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TENTATIVE DAILY SCHEDULE

Sessions: Morning Session: 09.00 - 12.30
Coffee Break: 10.30 - 11.00
Afternoon Session: 14.00 - 18.00
Coffee Break: 16.00 - 16.30

Daily Programme

Monday, 11 October

Morning Session: (i) Welcome

(ii) Introduction by participants

(iii) Comments on the project

- Background
- Objectives
- Major areas of study:

learner evaluation
curriculum evaluation
programme monitoring
impact evaluation

(iv) Brief presentation (about 10 mins.) and
discussion (about 20 mins.) of evalua­
tion practices in each of the partici-
pating countries

Brazil Indonésia Niger
Cuba Iraq Sri Lanka
Ethiopia Kenya Tanzania
índia Mali Thailand

Afternoon Session: (i) Brief presentation and discussion of
evaluation practices in participating
countries - continued

Please hand over the note on the evaluation practices in your country to
Mr D A Perera at 9.00 am on 11 October.
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Tuesday, 12 October

Morning Session: (i) Brief presentation and discussion of
evaluation practices in participating

. countries - continued

(ii) Identification of illustrative elements
of the major areas of study for the pur-
pose of preparing an overall draft re-
search design and conducting national
case studies

(iii) Preparation for group work

Afternoon Session: (i) Group work - preparation of a draft de­
sign for a descriptive-cum-analytical
study of the following areas:

learner evaluation
curriculum evaluation
programme monitoring
impact evaluation

Wednesday, 13 October

Morning Session: (i) Discussion of draft designs

Afternoon Session: (i) Discussion of draft designs - continued

(ii) Individual work / Free Time (from 15.30 h.
onwards)
. T>pn/c

Thursday, 14 October

Morning/Afternoon
Sessions:

(i) Discussion of draft designs - continued

(ii) Group work - revision of draft designs

(iii) Discussion of amended designs

Friday, 15 October

Morning/Afternoon
Sessions:

(i) Discussion of amended designs - continued

(ii) Preparation of a time schedule for
further work

(iii) Other organisational matters

(iv) Conclusion of the meeting
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Department of Adult Education

V / Ministry of Culture and Social Services
P 0 Box 30117
Nairobi

Niger

Dr Kané Oumarou Directeur
Centre de Formation des Cadres de
1'Alphabétisation (CFCA)

Ministère de 1'Education Nationale
B P 525
Niamey

Tanzania

Mr Frank Elinewinga

>

Deputy Director
National Literacy Centre
P 0 Box 1141
Mwanza

Thailand

Dr Niched Suntornpithug Deputy Director-General
Non-Formal Education Department
Ministry of Education
Bangkok 10300

UIE Staff Dr Ravindra H Dave (Director)
Mr Paul Fisk
Professor Gottfried Hausmann
Mr Eizo Nagasaki
Dr Adama Ouane
Mr Daya A Perera
Mr Friedhelm Zanter



—  ___________. UNESCO-INSTITUT FÜR PÀDAGOGIK
MOBRAL/PRESI

protocolo UNESCO INSTITUTE FOR EDUCATION
□I;' institut de uunesco pour ueducation
BRASÍLIA - DF

B 7?
Miss Ana Maria Coutinho AjH
Advisor to the President HSES |
Fundacao Movimento Brasileiro de i INDEXADO j
Alfabetizacoao (MOBRAL) \ n»ú^ 7 feldbrunnenstrasse ss
Ministério da Educacao e Cultura \ 2000 hamburg B F.R.G. ,

Rua Voluntários da Pátria 53
22.270 Rio de Janeiro

Brazil

YOURREF YOURLETTEROF OURREF. RHD/qS DATF 30 JulV 1982
PRG/4.32

Dear Miss Coutinho,

1. I am happy to inform you that the Unesco Institute for Education (UIE)
is planning to launch an exploratory study on the Evaluation of
Learning Outcomes and Larger Impact of Literacy, Post-1iteracy and
Continuing Education Programmes in Developing Countries (PRG 4.32).
The purpose of this letter is to invite you to participate in this
research project.

2. As you may be aware, UIE has been working for the past one decade on
the concept of lifelong education and its implications for curriculum
development, evaluation and teacher education including both formal
and nonformal systems of learning. In order to apply the principies
of lifelong learning to some of the educational problems of devel­
oping countries, UIE launched a research project on the Development of
Learning Strategies for Post-1iteracy and Continuing Education of
Neo-literates (both adults and out-of-school children). A research-
based international orientation seminar was organised on the above
subject in 1981. The participants of this seminar unanimously expressed
their view that much help was needed in the area of monitoring and eval-
uarion of literacy and post-1iteracy programmes, and that UIE shoulo
undertake a project on exploring and disseminating techniques of eval-
uating learning outcomes, larger impact, etc. Thus, following this and
other similar observations UIE has decided to mount an exploratory
study at the outset.

3. It has been proposed that the study may include:

(i) Learner evaluation,

(ii) Programme monitoring, and

(iii) Impact evaluation.

At its exploratory stage, a series of case studies should be carried
out including current practices and innovative procedures concerning

,./2
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one or more of the above three dimensions of monitoring and evaluatiôn
of literacy, post-1iteracy and continuing education. The current
practices and innovative efforts should be examined in several countries
in order to ídentify strengths and weaknesses, and to evolve suitable
techniques, Instruments and procedures relevant to the local conditions
and resources. This wi11 be done in some 8 to 10 countries including yoyfs.

4. You have done a considerable amount of work in this area and therefore,
as stated above, we wish to invite you to participate in this important
project and enable us to share your experiences with other colleagues
working in different parts of the world. The study will chiefly include
(i) a planning meeting of all participants concerned, (ii) a national levei
case study to be carried out by you in your country after the planning
meeting, and (iii) a review meeting to djscuss national levei reports and
develop an International synthesis as well as possible publication. The
working language of the project will be English. I request you to let me
know as early as possible, and latest by 25 August, 1982 whether you
will be able to participate in this project, including the planning and
review meetings.

5. Assuming that your reply will be positive, I extend an invitation to you
to attend the planning meeting to be held at UIE, Hamburg from 11 to 15
October 1982. The cost of your air travei from your place to Hamburg and
back (economy class) and a per diem of DM 153,00 for the duration of the
meeting will be covered by UIE according to its rules. On the completion
of the case study a token remuneration of DM 750,00 will also be paid to
you by UIE.

6. On hearing from you, I shall send further Information and materiais
concerning the project and the planning meeting.

Looking forward to your kind co-operation and a positive reply at your earliest,

Yours sincerely,

Ravindra H Dave
Director

P.S. We very much wish that you participate in this project of International
significance yourself. Tf? however, you are not in a position to do so
on account of totally unavoidable circumstances, may I request you to
nominate another person from your organisation who has sufficient

experience in this field and in preparing an effective case study.
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Miss Ana Maria Coutinho
Advisor to the President
Fundacao Movimento Brasileiro de
Al fabeti zacoao (MOBRAL)
Ministério da Educacao e Cultura
Rua Voluntários da Pátria 53
22.270 Rio de Janeiro
Brazil
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2000 HAMBURG 13F.R.G.

OURREF.YOUR LETTER OFYOUR REF.

RHD/rk
PRG 4.32 September 6, 1982

Dear Miss Coutinho,

Many thanks for your letter of August 16, 1982 accepting our invitation for
your participation in an exloratory study on the Evaluation of Learning Out-
comes and Larger Impact of Literacy, Post-literacy and Continuing Education
Programme in Developing Countries (PRG 4.32). We are extremely happy that
you will be able to participate in this important project.

As regards the preparation for this programme,'! request you to collect In­
formation and materiais in respect of the following three aspects of moni-
toring and evaluation as’mentioned in my letter of invitation:

Learner evaluation,

Programme moni toring, and

Impact evaluation.

'(i)

"(ü)

- (üi)

This may be done on the basis of the work done by MOBRAL and other similar
' agencies working in this field. Further Information in this regard will also

be sent to you in due course.

Travei arrangements have now been made for you as follows:

9.10. Rio de Janeiro
(International)
Frankfurt
Frankfurt -
Hamburg

19.40 LH 507

10.10 10.50
12.45
13.50

LH 765

... 2

TEL. (040) 44 78 43 • TELEGR. EDINST HAMBURG



2

LH 506

in Rio de Janeiro to

in the following

s<

With best wishes,-

Yours sincerely,

You are
obtain the ticket.

A single room with shower has been reserved for you
hotel from 10. to 15. October 1982 (5 nights):

Baseler Hospiz
Esplanade 11
2000 Hamburg 36
Tel. 34 19 21

Ravindra H Dave
Director

LH 02315.10 Hamburg 19.30
Frankfurt 20.35
Frankfurt 22.00

16.10 Rio de Janeiro 5.45

requested to contact the Lufhansa Offi ce
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Miss Ana Maria Coutinho
Advisor to the President
Fundacao Movimento Brasileiro de
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YOURREF. YOURLETTEROF ourkef rhd/LS/4.32 date 20 September 1982

Dear Miss Coutinho,

I hope you have received by now the following eight reference documents sent to
you a few weeks ago by airmail:

Document 1 A Built-in System of Evaluation for Reform Projects
and Programmes in Education
by Ravindra H Dave

Document 2 Reform Evaluation
by E Ayotunde Yoloye

«

Document 3 A Self Evaluation of the National Literacy Programme
in Botswana - Second Outline
by Ulla Kann

Document 4 Appraisal Studies of the Adult Education Programme in
Bihar, Gujarat, Maharashtra, Rajasthan and Tamil Nadu
by RS Mathur / Prem Chand

Document 5 Feedback Action - The Essence of Monitoring
by RS Mathur

Document 6 Learner Evaluation Report of National Workshop on
Monitoring and Evaluation (June, 10-15, 1982) organised
by Directorate of Adult Education, Ministry of Education
and Culture, Govt. of índia, New Delhi

Document 7 Conceptualizing Evaluation for Lifelong Education
" by R Skager

Document 8 Outline of the global evaluation of literacy within the
OACV (Ground-nut and Crops operation), Kita, Mali 1978

.../2
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The travei and hotel arrangements have also been made for you according to my
letter of 6 September, 1982.

In order to obtain some preliminary Information about the present position of
evaluation of literacy and post-1iteracy programmes in your country, we wish to
request you to prepare a brief note of about 5 to 8 pages. Suggested guidelines
for preparing such a note and other pertinent details are given in a document en-
closed herewith. Kindly see that your note is handed over to Mr D A Perera at UIE
on Monday 11 October at 9.00 am as stated in the enclosure. Also please bring the
relevant evaluation reports, samples of tests and certificates, and any other such
materiais with you as stated in my letter of 6 September, 1982, and hand them
over to Mr Perera as well, which will be displayed in our conference room and will
be used as reference in the course of our planning meeting. The first session of
the meeting will begin at 9.15 am on 11 October.

Looking forward to seeing you at UIE,

Yours sincerely,

Ravindra H Dave
Director

Encl.
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SUGGESTED GUIDELINES FOR PREPARING A NOTE ON THE
EVALUATION OF LITERACY AND POST-LITERACY PROGRAMMES

The guidelines given below are meant for preparing a brief note of
about 5 to 7 pages on the position of (a) learner evaluation, (b) cur-
riculum evaluation, (c) monitoring of programme implementation, and (d)
evaluation of larger impact and long range effects of literacy and post-
literacy programmes in your country. The note will primarily be used for
exchanging Information at the beginning of the planning meeting being or-
ganised from 11 - 15 October 1982 at UIE, Hamburg in connection with the
research project on evaluation (PRG 4.32).

Please bring one typed copy to the meetirig and hand it over to Mr
D A Perera at UIE on Monday 11 October at 9.00 am for reproducing the re-
quired number of copies. We are going to distribute and discuss your note
right at the initial stage of our planning meeting.
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Sections Estimated length in
A/4 size pages
single-spaced type

1. Introduction 1 page

- Population of the country
- Percentage of literacy of male, female

and total
- Present position of literacy programmes
- Position of primary education (basic

education) including number of years,
enrolment ratio and drop-out rates. (This
is important in the context of a two-
pronged approach of universalization of
primary education, and adult literacy and
post-1iteracy programmes to eradicate
i11i teracy)

- Provision for educational television,
radio, correspondence programmes, etc.,
if any, for continuing education at the
primary and secondary stages of learning

- Is there a separate unit for evaluation
work? If so, please indicate its organisa-
tion and number of persons working in it.

2. Learner Evaluation

A. Literacy stage 2 pages

- What is evaluated (3 Rs, any other
objectives?)

- Periodical evaluation (including self-
evaluation): How is it carried out,
how often, how are the results used?

- Formal final evaluation, if any. How
is it done, who does it, what is the
pass percentage, etc.

- Àny certificate given? If so, what is
the value of the certificate?

B. Post-1iteracy stage

- Is there any formal evaluation of
learners at this stage? If so, please
give details. Is this evaluation con-
nected with the primary school certifi­
cate in any manner?

3. Curriculum Evaluation 1 page

- Are literacy textbooks, charts, learning
aids, post-literacy curriculum and materiais,
teaching and learning processes, etc. evalua­
ted (a) before they are put to use on a large
scale (pre-testing), and (b) after they are
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Sections Estimated length in
A/4 size-pages
single-spaced type

put to use on a large scale? If so,
please give details specially in
respect of formative evaluation.

4. Progress Monitoring 1 page

- If you have either a systematic or an in­
formal System of monitoring the effective
implementation of literacy and post-
literacy programmes., please describe it
by stating:

- What functions are monitored?
(Administrative, financial,
pedagógica! - specify)

- At what leveis - ranging from the
national to the local - are different
functions monitored?

- What procedures and tools are used?

- How are corrective measures taken to
improve effectiveness?

- Any other Information on monitoring.

5. Impact Evaluation 1 page

- Whether the immediate or long-range impact
of literacy and post-1iteracy programmes
on the individual, family and community has
been evaluated so far. If yes, please give
Information about

- criteria or indicators used

- procedures adopted

- one or two examples of findings

- any other significant matters.

If it is not done systematically, please
describe any informal ways of impact
evaluation carried out so-far and results
obtained.

6. Research on Evaluation 1 page

- Please indicate whether any research on
tools, techniques and other aspects of
evaluation has been carried out. If so, who
carried it out and to what effqct? One or
two concrete examples may be given.
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GROUP WORK

1. Composition of Groups

Group A: Dr Abdul Aziz Al-Bass.am

Mr Abebe Berhanu

Mr Niched Suntornpithug

Mr R S Mathur

Mr Frank Elinewi nga

Dr Adama Ouane

Mr Eizo Nagasaki

Dr R H Dave

Group B: Dr Kané Oumarou

Dr Cabal!ero Carrera

Miss Ana Maria Coutinho

Mr David Macharia

Prof Gottfried Hausmann

Mr D A Perera

Mr Friedhelm Zanter

Dr R H Dave

2. Meeting Places and Topics

Group A

Meeting place:

Topics:

Group B

Meeting place:

Topics:

Large Conference Roojn

Learner Evaluation / Curriculum Evaluation

Small Conference Room

Programme Monitoring / Impact Evaluation
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EXPLORATORY STUDY ON MONITORING AND EVALUATION OF
LEARNING OUTCOMES AND LARGER IMPACT OF LITERACY,

POST-LITERACY AND CONTINUING EDUCATION
PROGRAMMES IN DEVELOPING COUNTRIES

A Built-in System of Evaluation for
Reform Projects and Programmes

in Education

by
Ravindra H Dave
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A BUILT-IN SYSTEM OF EVALUATION FOR REFORM PROJECTS

AMD PROCRAMMES IN EDUCATION

RAVINDRA H. DA VE

Abstract - In a conventional System of planning and implementation of educational
reforms. evaluation generally appears only at the end of the process. While such a
summative evaluation is necessary, the author argues for a more etfective use of
evaluation procedures for efficient planning. implementation and assimilation of
reform projects. In order to use monitoring and evaluation procedures for contribut-
ing substantially towards the optimization of immediate outcomes and long-range
elfects of any reform project or programme, it is essential to follow a built-in,
comprehcnsive and development-oriented approach. Such an evaluation procedure
should take into account both extra-educational factors and intra-educational vari-
ables that mfluence the processes and outcomes ofan educational reform. An EIPOL
grid which combines five major dimensions of a broad-based evaluation System with
different steps of a projectcycle provides a basic operalional framework for designing
and adopting a more functional System of reform evaluation.

Résumé - Dans les systènies conventionnels de planification et mise en oeuvre de
réforme de 1’éducation. 1'évaluation se trouvegcncralement à Ia fin du processus. Bien
qu’une telle evaluation somrr.aire soit nécessaire. 1’auteur soutient qu'il faudrait aussi
utiliser des procedes plus efficaces pour Ia planification. Ia réalisation et 1‘assimilation
de projets de réforme. S'il est souhaitable que les procédés de surveillance et

■ d'évaluation contribuent efiectivement à 1'optimisation de résultats immédiats et des
effets á long terme de lout projet ou programme de réforme. une approche compréhen-
sive. orientée vers le dévíloppement et intégrée dans le processus meme s'impose Un
tél procédédevrait tenircompteaussi bien des facteurs relevantd'autresdomainesque
des variables à rintérieur du domaine de 1'éducation qui influent sur les processus et
résultats d’une réforme. Le schéma EIPOL présenté combine cinq dimensions essen-
tielles d'un systémeétendu d’évaluation avec les dilTerentes étapes d'un cycle de projet
et oITre un cadre de base pour élaborer et adopter un systéme plus fonctionnel
d‘évaluation de réfomies.

Zusammenfassung - In herkõmmlichen Planungs- und Durchführungssystemen für
Bildungsreformen steht Evaluation gewõhnlich am Ende des Prazesses. Obgleich
solche summarische Evaluation notwendig ist. plãdiert der Verfasser für Evaluations-
verfahren. die eine wirksamere Planung. Durchführung und Assimilation von Re-
formprojekten ermõglichen. Wenn Überwachungs- und Evaluationsverfahren einen
wesentlichen Beitrag zur Optimatisierung der unmittelbaren Resultate und Langzeit-
Wirkungen eines Reformprojekts oder -programms leisten sollen. muB ein in den
ReformprozeB eingebauter, umfassender und entwicklungsorientierter Ansatz be-
nutzt werden. Ein solches Evaluationsverfahren sollte sowohl auBerhalb des Bildungs-
bereichs liegende Faktoren ais auch bildungsinteme Variablen berücksichtigen, wel-

International Review of Education - Internationale Zeitschrift für Erciehungswis.ten-
schafl - Revue Internationale de Pédagogie XXVT (1980), 475-482. All rights reserved.
Copyright 'Q 1980 by Vnesco Inslitute for Education. Hamburg and Martinus Nijhoff
Pubiishers bv. The Hague.
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che die Prozesse und Ergcbnissc einer Bildungsreform beeinflusscn. Em EIPOL
Raster. in dem íünf wesentliche Dimensionen eines breit angelegten Evaluationssys-
tems mit den verschiedenen Slufen eines Projekts verbunden sind. bietet emen opera-
tionellen Grundrahmen für die Gestallung und Einführung eines funklionelleren
Reform-Evalualionssystems.

Conventional Evaluation of Educational Reforms - A Threat

In reccnt years. most dcveloping countries have undcrtaken significant pro-
grammcs and projects ofrenovatingand rcíbrming their educational systems.
Primary education is undergoing rapid cxpansion. and additional education­
al facilities are being created on a massive scale in many countries in order to
meet social demand for education. Secondary education is being drastically
overhauled by introducing diversification of courscs into technical. commer-
cial. agricultura!, home economics. and academic slreams. Corresponding
reforms are being introduced in teacher education. curriculum and cxamina-
tion systems. Alternative dclivcry systems like distance learmng and
correspondence-cum-residential courscs at the school as well as university
stages. are being attempled in an increasing number ofcountries. Non-formal
patterns of learning arrangements as part of lifelong education are also being
evolved for improving the produetion skills of farmers and factory workers or
for eliminating illiteracy and general backwardness among the population of
urban slums and rural areas. These reforms also include basic changcs in
educational policy. administration. educational strueture. and relatcd fields.
Similar changes. though of a somewhat differcnt character and order. are
discerniblc in developed countries as wcll.

These reforms are usually mounted by undertaking planned programmes
and time-bound projects in order to attain certain goals and targels. Most of
these developments consume large amounts of money, time and other rc-
sources and hence their eflectiveness and impact are matters of concern for
policy-makers. planners and administrators. Consequently. what happens in a
typical situation is that at the end of the period of implementation of a
particular project. some sort of an evaluation is attempted. Typically. some
high-level official or a public body makes the proposal to carry out an
evaluation before undertaking new projects. Such an evaluation exercise,
coming only at the end of the implementation stage. frequently proves to be a
threat to the workers directly involved in a particular programme or projcct
of educational change. and often generates a negative attitude among all
concerned. This is becausc such an end-of-project evaluation does not hclp in
improving the outeomes of that project and usually results in a fault-finding
type of post-mortem exercise. The reform evaluation that is carricd out at the
end of a project or programme does not help in identifying the barriers and
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bottlenecks that have arisen from time to time during lhe implementation
period. in time to apply corrective measures and improve results. The end-of-
project type of evaluation therefore implies a rather restrictive use of evalua-
tion and does not become an effective tool for educational development and
change at allstages of reform managemenl.

Rejection of a Restrictive Mudei
The model that is implicit in the kind of typical and commonly practised
evaluation procedure mentioned above is cyclic and sequential in nature as
shown in Figure I.

Figure 1. Cyclic and Sequential Relationship hetwcen Planning, Implementation and
Evaluation ( Restrictive Model)

The assumptions underlying such a relationship between planning, imple­
mentation and evaluation are worth noticing. Evaluation occurs at the end of
the cycle, and hence it has only a measurement value for a particular project
and not an improvement value for that project to a satisfactory degree. In this
type of sequence, evaluation is not a built-in process in the entire project or
programme and does not become an effective tool for improvement, change
and optimisation of outcomes ihroughout the procedures of planning and
implementation. It is therefore necessary to reject this model on account of its
restrictive relationship between planning, implementation and evaluation.
and work out a new relationship which should permit the use of evaluation
procedures in a more effective and dynamic manner at all stages of a project
cycle. Certainly. a summative and comprehensive type of evaluation, as is
implicit in the restrictive model, is necessary at the end ofany project, but this
is not enough. What is needed is to develop a built-in System of evaluation in
order to use evaluation more fully, more positively, and at all steps in the.
process of educational change and development.
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A Built-in, Comprehensive and Dcvelopment-oriented System of Evaluation

2 Planning

3. Implementation

4. Assimilation

For a development-oriented evaluation. it is necessary to build lhe mecha-
hisms of appraisal. feedback. diagnosis and remedial action at all stages of a
project or programme including pre-planning. planning. implementation and
assimilation stages. In this model. evaluation does not figure at the end of a
project but it cuts across all phases of a project cycle as shown in a rather
simplified manner in Figure 2.

It may be noted that apart from the prc-planning. planning and implemen­
tation phases which are often taken into account in developing a project or
programme of educational change. a stage of assimilation has been added.
This stage is considered important because any new development in edu-
cation requires more time to settle down and mature. after the implemen­
tation phase is formally completed. on account of the nature of the process of
education, amongst other factors. The changc has to be assimilated with other
aspects of lhe education System and. in some cases, with the larger social
System. Furthermore. an educational programme is often expected to pro-
duce long-range effects besides immediatc outcomes. Sometimes the pro­
gramme degenerates and fades away for want of certain precautionary and
reinforcement measures. It therefore follows that evaluation should be ex-
tended to the assimilation stage in order to find out what happens to a project
or programme after a formal implementation stage is over and whether it has
produced or failed to produce any long-range impact.

When evaluation of reform projects and development programmes is

Figure 2. Relationship belween Planning. Implementation and Evaluation in a De-
velopmcnt-arienled Approach to Evaluation

Phases of Educational Reform
Projects and Programmes

1. Pre-planning

Evaluation
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viewed as a built-in System, its scope is not confined to the evaluation of
immediate outcomes only as often happens when evaluation is introduced at
the end of the implementation stage. In fact. the scope of a built-in system of
project evaluation should be extended far enough to allow for a number of
extra-educational factors besides intra-educational variables that are con-
nected with larger and long-range effects as well as with immediate outcomes.
It thus includes theevaluation oflearners, institutions.curricula. etc. but goes
much beyond lhem.

For any educational programme to become reasonably effective. it is
necessary to makeacareful appraisal of the environmental setting in which it.
is to function. Appraisal ofan environmental setting should first ofall take in-
to account social, economic. political and other such factors that often con-
dition and control educational outcomes. The success of an educational
programme or project often lies to a considerable extern in the extra-edu­
cational domain. Moreover, the situation obtaining within the existing edu­
cational system itself is equally important for success and hence a good
diagnostic appraisal of the educational domain in its historical and current
perspectives becomes necessary. Based on these analyses, an assessment of
learning needs and priorities as well as of resources and potcntialities should
be carried out at the pre-planning and other stages of a project. according to
the leveis at which a project is expected to operate at different times. Similarly,
a systematic evaluation of material and non-material inputs as well as of
administrative and pedagogical processes should becarried out by a progress-
monitoring system. formative evaluation and other devices. Thus. a built-in
evaluation system should have wider scope than just outcome evaluation and
should include the following dimensions:

1. Appraisal of lhe Environmental Setting
1.1 Diagnostic analysis of the historical and current situation in the socio-

economic. political. educational and other domains
1.2 Assessment of needs and priorities
1.3 Appraisal of resources and potcntialities

2. Evaluation of Inputs
2.1 Material inputs
2.2 Non-material inputs

3. Evaluation of Processes
3.1 Management processes
3.2 Pedagogical processes

4. Evaluation of Immediate Outcomes
4.1 Intermediary outcomes
4.2 Learning outcomes
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5 Appraisal of Long-rangc Effects
5.1 On thc educational domain
5.2 On socio-economic and other domains of developmcnl.

These five major dimensions ofevaluation (abbreviated as EIPOL model) are
inter-related in many ways. Figure 3 indicates their inter-relationships. Some
of these relationships are sclf-evident or can be supporlcd by available
evaluation studies. whercas others need furiher exploralton. The relationship
can also be seen in different and alternalive ways dcpending on a particular
focus within these stagcs. For example. thc immediate as well as long-range
effects can be coupled together with a view to evalualing the role of environ-
mental. input and process variables as follows:

An EIPOL Grid

These fivc dimensions or phases of evaluation are also inter-related in muiti-
ple ways with the four major phases of a project cyclc. namely.

1. Pre-planning
2. Planning
3. Implementalion
4. Assimilation.

Figure 3. Stagcs of Built-in Evaluation in Educational Projecls and Programmes: EIPOL M<,
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In order to develop an instrument for planning a built-in system ot evaluation
of reform projects and programmes in education. these two seis of phasescan
becombined intoan E7/’O£.grú/asshown in Figure 4. Such a gnd is useful tor
various purposes. Different cells in the gnd indicate different elements ot
evaluation. Forexample. assessment of needs. pnoritiesand resources belong
to cell l.l. Evaluation of learners’ achievement belongs to cell 2.4 al the
formative stage of curriculum development and to cell 3.4 at the periodical
lesting and summativc stages. Likewise. cell 4.5 points to the need for tracer
studies and other 'follow-up' evaluations in order to obtain some insight into
the larger and long-range impact of a particular project after the formal
implemenlalion stage is over. Cells 3.2. 3.3 and 3.4 are of particular signifi-
cance for progress monitoring of reform implementation. Thus. the gnd can
be uscd as a kind of mental tool for planning a comprehensive and built-in
evaluation system. and for other similar purposes.

It may be added that such an evaluation system can be applied tn a
harmoníous manner at different leveis of project activity. such as local.
district. provincial (regional) and national. depending on the nature and
structure of the project. The stages of pre-planning. planning. implemen-
talion and assimilation will also assume different meanings and functions at
different leveis at a particular point in time. For instance. a programme that is
at the implementation stage in lhe context of nalional levei action. may. in
elféct, initiate a planning stage in a given school before lhe local levei
implementation stage is commenced. A built-in evaluation system should
take this factor into account. In fact. a third axis representing the levei can be
added to the two-dimensional grid presented in Figure 4. bul for simplicity's
sake it has been omitted.

