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ABSTRACT ---
This study has attempted to evaluate the planning 

system practiced in the literacy progr8Jllme of Ethiopia. 
It tried to investigate whether there is substantial 
relationship between the programme planning system 
experienced in the literacy programme of Ethiopia and the 
planning system advocated by unesco sponsered conferences, 
and different adult educators. 

The study used a combination of descriptive and 
analytical research methods. The data for the study were 
obtained from three sources i.e. review of related literature, 
the documents issued in the programme, and interview. 
Puprosive sample of people, in the Department of Adult 
Education, were used in the process. Unstructured interview 
instruments were developed and used in the study. As a 
consequence of the nature of the instrument used, the 
findings of the study were presented by way of qUQlitative 
explanations about the adequacies and inadequacies of the 
planning system deployed. 

According to the findings of the study, the literacy 
programme was massive C8Jllpaign thQt sought to make all adult 
men and women in the nation literate within around seven 
years. In this perspective, the programme's plan resembled 
to be ambitious. The intention of the government to promote 
the literacy programme was mainly for political purposes 
which appear to be narrow in its scope. 

In the planning process of the literacy programme, no 
study of the melieu had been executed to integrate the 
national necessities with the needs expressed by the 
different social groups. A Single model was· used without 
any adaptation being made to different geographical areas 
or the needs of different social groups. 

The planning system exercised in the literacy programme 
was based on a centralized model as that of the formal 
ed~cation. This approach is contradictory to the principles 
of adult literacy programmes. The needs and problems of 
the local communities were largely overlooked and not 
reflected in the curriculum designed. This. imply that the 
curriaulum was not functional and responsive to the local 
needs of adult participants. Several problems were inherent 
in the progr8JllJlle as a result of the defects of the planning 
system used. 



The programme planning and the implementation pattenms 
applied in the literacy programme were not adopted and 
adhered to the basic principles of functional literacy that 
have been widely acknovdedged for effective literacy 
programmes. The implication the writer has drawn from this 
is that the effectiveness of , the literacy programme is 
doubtful. 

Over and above, the progralJlllle has been characterized 
by acute shortage of specially trained literacy workers 
1n the field of adult education. This suggests that the 
programme's activities were mainly based on mere chances. 
Very little attention has been given to the training of 
literacy agents compared to the formal education in the 
country. Consequently, it is difficult to expect effective 
qualitative outcomes from the programme. 

In conclusion, there are clearly noticed differences 
between the planning system experienced in the literacy 
progra.mm.e and the planning system vlidely advocated by 
different adult educators. 

On the basis of the findings of the study recommendations 
were made with the premise of improving the programme planning 
system. Moreover, the paper suggests for the restructuring 
of the exieting adult li~eracy programme of the nation. 

- xi 



CHAPTER I 

INTRODUCTION 

Illiteracy has been a major difficulty in the world. 

Especially, mass illiteracy is most prevalent in the 

developing countries (like Ethiopia), in the regions where 

the problems of economic and social development are acute. 

It has been widely argued that the existence of illiteracy 

constituted a major obstacle to the participation of large 

portion of society in all aspects of development. Therefore, 

literacy education has been taken as a precondition for the 

development of a nation. 

Several attempts were made in Ethiopia for a long period 

of time to introduce literacy among its population. Literacy 

has a long history in Ethiopia. For centuries, religious 

schools constituted the main guardian of traditional culture 

and provided the only schools. Churches and later on 

monas tries, whose number grew after the introduction of 

christianity, were important centers of learning. Koran 

schools were another centers of learning (Haile Gebreil, 

1971:3). 

Modern 11 teracy training in Ethiopia is. totally a feature 

of this century. The governments of this century appeared to 

have understood the value of a literate society and have passed 

laws requiring universal literacy within a short period of t Lce. 
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A numbe~ of p~og~ammes aimed at ~ealizing the goal of unive~sal 

1ite~acy had been int~oduced ove~ a pe~iod of seve~al decades 

. (Teshome, 1978:505). 

With time, several o~ganizations were engaged in the 

lite~acy p~og~ammes before 1974. This being so, the illite~acy 

rate in Ethiopia in 1974 was estimated to be 93 pe~cent. 

Although Ethiopia up to recent time was called as the land of 

the sc~ibe, but it was also the land of the thumb p~intt 

(NLCCC, 1984:13). 

With the . change of the regime in 1974, there came a policy 

change. Consequently, a nation-wide massive literacy campaign 

was launched in 1979. 

1.1. Statement of the Problem 

Various studies have s!iOwn that the~e is a positive 

co~~elation between literacy and development. Illiteracy has 

been recognized as a symptom and cause of unde~development. 

-Such notion necessitated the planning of the cur~icu1um fo~ 

a literacy prog~amme in the context of development, which 

also imply the p~ovision of functional cur~iculum. 

The concept of functional literacy is at p~esent universally , 

acknowledged and accepted (Unesco, 1980:7). Functional literacy 

is literacy that works, which is not me~ely a literacy programme. 
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In order to promote functional literacy, the programme's 

curriculum has to be planned in the context of the national 

priorities with reference to local needs of adult learners. 

As indicated in Unesco (1990), the curriculum of literacy 

programme should be derived and related to adult's need rather 

than from the frame of reference of the primary school (10). 

Several studies have also revealed that the needs and problems 

felt by an adult learner for literacy is more important than 

the curriculum content (Noor, 1982:182). 

As pronounced by several adult educators, the success of 

a literacy programme profoundly rely on making the curriculum 

functional. This as well is influenced by the effectiveness 

of the sys tem employed in planning the programme. 

Research has demonstrated that the difficulties facing 

literacy programmes are not mainly those of the complication 

of the methods of teaching. They are largely organizational 

stemming from leck of mechanisms in planning the progr'emme 

(ICAE, 1979:17). Thus, any literacy programme to be effective 

requires first, an appropriate operational structure in 

planning the programme, and second, suitable, working methods. 

Ethiopia is a country which is characterized by divergent 

enVironmental, cultural, and socio-economic situations. Thus, 

to promote effective literacy programme in this nation, it is 
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essential to plan a curriculum which is functional and 

responsive to the diversified social groups. 

Considerable efforts had been made to reduce illiteracy 

in Ethiopia in the literacy campaign launched in 1979. 

According to the recent data available in the DAE, the 

literacy rate at the end of round 22 (February, 1990) was 

estimated to be 77.2 percent. Prior the beginning of the 

programme, the illiteracy rate was estimated to be 93 percent. 

In terms of quant i ty the achievement of the programme appeared 

very great. Nevertheless, the success of any literacy 

programme could not be judged from its quantitative results. 

So far, no evaluative studies have been conducted to see the 

effectiveness of the curriculum. Therefore, it is necessary 

to appraise the programme in reference to the programme 

planning system exerted. 

The identification of this research topic grew out of 

the interest and concern on the part of the researcher in 

the field. He participated in the literacy programme as 

instructor while working in Assosa before five years ago. 

Through eXperience he had observed th8t the contents of the 

teaching materials were not attradtive to the adult learners. 

So, he has been uncertain about the programme's curriculum 

being planned in reference to the needs of the adult learners. 

Moreover, the impreSsion of the researcher in the topic 
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was stimulated by 8 series of discussions held with the 

concerned members of the DAE in his exploratory survey. 

From the disCl~si ons, he understood that the area of the 

study rationally sensed and had not been yet deligently 

studied. They also realized that it is the major area of 

problem which requires thorough study. 

The intent of this study is to evaluate the planning 

system exper ienced in the literacy programme of Ethiopia. 

The main realm of the study is to investigate whether a well­

grounded relationship is established between the literacy 

programme planning system recommended in the conferences 

sponsered by unesco and advocated by important adult educators, 

and the planning system actually exerted in the literacy 

programme of Ethiopia. The main focus of the study here 

would be to examine how, by whom (under what capadity) and 

where the programme was planned and what approaches were 

deployed for the effectiveness and functionality of the 

curriculum in the programme. 

The main objectives the study intended to achieve and 

the basic questions raised in the study to be treated are: 

i. Whether there was a study of the milieu or not in 

formulating the curriculum objectives of the literacy 

programme. 
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ii. The method employed in designing the contents in 

achieving the formulated objectives. 

iii. The strategies dev i sed in the determination of the 

patterns of planning and implementing the programme 

such as teaching materials~ teaching methods, medium 

of instruction, training of literacy instructors and 

workers and evaluation devises. 

iv. Who were involved and to what capacity in planning 

the programme's curriculum ? 

v. Whether the planning mode l applied waS centralized 

or decentralized or both. 

The studies carried in the field of adult education 

particularly in the literacy progralll1lle of Ethiopia is ver;,­

much limited. The curriculum aspects of the progralll1lle has 

not yet been systematically studied. In this premise, this 

study would be important contribution in the field. Thus, 

the researcher is enthusiastic that this study could serve 

as an initial study and pave the way for those who want to 

make further studies in the area. 

The study can generate awareness among the concerned 

people about the major drawbacks and problems encountered 
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in the progr8lllJlle' s planning proc ess of Ethiopia. The research 

in this case would be relevant. 

In addition, the study would be of practical importance 

in the sense that it would come up with propositions for the 

amelioration of the programme's curriculum planning process. 

This study is not concerned with evaluating in detail 

the worth of objectives set up, contents deSigned and teaching 

materials prepared for the literacy programme. It is not 

content analysis which converge in determining the degree 

of validity of contents in the programme. Furthermore, it is 

not concerned with analysing the impact of the programme in 

the participants life. Whereas, the main interest of the 

study is in appraising the planning approach used in the 

literacy programme of Ethiopia. 

Besides, the study is not concerned to deal in detail 

with the post-literacy programmes. ~ut, as literacy and 

post-literacy activities are monolithic, the planning system 

of literacy curriculum is applicable to post-literacy 

curriculum. Therefore, in the study the planning system of 

both programmes is seen as an interconnected activity. 
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The major restriction of the study is that there are no 

previous relevant researches carried out on the curriculum 

aspect of the literacy programme of Ethiopia that can give 

some enlightement to the researcher. 

Moreover, the researcher could not get a \'Iell-developed 

methodology in evaluating the planning process of literacy 

programmes that has been applied by adult educators in order 

to adopt it. In the process, as much as possible, the 

documents that are available have been used, and it is 

supplemented by interviews to fill the gaps in information. 

Then, all the methods exerted in the study are the researcher's 

ovm and poss·ibly could have inherent shortcomings. Nevertheless, 

he is optimist that the method could be refined by those \'Iho 

engage in further studies in the area. 

This paper is organized in six chapters. Chapter one 

includes the introduction of the study. The second chapter 

deals \'lith the review of related literature as a theoretical 

frame of reference for the study. It includes the basic 

concepts, definitions and principles of adult literacy that 

have significant influence in the planning of the programme. 

It also involves the programme's curriculum planning approaches 

advocated by di fferent adult educators . 



- 9 -

In chapter three the methodology used in the study is 

treated. Chapter four handles in brief the appriasal of 

the literacy programmes curriculum in Ethiopia before 1974. 

Based on the theoretical frameworks delineated in the 

preceding parts, chapter five focuses on the description 

and analysis of the planning system applied in the literacy 

programme. Finally, summary of major findings, conclusions, 

recommendations and suggestions for further studies are 

presented in chapter six. 



CHA PTER II 

REVIEW OF' RELATED LITERATURE 

This chapter presents the review of related literature 

and studies in the field of adult literacy. It is divided 

in to two parts. The first part deals with the general 

theoretical backgrounds. It includes the notions, 

definitions and principles of functional literacy and 

related concepts that have fundamental influences in the 

planning of the programme. In the second part, the 

programme's planning approaches will be treated. In the 

meantime, the experiences and recommendations made in 

planning literacy programme's curriculum are presented. 

2.1. PART O~ - .!~OROTICAL B!-.~~~ 

No country in the world is entirely free from illiteracy­

there are everywhere individuals who for one reason or another 

are unable to read and write but, mass illiteracy is most 

prevalent in ASia, Africa, and Southern America, in the 

regions where average incomes are lowest and the need for 

general economic and social development is most acutely felt. 

As quoted by Ageneta &: Anton (1986), Myrdal argues 

againest those who deprecate the importance of literacy that 
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•• '. 1i te;:oacy opens-up avenues of 
COllll11unications that other'llise reDlain 
closed, it is a prerequisite for 
acquisition of other skills and the 
development of more rational attitudes 
(29). 

Burnet (1965), stressing on the significance of literacy 

indicated that-evenif 'lie could give emergency aid to all 'IIho 

need it, that wouldntt prevent the same situations from 

occuring again - a hungry man must be fed, but also provided 

a way to earn his living. A sick man must be cured, but 

also taught to avoid the unhygienic practices that made him 

sick. Only education can do these things (14). 

Those advocating the cause of adult literacy uphold 

the t II teracy cannot be pos tponded: "it is needed in the 

short run, it is needed in the middle-run and it is needed 

in the long-run" (Bhola, 1984:20). Most literacy literature. 

argue similarly in favour of literacy as a priority task, 

and not as a task that can wait until other signs of 

development appear. 

Many adult educators argue that perSistence of illiteracy 

constitutes a major obstacle to the participation ot large 

section of society in civic affairs and in all aspects of 

development. In relation to this Bho1a (1984), for the 

question why literacy? gives a simple answer as liter~cy 

for development (20). Literacy education is a potent and 

vivid symbol of a nation's struggle for development and 
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commitment to a just society (Undaipur Liter acy Declaration, 

1981 : 7) • 

The~ are numerous examples of coincidence between 

advances in literacy and advances in economic and social 

development. World Bank studies, 3 S reviel,ed in I's.ac1ieropoulos 

(1985), purport to show that the highest rates of returns, 

are obtained fr om investment in primary l evel educa t ion, 

t hat agricultural pr oductivity increases when a farmer has 

completed four years of schooling . Other studies havs 

clearly shown the ~ositive effect of basic education an 

health , nutrition , mother and childcare and family planning 

(7). 

Literacy is considered as a means for development. This 

supposition has been constant, but to what extent and how 

literacy and development relate has been debated and undera~ood 

differently overtime. Recent view expres sed are those in, 

for example, unesco ( 1983a ) , 

••• the eradication of illiteracy does. not 
Sanish deprivation overnight. But by 
eliminating one obstacle to development, 
it will indirectly help to improve living 
and working conditions (7). 

In the context of the foregoing statements it is 

necessary to stress the importance of adult literacy aa 

compared to children's education. This is becauee the 

quickes t way to increase produc t i vi ty in developing countries 
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very inception in 1946. As cited by Levine (1982), at 

first unesco's literacy activities were placed in the context 

of 'If undemental education" which ailned to help people develoll 

what is best in their own culture. The core content of 

fundamental education embraced the skill of thinking, 

speaking, listening and calculating, as well as reading end 

writing. The need for these and associated skills was 

recognized to exist both in highly industrialized and 

developing countries (251). 

The intent of fundemental education was, as reviewed 

by Noor (1982), to mobilize the literate population of a 

country to impart a balic reading, writing end numerical 

ability to the illiterates. This goal of "pure literacy" 

commonly aspired to in developi ng countries was; offered as 

a "compensation' to the adults for the failure of the formal 

edUCation systems offered by the same system and using the 

same pedagogical methods that has failed adult illiterates 

when they were children (~69). 

As a consequence of the poor 11 teracy achievements in 

the past and on the basis, of studies and ac~vities directed 

by unesco in the problem of adult literacy programmes, unesco 

in 1964 decided to launch an EXperimental World Literacy 

Programme, in order to find ways of transforming li~eracy 

into an effective instrument for social and economic 

development. In the World Conference of Ministers of 
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Educ~tion on the Eradication of I11iteracy 'which was held 

in Tehran, in 1965, the new concept of ''functional literacy" 

was born. This conierehce gave an international expression 

to functional literacy. As to the concepts and aims of 

literacy, it stated that: 

••• rather than an end in itself, literacy 
should be regarded as a way of preparing 
man for a social, civic, and economic role 
that goes far beyond the limits of 
tudimentary 1i teracy training consisting 
merely in the teaching of reading and 
writing ••• it should not only lead to 
elementary general knowledge but to train 
for work, increased productivity, a greater 
participation in civic life and a better 
understanding of the surrounding world, and 
should ultimately open the wal to basic 
human culture (Unesoo, 1965:7). 

With this unesoo introduced a modification of the pure­

l1teracy effort, a work-oriented programme, which was known 

as the EWLP conducted during 1967- 73, with the assistance 

of unesco/UNDP. This programme was carried out in eleven 

countries, in which Ethiopia was among them. Unesco (1976), 

the functional idea was to combine pure-literacy with training 

in basic vocetional-ski11s directly linked to the occupational 

needs of the participants. The main intention was that the 

teaching of reading and writing and occupational training 

cannot be conducted separately or dis.associated in time-they 

aLe integrated activities. In this approach the political 

and cultural aims seems to have been given much less weight 

(120-123) • 
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Some adult educators criticized this functional approach 

for narro~ing the focus of education to what they deem a 

8~ng1e and basely utilitarian role. Among these criticizing 

this approach was a Brazi11ian educator Paul-Fze1re. He 

advanced a modification of this concept. His argument is 

that the functional approach is restrictive, claimed the 

partisans of what became known as the psychological approach 

to literacy (or, in the Latin American context, conscientization; 

consciousness raising), because it emphasized only selected 

aspects of literacy and vocational skills and ignored the 

learner's need for an integral and greater political awareness. 

The central purpose of literacy, according to him is to 

transform illiterates into active, critical and creative 

beings; to raise their consciousness and ability to think, 

and to enable them to become a social force for desired 

political change (Freire, 1970:49; Unesco, 1976:120). 

Freir's view has gained world wide notice. Utilizing 

this phileSophy he has conducted literacy programmes along 

these lines in Brazil, Chile and Guinea Bissau. His; methods 

and philosophy has also influenced literacy campaigns in many 

developing countries including Tanzania. 

The International Symposium for Literacy in Persepolis, 

held in 1975, intended to evaluate the results. of a decade of 

international reflection and action on literacy teaching. It 

stressed the political, human and cultural aspects of literacy. 
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The Declaration of Persepolis concieves literacy as:-

not just the process of learning skills of 
reading, writing and arithmetic, but a 
contribution to the liberation of man and 
to his full development. Thus concieved, 
literacy creates the conditions for the 
acquisition of a critical consciousness of 
the contr9tictions of society in which man 
lives and of its aims; it also stimulates 
initiative and his participation in the 
creation of projects capable of acting up-on 
the world of transforming and of defining the 
aims and objectives' of an authentic human 
develo~ment. Literacy is a fundamental human 
right ~Bataille, 1976:273). 

These declarations are very similar to the literacy 

'conscientization' ideology, expressed in Freir's publications. 

Freire himself participated in the Persepolis Symposium. The 

influence should probably be seen in relation to the poor 

quantitative results of EWLP and the 'broad influence of 

Freire had on adult education during the decade 1965-1974 

(Agneta & Anton, 1986:22). 

In unesco's own critical evaluation of EWLP, the narrowly 

technical/economic aims of functional literacy were revised 
, 

and has been broadened or transformed in July 1975. The 

expert team produced a series of recommendations which could 

be taken as guideline for future action. The expert team of 

evaluation of eXperimental literacy projects declared: 

••• ~he concept of functional literacy must 
be extended to include all its dimentions-: 
political, economic, social and cultur~ 
just as development is not only economic 
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growth, so that literacy must aim above 
all to arouse in the individual a critical 
awareness of social reality, and to enable 
him or her destiny. Limiting liter acy to 
narrowly economic aim implies the risk of 
deminishing considerably the importance of 
this task and of preventing the mobiliza tion 
of he arts and minds without which no sustained 
development is possible (Unesco; 1976:191). 

Every since these impressions' were drawn, it has been 

generally agreed in internationa l debates that literacy must 

be functional in a broad, sense that literacy is only the 

first step in achieving the objectives set out (Agneta &­

Anton, 1986: 23). 

Literate Person'. 

The universal current concern with illiteracy and 

literacy should be linked to the relative nature of the 

Ii teracy phenomenon, at what point and for vihat functions 

can someone be regarded as having emerged from a state of 

illiteracy? This implies that the notion of literacy varies 

from country to country. In some countries a literate person 

is considered to be one who can read the letters of the 

alphabet, in others be must be able to decipher a teRt ~ 

a given length. In countries having advanced technology 

anyone who is incapable of fil lingout a complicated 

questionnair e or of reading written instructions of a 

technical nature are considered as functionally illiterate 

(Unesco, 1982:5; Unesco, 1980:16). 
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Inherent in these definitions is the problem of 

determining just what it means to be illiterate in any 

particular culture. Dauzat and Dauzat, as cited in Unesco 

(1986), criticize those who erusade for national effort to 

make literacy a reality without establishing what that 

reality is (23). Although it renders comparison of national 

statistics more difficult, the importance of literacy 

criteria established with reference to specific situation 

must be recognized (Hamadache & Martin, 1986:13). 

Responding to the problem, the unesco general conference 

as its twentith se~sion, in 1978, adopted a reviE'ed 

recommendation concerning the International Standardization 

of Educational Statistics which contains, as quoted in 

unesco (1982). the fol10vling interesting statement:-

A person is functionally illiterate who 
can not engage in all ti10se activities 
in which literacy require.d for effective 
functioning of his group a nd community 
and also for enabling him to continue to 
use reading, writing and calculation for 
his own and community's development (5). 

As argued by most adult educators and as clearly indicated 

in ICAE (1979), 1iteraoy should not be defined in terms of 

what -an adult cannot do nor by some comparison with outside 

standard or with the schooling of children; it can andslhou1d 

be defined as the competence that is necessary for an adult 

to participate effectively in his or her society. This 

es 

t 

nd, 
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Traditional literacy training is diffuse and non­

intensive in character. Functional literacy uses an 

intensive approach as a step towards the ultimate 

acquisition of relevant skills and knowledge of direct 

utility in a given environment. 

Traditional literacy works are generally standardized 

and laid down on a centralized basis. They use the gene%itl 

outline of primary school curriculum as wellas pedagogical . 

methpds which are in use in the prima ry schools- 'one-way 

kind'. The cultural content of the text books is generally 

'paternalistic' oversimplified and descriptive. Teaching 

techniques and methods are based on the use of a single 

primer with no relation to the intereets of illiterate 

adults. It also failed to answer the question 'after 

literacy what?'. All to often it may be seen that the 

traditional approach is synonymous with what Freire has 

called the 'banking concept of education' (Freire, 1972). 

Functional literacy programmes, on the contrary, are variable 

and fleXible, and take the immediate objectives and specific 

situations into account' (Unesco, 1970a:9; Unesco, 1973b: 

10; Mpongole, 1985:8; Hamadache & Martin, 1986:52), 

The main merit of functional approach is that it is more 

concret, more directly linked to the context in which the 

neoiiterate live, ~nd hence more likely to attract and retain 

them. (Unesco, 1980:,2-53), 
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The concept of functionality as stated in the preceding 

parts is now universally acknowledged and generally accepted. 

It has become a common feature to whether of a selective 

order or in the form of a mass campaign and this should be 

seen as one of the highly beneficial results arising out of 

the implementation of the EWLP (Ibid:?). Specially this 

concept has been adopted by the developing countries as an 

instrument for develoPJJlent (Ibid). 

Thus, there is no question of teaching people reading 

or arithmetic for ita own sake, but rather of teaching ~th 

skills in order to enable people to improve their living 

conditions. Therefore, in order to generate and stimulate 

motivation and to promote effective literacy programme, the 

people should be provided with knowledge, directly relevant 

to the environment that could be applied to practical problems. 

2.1.5. ~cepts of Post-LiteraCl 

The concept of post-literacy emerged after the concept of 

functional literacy was born. The report of the Tehran 

Conference of 1965 stated that ' ••• no literacy should be 

started unless and until there has been provision for 

adequate, appropriate and accessible materials for foll~-up 

practice by neo-literates' (Unesco, 1965:9). The expert team 

on evaluation of experimental literacy projects also 

recommended for literacy to be effective and lasting, it must 
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be sus.tained by an infrastructure that not only provides 

literates with abundant reading matter but also maintains 

their teste for reading and broadens their herizon (Unesco, 

1976:193). 

Literacy work, therefore , is not monolithic and should 
-

be seen interms of continuity as an element in a procees of 

life long education which begins with literacy and which 

continues after the basic skills nave been acquired. 

The concept of post literacy waaborn when it was found 

that adults, once made literate in literacy classes, did not 

always stay literate. They relapse into i~literacy. The 

reason for this loss of literacy skills was lack of continued 

use of literacy skills acquired in literacy classes. The 

skills learned were thus lost through disuse (Bhola, 1980:13; 

Dave, 1985: 193). 

(Bataille, 1976; ICAE, 1979; Unesco, 1980; Bhola, 1980; 

Carron & Bordia 1985; Dave, 1985) argue that without follow-up, 

either through continuing non-formal education or through link 

to formal education, retention of literacy is not possible. 

Other 9Pportunities for applying recently acquired literacy 

skills must also be treated in orde~ to av oid relapse into 

illiteracy. 

There is variation in the definition of post-literacy. 

But it is perhaps possible to identify certain elements; in 
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common. Some countries like Mali, Senegal and Tanzania 

use a definition of post-literacy adopted during a meeting 

of experts in April 1977; as cited in Dave (1985), 

By post literacy we understand all measure 
taken to enable the neo-literate to put 
into practice the skills acquired and to 
increase the knowledge obtained during the 
previous stage. Thus he will be able to go 
beyond what he has learned and to use his new 
knowledge; and above all, by learning how to 
learn and how to make decisions, take an 
active part in the continuing process of 
development and mastery of his environment (28). 

