reading, writing,
mathematics, and ESL instruction found in ABE programs. In
addition, special courses related directly to managing
specific disabilities and other vocational and counseling
services are provided.

Advocates for educational services for disabled: adults
argue that disabled adults are a neglected minority in terms
of basic skills education. This population has a greater
need for services and is in fact under-represented in basic
skills programs. It is also argued that a good number of
adults currently enrolled in literacy programs are in fact
learning disabled or have visual or auditory handicaps, but
that programs are not aware of the presence of those

disabilities or are incapable of diagnosing them and dealing
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with them in an appropriate way.39

The particular question of how prominently learning
disablilities contribute to the current problem of adult
illiteracy is a matter of continuing debate. Estimates for
the frequency of learning disabilities in adult illiterates
varies from 50 percent to much lower figures. The bulk of
work in the area of learning disabilities has to date
foéused on child populations. Additional work is necessary
to not only define the extent of the problenm but to clarify
how remedial instruction methods developed for learning
disabled children can or cannot be adapted to adult

populations.4©

Proprietary programs

Proprietary programs are the for-profit training
programs which historically have focused on short-term,
vocational training objectives. Within this realm there is
an unknown number of programs which focus on remedial
education (especially GED) and ESL training. Some of these
programs market their services in particular to company-
sponsored employee education programs. Data on the number
and effectiveness of these programs are not available,
although proponents of the programs argue that, to remain in
business in a competitive marketplace, the programs have to

be sufficiently effective to keep their customers coming

back.4?
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The Support Organizations

Intertwined with the above service providers is a range
of "support organizations" which are charged with providing
the field with such basic resources as planning and
coordination, advocacy and public awareness, training,
research, funding, and various forms of in-kind supports.
Organized by the functions they serve, these support

organizations are described below:

Planning and coordination

Each of the above—described categories of literacy
providers has mechanisms for planning and coordinating the
activities of its individual member agencies. In addition,
there are considerable efforts at local, state, and national
levels to coordinate the work of these various agencies.

. These organizations are normally also charged with
increasing resources for the field via public awareness and
advocacy activities, as well.

At the local level, Philadelphia, New York, Boston, and
other cities have established formal agencies within’city
government to coordinate the work of the agencies providing
literacy services. These urban planning efforts are to some
~degree linked by the Urban Literaéy Network?2 and otherwise

given moral support from the U.S..Conference of Mayors¢3 and
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the National League of Cities.44

At the state level, nearly half the states have
instituted some form of mechanism for coordinating their
respective literacy efforts. These stat; bodies have in
turn been working with the Education Commission of the
States,%5 the National Governors Association,4® and other
groupsi? of state officials to bring additional support to
the literacy cause from high-level state éolicy makers.

At the national level, the Coalition for Literacy4®
consists of more than a dozen national organizations
representing the above—described segments of the literacy
field. Much of the Coalition’s effort has gone into a media
literacy awareness campaign launched in late 1984. This
campaign has in turn overlapped considerably with the
Project Literacy U.S. (PLUS) campaign launched by the
American Broadcasting Company and the Public Broadcasting
Service?? television and radio networks in 1986. PLUS
aimed, initially, at creating local level "task force"
coalitions to tie together and expand literacy services
within communities nationwide. With those services in
place, PLUS then aimed at increasing public awareness of the
adult literacy issue via a series of documentaries, news-
show segments, public service announcements, and other
program formats. Viewers were invited to contact their
local task forces or service providers to sign up as

volunteers or as literacy students.
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Most of these agencies aim, to some degree, at
integrating literacy activities with other existing social
services. Although the make;up of most of these bodies
consists primarily of representatives from the literacy
providing agencies, there are normally efforts to include
non-literacy "types"lin the work of these groups. These
"types" include public policy makers; job-training
personnel; leaders of business, religious, and ethnic
organizations; and political figures. This is normally done
by including those representatives as members of the groups
or, in some cases, by organizing special cooperative
activities between the coordinating agency and an outside

agency.

Funding and in-kind assistance

The largest single bloc of adult literacy funding comes
from the federal and matching state funds filtered through
the Adult Basic Educatiop system described above. Other
governmental funding sources include the federal refugee and
immigrant education programs, public libraries, correctional
institutions, military programs, job-training programs, and
handicapped services described above. In recent years, as
demand for services has grown and public funding has tended
to remain.at the same level, the literacy field has
increasingly turned to the "private sector" for resources.

This private sector includes corporations, foundations,
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and voluntary groups. These private sources provide not
only financial contributions to programs, but a wide range
of "in-kind" help, as well. This in-kind assistance takes
the forms of technical_advice, voluntger tutors, printing
services, free meeting space, computer equipment, and other
material aid needed to keep a program going. There is at
present no way of estimating the amount of such private
sector aid going into the literacy field, although the
number of companies involved appears to be growing. This
increase is apparently due to the increased public awareness
coverage given to the literacy issue, as well as to the
increase in direct appeals to private sourcesvfrom

individual literacy organizations,5°

Research

Darkenwald5! and Harman52 have found that much of what
passes for research in the adult literacy field is anecdotal
and not particularly systematic in nature. The more
systematic research that does exist tends to be seen by many
practitioners as academic and irrelevant to practitioners’
everyday concerns.

Whatever its merits or lack thereof, most literacy
research has come primarily from federal and state planning
bodies or from university-based educational research bodies.
The Adult Performance Level study,53® the Nationmal Adult

Literacy Project studies,®4 the studies disseminated by the
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ERIC Clearipghouse on Vocational and Adult‘Education,55 and
the National Assessment of Educational Progress studiess®
are examples of federally-funded literacy research projects,
many of which, in turn, were based at university research
institutions. The planning documents prepared by local and
state level literacy planning agencies are other examples,
normally aiming at generating support for literacy efforts
at those levels.57

Beyond the question of how relevant these studies are
to practitioners, there is an ongoing concern within the
field regarding how the results of these studies are
disseminated and used. Currently, many of these studies are
disseminated primarily in book form, which are beyond the
budgets and time available to many literacy personnel.
Calls are thus made within the field for practically-
oriented research which in turn would then be made widely
available to practitioners and policy makers through

training, concise publications, and other mechanisms.