Figure 4. EIPOL Gridfor planning a Built-in System of Evaluation at Different Stages
of a Project Cycle.

States ot buniin
^sxK<»vaiuat>on system

S’aqes ot 4
P-nect Cycle

1 AocxaiMi ot
ENVtRQNMENTAL
SETTiNG

2 E..i'uat>on
0<INPÜTS

3 Evaluation
ot PROCESSES

4 Eva'ua?«n
otimmediafe
OUTCOMES

5 E*aiuat'Onot
LONG-RANGE
EFFECtS

’ °’e-D'a’'n>ng 1 1 t 2 t 3 » 4 ’ 5

2 Ptjnmnç
2 1 22 2 3 24 2 5

2 'mQlementatOn 3 1 32 33 34 35

4 Awmilation 4 1 4 2 43 4 4 4 5

When planning a built-in evaluation system. it is necessary to pay adequate
attenlion to several operational aspccts so as to ensurc the feasibility and
viability of the plan. If the built-in evaluation strategy is to be made success-
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• fui. particularly in developing countries. it should not become either too
coslly or too time-consuming. Its role as only one among several important
Instruments to be used for bringing about educational changc and develop-
ment should beclearly visualized in a proper perspective. Similarly. according
tospecificevaluation needsand other related factors.a proper balance should
be maintained betwecn quick and qualitative reviews on the one hand. and
more quantitative and sophisticated procedures on the other. when selecting
different techniques and tools of evaluation for difíerent stages and dimen-
sions of evaluation. There are several other important aspects to be kept in
view such as the increased participation. where fcasible. ofthe personnel
concerned, in conducting the evaluation. the maximum possible use of evalu­
ation results for feedback and change. and so forth. Thus. planners. ad-
ministrators and evaluators ha ve to take both technical and practical aspects
into account in planning and practising a more comprehensive and im-
provement-oriented evaluation System for optimising the efficiency and ef-
fectiveness of educational activiries.
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Reform evaluation

When we speak of the evaluation of cducational
reforms, we are in the realm of what is often
referred to as ‘programme evaluation’. This
has been defined as ‘a type of applied research
tn which program process and outcomc charac-
teristics are related explicitly to a set of values,
such as program goals, objectives and costs’
(National Institute of Mental Health, 1976).
Conducting programtne evaluation is a tech-
nical job in many respects. This article does
not however intcnd to present a technical
treatise on how to carry out programme evalu­
ation. The focus is essentially on drawing
attention to essential issues in programme evalu­
ation. Hopefully the contcnts of this article
will be hclpful to the technical expert as well
as to the administrator in considering matters
of evaluation in cducational reform.

Ayotundc Yoloye (Nigéria). Professor at the
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1 ccnsuhant to the International Institute for Educational
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Definitions

For the purpose of this article the term
‘educational reform’ has a specific meaning,
namely ‘those policies and programmes that
aim at a major and nation-wide changc and
new developmcnt in one or more aspects of an
educational systcm’. The emphascs in tbis
conception of educational reform are (a) its
pervasiveness and (b) its direction towards
changc in the status quo. Clearly, in implcmcnt-
ing such educational reform, one must be
concemed with a somewhat complcx nctwork
of administrative and communication infra-
strueture, from a central co-ordinating body to
the grass roots.
• The term ‘evaluation’ has a varicty of defi­
nitions. In ordinary usage it means the assigning
of some value to an entity in relation to certain
criteria. Defined this way the focus of evaluation
would appear to be the passing of judgcmcnts.
However most.peoplc who are concemed with
educational refonn are concemed not mercly
with being able to pass judgcment on how much
reform has or has not taken place. They are
concemed with seeing that reform does take
place. Therefore there is need for a more
guidance-orientcd definition of evaluation. For
this purpose the definition by Alkin (1970)
acems most appropriate. He says, ‘Evaluation is
the process of ascettaining the decisions to
be made, selccting related information, and
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collecting and analysing information in order to
report summary data useful to decision makers
in selecting among alternatives.’

It is of coursc true that after a period of time
during which a reform programme has becn in
operation, onc may wish to pass some judgcment
on the degree of success that has been achieved
in its implementation. We may therefore further
distinguish between two kinds of evaluation.
First, there is the type of evaluation which
guides and aids developmcnt. Secondly, there is
the kind of evaluation which gives judgement as
to the value or worth of the resulting pro­
gramme and especially the outeomes of the pro­
gramme. Scrivcn (1967) applicd the terms
‘formative evaluation’ and ‘summative evalu-
ation’ rcspectively to the two kinds.

Whose idea to reform?

Implicit in the term reform is the assumption
that the status quo is unsatisfactory. The big
question is: ‘Who feels aggrieved by the status
quo?’ Idealiy reform should be stimulated by a
pervasive feeling of dissatisfaction from the grass
roots to the top. Expcrience shows however
that this is not always the case. Sometimes
policy-makers at the top apparently perceive
certain necds in society that may not bc per-
ceived by the masses. When this happens the
policy-makers have a selling job to do in addition
to implementing a reform. Examples of this
situation may be found in the series of cam-
paigns mounted in the United Republic of
Tanzania in the last decade to sensitize the
populace for large-scale social reforms. At the
other extreme reforms sometimes find their
origins at the grass roots and the masses per­
ceive certain needs which the policy-makers at
the top have not perceived. It is then the tum
of the masses to sell their ideas to the policy-
makers. Often this is done through petitions,
agitations, demonstrations and sometimes viol-
ence. As a rule policy-makers and adminis- 

trators would prefer a situation where there á
communication of feeling and needs between
all strata of society so that reform policies are
responsive to the needs of the populace who
will be directly affected by such reforms.

What should be evaluated?

The tasks of evaluation would vary with tht
answer to the question, ‘Whose idea to reform?’
Let us for the moment consider the happy
mean when there is adequate intercommuni-
cation between the populace and the policy-
makers. What events, situations, etc., should be
evaluated? Stake (1967) identifies three cat-
egories of events: (a) antecedents, i.e. relevam
conditions prior to the introduetion of a reform
programme; (b) transactions, i.e. the various
kinds of interactions and activities that take
place during the development and implemen­
tation of lhe programme; and (c) outeomes,
i.e.  the effects of introducing the programme
on various categories of people, things, struc-
tures, processes, etc.

Evaluation of antecedents would in this
situation precede the introduetion of-a reform.
It would deal with the importam task of needs
assessment at various leveis; it would assess
resources as well as other aspects of the feasi-
bility of introducing a particular reform.

Evaluation of transactions would be a combi-
nation of simple monitoring as well as specific
srudies aimed at providing decision-makers
with rational bases of choosing between alterna-
tives in the implementation process. This is the
core of formative evaluation.

Evaluation of outeomes is a natural outgrowth
of the evaluation of transactions and is the
central ingredient in summative evaluation.

In many developing countries, this happy
médium is hardly ever struck, for a number of
reasons. For one thing the data base from which
a substantial part of the evaluation of ante­
cedents could be done is absent. A number of 
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countries do not even have valid or up-to-date
census figures, not to mention other important
(jonographic data. For this reason rnany de-
veloping countries have adopted one or the
other of the two extreme approaches to reforrn
jescnbed above. Some writers have even re-
ferred to the approaches to reforrn in rnany
dcveloping countries as ‘management by crisis’.
In other words, policy-makers in these countries
often embark on extensive social reforrn with-
out adequate evaluation of antecedents. Conse-
quently, questions of feasibiliry and acceptability
tre not answered. Rather, crisis situations arise
in the process of implementation, and frantic
efforts are then made to resolve them. Somehow
many developing countries have managed to
move forward in their development by this
'crisis’ approach, and learn more or less in
trial-and-error fashion. The ‘crisis’ modei of
management has far-reaching implications for
evaluation, for the nature of evaluation ques­
tions has to change radically. The evaluators no
longer pose the question,‘Is this reforrn desired
or feasible?’; they have to answer the question
‘Given this reforrn policy, how best can it be
implemented?’

Management of reforrn

Given our definition of educational reforrn, it is
obvious that implementation of educational re-
fortn requires a rather complex management
^erwork. The exact nature of the network will
ru7 with the nature of the reforrn and the
*dministrative strueture of the country con-
CCTned. For illustration however, let us take a
*°°k at the strueture for the Nigerian Universal
Prunary Education (UPE) programme, which

launched in 1976. Administratively, Nigéria
B » federation of nineteen States. Each State is

'tded into several local-government areas.
°e ^TE policy is a federal-govemment policy,

the financing and administration is a tripar-
bte responsibility involving the federal govern- 

ment, the State governments and the local
govemments. Already even parents are assuming
considerable financial and material responsi­
bility for the programme. Thus there is a
management network linking the federal Min-
istry of Education with nineteen State ministries
and their State school boards, over 300 local
governments and several thousand schools and
teacher-training colleges.

For effective operation of the UPE pro­
gramme, it is clear that varying leveis of
decision-making must operatc, and an effective
intercommunication system between the vari-
ous leveis must be set in motion.

Management of evaluation

Since the management strueture for the im­
plementation of a reforrn is so complex, it is
reasonable to expect that the processes of col-
lecting and using evaluation data on the pro­
gramme would also be complex. In other words,
the evaluation programme needs a management
strueture of its own. The question that arises is,
‘Should this be a separatc strueture from that of
the implementation strueture?’ The answer to
that question, in part, depends on whether the
programme evaluation is intended to be an
internai self-evaluation programme or is con-
tracted out to a specialized evaluation body not
necessarily part of the governmental manage­
ment strueture. In the first alternative, the
evaluators in effect ire part of the implemen­
tation management. In the second alternative
the evaluators are not part of the implementation
management, but in carrying óut their duties
they must internet intimately with the former.
In both cases it is clear that evaluation requires
certain specialized skills and must be carried
out by people possessing such skills. It is of
course quite possible that skills in implemen­
tation management and evaluation may be
possessed by the same person. Indeed it is
desirable in rnany situations that whether a 
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person is primarily designated a managcr or an
evaluator he shouid possess skills in both arcas
of functioning. However thc successful oper-
ation of an evaluation programme for any
particular reform dcpends on sevcral other
factors besides thc mcre posscssion of the tech-
nical skills of evaluation. Wc now turn our
attention to a consideration of these factors.

Evaluation as a threat

Broadly spcaking, programme evaluation shouid
have as its major goal the provision of essential
Information for use in decision-making to shape
the Services offered and to makc the Services
more responsive to the people who are in effect
the clicnts. However besides improvement of
Services as a goal of evaluation there is often a
second powerful goal: that of accountability.
The two goals may evokc vastly different arti-
tudes in those connectcd with the reform. At
this stage, it is pertinent to examine a conno-
tative meaning of the term ‘evaluation’ of which
perhaps many people are not consciously aware.
I have written elsewherc:

Easily the most common connotative meaning of
evaluation is ‘threat’. The child, the teacher, and the
curriculum innovator fcel threatened by the word
‘evaluation’. . . when a human being is the objcct of
evaluation the very process of measuring any aspect
of his make-up, especíally one of a psychological
nature, causes that aspect to alter its valuc. Thus it
becomes difficult to describe values obtained as due
to the treatment whosc effect is being measured or to
the process of measurement itself.

If the purpose of evaluation is ‘accountability’
the ‘threat’ factor comes very strongly into play
and the evaluators must have certain charac-
teristies if they hope to carry out a successful
programme of evaluation.

For effectiveness within a reform-management
System, the evaluator shouid: (a) have com-
petence in the skills of evaluation; (b) become a
responsive and interactive member of the 

management team; (c) support active rathcr
than passive management processes; (d) funç.
tion as an intermediary and facilitator; and
(e) have administrative competence. The point
being emphasized in this list of characteristia
is that the evaluator needs more than technical
skills. He needs, perhaps more importantly,
skills in social interaction and administration.
As the NIMH Manual States (National Instituu
of Mental Health, 1976, p. 3):

Charters of official status, guaranteed access tt>
management, specific grants of authority, and formai
relationships spelled out berween evaluator and
[project] leadership are insufficient substitutes fot
real membership in lhe management team, and ore
not always produetive for attaining real member­
ship. . . . Many of the conditions essential to useful
program evaluation.. . . cannot be legislated.

Attitudes to evaluation

Even when a smooth relationship exists berween
evaluator, management and clicnt, there can
be multiplc perspectives on what represents
appropriate impact of a reform programme.
Sometimes, evaluation critcria with respect
to different audiences are incompatible. For
example in evaluating thc University of Ife
Six-year Primary Programme—an experiment
in teaching through the médium of the mothcr
tongue throughout the primary schools—thc
evaluators used criteria of cognitivo and affect-
ive gains within the school curriculum, but
the ministry and the public at large used
criteria of improved performance in the common
entrance-selection examination for admission
into secondary schools (Yoloye, 1976).

Of course the perspective of the evaluator
also affects very strongly what aspect of evalu­
ation is emphasized. Again, quoting from thc
NIMH Manual.

To some evaluators, what they do is research, d»'
covering or verifying program-specific knowledgc-
and reducing uncertainty about what is the truth. T°
others, evaluation is justification, occasionally even •

86



Reform evaluation

Jefcnse or a put-off—something with which to fend
aff unfriendly outsiders. By those under evaluation,
thc process may be perceived as punishment, and
cvaluators as hatchetmen. More positively, evaluators
grc sometimes scen as supportive management
spceialists providing usefu! feedback to adminis-
trators and practitioners and useful verifications to
those who nced them. Trouble ensucs when the
cvaluator, the user of the evaluation, and those whose
work is being cvaluatcd have differcnt views on the
es-aluative function being performed. . . .Trouble is
worst when each party to the evaluation imputes
discreditable and possibly hidden motives to the
others (such as empire-building, self-protection, or
exccssive professional comperitiveness). People tend
to avoid bringing such subjects to the surface and do
not know how to tcst for their absence or presence
skillfully and without taking foolish risks.

Factors in drawing up
an evaluation plan

With all the preceding factors in mind, one
may draw up a more comprehensive list of
factors that must be taken into consideration in
drawing up an evaluation plan. Such factors
include: (a) willingness of those concerned to
have their activities evaluated; (b) the needs
or demands for evaluation, e.g. ‘improvement
of Services’ or ‘accountability’; (c) the probable
‘success’ of the evaluation, i.e. fcasibility in
terms of time, rcsources, design and data
source, and its likely irnpact and acceptability;
(d) the cost of the evaluation.

At a more detailed levei, one must consider:
(a) priorities in management’s needs for answers;
fb) the potential value of evaluation to those
whose work is being evaluated; (c) the kinds of
evaluation questions that need to be answered;
(d) whether key issues are resolvable by answer-
,ng these questions; (e) whether courses for
further action after resolution of issues are
olear.

Management Information systems

A vital factor in the evaluation of any programme
is the management Information system (MIS).

A management Information system is any
system of people, equipment, documents, pro-
cedurcs and Communications which gathers,
Stores, processes and presents Information for
the purpose of assisting managers with a
variety of managerial functions.

When evaluation is integrated into the man­
agement strueture, programme evaluation infor-
mation becomes part of management Infor­
mation. If evaluation is externai to management,
however, the management Information system
becomes a source of data for the evaluâtion
programme. The role which the MIS then plays
is to collect, process and present much of the
Information and data which is used in perform-
ing the evaluation.

Information requirements

Three main categories of Information are
required for programme evaluation.
I. Internai. This is the kind of Information

generated entirely withm the system and it
covers things like (a) programme objectives,
(b) statistical information, e.g. number of
schools, pupils, teachers, classrooms, equip­
ment, etc., and (c) accounting information
dealing with costs, etc.

2. Externai. This is the kind of information
generated frotn outside the system, e.g. com-
parative data from other systems, market
variables, data from existing research, etc.

3. Transactional. This is the kind of data
arising from interaction of the system with
other systems, e.g. between Ministry of
Education and Ministry of Information or
Works, etc.

Although many management systems are not
consciously aware of it, each management
system has some form of management infor­
mation system. These can range from simple 
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manual Systems to highly automated and com-
puter-based systems. It is vital that the evalu-
ators should be aware of the kind of manage-
ment information system that exists in the
reform they seek to evaluate; for the kind of
system has implications for cost, time allocation,
techniques and efficiency.

Onemayidentifyfor purposes of convenience
four kinds of MIS.
I. Manual systems. These are based mainly on

filing and indexing and thcreforc rcquire
skills in office management and clerical work.

2. Machine-assisted manual systems. Filing and
indexing are supplemented by machines like
key-punch equipmcnt, card sorters, desk
calculators, etc. These machines greatly ease
the steps that make data uscful for evaluation
although they are not necessarily more
efficient for management.

3. Systems using simple computers. Many desk­
top computers can now be used for much
data storage, processing and retrieval. Their
use requires a higher levei of technical
expertise than for the simple machines listed
in (2) above.

4. Systems using Computer Service bureaux.
Many systems have Computer Service bu-
reaux as part of the system; for example
the West African Examinations Council has
its own computing centre. In more devel-
oped countries, Computer Service bureaux
as part of the establishment are almost
commonplace. Of course the bureau may
also exist outside the system. The computers
may of course be bought or Icased, with
varying cost and utility implications. Most
systems prefer to lease, as they can then
obtain the latest, most up-to-date computers
in the market.

With the Computer bureau, data may be
handled by batch processing, in which all
required data must be available for one-time
analysis or online processingin which Process­
ing can be done in- stages usually from the
systems’ own Computer terminal. Online

Processing can be more expensive but it tt
also more flcxible.

The important considcration herc is that evalm.
ation designs and administration must bt
compatible with the available management
information system. Thus the evaluation de­
signs in many dcveloping countries must be
somewhat different from that in devclopcd
countries. A number of cost implications and
time implications will of course result from
these considerations.

It may be also pertinent that the functioning
of the more sophisticated MIS depends very
often on the functioning of other systems in the
society in ways that the manual systems do not.
For example the efficiency of elcctrical power
supply, water supply and telecommunications
drastically infiuences the performance of the
Computer bureaux as well as even the desk-top
computers. There is also the important factor
of whether repair or servicing facilities are
available or not.

Evaluation techniques

Programme-evaluation mcthodology is not one
single thing; it is not a unidimensional entity.
It is perhaps better to regard it as a spectrum
of activities ranging from rather informal,
intuitive administrativo judgements to sophis­
ticated and rigorous research studies. For
convenience one may classify evaluation activi­
ties into six categories ranging from the intuitive
to the rigorous.
I. Administrative judgement. This is usually

based on the administrators immersion in
the living data of the programmc being
evaluated, and is reinforced by documented
answers to specific questions.

2. Routine monitoring. Conclusions can often be
drawn from routine monitoring of explicit
programme data arranged in preselected
categories, processed, analysed and dis-
played to enable implicit or explicit cotn-
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parison with norms or plans of opcrations or
with other experience. One evaluation tech-
nique that is particularly relevant in this
category is programme evaluation and review
technique (PERT) which identifies and se-
quences appropriateiy all the essential events,
processes or activities involved in a pro­
gramme. Excellent treatments of PERT
exist in various documents, e. g. Gurugé
(1975)-

3. Recurring studies of routinely and periodically
rcported data. These often lead after analysis
to conclusions and recommendations for
management.

4. One-time studies requiring special care in
data gathering procedures. The methods
used and questions asked are usually related
to managerial utility of results. An example
would be cost-effectiveness studies, or
surveys.

5. Quasi-experiments with. clear and specific
management focus.

6. Research studies involving rigorous designs
and careful Controls addressed to broad
management problems and often testing
specific hunches or hypotheses.

Programme evaluation may involve some or all
of these techniques, depending on the expected
comprehensiveness of the evaluation. Formative
evaluation will have greatest reliance on tech­
niques (1) to (4) while summative evaluation
will put greater emphasis on (5) and (6) but it
should be noted that this is a case of emphasis
and not exclusiveness. Specially commissioned
evaluation studies often fali into the category
of summative evaluation but often rely heavily
on techniques (2) and (3).

Financing evaluation

Most educationists would advocate that for-
rnative evaluation should be an integral part of
^07 reform programme. As I wrote earlier
(Yoloye, 1978);

The primary purpose of formative evaluation is to
help as much as possible to ensure that summative
evaluation comes out positive. If he wants to do
formative evaluation really well, the evaluator cannot
be an objective outsider.

The formative evaluator has to become deeply
involved in the reform process itself.

In practice however there is often a marked
resistance to buildtng more than the routine
monitoring and intuitive leveis of evaluation
into reform programmes. One of the reasons for
this reluctance is the cost, espccially where
resources are scarce. For if one were to cost
separately what would be involved in compre-
hensive formative evaluation, it would come to
a substantial amount. Most policy-makerr tend
to see this as a diversion of scarce resources
from the main reform programme to somcthing
which is usually regarded as subsidiary. Yet one
feels almost intui tively that the cost-effectiveness
ratio of a reform programme would be highly
improved if that extra cost for formative evalu­
ation were built into the reform-programme
implementation.

It is only fair however to point out that
resistance to financing formative evaluation has
other roots besides the cost implications. Some
of the other factors are: (a) reluctance by im­
plementation staff to undertake the additional
burden of data collection; (b) desire to mini­
mize disruption of implementation processes by
evaluation processes; (c) the fcar that evaluation
studies may lead to the distortion of programme
focus (it is well known in the educational field
that the examination often determines the
curriculum rather than the other way round;
some sceptics refer to this phenomenon as ‘the
tail wagging the dog’); (d) concern that evalu­
ation results may be used destructively; (e) rec-
ognition that programme evaluation results are
often not used at all and thus expenditure on it
constitutes wastage of scarce resources; (f) scep-
ticism about the validity of evaluation studies
anyway.

On the whole, specially comniissioned
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onc-time evaluation studies tend to be less ex-
pensive and less disruptive of the reform process,
and therefore tend to be generally favoured by
financing bodies and implementation staff.

So, in practice, mostly lip Service has been
paid to formative evaluation, and I believe that
the faith of the specialist in formative evaluation
has hardly been effectively tested or validared in
practice. One knows that in the field of student
achievemcnt, extensive research has gone into
the validiry of formative evaluation, especially as
it relates to mastery leaming (Bloom, 1976).
Results from such studies have been positive.
This gives a hope that in programme evaluation
formative evaluation would yield similar divi-
dends. One realizes of course that dealing with
the individual child is vastly different from
dealing with a management team, but it would
help if funding bodies would take greater
chances by financing formative evaluation so
that cost-cffectiveness studies in the area may be
the validiry of the educationists’ hopes truly
tçsted.

Indicators of success

One of the most difficult aspects of evaluation of
educational reform is the choice of the reform’s
indicators of success. Education is a social
Service, and so, besides purely management
criteria which may be used in connection with
PERT charts, indicators of the reform’s impact
on the society have to be looked for in the
society.

The term ‘social indicators’ carne into vogue
in the 1960S to describe various social conditions
and trends, It has become the focus of attention
in trying to identify the impact of any social
reform on the society.

Social indicators have been demanded for
various purposes by various groups. Among the
purposes are: (a) the establishment of goals and
priorities; (b) the evaluation of social pro-
grammes; and (c) the development of a system

$K>

of social account that could provide guidancç
among many alternative interventions. Sheldoa
(1975) gives a concise accounts of the social-
indicators movement.

With specific reference to educational re-
forms, the term ‘educational indicators’ has
come into vogue. Educational indicators have
been dcfincd (Goolcr, 1975) as ‘statistics that
enable intcrested publics to know the status of
education at a particular moment in time with
respect to some selected variables, to make
comparisons in that status over time, and to
project future status’.

Thus educational indicators are seen as time-
series statistics that pcrmit a study of trends
and changes in education. Gooler (1975) also
provides a neat summary of categories of cdu-
cational indicators, of which he identifies five as
follows: ‘
I. Access

How many and what kinds of people participate in •
educational activities i
Retention rates in educational activities
Catalog of existing/available educational activities •
or Services. I

2. Aspirations j
Description of needs and desires of various kinds '
of pèople
Individual self-assessments of personal capabilities
Description of institutional goals

3. Achievcment
What people, know, do, and feel
What people have earned (degrees, diplomas,
certificates)
What is taught

4. Impact
Consequences of having schooling
Impact of education on social/economic/cultural
Systems
Consequences of not having schooling

5. Resources
Capita], personnel, and materiais expenditures
Quality of human resources
Cost-benefit./effectiveness ratios
Quality of educational climate
Time

These various indicators are measurable and
a variety of techniques have been developed
to measure them. The particular evaluation
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1. Background and Description of the National Llteracy

Programme

1.1 Historical Account.
The National Commission on Educatíon (depubllc of
Botswana, 1977) recommended a major change in the
educational policy, namely, a shift from the prcvlous
emphasls on secondary and higher educatíon to baslc
education fór everyone through prímary educatíon for
school age children and non-formal educatíon for young
people and adults who had not received prltnary educa­
tíon.

baen/ Though there had grevlously/several llteracy programmes
started by voluntary organlsations there had not been
any natlonal inltíative to eradícate llLIteracy.
Followlng two pllot projects carríed out by the then
Botswana Extensíon College (DEC, 1978) the Department
of Non-Formal Educatíon wlth 1h the Hlnistry of Education
in the beginnlng of 1979 initíated the present "a tiona 1
Llteracy Programme. The programme Is planned to last
for 6 years íncludíng the experimental year 1980. The
natlonal programme, coverlng all nine dístrlcts of the
country, was launched Ln 3une , 1981.

1.2 Objectlves
The National Development Plan 1979 - 1985 States that
the aím of the programme Ls to eradícate illíteracy
by 1985 and províde baslc educatíon to those lackíng
formal educatíon. Thls aím should be seen ln relatíon
to the overail development plannlng objectlves l'.e.
rapid economíc growth, social justice, economíc ín-
dependence and sustained development. As a more
precise defínítlon o? the above objectlves the present
National Development Plan contains two main themes L.e,
employment creatioa and rural development. The Nation­
al Llteracy Programme should be seen as one of the
means towards achieving these objectlves.

The consultatíon document that prepared the ground for
the programme speclfíed the objectlves by deflnlng
•llterate' as ímplying that a person can comprehend
those written Communications and slmple computatlons
which are part of daíly llfe.

1.3 Major Programme Actívíties
The Department of Non-Formal Educatíon Is the main
executíng agency for the Programme. ’7hen preparíng for
the implementatlon of the programme varlous steps were
taken. Llteracy Asslstants (wíth three years second-
ary educatíon, 3unicr ter tlf ícate") were emplojeo and
traíned for thelr tasks as supervísors and tralners
of Literacy Group Leaders. The Llteracy Asslstant
(LA’s) togethcr wíth District Adult Educatíon
Offlcers (DAE0's) also dld the recrultment of the
Literacy Group Leaders (LGL's). Other countrles have
used well defined groups as ímplementators of thelr
llteracy programmes e.g. school teachers, secondary
or unlversity students etc.

n
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This has not- been the case In Botswana. The Literacy Group
Leaders are persons v/ho are Interested ín teaching•others to
read,.wrlte and count andwhó have recruited a suffióient
nuffiber of people to foru a group. They often do not-.have
more than prímary eduoation. ' The teaching method has been
desj.gned to suít this group. In addition to recruítenent and
trai.nlng''.of personnel a Ãot of effort has been put into the
preparatlon ' of’ materlal, A tòtal of flve primers have been
developed. In'aiidltion to primerç, handboôks for LGL's, ]
flaehcards and literacyboxes (consisting of a box for thé
LGL1s material and at the same time belng both a flannello-
graph and a blackboard) have been developed and ^>roduced An
large quantities. A monthly broadsheet is , also issued to
the particlpantso Aíl materlQl>is suppíled free of charge
to the learners. .. ,

The prograane has been planned to' have an annuaL cycle
adjusted to. the annual tnigra.ti.on of ths participants'. Thus
In April Literacy Assistants $re appointed and trained.'
During “1ay-3une LA’s and District Adult Education Officers
recruit LGL’s and prepare for theit- trainlng.. In Duly1 the
LGL’s are trained so that teaching can' start. In August when
participante have returned from the Lands»

The groups continue until people disperse to the lands for
ploughlng, when rains have started» The time of learnlng
thuo can vary from year to year. Vhen possible the learners
are regrouped at the lands in order to continue to work on
their own.

