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ABSTRACT

This study sought to determine factors that
Zimbabwean functional literacy programme. The research utilized the case study design and the
data collecting instrunmgs included irdepth interviews, focus group discussions, and
observationsTwelve adults sevenmales and fivdemalesaged between thirtgine and sixty

five years of agevere interviewed by the researcherfoiy men were not participating in the
funcional literacy programme. No similar research had ever been conducted in Zimbabwe

since the inception of the programme in 1992.

The definitive findings of the study include a grounded research theory which was extrapolated
from the data After a thoraigh scrutiny of the data collectatiwas possibléo conclude that

while many of the barriers to literacy participation are similar, the bread and butter issues need to
be acknowledged biteracy providers when aiming to attract men into and reth@m within

the programme. The researalso found that poverty, past negative experiences during the early
school days and stigma related issyeswver e t he maj or i nhi biting

participation in the programme in the Mazowe district.

Althoughthe research had time related and operational limitations, these were however, repulsed

by controlseffectedby theresearcherThe diversity ofqualitativedata collecting instruments

played a positive role in ensuring checks and balances in the typeithedticity of data

collected. In order to retain male participants in the programme, a supportive environment is
recommended. This can be achieved if voluntary literacy tatergrained in design and delivery

of instruction as well am mobilizing stategiesso thatthesres ensi ti ve t o mal e p
circumstances. The income generating projects in which men aeattyiinvolved, need to be

mademore viable in order to boost thainorale.
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1.1.

CHAPTER 1

THE SITUATION OF THE RESEARCH STUDY

Introduction

The focus of this research was to critically analyse the current Zimbabwe Adult
Functiona Literacy Programme (FLP) by identifying the causest®ffailure to
attract more men to participate actively in it. This research was influenced by
unemploymentwhich is a result of general lack of entrepreneurial skills among
many of the rural mefolk. The assumption was that the solusiém the socio,
cultural, political and economic problems within the rural areas of Zimbabwe
entail a comprehensive diagnosis of the activities offered within the functional
literacy programme, so as to review itsekglnce. Thus, this researsbught to

find out the nature of participation in functional literacy activities in Mazowe

district highlighting the factors that deter men from engaging in such activities.

1.1.1. The pilot study

Having identified the research fmlem, it was incumbent on the researcher to
undertake a pilot study so as to examine and ascertain the feasibility of an
approach that would be used later on the proposed research. PortatZ008
defines a pilot study as a:

Aismall scale test of the metlwdnd procedures to be used on a

larger scaleo
In other words, a pilot study serves as a trial run. It allows one to identify

potential problems with the proposed research and make revisions if necessary. It
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allows one to encounter problems on a smadllesdoefore starting a major

research.

In this research, the researcher undertook a pilot study on foctrciual literacy
groups in the €ntenary diict which is adjacent to the &owe district. The
groups in the Centenary district shareshi&r chagcteristics with the Mzowe
groups. Six functional literacy learners were interviewed in order to identify the

reactions of respondents to the research problem.

From this pilot study, the researcher was able to determine the effectiveness and
reliability of data collection tooland also determine the amount of time needed
for the proper research. The writer was also able to astén@iadequacy of the

researctieam as well as the success of its training.

As a result of the pilot study, the issues tiata to logistical support were
adequately arranged, as well as the religbdit the results when researtiols

were administered. The pilot study gave the reseangtactical trainingin the
interview techniques, data collection, presentation, arsafysi interpretation.

In terms of reliability and validity of the research instruments, the pilot study
made it possible to delete questions which tended to solicit the same responses

sought by other sufuestions of the same question.

The Statement of tle problem

The problem of the research was that most mlen have gonehrough the bsic
literacy programme run bgovermrment through the Ministry of Education and
Culture, are reluctant to proceed on to the functional literacy programme still run
by Govenment. The FLP is meant to further develop knowledge, attitudes and

skills domains acquired in the basic literacy programme so that these men are able
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to effectively and efficiently participate in development programmes in
Zimbabwe.

MEC (2002:24) notes #h only 108 out of 450 men whaoal participated in the
national literacy evaluation of 2000 in the Mazowe district had opted to proceed
on to the national functional literacy programme the following year. This is just
24% of the male population that panpiated in 2000.