As quoted in Dave (1985), one of the working groups 

during the first international orientation seminar, formulated 

a definition as: 

Post-literacy is an integrating learning 
process to assist literates to retain, 
improve and apply their basic knowledge, 
attitudes, and skills tor the satisfaction ­
of their basic needs., and to permit them to 
continue education through self-directed. 
process for the improvement of their 
quality of life (28). 

One of the most highlighted post-literacy objectives by 

many adult educators is to make it possible for new literates 

to participate fully in politieal, economic, socio-cultural 

and technical processes so as to better control and imp~mve 

their own life~. It can also savely be said that the main 

concern of a post-literacy programme should be to be a 'better' 

literacy programme. 
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At present the national, regional, and international 

efforts need to be intensified, dealing with literacy and 

post-literacy realistically and soberly than in the 1960's 

and 1970's. Literacy is a multiple task with broad 

objectives_ in social, economic and cultural development. 

Equally, post-literacy is a major task which requires heavy 

effort in designing the curriculum according to the need of 

the target groups and national objectives. This major task 

calls for also a national programme, committment, effective 

participation, coordination, and decentra~ization, mobili zation 

of res'Ources etc. 

2.1.6. Oboi.~£!!~....£!!~~ure 0LAdul t Li~~£l 

~!.~gies 

Literacy strategies or approaches in general attribute 

the model of planning and implementation of literacy 

activities. The approaches choosen comes out directly from 

the objectives of the deliverers of the programme, as regards 

both adopting literacy as, the means of operation and making 

the contents and methods suit the overall aim. 

As clearly stated by AgnethA&: Anton (1 990), some 01' the 

most important questions; to be taken in to account for an 

adult literacy strate~ include, what are the priority aims? 

Which groups should be included? What is the scale of the 

programme, in number of participants and period of time? 
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Wha t is the framework of organization and supervision to be? , 

and so on (49). 

Looking back on the history Gf literacy promotion in 

the twentith cent ury, we can dis tinguish two major approaches, 

that had and still have a major influence in the developing 

countries. These strategies are sel ective 6nd mass campaign 

approaches. There is a continuing and unresolved debate in 

literacy work be t ween th4 two approaches. 

The s elective approach was developed at the Tehran 

conference of 1965, to be used in the EWLP. It has been 

selective in nature. When tlle progr ammes were established 

allover a country or region, there was ~ intensive foc~s 

on .particular communities; occuptional groups, those who 

have the greatest potential to improve a country economically 

and socially or who are percieved to be in greatest need 

of a development programme in corporating functional literacy. 

It tries to offer the highest promise of economic returns, 

and to work witll them intensively for maximum effect. This 

app:ro3ch ,.cc~:::t s the cGn-tl'ol role of literacy in the process 

of development, but it make s segemented commitments. The 

hope is that after the economic take-off within the selected 

sectors, there will be spill-over to other economic sectors 

and there will then become eligible for intensive material 

and literacy inputs (Bhola, 1984:197; ICAE, 1979:22). 
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Selective approach have typically arisen from the 

calculations of development planners rather than from the 

intense committment of politicians and ideologists. 

Justifications used by the organizers of this approach of 

Ii teracy in recent years have been economic and technological 

(Bhola, 1984:197). Consequently, the programmes objectives, 

contents" methods etc. are related to vocational skills. 

In the light of previous experiences together with the 

failures to achieve considerable progress in other literacy 

attempts, Unesco decided to promote a discussion among member 

states on the possibilities and promise of the literacy campaign 

as a strategy for the eradication of illiteracy. The reasons 

for this include; successes with campaigns, the growing 

opinion that literacy is a human right, the feeling that 

mass literacy will not only promote development but also 

help radress operation and injustice (a feeling promoted by 

Freir's ascendancy to international legitmacy) (Agneta & 

Anton, 1990:64). 

In the In terna tional Seminar on campaiJing for Literacy 

held in Udiapur 1982, the literacy campaign of eight countries 

was analysed. The seminar adopted a literacy declaration, 

calling for massive literacy efforts (Bhola, 1983:204). 

Mass literacy campaign approach is a massive one that 

seeks to make all adult men and women in a nation literate 
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within a particular time frame. Literacy is seen as a 

means to a comprehensive set of ends, economic socio­

cultural and also political. The justification used by the 

organizers of this approach ha~e been at the same time 

ideological and economic (ICEA, 1979:20; Bho1a, 1984:197). 

Experiences over recent years have shown that the imputus 

for literacy campaign mainly come from a dramatic events, such 

8S a revolution or independence, that creates 8 deriving for 

political and social change or it may come from economic 

needs and social development policies that demand a change 

in traditional emphasis. In either case, a clear and direct 

need arises for a large number of people to acquire new 

knowledge, skills and information to prepare for, achieve 

and consolidate change. Literacy is then used as preparation 

in new social order. Consequently, the objectives, contemts, 

methods of the literacy programme centers on the afore­

mentioned social transformations (Ibid). 

At conferences and many articles, the two approaches have 

been linked to opposing camps, and there has been considerable 

debate about which is more effective. However, they are 

complementary and can be integrated to produce an effective 

literacy programme. Often, specialized programmes extend 

mass campaigns by providing occupationally related training 

to selected groups. A good examples for this are in Tanzania 

in which the programme begin as mass campaign and then become 
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more fwnctional and selective. In India also both approaches 

used simultaneously which is described as a mass campaign 

with the quality of planning and implementation of a 

selective programme. Therefore, it is possible for a given 

country to use both approaches either in turn or simultanously 

(ICAE, 1979:20; Hamadache & Martin, 1986:56). 

What is Curriculum? There is so much written about -
curriculum that literature is full of writings about the 

definitions and the concepts of curriculum. Different 

educators define the ter m curriculum in different ways. 

There are those who define curriculum in terms of the 

subject matter to be studied. They take it as subject matter 

disciplines and organized field of study. Some others define 

it as all the experiences that contribute to the growth and 

development of the pupils. There are also educators who 

understand the curriculum as a set of experiences designed 

to train children into tne culture of their society (Abebe, 

1986:33-34). 

As a result of these differences in defining curriculum, 

there is no agreement between educators as to What curriculum 

is. This caused the difficulty of defining curriculUm that 

means the sUlethin.g to all educators. As cited by Abe be­

(1986), inspite of that, the tendency of moet educators 
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(such as Herist, Young, Peter, Goodlad, Bernetien), is to 

view the curriculum as a set of intended learnings, which 

is planned and directed by the school to attain the desired 

objectives (34). 

In conclusion at this point of discussion, it may be 

argued that curriculum is a planned learning programme 

containing a set of activities from which learners can 

learn something, or a set of statements of objectives to 

be attained; a statement stipulatill8 the ways in which the 

curriculum is to be used i.e. by s t ating the relationships 

beueen the curriculum and the development of instructional 

strategies; i.e. from curriculum planning to curriculum 

implementation; and finally an appraisal scheme for evaluating 

the effectiveness of the curriculum (UNEOA, 1987:60). 

Before the concept of functional literacy was born, 

traditional literacy used to apply the curriculum of formal 

education system. But after the concept of functional literacy 

training emerged the traditional literacy work started to 

be seen as based on faulty premises as well as being unauited 

to the conditions required for effective literacy training 

in an adult environment. After the period when adult 

education broke away from formal school type model, new 

principles were drawn up end affirmed its own uniqueness and 

"ork1n& methode-.• 
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The notion of andragogy has been recognized as 

facilitating adult learning. The concept of andragogy as 

the art and science of leading adult learners (or helping 

adult learn), in contrast to pedagogy as the science of 

childhood teaching-learning, beca.ae influential since it 

was first proposed by knowles. This concept have been 

accepted and developed more rapidly in different parts of 

the world. 

According to Knowles, then andragogy is based on some 

principles that distinguish it as a theory of adult learning 

from pedagogy as a theory of childhood learning. The fir~t 

principle i~ the change in self-concept: 

••• as a person grows and matures his 
self concept moves from one of total 
dependency (as is the reality of the 
infant) to one of increasing self­
directeddess (Knowles, 1978:55). 

Adulthood is, then, seen as substantially a classification 

of individual development: Adulthood, Knowles affirms, is the 

point at which an individual achieves a self-condept of 

essential self-direction. As also denoted in Unesco (1980), 

people in learning situation should be viewed from the stand 

point of their entire adult personality and complexity of 

all their dimentions, not solely in relation to their 

temporary role as students (56). 

The second principle acknowledged ia the role of 
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experience: 

••• as an individual matures he accumulates 
an expanding reservoir of experience that 
causes him to become an increasingly rich 
resource for learning, and at the sametime 
provides him with a broadening base to which 
to relate new learnings (KnoWles, 1978:56). 

Knowles further states that andragogy is a method of 

teaching based much upon experiential and transmittal 

techniques. To' child', experience is something that happens, 

to him; to an dault, his experience(, is who he is. For this 

reason, a situation in which such experience is undermined 

or disregarded is a situation of personal rejection. As 

indicated in Unesco (1980), adults' experience is the main 

staff from ~hich educational experience is built up, ~ith 

the addition of what ever is ingested from outside. Once 

adults are respected by making use of their experience as 

a resource for learning they Vlill be much more receptive to 

instruction, whatever its nature (56). 

The third principle of andragogy is related to the 

readiness to learn of adults:-

••• as an individual matures, his readiness 
to learn is decreasingly is the product of 
his biological development and academic 
pressure and is the product of the 
developmental tasks required for the 
performance of his evolving social roles 
(Knowles, 1978:57). 
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Different from children, adults cease to learn things 

because of their significance to pedagogic assumptions but 

learn things they need to learn because of the developmental 

phases they are approaching in the..1r roles as parents', 

farmers, industry workera, and the like. The implication 

is to coincide learning experiences with the learners' 

developmental tasks (Unesco, 1980:56). 

The fourth principle is concerned with the orientation 

of learning: 

• 
••• children have been conditioned to have 
a subject-centered orientation to most learning 
whereas adults tend to have a problem-centered 
orientation to learning (Knowles, 1978:58). 

As affirmed in Griffin (1983), children require subject 

knowledge not for its own sake but because it is instr~ental 

to passing through the education system itself. Adults, 

by contrast, come to learn because they need knowledge for 

immediate purposes of solving day to day problems . of living 

(57). This suppOSition, Knowles enunciates, has major 

importance concerning the organization of the curriculum 

and its learning experiences. Subject-centered learning 

imply a curriculum according to the logic of the subject 

matter and course units should be specified by the logical 

sequence of content topics. Nevertheless, adult learning 

requj~es a problem-centered orientation in which relevant 

practical outcomes determine the aims, contents, methods of 

teaching and learning (58). 
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Finally in relation to the aformentioned '~rinciples, 

instruction should not take the form of a one-way 

communication, but rather of an exchange, even if it can 

not always be on an equal footing (Unesco, 1980:56). This 

ia synonymous with what Friere (1972), ia saying two -way 

communication as opposed to the 'banking concept' of 

education which is based on one-way communication. 

The methods bound up with a functional conception of 

literacy are, in varying ways, and varying degrees, based 

on the above-stated principles. 

From the above- stated principles, we can understand 

that in adult education curriculum the concept of need is 

widely acknowledged. In planning adult education curriculum 

the concept of 'need' plays a very significant role. As 

cited in lawson (1979), Witts hire has pointed out, this 

concept along with that of 'learning', has emerged as a 

dominant 'one in the vocabulary of the adult educators (35). 

According to this argument, cU!:riculum planning in adult 

education seems synonymous with the process of finding out 

needs. As indicated by Griffin (1983), the question of how 

these needs were or are, ascertained becomes the very 

fulcrum upon which all curriculum planning reate (79), 

2.1.8. Basic Princi~~s in Planning Adult Literacy 

Pro~alllmes and the Curriculum 

Planning a programme in short i s a rational method of 

Lly 
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and adopted as principles. A ngmber of successful literacy 

prograllllnes in the developing world, have adopted and adhered 

to these principles. The major guiding principles, which 

have been given more emphasis in various conferences of 

unesco, on which functional literacy is based are functionality, 

participation, integration and diversification • 

• 

Eunctionality: as clearly stated in the preceding 

parts of this paper, the term functionality encompas8es~, 

meanings which vary according to the context and the period 

involved. The expanded concept of functionality (unesco, 

1976:191), have got universal recognition and acknowledgment. 

Functional literacy is literacy that works, which is 

not merely a literacy programme. Hence, the prinCiple of 

functionality could be applied if the planning of the 

programme is correlated with the immediate environment of 

adults. As pronounced in Unesco (1980), this principle 

could be applied in every case on the appropriate answers 

found to the basic questions, how and to what extent the 

design and implementation of the programme will afford 

learners a chance of coping more successfully with the 

problem of their existence (54). 

~tici~ati~: this principle and that of functionality 

are closely linked. As reviewed in Hamadach & Martin (1986), 

the Per~epolis declaration affirms, it is obvious that if 
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literacy is to take account of the needs and aspirations 

of the illiterates, the first step is to listen to tllem, 

who should not be the object but the subject of the process 

where ~y he become~ literate (32). 

The participation of adult illiterates in deciding 

what their most urgent concerns are and \~hat they most like 

to learn about, represents the most effective way of confirming 

authentic motivation on the side of the people concerned. 

The Fersepolis declaration stated that literacy is effective 

to the extent that the people to whom it is addressed feel 

the need for it in order to meet their most essential 

requirements, in particular the need to take part in the 

decisions of the community to which they belong (Ibid.). 

Ths 'conscientization' approach to literacy of Freire 

(1972), highly signifies the principle of participation. His 

argument is that only dialogue, which requires critical 

thinking, is capable of generating critical thinking. Without 

dialogue there is no communication, and without communication 

there can be no true education (81). 

Inte~ration - the first concern of this principle is 

the integration of reading, writing, and arithmetic and on 

the other, integration of the technical disciplines and their 

theoretical and practical aspects. Strictly, pedagogical 

integration consists of encouraging the closes.t possible 

relationship between the learning to read, writing and 
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arithmetic, on the one hand, and on the other, the immediate 

problems of the learners to be solved (Unesco, 1973h:96). 

As reviewed in Hamdach &: Martin (1986), M Row, on the 

occaspion of international literacy day, . 1976, said that 

integration into the process of life long education presupposed 

that literacy work is followed up. Literacy and numeracy 

are useless accomplishments unless these basic skills are put 

to actual use in everyday life (33). 

The integration of literacy into national and regional 

development plans is substantial. As presedent Nyrere put 

it, if adult education is to contribut e to development, it 

must be part of life-integrated with life and inseparable 

from it. This means that adult education should promote 

change and further it means that adult education encompases 

the whole of life, and must built upon what already exists 

(Nyrere, 1977:12). 

The other way of applying the integration of literacy 

work into development programmes is by establishing permanent 

contact between various ministries, organizations and sectors 

concerned and their representatives at national, regional, 

and local levels in planning the programme and the curriculum. 

£!!ersifica~: there is no such thin9 as a single 

model for literacy programme. In reference to this principle, 

as cited in Hamadache and Martine (1986), M'Bow argued that 

programmes must adopt themselves to Circumstances, individuals 

I 
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socio-economic and cul tural contexts and living condition 

and draw their inspiration from them. The diversification 

of methodologies and materials is therefore essential for 

success (34). 

Most sdul t educators argue that if a country is 

characterized by a multiplicity of target groups with 

different backgrounds of language, sex, culture, occupation 

and the like, it is reasonable to produce a diversification 

of approaches, contents, methods and materials. 

, -
2.2 . PART TWO - ADULT LITERACY CURRIOULUM PLANNING4l 

PROCESS 

The process of curriculum planning or development can be 

treated as a general covering both formal and non- formal 

education system. But the system of formal education is 

unlike from the system of non-tormal education. Bhola 

(1979) affirms that the same general model of curriculum 

development, when applied to one system rather than the other, 

has to be adopted to suit the parame ters.- of the system chooaen-

formal or non-formal. Therefore, a model of curriculum 

development for non- formal education so will appear to be a 

second-generation model of curriculum development (54). 

The curriculum plannini approach fo r a functional 

literacy programme is conditioned by perceptions as to 

education's role in a particular context. By its own 
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admission, this approach views the problem in 'functional' 

terms: and systematically sets about to design an effective 

strategy to overcome existing dysfunctionalitie~ 

There are some variations in ingridients in such a 

strategy for a plan of action, that have been suggested by 

different adult educators and organizations (such as Bhola, 

1979; Unesco, 1973b; Unesco, 1987a; Unesco, 1983b, Gorham, 

1983; Lumsden, 1977). Depite there are some variations, 

the steps involved in the process of planning the curriculum 

of adult literacy programmas are usually the same. These 

steps includa: 

a) Determining the general goals or objectives of the 

programme within the context of the national policy 

and priorities" 

b) Study of the milieu to identify problems and 

translation of these priority problems and needs 

into the curriculum obje«tives. 

c) Designing contents and preparing teaching materials. 

d) Determining the strategies in implementing the 

curriculum such as teaching methods, training of 

teachers, medium of instruction etc. 

e) Devising evaluation mechanisms in the programme. 
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authorities'. In identifying these objectives representatives 

of different sectors at different levels should be consulted. 

Besides, general deve.lop~ent plans, regional or local 

development plans, miscellaneus technical and economic 

studies; monographs; ,plans of operation etc. should be 

consulted (Unesco, 1973c:15). 

In the conclusions arrived at the workshop at Udaipur, 

which examined the experiences of eight countries it is 

indicated that the general objectives of an adult literacy 

programme have to be determined by the, national planning 

body (represented from diffe~ent sectors) and there can be 

no external criteria in the determination of these (Bhola, 

1983:251) . 

These general objectives could serve as a general 

guideline in determining the specific objectives peculiare 

to local situations. 

2.2.2. Stu~!-!~ilieu and Formulatio~f Curriculum 

Q£.J!ctives 

The basic principles in planning the curriculum of a 

literacy programme, as indicated in the other part of this 

chapter, imply the using of differentiated curriculum as 

opposed to one curriculum to all learners. Regarding this 

point Bhola (1979) argues that the process of curriculum 
• deSigning mus t not lead, necessa.t:;Il,y to one cOBLlIlon curriculum 
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based on the homoginization of the learning needs of all 

learners. The curriculum planning process can, and should 

accomodate differentiated curricula to satisfy the learning 

needs of different groups, differentiated in terms of their 

social environment, age groupings, occupations or sub­

communities etc. (75). 

As indicated in Unesco (1973b), the curriculum planners 

should start where the learners are. This means, taking 

into consideration the sociological and psycho-sociologica1 

aspects of the socio- economic me1ieu of the ar ea in which 

the programme operates (92). 

In Unesco (1976), it is recommended that the planning 

of a literacy proeramme's Qurricular objectives must seek 

to integrate national necessities with the needs expressed 

by different social groups. No literacy process can be 

effective unless these Eroups realize that literacy serves 

their own interests as well as those of the nation (191). 

Bhola (1984) also argues, both nationally determined 

needs and community determined needs are important in 

defining curricular objectives. He says, it would be 

irrational to dismiss the national visions of the leadership 

os arogant and unjust impositions. On the other hand, 

individuals and communities.; must not be mere receivers. 

The people must participate in planning their own deatinies . 
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He further affirms, this can be made possible only through 

a dialectic between the national and the local, between 

the visions of the central leadership and the felt needs 

of the local communities. Through a process of needs 

assessment and needs negotiation, national visions must be 

reinvented in local settings (192). 

The concept of needs assessment forms a key word in 

the vocabulary of adult education in planning the curriculum 

objectives. Needs assessment , in Unesco (1979), is defined 

as a systematic method of determining the educational needs, 

and learning and social goals of a particular group or 

community (54). 

Bhola (1979) argues that curriculum workers of a 

functional literacy programme should not impose predesigned 

curriculum on a«ult groups but it should base on the felt 

needs of the local community (78). He further says that 

needs are not, like pebbles on the sea shores, to be 

discovered and picked up. Needs emergeu through a process 

of researching, discussion and negotiation (85). Therefore, 

effeciency in setting curricular objectives and programme 

elaboration would largely depend on a large extent on skills 

in analysing the existing situation and iden tifying the 

problems in development through the study of the milieu 

(Unesco, 1973b:22). 

study of the milieu is a phase midway between 
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identification of objectives and determination of problems. 

It helps to formulate more specific objectives with reference 

to the local and specific needs of regions than origionally 

mentioned general objectives. The purpose of the surveys 

is basically to examine social practices so as to systemati­

cally assemble (or having adopted ) suitable solutions to 

the problems arising in a given miliue, and hence to 

establish a pedagogical operational strategy. In a word, 

the aim is to identify needs and problems in pedagogical 

terms and the 'terrain' (ground) itself will suggest the 

method to be used (Unesco, 1973b:22; ; Unesco, 1987a:7-8; 

Hamadach & Martin, 1986:74). 

Besides, it could help to know the tot~l number of 

illiterates and making a break down by age, sex, occupation 

etc. which in turn will make possible to adapt methods, 

contents, teaching materials, time tables etc. (Hamadache & 

Martine, 1986:76). 

In Unesco (1973b), pronouncing the Significance of 

survey, it is indicated that failure to take into account 

the socio-economic and physical environment in determining 

the curricular objectives or abondening making study of the 

milieu would have a serious risk. It would result failurity 

in the programme's output and would have lead to inevitable 

absenteeism in the part of the learner (92). 
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It has also been pointed out, in Unesco (1973b), that 

the problem identified do not all present the same degree 

of urgency, having regard to the evolution of the action 

as it progresses toward the objectives. Therefore, it 

become necessary to classify the problems in order of 

priority in respect to their effectiveness (53-54). 

6urrently, adult educators argue that the knowledge 

an~ skills in literacy should be der i ved from and re l ated 

to adults rather than from the frame of r eference of the 

primary school. Thus, the preparation of literacy curriculum 

contents should be based on and linked with learners problema 

and needs to help them to improv~ their quality of life 

(Uhesco, 1990:7). The justification for this is, as indicated 

in ICAE (1979), that functional literacy programmes has shown 

that learning is faster, more enjoyable, and better retained 

and applied when the contents grow from the milieu of the 

learner (114). On the contrary, if literacy programme 

contents are imposed on people and are not related to total 

development anq/or local conditions, they have little chance 

of improving people's lives (Ibid:12). 

Several studies have shown that 'the need and problem 

felt by an adult learner for literacy is more important 

than the curriculum content' (Noor, 1982:182). Therefore, 

programme contents have to be functional fro~: the stand 
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point of enabling new literates to acquire knowledge and 

skills that will be useful to them in the political, social, 

cultural, and economiC fields (Unesco, 1980:75). Moreover, 

as recommended in unesco (1976), the content of functional 

literacy curriculum must be realistic, and simplified, c~osely 

linked to the concret problems of individua1a and groups 

( 192) • 

The pedagogical methods to be employed must be conveyed 

as methods for -the study of the problems. The problems, 

thus, emerge as the essential center of interest. In this 

way (by relating the learning of )R's with problems) the 

activity of learning to read, write and calculate acquires 

practical and direct significance in every day experience. 

This also promotes the retention of knowledge relating to 

the problem to be solve (Unesco, 1973b:193). 

All the major principles in which functional literacy 

is baaed are applicable in determining appropriate contents 

of the curriculum. In order to apply these principles', there 

must be a study of the milieu, which will make it possible 

to elaborate functional programme corresponding to needs 

and expectations. As recommended in Unesco (1976), the 

preparation of curriculum contents must be based on the use 

of baseline and context survey carried out among the 

concerned population and taking into account the needs 

expressed by them (192). 
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It is therefore, on the basis of the problems 

identified, in the study of the milieu, and classified by 

priori ty tllat the corresponding programme elements which 

constitute the fundamental contents are established. The 

progrBlllIlle elements are framed in broad general terlllS and 

must accordingly ,analysed so as to identify the resembling 

contents and structure them methodologically in logical 

learning orders within a didactic perspeotive. Since it 

is -difficult to teach everything, it is essential to ~~e1ect 

the most relevant contents, especially those notions 

necessary for an under standing of the problems and thos,e 

skills relating to the transformation of those notions 

(Uneeco, 1973b:99; Hamadache &: Martine J ( 1986:100). 

The organization of literacy contents therefore, excludes 

compartmentalization and the fragmentation of coursea into 

'disciplines ,. or 'subjects', as well as the diffuse1\f'sS 

which characterizes tr~ditional formal education. The 

learner should be obtainining problem solving knowledge, 

not discipline-centered and hierarchically organized 

knowledge (Dave, 1985:203; Unesco, 1973b:95). 

2.2.4. !Teparation_of Teachin~ Materials 

In many nations, the preparation of literacy teaching 

materials, alike its production and distribution, is 

centralized in which regard it is not f~r away from the 

formal school tradition represented by the textbook; usually 
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written in terms of guidelines and involving a carefully 

organized progression without concern of different 

particularities (Hamadache & Martin, 1986:101). This 

approach presumes that writers of these materials know 

through their own intrinsic and intuition what is good for 

the target learners without really getting to know them and 

without making an objective study of the local conditions. 

These materials prepared by far away elite of a society 

usually h~ve little local relevance and signifying very 

little 10~a1 interest (Noor, 1982:17). 

Noor (1982), aifirms that this approach give rise to 

further confusion between needs and demands. Planners who 

determine needs belong to one culture, and the illiterate 

adults who determine their own demands belong to another 

(173). Carron & Bordia (1985) percieve such csntralized. 

production of materials as having the faults of one-way 

communication (134). Such materials are not attractive to 

adults, are borring to adult learners and increase absenteism 

(Coombs, 1985:276). 