Training

As in the case of research, the training provided to
adult literacy personnel is often criticized as being of
limited relevance, of limited quality, or nearly non-
existent.58 In the case of the full- or part-time
professionals, what training is given is commonly provided

in the estimated 65 college-based adult basic education
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teacher training programs nationwide.59 Many of these adult
education programs have only limited ranges of courses
related specifically to adult literacy per se.

In response to the demand for tutor-training generated
by PLUS, the volunteer agencies have responded with a major
increase in training activities. These normally consist of
short pre-service courses and brief in-service training

sessions .60

The training of both professional and volunteer
practitioners frequently focuses on a selected teaching
method, without a broader consideration of alternative
instructional approaches, management practices, and the
array of social and political issues which affect the course
of literacy efforts. The limited quantity and quality of
the training provided to literacy practitioners is of

concern to many observers of the field.8!?

Instructional mateeials

The instructional materials used in the range of
literacy programs come from both commercial®2 and non-
commercial®2 sources. They take the forms of not only the
familiar textbook ‘ormat but teacher~ and student-produced
materials, computer—assisted instructional software,®6¢ and

video and audio presentations.6%
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SECTION II:
FORMS OF LEARNER PARTICIPATION PRACTICES

Chapter II presented a range of opinions on the
purposes served by "participatory" instructional and
management practices. These practices are seen as an
alternative to the more common, "traditional" approaches
which tend to dominate the field. 1In the case of
instruction, the more common approach is that of "programmed
learning,"” in which the learner is expected to master
information provided by the instructor. In the case of
management, the learner has historically been seen more as a
client in an operation controlled by paid or volunteer
program staff. In reality, most programs have elements of
both traditional and participatory approaches, although the

traditional approaches tend to dominate most programs.6®

Participatory Practices Within
the Instructional Component

Literacy programs have established a variety of
practices which aim at expanding the learner’s role in what
has traditionally been seen as the 6instructional" component
of literacy program activities. This instructional
component is here further divided into "planning and

evaluation" of instructional activities and "implementation"
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of those activities. Within each of those aspects of the
instructional process, participatory practices have been

developed, as described below:

Planning and Evaluation of Instruction

Planning of instruction

In programs which consciously attempt to involve
learners in planning of instructional activities, learners’
roles range from selecting topics, materials, and activities
designed by others, to developing topics, materials, and
activities on their own or in collaboration'with others.

Tﬁe latter roles provide the learner with relatively more
reponsibility and control in the planning process. In both
cases, however, the learner has a more active role than in
the more familiar, "programmed learning" situation in which
learners are handed a prescribed set of topics, materials,
and activities which they are expected to master in order to
fulfill instructional objectives pre-determined by program
staff.

- Three common approaches to literacy instruction foster
either the above—-described "selecting" role or "developing"
role (or a combination of both) for the learner. 1In the
competency-based approach, the learner is sometimes
encouraged to identify topic areas which have personal

meaning, particularly those areas in which the learner feels
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that improved reading and writing skills might be of some
help. Once a particular competency area has been
identified, the instructor commonly then brings in prepared
materials and activities which learners are helped to
incorporate into their thinking, as a way of helping them to
develop a "competency”" in each of the selected areas of
interest. The amount of input which learners have in
competency-based progranms varies considerably. In some
cases, learners merely choose from a prepared "menu" of
topics, while in other cases learners are encouraged to come
up with topics entirely on their own.

In the language-experience approach to reading and
writing instruction, learners not only identify topics of
personal interest and select existing printed materials,
such as sports news or romance stories, around which to
practice reading skills; they also develop their own written
materials by preparing essays, poems, stories, reports, and
other written materials around those personally-meaningful
topics. The learners’ role in this case is thus not only
one of "selecting" from among prepared materials but
actually developing their own written materials.

A third approach, here termed the social change
approach, resembles the language-experience approach in that
it encourages learners to both select from existing
materials and to develop their own written materials. The

social change approach differs from the language-experience
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approach, however, in the stress which the social change
approach places on enabling the learner to develop a
socially critical consciousness along with what are
considered the more mechanical aspects of reading and
writiag skills.®7

In practice, some programs use a mixture of these
instructional approaches. A program with a "social change"
perspeétive might in some cases take a more "competency-
based" approach when focusing on a particular topic area
expected by a funding source or an examination board. 1If
for example students in a program want to pass a citizenship
test and that test requires ‘the student to be able to
answer specific technical questions about the U.S.
Constitution, a social change practitioner would very
possibly use a prepared study guide as an instructional
material for those students. A competency-based
practitioner would be less likely to use a social change
approach to planning the curriculum, as a social change
approach by definition requires a particular political
perspective which practitioners adhering to a strict
competency-based approach are nof likely to have.

In programs using one or more of the above approaches,
learners are encouraged to actively participate in planning
and evaluating their instructional activities in a variety
of ways. For example, some teachers in the ESL program at

New York City’s Riverside Church have adapted Charles
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Curran’s "Counseling-Learning" approach®® to allow
personally-meaningful topics to emerge from the language
used by the immigrant participants. In their initial
meetings, learners sit in a circle with a tape recorder and,
with the teacher’s help, conduct a conversation with their
limited English-language skills. Using the tape of their
conversation, the instructor then goes back through what was
said, phrase by phrase, having the learners repeat their
respective contributions. From these initial discussions
emerges a record of the verbal English skills which they
have already developed, along with personal themes and
language needs around which further exercises can be
developed.