In addition to the programe administred by the Department
of Uon-Formal Education other government as well as‘non-
government agencies use the National Literacy Programme
material for literacy teaching. The most important of these
is the. Tirelo Setshaba wj.th its increaslng number pf partici-
pants. Other groups are to be found within the Prlspn
Department, brigades, V,'omen’s Orgagisa tlons' etc' Special
HOne-to-one" packages have also been prepared and distribu-'
ted. These packages are intended for people who. fqr sorae
reason cannot attend a literacy group., but who has somebody
wllllng to help! in the teaching of lite.raey and numeraçy;

1*4 Size and Scope of Programme .
The National .Development Plan >and the first project documenta
state the planned scope of the project in the following way:

"The programme will commence in 19fiO as an
experimental year with an intake of 15,000.
Thereafter it.is antlcipated that 50,000
partlclpants will be enrolled annualíy, each
cohort receiving 12 raonths of supervlsed Instruc-
tion followed by the supply of self-tultlon
materiais for the ensuing twelve months".

.. /3
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Experlcnces so far have indicated that it is not
posslble to achleve these targets. Appendlx A
contalns the Cómposl te Statlstics for the programme
ln Oecember, 1981. The numerlcal’ targets havc been
adjusted toiards a total of 30,000 a year including
various voluntary organlsatlons.

Several donors havc contrlbuted generously towards
the prograiwe. A revised bu Iget is included in
Appendlx 3; •

1.5 The ■!eed and 1’urposes of eva lua tlon .

The proposed evaluation is made for three different
reasons. The documenta on which the programme Is
based stated that there should be a mid-term evalua-
tion in 1982/83. As mentioned abo ve several donor
agencies have contributed to the programme. It is
natural that they want imformation on the development
and success of the programme. They will most likely
base their future support partiy on the outcome of
the evaluation.

The Government of Totswana and more specifically the
‘iinlstry of Education has undertaken to carry out this
programme ln order to eradlcatc illiteracy by 1985.
In order to succecd in such an undertaking it is
important to take stoclc so that necessary mod1fIca11 ons
and improvements can be done. In effect this ought to
be done with periodic intervals and it is intended that
in additlon to give Information on how the programme
has proceeded the evaluation should also lead to a more
efficient monitorlnq system.

The proposed evaluation has a third purpose somewhat
different from normal evaluations. It has a training
component. There are few pcople in ílotswana who are
trained to carry out an evaluation. The proposed
evaluation will provide on-the-,|ob traininq in
evaluation for District Adult Education Offlcers,
other Department of ■ ■on-Formal Education staff and
Llteracy Asslstants.

2.1 Technlcal Elements of the Evaluation Oesign
Appendlx C gives a detalled account of programme
objectlves and activities, assumed users of evaluation
Information, evaluation questions or aspects to be
evaluated, indlcators to be used, data collectlon
Instruments sources of data and persons to be re-
sponsible for the collectlon of data. An overvlew of
the Appendlx Is glven belo*;.

The deslgn follows the EIPOL model (üave', 1980).
Thus the following aspects of the programme are dealt
with:

(E) Environmenta1 settlng (hlstorical background of
the programme, relationship to other development
efforts, national support etc.)

.. /<»
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(I) Inputs These can be human (staff, particlpants),
material (primers, vehicies, venue) or financial.

(P) Process This section d e a 1 s i t h educational
processes (teacb.ing method, training of staff,
cultural aspects of the programme, motlvation of
learners) and with administrativo processes

, (supervision/monitoring , link to other education
activities, distr1bution , communication, financial
administration and control).

(0) Outcomes Relates the immediate outeones of the
programme with the objectives of enrolllng 30,900
persons per yea r in literacy work and to make
them literate and numerate.

(L) Long range impactdeals '.vith the impact of the
programme on a national basis in relation to
national and district development goals.

2.2 Identification of data sources and data - gathering
tools Some sources of data do already exist and it
is more a question of compilation and analysis . Ihese
are, for example:

The monthly attendence register (LI)
The Group Report Form (LC2)
The LA ’ s monthly visit report form (LG3)

The LA‘s weekly report form (LC4)
The Location of Literacy Groups form (LG6)
The Register of Literacy Particlpants (LG 9)

As indícated in Section E of Appendix C these forms
will be used in the evaluation. However, some new

- Instruments are needed, namely:

- Some form of test or self assessment instrument
to make it possible to decide whether the
objective of making the learners literate and W
numerate is achieved.

interviev» questionnaires for 9AE0’s
LA's
LGL's
Particlpants

for collection of some basic background Information
and posslbly some attltudinal Information (motiva-
t i o n etc.)

.. /5
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2.3 Sampllng
Some of the Information collected will cover the whole
proqramme e.g. number of learners, their sex, number
pf group leaders, their sex, number of L A ' s their sex
and educatlonal backqround, number of DAT0' s their sex
and educatlonal backqround. Locatlon of Literacy
groups on a nationai bar-is as compared to latest
population statistics, will also be dealt with for the
country as a whole in order to facilitate the declsion
where to locate ncw groups.

However, for most other issues it is suqgested that
a sample be drawn. The sampllng unit should for
practlcal purposes be a literacy group, not a learner.
If the sampllng is ma de on a district basis the sanple
will be fairly representa tive. This approach can be
described as a stratified, cluster samplinq. There
are, as far as rte know, no special groups, e.g. farme rs'
groups, women's groups etc. within the nationai program­
me. The 1981 programme conslsted of 23,600 learners in
1780 groups. The target for 1982 is 30,000 learners in
2,000 groups. A suggested samplinq frame is shown in
Table 1. In 1981 the resources i-g. Literacy Assistant
were not strictly distrlbuted on a population basis.
The 1981 census gives a more approprlate base for
distributinq LA's over the country. It can be argued
that consideration should be given to varlations in
literacy rate between the dist^icts, when distrlbuting
resources. 'The Table gives an indication of the slze
of sample considered for the evaluatlon i.e. 5% of the
groups gives 100 groups and apprcximately 1,500 learners.

The evaluatlon also should include other literacy groups
using the material from Department of Hon-Formal Educa-
tion. Mo Information is presently available on the
number of groups of th.’s klnd. However, by contactíng
persons or organizatlons that have parliclpated in
tralning courses for voluntary organizatlons it should
be posslble to get the necessary Information. The
Tlrelo Setshaba Scheme and the Prison's Department
Literacy groups will also have to be included in the
evaluatlon. For the purpose of evaluatlng the long
range impact of the scheme It will be necessary to In­
clude a sample of 1981 partlclpants. The 1981 groups
will have been dlssolved by October - November, 1982,
and the problem of how to reach the 1981 particlpants
will have to be discussed with LA’s and LGL's.

Data regardlng DAEO' s and LA' s will f>e collected for
the total population as numbers are small. For LCL's
the data collection will be restricted to those in
charge of samplcd groups.

.. /6
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2.4 Jata analysis and interpretatlon
Though a more indepth data analysis might be carried
out at a later staqe, using computor facilities, the
initial analysís will be made at the primary Levei hy
LGL's and LA ' s . The intention is ‘to prepare workshcets
for -.the compilation of the Jata collected for cach group
so"p$ to facilitate the intcrpretatlon of the data by
thà&- implementators of the programme. Special worksheets

.''.'■Will be prep.ared for district levei analysis to be done
by !)AE0's. This is adníittcdly a íabour intensive form
of data analysis, but it Is expected to have certain
benefits regarding feea-hack and usfe of evaluation
results. The worksheets nentioned above will have to
be very carefully worked out aiiii tested before use.

L)AEO's will be encouraqed to choose one area or problem
of special interest to their district and make a special
study on this problem. There will thus be sone special
case studies that do not cover the whole count.ry.

2.5 Reporting and use of evaluation results
A <najor report will be prepare.I as documentatjon of the
evaluation and for the sake of those interested in
detailed aspects of the programme. For wider use a
shortened summarized report will be printed. A tenta-
tive outline is cnclosed in AppenJlx D.

The main purposc of the evaluation is, however, not
to produce a report. Uather the aitys se 1 f-e va lua t ion ,
that is the results of the evaluation should be fcu
back into the programme in order to take corrective
measures, where nccessary, and thus improve the per­
formance of the programme. It is also the intention
to create a permanent monitoring system on the basis of
the experlence of the evaluation. For this purpose, the
various people involved in data collectlon will also
be called to meetlnos to assist in the interpretation
of the data analysis. Thus DAEO's and LA' s should callí
meetings at clusterlevel to discuss with LGL' s, and
DAE0's should call meetings at district levei to discuss
with LA's etc. These discussions can take place in
connection with the meetings helJ regularly with
dlfferent cathegories of Staff. It is suggested that
members of the evaluation team particlpate in some of
these meetings.

.. 17
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3. Organlsational/ManagementAspects
3,1 Personnel, Institutions and agencies to be Involved

Admlnlstratlve Locatíon ■
The Department of íon-Formal Educatlon w111 be the

■ admlnistrative headquarters for the evaluatlon.

Persons responslble for desl^n and executlon
, The Head of Informal programmes, the CIteracy Coordl-

natdr and the Evaluatlon offícer of the Department of
Mon-formal Educatlon in co-operation with a Plannlng
.Offlcer at the Hinistry of Educatlon will be the maln
responslble persons for design and monltoring of the
evaluatlon. It is planned that the major part of the

i execütioh wl.ll be done by District Adult Educatlon
Officers and Literacy Assistants.

Composltion of evaluatlon team
In additlon to the persons mentioned above as

donor/ responslble / agencies will be invited to appoint
representatives. ' |

Composltion of advlsory cómmittee -
The advlsory cómmittee conslsts of two representative-s
,fro'm the Department of ?íon-formal Educatlon, the Dean
of Faculty of Educatlon, one representative from the
Institute of Adult Educatlon and a Plannlng Officer
from the Mlnlstry of Educatlon. Additional raeiai>ers
might be cpnsidered e.g. !IIR.

Preparation of' Staff
In-servlce tralnlng of Department of Non-formal
Educatlon staff, especially District Adult Educatlon
Officers and Literacy Assistants regarding evaluatlon
methods and prqcedures to be used.

The trainlng sessions will conslst of short half-day
meetlngs in connectlon with regular staffmeetlngs,
staff trainlng courses and National Literacy Cómmittee
meetlngs. Some longer trainlng sessions are also
planned i.e. one one-week course in the beginning of
September for trainlng of DAEO1 s in carrying out the
evaluatlon and in b-a.slc monltoring skills. If funds
can be secured some of the- -cesource persons from the
Project Development Workshop in Vanzanía (29) March -
6 April, 1982) will be requested to assist in this
trainlng course.

■&A6D ‘51*111carry-oufc- tral-rrJhTg at dlstrlet leve t—of
LAjs ip charge pf cllisterjs in wnlch spmpled groupsiare
locjated. This tralnjlng wllll tafcie place in the begin­
ning o|f Ocjtober,. Asi a follow-ufl and furthe1^ develpp-
merjt of mohitorjlng slcllls[ the outcome, of thg evaluf-
tion will oe dealt with during the March, 1983 refresher
course for LA's.
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3.2 Financial Implicatlons

Mo detalled budget for the evaluation is available as
yet. The major part of staff costs is included In the
budget for the llteracy programme. The llteracy group
leaders are employed on a honorarla basls and will have
to be pald for extra hours worked in connectlon wlth
the evaluatlo‘n.' Printing of Instruments will be done
withln the Department of :'on-Formal Education. Costs
for material (paper, printing plates etc.) will have
to be born by the evaluation study. Though nost of the
executlon of the evaluation will be done w1 th In the
normal work of the department staff some: extra travei-

■ llng c^sts will no doubt be incurred. It is assumed
' that donor agencies carry their own costs for partlcipa-

:• tlon. Donor agencies will also be requested to contrlbute
towards the extra costs budgeted below» See Appendix E.

3.3 Timetable ,
Evaluation actlvlties to be undertaken at different
polnts in time are indicated on the enclosed chronograra.
Appendix F. . , ■ ■ > •• J •’ -r

4. Intentions, conslderations and conistraints ..
The evaluation outlined above is quite comprehcnsive
and ambltions. It mlght appear "descriptive" and
"summatlve".’‘ Thls is correct to a certain extent.
However, it isalso "explanatory" and "formative".
It is important at this stage (mld-term) to make a
description of the progress of the programme so far,
not least for policy makers and donor agencies. It
should be stresscd, however, that the maln purpose of
the proposed evaluation is the improvement of the
monitorlng system. Thls is also the reason for the
heavy rellance on programme personnel especially the
LA's In the collectlon as well as analysis of the data.
The presentation of the evaluation plan and its objec-
tives will be a crucial factor. It is essential that
everyone involved realises the importance of the
evaluation.

The long term impact of the programme is the issue
reçeiving least attentlon in the evaluation. The reason
for this 13 not only that the issue is difficult to

, tackle but also that it is early in the programme to
make such an attempt. Conslderation will be given on
me|hods to be used for estimating impact at a later
stage.

../1Ü



The environmental or contextual factors will also be covered but ônly
superfícially. Ihese might be very important per se but by deflnition
these factors can not be monitored or changed by the programme. It
is also'felt that this aspe’ct Is difficult to approach wlthin the
fra-newor* of the kind of self-evaluative study proposed here. Rather
it should be deal^ wlthin a separate study.

How realistic is the evaluation outline? It is possible to implement
it? A basic feature of the outline is that it draws on already avail-
able resources. This will ensure implementation to a certain extent.
However, if no extra resources will be available the outline will
have to be adjusted somewhat.
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eradicate illiteracy by 19F.5.
- provida basic education to ttocc lacking forrral cducation
- supporc attainment of national develonment ooals
- support attainment of district dcvclopment aoals

(0) OUIOC^ES

‘Io enrol 30,000 per year in literacy work (includine voluntary
organisations)

- Io enablc a percon to oarprehenci thosc written ccnrnunications
nd sjjrple ccmputations which are part of daily Life.
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Teacliing metfcxl
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Cultural aspects taken into consideration
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Financial aân.inistration and oontrol.
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Furar
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Material

PrLners
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Broad shoet
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Mcc-tinn placo of literacy oroups
Rcsource material at bistrict Office

, Follow-on material

Financial

Financial suoport to thc; prograrrtó

(E) E^TAL SFTitír
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Appcndix : C; 3

A.sPEci^./FVALUAJTOv fUEgnas

IZfG PAPCT.

- use of literacy skills
- otlier inpacts: scholariza.tion of children

• participatíon in kgotla meetings
participation in VDC activities
increased production

cvroaE

- cnrolment in literacy aroups, í-TE and non-bTF.
- achievanent in literacy and numeracy skills.

- How many hours of training is the progrtnroe?
- Is the teaching mcthod effectivo, adapted to the situation?

Education

- What is the training programmc for DAKO*sf IA’s L£L’s?
Arc thcre any deficionces in this training programme?

- How is the language "problem11 dcrlt with? "Non-Setswana speakers".
- V.hat, and how strong is the motivation of the leamers?

Administrativo

- llational/regional coverage by progranme?
- What superv isory/monitoring procodures exist, dcficioncies?
- How are leamers recruitcd?
- what is currently planned and done for the continucd education

of participation?
- What is the relationship to other cxtcnsion activities including

libraries?
- Does the necessary material reach the group?

Does the financial administration and control function work
satisfactorily?

XNPUTS

Puman

- Non-Kormal Iducation staff )
DAEü's )

- IA's ) \’hat rc-sources do these groups
- Iíl‘s ) represcnÇ?
- Participante )

Material

- What kinds and amounts of material has heen produced?
• - Any locally produced irnterial?
- Is it woll suited i.e. design, illustrations, size of script?
- Various modes of transportation is tided. Advantages-disadvantagcs.
- Which offioers do havrj satisfactory transport? How is it used?
- What venues are used for literacy croups and how are they equipped
- How are district offioes eouipped and how is the equiprent used?
- What is the oontent of thc teaching material? Is it adjusted to the

needs of tha leamers?



Financial

Phat' is the ainount and sourcc of financial <
support to the proçrarrne so far
Cost per Icamcr
Estimated and actual cost
Tlie historical tackcround of the proqr.Tmme. Rclationship

i



to f.e uftd

ia~~ pa>^ge

1. - ítober of le.itors writtea last nonth.
- Kutíõer of lettem rerxdved and read last nonth.
- . r^jer of othcr material read last nonth: specify

specify ures of nirtteic skills.

2. - Ikii-Xir of contacte vã th school/heaâioster, teacher last month/
lers^sara-nore than last year.

•• icmber of kgotla meetings, attended last nonth/Less-same-Jpore than

- JMnber of VDC activities in whtch leamor participante/less-samo-
moro than last yoar.

• • Purbor cf childrcn of sohool going age/nuniber of cW ldren attendin?
sJocl.

- r~.id cnrplo;,^ :nt dn-.l^g tio yenr yo-£-no/naid eEnplpyrccnt last yoar
- r.o.

ÕÜTCCMB

1. - b‘r■■*■’.• 1c; .r,£.rr. •c."”o’.lt:.À WE, Tirelo Ecchaba, Prisons, othcr
ç.-.\nr.3.

2. - Itteracy tese (Dl) rosult 1981 and 1982 participante
t nircoracy test (D2) rc.rilt 1981 and 1982 participante.

FPOCRS?

1. - • Totel r.wb-r of hovrs of instruetion roceived by 1981 participante
by Dis-rlct.

2. - Cunlita.tive jvdgem:nt of teaching sncthod.
3. - Description of varioes aspects included in training progrannos

of staff.
4. - Lcaicth and tirning of training progranroes of staff.
5. - rtclevanco of trainina of staff.
6. - Drop-out rate of participante.
7. - lícan niwber of Iwjrs attendcd per nonth by District.

Aánlnistrattee ’
1 - Kurrfsar of IA'b and Groups by District arid 1981 census (if possible

by edücational achicverxnt in Ditftrict).
2. - Description of cmanisational strueture. '  -
3. Organisod fcedback of Information to headquartere? What kind?
4. - Description of pm-rtton cf prjgrTrtie* *t national. d<«trir+. f. local le"
5. - rKvnber of articlcs in Daily Wcws.
6. - Nunber of kkJI? programes
7. - Nurber of kgotla moetings
P. - Description of fon^l-ron fonnal links, if any, and links nt-her.
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4
9. - Number of çroups which had all nc-cessary material whcn ttey

startod.
10. - Number of nudit «juories.

INPUTS
!tuman
• “ Number and function of non-formal edueatlon headquarters staff,

2.. - Number, eex, age, edueatlon background DAE0's
3 - Number, sex, age, edueatlon background LA's

Number, sex, age, edueatlon baakgTOUEd (ipeaviaus aad.
present work).

5. - Number, sex, age of participents, physicnl tendícaps.
6. - Number of participants indicating various types of motivation. for

joininq Uie pronraume.
7. - Lkr:üx-r of participante with other mother toncue than Sctswana. W

Material

1. - Number of Primor 1 printed
2 - Pur.ber of Printr 2 printed
3. - Number of  3 printedPrii.tr
4. - íhmber of Primor 4 printed
5. - Nunber of Prirttr 5 printed
6. - Number of Literacy nits produeed
7. - Numltr of Broadshc-ets (issues rjvl numbers)
0. - Itelevance of material
9. - ílclcvance of design
11 - i?umber ?Jid kind of transport facilities per District (+their use) |
12 - Mrnber of venues of differcnt kindss primary school classroom ) ”

district/cotuidl facility ) 00 IT
LGL's hcnio )
otber )

13 - Equipncnt of venues: Cteirs for all - sene - none )
Oesks for all ** sano - nono )

14.- Equip-xnt of. districc oiíicerss typcvriter
âuplicatinç machinc
stire

15 - Kinds of locally produeed material:

FINANCÊ
• “ Sources of flnance with amounts,
2 “ Financial breakdown of cost, salarles, material, tralning
3 - Per learner cost
4 - Budget va. actual coat

rar/IRONMENTAL SBTTING
~I - DéscráUion of riãtional settirx". backgrounc of prryrranrt, ooordi>v.tion

with othor oxtcnsion offbrts, siructural blndranocs.

Prii.tr
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DATA ooiucng: L CF DATA

V » available
X = to be oollcctcd

V
X Data Oollcctionn

Pcrson or Office
rcsf-onsible for

ccnpilation

L 1. Intervier of participants X IA or ITJj Evaluation Toam
2. Intcrview of participants X IA or 7jGL

0 1. NFE: IZ<L
Ti rolo Sechaba : Qicst.to

field officers
Prisons: Quost.to Hcrne

Affairs Voluntary Org:
pjést to rIFE Coursc
participants

V

X.
X

X

DATO

T.S. Field Off.
Prisons

rJGQ Lit leaders

w

w

2. D 1 Literacy test or self
assescnvnt

D 2 Ttaíxjracyy test cr seif
asscssment

X

V*

LCL?

ÍGL?

«1

9»

P 1. L 1 forms for sanple 1981 V DAEO <- HTT Eval. 1JFT; evaluation
2. Observation of ? croups

LG2
V LA Evaluation 'J'eam

3. Parrrtive of traininq proqr. (X) Hcad informal Pro 1’cad info. pno.
4. xa tive, chronoç. raph (x) Hca.d informal Pro «1

5 Surrtmry of c/aluation +
OUÚSt.IA

(X)
z*.

Hcad informal Pro
TA or IGL

í»

Evaluation Tear
6. L 1 fonas for scstple 19C2

Scptcmbcr, Octoix_r
V NFE Fyaluation )TFE Evaluation

7. L 1 forms for samplo 1932
Scptembcr, October

V NFE Fvaluation i-iFE Evaluation.

Ad 1. LGL + 1981 census resulte V NFF cvalnation II
2.
3.

4.)

Oro. structuru ciiart
Intervier ri th r*. F çtaff,

1LC activities, LG2,
Líi3, LM.

V

(7))

P.O.

P.O.

P.C.

P.O.

5.)
G)

Narrativo (X) He?:d Informal Pro Hcad infor.m.P

7. puost. IA. X DAFO Evaluation Tez.
C. Narrativo + DSr + VE? +

Kootla r.xxtinçfs
(xy CEO (MFE) Eva. Tearn CEO

Evaluation Toar
9, Inf. of I£L 00 LA I»
10 . u-lie reporto + F.O.

report
V MFDP (PO) ÍTDP (P.O.)
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I 1.
2.

V^tablisbmunt rcgistcr
(AJuSt. DAEÜ

V
X

cno (fFE)
Rv^lur.tion ‘ÃY.ian-.

CEO (1WF)
rVnluntion Tem

SiU 3. (Xícst. IA X 0i'S0 M

5.)
CUust. WL . * X " IA rt

Ma

6.)
7.)

1.)
2.)

Çucst. oarticipants or
IC-. 9

xv IA or IZi

3.)
-1.)
5.)
6.)
7.)

Votes ledgcr or printer’s
Icdgcr

V LIFE Eval. +
Hcad Inform?.!

progrrraTtcs

• lET; Evalüation

•

0.) Content analysis X Evaluation Tcam- Lvaluation Tem.
9.)
10)

judganc-nt analysis X Evaluation Tem «

11 (XK!í;t. DiJJO X 01 n

12)
13)

TG 2 V IA 00

14 Ouest. DPBO X Evaluation 'Cem t:

15. fXiest DA30 X w

Fi 1. 1WP P.O. Rcports to V MFCP P.Oe i-.np p.o.
2. Vohíáily oarputer print-

outs
V ?CiE P.O. lòaE P.O.

3. i.onth.lv ocwputor print
+ LG S

V «> 10

Rstimates + Final
acoounto

V h’

E. 1. eack-jrcwd documenta
P.íj.s etc.

V Min. of Ed.P.O.
HFE

<(

i.onth.lv


Appendix

II dackçround Information: Origin of the programme

■ IEPO'IT JITLI"E

Front Cover

•

: Title of programme and Location
'!ai.ie of evaluator(s)
Period covercd
jate of report

I Summary : ?hat -vas evaluated?
’7hy vas the evaluation conductel?
jhat are the najor findings and
recommendat ions?

V üiscussion of Kesults : How certain is it that the programme

Goals of the programme
Participants
Characteristlcs of the programme
materiais, activities, and administra-
tive arrangements. Staff involve:!

III The Evaluation Study : Purposes of the evaluation
Evaluation design
Outcome measures: Instruments used

Data collection
procedures

Implementation measures fprocess)
: Instruments used

Jata collection
procedures

IV 'cesults : '-.esults of outcome measurements
Results of 1 nu 1 ementation neasurenents
Informal results

VII Case Studies

caus.ed the results?
Hou good were the results of the
programme? ('iodif ications suggested
by staff).

VI Costs and "eneflts : '-ethoJ for calculating Costs and
Oenef1ts
Costs associated vi th the programme
f.enefits associated vith the programme.

VIII Concluslons and
Cecommendations : Concluslons ' •

Recommendations regarding the programme
- íleconmcndatlons concerning nonitorini of

the programme.



Proposed tinetable for plannlng and Inplenentatlon of
evaluatíon of National Llteracy Prograir.ie

1982 1983 Staff
Staff involved• • A ’l 3 3 A s 0 T 7 3 3 F • 1 A

Plannlnq
Oevelopncnt of Ev. Oesign •s

P.O.
Ev. tean

Trainlnç of staff X X X X X P.O. TE
DAE3 LA

úevelopment of ínstrunents • • -- P.O. ’ 'IFE Ev. cea

Prlnting of Instrunents ■ í^rinter

Inf. collectlon non-NFE GROUPS
Sa.Tipllng

K
■=»

'TE ev P.O.

Impl a";entatLon
Llteracy test

«• - «<= LGL

DAEO X Llt. Coord.

LA
*

X DAEO

LGL X LA
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Staff Involvei• t A 3 3 A s A •• 0 3 F « A

?<rt iclpant • - LA?

!'or -H.-E groups -- TE ev.

jJ er data collection — See detailed
data çoll . _p_a_l__

Jata Analysis
Clister-levei analysis

-• LGL
LA

Jiítrict Levei analysis -- LA üAEO

'ational lèvel analysis — - PAEO ev.tern

It erpretation gnd reporting
Clister levei --

LA

.•iítrict levei - - 3AE0

ational levei ■ - Ev. tean

?e; si-?!natlon
Shcrtened version of finei
report

- - Ev. team

'etting rrlth donors
.___________________________ _________

X X -- -- X
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ADU1T EDUCATION I?: GUJARAT: An a"praisal by
Atui Sarma, Vimal shah, Bhanumati K. P~jrikh
Ahmedabad, Sarda r Pat-ei Insti tute of jç~no-
mic & Social Research. 1979 *

In troduction

The study w-as undertaken by the ,sardar Patel
Institute of Economic & Social Research, Ahmedabad,
at the request of the Ministry of Education and Social
Welfare, Govt. of índia, and with the concurrence of
the Govt. of Gujarat (Education Department) and the
State Resource Centre for Adult Eiucation. The study
was initiated in the third v?ee': -f August, 1978, field
work l-asted about a month (end of september to third
week of October) and the report was ready by middle
of January, 1979.

Objecti v?s

The main objectives of te appraisal study were:

- to addit the data on the adult education
cent res •

- to examine the working of the AECs in rolation
to the objectives of N.'EP;

- to identify the strengths and weaknesses of"
the AECs and.factors resnonsible for these;
and

— to indicate areas for action.