Taking into account the shortcomings of centralized 

approach, in various literatures and in different conferences 

it is argued that literacy materials for adu11Bshould be 

tailored to their local environmental situations. The 

recommendation stated in Unesco (1976), u reads, the 

preparation of curricula and materials must be based on the 
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use of baseline and context surveys carrieg~ut among the 

conce%ned people and taking into account the needs 

expressed by them (192). Noor (1982), also contends, 

teaching materials developed from baseline surveys and 

related to critical problems familiar to learners effectively 

engage adults throughout t11e dura Hon of training and their 

content being retained (179). 

Besides, as cited in Hamadache & Martine 1986), in the 

International Symposium for Literacy, it Vias declared that 

lithe material means should be diversified, flexible and 

suited to the environment and needs of the adult learners, 

as opposed to a uniform and rigid (118). 

This approach implies the application of the principle 

of diversification. As illustrated in Unesco (1973b), 

diversifica tion connotes mainly a decentralization of 

production of materials, there by making possible an 

adaptation to the needs and interests of participants in 

different mileus even if the absence of man-power and 

material resources at local level represents a senioua 

obstacle (99-100). 

The application of the principle of diversification has 

certainly a risk of human and material resources in 

developing countries, but it is equally true that the 

standardization of materials involve the denger of neglecting 
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the economic and cultural petularities of the different 

regions which in turn can negatively affect the effective­

ness of the programmes out put. As argued by Hamadach & 

Martin (1986), decentralization may be made easy in terms 

of pedagogical approach and costs by increasing the number 

of potential participants who will promote tha preparation 

of literacy teaching materials (102). 

Uses of literacy primers have varried from one mass 

literacy campaign to another. Many national literacy 

campaigns_ have used single prrmer for the whole nation. 

In Tanzania, the campaign did not use a single primer 

for the whole nation. The campaign was able to offer 

functional literacy on a mass scale by using a mix of the 

mass approach and the selective approach. Thus, it offers 

different groups of learners a choice of curriculum. Based 

on the UNDP/Unesco projects which had first developed and 

tested many of the curriculum packages used in the campaign, 

different primers are used all in one language, but each 

differentiated in regard to the occupational groups 

concerned-cotton growers, fishermen, bannana growers, stock 

breeders, coffee growers, house-wives etc. 

In Tanaznia, the preparation of teaching materials is 

done by a team of experts in the area- linguists, reading 

teachers, literacy and adult educators and graphic artists. 

It is done through writers workshop. The workshops involve 
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meeting together with various specialists from different 

ministties, and organizations of every region so that there 

is collective responsibility of preparing the required 

materials. These workshops produce manuscripts for literacy 

reading materials relevant to. the interests of local 

communities and followup books and forward them to the 

department of adult education in Dar-es .... Salaam for editing 

and publication (Bhola, 1984:153). 

In Kenya also, as . illustrated by Kebathi, in Carron 

& Bordia (1985), the production of primers . is done itl the 

location that is the district where the book is needed. (133) 

Teaching materials for literacy and post literacy 

reading may be divided into instructor's materials, the 

illiterate's material, and materials intended for collective 

use (Unesco, 1973b;106; Bhola, 1979:152; Hamadach & Martin, 

1986:102-13) • 

~tructor~s materials consist essentially techniGal 

aheets, giving him information on the subject he is to teach 

the participants and setting out a clear and in a brief 

form the technical elements required to enable him to 

organize discussions on the days themes ·., and if need be, 

answer any questiona put to him. It also include a manual 

or cards giving instructors the necessary teaching hints 
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and setting-out the stages of the methodology development 

of each lesson. 

Stressing on the need of these materials Bhola (1984) 

affirms, especially when untrained or hastily trained 

teachers are used to conduct learning groups, the development 

of appropriate materials for teachers in the form of guide 

books and discussion plans takes on paramount importance 

(193). Therefore, the need for teacheJl's guide for every 

teaching materials produced is unQuestionable. For instance, 

in Tanzania each primer prepsred was accompanied by a 

teacher's guide. Primers on home economics and on agriculture 

topics also had demonstration guides for making practical 

demons trations' (Ibid, 149). 

Illite~te's material - can be in the form of reading/ 

writing sheets, arithmetic cards or booklets, possibly sets 

of self-correcting cards, and programmed books, reading 

texts and phamphlets for also post-literacy together with 

the collectively used materials. 

Many adult educators signify the effectiveness, of using 

a graded primers of one particular subject, in both literacy 

and post-literacy stages, instead of USing only one. Bhola 

(1984) cont'ends:, it is imp or tant to no te tha t a typical 

first primer can not t each retainable literacy. It must 

be followed by suitable graded readers (193). 
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~ateria1s intended for co11~~~~~ - comprise 

visual and audio-visual aids produced at different levels. 

They are also designed to help with literacy and post­

literacy activities. These materials may comprise place 

cards, collective cards (sentences, words, syllables, 

letters), posters, filmstrips, slides, and possibly raiio 

& TV broadcasts, films, casettes etc. 

Experience over recent years, including the experience 

of the EWLP, has disclosed a substantial diversity in the 

selection of methodological procedures given the great 

multiplicity of specific situations and contexts. However, 

there, are common features in the conduct of a literacy 

session eventhough the methodological approach involves. a 

number of variants. 

The critical assessment of th~. EWLP, Unesco (1976), 

identified three basic elements of adult-oriented methods 

which were used on a fairly wide spread basis in the programme 

and appear to have shown their merit. An inductive a~p~ach 

is the first to learner's acquisition of knowledge, taking 
-

as its starting point the experience, needs, and problems 

of adults. It starts: wi th group discussion to identify 

problems and to suggest solutions. The second method takes 

the form of practical demonstration which consist. of 

carrying, ·out work in the feild in application of the 
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pedagogical programme. This is experiential learning or 

'learning by doing' and has been part of literacy programme 

in Tanzania, Guinea, Sudan and Ecuador. The last pedagogical 

lesson of EWLP revealed resemble to be that it is worth­

while to use a variety of methods and techniques. The 

methodological variety and 'stimulus variation' help to 

maintain adult interest and attendance-group discussion, 

self~training, showing of films or slides, problem poster, 

puppet shows, feild visits, practical demonstrations, 

individual and collective use of textbooks and reading cards, 

well~known proverbs and songs, folk tales etc. (166-167). 

Methods of Teaching Readins 

There are various schools of thought as regards reading 

methods, concerning 'which it is point-!ess to take sides' 

(Unesco, 1973A:104). Having noted the difference and 

similari ties between what is apprppriate for children and 

adults, in this part of thepaper the most commonly used 

methods of learning reading in a literacy programme will be 

discussed. 

Slntetic methods - these methods are based on the 

principle that in order to learn to read, the learner must 

first know the components of words-letters or syllables. 

Once these are acquired, the next step is the synthesis of 

words which are then combined into phases .• 
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As cited in Hamadache & Martin (1986), Neijs writes 

that these methods are logical and systematic, especially 

in languages where each basic sounds are reprerented by a 

single distinct symbols. Further, he argues that the 

stress on the mechanical a5pect of reading can stimulate 

the reader's confidence and help him tackle on his own the 

new words he encounters. These methods are also credited 

by Neijs for their ease to teach, they are within the scope 

of instructors with only limited Qualifications and reQ~e 

only a limited material. A disadvantage of these methods 

is that the importance giwen to the mechanics of reading 

at' the expense of understanding makes it boring to the adult 

learner and put~ a heavy load on memory (116). 

Hand and Punder, as reviewed in Unesco (1970b), find 

these methods appallingly dull to adult participants and 

caution that oral reading might assume a persistent monotony 

(27) • 

~1ltic meth~~ - in most literatures, global, and 

anlytic methods are used interchangeblly regarding them as 

analoguous because the accent is on words, sentences, and 

phrases, with phonetic excercises based on these whole units. 

Cani zarer' s study in 1957 I as rev iewed in ICEA (1979) I 

compared anlytic and synthetic methods applied in teaching 

adults how to read in Cuba. This research was designed to 

throw light on the question whether methods and principles 
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applied to children also suited to adults. The result 

of the study tend to be in favour of a global (analytiC) 

1Ilethods (114) . 

As reviewed in Margareta & Sjostro1Il (1983), judging 

from Neije, the analytic mode makes sense to the adult 

learners at once. lIleanillgful units 1Ilake good psychological 

starting points. But, on the other band, this method 

re~uires relatively highly trained teachers (103). 

In the manual of literacy for pre-literate people, 

Gudschinsk~~ as reviewed in Hamadach & Martin (1986), 

confesses the mGjor difficulty in using synthetic methods 

lies in the f act that the learner is confronted with 

'fragments' of language devoid of any meaning. This has 

led to the invers e method - to take units havlJlg a complet 

meaning i.e. words, numbers of sentences, whole sentences, 

and then to break them down into their component parts (116). 

Hand & Punder, as reviewed in Unesco (1970b), 'dealing 

wi th what they. term the global techniques warn that this 

method may lead to limited word attack ability. They 

evidently mean by wori attack abilitYr the skill ot 

relating printed symbols to corresponding sounds and then 

being able to 'attack' new words (28). 

A global (analytiC) method is also suggested in Unesco 

( 197 3b), as it is a me thod more r el1lis tic and helps in 
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assimilating the message written in connection with problems 

being handled. It gives priority to understanding at the 

expense learning of mechanics (conveying no meaning). 

Interest is there by stimulated from the very first lessons 

because 'reading has. come thing say' (104). 

Besides the above methods, there is an ~i£!~_method, 

which it is recalled, in equivalent to a combination of 

synthetic and analytic methods. 

In conclusion, as suggested in different literature, 

the learning of reading is conducted by the interaction of 

different factors: the language of instruction, the learner, 

the method employed, and the profil of literacy teachers. 

In any case, there is no magic solution in this feild. Those 

responsible for a given literacy programme must choose the 

method best suited to their purposes in view of the preceding 

factors. 

!§aching Viri t~ 

Listening, speaking, reading and writing are the maj or 

components of the language art. As quoted in lCEA (1979), 

Gray asserts that virtually all specialists in the languege 

art eff irms the introduction of reading and vlri ting at 

about the same time. They support that the progress made 

in the one contributes to progress in the other. The 

writing of words call attention to tbeir detail, help to 
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distinguish one from the other, and to build-up a reading 

vocabulary (60). 

As clearly indicated in Unesco (1973b), illiterate 

adults reckon empirically using counting systems which vflry 

from one cultural milieu to another. This inquiring 

knowledge, therefore, be taken into account and the teaching 

of arithmetic should be based on the 'mathematization' of 

the situation problem actually encountered. This there by 

facilitates the transition from the concret operation to 

its translation into symbols (107). 

The functional seriation in the introduction of 

arithmetic requires to be integrated with 'chain' of the 

problem to be solved. This approach bears -a relation to 

each 'chain' of problems i.e. each specific situation. The 

seriation comprises: study of numeration, study of matimatical 

operations, recognition and tracing of simple geometric 

figures; measurments (Ibid:108). 

Regarding methods of teaching literacy, the experience 

of Tanzania reveals that the primers of reading used an 

eclectic method of language teaching. They start with a 

simple sentence with a functional meaning, however, 

elementary. For instance, the first sentence in the cotton 

primer was 'Pamba Mali' (Cotton is wealth). The home 
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economics primer began with the phrase: 'Mama no mtoto' 

(mother and child) under the p~cture of a mother holding 

a child. The sentences or phrases were taught first; then 

the words, then the syllables, and as far as Kiswahili is 

u syllabic language, syllables are then used to generate 

new words already in the vocabulary of adult learners. 

Furthermore, writing and simple arithmetic were integrated 

into the teaching of reading from the earliest stage (Bhole, , 
1984: 150). 

2.2.6. g~£!ce of ~guage for Liter~l 

Should adults be taught to read and write in a local 

vernacular language or in a national and possibly in 

international langu2ge? In a literacy proeramme such a 

choice has to be made. A clear cut language policy will 

have significant implication for the tec~~ical system 

established for a literacy programme. In most cases the 

choice of language for literacy teaching in different 

countries derives partly from national language policy and 

from the objec·tives of the process. 

The choice of the medium of instruction. was recognized 

as a serious, problem in many developing countries which are 

often characterized by extrem linguistic divereity. The 

solutions given to this problem vary substantially from 

one country to another. 
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In many conferences of tliesc.o and in many literatures. 

it is arguea that it would be difficult and indeed 

inappropriate to provide a general recommendations for 

language policy in all developing countries since each 

presents a unique cultural and political situations. Many 

felt that the language of literacy should ideally be the 

mother tongue. 

As confirmed in Hamadache & Martin (1986), teac11ing 

literacy in unfamiliare language means that in addition to 
, 

the difficulties involved im learning the mechanics of 
, 

reading and writing, the learner is further faced with the 

difficulties. inherent in the acquisition of the vocabulary 

and the morphosyntatical structures. of that l6ll8uage (eo). 

As cited in Hamadache & Martine (1986), Mead pointed .. 

out, literacy teaching in unfamiliar language involves the 

risk of compromising those conditions which make it possible 

for puticipants to contribute to the definition of problems 

and needs and to solutions in line with the skills. and 

standards .. of the milieu (80). 

Agneta & Anton (1 990) also affirm that literacy in a 

second language is difficult and time consuming, and can 

lead to demoralization if there is no strong motivation 

among the par ticipants to learn this language. Moreover, 

they argue that the more distant the language is from the 

mother. tongue and the less spread it is, the more difficult 
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it will be to teach and learn in it (88). 

The arguments for l earning in a national language are 

that it can be used over a wider area, materials can be 

more economically produced, that it is especially useful 

for twon dwellers, and that it promotes national unity 

(Coles, 1977:36). The last point i s especially important 

in a country whete there is language diversity. 

On the other hand, research has shown that at least 

the first instruotion should be done in the learner 's 

first language, and that the goal should be to understand 

how a writing system is related to spoken language. Then 

the reader can easily learn a second language that provides 

functional mobility and growth (ICEA, 1979:81). 

One of the main advantages, of the learner's mo ther 

tongue is the literacy learning begins with something that 

is already known by the learner. Coles (1977) contends that 

adults usually find it easier to learn and write in_ their 

own mother t ongue, and those thus taught attain functional 

literacy quicker than those who are taught a national 

l anguage which is not in general use in the home (36 ). 

As early as 1953 Unesoo advocate~ that in order to 

increase the speed of education for the adults, the language 

of instruction should initially be the mother tongue of the 

learner , using the soript of the regional language. It 
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was argued that this approa ch would create more interest 

among the learners, make it easier for them to learn, and 

preserve their pride in their own culture. In the c2'itical 

assessment of the EWLP, in Unesco (1976), it is indicated 

that 'literacy work in mother tongue is in principle more 

effec.tive and tetter reflects the reality of national 

cultures" (192). 

As pointed Qut in Unesco (1976:192), and Agneta & 

~nton (1990:70), USing several languages raised problems 

in certain countries. Such problems include shortage of 

instructors;, books and costs, planning the followup, 

bntranscribed languages, numerous ethnolinguistic groups 
, 

and dialect differences within one language, the gap between 

the written and spoken words etc. It is pointed out that 

such problems should be taken into a ccount. 

In order to minimize the problems it is recommended 

that linguistic research is very essential to improve the 

efficiency of literacy for instance by producing dictionaries, 

vocabularities, grammers, literature for new literates etc. 

(Unesco, 1976:192). Coles (1977) also affirms that it should 

be borne in mind that before primers. are produced linguists. 

must first formalize points of syntax, spelling and grammer. 

Moreo'-er, it is essential to carryon continous evaluation 

for ensuring the effectiveness of the language used (36). 
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2.2.7 • . ~~~!f£n.-..!¥1~ Tr~g of Literacy...!!!~!!uctors 

and Personnel 

The success of any literacy programme largely depends 

on the human resource to be engaged in conducting the 

programme. Therefore, a human factor, represent one of 

the crucial problems of functional literacy programmes. A 

functional literacy training intended would not, by any 

means be self-activating. For the systems to begi~ 

functioning, we shall require functionaries-literacy 
, 

instructors, supervisors, curriculum planners, evaluators, 

wri ters~ graphlc artists, librarians, administrators, and 

so on. One of the things, required is a sub-system of 

instructional actors; and in turn, it is required to develop 

specialized curricula and specialized instructional systems 

for the training of these various groups of instructional 

actors. 

!l~es of Instructors 

Many adult educators argue that entirely using of 

professional teachers as litera cy instructors is· not 

effective for the succes s of a literacy programme. 

Pers.uation on professional teachers raises probletns not only 

in terms of the technical skills to be deveJ.oped but also 

in terms of the pedagogic traditions to be modified. Mareover, 

several participants of different conferences held under 
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unesco, have serious reservations concerning the motivation 

of teachers of formal education. They stress that lack of 

motivation of teachers l ed to high level of absenteeism, 

insufficient a ttention to teaching responsi bili ties and 

little commitment to the cause of community development. 

They, therefore, proposed that devoted volunteers inhabiting 

in the village and motivated to wmrk with the community 

should be employed. 

(Unes co, 1976; Unesco, 1973c; lCEA, 1979; Bhola, 1979; 

Hamadache & Martin, 1986; No or, 1982), literacy work must 

calIon all human resources available and not only professional 

teachers. ExPerience has shown that instructors. from .the 

same milieu as participants and local development agents 

Vii th a real knowledge of the milieu are more successful . 

than school tea chers because they have a better unders tanding 

of the problems confronting l earners. Such type of teachers 

are capable of continuing a meaningful communication with the 

learners that is based on a deeper understanding of their 

VlOl'k, experience, problems and aspir·ations. 

Few developing countries:, however, have used literacy 

teachers from the milieu SUCll as Tanzania (Bhola, 1984:151); 

Algeria has employed SOl!:e (Noor, 1982: 176) and Kenya 

(Oarron & Bordia, 1985:132), 

The experience of literacy prOeralll1neS have shown the t 
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literacy teachers may be paid or unpaid. They may be 

steadily employed to teach fultime or part-time, or they 

may be wholly voluntary. In this case these is a need 

to make decision on which to use and a combination of 

various types of persDns may be used. 

In a number of developing countries, students and 

teachers have been reQ.uired to teach literacy in voluntary 

iree service in their sparetime or during vacation . As 

indicated in Hamadache & Martine (1986), volunteer service 

has disadvantages, notably absenteeism on the part of 

instructors who are inclined to miss elasses after a certain 

time and who soon become bored (86). 

!r~ining-2f Lite~l--~~~~£!£!~ and Perssonnel 

In (Unesco, 1976; ICEA, 1979; Unesco, 1990; Noor, 1982, 

Carron & Bordia, 1985), it is argued that literacy training 

programmes for literacy instructors should be short and 

intensive initial period of traini!~ followed by complementary 

in-service training (periodic aeminars, self training etc.) 

instead of long initial training as in the case for primary 

school teachers training. This practice seems more effective 

and less costly than a long initial training with no or 

minimal 1nservice programmes. This preference arises both 

from the practicality of repeated reinforcement of basic 

skills and from the opportunity provided for instructors 

to use class eXperience as a practical source for their own 
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learning. Frequently in- service sessions offer an opportunity 

to exchange ideas, information and experiences. 

As pronounced in Unesco, (197~; Unesco (1990~ lCEA, 

(1979); Hamadach & Martin, (1986), it should be made clear 

that training does not only concern the instructional st~ff 

but also all those people who have role in literacy such as 

organizers, planners, administrators, trainers, supervisors, 

evaluators, textbook writers, illustrators, radio-producers;, 

librariens, journalista etc. Thus, in the training of 

literacy workers', institutions of higher and secondary 

education should pay more attention to literacy. Universities 

could deal wi th problellls of pedagogic and linguistic research-, 

training of specialists, survey of the milieu, evaluation 

etd. Te.acher training institutions of different levels could 

deal with the concepts of adult psychology and pedagogy to 

be taught to student teachers to prepare them for educating 

adults as well as children. 

Unlike the traditional training system, in the literacy 

instructors. and workers training system the only real 

knowled~e is that which is gained by experience, in a real 

Situation, and by methods combining, with in the act of 

learning, practical activities and the theoretical inter­

pretation of those activities. 

The new approach to the training of literacy personel, 
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which is designeQ to meet the aforstated requirments is 

'operational seminar' (Unesco, 1973B: 46-47; Hamadach & 

Martin, 1986:122). This approach is not exclusively 

designed for literacy teachers; it is also intended for 

all those people participating in the literacy programme. 

It involvea of practicing, within the context of actual 

work and for a limited period of intensive activity (Unesco, 

1973c: 147). 

Moreover, the operational seminars approach can also be 

organized within the framework of refresher training courses 

in certain specialized feilds such as, evalua tion, pos t­

literacy work, training of instructors, preparation of 

teaching materials and so on (Ibid.). 

In many literatures it is contended that, in most 

developing countries yet adequate measures have not been 

taken in training literacy personnel according to the needs 

required as dis'ussed above. Deapite these limitations, some 

progress towards the training of teachers and workera is 

evident. For instance, Tanzania has made an adult education 

component compulff~ry in all its colleges' and institutions 

of national education for the training of school teachers. 

(Noor, 198~:177; Bhola, 1984:150). 

Moreover, the Institute of Adult Education (IAE) 

es ta blished in 1964 as an extension serv ice of the uni versi ty 

of Dar-es-Salaam is offering two years residential diploma 
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c.ourses .. in adult educati.on t.o train large b.ody .of teachers 

and administrat.ors, and s.ome researchers t.o serve the 

literacy campaign. The university .of Dar-es-Sa laam als.o 

.offers a degree c.ourse in adult educati.on (Bh.ola, 1984:150) 

M.ostim~.ortantly, the Nati.onal . Literacy Genter in 

Mwanza train regi.onal and district teams fer the purp.ose 

.of decentralizing the tr aining teams. represented an imp.or tant 

strategic element in the mass campaign. The Tanzanian 

literacy pr.ogramme did net have sny seri.ous pr.oblems in 

training teachers t.o g .o .out in the villages and turn the 

wh.ole c.ountry int.o .one big classr.o.om (Ibid:151). 

Nigeria als.o has intr.oduced the study .of adult 

educati.on net .only t.o the teacher training c.olleges but 

als.o t.o the sec.ondary sch.o.ols and t.o intermediate c.olleges. 

There are als.o s.ome .other c.ountries that have established 

separate literacy instituti.ons t.o pr.ovide intensive ceurses 

fer a durati.on raning fr.om a few weeks; t.o an academic year 

(Ne.or, 1982: 177). 

In Kenya, adult educatien .officers recieve mest .of their 

training frem the Institute .of Adult Educatien , University 

.of Nair.obi. The literacy teachers training is carried··eut 

in the lecal areas.. They recieve a two week c.ourse. On­

jeb-training is als.o .offered to the ins tructors. It is 

c.onducted through c.orresp.ondence ceurces, and is supp.orted 
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by rl?cli o lessons. and face-to-face teaching. Part-time 

teachers recieve special courSes which are organized durinC 

the week-ends by the district adult education officers in 

their respective districts (carron & Bordie, 1985:132). 

2.2.8. £~~~g Evaluation an~~~!!oring 

~vices 

The evaluation system of adult education is some what 

different from that of formally organized education. Formal 

education systems are primarily interested in placing the 

individual on a scale of achievement to determine whether 

or not he measures-up to some external standard. Adult 

programmes:, taking in a wide range in ability and moti va tion , 

are more interested in growth as a result of specific 
, 

effort, in spite of the fact that individual rates of growth 

may be different. The programme, not the learner, is on 

trail. It is particularly important on this assumption, 

for curriculum planners and teachers to apply the results 

of evaluation to improlls the programme. 

Therefore, one of the tasks confronting the curriculum 

planners of literacy and post-literacy programmes is to 

deSign and implement a system of evaluation. Courvert 

( 1979), affirms. that the effectiveness of functional 1i teracy 

training depends on the extent to which the instructional 

programme can be improved in light of aCQuired eXperience, 
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changing conditions, and feedback~om practical experiences 

(160). 

The term evaluation is defined in various ways in 

educational and other literatures by many scholars. In this 

paper, the definition of Dave is used. The definition of 

evaluation and monitoring as apelt-out in Dave's (1985) 

paper are aa follo\'9s:-

Evaluation is a process of collecting 
evidence and using it to judge the degre e 
of goodness or worth of the entity being 
evaluated for various types of decision 
making (280). 

Monitoring is a process of watching 
periodically the progress of a programme 
in order to identify strengths as. well as 
shortfalls, if any, for the purpose of 
taking timely corrective measures with a 
view of optimizing the effectiveness and 
efficiency of the project or programme (290). 

~eneral ~rinciples for ~l~ing evaluation a~~toring 

devices 

i) The need for evaluation should arise from the 

requirment to improve instructional materials or overall 

curriculum planning and implementation. The feedbacks made 

available by evaluation must be actually used in decision 

making to improve the functioning of the current programme. 