At The Door, a multi-service center for youth in
Manhattan,®9 staff historically encouraged learners to
develop critical thinking skills. Critical thinking is
defined by one staff member as "the art of asking questions,
not taking anything for granted." These skills are developed
along with more-mechanical reading and writing skills by
posing a "Question of the Week" around which learners write
essays. These questions aim at "problematizing" various
current issues, in a way which is to challenge the learners
to develop their abilities to look at various sides of the
reality which they faced on a day-to-day basis, as well as
issues of larger, global concern. For example, for the 1985

"International Year of Youth," learners were asked to
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respond to the question "If you could write to any
international leader, who would it be and what would you
say?" Another social issue, that of education, was dealt
with via the question "If you had the chance to create your
own community-based school, what would it look like?" Other
questions focused on more-personal experience, such as
"Where did you grow up?" and "What street games do they play
in your neighborhood?" After a year of such staff-developed
questions, however, learners themselves showed an interest
in developing their own questions. 'In response, staff asked
learners to write five questions of particular personal
importance. The resulting learner-produced questions tended
to focus on more-immediate -- rather than global --
concerns, like drugs, housing, and jobs.

At the Continuing Education Institute outside
Boston,7° new learners are asked to analyze what they have
already learned in their jobs and in their lives. 1In this
way, learners identify positive skills upon which additional
reading and writing instruction can be based. The learner
writes an essay on each of the personal skills identified
and in turn is given credit toward a high school diploma for
each essay which demonstrates writing and technical skills.

At the Push Literacy Action Now (PLAN) program in
Washington, D.C.,7! learners are told from the start that
they are expected to help develop the curriculum. To do so,

learners select materials from the program’s resource center
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and every eight weeks work in groups to set their own
learning goals -- as a group and as individuals.

In the remedial "English 001" course at the Staten
Island campus o% the City University of New York,72 students
are asked to prepare lists and essays identifying themes of
personal importance to themselves. The instructor then
organizes thosevthemes into groupé and asks the students to
prioritize them by vote, according to level of concern. In
the fall 1986 semester, drugs, sex education, and abortion
were the three areas of greatest concern. Reading and
writing activities are then based on those student-
identified themes.

In the LVA "Read All About It" program,?3 learners are
encouraged to identify fopics of personal interest to
themselves. Tutors are then expected to find corresponding
reading materials in local newspapers, and the tutor and
student practice reading those selected materials.

The ESL program of the Literacy Volunteers of Northwest
Suburban Cook74 (in Buffalo Grove, Illinois) uses a
combination of standard curriculum materials, outside
speakers, and materials identified by students themselves.
Those student-identified materials have included motorcycle
manuals and menus from restaurants where students work.

The Illinois ESL/Adult Education Service Center?$S
advises ESL instructors to use a "mapping" technique with

learners as a way of eliciting themes around which language
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activities can be based. Learners are to draw a map of the
community sites where they carry out their daily activities.
A tfpical map might thus include a grocery store, bus stop,
friend’s house, work site, home, school, and post office.
Each learner is then interviewed by the instructor and by
fellow students, to elicit information on such personal
interests as the make-up of their families, what they do at
their jobs, and where and how they typically are expected to
use English. Through such exercises, learners identify

themes which serve as the basis for subsequent discussion.

Evaluation of instruction

Not only are learners in these and other ways being
encouraged to actively participate in the initial planning
of instructional activities; they are aléo being given the
opportunity to evaluate those activities. Bronx Educational
Services,7’® for example, encourages regular, informal
feedback from learners with such questions as "How do you
feel about this?"

The Jefferson County Adult Reading Program?7 has
students meet weekly with the professional teacher who
supervizes the program’s volunteer tutors. In those
sessions, students assess their progress and modify their
learning plan.

In the remedial program at the Ford Motor plant in

Ypsilanti, Michigan,78 learners keep records of their
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attendance and of the materials which they have read and
written. They are also at regular intervals asked to record
anecdotes about experiences inside and outside the class.

In all of these cases, the learners are in effect being
encouraged to take responsibility for, and think critically
about, their own experiences in the program.

At The Door in New York City,7° learners have been
asked to record their respectivé assessments of the various
computer software packages being used in the program. These
assessments were entered directly into the students’
personal computer journals, and eventually reviewed en masse
as part of a year-long participatory evaluation of those
software products.

Project Second Chance, at the Contra Costa County
Library in Californi$,8° has been developing an evaluation
system %n which students will telephone other students to
ask them to confidentially identify problems and elicit
suggestions for how the program can be improved.

At Push Literacy Action Now,8! learners sometimes make
decisions about such sensitive topics as whether a
particular learner should be allowed to remain in the class.

In many programs, learners are encouraged to give input
into decisions about such logistical concerns as program
schedules.82 Students also plan such special educational

activities as guest speakers®3 and field trips.84
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Implementation of Instruction

In addition to planning and evaluating fheir prograns’
instructional activities, learners are taking active roles
in the actual implementation of instruction. These
"implementation" roles can be grouped under the headings of
"learners as teachers,"” "learners as writers,"
"participatory reading activities," "field trips," and

"learners as artists" as follows:

Learners as teachers

Learners are taking on the role of "teacher" to fellow
program participants who are either at a lower skill level
or at the same level. In the former case, learners who have
successfully passed through a program, or at least to a
higher skill level within the program, serve as instructors
to other learners in the same program or in another program.
In Philadelphia, for example, a GED graduate of the Women’s
Program at Lutheran Settlement House went on to serve as an
instructor and assistant director in that program, and
subsequently worked as an instructor in the Center for
Literacy and as director of the Neighborhood Education
Project.85 Likewise, a former GED student at
Philadelphia’s Sanctuary Bible Institute now has returned to
tutor other students at the Institute.88

In introductory sessions at Bronx Educational
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Services,87 learners are urged to see the importance of
helping one’s fellow learners. In those sessions, learners
are asked by the staff: "How many of you are there? How
many of us? Since there are a lot more of you than of us,
we’'re going to need your help." This notion of peer-helping
is also discussed in another session which deals with the
notion of "life learning."” 1In that session, learners are
asked to look at the many ways that family members, friends,
neighbors, and co-workers help them to learn things, and
vice versa. They are asked: "How did you learn to do your
job?" or "How did you learn how to take care of your baby?"
Learners see that the average person thus relies heavily on
others for acquisition of knowledge, and BES stresses that
learners are expected to likewise work cooperatively with'
fellow learners for mutual growth. A clear manifestation of
this philosophy is the program’s use of former students as
para-teachers in almost every class.