* Summary by R.S. Mathur, Deputy Directo r, Directorate
of Adult Education, Govt. of índia, New Delhi.
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Methodoloay

(a) Sampling Design

A sample survey was designed. The unverse for
the sample consisted of all adult education centres
which started on or before April 15, 1978 and function-
ed for 4J? to 7 months, until the start of the study
(August 31, 1978). Thus, 1753 AECs formed the uni-
verse. a ten percent sample of these centres was
chosen randomly, agency-wise. The sources of data
collection included:

- the voluntary agencies (lo per cent adult
education centres)

- Instructors of sample adult education centres.

- Leamers ( 3 per centre randomly)

Drop-outs ( 1 per centre randomly)

(b) Instruments for data collection

Tt>e following Instruments were designed and u-sed;

- Oues tionnai re for the voluntary agencies
Information about the organiza ti on and
administrative set-up of the agency, previous
background in organising educatinnai and
welfare prpgramme, past experíence. in

— conducting adult education vork, procedures
used in selection of areas and functiona ries,
preparation and supnly.of materiais to the
centres, problems faced etc. wjs to be
obtained through this que?tionnaire.

Method: Mailed guestionnaire.

- Questionnaire for the Instructors : Infornration
about Instructors' socio-economic and demographic
background, educational levei, motivation,
cooperation from oth-*r development function-
aries, difficulties encountered etc. was
elicited through this instrument.

Method:personal interviews.
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- Questionn^ire for the Learners: Information on
leamers' achievement in literacy, social
awareness and functionality, availability of
materiais for leacning etc. got covíred under
th is questionnaire.

Method :personal interviews.

- ruestionnaire for drop-outs ; It w-?s used to
ascertain the magnitude of drop-out and
identify the charact-'riztics of the drop-outs.

Methodzpersone.l intervievis.

- Schedule for fldult Effucation Centres (z.ECs) :
The reco rds available at the AECs were to be
consulted for purposes of collecting details
of the learners enrolled, their date of
joining the centre, atfcendance, etc.

Method:verification by the invés tig.ators.

- In ves tia ato rs 1 Dia ry: This was used for not.ing
the observations regardinc physical facilities .
and environnent at the AECs at the time of
visit. Difficulties f-cod by leamers and
instructors in conducting the nrogrammes were
to be noted.

Method: uns tructured observa, tion.

(c) The Survey

The field teams were orgaz-ised in a unigv.e rnenner.
9 5 petsons (64 coliege teachers and 31 govzrnment
officials) made up th^ survey team. About 30 teams
consisting of one college teacher and one govemment
officer, and 34 individual teams comprising of college
teachers were formed. Each team covered from one to"
three adult education centres. The teairs were briefed
in a two-day orientation p rog rarcrne organised. In all
169 instructors, 530 learners and 6 5 drop-outs were
contacted for purposes of investigation.
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Major findings

Data Audit (functioning of the AEC)

The appraisal revealed that almost all the
voluntary agencies, except three, hcd been enga?-'d in
activities related to pr0gr0mm.es of social reconstruc-
tion and we 1 fare for a consid.0rabie period of time
and 94 percent of the AECS started functioning within e
short period of five months' time. Of the total sample,
11 AEG? hnd already closed and half of these centros
belona.d to two voluntary agencies. Only 6.2 percent
of the centres were not found functioning at the time
of visit by the inves tigators. The reasons for such
a si tuation were not studied. Furth'r, it was notnd
th?t one third of the centres functionod for five months
or 1~ ss, which showed that the Information wi.th the
State Resovrce Centre about the period of operation was
not correct.

Location

It was found that 37 nercent of the aECs were
oraanised at the residence of the instructors, 28 per­
cent in public buildings and another 28 percent in
onen ol-ces. It can be inferred th^t it facilitates the
centre to be locatnd at the Ins truc to r's house and it
is found convenient by the 1'rmers also- Ho’»ever, the
acceptance of an Instructor by the leamer and his other
cha racteristics would be the important det^rminants in
such an effort. Organizational and environmental inouts
such as lighting and sitting arrangeimts at these pleces
left much to be desir^d.. These -re bo> nd to have impli-
cations for motivation of the Erarners to take advan-
tage of the prooramme.

Distribution and Performance

About 30 percent of AEOs were for women, about
4o percent fo r moi and the remaining 3o percent -ere
for both the sexes. About 70 percent of the centres
were organised for wea.ker sections - 48.5 percent for
Scheduled Tribes and 8.9 percent for Scheduled Gastes
and 10.1 percent for other Bnckward Classes. The

pr0gr0mm.es
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distrioution of centres w>s 'euy high (89 percent)
in rural arcas. The performance of the AECs could be
judged by the fact that one fourth of the AECs cmduct-
ed on an averaoe 25-30 sessions per month, h^lf of
them between 2o-25 sessions and the remaining showed
a vnry unsatis f.-cto ry levei of performance.

Participation of L-‘.?rners - Bnrolrr.ent, At tcnd--jnce, Dropouts

An average of 32.4 learners werc enrolled at the
sample aEC. However, the proportion of learners present
on the data of th e visit wis found to be 6 7.6 percent
of the total shown in the attendance rec-ister and the
mean size of an -\EC worked out <?t 22.7. According to
the r-ecords, about 67 percent of the centres showed an
average attendance in the percentage group of 75-100.
But the attendance on the day of the visit expressed
in terms of percentage to the total enrolment, exclusive
of drop-outs, shovjs that ne? rly 43 percent of the centres
fei 1 in the percentace erroup of 75-100. The obvious
inférence is that the data r^corded in the attendance
reoister has to be taken with o grain of salt. About
74 percent of the sample AECs had upto 10 percent
of the total enrolment as drop-outs. The average
drop-out levei was estimated at 1.94 percent of the
total enrolment. The problem of drop-out was also
found to be connected with that of substitute enrol 'es.
This indicates the .ne<=d for enunciation of a policy
towards drop-outs and substitutes.

Leamers1 Charactoristics

The distribution of leamers by age, sex and
occupation indicated that, by and large, the target
age group got the benefits from the prograrrrne and
only a negíigible percentage of learners was below
15 years. About 43 percent of the leamers were women,
78 percent learners interviewed.belonged to Gcheduled
Castas, SChsduled Tribes and oths : Backward Classes
categories and C4 percent- of them had agriculture ?1s
their main occupation. It was further noted that 16
percent of the leamers h?d some background of
schooling earlie_r..tp their enrolment'in the AEC.
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Abot.it thre-fifths of mole and female learriers had
acovired the skill to write. Additional 13 nercent
mon and 18 percent women had -'cr-dn.-; the ability the
ability to write th? ir namc-s, The arithmetic ability
of 38 percent leamers was considered 1good' by the
Investigators. Against the ba.ck-ground of prior
schooling of about 16 percent of the learners and the
fact that two-third of the centros had functivned for
six months or more, such a levei of achicvement may
be consider-d as very rrodest.

Achievements of th? learners in social owarepess
and functionality were found to be on the lower side.
Favourable responses to the çuestions on these two
aspects varied from 44 to 68 percent. 111 equipped
A30s wgs the main reeson attributod to such a situation
which was caused by non-availabi1ity of suitable teach-
ing materiais with the instructors. This needs great-
?r attention than gi ven at pr sent *by VAs and the SRC.

Ins tructo rs 1 background

A study of the distribut.ion of the instructors
revealed that 34 percent of thcm were women. About
64 percent of the Instructors belonged to the age group
of 20- 30. More than one hal f of the Instructors wére
bel ow SSC levei and one fi fth had passod the SSC
examinatíon. It is obvious that the educati nal back-
ground of the Instructors influences the instructional
prncess, but this can be corrpensated to some extent
by locating such instructors who ha.ve dedication and
othor personal traits which can be developed though
a process of training. it is because of their in-
adequate education, perhaps, that the instructors
"did not seem to have made much effort to make the
classes more profitable to the adult lo amers by
preparing charts and other teaching aids". NQarly
80 per cent of the instructors had undergone„ som-e
training before taking up the work of AECs. Nearly
19 per cent of the instructors had problems regarding
delayed payment of remuneration and 71 per cent of

SSC - means Sênior School Certificais- and can be
equated with High School/Matriculation levei.

Abot.it
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the instnructors felt that it was very inadequate. This
appears very r-’asonable, particularly when it cornas
from those who joincd the AECs for eking out their
livelihood. Whi.le th2 porcento c of such people does
not soem to be v.-ry large (14 per cent or less), thc
guestion deserves some- considerotion of the policy
makers.

Performance of Volunt ry Agencies

The appraisal also help-d in knowing thc perform­
ance of the voluntary agencies against the selected
criteria. This Information was to be used in taking
rational decisions about the capability or otherwise,
of the agency in organizing the work. Decisions on
whethQr to continue, expand or discontinue the work
of any vo lentary agency could thus be taken on the
basis of evidence.

The voluntary agencies wero ranked in terrns of
important cha racterist ics under three types„

Ih the f j rst type of ranking, the performance of
the leamers in terrns of the three r's taken into consi-
deration. The measures of the th me R's performance
weré: (1) the percentage of the learners who could,
on their own, fill up the roquircd portion of tho
leamers' questionnaire and (2) tho percentage of
leamers (to the total intarviíwed und ?r the VA) who
were judged 'good* and 'fair' by the i nvest igato rs
after giving small tests in cloncntary operations of*
arithmetic.

In the second type, the performance in terrns of
the three R's, social awareness and functionality was
consideres. It included seven additional chame to risties
such as Information relating to Primary Health Centros,
agriculturo and veterinary centres, coop-erative societ-
ies, family planning, dowry System, minimum age for
marriage and occupational Information.

In the third type, 25 important characteristics,
including those in tho second type, were included.
Thus, additional 16 charactor? tics were: Information
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obout avail ability of loarning m 12 ria Is to 1-nrners,
regula rity of classes, possibility of spra.aò affect,
ta rget group bias i. e. th-? pro >ortion of the hECs run
for SC, ST, and OP.C, In", t ructo rs 1 educat l..-nal levei
(SSC and SSC+) , instructors1 training, Instructors1
opinion on the avai.1 ab.il:: ty of teaching-materiais on
time, inadeauate quantity, portaininr to .occunaf.ion,
pertaining to rights and ch.itics, pertaining to common
diseases, instructor's initi-.tive, his satísfaction
from work, regulo ri ty in r.coipt of rernuno rs ti on , bis
o.atisfnction with th.; onount of remuneration and his
willingncss to continue in subsequont y-~rs.

The broad methodology folluwed in working out the
rank was as follows:

the percentage of favourablo rosrons es to the
total number of resoonses for each of the VAs
wps worked out;

scores were given to each of the che rcct eri ti cs
for each VA in a dcscending order corresponding
to the percentages;

- the scores were avearaged out across th-e
cha racte ris tics ;

- the VA,s were ranked in a dosconding order on the
basis of the pverage scoro;

all the characteristics tlnt figures in comput-
ing the ranks were tr?oted ecni 'lly.

The agencies w:-r: rank ci on the basis of the abovo
methodology in soven class int?rvals. The infer ace
drawn was that the organisation did not app:ar to be
ncutral in the perfo mancez of Z.ECs.

On the whole, while the NZ.EP in Gujarat was
generally found to be addrossed to the target groups
kept in vicw undor the and it was found to h.-.vo
soroe othcr cotrmendable pspects, all things consiSotcd,
its achievement in terrns of spread of literacy (3 R's)
w-ro rathor nodost and mora so, in t-rms of social
pw.reness and functionality.
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FEEDBACK ACTION - The essence of monitoring*

Hundred per cent coverage of the illiterate adults in the
age group 15-35 hy 1950 throu^i non-fornial education is the goal
set forth in the Sixth Five-Year Plan document under the Minimum
Needs Programue. Besides, removal of adult illiteracy, together
tJith the spread of universal eleinentary education, forn-.s part of
the New 20-Point Fvograrr.ie. The new 20-Point Programme is a
selection of Plan Schemes. Its essence is full commitment to
achieve the targets and objectives which have been identified and
selected.

The achievcment of the goals and targets under the Adult
Education Prograsne necessitates careful attention to be given
arnong other things to the following;

a) preparation of detailed operational plans,
indicating year-wise, district-wise,
progranine-wise targets proposed to be
achieved upto 1990,

b).  resource mobilisation - in tenns of
money (financial provisions), inen (personnel
to-handle) and materiais (both instructional
and physieal), and

c) proper and cffective monitoring of the
implcmentation process and continuous
assessment of the outcome/results.

It is a .fciown fact that proper implementation of a
prograrme is not automatically guaranteed just because it has
been conoeptualiscd with utmost care and that it has been

* Prepared by RS I-lathur, Deputy Director, Directorate of Adult
Education, New Delhi, 1982.
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planned and financed adequately. Some very imaginatively drawn
up schemes, and•innovative programmes have had a sad experioncc
in the past, mainly bccause of flaws in implementation and
absence of effective monitoring system. Iherefore, provision of
a built-in system of monitoring and evaluation is advocated to
keep a: watch on the iinplementation process, ascertain regularly
how close or behind are we in relation to the targcts, why are
we in tliat State and what is the net result of the investments
being made. In short, monitoring helps in.

i) ehecking the wastage (by identifying the
reasons for poor performance and taking
reinedial action),

H) maintaining a control over the quality
of the programnie, and

iii) optimising the results

Successful implementatión of a mass literacy programme
depends to a large extent, on an efficient monitoring system.
It would be considcred effective if -

- the flow cf Information is fast;

- the data furnished is accurate and reliable;

- the data generates requisite feedback;

Let us see how feedback is central to monitoring; how it
constitutes the essence of monitoring. Considcr, for example,
the first two of the above features of an efficient monitoring
system. Monitoring, as dístinct from evaluation, requires early

1, Unesco - International Institute for Educational Planning,
Paris. Planning and Administration of National Literacy
ProgranTOes - iTpaTAepoxt. on IIEP Workshop : Arusha,-Tan^n.t
1981.
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infc^mation about how the pi' -grainme is operating. Therefore,
lt has to be fairly quick and fast and if the flow of
Information is delaycd, one should look into the reasons for
it. and try to remcdy the causes for delay - by constantly
reviewing the flow, idcntifying bottlenecks and removing thorn.

This itself results in feedback action to improvo the flow of
data. Again, when the data furnished is scrutinised and
analysed, it has to be seen if what is givcn is correct, truthful
and reliable. Data audit may be necessary to vcrify facts stated
earlier. Ihus, feedback on its reliability has to be provided;
jn the absenoe of which tendency to misrcport may develop.
Iherefore, as distinct from pure reporting, here the purpose is
to ascertain factual position, and give suitable feedback advice
to the concerned perscn/agency.

Ihirdly, the data, ás such, isnot used for
compilation purposcs. 'lhe returns from the monitoring system
have to result in action, where called for. It is not merely
for purposes of generc.ting statistics but for ensuring action
that monitoring is nccessar?'. Wlthout adequate feedback, monitor­
ing is purposeless. Moreover, it has to be participatory - the
reporting authority must know about his/hcr own efficiency in
reporting and has also a ri$it to know what is being done at
the reported levei about the issues/problems/facts stated in
the monitoring returns. If the two-way flow is absent, it is
not monitoring. In the nbsencç of this, the status of the
programtne- will remain unaffected, the quality will not improve,
the results will suffer. 'lhe diagnosis of the ailment, in
the absence of proper treatment, will mean dccay and loss.

Where are we, in relation to the above expcctations
from the monitoring system which has fortunately been opcrational
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since the programme assumcd large dimensiono in 1979- This
monitoring System is reviewed periodically, at least once a
year, where the "monitoring process itself is monitored" and
further reoriefttation of the personnel involved in it is done.

It is assumed herc that details of the monitoring system
as applicable to the AEP are already known. The subsequent
analysis is, therefore, restricted to the threc factors as
mentioned on page 2 and focus on feedback arrangements as
oonceptualised and as operational.

a) Flow of Information

The monitoring system has been ablc to maintain
a steady flow of Information from the Adult
Education Centro to the Project, from the Project
to the State/VT and from the State/UT to the
Centra}, (llational) levei. During the early
phases of the programme, monitoring returns were
not regular and were often delayed. The time
lug is continuously rcducing. Regularity in
reporting is improving and there are nov/ fcwer
defaulting proJects/States than befoi-e. However,
the Monitoring System has yet to improve substantially
with respect to coverage under the Collcges/
Universitics and the Nehru Yuvak Kendras,
practically in all States/UTs. Comparcd to
the programme of school education, the monitoring
of AEP can be described as satisfactory.

It.may, however, to bè noted that thero is still
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sufficient scope for reducing the tit.-i;; gap
in inforr.vation flow at every levei and this
is being atteinpted with fui th and convicólon.
With the support of fielG functionaries and
their propcr orientation this should Lc
possible.

b) Data Quality

It is difficult to inake any reasonable
generalisation about thc quality of data
yielded by cionitoring system. lhe quality
of data uvailable frota States/UTs at the
national levei shows that there aro various
shades cf 'good' ãnd 'bad' exanples. Ihls
difference is noticeable by States,“Vis, by
projects, by t?/pe of inforirntJ.cn sought and
so on which suggest that there is n nced for
(i) spccial orientation programmes in
Monitoring £-■ Evaluation for the fiel.l porsonnel
(P.Os, Supervisors and Instructors), (ii)
training cf Statistical Assistants in Processing
tabulation and compilation procedures,
(iii) sai.ple checks of the data repor ted to
establish reliability and curb the tcndency
to present “estinàtes" rather than "actuals",
in howsoevei’ snnll praportion this tendency may
be found. lhe project agencies havc a special
responsibillty in this regard, because if data

inforirntJ.cn
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reliabi.lity is questioned, the wholc foundation
of monituring collapses. Involvement of local
cominunity in the planning and implementation of
the progranino would act as a deterrent to mis-
reporting. Similarly, formation of district
parties, project Committees (whose mvi.ibcrs may
pay surpripc checks to o.C-xltres) would assure

prcvision of more reliable Information.

lhe appraisal studies of the programme in
States liko Bihar, Gujarat, Maharashtra,
Rajasthnn and If.mil Nadu suggest that there
is a definite need to keep the attendance and
other project records more 'strai^it' as
appreciable differences were found in the
attendance figures recorded and actually
presentin the AECs on the date of visit by
the evaluators. lhe authorities at every
levei - State, Project, Supervisory and
Centre - hava to take note of this and
should work out mechanisms to ensure a
reasonable dogree. of reliability in flow of
Information.

c) Feedback arrangenents

Apart from regular flow of Information provided
in the monitoring system, what is interesting
is that there exist l.ntermediary leveis where
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Information flow is specifically moant for
action, Ihc Supcrvisors, the District Adult
Education Officers and the State G;vernments
.consider specific action puints. Bcsides,
betwecn every tv;c leveis - the reporting and
repprted - therc is an nrmngement for twc-
way flow of Information. Therc are four
distinct lines of flow*’;

1) lhe Principal flow - Information going
frurn the adult education centres to
project agency, then to State adult
education Office and finally to the
Directcrate of Adult Eaucaticn. The
latter providing feed-back down the linc

,by the same channel.

li) lhe half-way feed-back - Ui is is intended
■ to be provided by each stage without

waiting for tho feed-back froin the Directorate
of Adult Education. Ihus, the project agency
and the State adult education officer are
expectcd to provide iinmediate feed-back on the
basis of inforrt tion received and they are also
supposed to advise the intermediate stage
people, (district adult education officer and
supçrvisors) to follow up the feed-back sent
to the operational leveis (project agency and
adult education centres).

|U) The intermediate levei fecdback -
lhe o^erótlcnal levei people have to send a
copy of the Information to the intermediate
levei - thus the adult education centre is
supposed to send a copy to supervisors, the
project agency to district adult education
officers apd the State adult education officer

, to the State Government. These intermediate
levei agencies are expected to send a feed-back

• immediately.

2. Anil Bordia, Ilnnning and Administrai!on of National Literacy
Progr&mmes ■ Ttie Indion Experience - Research Report - 47.
International Institute for Edycational Planning,Paris.1982(Unesco)
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iv) Poli o;” levei foca-bP.cl'. - lhe Dircct .rate
of Aúuit Education, which is supposcd to
receive Information in respect of the
entire programrne, is expccted to brief
the ilirãstry of Education, the Council of
Ministers and the Parliament's Consultative
Committee on Education. On 1’olicy Issues
the Ministry is expected to advise the
Directorate of Adult Education and ulso
directly the State Governments.

Howevcr, in operation, the feedback aspect
has been found to be inadequote. Usually,
the reports received do not evckc iinmcdiate
feedback. lhe ccnccpt of feedback and its
signifioanee has yet to receive full
attention?

It has also been observed that the itenis
on which feedback action is often desired
relate to .

i) Financial matters - Usually the problems
mentioncd ccncern delays in release of
funds, rigidi;/ of financial pattern, non-
existencc of budget provision for ccrtain
itens, problems relating to operatlon of
tvdgct, partieularly because of savings
or inability to spend on certain items
because of rise in costs, poor honorarium
to instruetors, etc.

Slncc any matter relating to
financial pattern has larger
policy implications these problems
are referred to Ministry of Education,
Gcvernment of India/UGC/as the case
be. lhe exact difficultics are taken
up for consideration at the appropriate
levei and decision is taken after

J. Mathur, n.S. Status Report on índia in Regional Literacy Wcrkshop
cn Research and IJvaluation, Jakarta (March yO-April 14,1981').
RCEAP, Banckok. 1981.
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cr.aniining its feasibility-
for accepting it. A concrete
instance of how problems
emorged from monitoring got
resulved is cited ai Append.tx 1.

ü) Açlministrativo tnatters

Such problcms generally relate to
delr.ys in creation of posts, non-
appointment oi' personnel as pei’
norms suggested in the project
structure, inadequate staffinj,
etc. Ilowever, for most of thcsc
problcms it is the State Government's
decision which counts. But if the
diffieulties noted are found tc
hamper the programme seriously,
these are referred to the State
Government with suitable advicc.
Moreover, such problems are also
discussed at higher leveis and in
forums like the Regional Confezenccs
of Education Secretaries and apprcpriate
decisions are taken during such méetings.

To cite ar; example, ene of
the States of the Eastern
Region experieneed the f<. 11.v-
ing diffieulties;
"ene of the major problems faced
in implementation of the programme
in the State is that the norm of
of appointing ene supervisor for
every ^0 centres has not been
accepted by the State Gove.cnment.
The supervision work, therefore,
suffers to a great extent. Prcper
supervisory arrangements are needed.
TUll-time District Adult Educution
Officers have not been prevideà and
the posts of supervisors have not



10

boen created. 'lhe responsibility
of supervision has been givcn to
Social Education Organisers working
undcr Çommunity Development Blocks,
Ihis arrangement has not worked
satisfactory and the functioning
of the centres was ftxind to be
deteriorating on this aceount."
iliis point would have to be clarified
at the earliest in consultation with
the Government concerned.

111) Technical matters

There are very infrequent references to
problcms under this category. It is
Just possible that the problcms cncounter-
cd are followed up at lower leveis, but
such reports of feedback aotion are
oonspicuous by their absence. Sometimes
problems of lack of motivation ax>e
raised, hut those too are in insignificant
proportions, Inadequate cooperation of
development departments at fleld levei is
another difficulty which sometimes gets
a possing reference. Similarly, very
little is said about organisatien of
training progranroes, teaching-learning
materiais and other technical inputs.
Iziek of adecuate cooperation in
provi.ding monitoring returns by certain
agencies like the Nehru Yuval: Kendras,
CollcGes/Universities,etc. to the State
levei officer incharge of monitoring is,
however, invariably reported.

It is here that the feedback is most
crucial as it has a direct bearihg
on the output, performance and results.
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Tho feedbaçk available thrcu.Ji lhe
monitoring returns is pursued for
action as is necessary, at thc
national levei but it would bc
interesting to know how and what
type of feedbaçk action is taken at
thc Supbrvlsory, Project, District,
Directorate and State leveis.
Exemples of repcrts on such foc<-
back action would strengthen the
monitoring system as it would then
got the due recognition from thc-
reporting agencies, lhe other
sources of feedbaçk are personal
visito, discussions, mcetinjis,
conforcnces and findings of
evaluation/appx-aisal studies. lhe
findings of appraisal studies do
indicate áreas for action so thnt
thc iiipleiiientation process gets
improved. lhe se are alsc follov/cx-.
up for action and rnost of ther.; nave
alrcddy been Jointly dis cussed by
the concerned pnrties.



li) The savings, if any, out of the
admissiblc sanctioned grant for
each projcct coulu be utilised
on the following essential items
which are presently not included
in the financial pattern of the
schemc:

a) purchaso of tat-patties/durries
for scating the participante in
the adult cducaticn centres;

b) purchase of boxes/trunks for
• stçring of teaching-learning

materiais - one for each adult
education centre; and

c) in case the adult education
centres are electrifled and
kerosene oil/lantems are
not necessary, the funds
earmarked for lighting in the
financial pattern could be
used on rcplacement of bulbs/
tube-lights, etc.

Yours faithfully,

Sd/~
(KUMUD BAiJSAL)

DERITY SECRETARY

Copy to Directors of Adult Education (all States/UTs)

Sd/-
(KUMUD BAIEAL)

DEHJTY SECRETARY
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II
LE? RMER EV7 LUZ TI01I

Ono of the criteria to determino the success
of an educational programme is to gather the evidence
about the impact it has on the learners. In determin-
ing the.impact an important factor relates to the
changes that the programme brings about in the learner
and find out the g ains that thcy derive fromthe
programme. Such changes or gains in the learners can
be known through a process of evaluation and therefore
evaluation of learners becomes one of the central
considerations in finding out the usefulncss of a
programme.

In the adult education programme the conccpt
of learner evaluation got clarified in the form of
guidelines that werc finalised by the Directorate of
7-dult Education in 1980. The guidelines cxplained
the importance of learner evaluation and pls<> answered
some of the crucial questions such as these - when
can learner evaluation be dono? what steps are
involved in learner evaluation? who will do learner
evaluation? how will the learner evaluation be done?
and the stages at which learner evaluation can be
done? Z number of Statcs/UTs started operationalising
these guidelines. Some 4 or 5 SRCs also organised
workshops on learner evaluation and tried to give a
concreto shape to the guidelines on learner evaluation
prepared and circulated by the Central Directorate
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of Zdult Edufation earlier. Thcy took steps to
prepare tools for tcsting and mcasuring the
achievements of learncrs, The progrcss has not bccn
uniform - in certain SRCs substantial work w?s done
and tools werc prcparcd aftor orç-Tiising scminars of
projcct officcrs, supervisors, instructors and cvcn
learncrs. Thcsc tools wcre thcn put to a trial in
the field and revisions introduccd for larger
Application to determine the progrcss and achievements
in litcracy, functionality and awarencss. Howcver,
there werc quite a numbcr of Statcs/UTs which still
pcrsistcd with their own methods of cvaluating the
learncrs and cid not follow conmon norrns or standards
against which learner evaluation was to bc dono. It
was, thcrcfore, considcred dcsírable to take stock of
things and consider the following issues:

- rcvicw of currcnt practiccs in
learner evaluation?

- how reliable! and valid are
these practiccs in learner
evaluation?

- how uniform are the uvalution
practiccs and whcther such
uniformity is dcsirable?

- whethcr in tho light of
existing practiccs, system-~tic
and depcndable comparisons
bctween projects, bctwccn
States, etc. arc possible?

- whcther the learner evaluation
is donc against an accepted
norm or each project follows
its own standards/norms?



- how rre the cvrlurtion results
interpreted? Whether the nced
for p common ppprorch in
interprctPtion of rcsults exists?

- whether there is p nced to work
out equivrlcnts of the cducrtion? 1
leveis pttrined by the lerrncr s

. in ZECs with those Pt the primrry
levei?