If this is. not done, there is no justification at all for 

conducting evaluation (Bhola, 1979:239). 
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In Unesco (1976), it is recommended that evaluation 

should be , carried out periodically to ensure plan excusion 

with a view to improve or revise the plan and it must be 

action oriented evaluation. In reference to this Dave 

(1985) as well says, a well designed system of evaluation 

and aonitoring mainly should be improvement oriented. It 

should render multiple functions for meeting the decision 

making needs: of learners, animeters, curriculum planners, 

etc (285}. 

ii) Most adult educators argue that evaluation should 

not be taken as an after programme activity. Dave (1985) 

in this respect affirms, in order to ~arryout an ef~ective 

programme of literacy, evaluation should be built in each 

component of the programme (290). Alkin also contends, as; 

cited in Carron & Borndia (1985), evaluation should not be a 

pos·t hoc affair, only focusing its measurement on the outputs 

of a programme. It should be integrated into the planning 

and implementation of the programme from its beginning to 

the end (304). 

iii) Besides the afores ta ted principles;, the need and 

significance of evaluation as built-in system in a literacy · 

programme has no doubt been universally recognized by literacy 

workers at all levels. Bhola (1979), argues that evaluation 

should not be conceptualized 8S an activity separate from 

the programme. It should be built into the programme or 
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should become an integral part of the programme itself (239). 

Evaluation of the curriculum should not be left to the 

specialists, though specia lists may have a role to play in 

some cases (Ibid:240). 

Moreover, in Unesco (1976), it is l'ecolllffiended that 

evaluation must take account of the cultural context of 

eacll experience and not transpose mechanically evaluation 

des"igns: prepared for differing societies (194). 

Dave (1985), confirms tha t in order to plan and implement 

a built-in evaluation system there should be a unit " for 

evaluation and monitoring at a national level as an integral 

part of the staff for the programme of literacy and post-

Ii teracy. There should be an a ppropriate arrangement at 

the s ub- national and local levels such that specific 

responsibi1i Ues concerning evaluation work are assigned 

to categories of literacy workers based on different 

components of the curriculUDi (293). 

iv) Evaluation should not be narrowly concieved to 

involve only that feedback which is based on numbers and 

on statistical treatment of numbers. Evaluation is a 

process where by experience is systematiz.ed and objectivised 

(Bhola, 1979:240). In respect to this issue, in Unesco 

(1976) it is stated that to improve the efficiency of 

action is more important function of evaluation than the 

internati onal comparison of data collected (194). 



- 74 -

As part of curriculwn evaluation, the different 

components and relsted variables of the curriculum need to 

be evaluated. For the success of the programme, in the 

process that could and should be evaluated include (Bhola, 

1979; Couvert, 1979);- the whole process of the curriculwn 

planning itself, the effectiveness of the objectives set up, 

the validity and relevance of the contents designed, the 

effectiveness of all item of literacy materials (pre-testing 

and post-testing), performance of literacy instructors and 

personnel in various r~les, the effectiveness of the 

languages used, teaching methods, learner's progress and 

achievement, the impact of the programme on the participants 

life and so on. 

2.2.9. ~~chnical-~truct~f£!-!~nning~~£l 

Pro~!!-.mm...!....Qurricul~ 

Research has demonstrated that the difficulties facing 

Ii teracy programmes are not mainly those of pedagogy or 

sophesticated methodology. They are lergely structural and 

organizational steeming from lack of mechanisms in planning 

the programme (ICEA, 1979:17). Who should be involved in 

planning the progra~~e's curriculwn forms the key issue in 

the programme. 

(Unesco, 1976; ICAE, 1979; Ehola, 1979; Unesco, 1973c), 

functional literacy curriculwn planning must be an inter-
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disciplinary operation. Functional literacy training 

being a method of training designed to promote economic 

and social development, requires the cooperation of 

specialists from a variety of social and economic sectors­

agriculture, industry, education, public health etc. 

Therefore, it should not be left to educators alone. 

Coordination among ministries, departments and agencies 

lies at the heart of literacy programme and hinges upon 

clear delination of roles and responsibilities . Coordination 

should not attempt to impose uniformi ty , but rather to 

relate educational activities to the solution of national 

and local problems. 

Therefore, planning curriculum that is relevant to the 

learners is a complex task requiring inputs from linguists, 

people with experience in working with adults and in adult 

psychology, literacy teachers, and administrators, artists 

and people eXperienced in production of print and non-print 

materials. They constitute the central team of cu~ricu1um 

planning and they are responsible for producine the materials 

for literacy courses, drawing on local expertise (ICEA, 

1979:47; Unesco, 1973b:18). 

It may be objected that calling on various branches', 

imply a hieh cost factor but, in fact lack of real knowledge 

of the milieu so often leads to costly set backs. It can 

result into the fai1urity of the programme's output. Therefore, 

it is better to call on a number of specialists as much as 
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possible in planning the curriculum for the success of the 

programme (Ramadach & Martin 1986:74). 

The interdisciplinary nature of functional literacy 

demands teaJll work in planning the curriculum, including 

teachers and potential learners. Bhola (1979), argues that 

the curriculum planning task must be handled aa psrt of 

team work and not looked up on as work done by educatora 

left to themselves (75) . In Unesco (19730), it is also 

indicated that 'assembly line' method can not really meet 

the need for interdisciplina~' in functional literacy work. 

Curriculum work of literacy programmes, at all stagea~ is 

more effective if it conducted by groups of spec1alists "(t8). 

It is obvious that literacy work is a community 

development work, which takes place typi~ally, within a 

government setting. In such a case, individuals from 

relevant development sectors, and edult literacy educatian, 

from the center down to the subcenter or to the community 

v illage level should be seen as part af an inter-level 

curriculum planning team, each making its own contribution 

to the total currioulum planning effort (Bhola, 1979:74). 

Curriculum :Planni~J!l~ 

It is clear that any literQcy operation to be effective, 

requires first, appropriate operational structures, and 

second suitable working methods. Experience over the past 
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few years has shown that ~here planning and implementation 

is one at the national level, the needs and aspirations 

of the local communities are ignored. In this case, the 

local community tend to view the literacy programme as ' 

something outside, and belonging to the government or even 

to the offices in charge. Mobilization and motivation of 

the learners, who are the recipient of the programme, then 

becomes a critical problem. The learner's participation 

in the progr8DlIDe, therefore, become a favour done to the 

government officer and not because the.y feel themselves to 

be an integral parot of' the programme. Moreover, other 

government officers at lower levels tends to consider the 

illiteracy problem not as national issue Which calls for 

the cooperation of all the leaders, but rather as one 

belonging to the section of adult education and which 

should be e~adicated by that section. 

As mentioned in different parts of this paper, the 

planning of literacy programme's curriculum necessarily 

implies some form of diversification in function of the 

different target groups to be served. Kebathi, as cited 

in Carrone Bordia (1985), argued that ••• if literacy is to 

be functional and responsive to local needs some local 

level autonomy and decision making power will be necessary. 

The different characteristics and needs of different target 

groups have to be reflected in a way literacy curriculum 

is being deSigned and organized. Decentralization therefore, 
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facilitates the participation of the local community in 

the planning of the programme's curriculum (19). 

As also recommended in Unesco (1976):-

••• such planning should be as decentralized 
as possible, in both preparation and 
execution, so as to reflect clearly to 
problems of each region and thus arouse the 
interest and participation of the population 
in ell ways possible ••• (192). 

As indicated by Kebathi, in Carron& Bordia (1985), 

according to the study made in Ke~a, the success of a 

literacy project has proved that decentralization of the 

planning and implementation of the programme can if carried­

out effectively affect the literacy programme (135). 

In various literatures it is argued that decentralization 

means the deligation of power to different level officers to 

plan and administer the literacy programme in their area with 

minimal controlk by the national headquarters. 

This principle is similar to the Tanzanian system where 

the words of Nyrere, as quoted by Kebathi, in Carron & 

Bordie (1985), effective decentralization: 

Means that there is a need to develop new 
methods of public participation in planning 
operation. . " •• Vie have in fact to change 
the attitude that only 'experts' can make 
decisions and that 'experts' can be 
identified by their formal education 
qualifications.. We have instead to help 
the people make decision for themselves (127). 
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Decentralization facilitates the participation by the 

beneficiaries of progranwes in the preparation and 

implementation of those efforts that concern them and 

enable grassroot plannei!.s to a ttach appropriate emphaSis 

to the problems peculiar to the specific region (No or , 

1982:171). As signified in Unesco (1973c), experience has 

shown that decentralized structures are those which best 

meet the demands of practical action. Effec~fVe 

decentralization of the planning and execution of a functional 

programme facilitates - the study of the milieu and the 

identification of the problems hampering development, the 

diversification of education methods and instruments, the 

training and supervision of instructors:, the evaluation of 

the process involved and the educational results (15). 

Many adult educators suggest that at the same time we 

should not be blind to some of the possible problems that 

can occure as a result of decentralization. Their argument 

is, if local levels are given unreserved freedom would lead 

to extrem fragmentary approach and this inturn would lead 

to duplication and wastage of resources. The solution 

suggested for solving this problem by many adult educators 

is, a limited centralized planning by the head- quarters. 

Noor (1982:171); Carron & Bordin (1985:19); Bhola 

(1984:188), contend that if societies are serious about 

eliminating illiteracy, literacy has to become a general 
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political committment and there is need for a centrally 

defined policy and planning input, wit~ut extinguishing 

local initiatives and local adoptations. There should be 

a guideline on a national policy reearding the programme, 

so that districts can plan within the framework of the 

national policy. 

The Uda~pur Li teracy Declar~tion (1981) ,- s tated- tha t 

decentralization should imply that central authorities. have 

well- planned roles in policy making and supportive actions 

(8). 

Experiences during the EWLP and the experiences of 

other countries has revealed, the importance of establishing 

a strong technical structure (backed by a central minis.try) 

so ss to ensure coordination between the national and local 

levels and thus avoid duplication and wastage. Besides, 

it ensures- the need for decentralization so as .. to meet the 

demands of concret action and ensure the participation of 

the target groups (Unesc.o, 1976:192; ICIlA, 1979:17; 

Hamadach & Martine, 1986:78-79). 

Finally, all the arguments made in this chapter are 

used as a theoretical frnmeworks for the analysiS presented 

in the subsequent chapters. They were used as frame of 

references in. analysing, examining and explaining the topics. 

understudy and at last in seeking reasonable recommendations. 



CHAFrER III 

THE Sl'UD'[ DESIGN AND PROCESSES 

This study is an evaluative. research of the curriculum 

planning process. Seemingly, it is a oomparison between the 

-c·urr-iculum planning process. which actually employed in the 

literacy programme of Ethiopia and the planning process 

suggested in the international conferences spons:ered by 

Unesco and advocated by important adult educators. 

There has be en no clear and articulated descriptions 

of processes actually exerted in the eurriculum planning 

that had been developed for the literacy programme of 

Ethiopia. Inspite of that, the researcher tried to get 

the processes through inferences from the documents issued 

in the programme and by the instruments used in the study. 

MoreOVer, there is no Single model developed that can 

serve as a standard with which ma~t adult educators in the 

area of curriculum planning agreed. Despite there are some 

variations, the researcher has adopted the principle steps: 

involved in the process of planning the curriculum of 

literacy programmes which are often similar. Then the 

discripancies has been identified and judgemental statements 

are made about the adequacies and inadequacies of the 

system practiced. 
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The study makes use of a cocbination of descriptive 

survey and analytical research methods. It used descriptive 

survey design since it attempts to find out answers to the 

Q.uestions like:-

WaS there any study of the milieu actualized in the 

formulation of the curriculum objectives ' ? 

What strategies Vlere used in deSigning and preparing 

the contents and teaching materials ? 

What strategies were devised in determining the 

general patterns of planning and implementing the 

curriculum such aa methods, medium of instruction, 

training of literacy workers, and evaluation devices? 

Who were participating in the curriculum planning 

process? 

7Ihich model of planning was. used ? 

Thus, the different variablea of the curriculum planning 

process are described, analysed and then examined and 

explanations sought. 

The study also makea usa of analytical method since it 

depend on document analySis for inferential purposes. 
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3.2. Sources of Data 

The study data were obtained from thr ee main sources:-

i) Documents. issued by the DAE, the NLCCC, and the MOE. 

ii) Literature review of documents and books issued 

by Unesco, different adult educators and other 

countries about li teracy programmes. 

iii) Interview of a pur pos.ive sample of people working 

in the DAE at different levels. 

In this study purposive sampling techniques were. 

applied. Thus. the cases. to be involved in the sample were 

choosen and developed samples that are adequate according 

the study's needs. The target sample population were from 

the department·s central office workers end officers at 

selected prOVincial and awraja levels. 

In the central office, workers w ho have. had direct 

involvement and indirect concern have been consulted. This 

include members who are working in the eurriculum bevelopment 

and Teaching .Ma terials production Sec'tion and the current 

and former officials of the DAE. 

At the regional l evel, five provincial and five awraja 

offices of the DAE were used in the study. The provincial 

centers selected were Arsi, Eastern-Hararghe. Illubabor, 
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Western-Gojjalll and Sidalllo. These centers were involved 

with the writer's preswnption that they could be 

representative. The awraja offices included wera those 

that are located near the provincial offices. This 

limitation was Illainly because of the prevalent transport 

and security problems in the regiona. 

OVer and above, in his prelim-Lnary surveys, the 

researcher had realized that the curriculwn was planned 

at the central level. Hence, the intention of the writer 

in consulting the workers at the regional level offices \'Iaa 

Illainly to get their view about the curriculum planninS 

process of the progralllllle and to get inforlllation about the 

difficulties experienced in the progralllllle's 1mplelllentation 

stage. In this conteAt, the researcher assUIlles that salllple 

centers selected could be adequate. 

The interview was administered wi'th twenty two Illembers; 

of the DAE. In which ten of the III were workers in the 

central office, seven in the provincial and five in the 

awraja offices. Thus, the target sample population of the 

study were limited to the members of the DAE. This is 

important since they are the agents of the progralllllle and 

implementers who were highly involved in thepIDgramme and 

are the main resourceful persons as far as the literacy 

curriculum planning is concerned. 
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As far as the literature and do~ument review and study 

are concerned the books, conference reports, phamphelets, 

megazines etc. that are available had been reviewed to 

extract the necessary information. More emphasis was given 

to the books and documents published by Unesco. 

In the paper considerable attention had been given to 

the literature review part. This was made with the premise 

of most readers in this country are not clear about the 

fundamental concepts of functional literacy that have 

influence in the planning of the curriculum. 

Instrumentation - --

Despite that no device had been developed for the 

evaluation of the Ethiopian literacy programme's curriculum 

planning, the invesotieator could not directly apply or 

adapt or adopt any previous instrument for data collection. 

Hence, he had to plan a new instrument of his own for the 

study. Before, the construction of the instrument, a careful 

study of the information on the documents available was made 

to know what information were missing in the documents. 

For the study unstructured interview was developed in 

the way in which questions are raised end answers given. 

The interview questions sought were made to correspond to 

the basic questions raised to be treated in the study. 

Two interview instruments, one ~or the wor~ers of the 
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central office and the other for the provincial and awraja 

officers" were developed. This ins trument was applied in 

the study because the number of the target population of 

the study is less. The instruments are shown in appendix 

F and G. 

Since the information procured through unstructured 

interview method are difficult to quantify, the findings 

of the study are presented by the way of qualitative 

descriptions, explanations and judgemental statements about 

the adequacies and inadequecies of the planning system 

deployed. 

Validt¢ion of the Instruments -- ---

The instruments deSigned were given to four individuals 

who are studying in the Department of Curriculum and 

Instruction to review and suggest improvements. The 

instruments were also given to the supervisor of this study 

for further cOlrunents and improvements. The remarks and 

suggestions obtained were taken into account in deSigning 

the final form of the instruments. 

Furthermore, before the final forms were ready and 

delivered to the interveews, pretesting of the interview 

questions were carried out to see their effectiveness in 

terms of practical use. The tryouts were conducted with 
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two workers in the central office and one individwal in the 

nearest region at Assela (Arsi ~rovincial Education Office). 

'Ehis led to revision of s ome questions, cancellation of 

ineffective questions and inclusion of other items. In the 

validation process no statistical techniques were applied 

because of the natur'e of the interview questions being 

difficult to quantify. Bilt the researcher tried to in1er 

vague and ineffectual items througn nls interacti01lWlthth-e 

respondents. 

The conduct of the interview was realized through f a ce 

to face or direct cOlllLllunication. The interview question 

forlils Vlere provided to the target sample popula t ion in 

advance befor e the date of the delivery of the interview . 

In r. ,os t cGses the researcher had informally directed 

the subjects to the issuee to be covered. More over, in SOIDe 

cases the interview was administered with more than one 

respondent once a t a time. 

In order to ensure better cOff~unication the Amharic 

version of the interview question forms were used in the 

process. 



CH.\I'TER TV 

AN APPRAISAL OF THE LITERACY PROGRA1,TIl1ES 

CURRICtJLUlIr PRE 1974 

Before the examination of the literacy programme's 

curriculLWl of Ethiopia after 1974, it is lIlolllentous to 

exailline the previous literacy programmes curriculUlll. Taking 

this into consideration, in this part of the paper the 

traditional as well as lIlodern literacy programmes and their 

curriculUlll before 1974 in Ethiopia will be treated. 

Moreover, based on the docUlllents available and through the 

anference of the teaching lIlaterials and methods utilized, 

sOllle comments will be made on the curriculUlll. 

4.1. Traditional LiteI'6cl..Trainin~d Me.!hodologie:! 

Exerted ---
Ethiopia has never been under colonial rule except for 

the brief interlude 1936-1941. As a conseQuence , the 

Ethiopian education systelll has been lIlore influenced by 

traditional values than what is usual in African countries. 

''For centuries the Ethiopian Orthodox church has been 

primarily responsible for teaching people to read the 

national languages" (Teshollle, 1978: 504). 

Literacy has a long history in Ethiopia, eventhough it 

is not the oldest. Churches and lIlonastries, whose nUlllber 
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grew after the introduction of christianity during the 

Axumite Empire, were important centers, of learning (Haile 

Gebriel, 1971:3). Another source of learning were the 

Koran schools in the Muslim inhabited areas (Ibid: 4). 

When discussing the role of church schools in the 

socialization process, Levine, as cited in Margareta & 

S_jostrom (J-983), contends that the traditional church 

education in no wise seeks to cultivate the individual but 

aims only to prepare cultural specialis ts who w~l1 be abfre 

to perform the rituals and perpetuate the teaching of the 

Ethiopian Church (33). 

Literacy training by church men reaches ~ beyond the 

confines of the formal church centers of traditional higher 

learning, for it is conducted throughout the country by 

individual priests or other associated with the church as a 

form of private enterpreneurship. For more than 16 centuries, 

in small classes in the church yard of the village, the 

priest conducted the lessons, as beginning level, in what 

was known as the 'nebab bet' (House of Reading) (Head & 

Negash, 1976:27). 

Traditionally, students were taught to read the Bible 

and other religious works written in Geez, the ancient 

liturgical language (Teshome, 1978:504). As also connoted 

in Head & Negash (1976), traditionally at the beginning level 

the students were re~uired first to learn by heart a s.yllabary 
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of over 200 fida1, or characters, then to memorize Biblical 

excepts or cOlIlll1entaries in Geez all without comprehension 

(27) • 

Education contents were almost entirely religious with 

training in ~eading and memorizing of religious texts. 

Starr & Starr (1 978), pointed ,out that the writing system 

is quite regular and phonetic, so decoding is relatively 

easy. There was,' little cot.cern with teaching the students' 

to understand what they read, since the church consider 

Geez to be God's language, and to read Geez is to COlIlll1unicate 

with God (510). 

Apparently, attendance of a student in the nebab bet 

gave rise to a limited ability to read, and usually without 

understanding and to not well- developed skills which be 

times relapsed. 

Taf la, as reviewed in Head & Hegash (1976), says, tha t 

the nebab bet emphasized re~ding and did little to develop 

writing ski lls. Infact, writing has traditionally considered 

as, degrading, perhaps an evil, accomplishmen t (28). Teshome 

0978), also contends, the emphasis was entirely on reading: 

writing was looked dOVin up on because of its association 

with t he manif es ta tion of ev i1 and magic. He fur ther argues 

that even today wri ting is rarely taught at the lowest 

levels (505). 
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The Orthodox church schools were not the only 

educational institutions from the historical time. Kuran 

schools seem to have existed for centuries in the T,!usli.m 

inllabited areas in Eastern and Western part of Ethiopia, 

though their existence was not widely known until modern time . 

The educational content was drawn from the Koran and other 

religious texts, and students were taught to read and write 

Arabic (Pankhrust, 1976:40). 

Margareta & Sjostrom (1983), in their study analyzing 

the traditional Christian and Muslim schools teaching methods 

used stated that the synthetic approach combining letter 

elements into words is evident in both systems. Moreover, 

one notices the assistance of monitors. Traditional methods 

in both schools were also characterized by mechanical and 

monotonous drillings isolated letters, and of reading \~i thout 

comprehension of religious texts in unfamiliar language. 

Furthermore, the emphasis was .. on reading skills rather than 

on writing proficiency (106). 

4.2. !!!~:£.n.....¥teracy Training and Methodolo~ie!!; 

Al2pli~~ 

Secular, state operated schools are entirely a phenomenon 

of this century in Ethiopia. A first signif icant step 

towards modern education was taken by Eroperior Minilik II 

around 1900, when he established the first secular school 

at : ~is palace. Literacy training also began to expand 



- 92 -

after the introduction of mudern education. In the mean­

time, Mini1ik issued a proclamation in 1906 emphasizing that 

all churches, monastries and other religious institutions 

should teach literacy to all children (NLCCC, 1984:5). 

In 1952, the Ministry of ~ducation announced that adult 

education was one of the projects for the future, and reported 

only 745 people enrolled in evening schools. Consequently 

in 1955, the government issued a proclamation on literacy. 

The government's notice was issued to the effect that those 

whose age wall between 18 to 50 should learn reading and 

writing in Amharic in a nearby government or private schoolS 

or bY' privately employed instructors. This was known as. 

'Yefide1 Serawit·, which literac~ mean 'an alphabet army'. 

Its financial sources were voluntary contributions (MOEFA, 

1969:1-5). 

A National Literacy Campaign Organization (NLCO) was 

established in 1962 as a private, non-profit, voluntary 

organization to continue the literacy programme. Its affect 

were based on the voluntary labour of students and their 

teachers during the summer and other school vacation period. 

L~ 1967, the government created the Directorate of Adult 

Education and Literacy, a central coordinating unit attached 

to the l'jinistry of Education. Its function waS to provide 

overall guidance, coordinate literacy efforts, collect 

statistics, conduct literacy programmes through prov ential 
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education officers, and establish atandards of reading 

proficiency (Ibid:4-5). This was the beginning of nationally 

organized and coordinated literacy effort in Ethiopia (Head 

& Negash, 1976:30). 

The other literacy progralllll1e before 1974 was the Work 

Oriented Adult Literacy Programme (WDALP), which was started 

in 1968 and fi~nced by Unesco and UNDP. It was an experimental 

progr6mme which was conducted in three agricultural regions 

and in two industrial areas, focusing on developing literacy 

methods linked to development prograLIlllles· and needs. 

The centrel purpose of this project was to develop 
, 

appropriate methods for training, teaching and learning and 

to relate these to specific environments, and to produce 

suitable materials for use in literacy work. Over five 

sears· of duration, 128,000 people were trilined. Nevertheless, 

the project served to extend eXperience, raise profeSSional 

capacity to engage in literacy work, and as an introduction 

to the task of preparing training materials (Unesco, 

1976:33-41). 

With time, the number of organizations engaged in the 

teaching of reading expanded significantly. By 1973 there 

were at least twenty different government)semi-government, 

private and religious organizations teaching some kind of 

literacy skills. Together, these organizations enrolled 
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around one and a half million people over an eight year 

:period. Even if half this number had become literate (Vlhich 

is doutill_l), this would clearly have been a significant 

achievement (Teshome, 1978:506). 

In the early seven,:ties, as revi8111Mby Margreta & 

Sjostrom (1983), Ethiopia had one of the lowest levels of 

literacy in the World. The World Bank put the rate of 

literacy in the total population - above the age 16 at 7 

percent (38). When about 93 percent of the people were 

illustrate, it was sad to note that an annual budget of 

only 750,000 birr (8362,318) was provided by the government 

to combat illiteracy (MOE, 1980A:2). This suggest that 

literacy programmes at that periods existed nominally and 

educational facilities for adults were even more scarce than 

for children. 

The instructional materials and methods used by the 

literacy organizations vary. In this perspective, the writer 

had tried to survey the Amharic primers published between 

1929 and 1970. His primer survey was based. on materials 

compiled and commented by Head & Negash (1976). The 

presentation of the survey is in the form of a cb~onological 

list. 
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i 
Table 1 - 2hro~~~~al List of_~cted Amharic Primers 

/ 

- - - --- --Year of Inferred 
No. Publica - Title I Description Published by Irethods 

tion -----1---- -
1 • 1929 For the first year; Amharic bepartment of ~ynthetic 

Reading primer for children 8ducation -- - - -
2-. 1935 Beginning Fidal study Bible Church 

(Bandera Fidal or Flag men's 
Fidal) Missionary Synthetic 

"7"- Society 
- - --
3. 1949 Amharic Primer 1Il0EFA Synt~tic -- I My Green Fri'end 

~--------
4. 1955 ViOEFA Synthetic - - ---------
5. 1956 'Lemma at School', ' Lemma 

and Relatives', 'Lemma at IMOEFA Synthetic 
the Market' 

-- I--- --- ----- ..... - -
6. 1959 Gos-pel Fidal; An Eaay Sudan 

Read From Fidal to Interior Synthetic 
Reading [Mission - ---~'--'--'- -- ~emisirach ~clecti~ 7. 1961 Amharic Primer 

Dilnts 
-----

J synthetic 8. 1963 Amharic Fidal Primer NLCO - - --- MOEF~ __ / Synthe~i~_ 9. 1965 Reading and Witing by 
Radio - -------

10. 1970 Fidel Primer MOEFA Synthetic 

11. 1970 Family Living WOALP Analytic 
- ----

Source: As adapted from Head & Negash (1976:31-37). 