Within the refugee—education segment of the literacy
field,28 the notion of Mutual Assistance Associations (MAAs)
supports the use of refugee—-group members as helpers of
fellow refugees from that ethnic group. 1In practice,
refugees who have recently passed through a survival ESL
program sponsored by a MAA are often taken on by the program
as peer—-instructors.

An increasingly popular notion is that of "family

reading" projects which provide reading instruction
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activities for both children and adults from the same
household. These programs have been developed in response
to the perceived problem of "intergenerational transfer of
illiteracy,"” in which illiterate parents tend to produce
illiterate children. Family reading programs are also a
response to the stated desires of many adult non-readers to
be able to read to their children or grandchildren and to be
able to help the children with their homework. Exact make-
up of these programs varies from program to program. Many,
however, have the adults not only learning to read but in
turn practicing those skills through reading of stories to
their children, using the library together, or helping their
children with their homework.89

As stated above, learners also help fellow learnmners
having roughly the same skill levels as they do. This peer-
teaching goes on in pairs or in small éroups, either of
which can be formally set up by program administrators or
less formally by learners in an ad hoc response to a felt
interest on their part. Atlanta’s Literacy Action progranm,
for example, switched from a one-to-one tutorial format to a
small-group format. The program director claimed that,
through sharing of their needs and strengths, "the students
tend to reinforce each other. . . . They help each other
through the crises."90

In the ESL program r;n by the Literacy Volunteers of

Northwest Suburban Cook County (in Buffalo Grove,
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Illinois),®! immigrant students work cooperatively with each
other in Saturday conversation groups. After an initial
period in which the groups were led by tutors, students have
taken on greater degrees of leadership and control. Group
members now do most of the talking that goes on in the
group. They also identify what will be discussed the
following week and provide a great deal of moral support to
each.other.

Founders of the ESL program at New York’s Riverside
Church®?2 set up the program with the assumption that the
‘impmigrant students would have a lot to give to American
society. The staff also hoped to foster peaceful co-
existence within the classroom among students from a wide
range of nationalities, some of which were in conflict with
each other "back home." To accomplish these philosophical
goals, instructions are structured to enhance cooperation
and trust among group members. In one such case, students
in one class will be prepared to go into another class to
conduct a lesson around a particular theme. Staff hope
that, with such activities, learners will increase their
confidence in their language skills.

In San Francisco’s Project Literacy,?3 learners worked
in Freirian—-style "circles" to investigate issues which they
identified as of personal importance to them. 1In one case,
transportation was the focus, and learners identified such

sub-questions as "Who runs the bus company?" and "Why have
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fares increased?" Learners worked as a team to carry out
research on these questions, and subsequently wrote letters
to various officials to communicate the circle’s findings

and concerns.

Learners as writers

Many programs see writing as an area of literacy
instfuction which is particularly suited to developing
active thinking and self-expression among students. 1In
practice, the following types of writing activities have

been developed:

Newsletters. One of the more common media for
development of student writing skills is the program
newsletter. This can come in a "mixed" format, which
contains articles by students, staff, and others involved in
the program. Alternatively, in some cases, the newsletter
can be a publication prepared primarily or solely by
students themselves. Examples of each type of newsletter

include:

¥ "Mixed" newsletters. The Opened World:

Volunteer Literacy News is a Tennessee-based newsletter
which runs a column entitled ""From a Student’s Point of
View." One column®4 featured "Three Letters from Putnam

County," in which learners described the personal rewards
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they had gained from their literacy program.

Washington Literacy’s Literacy News has run a column

entitled "A Student’s Point of View." 1In one issue,®5 a
student described the problems she encountered as an
illiterate and the rewards she gained in the college program
in which she was now participating. She also described her
participation in literacy-awareness coverage by a local
public television station and as a speaker in a literacy
hearing in the state legislature. She closed with words of
encouragement to other students and of thanks to her
teachers.

The Read On... newsletter of the Mayor’s Commission on
Literacy in Philadelphia has ruﬁ a "Guest Editorial"®€ in
which a successful student described his own experiences in
several remedial programs in the city. He thanked those who
had helped them and encouraged other prospective students:

"Do not give up. You can make it if you try. Don’t worry

about where you are but where you would like to be."

¥ "All-student” newsletters. ‘The Green Mountain

Eagle calls itself "A newspaper by and for Vermont’s Adult
Education students." Published by the state’s Adult Basic
Education office, it has featured student-written stories on
such topics as whether a woman is capable of being a
volunteer firefighter, "Divorce," "How to Survive a Vermont

Winter," "Brother Dies of Cancer," "A Fortune Teller," and
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recipes for inexpensive snacks, entitled "Keeping Your