These issues demrnded scrious considemtion
especirlly bcc?use on the ono hend we wish to be surc
pbout the number of pcrHonS who btconr litorntc rnd
understPiid, in preciso terms, the cpppbilitics that
they develop pftor their prrticipption in the
programe rnd onthe othcr hmd, we know the limitptions
of the person who orgrnises thu. centre (instruetor)
rnd his brckground. The instruetor is not p.lwrys p

committed person (the selection procéôurcs, remrining
ps they pre do not necessprily succeed in finding th<_
right persons). Moreover, the trnining offorcd is,
more often thpn not, inPdequPte. The kinds of fnctors
which constmtly -'ct ps dcmotivpting elements (poor
motivption of lorrners, Irck of pttrpctivu horíbrprium,
rbsencc or lack of proper coordinPtion betwcen him/
her rnd other development functionpries) riso sometime
render him hclplcss to pc-rform his/her functions
well.

1. Some Issues in the Evrlurtion of Lcrrner Evrlu~tion
by RS Mpthur in the Rerdinq Mrterirl preprrcd for
the Mptionrl VJorkshop on bonitoring rnd Evrlurtion
of Adult Educetion Progrrmme.



It is not to suggest thpt we do pwey with
mersurcmont of results. The problcms rro gunuine
but not insurmountpble. The prgumcnt is not th?t vze
climinrte the testing proccdures, but thPt these should
be not too rmbitious -nd should be simplc, precticpblc
rnd worthy of use. 7't the srme time it mry bc noted
thrt very often the testing proccdures thcmsclves
influcnce the qu^lity of instruction/cduc"'ticn '"'nd
therefore there is p nced not to srcrificc the testing
mcthods to seck rdj ustrncnts with the instruetors
quPlity but to ensure th“t the test nv-teriPl is
rupsonrbly objcctivo and m^intPins p stcndrrd
m~tching the progrcmmu obj ectivcs/goals . How this
could be done wps the tpsk before the Workshop.

A- revicw of the currcnt practices rcverlcd
th?t different ppttcrns of cvrlupting the learners
wcre in vogue. Information gPthercd on ? qucstionnpire
circulPted to the pprticippnts in the Workshop
rovceled thFt:

out of 20 Strtes/UTs, 7 Strtes
h?d not yet developed rny cleprly
defincd models of cv^lu^ting the
lenrncrs.

- in other Strtes/UTs which mentioned
th?t such models worc prcpprcd, on
furthcr probing revorled thrt such
models wcre not in the knowlcdge of
project function-rios and in p number
of cpscs the guidelinos in this
respect wcre not properly convcycd.
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in r fcw othcr Strtes thc guidolincs
on lorrnor eveluPtion wcre frirly
systcmrticPlly f orr.iul rted ?nd wcre
riso bcing followcd but such cxrmples
wcre not rrvny. Strtes likc, Bihrr,
Hpry?n?., Kerrln, Mrhrcpshtrr, Trrnil
N?du rnd Utter Prrdcsh hPd formulPted
thc guidclincs rnd riso tools for
Icrrncr evplu~tion which wcre- bcing
rdministercd to determine- thc
rchievemerts of lerrnc-rs€ 

in r fcw other Str tes/projects it
wrs noted thrt periodic cvrlurtion
wrs clrimcd but wrs not dono in p

very systemrtic mrnncr. In some
projccts thc tests wcre prcprrcd
md conducted but the vnlidity of
these tests could not be propcrly
strted.

only in r fcw Strtcs thc modcls of
lerrncr cvrlurtion prepnrcd wcre
hclpful in determining thc rerl
outeomes of thc lerrners.

regrrding the pcriodicity of
conducting evrluPtion, the
responses reccivcd from the
pprticippnts indicPted thnt in

number of StPtc-s no system^tic .
procederes for testing existed rnd
in p fow othcrs the tests wcre
conducted only Pt thc end of
10-month period. In rndhrp
Prpdesh, Bihpr, H?ry?np, KerrlP,
í-iphprpshtrp, Rpjpsthnn, Uttpr
Prpdcsh rnd West Bcngrl there v/rs
r prrcticc of holding onc or two
tests during thc course rnd such
tests forincd the brsis of mersuring
the pchicvcmont levei of leprners.
In onc Sfpte no lerrncr cvrlurtion
wps system-ticplly dono rnd Pttcndancc
wps considcrc-d ps the sole critcrir
to declrre p person 1succcssful1.
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- thc mrnncr of intcrprcting thc
rcsuits riso revcrlcd substmtisl
vrrir-tions. Prrctice cf giving
mrrks/scores wrs gc-ncr-1ly followcd
but thc test rcsuits wcre interprc-tcd
eithcr in thc- form of grrdcs (?.,I3,C)
or Good, Z.vcrrgc-, Poor or evcn by
clrssifying thcm into succcssful
rnd unsucccssful cetcgories.

The rbovc rc-vic-w nccessitrtcd th't some
comnonly prct.-pbd procodnrcs for lerrnur evrlu-'tion
bc rgreed rnd till such time rs lerrncr evrlurtion
bcorine ?n intcgrrl prrt of thc terching-lerrning
proccss, minimum norms for testing l<rrnors rchicve-
mc-nts rt Icrst rt diffcront points of time- bc
formulrted. Therc w~s r conscnsus thrt such tests
could be conductcd rt thc end of 3 or 4 months (by
which timo sufficicnt progress in terch ing-lerrning
would hrve trkcn plrcc) rt thc end of 7th month (by
which time most of thc rerders, primers would h^ve
bccn complctcd rnd in some proje-cts thc- sccond
rerde-r might hrve bccn introdueed) md finrlly rt
thc conclusion of thc course to find. out finei output,

In view of thc nbove consiócrrtions it
pppcerod ncccssrry to do thc phrsing of norms for
lerrner evelurtion eccording to thc durrtion/contcnt
covcred through thc progrrmmc. The tnsk wns
therefore undcrt--ken of =dctermining thc expueted
levei (norms) of echicvemcnt ?t thc ene of 4 months:
suggesting thc proccdurc-s thet could be edoptcd for
testing the rchievements in rcletion to tese norms
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rnd to suggest thc^m^nncr in which interprotrtion
of rcsults could be dono. Similrr exercísc wps

undertrken for evrlurtion to be dono rt thc end of
the 7th month c pnd on conclusion of thc 10-month
p^riod. This trsk w~s undertrken in groups rnd p

suggcstivc scheme for lerrner cvrlurtion rt thc end
of vrrious phrscs is presented sepprrtcly for litcrrcy
rnd functionrlity rnd pwnrcncss compononts rt
Appcndix - IV rnc V. In pddition, ono of thc groups
rlsò operrtionrlis cd thc steps irvolvcd in lerrner
cvrlurtion in rclrtion to thc period covcrcd by thc
host projcct (Nilgiris Projcct in Trmil Nrdu). The
concrctisption of this cffort hrs been presented in
Tppcndix -VI.

It wps fclt thrt in vicw of thc expcricnccs
pvpilrble, therc wps p necd for those Strtes/UTs to
fr?mo guidelines on leprner cv?lu*tion where those
hrd not yet been formulrtcd. Furthcr, concreto
models would hrvo to be dcvclopcd for boing prrctiscd 1
sq thPt by thc time thc next revicw trkes pl?cc, thc
lrgging Strtes/UTs move forwrrd rnd rttrin mrtching
progress with those where rlrcrdy evrlurtion plPns
pre frirly well dcvelopcd.
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The purpos.- of chis chapter is to de^eloe a conceptualiza™
tion that will assist in drawing implications about ths prac-
tice of evaluation under :<■ educational syscem incorporetinn
the principias of lifelong educatitn. In order co do chis it
will be necess: ry botb upecify 'rhf.’: are the ccr"n features
of activities that are refarred to as "evaluatior." as •..•ei'-.
to isolate a set of chr.recteristics that ’aad to useful oi:--
tinctions between various types of evaluation that differ in
significant ways. The strategy here involvas rnaking distinc-
tions from which inipi ications r.bout prrctíce can be drawn. Al-
thovgh it nas 'Iready teei .oinced out thtc rspcctc of eva’
uation cannot bs treaied in detaii in thi; repom. ti.s óistinc-
tions to ba inata at >::st lard to ctuprahsnsiva typplnry
or frarcewohk for ali of a"a'iuction.

Sefining Evaluation
Educational evaluation incorporatas a great many diverse

activities and functions. Assigning marks to learners, select-
ing individuais for special opportunities or training, apprais-
ing the parfor.iiance of taachers br the quality or instructional
materialSs assessing the effectivenass of various approaches to
instruction. and many other kinds of activities are all cor.non-
ly referred to as "evaluation". As a rasult; atiempts to for-
mulata neat definiticn.. o; .he ‘ield •■ith clsa” -cut inclusion
and exclusion criteria tend to produce unsacisfactory results.
It is ‘./iser to follov.' th.i 'dvicc of ?ayne ('."7A) :nd pronosc
qualitative cnfracter^stic? cr din.ensions. ttl of wnich 'icsi. t".
present to a substancia1 deçrec if an activity is co ba ■:
scribed a» evrluacion. Ti-.p fou charr.cteristfcs gi»en bely./
have been forículated so ;s to appi'» to all o.' ths spccific
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types of evaluation to be distinguished later (1).

Evaluation in education alwags involves an appraisal of
the desirability of events or conditions associated with learn-
ing and teaching. The special nature of evaluation is closely
tied to the appraisal of desirability. But in order to make
such appraisals, Information and evidence must be interpreted
in terms of some value System. It has been common in much eval­
uation practice to ignore this underlying value base as if the
grounds for establishing desirability were self-evident and
universal. An evaluation theory and technology developed to
serve traditional schools in a relatively homogeneous social
context can of course pretend for a time that there is nothing
controversial about whatever criteria are being applied. Still,
even from within evaluation serious questions about this very
issue have been raised of late, Stake (1973) providing a salient
example.

All comprehensive views of what education shouid be like
are built around values. Specific evaluation criteria are in
turn derived from those values. Since prevailing philosophies
of educational practice differ in many respects, it follows that
associated evaluation criteria will differ as well. It is read-
ily conceivable that an educational practice might be judged as
desirable under one set of criteria and undesirable under an-
other. Tractable, diligent, but teacher-dependent children
might be a credit to a school in the eyes of some, while others,
favouring independence and liveliness in children, would find
such an outcome highly undesirable.

Evaluation is thus inevitably based on value considerations
which are not empirically given and not necessarily universal.
The need to interpret events in terms of desirability in part
distinguishes evaluation from basic inquiry in the social Sci­
ences. The latter can often operate under the more detached
perspective of description-, prediction. and, where possible,
explanation.

Evaluation in lifelong education cannot avoid the explicit
examination of its own value base. The broad principies of
lifelong education are 1ikely to be interpreted differently in
different societies, or even by groups within the same society.
This is especially the case at the levei of concrete evaluation
criteria. The choice of evaluative criteria is in a real sense
the concretization of values and as such the most criticai as-
pect of any evaluation.
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Evaluation is an experientially grounded activity carried
out in a systematic and orderly manner. It was suggested at
the beginning of this book that evaluation of any kind, whether
casual or formal, always involves a process of "finding out".
Some kind of evidence or experience is necessary as a starting
point if an evaluative conclusion is to be reached. Concern
here will be primarily with evaluation in its more formal as-
pects. That is, the types of evaluation considered will all
depend on systematic examination and investigation rather than
on haphazard observation or casual impression. Systematic eval­
uation more often than not. involves the collection and inter-
pretation of a formal, numerical type of data. However, other
types of evaluative activity such as the content analysis of a
written curriculum may be just as systematic and equally perti-
nent,

Evaluation is typically a field activity in that the In­
formation it utilizes is collected mainly in situations where
learnjng activities occur in their natural settíngs. Most of
the Information collected in all types of evaluation evolves
from what are often described as "field" or "naturaliStic" set-
tings. In contrast, basic educational research often makes ex-
tensjve use of Information collected in deiiberately artificial,
controlleo situations such as the laboratory experiment. When
learner performance is the phenomenon being evaluated, achieve-
ment is often measured in formal and somewhat artificial situa­
tions such as that typified by the standardized achievement
test, However, even in the latter case the information gener-
ated will, it is hoped, reflect skills and capacities developed
by learners in schools or other educational settings.

Almost any educational idea can be made to look successful
under ideal conditions. Much can be learned in experimental
demonstration schools, and evaluation has its place there as
well, but generalization to the world of typical schools re-
quires testing in that world. Evaluation in Scriven's (1967)
terms may be "formative" in the sense of being concerned pri-
marijy with improving various aspects of educational programs
or curricula, or it may be "summative" in the sense of render-
ing an overall judgment of quality. But both approaches be-
come more and more useful as the context in which they operate
approximates the context in which the program or curriculum is
ultiqiately to be used.

Evaluation also tends to be most useful when those involved
have direct contact with whatever is being evaluated. Teachers



26 Lifelong Education and Evaluation Practice

evaluating learners ordinarily have such contact. However, the
evaluation of educational practice is often conducted by spe-
cialists rather far removed from the actual source of the data
under appraisal. This situation is admittedly hard to avoid
when the evaluation is large in scope, involving many institu-
tions. Still, steps can be taken to mitigate the separation.

When evaluators do not have direct contact, significant
events may go unnoticed. Much has been written about the im-
portance of identifying "unintended consequences" associated
with instruction. It is particularly easy to miss such conse­
quences when goals are spelled out in advance in terms of rel-
atively specific learning objectives and where the information
collected in the evaluation reflects only those pre-determined
objectives. Often relatively little is learned when this ap-
proach is taken. Scriven (1972) has even advanced the concept
of "goal-free” evaluation. He suggests that real goals and
objectives should be deduced directly from educational activi-
ties and materiais rather tnan from formal statements about
goals and objectives which, while designed for public consump-
tion, may have little correspondence with reality. In this
model the evaluator would remain naive as to the goals of the
educational activity while collecting the data. An attempt
would then be made to "guess" those goals based on what was
observed. The "real" goals and the "guessed" goals could then
be compared for congruency.

Evaluation is always undertaken in order to facilitace
decision-making or policy formulation. This principie may ap-
pear to be something of a truism. It nevertheless deserves
constant reiteration because it is all too easy to fali into
the practice of collecting Information merely for its own sake.
Educational research (as distinguished from educational evalua­
tion) is often conducted in order to contribute to general
knowledge rather than to any particular decision needs. In
contrast, evaluation should always be guided by concern for
how the information is ultimately to be used and for what pur-
pose it is to be used. Evaluation involves deliberate expen-
diture of time and resources that might otherwise have been
assigned directly to the teaching and learning process. It
must have a strongly utilitarian orientation. This does not
mean that evaluations need be so rigidly planned and structured
that the unintended outcomes referred to above cannot be de-
tected.

A distinction is made here between decision-making and
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policy formulation. These terms refer to leveis on a hierarchy
of application. Decisions are often specific manifestations of
broader policies, and evaluation is relevant to both. In the
understandable effort to be highly precise about the nature of
evaluation a number of influential writers on the subject have
developed conceptualizations which stress immediate, situation-
specific information needs, and which tend to ignore evaluation
for the purpose of guiding policy formulation. Stufflebeam
(1968), Provus (1971) and to some extent Alkin (1969), all writ­
ers particularly concerned with the evaluation of curricula or
programs, have seen the uniqueness of evaluation as lying in
its close tie to educational decision-making of a very immedi­
ate kind. There is a corresponding tendency to develop evalua­
tion models for situations in which identifiable "decision-mak-
ers" face specific "decision-alternatives".

This point has been carried further in the notion that
evaluation should not attempt to generate information that is
useful beyond a particular situation, Thus, Worthen and Sanders
(1973) suggest that the function of evaluation be narrowed to
the point where, “...the object of the search becomes non-gen-
eràlizable information on performance characteristics of a spe­
cific program or process..." (p.23). This statement implies
that an activity is truly evaluation if and only if its find-
ings cannot be applied in any other situation. But this would
mean that evaluation is irrelevant to the formulation of policy,
since by definition the latter does generalize to a variety of
situations. Certainly this limitation is unnecessarily restric-
tive.

Other writers, especially in the field of curriculum, have
taken a broader perspective by refraining from any attempt to
oraw a firm line between evaluation and general educational re-
search. Heath (1969) suggests that one of the three basic func-
tions of curriculum evaluation is generalization, e.g., contrib-
uting to a body of knowledge about the design of curricula.
Payne (1974) sees the distinction between curriculum evaluation
and educational research as merely a matter of emphasis. This
is the approach taken here. The more delimited conceptions of
evaluation referred to above are nevertheless useful, especial­
ly where applied to innovative programmes being installed in
schools or other highly structured situations.

Taken together, the four principies just discussed define
a broad domain of functioning for educational evaluation. Each
is open to great variation in degree of application. It is not
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surprising that individuais may disagree as to whether or not
an activity is primarily evaluative or not. This does not de-
tract from the usefulness of the principies. It merely reflects
the fact that evaluation and general educational research occusy
different positions on common continua.

Distinguishing between Different Types of Evaluation
There appear to be five criticai characteristics which cr-

ferentiate between different types of evaluation. Three of t-es
appear to be especially important within the perspective of lífe
long education. For present purposes these characteristics
be presented as defining discrete categories, in all but one cas
dichotomies. Later on it will be shown that all combinations c£
these characteristics are plausible, yielding the comprehensive
classification System for evaluation referred to earlier.

In OverView, the basic nature of any evaluation can be de-
scribed in terms of the following:

1. Referent, or whether or not the evaluative judg-
ment is to refer to the learners themselves or
to the conditions that accompany learning.

2. tevel, or aggregate levei at which a decision is
to be made or policy formulated, beginning with
(a) individual learners, and extending through
(b) organized groups of learners, (c) educational
institutions, and (d) educational Systems incor-
porating a variety of component organizations.

3. Functlon, or whether the strategy of the evalua­
tion is (a) formative or (b) summative.

4. Agenc, or whether the person or persons respon-
sible for conducting the evaluation occupy (a)
internai or participant roles or (b) externai
or non-participant roles with respect to the ed­
ucational activities being assessed.

5. Goal, or whether the purpose of the evaluation
is to assess educational outcomes which can be
(a) fully specified in terms of desirable ter­
minal States or (b) are open-ended in the sense
of never being completely specifiable in terms
of terminal State, possible instances, etc.
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Each of these characteristics can now be defined more ful-
1y ard their implications for the practice of evaluation made
explici t.

The Evaluation Referent

Evaluation incorporates two very large classes of activity
oroinarily kept separate in theory and practice. The first of
these has as its purpose the evaluation of learners themselves,
and will be referred to in the discussion that follows as l-
Evaluation. In this form of evaluation some sort of appraisal
is to be made about the desirability of one or more character-
istics of the learner, ordinarily for the purpose of facilitat-
ing decisions that have to be made about that learner's future
activity. Sometimes this is a decision that learners make them­
selves, and at other times it is made by others, as will be ev-
ident when the additional distinction is made between the agents
o( the evaluation. There are obviously a variety of types of
L-Evaluation including traditional academic evaluations for the
buroose of helping learners who are experiencing difficulties,
placement evaluations for the purpose of deciding at what point,
in a sequence of content, instruction should begin, and personal
evaluations that precede individual counseling.

The second basic class of evaluation referents is made up
of the conditions under which learning takes place. c-Evalua-
cdc.n assesses the effectiveness or desirability of all condi-
tior.j, planned or accidental, that are potentially significant
aspects of intentional learning activity. These include the
learnir.g/teaching process, the instructional materiais, the
institutional (or non-institutional) context in which the ac­
tivity is located, and the inter-action of learner character­
istics with other conditions. This evaluative referent is of-
ten >-eferred to as either "program" or "curriculum" evaluation,
though writers using the respective terms typically emphasize
somewhat different evaluative criteria. The evaluation of
teachers is implicitly included under C-Evaluation, although
it could be assigned an independent status as a third category
if it were useful to the discussion.

In many ways L- and C-Evaluation are parallel activities,
although L-Evaluation is most often conducted by participants
involved in the learning process, especially teachers and learn­
ers themselves. Systematic C-Evaluation is usually the domain
of people who are externai to the learning process, frequently
with more of a researcher‘s, as contrasted to a practitioner's,
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orientation. Still, the two types of evaluation often utilize
the same kinds of Information at a different levei of aggrega-
tion. But they contribute to different types of decisions, and
it is to the relationship between evaluation and decision-making
that we should turn next.

Levei of Decision-Making and Poli cg Formulation

Goodlad (1966) has suggested that all educational decisions
can be classified within one of three different leveis, each cor-
responding to one of the basic types of educational resources
that a society may make available to its citizens. In a more
recent treatment of this classification, Goodlad (1975) describes
the leveis as "instructional (tutors, teachers, books, resoonsive
machines, for example), institutional (institutions whose primary
function is designated as education), and socíetj.1 (aspects ot
living having potential for serving an educational function)",
p.13.

Perhaps the most important implication of Goodlad's analy-
sis is its recognition that direct means of delivering education
are by no means confined to interactions among teachers and
learners in the classroom, An institution such as a school can
have an impact that is more than the sum of what is occurring
in its separate classrooms. Institutions as a whole have "cli-
mates" that presumably can affect learning. Teaching and learn-
ing can even be organized on an institution wide, rather than a
classroom basis. Likewise, large Systems that transcend or in-
corporate individual institutions such as schools, or that are
quite separate from formal schooling, may have societal out- -
comes that are traceable to the System as a whole.

This idea of resources and decisions at different leveis
has been elaborated by Suchodolski (1970) in his concept of a
"third pedagogy". On the one hand this third pedagogy is iden-
tified with the "...contents and structure of the whole school
System in which the different schools function", a system which,
for example, may "allow an easy flow of youth to the highest
leveis or which may set obstacles in the way" (2). Likewise,
"...the education of youth is not the exclusive business of
schools but is the result of activities on the part of many
other formal and non-formal entities". Both Goodlad and
Suchodolski thus suggest that direct educational impacts can
be engineered at the societal levei through school systems as
well as through other Systems that are independent of school-
ing. This same emphasis is implied in a variety of ways in
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writings on lifelong education. Any comprehensive treatment of
evaluation must take into account the levei at which decisions
and policies are to apply.

In a paper concentrating on the topic of evaluation it
seems useful to make two modifications in the conceptions pro-
vided by Goodlad and Suchodolski. First, an additional distinc-
tíon can be made at the instructional levei where evaluation
can be concerned either with the individual learner or with
learners assembled in Interactive groups. For example, a teach-
er could select a set of instructional materiais for a single
learner or for a group of learners. Learners could be evaluated
as individuais or as co-operative learning groups where all in­
dividuais receive a mark for the group, and so on. This addi­
tional distinction has been made at the instructional levei be-
cause the lifelong education literature emphasises both individ­
ual, independent learning as wel1 as co-operative or inter-learn-
ing.

In addition it appears to be better for present purposes
to use the term "system levei" instead of the term "societal
levei" or "third curriculum". This is solely by way of being
more specific about the referent of the evaluation. At this
third levei evaluation addresses the Information needs of large
Systems incorporating more than one educational institution in
addition to Systems which, while perhaps originating in a single
tnstitutional base (television network, publisher, government
agency, etc.), are widely diffused throughout a society. Eval-
uative conclusions are then more readily seen as pertinent to a
specific system operating within a society rather than as refer-
ring to a society-wide "third" curriculum. The Systems referred
to here, by the way, may or may not extend through the entire
society. Thus, local school systems under a decentralized ed­
ucational authority would be found at the system levei.

The distinction between L- and C-Evaluation and the four
leveis of decision-making taken together define a preliminary

assification system incorporating the basic classes of deci­
sions facilitated by evaluation. Table 1 provides examples for
each of the resulting categories to help clarify what has been
presented up to now.

The examples listed in the two columns of the table cor-
responding to L- and C-Evaluation should clarify the fact that
the former always involves a conclusion about learners and the
latter a conclusion about the conditions that mediate learning.
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TA8LE 1

A PRELIMINARY CLASSIFICATION SYSTEM COMBINING
EVALUATION REFERENT AND LEVEL OF DECISION OR POLICY ADDRESSED

Levei of
Decision
or Policy

Rcferont

L-Evaluation C-Evaluation

Individual

Independem learner conducts
self-evaluation of own prog-
ress in achieving a goal

Assessing present reading lev­
ei in determimng where to
start a learner in e.g a se-
quenced reading program

Search by an individual learn­
er for most satisfactory //ay |
of accomplishing some learning i
goal j

Comparing et fectiveness of var-
ious mdividualized approaches 1
to teaching e g. reading for ;
learners with certain charac- |
teristics

Group

Assigning learners to learn-
ing groups so as to facilitate
certain patterns of coopera-
tion among members

Monitoring actuai progress of
a learning group against rate
of progress eslimated to be
appropriate

Comparing alternative patterns
of grouping the members of a
given class to promote learner
satisfaction and progress

Comparing different approaches
to grotip study for learners
with certain defined charac
teristics

Institution

Assessing competencies and
skills of learner pool in
order to establish pnoriues
for a school curriculum

Identifying and recruiling
learners witb defined charac*
teristics for a local work-
study program

Comparmg different curriculum 1
materiais for appropnateress
at scbools enroibng certain
types of learners |

Comparing different patterns
of combining practical wnh
academic learning m work-
study programs

System

Identifying sub populations
needing re-trainmg because
of changes in certain work*
roles

National survey of indepen­
dem study skills of learn­
ers at the completion of
secondary school

Comparing various formal and
informal modes of education |
in terms of utilization by a |
given sub-population

Assessing a written national
curriculum against critena
derived from the principies of
lifelong eduction
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There is a deliberate parallelism between juxtaposed examples
in the two columns, and as a result it is probably most useful
to read the two examples in each horizontal pair successively
before goíng on to the next pair. Thus, the first pair of ex-
ample has, under L-Evaluation, an individual learner assessing
his or her own progress, presumably toward some personally de-
fined goal. The corresponding example under C-Evaluation has
an individual learner choosing between alternative methods of
acnieving a goal, implying that he or she is evaluating the
conditions under which learning is to take place.

In the C-Evaluation example listed in the Table it should
be clear that the decisions or policies at which the evaluation
is directed are to be implemented at the levei in question, but
they do not necessarily apply only to the given individual,
group, institution or even system in which the evaluation was
conducted. In other words, the Information resulting from the
evaluation could be situation-specific or it could be general-
izable across a variety of similar situations. The first ex­
ample under C-Evaluation, group levei, is specific to a partic­
ular classroom. It implies a kind of internai evaluation that
a dedicated teacher might conduct. The second C-Evaluation ex­
ample in the same levei is intended to produce generalizations
applicable to any classroom enrolling learners from the pop-
ulation studied in the evaluation. This merely reflects the
earlier conclusion that evaluation can and does produce general-
izable, in addition to situation-specific, Information.

It might also be pointed out that portions of the national
evaluations conducted as a part of the multi-national curriculum
evaluation study reported by Skager and Dave (1977) and de-
scribed in the previous chapter, fit under the last example in
the Table 'system levei C-Evaluation). For countries involved
in the study, all with centralized educational authorities, the
written curriculum is of course an example of an influence that
operates at the system levei.

Table 1 presents what amounts to a slice or section of the
full treatment of evaluation being developed here. However,
the classification system in Table 1 does stand on its own in
defining the basic categories of decisions addressed by evalua­
tion. The remaining characteristics distinguish between types
of educational goals, evaluation processes, and evaluation
agents in ways that appear to be pertinent to lifelong educa-
tion.
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Formdtive and Summative Evaluation Functions

The distinction between formative and summative evaluation
made originally in the paper by Scriven (1967), has been elabo-
rated extensively by other writers. Probably the best argument
for importance of formative evaluation is still the earlier pa­
per by Cronbach (1963), to which Scriven's later paper was in
large part a response. Cronbach, writing on the role of eval­
uation in "course improvement” (in present terms C-Evaluation
at the instructional levei), maintained that, "The greatest Ser­
vice evaluation can perform is to identify aspects of the course
where revision is desirable” (p.676). The idea of generating
information to be used for revising or improving educational
practice is at the core of the concept of formative evaluation.
Cronbach saw little utility in summative evaluations comparing
one course against another, such as a new course or curriculum
against prevailing practice. This nevertheless remains a typ-
ical approach to summative evaluation, implying some sort of
final, over-all comparison of one alternative against another.
Cronbach's position was that differences between courses or cur-
ricula observed in summative evaluation might easily be elimi-
nated or even reversed if formative evaluation were used to im­
prove one or other of the alternatives.