As illustrated in the above table, there are variations 

in the instructional materials and methods employed by 

\ 

\ 
\ 

\ 

I, 

\ 
\ 
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methodological perspective. Work oriented appear to differ 

from most of the pruners described earlier in two main ways~ 

(i) they are most clearly aimed at adults 
and, of course, oriented from the very 
beginning towards specific work-related. 
concepts, and 

(ii) they get away completely from the fidal 
table as a productive device, taking a 
global approach to language starting with 
a complete sentence and then br~i~ it 
down into compJment partS-Cfirst worils;, 
then fidal) rather than the reverse order 
(43) . 

Apparently, the WOALP tried to attribute teaching 

literacy to work skills. It required ~le mastery of basic 

literacy skills' by extracting illustrative materials, 

vocabulary and concepts from thelearner immediate environment. 

In rural areas peasants for example, read about seeds, cattle, 

crops, plowing implements, planting and harvesting reasons 

and so on (Unesco, 1976:36-37). 

In this programme various materials and methods were 

tested. Literacy materials that included work-oriented 

contents were producad for the project. Literacy teachers 

were drawn from the geographical areas in which they worked. 

Classes were over seen in the f<fRld by Unesco experts. 

Teachers, including local extention agents and teachers, were. 

given fifteen days of training in teaching Amharic according 

to the global method (Ibid:33-36). 

Follow up surveys of the Unesco programme, as reviewed 
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by Teshome (1978), indica ted tlla tit had been beset by 

numerous problems, such as absenteeism, the difficulty of 

relating the skills being taught to the work students did, 

and so on. Mo~eover, the cost of the programme was very 

high relative to the number of literates it produced, although 

the programme did succee~in developing new literacy materials 

and methods (507). 

In this part, some concluding comments are made. The 

remarks are derived from ths documents available and some of 

them are infered from the teaching materials and methods. 

applied in the programmes. 

Almost all of the literacy programmes conducted prior 

to 1974 considered literacy as an end in itself. On the 

other hand, VlO ALP had attempted to relate literacy skills 

to ;'Iider objectives by relating it to the every day life of 

the learners, particluarly with the economic and social 

problems of the immediate environment. It is solely in this 

programme that study of the milieu was carried out to 

determine the cUl'riculwn objectives'. 

Literacy programmes contents, with the exception of 

',VO,iLP, Vlere irrespec·tive to the usual experience of the 

learners for whom they Vlere intended . The contents for that 

reason lacked functional sienificance. Instructional materials 
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provided were foreign to the life of the participantSt. Hence, 

as indica ted in different documents there was irregularity 

in the part of the literacy learners in attending classes 

and the departure of most of them from the class before the 

completion of the programme. 

Putting in a nutshell, the preceding review of teaching 

of reading in Ethiopia reveals that synthetic method was 

dominant. fiiodern 1i teracy training has brought significally 

designed materials for literacy training. The methodologies 

reflected, with the exception of the WOALP and Yemisrach 

Dimi ts progr8lIl11!e, appeal' to have a synthetic approach. This 

suggest that the methods employed were highly influenced by 

the traditional methods which were used in church and Muslim 

schools. 

It is spectacular that Ethiopia is linguistically 

diversified country with a large number of language and 

dialects. There are at least fourteen major languages which 

are widely spoken in the country. Amharic is the official 

language, and it had a monopoly as a literacy language. 

Amharic was the sole language used as the medium of 

instl'ltction in both formal and non-forll181 educational systems. 

The evaluation report on the II'OALP, noted in connection with 

the medium of instruction that: 
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"Language problems of participants were 
ignored and the same materials were used 
both with the participants whose native 
tongue was not the national language ••• 
(Unesco, 1976:40); 

The whole instructional materials and tests, in all 

literacy programmes prior to 1974, were prepared only in the 

Amharic language. This made it difficult for those who were 

non-Amharic speakers to procure the required literacy skills. 

As indicated in most of the doctwents available about 

the literacy progra1llJ;leS before 1974, practically no spedial 

training was given to the literacy instructors who taught 

in the programmes. In most caSeS, voluntary students and 

their teachers in the course of their vacation periods ' were 

used. On the other hand, the WOALP Was exceptional that it 

employed locally available teachers including local extention 

agents and provided special training for fifteen days. 

Along with the aforestated conditions, in almost all 

literacy programmes there were no provisions of follow-up 

or supplementary programmes. The non-provision of post-

literacy programmes might have made the newly literate persons 

to lapse into Hli teracy through disuse. 

In the final analysis, from the preceding statements, 

one can infer that in most of the literacy programmes, the 

basic principles. in planning the curriculum that has been 

suggested by Unesco-functionality, participation, integration 
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and diversification were not applied in the planning of the 

curriculum of the programmes undertaken. 

Moreover, in his appraisal of Adult Literacy in Ethiopia, 

Teshome (1978), has . indicated that looking at all these adult 

literacy programmes, it is difficult to elicit any definitive 

conclusions regarding their effectiveness. He therefore, 

produced a tentative conclusions. The available data appe.~ 

to indicate that adult literacy efforts as undertaken in 

Ethiopia were wasteful and meanineless for the majority of 

their participants. There is no evidence to support the 

assumption that literacy skills as. practiced in Ethiopia 

help adult individuals live in better harmony with their , 

environment or help them solve work rel:ated problems (507). 



CHAPTER V 

DESCRIPTIONS AND ANALYSIS OP THE PROGRAMME PLANNING 

SYSTEM EXERTED 

This chapter presents the descriptions and analysis of 

the planning system exerted in the literacy programme of 

Ethiopia. It deala with the general patterns devised in the 

planning and implementation of the curriculum such as 

formulation of objectives, design of contents, preparation 

of teaching materials, teaching methods, medium of instruction, 

training of literacy workers, and evaluation methods. 

PurthermQre, it treats the topics like the members that 

participated in the planning process, the model used in the 

process and the technical structure of the DAE. Then, these 

variables are described, analysed and explained. 

5.1. Qenera!..Obj~£!!:!.~!!-and Str~~~ of the 

Pro£!.~ 

Like the literacy campaign programmes experienced in 

different countries, the literacy campaign of Ethiopia took 

place within revolutionary conditions or political transition. 

With the change of regime in 1974, new philosophy i.e. 

socialism emerged as a guiding philosophy of the nation. 

With the coming of this new philosophy there came the pledge 



- 103 -

of exterminating the old systelll and that of building the new 

order simultanously. 

The National Decmoratic Revolution Programme, which was 

announced in April 1976, as quoted by Gudeta (1982), stated:-

There will be an educational programme 
that will provide free education, step 
by step, to the broad masses ••• All 
necessary measures to eliminate illiteracy 
will be undertaken ••• All necessary 
efforts will be made to free the 
diversified cultures of Ethio~ia from 
any external domination. (194) 

Consequently in 1979, the National Literacy Campaign 

programme was launched with the premises of the educational 

policy change. It hsd been conceptualized with the frame of 

the new philosophy laid down by the NDRP, which outlined a 

new strategy for socio-economic, reconstruction and development. 

Eradication of illiteracy in the programme was viewed as an 

important component and instrument of the revolutionary , det/e lo ·­
p.Ylen.t Lt.fLd c.C-l.Lturcd t ranSjortYI 0.+;011-. 

The connotation of the preceding statements is that the 

Derge was in need of large number of people in the realization 

of the new social transformation. Thus, literacy was 

considered as a preparation for participation in the new 

social order. Apparently, the campaign was aimed to mobilize 

the people on a large scale to participate in an organized 

collective act of solidarity with the revolution with 

significant effects on the illiterates and others, who 
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represent a potential obstacle to the socialist project as 

a whole. 

As indicated in the MOE (1980b), the broad objectives 

of the educational sector, formal and non-formal education 

from 1980, were education for production, for science and 

research and for socialist consciousness (10). Usually 

these objectives were also used as slogans by politicans 

in mobilizing the people. 

In general the intent of the government was to promote 

a socialist policy and mobilize the masses for this goal. 

Thus the state had made use of the campaign for political 

ends. The target of eradicating illiteracy was profoundly 

r ooted in large scale participation and in the creation of 

social mobilization which often implies that little attention 

was put on the educational quality of outcomes. 

The task of the campaign was began with the establishment 

of an adhoc committee through the mOE to study the ways and 

means of launching the campaign. On the basis of the general 

priority orientation of the policy, the general objectives 

of the programme were set down by the committee. 

The general objectives of the programme, as indicated 

in NLCCC (1986), are:-
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a) To emanicipate the masses from illiteracy without 

hampering their day to day activities and in the 

languages that understood best. 

b) To strengthen and up grade the skills acquired 

through literacy and lay down strong foundation 

for further education. 

c) To encourage and promote the development of political 

consciousness, economic prosperity and social 

maturity of the masses in the context of functional 

literacy. 

d) To introduce the adult literates to revolutionary 

literature so that they can utilize the information 

for their development. 

e) To enable the adults to use simple and practical 

calculations based on four operations which can be 

applied in their day to day activities. 

f ) To give transitional education to adults so that 

they may not limited to their origional localities 

and traditional occupationals alone (3). 

As pointed out in the NLCCC (1986), the committee brought 

together 34 representatives from government agencies, mass 

organizatiOns, professional associations, and religious 

institutions (5). In this context, it seems that representatives 
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strategy used was declaring a policy for the launching of 

a ma ssive nation- wide literacy campaign for a fixed period 

of time by mobilizing all available human and material 

resources, involving all the people between the age groups 

8- 49 (5). 

The campaign had been drawn in two plans namely a short­

term and a long-term plan . The short-term plan placed 

emphasis in urban areas and surrounding areas, with the 

premise of getting experience before launching in rural 

areas. The long-term plan placed emphasis on the rural 

ereas (Ibid, 5-11). 

The campaign was organized in two rounds every twelve 

months. The first round was regarded as an 'attach period' 

during which all those in the community above the age of 

eight years are invited to attend classes. The following 

round is a 'mop-up' period which deals with those who were 

unable to attend the previous round and who had failed the 

examination and required remedial tuition. During this 

round post-literacy have also been organized for those who 

were successful and gained their certificates (NLCCC, 1984:17). 

In the interim 1979 to April 1991, 25 rounds had been 

effectuated. 

Through experience, applying the campaien series 

strategy entailed a number of embarassements. Among these 

difficulties meet within the programme as inferred from the 

reply of the workers at diffeDent levels include: -



- 108 -

It brought problems on planning and implementing the 

curriculum according to the needs of the local 

situations; 

As the campaign progressed steadly and widened its 

area, the question of supplies became serious. Primers, 

exercise books and pencils became scarce. Moreover, 

the logiatic distribution and dissimination of 

educati ona l supplies to different literacy centers 

came to be difficult; 

The mobilization of instructors and to keep on the 

job on a voluntary service became harder. Besides, 

the literacy workers in the sub-committee at different 

levels be fed up with the continuing activities on a 

voluntary service; 

It often became very easy for external factors 

(draught, war and other programmes) to remove literacy 

priority in practice along the way; 

Classes, which were large, often began to accumulate 

a lot of repeaters from previous campaign rounds; 

The programme being complicated, the literacy activity 

became a bureaucratic process, too heavy and divert 

of a feeling of priority; 
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The two moments, literacy and post-literacy; inspite 

of running both simultaneously had brought effects 
. 

by becoming a mixture of parallel programmes, which 

complicated organization, support, and training, 

diffused efforts and reduced on the literacy issue 

itself. 

As a result of this, the first two or three campsigh 

rounds usually appeared to be effective, but then things 

arose to fall apart. Thereafter, the initial two rounds, 

the activities declined, and they could be called as dead 

periods. 

Apparently, the programme was existing nominally. It 

was undertaken profoundly for propaganda purposes. In this 

regard, the respondents at regional levels claimed that the 

programme's activities were mainly bssed on the reporting of 

statistical data to the higher committees. 

5.2. Determination of the~ric~-2bje£!~ 

After the formulation of the general objectives, the 

next step taken in the programme was setting the objectives 

of the curriculum. The curriculum objectives for the 

programme had been completely revised during the post­

revolutionary period . In general, it was made to reflect 

the goals of the NDRP. 
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The broad objectives of the literacy programme's 

curriculum as indicated in DAE (1978), are: -

• 

• 

• 

• 

To impart reading skills; 

To impart writing skills; 

To impart computation skills; and 

To aCQuire knowledge (elementary) which will be the 

base for continuing education and improve their 

living conditions (4). 

A team of representatives from different ministries and 

agencies designed the adult education curriculum. This 

document contains, among other things, the general objectives 

and specific objectives, subject objectives and content 

outlines. It was the one and only curriculum document at 

hand for the whole proeramme. The document did not included 

all the necessary elements to come under the curriculum of 

the programme. Therefore, it appears fallacious to mention 

that there was curriculum document. It is simply an outline 

of objectives and contents. 

As remarked by the parteners of the division, in planning 

the objectives, no study of the milieu was effectuated. The 

objectives were set up by the attributed group of 

representatives in reference to their fields by taking the 

general priority areas in themselves. Bearing this one of 

the respondents, who participated in the literacy curriculum 

panel , asserted that the objectives of literacy education 

were adopted f r om the objectives of the formal education ystem. 
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Taking the objectives pointed out in the document as B 

guideline, the members of each panel worked out their own 

detailed objectives in their respective subjects. So far 

there were no well-prepared documents available in each 

panels, which include the integral objectives of each subject 

areas. In the meantime, the members of each panel said, in 

1989 with the initiation of the newly appointed head of the 

division who came from the Department of Curriculum Development 

(formal education), attempts were made to prepare a syllabus 

for each subjects like the formal school system. Nevertheless, 

documents were not prepared well. 

It is indeed disappointing undertaking such a nation­

wide literacy programme for this long period of time without 

having a document that comprise the integral objectivee to 

be obtained in the programme. This often implies that to 

what extent the programme's activity was symbolic. 

As reviewed in chapter two, the planning of a literacy 

programme's curriculum objectives should seek to integrate 

the national necessities with the needs expressed by different 

social groups to whom the pro£ramme is intended. No literacy 

can be effective if not these groups realize that literacy 

serves their own interest and those of the national. 

Never the1ess, study of the milieu 'lias ignored in the 

programme's curriculum planning process. This imply that the 

needs and aspir ations of the different social groups were not 
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reflected in the objectives desiGned. The implication of 

this is that the effectiveness of the programme was 

Q.uestionable. 

It is obvious that needs are not, like pebbles, on shore 

to be discovered and picked up by the supposed ',experts' by 

themselves. Needs can emerge through the process of 

researching,from surveys, and-aiscussions. Therefore, the 

priority needs determined by those involved in determining 

the objectives of the curriculum can not depict the felt 

needs of the adults. The question of what is relevant knowledge 

was not discussed at every level and villagers did not took 

par t in this. 

As revealed in chapter two, if literacy programmes are 

imposed on people and are not related to total development 

and local situations, they have very little chance of 

improving people's lives. Thus, the effect of the literacy 

programme of Ethiopia t o improve the living conditions of 

the adult learners was trifling. 

Moreover, failure to take into account the local 

situations where the programme operate, or overlooking 

making study of the milieu would have a serious risk. It 

would result failurity in the pro~ramme'6 output and would 

have lead to inevitable absenteeism on the part of the adult 

learners. These were the risks that the literacy programme 

of Ethiopis had featured. 
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The respondents at the regiona l offices asserted that 

avoidance on the part of learners had been acute in the 

programme. They aff irmed that the learners were not motivated 

to attend literacy classes. They were usual ly attending 

classes by enforcement. Adult learners who did not participated 

were not granted social services like ration cards to buy 

goods from public shops. As a result, it was common that 

learners appeared to register f or classes readily but attending 

sporadically and eventually were certified wi tho ut attaining 

proficiency. 

Furthermore, in all the evaluations carried out every 

rounds of the campaign, in the reports compiled it has been 

fre~uently revealed that absenteeism was major problem. To 

give( an instance, in the evaluation made in the 19th round, 

on 220 sample literacy centers of seven administrative regions, 

from the total registered participants at the beg inning, on 

the occssHion, around 40 percent were absent from classes 

(DAE, 1988: 11). Most likely the rate of absenteeism would 
-

have been more if the observation was conducted without notice. 

5.3. Select!£~of Contents 

The curriculum conteftts of the literacy programme had 

been completely revised during the post- revolutionary period. 

The major content areas determined for the programme as 

indicated in the document, DAE (1978) are:-



• 

• 

• 

• 

• 
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Reading, writing and simple arithmetic; 

Political Education (which had been later abandoned 

and intended to be substituted by civics education); 

Agricultural Educstion; 

Family Living Education 

Health Education (4-5). 

The dasign of contents was not based on the context 

surveys realized among the concerned population. It was 

prepared by the assigned individuals in reference to their 

feild areas by deciding the priorities in themselves. 

Subsequently, in line with the content outlines set up, 

the partners of eac~ panel, in the division, specified the 

detailed content areas to be enclosed in their pertaining 

subject areas. 

As mentioned by the members of the panel, the procedures 

applied in designing the content areas of the 3R'a include:­

refering the content outlines of the curriculum document, 

refering the teaching primers used in the primary schools 

system and adapting from it, giving the manuscripts to the 

planners of the primary school curriculum for comments, and, 

finally organizing the contents by taking into account (if 

any) the comments made. 

The process utilized in determining the contents for 

the subjects other than the 3R'a, as stated by the members 
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of each panel, include:- refering the curriculum document, 

determining the priority areas in themselves, exploring 

written materials on the selected areas and topics that 

are available, giving the manuscripts to the concerned 

ministries and agencies for their remarks on it and, finally 

organizing it by revising according to the comments obtained. 

As reviewed in the second chapter, the needs and problems 

felt by an adult learner for literacy is more i mportant than 

the curriculum contents. The contents could be considered 

functional only if they are derived from the immediate 

environments of the adults so that the skills acquired could 

enable the learners to solve the problems of their day to day 

experiences. The implication of this statement is that the 

contents designed for the literacy programme were lacking 

functional relevance. 

The whole contents prepared for the programme were 

uniform for the entire regions of the nation. Eventhougn 

some attempts were made by the planners to relate the contents 

to the rural environment, ~o mechanisms were realized to 

relate and link to the local situations where the programme 

were in action. 

Virtually, if contents are prepared based on the context 

surveys carried out among the concerned population, they 

have a good quality of improving the learner's quality of 

life . Nevertheless , the contents of the literacy programme 

of Ethiopia wer e not designed in such way . This often mean 
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that the contents designed had little chance of improving 

the life conditions of the participants. 

The activities of learning the 3R's ~ere not in a 

position to enable learners to get a practical and direct 

significance skills in their every day experience. They 

were not a~propriate to promote the retention of the 

knowledge and skills ac~uired. As a conse~uence, the majority 

of the participants might have relapsed into illiteracy . 

The learners ~ere provided with a hierarchially organized 

knowledge instead of problem solving knowledge. The contents 

of the primers ~ere fragmentary and were not built-on 

consistent themes . In the organization, it is clearly 

observed that there had been compartmentalization and the 

fragmentation of courses in to subjects, and diffussness which 

was the same 8S that of the formal school system. This stands 

againest the principles of organizing adult education courses. 

Besides, the respondents at the regional level offices 

affirmed that the contents included in each primers ~ere 

too much. As a conse~uence, most of the primers were not 

completed within the given period of time. 

As pointed out in chepter t~o, teaching literacy to 

adults 8S a discrete subject, diversed from needs of strone 

immediate interest and concern to a particular learner's, 

car r ies a high risk of failure. This ~aB what the literacy 

programme of Ethiopia had revealed. 
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The strategy employed in organizing the literacy courses 

has two stages. The first level is a ~~~inner's Pr~~~ 

which caters for newly admitted participants. It lasts for 

four months and it is conducted at the rate of three hours 

perday for six days in a week. Out of the total 306 hours 

the first 240 hours are devoted to imparting the baaic skills 

of the 3R's. At the end of the beginner's progrsmme 

participants sit for the literacy examination (MOE, 1990:31 - 32). 

Those who failed are referred to the ~~al ~ro~ramme. 

It caters for those who failed the literacy examination and 

for those participants who for one reason or another had 

dropped out before completing the beginner's progxemme during 

the previous rounds. These classes are conducted for five day 

a week, three hours a day for four months (Ibid). 

Those who have completed the beginner's or remedial 

programmes, continue in the Eost-L~acy Pr~ram~. It is 

the second level programme of instruction given for four 

months, per tv/o days a week (Ibid). The annual progralll4le of 

the two rounds are indicated in table 2. 

The organization was intended to be uniform for all 

regions of the country. For the adult groups who are 

learners, the 'imposition of a st~ndard rules and regulations 

and a uniform plan for the organization of literacy classes 

had brough t many problems in the programme. 
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The respondents at the regional level offices pronounced 

that the time table had been serious problem. They said, 

the time intended was not made to fit to the local situations 

of the local areas. As a conse~uence, they affirmed that 

learners often used to withdraw from attending classes. 

They further said that usually classes were held for a shorter 

period of time daily than it was planned (such as one and 

half hours in Arsi and Eastern Hararghe). 

In the programme it was claimed that the timing of 

classes and the number of days in the week When classes 

were held as a matter for local decisions. The principle 

applied had been that the kebele literacy committee should 

organize classes in a way which best fitted the possibilities 

for attendance. 

Nevertheless, a number of circumstances traversed the 

plenary application of the principle. Among other factors, 

usually imposed a rigidity which stood in the way of effective 

organization at local levels include that voluntary teachers 

were only be available at certain periods, the national 

framework 'campaign' organization with the examination results 

and statistical reports and so on. 

5.4. Preparation of Teach~~ri8Is 

To promote an effective instructional system, there is 

a need for designing appropriate instructional me terials. 
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~yllabar-l-1al~~~et)~~~~: The initial literacy 

teaching material that the literacy participants face first 

in their respective languages is the syllabary chart. The 

chart is prepared in such a way that it could be fixed on the 

front walls of the classes for edults to see the letters as 

the teacher points to each letters. The letters are printed 

large and bold so that everyone in the cla6a can identify 

them. All the sullabaries of the national languagea developed 

are based on the Geez and/or Amharic Syllabaries. 

Each syllabary chart contains all the letters of the 

respective languages. Por instance, if we look at the Amharic 

syllabary chart it consists of 268 letters. They are divided 

into fourteen lessons based on aimilarities. Each lesson 

contains between two and seven similar base letters i.e. 

14-49 letters succeeded by word reading exercises generally 

composed of two, three, four and five letters based on the 

previous and present lessons. The third stage of excercises 

in the same lesson is composed of exercises in reading simple 

sentences constructed with such words as mentioned in word 

readine excercises. The chart also contains 19 Single and 10 

double numerical signs of the Amharic numerals and exercises. 

~lllaba!l-~readi~~!!~~~: This is a small 

reading primer which is, content wise, the same with the 

syllabary chart. The differences are that it is prepared in 
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a book form and contains additional reading passages. A 

copy of this book ie provided to each participant. The main 

significance attached to this book ~as that the adult can 

use it in his private time for his studies outside classes 

and the instructors can give home~ork excercises from this 

book. 

Arithmetic book one: This booklet has 83 pages with 12 

chapters and several exercises in each chapter. The first 

lesson, for instance introduces numbers one to nine with 

different methods. It keeps going on with such excercises 

like writing the numbers indicated on the left side of the 

paper several times on the empty spaces provided on the right 

of the numbers. 

It then builds up step by step by teaching the properties 

of two to three digit fieures, Simple addition, filling empty 

boxes VIi th. the appropriate numbers etc. Subtraction is taught 

in the seventh lesson, multiplication in the ninth and 

division in the eleventh lesson. The twelvth lesson deale 

~ith mixed excercises and problems on the four operations. 

Eolitical education~. This booklet comprises of 

topics like revolutionary motherland, our revolution, 

revolutionary army, imperialism, farmers cooperatives, and 

so on. The book had been abandoned recently due to the 

partial political reform proclaimed by the rulers. It ~as 

intended that it ~ill be substituted by civics education. 
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R~adi~primer one. This primer has four major parts: 

clean water and its uses, care for pregnant women, household 

pest control, and soil conservation. 

Teacher's guide. There is only one book on methodology 

of tesching. This guide book has 80 pages and contains adult 

psychology, classroom management, various techniques of 

teaching literacy and post-literacy primers, time allotment 

for each subjects, how to teach writing skills etc . Besides, 

it includes information and guidance on how to prepare lesson 

plans, how to prepare and use various types of teaching aids 

like flash- cards, flannel-boards, etc. It also gives guidance 

on how to utilize the chalk- board. 

~~-Literacl-Erogramm~~~~~uctional books 

The reading books used in the post-literacy programme's 

instruction are as folloVis:-

Eeading Primer II - this text has four major sections 

poultry, child- care, balanced diet and home-management. 

~~~R!~~!! - this primer involves five essential 

parts - child - disease, vaccination, mode of diseases 

transformation, how to get rid of trash and wastes, and milking 

and its care . 

~~~~~!~~r IV - this also has five important sections:­

personal hygien, vegitable gardening and its use, how to 
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store food at home, prevalent major communicable disease and 

breast feeding. 

The other post-literacy texts which were used in 

classroom teaching include political education book two 

which had been abandoned and arithmetic book three. 

In addition to the above-mentioned reading books, there 

ar e also supplimentary books used as reading materials . 