Budget Down."97

The EdTech Voice calls itself "a forum of critical

thought addressing issues affecting today’s youth." The
newsletter is produced by learners participating in the
remedial education program of The Door. Learners write
about topics which they themselves have a major say in
selecting, and enter their essays, letters, poems, and
stories into the program’s computers. In some cases,
students in the graphic arts program produce computer-
assisted graphics for inciusion in the visually—-attractive
newsletter. Topics dealt with in various issues have
included apartheid, problems in school, unrequited love,
irresponsible world leaders, an ideal neighborhood, and
letters written by students in Lesotho about their own

concerns and hopes.98

Bronx Educational Services’ Monthly Planet newsletter

features student-written poetry with titles like "Why I Love
New York." 1In an "Inquiring Photographer" column, students
also express opinions on a given topic, such as "What does
writing mean to you?" A "Bilingual Corner" contains
personal stories prepared by students, some in Spanish and
some in English. A "Dear Doc" advice column allows students
to write in with questions which are in turn answered by

staff members.®®
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Letter-writing. Many literacy program participants

claim that one reason for their joining programs is so that
they will be able to write letters to friends and relatives.
Many programs are, in response to such interests, using
letter-writing as a focus for reading and writing
instruction. In these programs, learners write letters to
pen pals, tutors, and active or potential supporters of the

program. Examples include:

* Pen pals. Programs have introduced pen pal
programs in which learners correspond either with fellow
students in other programs or with others outside the
program who are not themselves students. 1In a project at
Drake University,100 adult low-level readers from around the
country are being linked together in a pen pal network. In
its "Green Mountain Eagle" student newletter,19! the Vermont
state Adult Basic Education office is publishing the names,
addresses, and a brief biographical statement of students
who would liké to correspond by mail. Readers are invited

to write to those listed.

¥ Letters to program staff and supporters. A

student in an Oregon literacy program wrote a note of thanks

to her tutor which was later described in the national
newsletter of Laubach Literacy International.!?2 1In the

letter, the student described the difficulty of making the
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initial phone call to ask for assistance. The student
credited her tutor with helping to give her the "tools of
life" and the self-confidence she needed to go on to
college.

A student in the Memphis Literacy Council program
likewise wrote a letter of thanks to the Council’s board
members, saying that "It is wouldful (sic) to know that

someone cares about helping people learn to read better."1032

Writers’ workshops. Another writing-instruction

format in which learners are given opportunities for active
participation is that of the "writers’ workshop."
Philadelphia’s Center for Literacy has held concurrent
.workshops in which, on one hand, tutors are trained in ways
of teaching writing while, on the other hand, students
develop ways of practicing writing and using it outside the
classroom. In the student workshops, "students discussed
their feelings about writing and why writing is so
difficult. Meeting with others who found writing hard
surprised some students: they thought they were the only
ones who couldn’t do it." After these discussions, the
students sat and practiced writing. "Many students who
lacked writing confidence before were surprised at how much
they could write. In fact, some didn’t want to stop
writing." The staff who coordinated the workshops

subsequently noted an increase among many student
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participants in the émount of personal writing which they
are doing.104

In another variation of this workshop format, the
Centers for Reading and Writing, sponsored by the New York
Public Library, incorporate writing exercises into the
initial training sessions pfovided to mixed groups of new
students and tutors. These infroductory sessions aim at
letting students and tutors get to know each other as
readers and writers. In those sessions, both students and
tutors are asked to write their reactions to what is going
on in the training, particularly the activities which put
them in the roles of readers and writers. These reactions
are recorded in "dialogue journals" which are then handed in
to the staff member serving as group leader. The leader
then reviews the 30urnals and writes a note to the writers.
Program staff feel that students in particular seem to

respond well to getting a note written to them at the end of

each session.105

Writing awards. As learners develop their writing

skills, some programs and support organizations are
sponsoring awards competitions for student writers. 1In the
state of Pennsylvania, a 1985 statewide contest sponsored by
the state Department of Education gave awards for poems and
stories submitted by students in programs across the state.

Winning entries were published in an anthology entitled Our
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Words, Our Voices, Qur World.!°® 1In another case in

Pennsylvania, poetry prepared by four participants in a
remedial program in Philadelphia’s Northwest Mental Health
Center was included in a "Great Voices" event sponsored by

the American Poetry Center.107

Use of word processors. Current uses of computers for

literacy instruction are often criticized on the grounds
that most existing instructional technologies do not go
beyond emphasizing drill-and-practice exercises in which the
learner plays a fairly passive, uncreative role. In such
cases, critics claim, the computers serves as mere
"electronic workbooks."108 Some programs are, however,
trying to get away from such uses of computers and instead
use them as means for teaching creative writing, critical
thinking, and other active language skills.

One such effort is the EdTech Project being conducted
at The Door in New York City. Learners in that project use
word processors to prepare stories which are then printed
out in a newwsletter form and also on an electronic bulletin
board which is broadcast over a local cable television
network.199 The program states its case for more-creative
uses of computer-assisted instruction as follows:

. + « studies done over the past few years have

indicated that programs targeting at-risk students

which focus primarily on remediation of academic

skills through rote memorization, while

overlooking basic principles of human development
fundamental to the long-term success of all young
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adults, are ineffective. What appears to be of
more importance is the need to help at-risk youth
reestablish bonds with groups of people, learn
principles of self-management and responsible
social interaction, and make fundamental changes
in the way they see themselves and the social
world. These studies have pointed to the need to
avoid "passive" uses of computers and too great a
reliance on drill~and-practice courseware. They
indicate the appropriateness of interactive
courseware that requires students to think, to
actively work with and integrate information and
to draw out meaning rather than merely to
memorize. This kind of active learning approach
is even more critical in the light of future
employment trends which indicate a substantial
decrease in the availability of jobs that only
require the repetition of a simple skill, and
point to the increasing need for individuals to be
able to change job positions, apply skills to new
situations and to learn new skills.110

In another New York City project, learners
participating in a program in the Hispanic "El1 Barrio"
community of East Harlem will be using computers to transmit
printed messages to fellow learners in other programs. The
idea behind the program is that learners become interested
in learning how to write when they see that writing has a
useful purpose: in this case, corresponding with another
person. In one special project, these students will be
beaming messages around the theme of world peace via
satellite to students in the Soviet Union.11!