The concept of formative evaluation has broadened since
Cronbach's paper was written. Bloom, Hastings and Madaus (1971)
extended it to L-Evaluation at the individual levei in their
analysis of evaluation in the process of teaching and learning.
Here formative evaluation concentrates on providing feedback to
learners and teachers for the enhancement of learning.

Formative evaluation appears to be a much more positive
and constructive function than does sumnative evaluation. It
seeks to improve or facilitate educational practice. Summative
evaluation is much more concerned with judging and selecting
in both L- and C-Evaluation. Nevertheless, summative evalua­
tion is a function that cannot be dispensed with. It is true
that in the past the summative evaluation of learners by tradi-
tional academic marking Systems and for the differential dis-
tribution of educational opportunity has had many negative as­
pects. The literature on lifelong education contains frequent
references to the socially restrictive aspects of traditional
grading and promotion Systems (e.g. Parkyn, 1973). Some of
the central proposals of lifelong education were formulated as
alternatives to traditional practices in L-Evaluation. Still,
many of the examples of types of evaluation in Table 1 are sum-
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mative in nature. Elimination of the more negative aspects of
summative evaluation has to do in any case with the restructur-
ing of education itself.

It appears, then, that both evaluation functions are rele-
vant to evaluation under lifelong education. Presumably there
would be a greater emphasis on the constructive aspects of for-
mative evaluation than there is at present, especially in the
treatment of learners.

The next distinction, that between internai and externai
agents of evaluation, is important because of the probably
greater emphasis under lifelong education on the role of inter­
nai evaluation agents. Internai evaluation by participants in
an educational process would tend to be formative in nature,
and this also argues for greater utilization of the formative
funçtion.

Externai and Internai Evaluation Agents

Much of the earlier writing on formative and summative
evaluation has recognized at least implicitly that those who
conduct evaluations can have one of two kinds of relationship
with whatever is being evaluated. On the one hand the evalu-
ator can at the same time participate in the educational pro­
cess as a seif-directed learner, as a teacher attempting to
apply or use some method or procedure, or as a developer seek-
ing to improve learning materiais or the context in which learn-
ing occurs. Part of the notion of participation is contained
in the idea that the individual in question has a role in the
situation that includes responsibilities in addition to evalua­
tion. Participation also implies some sort of corrmunality of
concerns and activities between evaluators and other partici­
pants. It may even imply that all participants in an educa­
tional enterprise share some of the responsibi1ity for evalua­
tion. One example of this will be presented in a discussion of
the advocacy model in the final Chapter. Rather than assessing
the efforts of Others, internai evaluation agents assess the
desirability of events or conditions for which they are them-
selves at least partly responsible.

On the Other hand, evaluators are externai evaluation
agents whenever their responsibilities in a given situation
incorporate only evaluation. Even the teacher can be an ex­
ternai agent when evaluating learners in L-Evaluation, partic-
ularly when the learner is the passive object of the evaluation.
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In C-Evaluation, typical evaluation practice has usually taken
it for granted that an evaluator is properly an externai-agent
with a different and in some respects higher status than the
participants in the activity under evaluation. Administrators
evaluate teachers. Outside experts, from government or univer-
sities, evaluate curricula, programs, and other conditions sup-
posed to facilitate learning. Externai evaluation agents are
often preferred because their lack of personal responsibi1ity
for the events or conditions under evaluation presumably en-
hances their independence and objectivity.

It is understandable that formative evaluation tends to be
associated with internai agents and summative evaluation with
externai agents. Formative evaluation for the purpose of im-
proving an educational activity requires close contact with a
situation and participation is one way of achieving such con­
tact. Summative evaluation is more judgmental and often ter­
minal. Here the objectivity of the externai agent has appeal.
However, there is no one-to-one relationship between the nature
of tne evaluation agent and the evaluation function. Evaluation
agents who are externai and who are responsible only for eval-
uative functions can and do conduct formative evaluations. In­
ternai agents who have responsibi1ities in an educational pro-
cess also may be responsible for summative evaluation.

It is clear that lifelong education would place much great-
er stress on the utilization of internai evaluation agents than
has been the case in the past. The principie of self-learning
directly implies both willingness and competency on the part of
learners in regulating their own activities through self-eval-
uation. This is recognized by Dave (1973) who also stresses
the enhanced role of the formative evaluation function, espe-
cially in L-Evaluation:

"The chief purpose of evaluation should be to improve
achievement rather than just measure it for the pur-
poses of classifying students or issuing certificates
to them. Evaluation of educational achievement should
be improvement oriented". (p.41)

The principie of democratizaeion likewise suggests greater
emphasis on internai evaluation agents under lifelong education.
This principie emphasizes participation and the reduction or
elimination of many types of status barriers among participants
in the educational process. The concept of the internai eval­
uation agent is thus not restricted to seif-evaluation by learn-
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ers or groups of learners working co-operatively. ATI partici­
pants can act as internai agents, and this includes instances
of C-Evaluation in which participants in an educational process
evaluate their own attempts to create and maintain optimal con-
ditions for learning.

There is no intent to suggest here that internai evaluation
is necessarily more valid than externai evaluation, or that the
latter does not have an important role in 1ifelong education.
Both types of evaluation could be invalid by being based on in-
accurate Information. Both could also be referenced to poorly
thought out or irrelevant standards.

Internai evaluation on the part of the learner does not ex-
clude comparison of one's work with that of others. What others
are able to do is a valuable source of Information about one's
own progress, assuming that the Information is not used in a
seif-destructive way. But the learner in this case is still the
evaluation agent. Also, internaiization of the evaluative In­
formation (as evidenced in its application or use by the learn­
er) can occur whether the agent is internai or externai. Many
would doubtless argue that internaiization is much more likely
if the learner or participants are active as evaluation agents.
But seeking out the evaluations of others, getting them to serve
as externai evaluators, does apply an initiating and, hence,
partly autonomous role.

Specified and Open Educational Goals

The discussion of evaluation criteria in the previous chap-
ter made it clear that 1ifelong education incorporates struc-
tural and organizational goals as well as a variety of goals
relating to the personal development of learners. It was sug-
gested that under the lifelong education framework the former
a^e not merely valued as "means" toward certain types of out-
comes in learners, but are in fact assigned independent crite-
rion status. Just as it is desirable to foster certain types
of personal growth in human beings, it is also desirable to fa-
cilitate certain types of development in institutions and struc-
tures associated with education. This relates very closely to
the notion just discussed of possible independent (e.g., over
and beyond events in the classroom) impacts of institutions and
larger systems on learning and learners.

OPEN-ENDEO GOALS: The illustrative criteria and specifi-
cations presented in the first chapter are virtually all "open-
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ended". That is, they indicate desirable directions of contin-
uous development rather than closed, terminal States about
which it can be said with finality that a given goal has been
fully achieved. Even something so straightforward, for example,
as integration between the educational functions of home and
school is not really definable in a meaningful sense in terms ■
of an ideal State of home-school integration. Hundreds of in­
stances of home-school integration could doubtless be proposed.
But even such a long list would probably not be exhaustive of
all the possibilities and might wel1 include instances that
would be unacceptable in some societies and desirable in other
societies. In other words, a State or condition of home-scnool
integration is an ideal that can be approached but never fully
achieved, just as the limit of a mathematical function can be
approached but never reached by the curve representing that
function. It is possible to propose and recognize instances
(and non-instances) of home-school integration. It is even
possible to demonstrate that one institution or System shows
more instances of such integration than does another. But it
is not possible to State with confidence in any concrete way
what a complete or ideal State of integration between the home
and the school would be like. Anyone who was foolish enough to
attempt to do so, would doubtless threaten cultural, political,
or economic values held by large segments of the earth's popula-
ti on.

Integration between the home and the school is a structural
principie subsumed under the Horizontal Integration cluster,
but similar examples could be given for criteria from the other
clusters. Select any criterion under Democratization, for ex­
ample, and see if it is possible to define concretely an ideal
State in which all possible instances are included and all non-
instances clearly excluded. There are many ways in which any
of these principies can be implemented, but full implementation
remains an elusive abstraction.

The same is true for goals relating to learners. The var-
ious criteria of Self-Growth and Self-Directed learning mainly
suggest ideal States that provide direction to efforts rather
than inform that a goal has been reached. The importance of
open-ended educational goals was stressed by Cronbach (1971)
in his distinction between three stages of education: (a) the
establishment of basic (though static) knowledge and skills
through training, (b) the development of intelligent analysis
and problem-solving and (c) the fostering of Creative and self-
expressive production. The explicit goals of lifelong education
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tend to fali into the latter two categories, although the first
or basic skills category is certainly implied as well, since it
is essential to the development of the other two. The latter
two stages were also characterized by Cronbach's as "open-ended".
Analysis and problem-solving usually allow for multiple pro­
cesses of solution. Creative and seif-expressive acts are not
even predictable. They can be recognized when they occur (though
not necessarily immediately), but they cannot be encapsulated
within a definition that anticipates all of the possibi1ities.

There appear to be at least four possible characteristics
of open-ended educational goals. Each taken alone would define
an open-ended goal, but they are probably more likely to appear
in various combinations, with the first characteristic probably
always present. Open-ended educational goals:

1. are continuous in the sense of not having a con-
cretely definable or predictable terminal point
of attainment;

2. may incorporate an infinite set of manifestations
by being transferable or applicable to a wide va-
riety of situations and contents;

3. may represent meta- or second-order abilities that
interactively combine other, less complex skills
and competencies; and

4. may be represented in characteristics which com­
bine in complex ways cognitive and affective fac-

. ets of the personality leading to self-transcendent
behaviour manifested in commitments to ideais.

The four characteristics are stated in terms of the devel­
opment of the personal characteristics in learners. It should
be recalled that organizational and structural goals can also
be open-ended, especially in the sense of (1) above.

Open-ended goals can be measured. Chapter 4 will in part
deal with the construction of definitions that lead to the as-
sessment of instances of such goals. Appropriate definitions
make it possible to recognize instances of open-ended goals
when they occur and hence to count or otherwise assess their
degree of attainment. But such definitions cannot specify a
terminal State in which the goal has been entirely achieved nor
do they predict all of the possible instances.
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SPECIFIED GOALS: The first stage of Cronbach‘s (1971)
continuum incorporates "closed" goals for which a desired State
of accomplishment can be clearly stated. When applied to educa­
tion the notion of something being "closed" is of course pejo-
rative, and it seems more accurate to describe such goals as
specified, simply because susceptibi1ity to precise delineation
is their most important characteristic. The process of specifi-
cation involves making a relatively abstract goal statement
more concrete by developing one or more precise rules as to how
manifestations of the goal are to be recognized. Such rule-
statements may refer to the actual performance of learners or
to characteristics of an educational process or institution.

Specified goals by no means need be trivial. The kind of
specified goals we are interested in form the basic building
blocks from which higher order learning must evolve. They com-
prise much of the early curriculum and often encompass knowl-
edge domains that are very large in terms of the number of ele-
ments contained. But at the same time it is true that school
curricula can emphasize the achievements of specified goals
that 1iterally lead nowhere (e.g., memorizing material that
does not contribute to further learning) or perseverate at this
levei by failing to challenge learners to develop higher order
skills. Old-fashioned, rigid curricula emphasizing memoriza-
tion and rote learning were of this kind. The danger is not in
specified goals themselves, but rather that the curriculum
might be aimed solely at this levei.

The next chapter will compare several models for defining
specified educational goals and also describe the various func-
tions of L-Evaluation in the achievement of such goals. How-
ever, at least two examples of specified goals can be given
here in the form of the familiar behavioral objective.

After reading an editorial taken from a nationally
distributed newspaper in his or her first language,
the learner will be able to select those points of
view presented in the editorial from a longer list
of points of view about the same topic.

This first example involves a relatively low levei reading
comprehension skill. It asks only for recognition rather than
for production (e.g., where learners themselves generate the
list without the stimulus of a prepared list). The task as de-
fined does not require inference (assuming the editorial was
clearly written) or analysis, let alone synthesis and evalua-
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tion. Still, being able to recognize the basic points that a
writer is making in connected discourse is an essential step in
the development of the ability to read with understanding. The
performance is specified, but non-trivial.

Specified goals may also refer to performance at higher
leveis of cognitive or affective functioning.

After reading a discussion in which the author makes
a prediction about some future event or State, the
learner will identify (by listing) the bases for the
conclusion, distinguishing between factual evidence,
argument and assumption.

The second objective requires the analysis of written ma­
terial as well as the ability to distinguish between evidence,
argument and assumption. It appears to incorporate at least
two types of higher levei functioning as well as the ability to
produce, rather than merely recognize, a correct response. The
objective could be elaborated with specifications as to diffi-
culty of the reading passage, subject matter, and so on, but it
does serve to illustrate that specifiable goals can refer to
relatively high levei performance.

A potential source of confusion between educational ob-
jectives derived from open-ended goals and those reflecting
specified goals lies in the fact that it is usually possible
to derive a specified objective from an open-ended goal.
For example, the Unusual uses Test which is purported to mea-
sure certain aspects of creativity requires that respondents
list as many different uses for various common objects (e.g.,
a brick) as they can think of. The test is commonly scored for
the number of meaningful responses over and beyond the common
use of bricks for construction. This domain of responses is
genuinely open-ended in that unique, unpredicted responses may
always be given by individuais. There are no limits defining
the maximum possible score. However, a specified objective can
be derived for this open-ended task simply by specifying an
arbitrary standard of performance, such as the following: "The
learner will give at least five acceptable responses to the
Unusual uses Test administered under standard conditions". The
imposition of an arbitrary limit when the test is scored for
total number of correct responses establishes a specified do­
main of performance with absolute limits within a much larger
open-ended domain.
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The distinction between open- and specifiable goals is
especially important for evaluation under lifelong education.
It will be shown in the two chapters that follow that the two
types of goals lend themselves to quite different strategies
of evaluation, especially as related to the crediting or cer-
tifying of learner achievement.

A Classification System for Evaluation
Considered together, the five characteristics discussed in

the previous section comprise a System for classifying differ­
ent types of evaluation. This system appears to be applicable
to evaluation operating under virtually any form of education.
It is useful here as a means of identifying particular types of
evaluation that would be especially important or common under
lifelong education.

Referent Levei Function Agent Goal

L-Learner 1-Indi-
vidual

1-Forma-
tive

1-Inter-
nal

1-Open

C-Condi- 2-Group 2-Summa- 2-Exter- 2-Speci-
tions tive nal fied

3-Insti-
tution

4-System

An Evaluation Index for Differentiating Between
Types of Evaluation Based on Five Characteristics

FIGURE 1
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The five boxes in the figure can be thought of as regis-
ters which might display an index combining any of the sub-
categories of each of the five characteristics. In all there
are 64 possible combinations, far too many to illustrate here.
All, however, appear to be plausible, and a few illustrations
are certainly in order.

L-llll: This combination refers to a very cornnon (and
highly relevant) kind of evaluation. It has already been re-
ferred to as seif-evaluation, in this case as relating to the
learner's own development along some open-ended goal continuum.
An individual using self-selected criteria to assess the quality
of his or her own developing capacities in design, esthetic pro-
duction, etc. would be engaging in this type of evaluation.

t-1121: This category of evaluation is perhaps equally
common. It is illustrated whenever a teacher evaluates an in­
dividual learner's performance in some open goal area for the
purpose of helping the learner improve.

l-1122: This particular type of evaluation would occur in
classrooms in which teachers systematically collected Informa­
tion on the progress of individual learners toward the mastery
of the kird of specified goals that comprise much of basic
school mathematics, vocabulary, and reading skills. If it is
a group that is being so monitored the closely related category,
L-2122 is seen. These important categories incorporate the
kind of formative evaluation for the purpose of managing the
instructional process that is the central element of several
contemporary approaches to the organization of teaching and
leaming. Both categories will be elaborated extensively in
the chapter which follows. They are by no means relevant only
to the classroom. Evaluation by supervisors during on-the-job
training would often fit this pattern. So do informal evalua-
tions made by parents who are guiding the home-learning activ-
ities of their children.

L-3111: This interesting category would find an institu-
tion examining its own learners, perhaps for the purpose of as-
signing priorities in the curriculum. Since the evaluation
agent is internai the learners would be participating in the
process in some active way by helping to define goals, report-
ing on'their own perceived strengths and weaknesses, and the
We. A seemingly slight modification in this category can
prgduce a very different evaluation situation. Thus, l-3221
would incorporate evaluation of learners by an institution for
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various selection purposes. The common use of aptitude and
general achievement tests for admission, grading, and the pro-
vísion of special opportunities are typical examples.

l-4122: This Systems levei category would be illustrated
by a national (or other large scale) survey conducted to iden-
tify individuais who might benefit by various kinds of educa-
tional opportunity. It is formative evaluation in that the ob-
ject presumably would be to identify potential learners and
guide them toward the deveiopment of personally and socially
useful skills and competencies.

All of the examples so far have been confined to L-Evalua-
tion. Parallel examples could easily be given for C-Evaluatíon,
the difference being merely that here it is the conditions of
learning rather than learners themselves that are being eval-
uated. For instance, the first example given (l-1111) when
transformed into c-im would be illustrated by an individual
learner deciding what is the best approach to the further devel-
opment of some open-ended domain of competency. This would
presumably involve systematically collecting and weighing evi-
dence as to the desirability of various alternatives. If a
teacher rather than the learner were making the decision the
category would change to c-1121. Rather than make the remain-
ing transformations of the L-Evaluation examples already given,
it would be more interesting to identify two or three of the
most common varieties of C-Evaluation.

c-2112; Perhaps the majority of C-Evaluations involve com-
paring various educational methods, materiais, etc. in terms of
how they differentially affect the performance and attitudes of
groups of learners. Much of the recent conceptual as wel1 as
technical writing on evaluation referred to earlier pertains to
this single category and to its typical counterpart companion
for summative evaluation, c-2222. In the first case we have an
internai formative evaluation, and in the second an externai
summative evaluation of a program, curriculum, mode of organiza-
tion and the like. This second category is probably viewed as
the most relevant evaluation mode by virtually all national and
International agencies funding developmental projects in educa­
tion. It is also favored whenever special funding for develop­
mental purposes occurs within educational institutions of Sys­
tems. This type of evaluation is thus used particularly in the
context of decisions about funding and the formulation of pol-
icy. It is dependent on externai evaluation agents and is con-
sidered advantageous because of the widely perceived need for
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independence and objectivity in these kinds of situations.

c-422/.- This category is illustrated by any assessment of
educational outcomes that is designed to reflect on the quality
of a system as a whole. It could be concerned with either open
or specified goals, so category c-4222 is equally relevant here.
It might involve the comparison of alternative Systems, as in
the case of evaluations that had been conducted in a number of
countries for the purpose of comparing comprehensive versus tra-
ditional forms of education, or it might be confined to a single
total educational system. The National Assessment of Education­
al Progress conducted annually in the United States in recent
years has focused primarily on goals of the specified variety
in what Wilson (1974) describes as an attempt to provide "...
tlirect measure of educational outcomes which could be utilized
by school systems to improve the educational process" (p.27).
These two categories of evaluation obviously have their major
role at the levei of policy formulation.

At first thought it might seem unlikely that internai eval­
uation agents could be employed at anything so broad as the
Systems levei and, as a result, that systems levei categories
incorporating internai agents would be empty. This turns out
not to be the case, however. For example, a consortium of
training institutions at the professional levei which co-oper-
atively assess the competencies of their own graduates in the
interest of redesigning curricula would be engaging in an in­
ternai, C-Evaluation at the systems levei.

The classification system just explored does appear to
highlight criticai features that distinguish between the vari-
ous types of evaluation. This has already helped make it easier
to point out some of the considerations that would shape the
practice of evaluation under lifelong education. The final sec-
tion of this chapter deals directly with this question.

Implications for Evaluation under Lifelong Education
The principies of lifelong education would have a signifi-

cant impact on the practice of evaluation in ways that corres-
pond to each of the distinctions made in the classification
System. In the first case this impact would be confined to a
single category of evaluation. In the other instances several
categories.are involved.
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with lifelong education. Greater provision for flexible credit­
ing and certifying Systems is clearly associated with implemen-
tation of the principie of vertical articulation, as is apparent
in Lebouteux's (1973) report on the deiiberations of the Pont-à-
Mousson Conference:

"If...this new form of assessment is accompanied by
the award of "units" or "credits" that are valid be-
yond the school stage then the gap between school ed­
ucation and occupational life will have been truly
bridged...The "credits" System is giving birth to a
new idea, that of recurrent education...the idea of
a programme of education that begins at school but
is carried on throughout one's life". (p.12)

The important notion in the above is that credits obtained
through schooling would not simply be accumulated toward a fi­
nal degree or certificate, but would be valid after the termina-
tion of schooling. Assessment for crediting and certifying
would as a result occur more frequently in the li ves of individ­
uais than is the case at present. The possibility of having
various kinds of learning recognized in a formal way would pre-
sumably act as a motivating factor for lifelong learning.

The next and following chapters will argue that genuinely
open-ended educational goals are not compatible with the con-
cept of crediting and certifying adopted here. Rather, these
functions will be identified with the accomplishment of spec-
ifjed goals and objectives. It will be suggested that a great
deal of what is important in education from the point of view
of experience and personal development would not be susceptible
to the fairly rigorous approaches to assessment for crediting
and certifying that will be presented in the next chapter. How-
ever, this by no means implies that crediting and certifying
apply only to unimportant or low-level accomplishments. It has
already been argued that specified goals are far from trivial
in education and work. There are two very significant reasons -
pne pertaining to the society as a whole and the other to the
individual learner - why accurate, fair, and flexible crediting
and certification Systems would be essential under a fully im-
plemented system of lifelong education.

From the point of view of the society accurate crediting
and certification offer a vital protective shield against in-
competency and charlatanism. Lifelong education, by providing
a variety of non-formal means for educational attainment, would
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at the same time tend to reduce the role traditional schools
and universities have played in the maintenance of educational
standards. Under these circumstances only a genuinely utopian
society could afford to ignore the need to develop an alterna-
tive means for verifying educational attainment.

Certification and crediting also serve a highly important
function from the point of view of the learner. These evalua­
tion processes can guarantee that learners are judged on what
they can do rather than on the time, place, or manner in whicn
their skills were leamed. Effective certification directs at-
tention to specific competencies rather than to general school
credentials. LaBelle and Verhine's (1975) summary of the large
number of studies on non-formal education and occupational
stratification in Latin America attests to the importance of
this issue. Their findings clearly reveal that non-formal ed­
ucation does not enable individuais to move out of low occuoa-
tional strata as long as formal school credentials constitute
the primary basis for advancement. The alternative appears to
be a universal, competency-based System of crediting and cer-
ti fication.

2. Lifelong education would place greater stress on evalua­
tion by internai agents for both L- and C-Evaluation. The em-
phasis on democratic participation, autonomy and independent
learning embedded in the principies of Self-Leaming and Demo-
cratizatíon suggests that for both L- and C-Evaluation there „
would be a much larger role for all categories in the classi-
fication System which incorporate internai evaluation agents.
For L-Evaluation the development of motivation and skill in
individual and collective seif-evaluation becomes a central
goal of schooling, an indispensable part of the broader edu-
cability concept. The views of Schwartz (1970) are quite rep-
resentative in this regard.

"Evaluation of the resul ts would no longer be the pre-
rogative of the teacher but would have to be under-
taken jointly with the pupil. Everything must be done

’ to replace evaluation by self-evaluation in the sense
of 'enabling the pupil to assess himself continuously
and to analyse his own mistakes'". (p.64)

Evaluation, always an important element in the so-called "hid-
den currículum" of schools, would join the exolicit curriculum.
Learners would also be encouraged to use multiple means of eval­
uation.
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When evaluation is internai, desirability or worth is re-
flected ultimately in the levei of satisfaction individuais
feel about the activities in which they engage. This would be
true for internai L-Evaluation where learners are evaluating
their own activities as well as for internai C-Evaluation where
participants evaluate the conditions they have created and main-
taíned for promoting learning. Satisfaction should not be equat-
ed with mere happiness or comfort. It has to do with accomplish-
ment, with what Fenstermacher (1975) has described as "...endur-
ing gratification yielding a sense of worth and pride in ac-
complishment..(p.238), with a sense of seif-fulfilment.

3, Under lifelong education the fomative functions of
evaluation would receive significantly greater emphasis. This
point has already been made in the earlier suggestion that cat-
egories involving both internai agents and formative functions
appear to be highly consistent with many of the comments about
evaluation appearing in the literature on 1ifelong education.
As far as possible evaluators are to play facilitating rather
than judgmental roles. Traditional approaches to evaluation,
especially L-Evaluation, are repeatedly characterized in terms
such as those used by Parkyn (1973) as, "...based largely on
the assumption that the school should be a selection and rejec-
tion mechanism for channeling people to different leveis of a
predetermined vocational and social hierarchy" (p.31).

Traditional grading and examination Systems are frequently
associated with the less egalitarian aspects of formal school-
ipg. This view is closely connected with opposition to grading
or marking Systems based on comparisons between the performance
of an individual and that of some reference group. Thus, a
1971 study of the Council of Europe on permanent education con-
cluded that, "...the value placed on a pupil's performance
should not be based solely on the average performance of a
group of students competing against each other" (p.22). It
should be noted that the emphasis on evaluating for crediting
and certifying in (1) above is a constructive alternative to
the kinds of comparative or relative grading practices that
have been so heavily criticized in the literature on 1ifelong
education.

4. The usefulness of evaluation under lifelong education
would be significantly depèndent on the development of a great-
ly enhanced capability for the measurement of goals of the open-
ended variety, especially those associated with the general con-
cept qf "educability" in the case of L-Evaluation and with in-
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tegrative and Interactive factors in the case of C-Evaluation
The overall notion of educability sums up a variety of goals of
lifelong education with respect to the development of the in­
dividual. These goals are derived mainly from the Growth and
Self-Leaming principies and represent a genuinely open-ended
complex of personal characteristics.

The nature of educability needs considerable elaboration
at a conceptual levei before the practical measurement of its
components can be undertaken. Dave (1973) has made a start in
this direction by describing five categories of relevant learn-
er characteristics. These will serve as a starting point for
the discussion of the educability concept in the fourth chapter.

It should be evident that the measurement of many criteria
that might be associated with educability would require carefuT
conceptualization followed by adequate research and development.
There are real dangers inherent in the careless application of
educability criteria for L-Evaluation. Certainly when effective
strategies do not exist for fostering aspects of growth relating
to educability, learners can hardly be held accountable for fail-
ing to develop in desired directions.

Enhancement of educability is the fundamental goal of
schooling. Educability really refers to any skill or capacity
which contributes to the potential for later learning. It is
easy enough to criticize the concept on the grounds that it
would be difficult to prove that almost any item of knowledge,
even seemingly trivial factual knowledge, could not in some way
contribute to later learning. This misses the point. There
are a number of areas in which commitment to the educability
concept on the part of schools would be recognizable in the
light of the relative emphasis given to various kinds of activ-
ities on the part of learners.

It is admittedly true that much of what would be included
in an "educability curriculum" goes on already in most schools
to at least some degree. Educators in "traditional" schools
virtually anywhere in the world would acknowledge the importance
of developing such characteristics in learners. However, it
would be difficult to find examples of evaluation Instruments
and Systems which are directed at more than a few educability
criteria in addition to the most concrete (even unimportant)
areas of subject-matter content. Evaluation always reflects
what is held to be important in a given place and time.
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For C-Evaluation a variety of open-ended goals are implied
in the Horizontal and Vertical Integration principies as well
as in Democratization. These principies are structural, orga-
nizational, and sometimes interpersonal. Anything that has
been said in the case of educability about the need for careful
conceptualization and development of modes of assessment applies
here as well.