These include : - first aid, a guide for health education , 

methods of coffee planti ng and caretaking, soil conservation, 

harvesting and pest controlling, family-life education, 

traditional practices determinental to health, cooperativ~ 

education, agricultural activities, grains and the appropriate 

carer and so on. 

As indicated in the DAE (1985b), the afforestated 

supplementary reading materials are provided for the teachers, 

one from each, through borrowing. Moreover, from each type 

5-10 books are put in the reading rooms of the literacy 

centers (22). 

Furthermore, for those who can not join day schools or 

evening classes, the establishment of local reading centers, 

the production of local newspapers, the transmission of 

radio- progra mmes and attending basic education centers, were 
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the strategies devised as a necesssry measures to sustain 

and promote literacy skills and to creat a literacy 

environment (NLCCC, 1986:14; NLCEC, 1989:44), 

The teaching materials for the literacy progrsmme of 

post-revolutionary period ~.~revised according to tEe po11cy 

of the NDBP. In Ethiopia, the UNESCO/UNDP sponsered, WOALP, 

has run its course before the campaign was began in 1979. , 

The planner's eventual decisions about the types of literacy 

readers they wanted for the new programme meant eliminating 

the WOALP materials and designing new ones, as a result of 

the policy change of the period. Nevertheless, the writers 

trained by the WOALP were deployed to prepare the new 

campaign msterials. Contrarily, it would have been 

advantagious if the campaign programme adopted the teachlng 

materials used and tested during ths WOALP like Tanzania. 

The adult education curriculum document which was deSigned 

by the group of 'experts' had been used as the only vital 

document and a useful guide for the preparation of the whole 

literacy and post-literacy materials. Based on this guideline, 

the Curriculum Development and Teaching Materials Production 

Division was responsible for designing teaching msterials of 

all types. For this task six panels were set up in the 

division (See Appendix C). 
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In preparing the programme's teaching materials (as 

illustrated in chapter five), the procedures applied by the 

designers in the division in their bearing upon subject 

areas include:-

Befering the curriculum document. 

Determining the priority areas to be included in 

themselves. 

Exploring any written materials on the selected 

subjects and topics that are _vailable. 

Collecting the necessary information that go into the 

manuscripts. 

Writing the scripts. 

Distributing the manuscripts in typed forms of each 

subjects to the related relevant ministries and 

agencies for their annotation. 

Assembling the pertinent notes given on the 

manuscripts (if any) and rewriting them accordingly. 

Giving the materials to the literacy panel members 

and/or other members of the division for editing 

the laneuage used. 

Finalizing the manuscript for printing (guide for 

illustration, layout, size of the letters, size of 

the books etc.). 

The preparation of literacy materials were done mainly 

i n Amharic and then the materials for each subjects were 
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translated into the respective languages used in the programme. 

As indicated in DAE (1986:5-6), the follo~ing steps were 

taken in the translation process:-

A nationality language committee, involving members 

of all dialects as much as possible, were formed and 

divided into two groups, translators and editors. 

The translation group did its translation of primers, 

readers, etc. into the nationality languaee and 

deliver the original (Amharic) manuscript along ~ith 

the translated manuscripts to the editing group. 

Where there are synonymous words, the group compiles 

a glosaary and put it as an appendix. 

Guides for illustration ~hich ~ould reflect the 

culture and customes of the nationality languages 

was prepared and .delivered to the editing group 

along with the said manuscripts. 

The editing group does its editing and gives the 

materials to the concerned coordinator ~hich handles 

the subseQuent processes. 

Neverthele ss, the respondents affirmed that in the 

transla tion process, the sympathy of the committees was 

limited. Mainly the materials ~ere translated by those people 

assigned in the dlvJsion as translators. 
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At last, all the manuscripts were produced on a large 

scale and distributed to the literacy centers where the 

programme was operational. 

The preparation of teaching materials was not based on 

the use of context surveys carried out in the local areas. 

All the materials prepared. in the programme were one and the 

same for all regions of the country. The preparation was 

baaed on homogeniety in which respect it waa not deviating 

f r om the formal school tradition characterized by the 

textbook often written in terms of guidelines and implying 

an orderly planned series without concern of different 

pecularities. 

The approach used in the preparation assumed that the 

designers decided by their own intitution what was good 

for the target learners without actua lly getting to know 

them and without making an objective study of the socio­

economic and cultural factors which operated in their lives. 

This means that the materials were not related and linked 

to the adults immediate needs. 

The planners who determined needs belong to one culture, 

and the illiterate adults who preserve their own demands 

belong to another. As reviewed in chapter two, such 

materials prepared by far away elites of a society usually 

have little local value and represent very little local 

int erest 
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Virtually, such uniform preparation of materials 

would have the faults of one-way communication, which 

appear antagonistic to the theories of adult learning. 

Moreover, such material's are not attractive and not appealing 

to adults. 

The workers at regional level offices too affirmed that 

the adult learners were not interested to read the textbooks. 

They said, the participants used them simply because they 

were provided and forced to use them. 

To overcome the arawbacks of centralized approach, 

li teracy materials should be tailored to tbe local situations. 

This approach infers the application of the principle of 

diversification which in turn connotes the decentralization 

of production of materials. This could enable to prepare 

materials according to the needs and problems of adult 

participants in different milieus. Such materials can 

effectively engage adults throughout the duration of training 

and would have lasting effects. Nevertheless, the standardizatioJ 

of materials applied in the progralllme involve grave risks Vlhich 

could negatively influence the effectiveness of the prograJllJlle's 

output. 

The literacy materials utilized in the programme both for 

litaracy and post- literacy include instructor's material, 

illiterate's material , and materials intended for col l ective use. 
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!.~~£.!~_~~~~. When untrained or hastily 

trained teachers are used to undertake teaching, as in the 

literacy programme of Ethiopia, the preparation of an 

appropriate materials for teachers in the form of guide­

books and discussion plans is very essential. There was 

single booklet as teacher's guide prepared for the whole 

prog'ramroe. As indicated in chapter five, it was not designed 

in the way that it could direct the untrained teachers 

deployed in the programroe. It resemble that it was prepared 

mainly for its own sake. 

Each of the FrilIlers and readers used in the progr~e 

were not accompanied by the teacher's guide of any form. 

There was one and only teacher's guide for ell literacy 

and post - literacy instructional materials of the programroe . 

It is really difficult to contemplate that this single 

manual could guide the teachers to teach all the subjects 

considered. The non-existence of approFriate teacher's 

guides together with the heatily trained teachers deployed 

in the process often shovjs the magnitude of deficiencies 

implied in the instructional system of the progra/llllle. 

Furthermore, the teacher's guide was prepared solely 

in Amharic. The teaching materials prepared in the fourteen 

languages were not accompanied by their own teacher's guides. 

In general, the teaching materials used in the programme 
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being unfamiliare to the adult learners along with the 

shortcomings inherent in the teacher's guide, it seems out 

of hand expecting qualitative results from the instructional 

system of such programme. 

~~'s materia~. It has been widely argued that 

using variety of literacy materials could increase the 

effectiveness of the programme's instructional system. 

However, in the l iteracy programme of Ethiopia variety of 

materials were not utilized. Booklets and reading texts 

were the dominantly used materials. The absence of variety 

materials in the programme very likely have made the learning 

process uninteresting for the adult learners. 

The programme made to employ a form of graded primers 

of one particular subject especially for post-literacy 

readers (s-ea. ih cq~.pj;~ [:tv..e.) . Nevertheless, the attempt 

made in this aspect was not adequate as it has been suggested 

by different adult educators and as it has been experienced 

in Tanzania. It would be worthwhile, if more graded readers :., 

could tie used to make literacy more useful. 

~!aterials~!...8!!ded for collecti!!...~~. The syllabary 

chart was one of the materials intended for the collective 

use. It was prepared to use one for eighty particip~ts in 

one classroom for teaching alphabets in the beginner's programme. 
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The other materials intended for collective use in the 

programme were radio-service, newsletters and reading centers. 

These devices were mainly aimed to sustain and promote 

literacy skills and to create a literate environment. 

Apparently, they were planned mainly for the post-literacy 

pr ogr aromes • 

The respondents at tte regional level offices affirmed 

that several problems were encounted in the planning and 

implementation stages of these devices in the local areas. 

Besides, these problems were repeatedly stated in the compiled 

documents of each round eval uoti on and monitoring reports. 

As a result of the defects inherent in the devices applied, 

their effectiveness appear to be doubtful. 

As cited in chapter two, implementing a variety of 

teaching materials in a literacy programme can make adult's 

learning faster, enjoyable, applied and retained better. 

Whereas, the means applied in the literacy programme of 

Ethiopia were limited. Further, the means deviced were 

mainly for the post-literacy programme. The restricted 

means of teaching used and the drawbacks they featured 

together mean that their influence on the participants was 

insignificant. This might have caused learning uninteresting 

and most neo - literate adults to relapse into illiteracy 

through disuse. 
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The respondents said that distributing materials to 

literacy centers had been actute problem in the programme. 

These problems were aggravated by the fast increasing number 

of literacy centers, the problem of transporation service, 

shortage of man-power for distributing the books, the 

negligence of the responsible sub-committees in conducting 

their duties and so on . 

As a result, in most literacy centers, that are located 

in the remotest areas, books were reaching after the end of 

the programme's round . It was also common to send books which 

were not needed by the centers due to lack of coordination. 

In all evaluation reports of each round, it has been 

stated that in the observed lite~acy centers there was 

shortage of teaching materials and scarcity of writing 

materials (pencils and excercise books). As a consequence, 

it was observed that participants attending classes without 

having textbooks and writing materials. 

It is obvious that timely distribution of liter~cy 

materials influence the overall effectiveness of a literacy 

programme. Delay or slackness in the provision of literacy 

materials, like that of this progralll<1ie, reduce the participants 

interest and hasten the withdrawal of adults from classes. 
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Generally speaking primers constitute a key asset in 

reading instruction. The dependence on textbooks seems 

more accantuated in the literacy programme which are served 

by teachers lacking appropriate training, as in the case 

of this literacy proeramme. So making book distribution 

efficient is a matter of top priority. This could be made 

tenable if the production of the materials is done on a 

decentralized system. This often necessitates a change in 

the planning system, otherwise the programme's activities 

will be meaningless. 

5. 5. Methods of Literacy Te!£hing Used 

In this part of the paper the methods utilized in teaching 

reading, writing, and arithmetic and the instructional methods 

used will be treated. 

As described in the foregoing part, literacy learning 

process began with the introduction of the alphabets. 

Initially the adult learners were made to identify the shapes 

of the letters and repeating the sounds. Once the alphabet 

was mastered, words of the language used Vlere represented 

by combining letters. Consequently, excercises of reading 

sample sentences constructed with such words as mentioned 

in words reading excercises were presented. Example of the 

method applied is illustrated in Figure 1. 
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As clearly seen in figure 1, the method employed was 

based on first knowing letters, synthesis of letters into 

words which are these words then combined into sentences. 

From the point of reading theories, it is implied that the 

method applied in the primers was synthetic. 

The previous review of literacy methods imply that 

synthetic method with its formal drills of meaningless 

elements is boring to adult learners and places a he,vy 

burden on memory. Learning has nothing to say for adults. 

Even if monotonous excercises might threaten to kill 

the interest in adult partiCipants, synthetic method 

probably might have facilitated the early mastery of the 

correspondence between symbole and sounds. This is mainly 

because there is affinity between the symbols and sounds 

in the Ethiopian alphabet. 

Instructors on the whole were lacking specialized 

training. Implications of views on instructional methods 

and qualification of teachers, appear to be that the 

synthetic method is less dependent on teaching skills than 

its analytic counter part. The impression the writer feels 

inclined to draw is that the synthetic approach reflected 

in the primers might have been to the advantages of better 

ins truction. 

In the study of reading theory it has been claimed that 
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there is no one best method ~hich should be employed 

exclusively and universally. But, from the experiences of 

functional literacy programmes, the global (analytic) 

approach has been suggested to be the most effective. 

This is because it can stimulate adult's interest as from 

the very beginning lessons reading has something to convey. 

!eachin~ wri t1n~ 

In the initial two sounds of the programme, handwriting 

practice books ~ere provided for the literscy participants. 

These booklets had been abandoned since then, as they were 

found to be very expensive. Nevertheless, the handwriting 

teaching techniques were elaborated in the teacher's guide 

and suggested writing apparently to be introduced at the 

primary phase of the reading process. 

In the course of the programme different problems might 

have influenced the application of the above approach. The 

conditions that characterized the programme such as crowded 

classrooms, teachers with minimum training and shortage of 

textbooks could have forced the students to spend much of 

their time in copying from the chalkboard as a way of 

duplicating scarce textbooks. Over and above, the scarcity 

of writing materials witneased in the programme could have 

impeded the application of teaching writing. 
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The arabic numerials and the four operations were 

planned in the same manner as that of teaching rading. 

It was not related and linked with the chains of problems 

of adult learners. It was organized as the formal school 

system which applied a simple to complex pattern. It was 

based on the abstract conception of arithmetic wEich tended--­

to overlook the adults previously acquired skills and their 

desire to apply these skills as directly as possible. This 

could have made learning arithmetic to the adults not to 

be enjoyable, retainable and applicable. 

Instructional methods ------

The method of reading exerted in the primers was 

synthetic approach which usually imply a directive way of 

teaching. Appar~ntly, in the beginner's programme, in the 

initial stage, the instructors ~ere t eaching by uSing 

sticks, fl ash cards etc. to show the shape of the different 

letters to th e learners and by repeatir~ the sounds. The 

Arabic numerals and the four operations also were taught 

in the same manner. 

The teaching techniques prescribed in the teacher's 

guide mannual also reflected the teacher as the main actor 

in the classroom. _The techniques detailed in the manual 

entir~ly focussed on what the teacher has to perform. 
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From the description and o~n experience, it appears 

that the teachir~ methods practiced in the litera cy classes 

of the programme were traditional and directive. Apparently, 

the teachers had got a very short training and a much 

longer previous primary school experience, in the way they 

often tend to g o back to the ways their teachers taught them. 

Therefore, the methods of t eaching eXperienced reflected 

one-way communication. This is similar with what Friers has 

talked of the 'banking concept· of education. The method 

applied stands againest the principles of adult learning. 

As cited in chapter two, the evaluation of the DSLP 

has revealed that the instructional methods for literacy 

classes should be based on the interests of adult learners. 

The study has identified three metilods, i.e. an inductive 

approach, learning by doing and USing Variety of methods and 

stimulus variation, which were used on a fairly widespread 

basis and appeared to have shown their merits. Experiences 

have displayed that through these methods learning could be 

made interesting, retainable and applicable for adult learners. 
\ 

Nevertheless, the above- mentioned methods were not in 

use in the programme's instructional system. This otten 

suggest that the methods applied were not effective in 

making adults l earning enjoyable, applicable and retainable. 

Therefore, it is essential to conduct researches on the me thods 

of teaching adult& in the literacy programme of this land . 
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The Ethiopian Bocio-cultural composition is based on a 

complex patterns of nationalities. Experts speak that there 

are more than 80 languae:es spoken in the nation. This VIas 

the cultural environment in which the literacy campaign 

VIas placed. With the change of the regime, in 1974, there 

came a change in the policy of language. As indicated in 

NLCCC (1989), a multilingual policy VIas applied in the 

literacy programme so that it can facilitate participation 

by the maximum number of people and str.engthen and develop 

nationality languages (38). 

The literacy campaign wae launched initially (in 1979 

in five languages: AmhariC, Oromo, Tigrigna, Wolaita, and 

Somali. Instructional materials in these five languages were 

prepared for the beginning of the programme. In the fourth 

round (May, 1981) Hadiya, Tigre, Kunama, Gedeo, and Kembata 

were added to the preceding languages. Later in may 1982, 

Sidama, Silti, Afar, Kaffa-Mocha, and Saho Vlsre brought into 

use. Thus, a total of fifteen languages Vlere in use in the 

literacy programme (Ibid). 

As only two languages (Amharic and Tigrigna) Vlere 

in written forms, Geez and/or Amharic syllabaries Vlere 

used ae a common medium. Por this purpose the Academy of 

Ethiopian languages had developed a syllabary for each of 
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fifteen nationality languaces with which the literacy 

programme is being executed. The syllabary of the fifteen 

languages used are illustrated in Table 4. 

Eventually, the preparation of literacy and post-literacy, 

materials were done mainly in Amharic and then these 

materials were translated into the respective languages. 

Thus, in the progralIlJJle, the whole teaching materials were 

prepared in fifteen languages. 

As reviewed in chr'pter two, in order to accelerate 

the rate of adult's learning, the language of teaching 

should initially be the local language of the learners, 

using the manuscripts of the local language. It has been 

asserted that applying this approach could induce more 

in teres t aillong the learners, made it easier for them to 

learn and preserve their pride in their own culture. In 

this frame of reference, the literacy programme had displayed 

an interesting experience through applying fifteen languages 

as a medium of instruction. 

Some Afl'ican countries have applied 8 l'lultilingual 

policy in their literacy progralIlJJles, but in no case as many 

as fifteen in use. The Ethiopian strategy, in this view, 

resembles more advanced in utilizing of multilingual 

approach to basic learning for adults. 



No 

1 • 
2. 
3. 
4. 
5. 
6. 
7. 
8. 

9. 
10. 
11. 
12. 

13. 
14. 
15. 
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,!!!ble 4 ' 

~!lababl-£f the Fiftee~~~~lity~~uages 

-
iBase Letters Form of the Ioighthone:s Base Letters 

- -
Amharic 27 7 38 
Oromigna ~ 24 7 -
Tigrigna 32 7 38 
Wollayitigna 28 7 -
Somali 22 7 -
Hadiyigna 24 7 -
Kembatigna 25 7 25 
Tigre 26 7 -
Gedeogna 25 7 4 
Kun8lIligna 

I 
21 7 23 

Sidamigna 28 7 -
Keffa-Mocb i ngna 23 7 -
SHtigna 26 7 -
Sahogna 22. 7 -
Afarigna 18 6 -

-
Total Letters . 

268 
168 
262 
196 
154 
168 
200 
182 
203 
170 
196 
161 
182 

154 
108 

- -- -----_ .... - --------
Note: 1. This is only an amateuriah compilation 

2. ~hough the diphthong phonemes are there in the lenguage, no letters have as 
yet been developed f or them. 

Source: D.A.E (1986 ), Literacy Teaching Ma t eria ls Preparation, Production, and 
Distribution. 

I 

I 
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Inversely, various problems wer e encountered in 

applying the multilingual policy in the programme. These 

problellls \~er e incurred both in the planning and implementation 

processes. 

Problems that arose while translating - ------

Problems related to t rans l ation were real~zed with 

regards to dialectical differences within large language 

groups. BeSides, most of the l anguages used were not 

sufficiently developed as a mediUm of instruction since 

they ap;eare in a written form very recently, particularly 

in this literacy programme. As a consequence, several 

problems arose in the process of translating the teactdng 

materials. As pronounced by the respondents, the problems 

eXperienced are described in the following paragraphs. 

Lack of efficient man-power in the trans l ation process. 

The involvement of the national language committees in the 

process was verbal. For most of the programme's period 

the translators aSSigned in the division Vlere mainly 

responsible for the process. Only eight language 

translation sections were set-up ~ the division (these 

are for Keffa-Mocha, Kembata, Hadiya, Silti, Gedeo, 

Vlollaita, Oromo and Sidama). The tr ans l ation of materiills 

for the rest six languages hsd been usually done by consulting 

thoseyaople who could speak and write the languages . outside 
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the division. Eech section has been composed of only one 

translator. This clearly infer the magnitude of the 

drawbacks reflected in the ma terials translated by a single 

indiv idual. Along with, the translators assigned in each 

sections lacked special training of any kind in the field 

they were". engaged. 

'rhe presence of dialetical differences within one 

language and the absence of a standard usage of certain 

words. Some words wi th positive meanings in one dialect 
f 

could have negative, even offensive meanings in another. 

Hence, it became difficult to identify which words are 

widely used eventhough all the synonymous words have 

equally positive or negative meanings as the case may be. 

The problems of getting individual who know the 

culture of the local languages concerned in its different 

forms like speaking, reading and writing. Even if the:re 

could be they may not be in a position to handle the 

translation properly. There may be people who know the 

culture well but illiterates. 

Thos e who were assigned in the translation process 

;,epresented and reflected a certain dialect. It had been 

cOlIllDon that the languages used;: in the primers Vlere 

disappointing other dialect speakers to the extent of saying 

that it is not their language and deciding not to use the 

materials prepared. 
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Moreover, there were some concepts that could not be 

easily translated into some nationality langu~es. 

With the intent of minimizing the difficulties, 

laneuage development committe~s composed of people speaking 

different dialects of the same language were formed at 

different levels. Nevertheless, all the respondents of the 

regional level offices _affirmed that these committees were 

not effectively operational. They said, the committeea were 

not doing as what it was claimed in the documents. 

, 
The main probleJll pronounced by the respondents- Was that 

the adult learners were saying the languages used in the 

primers were not theirs and deciding not to use the 

materials prepared. The prevalence of such problems was 

more pronounced by the respondents of Arsi, Eastern-Hararghe 

and Illubabor. For instance, the officers in Easter-Hararghe 

said that the programme had not been carried out in the 

Somali ethnic group inhabited areas, because of the people's 

claim that the languages used in the primers were not theirs. 

Problems were also observed in the process of distributing 

the teaching primers to literacy centers. Usually there had 

been circumstances of sending primers of other languages 

which were not needed by tile literacy centers. Hence, these 

books were stored in the centers without use. 
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As a consequence of the foregoing problems, there was 

wastage of an abundant textbooks unused in many centers. 

The problems brougbt by the application of different 

languages in the programme appeared to be very complex. 

The difficulties reflected in the planning and implementation 

stages means that the application of emultilingual policy 

in the programme to a greater- extent made the programme to 

be ineffective instead of facilitating learning as it 'lias 

intended. 

The prevalence of the above-mentioned difficulties were 

profoundly caused by the utilization of a centralized model 

of planning and the absence of linguistic research prior 

the determination and implementation of the policy in the 

programme. This was the area which has been ignored and 

that requires critical notice and vigorious prior research 

studies. 

MoreOVer, the underlying failures realized in the 

programme were mainly as a consequence of lack of an 

appropriate method of planning. It had been effected by the 

defects of using local languages without applying the 

contents, teaching materials and teachers derived from the 

immediate environment of the adult learners. 

5.7. .!:~~£l Instructors IlJld_~~el_a~.-!raining 

Sl.st~ 

Thi s par t of the paper dea l s with the course of action 
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taken in the deployment and training level of instructors 

and all categories of literacy workers in the programme. 

The Ethiopian literacy programme launched in 1979 

applied the strategy of mobilizing the educated citizens 

as ins tructol's. The people weI'e mo bil-i zed w-i th the- slogan 

'let. the educated teach the uneducated and the uneducated 

learn'. The service was considered as a national duty and 

obllga,tion of every citizen. 

Eventhough it had been claimed in the documents that 

volunteers from different sectors would be involved as 

instructors, the main source of instructors was secondary 

school students who had completed grade 12. With reference 

to the types of instructors deployed in the programme no 

data was at hand in the DAE at all levels. However, all 

the respondents ; affirmed that more than 90 percent of the 

instructors were grade 12 completers from secondary schools. 

The high school students were usually required to serve 

in the programme for four months. They were obliged to serve 

for only one round. Regarding this in the evaluation report 

of DAE (1988), it has been indicated that in the visited 138 , 

literacy centers, of the total 1297 teachers 8.51 percent 

were involved in the previous rounds while 91.49 percent were 

teaching for the first time in the programme (10). This 

shows that the instructors were ineXperienced in teaching. 
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Apparently, the utilization of temporary instructors could 

have negatively influenced the effectiveness of the 

instructional system. It limited the continuity between 

rounds of the campaign and from the beginner's to post­

literacy programmes. 

The instructors in the programme were ~olunteers. 

They were provided---vri th d1.ffere-nt--s el'v1ce-s--a-n1i lIla-t -erral 

supports like transport, food, clothing, shelter etc. in 

their service periods. Besides, they were recieving moral 

incentives i.e. certificate for their free services. Those 

who did not participated were not granted for different 

opportuni ties like joining higher education, getting 

scholarship, getting employment and so on. This shows that 

their participation was mainly obligatory rather than 

volunteer service. This often infers that their motivation 

to participate in teaching waS questionable. 

From own experience while teaching in high school, the 

writer had realized that the participants were not motivated 

to teach in the programme. The respondents too underlined 

that . the problem of lack of interest on the part of 

instructors had been prominent in the programme. Previous 

experiences have revealed that lack of motivation on the 

part of instructors led to high level of absenteeism, 

insufficient attention to teaching, and little committment 

to the cause of community development. 
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As cited in chapter two, various studies have revealed 

that the best instructor in a literacy programme is one 

who is from the same cultural milieu as the learners. 

Virtually, the mos t important part of teacher's work is to 

link educational contents with the local context. Integration 

of literacy education with the local environment is one of 

the main principles of functional literacy. Therefore, 

literacy instructors ought to be familiar with the day to 

day life of the community in order to connect liter~cy 

activities with community needs. 

Nevertheless, the instructors used in this literacy 

programme were unfamiliar and uninvolved in the affairs of 

the local community. They lacked the real knowledge of the 

milieu and they were with no understanding of the problems 

confronting the learners. This was one of the drawbacks of 

the literacy programme. This deficiency possibly made the 

programme's instructional system efficiency uncertain. 

The training of all those involved in an instructional 

duties had been carried out prior to the rounds of the 

campaign programme. 