Staff members in programs which use word processors for
student writing frequently claim that, in addition to
providing the benefits of increased creativity and critical
thinking, computers can provide the additional advantage of

producing a high-quality printed message which could not be
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produced by many adult basic skills students if they were to
write the same message by hand. Learners thus produce
professional-looking products, while at the same time
feeling that they are learning an up-to-date, high-status,
advanced technology which might enhance their future job

prospects.

Writing of functional texts. In this case, learners

focus their writing on specific "functional" literacy
materials, many of which are job-related. For example,
learners in the Camp Hill State Correctional Institution
program in Pennsylvania fill out sample job applications
which are then reviewed by staff in the personnel department
of the local Book qf the Month Club office which serves as a
corporate sponsor of the literacy progranm. ?he personnel
staff review the practice applications, realistically
evaluate them in terms of how well they communicate the
learners’ qualifications, and then return the applications

so that the learners can go over them with their tutors.112

Participatory reading activities

Much of current reading instruction practice is

criticized as being, for the learner, almost inherently
passive in nature. Some programs have tried to counter this
by introducing participatory curriculum planning and

evaluation activities. But once learners have identified
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topics and works of interest to themselves, the reading
activities which follow still tend to keep the learner in a
relatively passive role of merely reading what someone else
has produced.

One attempt to provide learners with a more active role
in the reading instruction process is that of the Book Clubs
developed by Cleveland’s Project: LEARN.113 The Clubs have
learners meeting regularly under the supervision of a
volunteer discussion leader to discuss a book which they
have selected and read in common. In the process, learners
have gradually learned that there can be more than one
interpretation of a story, and that "Reading is no longer
something you ’study’, it’s something you ’do’." Club
members have also participated in local literacy awareness
news coverage and have travelled to statewide and national
conferences to make presentations about the Book Club idea.
In a few cases, participants have brought family members to
Join in with Club discussions.

The project aims at not only encouraging readers to
want to read on their own, but also at overcoming the
isolation which separates learners from each other. The
Book Clubs also were intended to give learners practice in
actually sharing ideas with others, a stated goal of most
literacy‘efforts. It was hoped, as well, that participants
would show an' increase in their "independent and cooperative

problem solving" abilities and in their "positive self-
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concept."

Field trips

Field trips are another device which serve
instructional purposes for learners, either directly related
to the topics being dealt with in the curriculum or as less-
formal, "extra-curricular" activities. In these trips,
learners get away from the instructional site and explore
educational topics and uses of literacy in a "different"
setting.

In one such case, members of a Philadelphia student
support group attended a showing of the Broadway musical
Dreamgirls. The program newsletter described the effects on
the students as follows: "For many it was the first
experience with live theater. Seeing a play and reading the
Playbill gave the students a chance to learn outside the
classroom."!14 Students from the same program also took a
trip to a local television station, where they observed the
taping of a television progranm.

In another case in Philadelphia, students from the New
Hope Learning Center visited the Af{P—American Historical
and Cultural Museum to hear poetry and prose read by
respected authors Gwendolyn Brooks, James Baldwin, and
Margaret Walker.!1S Also in that city, Russian immigrant
ESL students in the George Washington High School Literacy

Center as a group visited Independence Hall, the Liberty
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Bell, the American Museum of Jewish History, and other

cultural and historical sites.16

Learners as artists

Programs have also developed a variety of learning
activities which foster learner creativity and other
language and thinking skills. While many of these
activities do not formally qualify as "writing" per se, they
contain many of the elements of the writing process. These
include conceptualizing and transforming an idea into a form
which can be understood by others. These artistic
activities include drawing, role-playing, and phot;graphic

and video presentations. Examples include:

Drawing. The Camp Hill State Correctional Institution
sponsored a fall 1985 drawing competition for the 69
participants in its literacy program. Contestants were
invited to draw a logo which depicted the name ("Time to
Read") and purpose of the program. Fifty entries were
submitted, with some learmers contributing as many as five
entries apiece. The designs of eleven finalists were
refined by a drafting instructor at the prison. The winning
designs were displayed in the newsletter.of the national
Time to Read program (which is sponsored by Time Inc.) and

covered in a television news report in nearby Harrisburg.17
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Role—-playing. Learners are being called on to convey
messages to participants in various training and literacy-
conference situations. New tutors and students being
introduced to the program sponsored by the Centers for
Reading and Writing (at the New York Public Library) observe
current students and staff act out typical instructional
situations and then discuss what they have observed.!18
Learners who participated in the 1986 national conferences
of LLA and LVA incorporated role-playing into presentations
which they made to general audiences at the conferences. In
one session at the Laubach conference, entitled "Tutors:
Listen.to Your Students," a student portrayed a well-
intentioned but insensitive tutor who didn’t listen to the
needs expressed by a beginning-level student.192 At the LVA
conference, teams of students planned, rehearsed, and
enacted various skits which focused on student-identified
concerns, such as how illiteracy affects job prospects and
the "invisible" nature of the illiterate.l20 Students and
staff of Bronx Educationuzl Services worked with an acting
company which is housed in the same building, to develop a
play which is based on oral-history writings of students in
the program; this play was presented at the end-of-year
commencement exercises and at other program sites as
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Photo and video presentations. A number of programs

have used videotaping equipment for instructional purposes.
In one case, the Mothers Program of the American Reading
Council?22 has had students videotape themselves discussing
their own personal experiences. These tapes, in turn, were
used as the focus of further discussion and writing
activities. Lutheran Settlement Housel!23 developed a photo-
essay activity around the theme of‘"women and the world of
work." Studenté visited women at their worksites and
photographed them at work. The resulting photographs were
to serve as the basis for a series of student-written
articles around the theme of women as workers. Students in
the Banana Kelly program!2¢ in the Bronx have prepared
dialogue and photos for a special slide—-tape presentation
which describes their program, in which job, life skills,
and basic skills training are combined. This presentation

is to be shown to high school students and other audiences.