NOTES

1. The four dimensions described here have evolved from a
slightly earlier set of three presented in Chapter 3 of
the report by Skager and Dave (1977) on a multinational
curriculum evaluation study conducted within the life-
long education perspective.

2. Translations of relevant excerpts from Suchodolski were
kindly provided by Mr. Péter Inkei (see acknowledgments
section).
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Propositions of the evaluation scheme of the results
of the functional literacy within the OACV

I. General Points

1. A first series of research undertaken by the group in charge of the
study about basic education (documentary research, visits of researchers,
students' work) has made it very evident that the best results on literacy
were obtained within the ground-nut operation and crops. A profound evalua­
tion of the obtained results within the framework of this operation will thus
have an impact, not only as far as the pursuit and improvement of the work
within the OACV is concerned, but also for the whole of the literacy projects
in existence and for those which are to be created within other deveiopment
operations.

2. The two literacy zones within OACV have already begun their own internai
evaluation which is conveyed in the collecting of an important number of in-
dispensable data at every attempt at externai evaluation. One of the objectives
of the work confided to the group in charge of the study of basic education will
be to strengthen the devices of self evaluation which exist already in order to
increase their efficiency. Thus, there should not be any opposition between
self evaluation and externai evaluation, but rather complementarity.

3. The present evaluation scheme bears largely in mind the propositions made
by the Bank and transmitted to the Government by letter dated the 14 April, 1975.

II. The Proposed Evaluation Scheme

A. SUPPORT TO THE LITERACY SERVICE

In conformity to the announced principie under point 2 above, the group
charged with the study of basic education will begin by giving its support to
the people responsible for the two zones of KITA and KOULIKORO to bring them
close to the evaluation work. Their understanding of the objectiv&s which fix-es
externai evaluation, of the methods which will be used by the externai evaluators
their participation on the levei of collecting the basic data is in fact a 'sine
qua non1 condition of all serious evaluation.

It has also been proposed to begin the work by organizing the two training
sessions collecting the heads of the zone and their assistants, the heads of ZAF
as well as the heads of the sector and the sub-sector of OACV. During that
session the objectives and the methods of the evaluation for the Service and for
the operation will be shown. Their participation will be equally specified. This
is very important on the levei of a permanent collecting of data which the
evaluators will strive to interpret but which is impossible for them to record
from day to day.

It is also indispensable

(a) to measure the starting point of the listeners and to organize
them in groups of homogenic leveis;

(b) to obtain a regular holding of registers of presence to allow
evaluation of

- the degree of regularity of courses,

- the recorded losses, and
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- the total hours of presence of each listener allowing
to obtain precise information on the different attain-
ment rhythms.

(c) to obtain what is organized at a regular periodicity of the
tests of a intermediary levei allowing to appreciate the
rhythms of progress according to the different apprentice-
ships (reading, writing, calculations).

B PUTTING INTO WORK THE "EXTERNAL" EVALUATION

1. It has been proposed that the responsible group is composed of:

- two researchers of the group of the study of basic education:
one sociologist and one linguist;

- of the evaluation cell of the literacy Service;

- of a specialist cônsultant of the functional literacy pro-
grammes acting as a mediator for 3 months at the beginning of
the phase and for 3 months at the time of exploitation;

- the survey coordinator about basic education will assure the
general coordination of the evaluation study.

Moreover, a call will be made for the support of the cell of the technical and
socio-economic evaluation of the OACV to define the most adequate criterions in
view of measuring the impact of literacy in these two domains.

2. Objectives of the evaluation

2.1 Evaluation of the appropriate results of literacy (internai evaluation)

2.1.1 Quantitative data

It will be a question of measuring the efficiency of the programme in
terms of acquisition of new knowledge. Three parameters will be taken into con-
sideration:

(1) The different types of apprenticeship: reading, writing,
calculation. (N.B. The evaluation which was done at
Koulikoro brought to the fore a very distinct weakness in
calculation whereas the first surveys on motivation had
shown on the contrary a large interest of the farmers for
calculations. There will be reason to verify whether the
same phenomenon appears uniformly at all centres and whether
one finds it by the same degree at Kita. There will also be
cause to elucidate the reasons for: the insufficiency of
instructors, the inadequacy of the method, etc.)

(2) The hours of presence: the measuring of the hours of pres­
ence is indispensable in order to compare the acquisition
rhythms of the different listeners amongst themselves and
the real rhythms of acquisition in comparison to theoretic
rhythms anticipated in the adopted progression.
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Only the regular session of registers of presence will
allow for the establishing of significant correlations.

(3) The age of the listeners: several converging indica-
tions permit one to think that there could be a very dis-
tinct correlation between the age of the participants and
the obtained results, the best results were obtained with
the 15-25 age group. The evaluation should allow to en-
compass this point with precision. If this has been veri-
fied it is in fact evident that such a situation will not
be without important practical consequences. (N.B. This
quantitative evaluation endeavours to be exhausting, that
is to say, to be directed at all centres and all listeners.)

2.1.2 Qualitative data

Further to the quantitative data mentioned above, the systematic observa-
tions of the literacy sessions will allow to evaluate the levei of the instruc-
tors' competence and the quality of the practised education. It has also been
planned to edit a certain number of monographs on the centres which have ob­
tained the best results. Often a monograph on a successful experiment can tell
more in effect than a series of statistic tables.

2.2 Evaluation of costs

The evaluation seeks to establish a scale of real costs in terms of:

- achievements at the different centres; and

- achievements at the different literacy zones

in order to encompass the optimum conditions of internai profitability of the
literacy investment.

2.3 Evaluation of the literacy impact (externai evaluation)

This evaluation is done by a systematic survey in comparison with neo-
li terates. This survey should permit to specify:

- the "sociology" of neo-literates: their age, their economic and
social status, the characteristics of their exploitations, their
greater or lesser openness to innovations. The literate farmers
can thus be placed according to their environment;

- their motivations for leaving;

- what literacy has changed for them;

- their expectations and aspirations as new literates (efforts will
be made to collect Information concerning their appreciation of
the content of literacy: what appears useful to them, what they
would have liked to learn and what did not figure in the "pro-
gramme", etc.)

This survey will be conducted:
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Introduction

A fully literate world: such was not the immediate aim—still less the main
result—of the Experimental World Literacy Programme. What the pro-
gramme did attempt was to begin to halt the worsening situation with
regard to illiteracy in the world. During the decade 1950-60, although the
percentage of adult illiteracy (over age 15) dropped from 44.3 to 39.3, the
numberof illiterates increased from 700 million to 735 million. Projections
made in 1960 predicted, moreover, that the number if not the percentage of
adult illiterates would continue to rise.

Awareness of this fact led the General Conference of Unesco to decide
at its thirteenth session (1964) to

initiate in 1966 a five-year experimental world literacy programme designed to pave
the way for the eventual execution of a world campaign in this field.

This decision was the culmination of a long series of studies and activities
devoted by Unesco, since its inception, to the problem of literacy, adult
education and what was earlier called fundamental education. It further
testified to a growing awareness in the international community of the
political, intellectual and economic consequences stemming from the
illiteracy of a large proportion of mankind.

The main objective of the experimental programme was to test and
demonstrate the economic and social returns of literacy and, more
generally, to study the mutual relations and influences which exist or may
be established or strengthened between literacy training—particularly
among the working population—and development.

A few months later, the Secretary General of the United Nations, when
presenting the proposals adopted by the Unesco General Conference to the
General Assembly, expressed the hope that the experimental programme
would make it possible

to provide valuable information on the relationship of literacy with social and
economic development; to ensure that the programme will make a considerable
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impact on economic development during the Development Decade in the countries
where projects will be conducted; and to prepare the way for an eventual U orld
Campaign for the Eradication of Mass Illiteracy [34].'

The World Cortference of Ministers of Education on the Eradication of
Illiteracy met in Tehran in 1965 to consider. in particular, the manner in
which national plans for the eradication of illiteracy could more effectively
contribute to social and economic progress and to the objectives of the
United Nations Development Decade. The conference gave international
expression to this change in outlook when it stated in its conclusions that:

Rather than an end in itself. [functional] literacy should be regarded as a way of
preparing man for a social, civic and economic role that goes far beyond the limits of
rudimentary literacy training consisting merely in the teaching of reading and
writing. The very process of learning to read and write should be made an
opportunity for acquiring information that can immediately be used to improve
living standards; reading and writing should lead not only to elementary general
knowledge but to training for work. increased productivity. a greater participation
in civil life and a better understandmg of the surrounding world, and should
ultimately open the way to basic human culture [45].

Guided by these decisions and recommendations. yet without ceasing to
give support, within the limits of its resources and in response to requests
from Member States, to activities undertaken as part of conventional literacy
campaigns, Unesco. the United Nations Development Programme (UNDP)
and various national governments have been engaged for the last ten years
in conducting a series of pilot projects and micro-experiments.

These took place in a score of countries within the framework of the
Experimental World Literacy Programme (EWLP). making use of a
network of institutions and regional and subregional centres responsible for
assisting national literacy programmes.

For national and international staffs alike. the launching and
implementation of EWLP required intense activity including, for example,
initial identification missions to some fifty countries. and the organization of
training programmes and regional conferences. Perhaps more than in many
multilateral aid efforts, EWLP was a dynamic attempt to achieve in a
relatively short period measurable progress against a parücularly intractable
aspect of Third World poverty.

EWLP comprised five major types of activity. The first three types
included independent and diversified projects covering one or several
experiments or subprojects of four to five years' duration. Among these,
nine were carried out with financial assistance from UNDP. Four projects
were launched in 1967 (Algeria. Ecuador. Iran, Mali), four in 1968
(Ethiopia. Guinea, Madagascar and the United Republic of Tanzania) and
one in 1969 (Sudan).

I. Figures in square brackets refer to lhe bibliography ai the end of the book.
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Secondly. one project launched in 1971 (Zambia) was undertaken with
intemational assistance financed from funds-in-trusts. A single project,
launched in 1968 (Venezuela), was carried out with national financing.

The final two types of activity included pilot projects where functional
literacy was a component organically and administratively integrated with a
development project which was the responsibility of an institution other
than the literacy project per se. Thus, two projects carried out with financial
assistance from UNDP were launched in 1970 in co-operation with the
Food and Agriculture Organization (FAO) (índia and Syrian Arab Republic).
The fifth type of project was undertaken with bilateral assistance. This type
included two projects launched in 1971 with aid from Sweden (Afghanistan
and Kenya) and another project undertaken in 1971 with aid from a Swiss
foundation (Niger).

The question uppermost in the minds of concerned individuais and
groups at the end of such an International programme as EWLP is: What
have we learned? A First important lesson is the extreme complexity of the
undertaking, in the case of EWLP at least. The degree of complexity
encountered was quite unexpected at the programme’s outset and daunted a
good many participants, instructors and administrators, not to mention
analysts and evaluators. The complexity was all the greater since the present
generation of specialists in industrialized countries—who were expected to
provide much of the expertise for designing, implementing and assessing
EWLP—simply does not have personal experience of literacy as a chronic
national problem.

EWLP’s complexity. however sobering, is also challenging. The
programme had certain tangible and immediate results. Over 1 20.0001 men'
and women were made functionally literate according to the notion of
■functionality’ as interpreted by EWLP. In the process numerous obstacles
were encountered and it was the various ways in which the programme
carne to terms (or otherwise) with these obstacles that posed the greatest
challenges and offered future literacy action the richest lessons.

It is only natural that these lessons be drawn and converted into
guidelines for future action, first and foremost, in and by the countries that
participated in EWLP. Nevertheless, an important reason for the provision
of assistance to national EWLP projects by the United Nations System was
the hope that broader lessons would emerge and be ,of use for the
intemational community as a whole.

The present report attempts to set out just such lessons. It is based
essentially on the experience of countries that received assistance from
UNDP and Unesco under EWLP: Algeria, Ecuador. Ethiopia, Guinea,
índia,-’ Iran, Madagascar, Mali, Sudan, Syrian Arab Republic? United
Republic of Tanzania. Some of these countries have already reoriented their
literacy eíforts in the light of their participation in the programme. Other I. 2

I. This figure is the estimated result of projects in five EWLP countries on which data are available.
2. Projects also aided by FAO.
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countries in turn may find in this report valuable guidelines for future
action. Since the programme was a major internationaJ effort and therefore
more than the sum of its individual parts. certain of the lessons suggested
here may also have implications for multilateral and even bilateral co-
operation in the education field and beyond.

The data have been drawn primarily from the following national and
internationaJ sources:
Project files at UNDP and Unesco headquarters (these included interim and

final project reports by chief technical advisers and evaluation specialists;
periodic reports of UNDP resident representatives: reports of UNDP-
Unesco joint evaluation missions; financial statements on projects).

Preliminary drafts of the technical reports on various aspects of EWLP
prepared by the Evaluation and Research Unit attached to Unesco‘s
Literacy Division.

Reports and research documents from universities and governmental and
non-governmental institutes and organizations. and studies carried out by
individuais.

Interviews with a variety of specialists at different leveis who were involved
with aspects of the Experimental World Literacy Programme.

The report synthesises Information from the various sources and uses
material considered most significam in the context of all data availabie to the
authors. Much of the background documentation used is not availabie in
published form and thus does not appear in the bibliography. Those
published items directly referred to in the report do appear in the
bibliography. A more extensive general bibliography of the Experimental -
World Literacy Programme is availabie from Unescos Literacy Division.

This report approaches EWLP in two ways. First, it analyses EWLP
vertically, with a series of project profiies. That is, each project is described
and analysed so as to elicit particularly salient Information in the following
areas, as appropriate: time perspective: policy and objectives: participants;
administration and organization; teachers and other personnel; curriculum
and methods; teaching materiais-, costs; and evaluation and research. Each
profile ends with a summary which attempts to single out some of the major
lessons learned from that project.

Secondly. all projects are analysed—and lessons drawn from them—
horizontally. That is. global lessons are sought under the following four
headings; Why EWLP?; The wherewithal-, Doing the job-, The results.
Particularly-in these chapters a certain paradox appears. On the one hand.
problems encountered by EWLP resulted from its innovative aims and
character. But on the other. at least some of its limits were imposed by the
fact that its implementation depended on traditional forms of technical
assistance. From this contradiction emerged. happily. not only problems but
also numerous positive guidelines for the future.

This report attempts to make a genuinely honest assessment. Indeed,
because it seeks to derive lessons for the future, it may tend on occasion to
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focus on what went wrong with EWLP rather than what went right. In this
way it heeds a warning sounded in 1972 by Unesco's International
Commission on the Development of Education in its report Learning to Be.
Speaking in the name of those concerned with literacy, the commission
stressed the need for frankness, so as to avoid the reproach that ’we are
succumbing to demagogy in this particularly delicate field of social action'
[10].

Thus no claim is made for quantitatively airtight argumentation. The
report does not hold up a single ‘model' of literacy action for replication or
even adaptation. Nor does it defend any single approach.to literacy. Rather,
it strives to offer Information and ideas that could be of use nationally and
internationally, in projects ranging from micro-experiments to mass
campaigns. In this pluralistic and self-critical spirit, the report asks more
questions than it even begins to answer.

The point, then. is to encourage rather than avoid debate, to stoke up
rather than damp down even unorthodox thinking about the various
subjects covered here. It has been felt that this would be the most useful—
and perhaps most readable—manner in which to make known the issues
raised by EWLP. If these issues have a rather uneven quality about them,
this is because the programme's implementors were understandably more
concerned with doing than with recording. As a result, post facto
Information available was of varying reliability. This made an essentially
qualitative approach the only—if not necessarily the best—way to interpret
the results.



The results—eífects on
psrtidpMts; what did

it cosí?

In trying to the determine what the Experimental World Literacy
Programme actually achieved and what changes resulted from it. it is well to
be prudent. Perhaps because of its newness among international non-formal
edúcational efforts, EWLP's evaluation encountered severe difficulties.1 On
the whole. it did not yield internationally comparable results. and even
regarding national projects extreme care must be exercised in interpreting
the data. Considerable precautions have, of course, been taken to collect
reliable data and to base analyses on such data. Nevertheless, nearly every
figure quoted in this chapter must be considered as at best an estimate of a
given national reality, made under generally difficult circumstances.
Moreover, it must be remembered that comparisons between doubtful
representations of national realities maltes it even more difficult to assess the
viability of the functional literacy approach as applied in EWLP.

By and large, it is also impossible to State with much confidence what
would have happened if EWLP had not taken place. World attention might
be less aware of the growth of illiteracy today were it not for the
programme. Such affirmations, however, can only be speculative, the more
so since EWLP did not take place in an international void. It was part of a
sharpening awareness of. and growing effort in. literacy. Certain of its
apparent results may, then, be due to other factors or forces. Similarly. the
programme may have had far-reaching impacts that cannot yçt be positively
attributed to it.:

With these provisos clearly in mind, what can be said about EWLP's
results? The basic questions are: What was learned? What was done with
what was learned? What were the costs and economic advantages of
literacy as achieved in EWLP? And what were the programme's impacts on
further edúcational action? I. 2

I. Problems affecting the EWLP evaluation were discussed above on page 151 et seq.
2. Perhaps summative (terminal) evaluation of such international aid efforts could usefully wait tive

or ten years. since this larger ume span may be necessary to ascertain who learned what lessons
with what resulL
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What was learned ?

What did the million-odd illiterates reached by the programme actually
acquire in the way of skilis and knowledge? There was wide country-to-
country variation among pass standards and rates of learners who took
examinations on completing different parts of their course. The following
table gives success percentages for projects on which data are available. The
figures refer to samples. of limited scope in some cases, of participants who
finished a full literacy programme (usually two cycles). Thus. success
percentages among initial enrollees were comparably smaller. The
percentages given here range from the classes with lowest success rates to
those with highest rates in each project. The wide variation is due, in some
cases at least. to the fact that teaching materiais and methods were employed
during the project with the result that lower tests gave higher success
percentages.

Ecuador Ethiopu
Indu

(Jaipurt
Indta

(Lucknowt Iran Sudan
United Republic

of Tanunu

U riting 38-97 50-93 74 71-80 40-100 62-92
Readmg 73-100 58-97 96 89-94 10-89 70-97
Arithmetic 2-89 55-91 76 75-80 3-91 40-93 7-17

Vocauonal training 6-95 50-92 85 88-93 — 41-96

In rounded absolute figures1 the number of people progressing from (a)
initial enrolment through (b) sitting for final examinations to (c) success in
those examinations were as follows (in projects for which data are
available):

Counuy Initul enrolment Examinees Pass

United Republic of Tanzania 466.000 293.600 96.900
Iran 97.400 46.900 13.900
Ethiopia 36.800 21.700 9.300
Ecuador 17.500 10.000 4.100
Sudan 7.400 2.400 600

The actual significance of these pass figures in terms of leaming is hard
to determine. Test leveis and criteria varied widely from subject to subject.
context to context, project to project and perhaps also within projects.
Arithmetic considered 'basic' in an automobile repair course might be
‘avanced' in a weaving programme. Automobile repairs (or weaving) also
require very difierent amounts of learner effort depending on previous
familiarity with cars (or looms). Similarly, ‘written expression' means one
thing for examinees writing in their mother tongue and something quite
different and much more arduous for those w’ho have had to master both
writing and a new national or foreign language.

Another important factor affecting examination performance was the
levei of pre-course knowledge. It was generally assumed in EWLP that the

I. Jn a!) cases these figures are estimates of varying reliability.
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beginning learners were fully illiterate. This was far from always the case.
In Eçuador, at least a few participants were primary-school leavers anxious
to acquire vocational skills. In Iran, a baseline survey found that many
learners were already able to do arithmetic on enrolment. Indeed, ignorance
of reading and writing is probably never automatically linked with inability
to do mathematics since all societies have their own kinds of numeracy that
do not require reading or writing.

Conditions and methods of measuring knowledge and skills also
influenced results. both internally and with regard to national and
International comparability. ‘Yes/No’ test questions were used in at least
one case. They are, however, patently an irrelevant imposition in cultures
where it is impolite to say ‘no’. Measurement of individual achievement is
alien to communities that prize group solidarity. In such settings it is
perhaps also unreasonable to expect a farmer-instructor to exercise
Western-style detachment when marking papers written by his neighbours
and friends.

There was widespread frustration among EWLP organizers and
evaluators over the obstacles to reliable testing. The examples just given
suggest that these obstacles may sometimes have stemmed from the
irrelevance (or threat) of'modern' assessment methods to the ‘traditional’1
mores óf illiterate communities. In future, a sensible and sensitive approach
might be to attempt to devise tests more compatible with local customs, even
taking into account the extreme difficulty and expense of such an effort.
Attempts in this direction could even enhance (rather than undermine)
certain nationally favoured values. Why stress and test individual
achievement if group solidarity is fundamental to a culture ? Could not joint
examinations requiring co-operation rather than competition be devised?1
The question is perhaps worth at least some experimentation.

A more flexible international approach to assessment of learner
progress would have implications reaching far beyond the redesign of
testing instruments. Also necessarily at stake would be curricula. teaching
methods and personnel. and the very function of literacy in a given zone or
country. More pluralism would doubtless make international comparability
of result measurement even more difficult than it was in EWLP, but that is
possibly not too great a price to pay for achieving the relevance that, in
principie, lay at the heart of the idea of functionality. Giving priority to the
needs of national—rather than international—decision-makers would also
better reflect the idea (now generally accepted though not always practised)
that aid should be partnership, rather than an unequal relationship between
'donors' and ‘beneficiaries’, with accountability solely owed by the latter to
the former.

Seeking to place the leveis of learning attained by new literates in a
broader educational perspective, EWLP organizers and evaluators inevi-

I. Perhaps sometimes equated with ‘backward’.
2. Some two decades ago. animation rurale educational programmes in Morocco reiied heavlly on

group tesung whose instruments were based on Moroccan folklore and. mores.

Sensible
and
sensitive
testing
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Insertion
into whal
milieu?

tably drew comparisons with primary schooling. Naturally, schooling fulfils
certain specific roles not played in functional Hteracy. and vice versa.
Excluding these non-comparable functions. however. it does seem possible
to make broad comparaisons about the area of overlap, i.e. the skills and
knowledge comprising the fundamental training that both literacy and
primary schooling seek to provide.

Analysed in these terms. it appears that the levei of basic training
acquired by new literates can be roughly likened to the amount of basic
training acquired in a given length of primary schooling in the same
country. The basic training acquired by a primary-school pupil over a
period of two years was more or less achieved by new literates during
courses lasting a total of 700 hours (Ethiopia). 600-700 hours (Mali). 560
hours (Syrian Arab Republic) and 270 hours (United Republic of Tanzania).
In Algeria and Ecuador, it was four years. for respective totais of 426 hours
(three cycles in Algeria) and 400 to 746 hours (two cycles in Ecuador). In
Iran. a five-year equivalent was attained in two-cycle programmes varying
from 208 to 554 hours. Conventional wisdom1 has it that a minimum of
roughly four years is necessary for primary schooling to become self-
maintaining. In the light of the above figures, ií would seem indispensable
for EWLP countries to offer further education to new literates if these are
not to relapse into illiteracy.

What was done with what was learned? EWLP's overriding goal was
that functional literacy should change the new literates' relationship to their
socio-economic milieu. and the milieu itself. The programme evaluation
sought to detect these changes in three major respects: 'insertion into the
milieu'. 'mastery of the milieu' and 'transformation of the milieu'. Abottt
160 observations and measures were made in various projects. In overall
terms, the influence of functional literacy was judged to be plausible and
favourable in about 42 per cent of the observations.

However, a relatively low percentage of new socio-economic
behaviours sought through the various curricula were actually adopted (e.g.
estimated at 30 per cent, in Iran); of these changes, a number were never the
less considered significant.

Looking more closely at the results. one may begin with ‘insertion into
the milieu'. Here, indicators were devised to ascertain changes in areas such
as interest in further education. management of personal finances. exposure
to mass media, the seeking out of technical advice, use of the three R's. and
participation in formal organizations. Eighty-six per cent of actual changes
observed were judged satisfactory (56 per cent were statistically significant)
as against 14 per cent declared unsatisfactory (6 per cent were statistically
significant).

These results, and particularly the values attached to them ('satisfac-
tory’ or not) raise a fundamental question: into what milieu is the illiterate to
be 'inserted'? Point by point examination of certain 'insertions' attempted

I. cf. for example. D. Harman, Communiiy Fundamental Education [17).
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Partici-
pation in
formal
organ­
izations

and observed in índia and Iran—probably reflecting similar effbrts in other
EWLP countries—offer at least the beginnings of an answer.

The Jaipur and Lucknow subprojects in índia gave rise. among their
farmer-graduates. to significantly increased desire for technical Information
and to significantly intensified behaviour designed to satisfy that desire. That
is. they were stimulated and enabled to seek out in the maze of possible
sources of technical Information those most likely to help them solve their
daily and mainly farming problems. usually—although not always—posed
in individual terms.' This seems to have been linked to the fact that the
project stressed the economic gain that the individual coüld expect to reap
by becoming literate.

On the other hand. the results regarding participation in formal
organizations were less conclusive. There was only a tendency (not
statistically significant) for new literates in the Jaipur and Lucknow
subprojects to increase participation in bodies such as co-operatives. youth
clubs, political parties and village councils. Certain observers explained this
trend as expressing a lack of propensity for social affiljation in the two
districts studied, and/or defective organizational structure (one might also
wonder if, in fact. it is known how to teach these behaviours).

Perhaps, too. the organizations selected as indicators were not
perceived by learners as useful means of attaining the individualistic and
productivistic aims stressed by the subprojects. Additionally (or alterna-
tively) such organizations may be perceived as part of a local power
structures not particularly favourable to at least certain strata of new
literates. Studying the role of panchayats (village councils) in the first decade
of Indian independence, S. C. Dube! concluded that, despite the
democratization function assigned to them by the central government, they
tended to be dominated by land-holders. Consequently. the intentional
concentration of power in the councils' hands by higher authorities

has been construed by some villagets as an effort of the government to maintain the
status quo within village communities. and indirectly as a step to support the
domination of landowning groups [8J.

In Iran, an effort was made to evaluate literacys impact on the use of
writing and arithmetic in the maintenance of savings and bank accounts. A
favourable trend (not statistically significant in the first case, but significant
in the second) was found. but in the second case it could not be determined
whether the trend was attributable to literacy courses. or to the concurrent
opening of a bank branch accessible to the new literates under study.

Also in Iran. functional literacy was determined to have had a
favourable impact on family planning. i.e. was identified as a plausible cause
of the trend toward reduction of the family size considered ideal by new

I. Some of these problems were considered ‘collecüve'. but only a minonty actually demanded joint
actron for their solution. The ‘collecüve1 problems were 'collecüve' in that most were faced by
many or most individuais in the community.

2. Observaüons by O. Lewis [231 and M. Opler [311 echo this report in vivid terms.
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literates to two or three children. This effect was described as placing new
literates before the respective advantages of large and small families. a
choice between more children or the hope for a higher material living
standard, with stress on the latter. It may be interpreted as having (among
other things) enabled the people concerned to understand better the long-
range implications of such choices and thus to choose more rationally,
although subsequent behaviour has yet to be demonstrated.1 In this
interpretation. literacy is seen to be at the very least a vehicle for increasing
the responsibility of new literates in selecting family size.

According to another view, underdevelopment does not result from
large populations so that development does not follow automatically from
birth control. In this interpretation (which is not of course-shared by all
observers). the poor family that assumes responsibility for limiting its size.
simultaneously and tacitly accepts responsibility for its poverty—without
obtaining any assurance of being able to improve its lot. In essence. it is
probably unrealistic to assume that functional literacy with a population
education component will in itself have significam impact on family size
decisions unless the educational effort is in the context of other development
activities which offer tangible incentives for small families.

More examples could be given of EWLP socio-economic effects
regarding the insertion of new literates into the milieu. These suffice.
however. to suggest the outlines of an answer to the questiom insertion into
what milieu? From the foregoing. one can begin to see the kinds of
behaviours deemed important by the planners and evaluators of EWLP

A profile projects. The participam who was deemed ‘successfu!’ seemed to:
(a) actively seek Information likely to help solve mainly personal problems.
generally posed in vocational terms; (b) prefer such activity to participation
in formal community organizations; (c) take advantage of his or her new
literacy and numeracy skills to maintain personal bank and savings
accounts;1 and (d) aspire to reduce the size of his or her family in exchange
for the prospect of a higher material living standard.