The initial training was entitled by training of trainers. 

~his initial training, upto 1984 was given at the national 

level. In the training regional adult education officers, 
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representatives of regional coordinating and executive 

committees, members of nationality languages promotion 

committees and high school directors were the main 

participants. In the training representatives from the NLCCC 

office and DAE, representativ.es of development ministries; etc. 

were involved (DAE, 1985a:25-26; NLCCC, 1986:8), 

- The llil'tial training, wlfich was, originallY given at- the 

national level, was latter being given at the provincial 

capitals. Thus, members of the DAE and NLCCC office were 

sent to each regions for the trainings. Therefore, the 

training of instructors at the provincial level origionally 

was handled by those who participated at the national levu. 

But, recently the training was given by those who came 

from the national literacy offices. In this level participants 

Came to the proven~ial capitals from the regions. 

Consequently, those who participated in the training at 

the provincial level organize and conduct a training programme 

at Awraja levels. Thus, the final training of instructors. were 

given in the highschools and capitals of districts in which 

the campaigners participate (NLCCC, 1984:~7; NLCCC, 1986:8). 

Topics mainly dealt within the training of instructors 

include methods and techniques of teaching, the proper use 

of instructional materials, preparation and application of 

teaching aids, adult psychology, classroom management, keeping 

records of the participants etc. (DAE, 1985a:26). 
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The instructors ~ere given only a short period of 

introductory courses. The training period suggested ~as 

five to ten days (DAE, 1985a:8). Nevertheless, all the 

respondents at the regional level offices said that the 

training period actually experienced had been less than the 

time claimed. Usually it ~as carried out for 3 to 5 days. 

The training period appear very short, brief and insufficient 

for the instructors to acquire the necessary knowledge and 

skills required. It seems illogical to expect effective 

instructional performances from such insufficiently trained 

instructors. 

As described in the preceding paragraphs, the training 

system reflect a multiplier effect. In this point, the system 

was based on a centralized approach. The training of trainers 

was given by the headquarter's officers and a team from the 

national headquarters. Apparently, it had not involved 

effectively the officers and others at the grassroot or the 

potential participants of the programme. 

Those who were assigned as trainers themselves were not 

trained in the field. It is obvious that the trainers could 

not be able to train literacy instructors without being 

trained themselves. 

The training of instructors had not been developed as 

a systematic operation. The training was organized on 

adhoc basis without appropriate structure, duration, contents, 

methods and materials. No teaching materials of any type 

had been provided to the partiCipants . 
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Training of different categories of li tera cy workers 

has been considered as an essential prerequisite if 

literacy programmes were to function effectively. Training 

does not only concern the instructors but also those who 

have role in literacy such as organizers, curriculum planners, 

trainers, evaluators:, texto ook wri-ters, lTberarians, 

newa~e tters writers etc. 

In the literacy programme of Ethiopia, some endeavours 

were exerted to orient liter-acy workers by organizing 

seminars and workshops at different level s , time and places. 

There bad been no regular system of promoting these trainings. 

The respondents affirmed that these were held once in a blue 

moon especielly when fund is gaine d from donors. The 

department has no data as to how many times these seminars 

and workshops were held. But, the respondents said that it 

was very much limited. 

Furthermore, no specialized trainings were provided for 

each categories of literacy workers. The trainings had not 

been developed as a systematic operation. Usually they were 

run infrequently and hed be organized on adhoc basis without 

having appropriate structure, time, method, contents and 

ma terials. 

The Bahir " Dar College has been the only formal 

education ins t itute that engag ed in the training of adult 
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educators for two years and for three summer courses. 

In terms of quantity the contribution of this college to 

the trained man-power demands of adult education prograJIlllles 

of this n £tion is actually negligable. Moreover, the 

effectiveness of the training system of the college resemble 

doubtful. So far no evaluative study has been conducted to 

see the effectivenesB. 

There are no specialized institutes in the country for 

training different types of literacy personnel where as there 

are meny institutions for the training of school teachers. 

Formal school teacher training centers at all levels were 

neither interested nor involved in the training of literacy 

personnel. Universities have not adiessed themselves to the 

problems of literacy and to the training requirments of 

li teracy experts. The univel'si ties were not dealing with 

an~ type of research studies related to literacy problems. 

In this nation very little attention has been paid to 

the systematic training of literacy workers. It is clear 

that the succ.ess of any literacy programme deeply rely on the 

quality of literacy personnel involved in the process. 

Whereas, the literacy programme's activities were undertaken 

by those people who have got trainings in the formal education 

institutions. Consequently, shortage of trained literacy 

personnel in the field of adult education had been the 

fundamental problem of the literacy programme. Thus, it has 

been an overlooked area which r equires very criticel attention . 
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In this section the evaluation and monitoring systems 

palnned and applied in the literacy programme will be treated. 

Learner's evaluation -- -

As pointed out in table 2, the literacy programme's 

courses were organized in two phases i.e. beginner's and 

post- literacy. Besides, there waS a remedial. programme for 

those who had not passed the fir,t phase. This might likely 

made the time sacrifies expected by the learners shorter in 

duration and allow faster learners to complet quickly, while 

the slower learners to have a period that they could be given 

more attention. 

On the other hand, the structuring of the programme's 

courses into two phases seems insufficient. Presumingly, 

this might not helped learners to think of literacy skills 

as a continium. There is little possibility of assessment 

of learner's progress within the two stages which represent 

formidable levels of attainment for many who had never before 

participated in organized learning. Therefore, for better 

assessment it is essential to use more structural levels. 

The completion of these two stages was considered as. 

equivalent to grade two elementary school (MOE, 1980a:10). 

Nevertheless, no evaluative studies has been expected in establiaJ 
, 

blishing this standard. Hence,the standardization appear doubtful 
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With respect to learners assessment, there was a 

manual prepared centrally to be used as guideline. In this 

manual it has been suggested to use continous assessment. 

Contrarily, the respondents affirmed that in the actua l 

practices the application of contino us assessment was 

limi ted. Viritten Q.uizs which were given infreQ.uen tly were 

the prominent methods used in the process. This might 

likely be because of the deployment of untrained and 

inexperienced instructors:, in the ~rograJn1lle:. 

The final examinations were also given on the basis 

of the guidelines laid down by the national office. The 

examination date was centrally determined and uniform for 

all regions. The examination papers were instantly corrected 

in the literacy centers and then ~le results submitted to 

the higher levels. The implication of this is that the 

evaluation system used was mainly based on the identification 

of learners who failed and passed the tests and receive. a 

certificate and legitemize learner's achievement, In this 

perspective, the learner's evaluation results were not mainly 

used for the improvement of the instructional system. 

Curriculum evaluation ---------

As denoted in ch~ter two, the effectiveness of any 

literacy programm~s curriculum largely depend on the 

improvement made in the light of experiences, changing 

conditions and feedbacks gained from practical experiences. 
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In spite of that, in this literacy programme's situation, 

the curriculum document that had been developed by the 

assigned 'experts' in 1977-78 served as a vital source in 

the preparation of all types of materials for the entire 

period of the programme. The document had not been updated 

to the objective realities of the society. This clearly 

reveals that the programme's curriculum used had been 

ineffective. 

As repeatedly expressed by, the respondents, evaluation 

of teaching materials were practiced when the training of 

literacy i nstructors was given. However, in the actual 

terms it appears doubtful. Objectively, it resembles 

unrealistic to practice a systematic evaluation of teaching 

materials along with the courses offered within 3 to 5 days 

of training period. 

]\!oreovex" the respondents asserted that the textbooks 

were reproduced in each round without making substantial 

change in the contents. The writer has also assured that 

the textbooks reproduced in each round were homogenous in 

their contents. 

In general, in the literacy programme no systematic l 
evaluation had been effectuated in all elements and related 

variables of the curriculum. No pre- testing as well as post­

evaluation of individual items of instructional materials 

had been implemented in the programme. 
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In the entire periods of the programme, no evaluation 

of any type had been exerted to investigate the effects 

brought and as to what changes and adjustments are required. 

This means, no impact evaluation had been realized in the 

programme. In this perspective, the programme's activities 

happened to be random. 

~rogres~monito!!~ evaluation 

Monitoring evaluation had been part of the programme 

of each t'ound. The mechanisms available for monitoriIl€ 

were practiced at different levels (NLCCC, 1986:12). 

At the local level, the chairman of the literacy 

coordinating and executive committee, the center coordinator 

and especially the sub-committees for data collection, 

supervision and certficiation make regular follow up and 

report weekly their observation to the local committee 

meetings. In the weakly meetings the committee discusses 

the problems and also expected to give report at the end of 

each phase for higher level committees. 

District literacy committee sends a monitoring team to 

a literacy centers with a progress monitoring format which 

assesses the overall activities with the local committee. 

A resembling group is also sent by the provinciEl literacy 
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like that of the district team. After having discussion 

with local committees finally the team reports to the 

provencial literacy committee. 

A similar teams from the national level go out to each 

region and visit representative sample literacy centers in 

action at parious levels in each literacy campaign rounds. 

They- a-lso-held disc-u:ssions wrtliJTteracy committees at ( 

different levels. At last the reports of these teams and 

those that came through the organizational channels were 

then organized and send to the NLCCC at the end of each 
I 

round (Mammo, 1988b:~-4) . The representative of the committee 

at different levels are shown in the preceding table. 

~~lection Eva~ion, 

Sub- Commi ttee -- -

and Certification 

~-------------------------------~----------
Repr esentat!Y~ ___________ .~~£~~ __ 

Centra l St at istics Offi ce 
Ministry of Education 
Ministry of Defence 
Department of Police Force 
Workers Association 
Peasants Association 
Urban Dweller's Association 
Teacher's Association 
Central Supervision Office 
Addis Ababa University 

Chairman 
Member .. 

" .. 
" 
" .. 
" 
" 

-----------------------------.--~----------
Source: MOE (1979), Initial Seminar Reports and Decisions 

on the Literacy Campaign of Ethiopia, p . 11 . 
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The members of the sub-committees assigned for the 

evaluation were not an integral part of the staff for the 

programme of literacy and post-literacy. They had no inaight 

and involvement on the programme's curriculum planning process. 

They one at a time participate in the process when they were 

need to go out to literacy centers for monitoring evaluation. 

They appear part-time workers in the pr ocess. It resemble 

difficult to expect effective evaluation from those people 

who were untrained, who had no experience and familiarity 

with the curriculum designed. 

The evaluation reports compiled in the process were not 

usually used to make decisions in the improvement of the 

functioning of the programme. This is clearly seen in the 

evaluation reports of each round. The problems identifi ed 

in each round reports were consistent. The uniformity 

often means that no improvements were made in the programme 

in accordance with the reports of the preceding rounds. 

Besides, the reports compiled were not provided to those 

who were responsible for the amelioration, instead, they 

were simply used as data in the documentation room of the 

DAE. Seemingly, the programme's progress monitoring 

activi ties were run nominally. 

On the whole, the evaluation and monitoring mechanisms 

designed in the programme were not intended to get feedbacks 

to make decisi ons in the ameliora tion of the func tioning of 
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the programme. The programme's evaluation tended to involve 

pre-eminently feedbacks ~hich ~ere based on numbers and on 

statistical treatment of numbers. This implies that the 

means of evaluation applied ~ere meaningless. 

Virtually, to promote effective literacy programme, 

evaluation has to be built into each components of the 

programme's curriculum. lnspi te of 'that, the evaluation system 

deviced in this literacy programme ~as not built in each 

components and not integrated into the planning and 

implementation of the curriculum from its beginning to the 

end. This was one of the drawbacks raflected in the evaluation 

system, that could negatively influence the effectiveness of 

the programme. 

There has been no unit set-up in the DAE for evaluation 

at all levels as an integral part of the staff such t hat 

specific responsibilities concerning evaluation work can be 

assigned to categories of liter~cy ~orkers based on different. 

Components of the curriculum. This was the other shortcoming 

inherent in the evaluation system of the programme. 

In thia part of the paper, organization and management 

of the literacy programme, and the people that involved in 

planning the programmes curriculum ~iLl be handled. Besides, 

the programme's curriculum planning model exerted in the 

programme will be treated . 
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5.9.1. Or~anization a~~ag~!-of the_Liter~ 

!:r ogra~ 

2E~aniza t i ona~!ructure of the NLCC2-

I n order t o manage the tasks of the mass i ve literacy 

campaign, in conj unct i on with the na t i onal revol ut i onary 

developlllent campaign office , through the MOE , in May 1979 , 

t he NLCCC was set-up. The MOE waS appo inted as cha i rman . 

The management and administrative responsibilities for 

the literacy and post-literacy programmes rested on this 

committee. The committee had brought together thirty four 

representatives from government agencies, mass organizations, 

professional associations and religious institutions (NLCCC, 

1989:19), (See Appendix D) . 

Directly under the committee , an executive commi t tee , 

drawn from the aforestated representatives, directs the 

implelllentation of the programllle. Specialized operational 

sub- committees to meet specific responsibilities were 

established under the execut i ve committee. These include 

Material Procurlllent and Distribution Sub- Committee; 

Recrui tment, Training and Placement of Instructors Sub­

Committee; Da ta Collection , Superv ision and Certifica ti on 

Sub- Commi ttee ( MOE~ 1990:29 ) , (See Appendix B) . 

Within this general framework there were specific 
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responsibilities. For instance, the Central Statistics 

Authority Chairs the Data Collection Committee; the Ministry 

of Information, the Propaganda and Aid Coordinating 

Commi ttee. The MOE provide prof essiona 1 backup through 

provision of learning materials and instructors, and the 

head of the DAE was the executive officer of the national 

literacy campaign (NLCCC, 1989:20). 

Coordinating and executive committees, together with 

their operational sub- committees, were also established at 

the regional, provincial, district and local levels. The 

composition was the same with the national commi t tees. The 

four operational sub-committees carry out their task, in 

their respective locality, and report to their respective 

higher committees, which in turn report to the NLCCC (MOE, 

1990a:29), (See Appendix E). 

Or~anization~~ructure of the DAE 

In 1974, there was a literacy division in the MOE which 

took the tasks of the coordination of the several and 

dispersed literacy programmes being carried out by a number 

of government and non-government agencies. 

To facilitate the governments policy for promoting 

massive literacy campaign, the status of adult education 

division of the ministry of education was raised to the 

department of adult education in 1975. The department has 

. ' - -, ....... '" ..... -.-- ~. -
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been organized as one of the various departments of the MOE 

(see appendix A). 

The department has been set-up with three divisions 

under it, namely distance education, prograillille research and 

evaluation, and curriculUill development and teaching materials 

production (see appendix C). 

The divisions of the department are further composed 

of several panels and/or sections. According to its 

structural organization, the department has one or two adult 

education officers in each provincial education offices and 

one in each of the awraja education offices. 

Under the DAE, the CurriculUill Development and Material 

Production Division has been considered as the most important 

technical organ of the literacy campaign. To carry out the 

duties related to the curriculUill of literacy and post- literacy 

prograillilles there are six panels, namely-literacy education 

panel, political education panel (which was later substituted 

by civics education panel), family education panel, health 

education panel, cooperative education panel, and agricultural 

education panel. In addition to these, a new panel which is 

responsible for the preparation of rural newspapers and 

organizing rural reading centers has been inc l uded as of 1986. 

Besides, under the literacy education panel there are 

translators of materials into different languages. There 

were only eight language translating sections. 
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The adult education sector has been organized within 

the ministry of education (see appendix A). The section 

has been structured on a department level. From the 

structural organization of the MOE, it is clearly seen that 

little attention has been given to the adult education section 

compared with the emphasis devoted to the formal education. 

-:rhe dep.artmelLt.,_ as comp.ru>ed of three divisions (!lee 

appendix C), has been responsible for all the adult education 

programmes which include literacy, post-literacy and basic 

development education; community skill training, evening 

schools, and distance education. Furthermore, it was 

responsible for coordination and encovxaging the different 

government and mass organizations engaged in adult education 

especially in literacy programmes. 

The structuring of the section on a department level 

seems confining and insufficient. On the otherhand, the 

responsibilities vested on it appear to be too much. Hence, 

it resemble difficult for the department to undertake all 

these duties effectively with such restrictive organizational 

set-up. 

Besides, only one officer has been assigned in each 

provincial and awraja adult education offices within the 

main educational offices. It is formidable for one officer 

to manage and follow up all the above-mentioned responsibilities 

of the department in the respective regions. 
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In general the department has not been organized in the 

way that it can run effectively all the functions of adult 

education programmes. Effective proeramme could be realized 

if the depar tment is organized on a wider basis. Thus, it 

is the area which calls urgent attention. 

On the basis of the general objectives of the programme, 

adult education curriculum document was prepared in 1977- 78 . 

A team of 44 'experts' drawn from 22 development ministries 

and agencies was set-up with the responsibility of designing 

and developing the adult education curriculum. These people 

were divided into four study groups, namely:-

a) Literacy-programme curriculum panel; 

b) Multi-purpose education panel; 

c) Economic-related education panel, and 

d) Family life and healt~ education curriculum panel 

(for detailed information refer to appendix E). 

The study groups in reference to their area outlined and 

pointed out what they considered essential and relevant points 

that should be included in the teaching materiels of 

literacy, post-literacy and continuing education. Since then, 

for the entire perio~ of the programme the document had been 

used as the only useful guide for the preparation of all 

literacy and post-literacy materials. 
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As pointed out in chapter five, under the DAE, the 

Curriculum Development and Material Production Division 

had been considered as the main technical organ of the 

literacy programme. Six panels were established within the 

division to carryon the duties related to the curriculum 

of literacy and post-literacy programmes (see appendix C). 

These panels were responsible for developing, preparing 

and producing literacy teaching materials like primers, 

readers, supplementary readers etc. The preparation of these 

materials in each panels \,ere done on the basis of the 

framework of the adult education curriculum designed by the 

above-mentioned 'study' groups. The panel members were also 

laible for editing, giving illustration guides, proof 

reading, looking after the printing, contributing topics 

for newsletters etc. 

The number of workers involved in the division with 

their respective panel, responsibility and qualification is 

pointed out in table 6. 

As reviewed in chapter two, functional literacy training 

has been concieved as s method of training designed to 

promote economic and social developments. Hence, functional 

literacy curriculum planning has been considered as an 

interdisciplinary operation which requires the cooperation 

of specialists from a vsriety of social and economic sectors. 
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Table 6 