Participatory Practices Within

the Management Component

Learner participation practices are likewise being used
in many of the other, non-instructional program activities
which we here term "management" activities. Our surveyi25
has identified the following management areas in which
learner participation practices are currently being

implemented:
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1. Public awareness and advocacy
Program governance

Learner recruitment and intake
Learner support activities
Conferences

Community development

Program staffing

W =N O O b W N

Income generation
9. Staff recruitment and training

Note that in some cases a participatory activity might
fall into more than one of the above categories. Also, when
viewed in a "holistic" sense, all of the above types of
activities can be viewed as "educational" in that they help
the learner to develop useful skills; thus, labelling them
as "management" activities, something apart from the
"instructional" activities described earlier, is somewhat
artificial. With that understood, however, these
"management" categories will be used here for the sake of

clarity. Examples from these nine management categories are

described below:

Public awareness and advocacy

As described in Chapter I, the period of 1984-87 was
characterized by a major push by the literacy field to
increase general public awareness of the literacy issue and

to generate new literacy resources from the public and
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private sectors. Learners themselves were during this period
often called upon to serve as public spokespersons for the
literacy field. Because of the attention which the
accompanying media coverage has brought to the literacy
field, it is in this area of public awareness and advocacy

that there is greatest evidence of learner participation.

Public awareness. The following examples demonstrate

the range of ways in which learners have taken active roles

in public awareness activities:

¥ News coverage. Learners have appeared in a wide

range of television and radio broadcasts, from the national

PBS documentary A Chance to Learnl!26 and a session of the

ABC Nightline show,127 to segments on National Public

Radio’s Readers’ Radio program,128 to local television

interviews conducted with learners attending a regional
literacy conference,229 to local-level news coverage of
students in local programs,!30 to learner participation in
news conferences launching awareness campaigns at the
nationall3!l and local levels.132 The print media have
likewise called on learners for interviews which have
appeared in a large number of nationall!33 and local~level
magazines and newspapers.134 In the case of Push Literacy
Action Now in Washington, D.C., the program director

encourages students to participate in various forms of media
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coverage and in fact makes it a policy that he not

participate in such coverage unless a student is involved as

well.135

Learners have also been featured in stories appearing
in literacy program newsletters!3é which in turn are
distributed not only internally to program staff and
studeﬁts but to such "outsiders" as media sources, public

officials, private—-sector funders, and others.

¥ Public speaking. Learners have been asked to
speak in various forums whose purposes include public
awareness of the literacy problem. These meetings have
involved a wide range of audiences, ranging from statewide
multi--sector literacy conferences,!37 a city-wide forum in
Chicago,138 the National Issues Forum sponsored by the
Kettering Foundation,!39, high school students in
Sacramentol4? and in the Bronx!49! who were told by a former
adult illiterate about the need to study hard, the state
conference of Literacy Volunteers of Connecticut,!42 and a

national conference of PBS station directors.143

Advocacy. In addition to participating in activities
aimed at general awareness, learners have also been serving
as public advocates or lobbyists, with the more-specific

intention of generating additional material resources for

literacy efforts. Examples include Chicago’s Hispanic
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Council on Literacy, which serves as an advocacy group for
Hispanic literacy programs. The Council’s president is
herself a graduate of a local Hispanic literacy program of
which she is now proéram director.144

In another example, students in the state of
Washington have testified on the need for literacy funding
before the Washington State Temporary Committee on
Educational Policies.145 Kentucky students have likewise
testifiéd before the state general assembly,1!9® and a
Sacramento student testified before the California state
senate on behalf of a "Families for Literacy" bill.147 1In
Tennessee, six students from the Opportunity for Adult
Reading Program in the town of Cleveland and the Rhea County
literacy program participated in an April 1986 statewide
literacy workshop which was organized by U.S. Congressman
Jim Cooper’s Legislative Task Force on literacy.148
Students in the ESL program at Manhattan’s Riverside Church
conducted a letter-writing campaign to public policy makers
when Refugee Assistance funding was cut.4® Bronx
Educational Services students testified before the National
Advisory Council on Adult Education.15° And students from
the Bronx-based Banana Kelly program have testified on
behalf of youth training programs at public budget

hearings.15?

In another case of involving learners in advocacy

activities, Literacy Volunteers of Chicago has been
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considering institution of a student policy-discussion
group. This group would discuss community problems and, it
is hoped,‘move on to the next step of developjng further
corrective actionAin the community itself.152 JIn several
other states,!53 plans have been developed (and, in some
cases, implemented) to include one or more positions for
literacy students on state- or local-level literacy planning'
bodies which make recommendations on such matters as funding

of literacy efforts.

Program governance

Learners have also become involved in bodies whose
stated purpose is that of allowing learners to have a
greater share in making decisions about prograﬁ policies and
activities. Boards of directors and student advisory
councils are the most common mechanisms for learners to

participate in program governance. Examples include:

Boards of directors. The literacy programs of the

Brooklyn Public Library;15¢ Cleveland’s Project: LEARN;15S
Literacy Volunteers of St. Lawrence County, New York;156
Bronx Educational Services;157 Literacy Volunteers of
Northwest Suburban Céok County;158 and Washington’s Push
Literacy Action Now!5? are just a few of the growing number

of programs which have current students serving on their
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boards of directors. The statewide Florida Literacy
Coalitionl®0 and the Contra Costa County Librarylé! each
have slots for one former student to serve on their boards
of directors. These programs vary in how these student
board members are selected, with some students being elected
by fellow students to the position and, in other cases, the
student member being appointed by other board members.
Students’ rolesion these boards also vary, with students in
some cases being assigned very specific roles, such as

"publicity” or "student relations."