This admittedly sketchy profile (which—it must be stressed—is by no
means necessarily representative of all programme results) diverges slightly
from the ideal ‘inserted’ new literate projected by the evaluation criteria.
These criteria reflected ‘functionality- as understood (or misunderstood)
nationally and internationally in EWLP.

As regards these four behaviours. at least. the programme was most
successful (in terms of its own evaluation criteria) when it reproduced the
narrowly economic .interpretation of functionality. This was notable in
respect of knowledge and skills that could be put to work for primarily
personal material benefit, whether immediate (wanting and seeking I 2

I This in an area where larger-term socio-economic effects of literacy (like other intemational aid
programmes) cannot yet bc measured

2 Given the relatively favoured status of people liable to have bank or savings accounts in most
Third W orld countries. this expected behaviour lends further substance to the 'élite of the
impovenshed- idea already discussed.
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vocational Information), intermediate (replacement of children with material
goods) or longer-term (savings).1 It was less successful when it expected new
literates to participate in formal organizations, either because the new
literates were not gregarious or possibly because such organizations did not
enhance their prospect of primarily personal material benefit or did not
favour them in the local power structure.

The milieu into which new literates are inserted—i.e. the behavioural
profile into which functional literacy helps them to grow—would thus seem
to be defined by the values of a society in the process of a certain kind of
modernization. This modernization appears to correspond rather closely to a
model of development embraced and propagated by industrial nations
(perhaps particularly those of Western Europe and North America). An
earlier discussion (see page 15 1 et seq.) concluded that just such a model was
projected by at least certain of EWLP's evaluation criteria. It can now be
hypothesised that. in the instances just examined. the programme was more
successful than not in achieving the insertion of new literates into a milieu
corresponding to this model. Before testing this hypothesis against other
classes of socio-economic results—mastery of the milieu and transformation
of the milieu—a word may be said about the process of insertion.

In the cases just described. EWLP’s function was apparently to provide
both a stimulus (the prospect—if not always the reality—of primarily
personal material benefit) and the means (various Information and skills) for
giving a ’satisfactory' response to that stimulus. Was. then, the process akin
to behaviourist conditioning? The very notion of 'insertion' suggests that
something was done to illiterates by externai agents. and that the something
in question was determined by those externai agents, who also decided
whether responses to their stimuli were 'satisfactory'.

Without more complete data on the 'insertion' effect of functional
literacy. the question can only be asked. not answered. But it must be asked,
for it is fundamental. Did the Experimental World Literacy Programme
tend to stress knowledge and know-how at the expense of know-why
(criticai awareness of one's role in society)? If so, it may have been
successful in adapting the new literate to existing circumstance. But
education should also help learners to know how to shape the environment.

New literates' mastery of the milieu was the second broad class of
intended socio-economic effects examined by EWLP evajuators. Here.
indicators were prepared to measure changes in such areas as behaviour at
work, knowledge of modem technical practices. adoption of such practices,
and conservation and reproduction of the labour force. In this class. 93 per
cent of changes recorded were judged satisfactory (51 per cent significantly
so). while 7 per cent of changes were deemed unsatisfactory (2 per cent
significantly so).

In índia, the Jaipur and Lucknow subprojects were evaluated for their
success in encouraging the effective use of certain new resources (improved

Knowledge
know-how
and
know-why

I. One EWLP primer exhcrted learners lo ‘make money—don'c waste úme'.
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seeds. fertilizer. pesticides. relaied tools) and in the case of Jaipur a certain
number of associated practices (row planting. extensive cultivation,
irrigation). On the whole. results were found to be positive, more clearly so
in Lucknow than Jaipur. where only a positive trend was found—probably
because of the disruption in farming caused by a concurrent period of
drought.

There were, however. interesting variations within the generally
positive results. In Lucknow. for instance. although new literates were
found to be much better informed about sorghum than the control group of
non-Jearners. they did not tend to apply their knowledge. This seems to be
due to the declining profnability and popularity of sorghum compared to
wheat. Regarding wheat. a widespread and marketable crop. the Lucknow
subprojects achieved results assessed as extremely favourable. A trend in the
same direction was found in the Jaipur subproject. There. the aim was to
bring about adoption of new high-yield strains of wheat and millet, and
learner response to this innovation was judged positive.

In both cases the socio-economic strata reached seem to have been
largely made up of small peasants. Indeed EWLP‘s apparently greater
success in contributing to adoption of at least some technical practices
recommended in agricultura! courses (a positive programme-wide average
score of +54 per cent) compared to industrial courses (a positive
programme-wide average score of + 45 per cent) may perhaps be attributed
to the fact that agricultura! participants were frequently autonomous
farmers or small landholders and thus better placed to apply immediately
the new practices taught them than workers who were limited by the
constraints of enterprise produetion.

In índia, and possibly elsewhere. it seems that thanks to the
Experimental World Literacy Programme small peasants—members of
what was earlier called the ‘elite of the impoverished'—were enabled to join
the green revolution. Thus the programme helped answer criticism (notably
by Ladejinsky [21]) that India’s green revolution was primarily benefiting
already wealthy landowners. which most Lucknow and Jaipur learners
plainly were not. By joining the green revolution in Índia and elsewhere.
however. new literates exposed themselves to its servitudes. even if their
personal incomes tended to rise. A brief discussion of the green revolution is
therefore vital to understanding the milieu the new literate was to master.
and the ways in which this mastery was to make itself felt.

The green revolution requires considerably increased investment. not
only in the new strains of seeds but also in the additional resources and tools
that. as EWLP taught. are necessary to achieve increased crop yields per
land area. According to Rochin’s report on West Pakistan. larger farmers
may often be in a better position to purchase such accessories than small
landholders [36]. Paradoxically. newly literate farmers who join the green
revolution may find themselves in a double dilemma since if they are able to
purchase new seeds and necessary accessories. how much of their new
income has to be re-invested in this way?
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Like EWLP. the green revolution tends to be more or less highly
selective. In geographica! terms. it is generally limited to areas most likely to
yield short-term profit. According to Cleavers study. the green revolution in
índia seems likely to be incapable of affecting meaningfully zones outside
the 20 per cent of cultivated land that is irrigated (only half of it with sure
water) (51

Socially. the green revolution is also selective. It tends to favour the
already favoured minority of the rural population, but its benefits do not
generally reach the majority. According to Rudra et al. (39) and Ladejinsky
[21], wealthy Indian farmers already seem to be extending their holdings.
thus raising land prices. Cleaver [5] predicts a possibie 'considerable rise in
rural unemployment in those areas where mechanization proceeds rapidly'.
Bardhan [3] points to a trend. in areas of índia where the green revolution
has been effective, for real wages of agricultural labourers to decline.

In the light of this discussion, what seems to be the provisional profile
of a new literate as ‘master of the milieu'? There is nó doubt that. in the case
discussed at least, he or she does exercise increased mastery of his or her
milieu. But is it not mastery of a rather narrow technical and economic kind
corresponding to the profile suggested earlier of the new literate 'inserted
into the milieu'? In acquiring this kind of mastery of the milieu, to what
extent has the new literate become dependent on which externai socio-
economic processes and forces? Has literacy enabled the new literate to
know and understand these processes and forces? To come to grips with
them? To have a voice in controlling them? What implications has the new
literate's accession to mastery of the milieu for the fate of his or her less
favoured neighbours and compatriots?

It is probable that these questions have no simple or single answer,
either for any specific case examined or for EWLP as a whole. They are
none the less probably legitimate and basic enough to require answers in
future literacy (and other aid and development) efforts. particularly where
the United Nations and its Specialized Agencies—with their special
commitment to human rights—are involved. In seeking answers. President
Nyerere of Tanzania has some provocative thoughts on education and
human beings' relationship with their milieu. He makes

a serious distinction between men and women who are skilful users of tools. and a
System of education which turns men and women into tools. I want to make quite
sure that our technical and practical education is an education for creators not for
creatures . . . that our educational institutions are not going to end up as factories
turning out marketable commodities. I want them to enlarge men and women, not
convert men and women into efficient Instruments for the production of modern
gadgets [29],

The third and final broad class of EWLPs socio-economic effects examined
by international evaluators was the participation of new literates in the
transformation of the milieu. In this respect, indicators were devised to

Creators
or
creatures?
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to detect changes in areas involving the means of production. the volume of
production. cash income. income in kind and the consumption of durable
goods. On the whole, 90 per cent of recorded changes (the absolute numbers
of which were relatively small) were deemed to be satisfactory (41 per cent
significantly so) and 10 per cent were judged unsatisfactory (7 per cent
significantly so).

In the Lucknow subproject (Índia), a list was drawn up of sixteen
material goods whose pre- and post-course possession was noted among
EWLP learners and non-participants in the literacy programme. The list
included items such as bicycles. sewing machines. pressure lamps and
chairs. At the end of the course. new literates were found to possess
markedly more of these goods than the non-participant control group.
Evaluators conclúded that increased consumption was a probable
consequence of income growth due. in turn. to enhanced agricultura!
knowledge and skills and resultam innovative professional behaviour.'

The results help to fill out still further the provisional profile of the new
literate emerging from EWLP, in the case analysed at least. The new literate
‘inserted into the milieu' has been stimulated by the prospect of personal
material gain and equipped with the knowledge and know-how to supply
appropriate response to that stimulus. As a ‘master of the milieu'. the new
literate does seem effectively to supply the appropriate response. It is only
logical then that. completing the circle, the new literate should be rewarded:
he or she (and family) appears to gain access to increased personal
consumption of material goods.

In summary. considerable caution must be exercised in interpreting the
success criteria discussed above. Relatively few (probably less than a third)
of all socio-economic changes advocated in the various programmes were.
in fact, ever adopted by participants. And these changes. on the whole, were
those which were perceived by participants as having some immediate
personal benefit and requiring little expenditure of time and resources to
achieve. Thus, notwithstanding the high percentages of such modest
changes which were-regarded as 'positive' by the Evaluation L'nit attached
to Unesco's Literacy Division. the fact is that these positive changes were
very modest in nature and few in number.

If such modest changes in the three major classes of behaviour
evaluated can be said to prove that EWLP was successful. and to the extern
that this logic of project success served the deveiopment model chosen by
participating countries, the programme was worth while. However. the
question remains as to whether the narrowly economic and individualistic
nature of EWLP‘s logic did not diverge from—or even contradict—the kind
of deveiopment to which at least a few participating countries aspired.

Whatever the answer to this question, it is clear that evaluation
1. The validity of this study is open to question. Considering lhe high dropout rates, the successful

participants were a highly self-selected group in the experimental (literacy class* populauon that
cannoi be appropríately compared to a random sample of lhe control (non-literacy class*
populauon.
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providing immediate Information could only reveal the short-term and most
mechanistic socio-economic effects of the world programme. This necessary
focus may have biased at least some of the questions asked in this chapter. lt
certainly makes it difficult even to guess at some of the longer-term and
possibly profounder effects wrought by EWLP. Such results doubtless
already exist in latent form. and will make themselves felt in the future, if
for no other reason than the liberating potential of literacy.

Possibly of necessity, evaluation took into account chiefly the
intelligibility and utility of certain messages for learners who were viewed
primarily as receivers. Nevertheless. the distinguishing feature of verbal and
written symbolism is that it can have a wide variety of functions. It is
endowed, in particular, with the ability to broadcast as well as receive, and
to broadcast an almost infinite number of entirely new messages. Unlike
computers, human beings cannot be programmed to respond only to certain
stimuli, or to give only certain responses to those stimuli.

An already palpable effect of EWLP in certain Malian villages appears
to have been at least the beginnings of a new social dynamic involving a Other
redistribution of socio-political initiative. In the United Republic of uses of
Tanzania, Hall and Mhaikl report as follows on the results achieved by 1972 literacy
by adult education. including that country's EWLP project:

Stories are now being told of farmers learning to read and write and denouncing
individuais who had cheated them by mis-weighing their crops when they brought
them for sale [16],

Such are the inevitable uses of literacy where domination and exploitation
persist, as Shakespeare well understood. In The Tempest, the powerful Duke *
Prospero uses magic (which might be likened to modern technology) to
conquer a tropical island and enslave its one inhabitant, Caliban.1 Having
given Caliban enough instruction to understand orders. Prospero can hardly
be surprised when his slave turns learning to other purposes:

You taught me language, and my profit on t
Is, I know how to curse.. . .

Costs and project economics

Whatdid the Experimental World Literacy Programme cost? Who paid for
what? What does it cost to produce a new literate? How could costs be
reduced? Was basic training provided under the programme cheaper than
basic training provided by alternative sources? Attempts to answer these

I. 'Caliban* is an anagram for 'cannibal*. a word stemming in turn from 'Carib*. Femandez Retomar
views the Prospero/Caliban relationship as typtfying that of colonizer to colonized (II). A
symbolic parallel is found in MozarCs The Ma^ic Fluie when the simple bird-catcher Papageno is
punished for mocking the powers-that-be by being obliged to sing a whole aria with his mouth
padlocked shuL
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questions are perhaps particularly subject to lhe warnings expressed at the
beginning of this chapter. Nevertheless. even attempts to find answers may
be of interest. The total cost of EWLP during six years of operation was of
the order of 832 million1 with expenditures per national project ranging
from 8300.000 to 86 million. The governments concerned paid roughly
two-thirds of global costs. although the proportion of national financing
varied in function of the size and nature of projects. National financing
accounted for 70 per cent of expenditure in projects that tended toward a
massive approach. but as little as 25 per cent of spending in the more
properly micro-experimental projects. This means that the smaller and more
experimental a project, the larger was the financia! responsibility of
international financial resources. This correlation probably expressed the
earlier overriding b*ut now changing preference of the international agencies
concerned for what was previously called the technico-scientific approach
to experimentation. contrasting with the activist-pragmatic approach. The
latter approach seems to have been more popular with national
governments. particularly those who viewed their EWLP project as a
prelude to broader literacy action.

Regarding international aid to national projects, some project country
nationals may have expected that it would take the form of direct cash
flows, capable of easing (no matter how little) sometimes disastrous
economic stituations.-' But EWLP followed the traditional pattern of
technical assistance under which help was furnished primarily in the form
of expert Services, fellowships and equipment—but not cash. Disappointed
nationals may, then, occasionally have seen the programme as something of
a ‘Now you see it, now you don'f conjuring trick.

How were budgets used? A study of one EWLP country pointed to the
need to separate operational costs from research and development costs.
Excluding spending on research and development. the cost per enrollee was
SI 7, and per participant completing both parts of the literacy programme
approximately 831. These costs rise to S26 and S50 respectively if spending
on research and development is included (see the cases in Part I for figures
on each project).

In more detailed terms, this study found the following breakdown into
percentages of overall expenditure: remuneration of instruetors, 30;
preparatory and research studies. 23.5; administration expenses, 21;
transport. 8; training of instruetors. 6.5; teaching materiais. 5; classroom
equipment. 4.5; audio-visual material, 1.5.’ Figures available on other

I. This figure does noi include the cost of a cenain amount of staff time, or of aspects of the
international evaluation.

2 International aid s overall impact in this broader context was pointed to in 1970 by the Principal
Sccretary of the United Republic of Tanzania‘s Ministry of Financc whcn hc observed (quoted b)
Rodnesl that 'losses from sisal pnee declines (sisal is a chief Tanzanian export) have more than
equalled total gross aid reccipts over 1964-69 |?7).

3 These figures do not seem to include capital expenditure. e.g construction costs. since they refer to
the expansion—rather than to the experimental phase—of the project in question. Nor do lhe)
appear to cover lhe cost of international expens The nem "preparatory and research studies' seems
to include baseline studies. curriculum development and evaluation 
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projects suggest that this may not be an especially atypical budget. and that
instructor remuneration was generally the most expensive single item of
global spending, combining national and international outlays for
operations and research and development. If salaries of all kinds were
grouped, this category would make up over 80 per cent of all project costs,
with remuneration of instructors making up less than half of all project
salaries. Other salaries. of course. were for those involved in research
studies, administration. preparation of materiais, etc. Such high non-
teaching personnel costs indicate a rather large and perhaps cumbersome
infrastructure in most projects.

What did it cost to make a person literate? The following figures Per
should not be compared at face value since they are unweighted. That is, capita
they do not take into account sometimes wide country-to-country variations costs
in testing leveis or in the amount and quality of learning required to achieve
what was defined as literacy.' Keeping these differences in mind. the
rounded costs per participant taking the final examination in countries on
which data are available were as follows? These figures include national
and international financing. take capital as well as running costs into
account, and compare total expenditure (operations plus research and
development) with operational costs alone (not including research and
development):

Tool esumated
cost per
enrolled

participant

Total estimated
cost per final

participant

Estimated cost per
final participant

exetuding research
and cvaluation

(operations onlv)

Estimated total
cost per parucipant

passmg
final examinauon

u.s.s uss us.s U.S.S
Sudan 7.00 272.00 110 00 269.00
Madagascar 112.00 126.00 48.00 —
Ecuador 70.00 123.00 70.00 300.00
Iran 49.00 100.00 76.00 332.00
Algeria 71.00 99.00 83.00 —
Ethiopia 54 00 92.00 63.00 212.00
Mali 14.00 35.00 17.00 —
United Republic of Tanzania 7.00 10.00 9.00 32.00

One way of reducing costs might be to carry out more careful analyses
of the administrative and organizational patterns in each project than was
possible in the profiles of Part I of this report. It would cbrtainly seem (as
mentioned above) that many projects spent large percentages of their
budgets on administrative and project support infrastructure. Others spent
much less by assigning responsibility for various aspects of the programme
to officials in charge of other technical or social Services.

Secondly, the foregoing table shows that costs per successful

I. In lhe United Republic of ianzania. for instance. reading. writing and computational skilis roughly
comparable to second year of primary school were accepted as criteria of literacy compared to
fourth- or fifth-grade leveis in several other countries.

2. In all cases, these figures are estimates of varying reliability.



186 The Experimental World Literacy* Programme; a criticai asscssment

participant were much higher than costs per enrolled participant because of
the high dropoul rate. Reasons for high dropout rates in many projects are
not entirely clear. and relate to factors over which projects may have had
some control as well as factors over which they had little influence. It is
reasonable to conclude. however. that those projects which had lower
dropout rates did something that was more effective in holding participants.
and reduced wastage and effective cost per successful participant.

Thirdly. given the experimental nature of EWLP and the rather large
amounts already spent on research and development. it may be that
economies of scale (the bigger the project. the lower the cost per learner)
could be achieved by extending literacy work to larger audiences. Since the
methodological research and development have already been carried out.
expansion, according to such reasoning. would essentially require the
replication of operational spending.

The prospect of achieving economies of scale also seems substantiated
by the fact that the lowest per capita costs appear to have been achieved in
projects reaching the largest audiences. Iran. Algeria, Ethiopia. Mali and the
United Republic of Tanzania. the countries with comparatively low total
costs. respectively reported the following numbers of candidates for final
tests: 46.239. 38,784, 21.722. 50.000 (approximate) and 293.586.
Conversely, countries with relatively higher total per capita costs—Sudan.
Madagascar and Ecuador—had a rather smaller number of final
candidates—2.363, 3,826 and 9.988 respectively.

Economies Unfortunately. the possible economies to be reaped by extension of the
of scale of functional literacy do not seem likely to be as great as initial thgory
scale suggests. Research and development costs may decrease in cases where

widespread application of programmes already devised during EWLP is
possible. As earlier chapters of this report have suggested. however,
curricula and pedagogy probably require considerable revision. Moreover.
pre-existing programmes will have to be modified, or new programmes
prepared. if extended literacy is to be functional in terms of the specific
problems and aspirations of additional groups with geographical, professio-
nal and/or ethnic particularities. Technical assistance should keep these
possibilities in mind when helping governments to develop national
capacities. Equally compromising for the prospects of economies of scale
are trends already detected by evaluators within EWLP regarding
operational costs. Although these do seem to fali off with the expansion of
literacy. there appears to be little hope for a radica] reduction.

Finally. a mass campaign implies a commitment of the government to
move towards a fully literate society requiring an infrastructure of reading
materiais, newspapers, libraries. reading rooms. extension materiais, and all
the other things necessary to support the intellectual interests of literate
people. Thus, a long-term plan for a literate society must take into account
expenditures that probably far exceed the cost of the original literacy
programme in order to establish and maintain such an infrastructure.

Limiting ourselves for the moment, however, to the costs of literacy
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programmes, what can be done to reduce such costs? Basing themselves on
available EWLP data, Unesco/UNDP analysts identified four ‘sensitive’
cost factors and attempted to project the magnitude of savings that might
result from slight variations of each.1

Average class size was the first factor. It was assumed that class size
would be increased by I per cent. A reduction in overall costs of between
0.4 and 3 per cent—depending on the project—was considered a probable
result. This means that for each new group of 100.000 enrollees. savings
ranging from S22.OOO to S300.000 could be realized. depending on the
average size of classes. Naturally, pedagogy as well as economics should
inform any decision to increase class sizes. Although classes with a 1 : §
instructor to learner ratio (e.g. Guinea) might not suffer irreparably from
adding a few more pupils, the EWLP-wide ration of 1 : 30 or more should
probably not be stretched much farther. assuming that there is any truth in
conventional wisdom on class size and assuming the need for participation
in discussion and in technical activities involving demonstrations and the
like.

The second sensitive area covered the educational know-how required
to construct programmes. Such know-how results from research and
experimentation which, as already seen, can absorb a percentage of budgets
that grows as projects become smaller and more experimental. Here, a 1 per
cent reduction results in a saving of between 0.6 and 0.9 per cent of research
costs per learner. In certain cases, this economy would not result from
standardization of programmes, given the already-mentioned need to
remain functional in terms of specific learner groups. It would, rather, arise
from the improvement and normalization of programme design techniques.
Once again, however, projections should be conservative rather than
optimistic, since constant self-assessment would probably require
continuing readjustment of even these techniques.’-

Most projects, of course, assumed that a materiais development and
validation infrastructure was needed for the project, quite independent of
anything else going on in the country. Many countries have (or are
developing) various kinds of curriculum centres designed to prepare more
effective teaching materiais for the schools. In addition, many countries
have agricultura!, health and other extension Services. With an increasing
concern for lifelong education that does not compartmentalize educational
opportunity as rigidly as in the past, it would seem reasonable to consider
ecucational materiais research and development centres which would not be
limited to the preparation of literacy materiais or school materiais or
extension materiais. The process of defmition of educational objectives, the
design of instructional or educational materiais to suit a particular
organizational ‘strategy’ involving formal or non-formal education, and the
validation and revision. of such materiais involve similar skills and

I. In each case, ail other costs were súpposed to remain unchanged.
2. Indeed. 'normaliration' may be an illusion in a field like Itteracy. where innovation is permanent.

and lhe only baste constant may be perpetuai change.
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resources The need to have separate expensive centres for literacy materiais
would appear to be open to question. In fact, the creation of teaching
materiais and literature in the national languages. is compatible with this
idea.

A third flexible cost factor is expenditure on teaching staff. Given the
above-noted importance of such expenditure in virtually all EWLP projects.
this is perhaps the most influential single item of operational budgets. A
reduction of 1 per cent here leads to a saving of more than 0.5 per cent. i e
an average possible economy of about S40.000 for each new group of
100.000 enrollees. Because of relatively high salaries. fringe benefits and
other career perquisites. school-teachers and civil servants seconded to
literacy work generally cost more than non- or para-professional
instructors. It is therefore in this second category that imaginative efforts
might reap considerable savings The United Republic of Tanzanias
experience suggests that it is cheaper (although perhaps not radically so) to
use literate peasants as instructors rather than professionals. Other categories
could also be tapped. Students at universities. teacher-training colleges and
secondary schools. for instance. might be required to make a given number
of people literate as a condition for graduation. In such cases, the teaching
work could add an invaluable experience of reality to the education of
student-instructors, who tend to come by definition from the more favoured
socio-economic strata.

Finally. evaluators attempted to project savings that might accrue from
reducing running costs. Unfortunately. this factor was found to be too
dependent on other factors to be treated in isolation from them. It was
nevertheless thought likely that savings could be achieved if literacy aption
were more integrated into the institutional framework (farms. factories.
development agencies, etc.) of the localities where it takes place. Duplication
of staff. plant and so on could be reduced. for example. if a given enterprise
assumed prime responsibility for organizing courses.

Was functional literacy provided by EWLP cheaper than education
furnished by atlternative sources? Data allowing a reliable and comprehen-
sive comparison between EWLP projects and other kinds of literacy in
programme countries are. regrettably. unavailable. This leaves only the
possibility of comparing functional literacy with equivalent amounts and
kinds of primary schooling. The difficulty of such comparisons has been
referred to in the discussion of EWLP result measurement. Despite this
difficulty—and keeping in mind the very vulnerable and provisional nature
of the following figures—it does seem possible to make at least an educated
guess about comparative costs. This guess is based on the comparison of
equivalent amounts (lengths) of equivalent kinds of education (basic
training). and explicitly excludes contents and functions of literacy and
schooling respectively that do not refer directly to basic training.

It was possible to make the comparison for eight EWLP countries. In
only one (Sudan) does basic training furnished by primary schools seem to
have been cheaper than that provided by the EWLP project. In the seven 
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others. literacy was cheaper by percentages that ranged (per candidate at the
final test) from 55 per cent in Madagascar to 86 per cent in Algeria and 89
per cent in Mali. and (per successful new literate) from 2 per cent in
Ethiopia and 28 per cent in Ecuador to 63 per cent in Iran and 8; per cent in
the United Republic of Tanzania. In other words. it appears that for an
identical expenditure EWLP was able in each case to provide basic training
to a certain number of additional people. Keeping in mind the above criteria
(cost per candidate at the final test in Algeria. Madagascar and Mali. and per
successful new literate in Ecuador. Ethiopia and the United Republic of
Tanzania). the additional numbers of learners trained by the programme
compared to what schools could have done at the same cost. seem to have
been roundly as follows: Ethiopia, 310; Ecuador. 2.010; Madagascar. 2.360;
Iran. 16.600; Mali. 44,430; Algeria, 46.320; United Republic of Tanzania,
130,700.

In contrast. an identical expenditure on schooling and literacy in Sudan
may be supposed to have enabled the school to provide basic training to 320
more pupils than the EWLP project.

It can certainly not be concluded from these figures that the Third
World should immediately replace primary schooling with EWLP-type
functional literacy. if only because of the possible margin of error affecting
the collection and analysis of the figures themselves. On the other hand. this
comparison does offer two conclusions that may be drawn with fair
certainty. First functional literacy as organized under EWLP does seem to
have provided important aspects of fundamental education rather more
cheaply than existing forms of primary schooling could have done.
Secondly. cost-conscious educators could therefore usefully re-examine
existing forms of primary schooling with a view to introducing certain
elements of functional literacy. EWLP may not offer irrefutable evidence of
the necessity to ‘de-school’ society. but it does strongly suggest the need (and
a way) to 'de-school’ the school.

To de-
school or
not to de-
school

Impacts on further educational action

EWLP did not. single-handedly. 'de-school' the schools. but there are signs
ttíàt, here and there (and mostly in programme countries). it at least
influenced them. In one case, the school seems to have»had greater influence
on the EWLP project than vice versa. Elsewhere the reverse may be true.
Organizers of one project noted with satisfaction that school-teachers who
doubled as literacy instructors began to display less authoritarian attitudes
toward children. In two countries. adult education methods have been
introduced into the curricula of teacher-training colleges. Iran is studying
the possibility of reforming all training of school-teachers to make it more
responsive to local reality. i.e. more functional.

EWLP's influence has also been felt outside the framework of formal
schooling. One project was requested to assist in training community
deveíopment instructors. More to the point, several EWLP countries have