Workers Assigned !n the C~...!g~~~~lopm~~~!! 

~~~~ Materials-E!£ductio~~visio~ 

~-----------------------------------------------------------No.of 
Work­
ers 

1 

1 

1 

1 

1 

1 

1 

1 

3 

8 

1 

4 

NUlllber and Their Position 

Divison Coordinator 

Family Educ. Panel Coordinator 

It It It member 

Agricultural Educ. Panel Coordin. 

Political Educ. Panel Coordinator 

Newsletters panel coordinator 

Health educe panel coordinator 

Literacy Educ. panel coordinator 

Literacy Educ. Panel members 

Translators for Keffa-Mocha, 
Hadiya, Silit, Gedeo, Wollaita, 
Oromo, Kembat" Sidama (one for 
each) 

Teaching materials Distributor 

Typists 

r--t-------------------

Qua lif ica ti on 

B.A. in Educ.Adm. 

B.A. in Language 

1 2+ 2 in Family 
Planning 

B.Sc. in Agriculture 

B.A. in Pol. Science 

B.A. in Language 

12 + 2 in Health Edu • 

Il.A . in Language 

(1) 12+2 in Educ.Adlll 
(2) B.A. in Language 

( 1) 1 2 ; ( 1 ) 1 2+ 2 in 
Lan. ( 2 ) 1 2+ 2 in 
Edljc. Amd., and 
(4) 12+1 in ftlDrmal 
teachers training 
institute. 

12+3 in Educ.Adm. 

Certificate in 
typing. 

-----------------
Their training waB in the formal education institutions. 

Source: Personnel Office of the DAE. - -
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In the planning process of the adult education curriculum 

document of the programme, endeavours were exerted to involve 

representatives from 22 ministries and agencies at the 

national level. Apparently, the coordination of these sectors 

was mainly attempted to impose uniformity instead of relating 

and linking educational activities to the solutions of 

national and local problems. 

As pointed out in the review part, planning a literacy 

programmes cUrriculum that is relevant to the adult learners 

is a complex task requiring inputs from different categories 

of specialists such as linguists, local workers, adult 

educators, literacy teachers, textbook wri t ers, artists etc. 

Therefore, literacy programme's curriculum planning task 

should be a teamwork, derived from local expertise. 

In the situation of this literacy programme, the task 

of designing and producing literacy teaching materials were 

entrusted to small number of individuals in the division 

(as indicated in table 6). The duties had not been handled 

as part of teamwork derived from local expertise instead 

it was performed by a limited number of 'experts' at the 

national level. These individuals were assigned on the basis 

of their formal education trainings. This VIas one iJf the 

major drawbacks featured the planning process exerted in 

the programme. 
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As marked in table 6, since the establishment of the 

division, the panels constituted one or two individuals. 

Besides, the individuals have got no special trainings in 

the field of adult education. Consequently, it ie not 

difficult to imagine the inadequacies inherent in the 

textbooks prepared by such individuals. 

In the curriculum planning process of the literacy 

programme, the participation of individuals in the sub­

centers and in the communal villege levels was totally 

absent. All the respondents at the regional levele said 

that in the process there was no involvement at the regional 

levels. 

The participation of the potential learners in the 

curriculum planning process wae completely neglected. This 

shows that the curriculum was designed according to the 

conception of what adults should want rather than what they 

actually want. This approach is antagonistic to the basic 

principles of functional literacy. 

Research studies have revealed that if learners are not 

included in the curriculum preparation and inadequate 

attention has been given to the actual conditions in wh.ic h 

they live, the effects will be frustration, lack of motivation 

and absenteeism on the part of the adult learners. These 

were the risks implied in the literacy programme of Ethiopia. 
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Virtually, lack of real knowledge of the learners 

and their melieu so often leads to costly set backs. It 

can result i nto the failurity of the programme's output. 

Therefore, this risk could be minimized through the 

involvement of specialists, related individual s at different 

levels and the potential learners in the planning process. 

5.9 . 3. !:lanning..l!!£~!-A.pp!!~~~ 1i !,!;!. aCl 

Progr~ 

The basic principles of functional literacy, as cited 

in chapter two, necessarily imply some form of diversification 

in planning the programme in relation to the different tareet 

gro ups to be served. If literacy is to be functional and 

responsive to local needs, local level autonomy and decision 

making power is indispensable. Through the involvement of 
\ 

local level participants, needs of different. target gr oups 

could be reflected in the designed and organized programmes. 

As described in the preceding parts of this chapter, 

alike the formal education, the planning system excuted in 

this literacy prograE~e was based on a centralized model. 

All the teaching materials of the programme were designed 

and produced at the central level. 

In the planning process the participation of the public 

at local levels had been ignored. hpparently, in the system 

there waS no delivery of power to different level participants 
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in determing the objectives, contents, teaching materials 

etc. according to the needs of their respective local milieu. 

The application of centralized model in the programme 

often suggests that the needs and problems of the local 

communities were disregarded and not reflected in the 

curriculum designed. This situation, virtually lead to the 

tendency of the local communiti es to concieve the literacy 

programme as something outside and belonging to the 

government or even to the officers in charge. 

In addition, it could cr eate serious problems in the 

mobilization and motivation of the participants, who are the 

beneficiaries of the programme. Very likely this influence 

the learners to consider their participation in the programme 

as obligatory instead of their sympathy to be an integral 

part of the programme. This inevitably result into absenteeism 

on the part of the adult learners. From own experience and 

as asserted by the respondents the above-mentioned problems 

were prominent in the programme. 

Furthermore, the workers at the lower levels tend to 

consider the problem of illiteracy not as a national question 

that requires their contribution, but rather as one inherent 

to the national literacy office and which should be eradicated 

by the office. This impression was pronounced by the regional 

level respondents in their reply. 



~ 
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Ethiopia is a country which characterized by divers ified 

environmental situations, economic activities and cultural 

traditions. For the programme of this nation, the application 

of centralized curriculum planning model could not enable to 

take into account the special features of these diversified 

regions. Some form of decentralization, on the otherhand, 

could enable the grassroot planners to attach considerable 

emphasis to the problems peculiar to their specific regions 

and to design effective curriculum. Therefore, this is one 

of the major iss ues that require considerable attention to 

run effective literacy programme. 

So far in this chapter the planning system applied in 

the literacy programme has been examined. On the basiS of 

the descriptions, analysis and explanations sought in this 

chapter, the following chapter deals with the summary of the 

study, conclusions re~ched, suppositions implied and suggestion~ 

made for further studies. 



CHAP1'ER VI 

SUMMARY, CONCLUSION, RECOMMENDATION AND SUGGESTIONS 

FOR FURTHER RESEARCH 

This chapter presents the sU1llJllary of major findings, 

conclusions reached, recommendations and suggestions for 

further investigations. 

This study was intended to evaluate the programme 

planning system employed in the literacy campaign programme 

of Ethiopia. The scope of the study was to investigate 

whether there is certain relationship between the curriculum 

planning SyStCIU used in the literacy programme of Ethiopia 

and the curriculum plannil~ approach suggested in different 

international conferences of unesco and advocated by adult 

educators". 

The study made use of a combination of descriptive 

s~vey and analytical research methods. Purposive sampling 

techniQues were used in the study. unstructred interview 

instrument was developed and applied in the process. 

On the whole the state had clearly made use of the 

literacy programme mainly for political purposes. The 

government's plan was to advance a socialist policy and 

mobilize the people for this target. The goal of the programme 
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was profoundly rooted in large 'scale participation and in 

the creation of social mobilization which often infers that 

little regard was given to the educational quality of outputs. 

In this context, the scope of the programme resemble narrow. 

The 11 tel'acy programme had been based on the s.trategy 

of mass literacy campa i gn which was sought to eradicate 

illiteracy within limited years by a series of rounds. Thus, 

the programme appeared to be ambitious. Through experience , 

utilizing this approach bad caused a number of grave problems 

in the programme. 

No study of the milie u had been ectualized in the planning 

of the curriculum objectives of the programme. The objectives 

were set up by the assigned group of 'eXperts' and limited 

number of individuals in the panels in reference to their 

fields. by taking the general priori ty areas in themselves. 

Research studies have displayed that negligence to take into 

account the local situations would have a serious risk which 

would cause failure in the programme's output and lead to 

inevitable absenteeism on the part of the learners. These 

were the risks that were inherent in the literacy programme. 

The preparation of contents and teaching materials was 

not based on the use of context surveys carried ' out. They 

were prepared by the limited number of panel members. The 

contents of teaching materials produced for the whole 

pr ogramme were uniform for all regions of the country. 
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The contents being not derived from the immediate melieu 

of the adult l earnera often lacked relevance. Apparently, 

the instructional materials were foreign to the life of 

the participants. Very often this imply that the materials 

used were not functional and attractive to adults, hence, 

borring to them and hasten a~senteeism. Besides, there was 

shortage of these materials in the literacy centers. 

The organization of classes Was planned to be similar 

for the whole regions of the country. The imposition of 

same, standard and rigid plan for the organization of 

literacy classes had provoked various problems in the 

programme's implementation process. 

According to the reading theories, synthetic method Was 

applied in the primers. Even if monotonous excercises might 

reducee the adult participants interest, synthetic method 

might have facilitated the early mastery of the correspondence 

between symbols and sounds. Moreover, the method reflected 

in the primers might have been to the advantage of better 

instruction, since the instructors deployed were not we11-

trained. On the other hand, the principles of functional 

literacy advocate the using of snalytic (global) method of 

re ading because reading has something to convey and interesting 

to adult learners. 

The t eacting methods practiced in the li tera~y classes 

of the programme were traditional and directive. This was 
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mainly beoause the methodology inherent in the primers was 

synthetic and the way the instructors learn to read 

themselves was traditional synthetically oriented method. 

The method practiced reflected one-way communication which 

contradicts with the two-way communication suggested in the 

principles of adult learnin.g theory. 

The Ethiopian literacy programme applied a multilin.gual 

policy. Thus, fifteen lan.guages were in use as a medium ot 

instruction. The literacy materials were prepared in Amharic 

and then these materials were translated into the respective 

fourteen languages. Nevertheless, various serious probleJll8_' 

surfaced both in the translation and implementation stages. 

These problems emanated from the presence of dialect 

differences and the lan.guages used being not adequately 

developed as a medium of instruction. 

As a consequence, the application of different languages 

to a greater extent made the programme's instruction 

uncertain instead of facilitatin.g learnin.g. The difficulties 

were profoundly caused by the centralized model of planning 
of 

used and the absence lin.guistic research and evaluation. 

The _:li teracy programme utilized the means of mobilizing 

all educated citizens as instructors. However, grade twelve 

completers from secondary school were mainly used in the 

process on a voluntary services. They were oblighed to serve 

for only one round. They were lacking experience in teaching 

and their motivation to teach in the programme was doubtful . 

These conditions affected the effectiveness of the programme. 
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The literacy instructors training system of the programme 

was, limited to only a very short period of training i.e. 

3 to 5 days. The training had not been developed as a 

systema tic opera tion. It was organized on a spon tanous' 

basis without having apprpriate structure, content a, methods 

and materials. Thus, it happens irrational to expect 

effective instructional performances from such untrained 

ins tructors .• 

In the literacy programme seminars and workshops were 

organized at dif f erent levels to orient literacy workers. 

There had been no regular system of conducting these 

trainings. They were held rarely and organized on adhoc 

basis without having appropriate structure, time, contents, 

and materials. No special trainings were offered to the 

different categories of literacy workers participating in the 

programme. 

There are no specialized institutes in the country for 

training literacy personnel while there are several institutes 

for the training of school teachers. Secondary schools and 

formal school teacher's training institutes' were neither 

intereste~~or involved in the training of literacy agents. 

Uhiversi ties ,and teacher's colleges have not adressed 

themselves to the literacy problems and to the training 

demands of literacy specialists. 

The absence of trained literacy workers has been acute 

problem, in the programme. The programme's activities were 
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undertaken by people who had no special training in the 

field. Thus, the activities were based on mere chances. 

Consequently, it seems difficult to imagine effective results 

from such programme. 

The evaluation system of the programme Vias not integrated 

into the planning and implementation stages of the curr~culum 

from its beginning to the end . It was. not built- in each 

components of the curriculum and no systenwtic evaluation 

had been carried out about all the components of the cllrriculum. 

Besides, no impact evaluation had been conducted in the 

programme. 

The evaluation process wa s concieved as an activity 

external from the curl'iculum pla!lJling system of the pr ogramme. 

There has been no unit set-up ~n the department for evaluation 

at all l evels as an integral part of the staff to promote 

effective evaluation of diff eren t components of the curriculum. 

The evaluation and monitoring sy stems intended and 

applied were not improvement oriented. They mainly appeared 

to involve feedbacks which were based on numbers and on 

statistical treatment of numbers'. The foregoing deficiencies 

inherent in the evaluation system applied often suggests 

that the programme's effectiveness Was uncertain. 

Attempts were exerted to involve representatives from 22 

ministries and agencies, at the central level, in the 

preparation of the adult education curriculum document of 
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the proeramme. How ever , t he coordination of these agents 

was mainly a ttempted to i mpose homogeniety rather than 

relating and linking literacy education t o the solutions 

of national and local problems. 

The respons ibilities of preparing literacy teaching 

ma terials we re not handled as part of teamwork derived from 

local workers. Whereas, the duties were entrusted to very 

small number of ' experts', in the division at central level 

who were appointed on the bas i s. of theil' formal education 

training and who have got no specia l training in the feild 

of adult education. In this per spective, it is,-not difficult 

to imagine the degree of ' shortcomings or defects inherent 

in the textbooks desigr.e·a by such individuals. 

In the programme's curricul ;Jl: ; lanning process, the 

involvement of individuals in the Bubcenters and community 

village levels:, were totally absent. Moreover, the learner's 

participation in the process was completely ignored. This 

had caused various problems like frustration, lack of 

motivetion, and absenteeism on the part of adult learners. 

Very little a ttention has been given to the adul t 

education sector in the organizational str ucture of the 

!.TOE compared to the forma l education. The section tha t is 

responsible for all adult educat ion programmes has been 

organized on a department level. The structuring of the 

, , 
. I 
I 
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section on department level seems confined and insufficient 

compared to the enormous tasks vested in it. 

Like the formal education, the planning 

system exerted in the literacy progr~e was based on a 

centralized model. The preparation of all teaching materials 

of the programme were handled at the national level. This 

approach is contradictory to the principles of adult literacy 

programmes. The needs and problems of the local commun~ty 

were neglected and not ref1ecte~ in the curriculum designed. 

As an effect of applying this approach, various problems vlere 

prevalent in the programme. 

In the literacy programme no alternative curricula were 

offered and a single model w,s used without any adaptation 

being made to different surroundings or geographical areas 

or the Deeds of different social groups. In relation to the 

model used in planning the programme's curriculum, 

'individ~81istic and behavioralistic approaches' predominate, 

eventhough official declarations stress 'participation', 

'social solidarity' and 'critical consciousness' as a means 

of contributing to 'personal and community development', 

'improving living conditions' and 'promoting transformations 

and change'. Therefore, it is safe to conclude that the 

literacy programme was not functional. 
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Concentrating on a single model in the literacy programme 

of this country which is characterized by a variety of ethnic, 

linguistic, socio-economic and other situations possibly would 

have a very serious risk. From this point of view, the 

effectiveness of the programme tend to be uncertain. 

The -curriculum planning ~n.d imp1ementatio.n;Jpatterns 

applied in the literacy programme had not adopted and adhered 

to the fundamental principles of functional literacy that 

have been suggested for successful literacy programmes. This 

also implies that the success of the programme is questionable. 

In conclusion, there are clearly seen disparities between 

the adult 1itera-cy programme planning system suggested by 

different adult educators and the planning system eXperienced 

in the literacy programme of Ethiopia. 

With the idea of improving the inherent deficiencies 

noticed in the planning system, minimizing the difficulties 

encountered in the programme and promoting better literacy 

programme, the following recommendations were made. 

1. Literacy strategy in general attribute to the model 

of planning and implementation of literacy activities. In 

this literacy programme the application of mass literacy 

campaign strategy entailed a number of difficulties. To 

make better literacy programme, it is necessary to move away 

from using solely the campaign strategy. If not the programme'E 
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activities will run on to be meaningless and waste of time. 

If is difficult for a poor nation to eradicate illiteracy at 

once and achieve success. 

Experiences have shown that large scale and selective 

approaches are complementary and can be integrated to produce 

more effective literacy programme. Therefore, in this nation 

it is advantageous to use semi-large scale and selective 

strate8ies simultanously through developing it as a constant 

systematic operation. This could make possible to offer 

different social groups a functional curriculum responsive 

to the local needs. In this perspective, Ethiopia could 

learn a lesson from the experiences of Tanzania that applied 

the combined approach offering functional curriculum for 

different social groups. 

2. The total negligence of conducting the study of the 

milieu in the ~urriculum planning process had caused the 

programme's activities to be riskful. In order to minimize 

the risks and to foster effective literacy pro&~amme~ 

attempta need to be exe~ted in the planning process io 

integrate the national necessities and the needs expressed by 

the local target groups through the way of making a form of 

study of the milieu. In this nation this approach could be 

realized through conducting context surveys in selected 

representative areas of the regions. Moreover, in this move 

it is essential to take into ~ccount the experiences of the 

WDALP. 
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3. The principles of functional literacy advocate the 

utilization of analytic method in teaching literacy reading. 

Thus, in order to make literacy learning meaningful and 

useful to adult learners it is important to employ analytic 

method in this nation's literacy programme. The application 

of this method in the programme could be materialized through 

employing locally available instructors and organizing 

special trainings for the instructors on the method as it 

was executed in the WOALP of Ethiopia. 

4. The Ethiopian literacy programme had displayed an 

interesting eXperience through applying fifteen languages 
as a medium of instruction. Contrarywise, several problems. 

And 
were encountered in the p1anningAimp1ementation stages of 

the programme. One of the causes for the presence of these 

difficulties was the absence of prior research in the area. 

To minimize the failures and, to ameliorate the effe.ctiveness 

of the languages used, conducting intensive systematic 

linguistic researches is urgent. Therefore, it is vital t o 

realize systematic studies to develop appropriate syllabaries, 

syntax, spelling, grammars, dictionaries, vocabularies etc. 

for the languages used in the programme. 

5. Several shortcomings were inherent in the literacy 

instructor's strategy put to use in the programme. To 

advance effective literacy instruction, it is helpful if 

instructors inhabiting the village as the adults, by 

initiating some type of payment alternative. could be utilized 
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as it was experienced in the WOALP. The expenses required 

to pay salaries for locally available instructors possibly 

might not be more than the costs. used up for transpoiation 

services and providing other support materials for instructors 

deployed in the literacy campaign. 

The training of literacy instructors likely be made 

effective if a short and intensive initial period of training 

with a form of in-service training system could be applied 

in the literacy programme. Eesides, it is essential to 

develop a training system as a systematic operation with an 

appropriate structure, periods, contents, methods and 

materials. It is also necessary to establish a structure 

at different levels that could handle the responsibilities. 

effectively • 

Shortage of specially trained literacy workers had been 

one of the major problems of the programme. Any literacy 

programme cannot be successful without involving trained 

literacy personnel. The variety of tasks required of 

+iteracy workers usually mean that they should posses special 

skills. Therefors, to minimize the problems and to promote 

effective literacy programme it would be worthwhile if 

Special institute could be established to provide literacy 

agents sound specif ic trainings. Moreover, institutions. 

of higher and secondary education would contribute a lot 

if they could involve in the training of literacy agenta. 
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It would be useful if teacher training institutes include 

adult literacy components in their programme to~ taught 

to student-teachers to prepar e them for educating adults as 

well as children so that they could participate in the 

literacy programme. This could facilitate the using of 

staff in either of the two sub' sys t ems be considered. In 

addi tion, it is essential if universities could deal with 

research on literacy probe~ and training of literacy 

specialists. 

-t: 
6. To have better evaluation system and t o effecuate 

effective literacy programme, it is useful if the evaluation 

system could be built-in each components of the curriculum. 

It is desirable to develop a system to integrate evaluation 

into the planning and implementation of the curriculum from 

its beginning to the end. To make evaluation bult-in system 

i t is good to set-up a unit in the structure for evaluation 

and monitoring at all levels as an integral part of the 

programme to realize systematic evaluation of different 

components of the curriculum. This could facilitate the 

application of the evaluation process for improvement purposes. 

7. The principles of functional literacy usually 

recommend some form of diversification in planning the 

programme's curriculum in function of different target 

groups to be served. On the contrary, the centralized model 

of " planning exerted in the literacy programme 

had bro~ht many problems in the process. Ethiopia is a 

country which is characterized by divergent geographical, 
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cultural, socio- economic and other situations. The 

standardization of literacy curriculum in this nation's 

programme involve the danger of negl ecting the needs of 

the diversified groups ~hich also make the programme's output 

risky. Thus, to make literacy functional and responsive to 

the local needs some form of local level participation 

in the planning process is basic. Therefore, it ~ould be 

effective if some form of decentralized model of planning 

could be employed. This could enable the grassroot planner s 

to ~tach considerable emphasis to the probl ems pecul iar to 

their specific areas. Moreover, it is necessary if the 

planning task is considered as a team~ork f r om the .eenter 

down t o the communi tv village l evels. 

The application of decentrali zed model of planning in 

this poor country appear to have the risk of human and 

material resources. The realization of this model in this 

nation's programme could be made easy in terms of technical 

approach and costs by increasing the number of trained 

literacy agents ~ho could handle the preparation of the 

materials for the programme. 

Virtually, the actualization of all the above-mentioned 

recommendations often calls for the establishment of a strong 

technical structure to manage the tasks successfully. The 

existing structure of the DAE is very restrictive and not 

able to handle the tasks effectively . Thus, to carryon 

effective literacy programme and to undertake the taek$ 
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successfully, it is worthwhile if the section could be 

organized on institutional level. 

6.4. ~~gesti~s for~ther Reaearch 

Taking into consideration the limitations of the study, 

the following suggestions for further research have been 

made. 

1. How could the study of the milieu be realized in 

the curriculum planning process of the Ethiopian literacy 

progr~e? A thorough study to find out the most 

appropriate way of actualizing the surveys taking into 

account all the prevailing factors is important. 

2. The methods of teaching reading in the literacy 

programme of Ethiopia has to be studied. It is essential 

to conduct studies in deciding what method of reading ia 

appropriate in the literacy programme by examining all the 

factors that can influence it. 

3. One of the major issues that requires urgent 

attention is the medium instruction. Thorough research is 

necessary to minimize the problems encountered in the 

application of different languages in the literacy programme. 

It is essential to conduct research on the languages_ used 

as medium of instruction for the first time in order not to 

repeat and avoid unnecessary failures and final frustration. 
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4. A comparative study of the achievements of the 

primary schooling and literacy graduates from the literacy 

programme is important. Thus, the parallelism between the 

two systems has to be confirJl'Jed. 

5. What is the impact of the literacy programme on the 

literacy participants? Impact evaluation is essential to 

see the impact of the programme on the participants life. 

To get relevant feedbacks for the future literacy programme 

a thorough impact evaluation study involving the literacy 

participants and those who were directly dealing with them 

is necessary. 
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Appendix - D 

Representative Members of the NLC Coordinating and 
Executive Committees 

-----,------------- -----------------------
No.~----------~pre~!~~~----------.------

1. Ministry of Education 
2. Department of Military Political Affairs 
3. Ministry of Defence 
4. Ministry of Information 
5. Ministry of Internal Affairs 
6. Ministry of Finance 
7. Ministry of Culture and Sports 
8. ' Ministry of Transport and Communication 
9. Ministry of Urban Development and Housing 

10. Ministry of Industry 
11. Ministry of Agriculture 
12. Ministry of Statefarms 
13. Relief and Rehabilitation Commission 
14. Central Statistics Office 
15. Central Auditor Office 
16. Higher Education Commission 
17. Police Force 
18. Addis Ababa University 
19. Central Planning Office 
20. Women's Association 
21. Teacher's Association 
22. Workers As.ociation 
23. ~.rmersAssociation 
24. Urban Dwellers Association 
25. Orthodox Church 
26. Anwar-Mosk 
27. Federation of Health Workers 
28. Evangelican Church 
29. Writers Association 
30. Artists Association 
31. Journalists Association 
32. Musicians Association 
33. People's Organization Affairs Office 
34. Youth's Association 

---------,----------------------
Source:- MOE (1979), Initial Seminar Reports and 

Decision on the Literacy Campaign Programme. 
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Appendix - D 

Representative Members of the NLC Coordinating and 
Executive Committees. 

-----,------------------------- -------------
_~~4-------------~pre~!~~~------------------­

Ministry of Education 1 • 
2. 
3. 
4. 
5. 
6. 
7. 
8 • . 
9. 

10 . 
11 • 
12.. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
20. 
21 . 
22. 
~3. 
24. 
25. 
26. 
27. 
28. 
29. 
30. 
31. 
32. 
33. 
34. 

--

Department of Military Political Affairs 
Ministry of Defence 
Ministry of Information 
Ministry of Interna.L Af!.airs 
Ministry of Finance 
Ministry of Culture and Sports 
Ministry of Transport and Communi cation 
Ministry of Urban Development and Housing 
Ministry of Industry 
Ministry of Agriculture 
Ministry of Statefarms 
Reli ef and Rehabi l i tat i on Commission 
Cantral Statistics Office 
Central Auditor Office 
Higher Education Commission 
Police Force 
Addis Ababa Univers iSy 
Central Planning Office 
Women's Association 
Teacher's Association 
Workers Association 
rermera· Association 
Urban Dwellers Association 
Orthodox Church 
Anwar-Mosk 
Federation of Health Workers 
Evangelican Church 
Wr iters Association 
Artists Association 
Journalists Association 
Musicians Association 
People's Organization Affairs Office 
Youth'a Association 

-------------------------------------------~ 
Source:- MOE (1979), Initial Seminar Reports and 

Decision on the Literacy Campaign Programme. 
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Ministries an~~££~s I~£l!~~!he pre~ration 

of the Adult Education Curriculum Document -- -------------

~·~~7~----------------------------------'-----------------~ o. of I Ministries and Agencies with their Sub-Groups. -E£E!~es~e~.~__ __ ___________________________________________ ~ 

A. Literacy Proeramme Q~~~~ Panel 
4 Department of Adult Education 

-------4-----------------------~---------------------------

1 
1 
2 
1 
1 
2 
1 
1 
1 

B. ~lti-PurE£~e Educati~~riculum Panel 

Ylfanagement Training Institute 
Office fo People's e~ganization-kffairs 
Curriculum end Supervision Department 
Commission For Higher Education 
Ministry of Internal Affairs 
Department of Adult Education 
Ministry of Culture and Sports 
Ministry of Trade and Tourism 
Ministry of Urban - Development and Housing 

-------4----- -----------------------
C. ~~c Eela~~!!£!!tion Pa~ 

4 Organization of Production Improvement 
2 Light-Industry and Cottage Industries Development 

OrganiZation 
1 Handi-crafts Center 
3 Ministry of Agriculture 
1 National Museum 
1 Ministry of Mineral and Water Development 
4 Agricultural Service for Ethiopia 
2 Department of Adult Education 
1 Curriculum and Supervision Department 

-----i------------------------
D. 

1 Ethiopian Family Planning Society Organization 
1 Red Cross Society 
1 Ministry of Agriculture 
1 Ethiopian Malnutrition Organization 
1 Ministry of Health 
1 Ministry of Labour and Social Affairs 
1 General Family Life Education Organization 
1 Agricul tural Service for Ethiopia 
3 Department of Adult Education 

I ------~-------------------------- ,----------------------
Source: DAE (1978), The Curriculum of Adult Education 

ProgrammelJ. 
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Appendix F 

Interview Questions for the Officials of the DAE 
and Workers in the Curriculum Development and Teaching 
Materials Production Division. 

1. Questions related to the programme's objectives. 

1.1 . How did the general objectives of the literacy 
programme set ? 

a) Who- were inv'olved in the-proc-ess- ? 

1.2. How did the broad and specific objectives of the 
curriculum formulated ? 

a) Who were participating in the process? 
b) From where did these objectives derived? 
c) Had there been any kind of study of the 

milieu realized in the planning process ? 

d) Was there any attempt exerted to adapt the 
objectives to the situations of the local 
areas? 

2. How did the content areas designed? 

a) Who were responsible for the task ? 

b) What sources were mainly used in the process ? 

3. What procedures were followed in the preparation of 
literacy teaching materials? 

a) Who were assigned for these duties? 
b) Was there any sympathy on the part of the 

concerned ministries, agencies, and others 
in the processes ? 

c) Were the contents of the teaching materials 
the same for all regions of the nation ? 

d) Were there any additional teaching materials 
other than textbooks prepared at the national 
and regional levelS ? 
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Appendix F 

Interview Questions for the Officials of the DAE 
and Workers in the Curriculum Development and Teaching 
Materials Production Division. 

1. Questions related to the programme's objectives. 

1.1. How did the general objectives of the literacy 
prograJIlJlle set ? 

a) Who were involved in the process ? 

1.2. How did the broad and specific objectives of the 
curriculum formulated? 

a) Who were participating in the process ? 
b) From where did these objectives derived? 
c) Had there been any kind of study of the 

milieu realized in the planning process. ? 
d) Was there any attempt exerted to adapt the 

objectives to the situations of the local 
areas ? 

2. How did the content areas designed? 

a) Who were responsible for the task ? 
b) What sources were mainly used in the process? 

3. What procedures were followed in the preparation of 
literacy teaching materials? 

a) Who were assigned for these duties? 
b) Was there any sympathy on the part of the 

concerned ministries, agencies, and others 
in the processes ? 

c) Were the contents of the teaching materials 
the same for all regions of the nation ? 

d) Were there any additional teaching materials 
other than textbooks prepare d at the national 
and regional levelS ? 
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5. Are there institutions that involved in the training of 
literacy agents? 

a) Do you think that it is adequate? 
b) What do you suggest for the amel~oration of 

the training system ? 

5.1. To what extent was the participation of locally 
derived individuals as instructors in the programme? 

5.~. How did the literacy instructors training system of 
the programme organized and actualized at different 
levels ? 

5.3. What problems were realized in the process related 
to the ins tructor' s atrategy and tra ining system 
applied in the programme ? 

6. Were the manuscripts of the literacy materials prepared 
checked by different specialists ? 

a) Had there been pre-testing and field trails 
actualized prior to the production of the materials 
on a large scale ? 

b) Was there post-testing of teaching materials 
effectuated in the programme ? 

c) Was there any change made on the contents, when 
reproducing the teaching materials, based on feed­
backs gained and changing situations ? 

6.1. How did the evaluation of learner's progress 
achievelllent organized and applied? 

Is there a unit set-up in the department for 
evaluation as an integral part of the staff ? 

6.3. Who were responsible for the programme's 
evaluation and monitoring tasks in each round 
at the national level ? 
a) How did the evaluation activities run and 

reports of each levels in every rounds; 
compiled ? 

and 

the 
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b) For what purposes were these reports used? 

6.4. So far, had there been any impact evaluation 
executed in the programme ? 

7. Was the curriculum planning system of the programme 
based on centralization? If your answer is yes:-

a) In your opinion, could it be possible to apply a 
form of decentralized system in this country's 
literacy programme ? 

b) What problems could be hindrance to the application? 

7.1. Is the DAE well -organized to handle all the duties 
of adult education programmes effectively ? 

7.2. Were the NLCCC's and sub-committees through time 
decaying and deteroriating in their organization 
and activities? If your answer is ye6:-

a) What major fa~tors caused these situations; ? 

7.3. Do you think that there is an urgent need for a 
complet change in the organizational structure ? 

7.4. What type of organizational structure do you 
recommend in order to promote effective literacy 
programme in this nation ? 
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Appendix G 

Interview Questions for the Provincial and Awraja 
Adult Education Offciers. 

1. Quest ions regarding the planning of the curriculum 
objectives? 

a) Who determined all the objectives ' of the curriculum ? 

b) Had there been any participation at the regional 
level in the process ? 

c) Was there any sort of study survey carried out in 
this region in the process ? 

2. Questions concerning the contents and teaching materials. 

a) Who prepared the teaching materials of the programme? 

b) Was there any involvement at regional levels in the 
process ? 

c) Were the contents of the teaching materials uniform 
to all regions ? 

d) Were the teaChing materials attractive to the adult 
learner' s of this region? 

e) Were the teaching materials completed within the 
a110ted period of time ? 

f) Are all the t eaching materiels and materials of 
different languages prepared accompanied by 
teacher's guide? 

g) How did the literacy classes organized end 
i mplemented in the region? What were the main 
problems incured in the actualization ? 

2.1. Were there any additional teaching materials 
other than textbooks produced and applied at 
regional level ? 
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