Student advisory councils. These groups vary in how

much input they have from program staff. Generally,
however, they serve to provide feedback to program staff and
administrators about particular student concerns, without
necessarily having any authority to effect corresponding
changes in program policy or practice. In the Spartanburg
AWARE program in South Carolina, for example, a student
advisory group identified isolation as a problem of the one-
to-one tutorial format. Program administrators in turn were
to consider how that problem could be effectively dealt
with.1€2 Push Literacy Action Now 183 has an "Education
Committee" composed of half students and half teachers,
which discusses program needs in general and the issue of
how to more actively involve learners in particular. The

Literacy Volunteers program in the Brooklyn Public
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Libraryl'€4 has a student council whose meetings are
coordinated, to some degree, by program staff. In one such
meeting, the staff coordinator followed a prepared lesson
plan, leading learners through a reading interest inventory.
In the process, learners identified interests around which

future instructional activities were to be focused.

Learner recruitment and intake

As described in Chapter II, there is a common sense
among practitioners that students themselves are
particularly effective as recruiters of potential students
from within their own communities. To take advantage of
that student strength, programs have involved current and

former students in recruitment and intake activities in the

following ways:

Recruitment. Students in the Austin Career Education

Center in Chicago are reported to use word-of-mouth to do 98
percent of the recruiting of new students for the
program.165 The Kentucky Educational Television GED program
surveyed participants in its Texas program and found that
nearly half of them heard about the program from students
already participating in the program.16é (California
Literacy instituted a group entitled "Illiterates Anonymous"
which held publicly—-announced meetings at a local library.

The group was meant to provide a forum for discussion and



137
peer-support among prospective students. Questions
regarding the program were discussed and interested students
were signed up for the program.1!%7 Other programs report
similar recruitment mechanisms, although many state that
recruitment is not a large concern for them because they
already have more prospective students on waiting lists than

the program can effectively serve,

Intake. Intake procedures include welcoming and
orienting of new students to the program, often with an
emphasis on clarifying student needs and expectations vis—a-
vis program purposes and capacities. "Veteran" students are
often called on to help with these intake procedures, as
illustrated in the following examples:

A student group in the Bradley County Schools Volunteer
Literacy program in Tennessee welcomed a newly-recruited
student to one of its early-1986 meetings. The new student
"received much advice and encouragement from the other
students, who stressed that he should not give up, should do
his homework, and should have confidence in the tutor and
the material he would study."168

Two successful learners in the Spartanburg AWARE
program spoke to newly-recruited learners at a Student
Orientation meeting in mid-1986. The veteran students
encouraged the newcomers and "shared personal thoughts and

feelings and answered questions."169
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The>Brook1yn Public Library Literacy Volunteers program
sends newly-recruited learners a letter inviting them to
attend the next meeting of the Student Council, so that the
new learners can be officially welcomed. The letter, which
the learners presumably might read with the help of a
relative or friend, reads:

We would like you to attend this meeting so that
you can be part of things even before your
tutoring begins. We want to get to know you and
give you a chance to meet other students and hear
their concerns and successes in the program. . .
One of the members of the Student Council will be
your buddy. You can exchange telephone numbers
and really stay in touch about things 170

An Hispanic student in the Maverick County Literacy
Council in Texas spoke to a group of feliow students,
attesting to the benefits which participation in the program
would have for them as migrant workers. He reported that he
had been given a better-paying job over others with more
seniority, due to his new fluency in English. The
farmworkers’ union upheld this promotion on the grounds that

the worker served a useful purpose as translator for the

other workers.172

Learner Support Activities

Connected to fhe above governance, recruitment, and
intake activities are a range of activities which can be
categorized under the heading of "learner support
activities." These activities aim at affe;tive and social

goals, including improved learner morale, self-esteem, group
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identity, and cooperative behavior. The activities also
seek to achieve technical objectives, like improved
communication among program participants, increased personal
identification by learners with the program, and reduction
in drop-out rates. These support activities include support
groups, recognition events, and social activities. Learners

12
take active roles in these activities in the following ways:

Support groups. These groups vary in how formally

structured they are, but most share the basic objective of
helping individual learners feel that they are "not alone"
and that there are others with whom they can share feelings
and concerns. In one example, the Church Avenue Merchants
Block Association conducts ESL classes in the New York City
apartments of its Southeast Asian students. The intimate,
"homey" atmosphere has led to the creation of de-facto
support groups, in which "through the sharing of everyday
human experiences, feelings of trust and closeness between
students and teachers evolve, and the desire to express then
develops."172

Philadelphia’s Center for Literacy reports that
students started support groups to give themselves the
"chance to open up":

Students should have a group to help their fellow

students. They need to share (their) experience.

«. « + A lot of students were scared at first, but

now they feel more comfortable about talking with

fellow students. . . . Students need someone else
to talk to besides their teacher or family. . . .
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Students have a responsibility to get involved
with the program . . . 173

Recognition events. Most of these events are aimed at

building student morale and often have the added objective
of increasing public awareness about what adult literacy
programs are achieving. Students’ roles in these activities
vary from fairly passive to more active ones. 1In the
former, they might merely accept an award decided upon by
program staff. In the latter, they might make prepared
speeches, organize the event, hand out awards, or have a say
in who receives the award. In a few cases, the recognition
events aim at building the morale of tutors, and in those
cases the students’ roles often consist of selecting winners
and otherwise organizing and running the event. Examples
include:

New York’s Mayor Koch has handed out awards at two
"Adult Student Recognition Ceremonies" sponsored by the City
University of New York in 1985 and 1986,17¢ and
" Philadelphia’s Mayor Goode has participated in similar
student recognition ceremonies at his own city hall.1?75

North Carolina’s Department of Community Colleges
sponsors an annual continuing education achievement night at
which outstanding students receive special awards. In one
such event, a former convict and graduate of a Sandhills
Community College GED program was the keynote speaker.!76

Pennsylvania’s Association of Adult Continuing Education























































































































































































































































































































































































































































































































































































































































































































































































































































