The main research problem

Despite Go v e rinvestment \gith dohoun gssistance) to reduce

illiteracy and to guard against relapse into illiteracy through the provision of the

functional literacy programme, men in Mazowe districtevstill reluctant tatake

up the offer. Grainger (1986:28) notes tFh
was decreasing very stdily. She cites an example Bfasvingo province where

only 960 adults were attending the FLP. Of these, only 37 were Tiase

figures raised the following question: Why afew men attending classestire

functional literacy programn®e

This question had not yet been investigated in Zimbalwe unless the reasons

could be established for the unwillingness of menate part in the FLP, the
millions of dol | ar s invested by Governm
achieve the aim of eradicating illiteracy by the year 202% in the context of

these observations that this research was initiated to investigate fHwlors

militate against men from participating in the functional literacy programme in

the Mazowe district.
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1.5.

1.3.1. Subsidiary problems

The investigation was guided by subsidiary problems of the main problem
indicated above. Below are the subsidiary problemesgnted in the form of
research questions:

a) Why are men not actively participating in the functional literacy

programme?

b) What attitudes do men manifest concerning participation in the FLP?

c) How and why are these attitudes shaped?

d) What sort of experience doen have concerning their educational past?

e) What are the mends views towards thei

f) Why are their views like that?
And finally, what form of support should be given to men so that they may be

able to overcome these difficulties?

Aim and objectives of the research

The aim of the research was to examine the motW¥gsarticipation by men in
functional literacy activities in the Mazowe district. Thus, this research sought to
establish
I. the attitudes, experiences and views ofnnte their adult literacy
difficulties and what shaped these attitudes; and
ii. the support needed for men to continuously be engaged in adult literacy

service

The purpose of theresearch

The purpose of the research was to establish factors that militate ags t menos

participation in the functional literacy programme in the Mazowe district. The

r
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programme is currently being run by the Ministry of Eaktion and Culture
through the @partment of Adultiteracyand NorFormal Elucation.

Background of the problem

The problem of illiteracy is anléd one in Zimbabwe since very little was done to
eradicate it (illiteracy) among the blacks primr 1979 During that timethe
control of formal education and its provisjomas the responsibility adhe central
governnent which was in he hands of white settler the sections that follow
the researcheprovides a historical scenario of the literacy situation in the then
Rhodesia (MEC 2010:14).

1.6.1. Literacy situation in the former Rhodesia

The educational structuref the erstwhile Rhodesia wasappropriate taddress

the literacyneeds of the majoritgffectively, as a resujtin 1980, there were an
estimated 2.5 million adults who were hait illiterate or semliterate (MEC
2010:3). During the period following the étond World War, government
expenditure on adult literacy in Rhodesia was seen as being in direct competition
with the provision of schooling for children. The Native Education Inquiry
Commission of 1951 felt that the Education Department would make i mo
effective contribution to mass education through its existing organization and
recommended that no steps be taken to educate the illiterate adults beyond those

provided by the community school system then operdieC 2010:5)

However, the 262 Eduction Commission identified somi@nitations of these

cadult school sdé which included a consider
designed syllabuses were almost #xmstent and the teachers, most of whom

taught in school during the day, employed moels and materials best suited to

children (MEC 2010:9). From 1969, the teaching sch@&an¢hese adult schools



was reorganized and admission limited to students over the age of.fifteen
Consequently, by 197@here were only eight classes with 380 students

According to the Whitsun Foundation Report (1978:bdganized adult literacy
classes were first started in Rhodesi a
promote communication between all races
Adult Literacy Council(ALC) grew out of the Courtesy Campaign and, from

1969;a single literacy organization emerged whidhfjrat taught illiterate people

and trained literacy teachers. Later tinepbasis shifted from illiterateitizensto

teachers. Teaching and trainingggrammes became more comprehensive.

Teaching nethods were adapted to local conditions and many innovations were
introduced. An apprenticeship system of teacher training was developed where
teacher traineesnost of whom hadnly primary education, leaend -fh@jno b 0
by observing and imitatingamed literacy teachers iiteracy classes. Reading,
writing ard arithmetic skills were taughgt first only in thelocal vernaculas,
although later oral and simple reading and writing in English were irteadu
(Whitsun Foundation Report 1978:18). It has been estimated thatiring the
period rangingfrom 1969 to 1976approximately 15 000 illiterat®&hodesians,

who were taught by the Adult Literacy Organizatiofh Rhodesia (ALOR),
aqjuiredvarying degreesf literacy (Whitsun Foundation Report 1978:20).

Mention must be made of two other agencigkich were alsanvolved inadult
literacy programmedn Rhodesia. Firstlythere was the Branch of Community
Development Training (BCDT) in the Ministry of Edtica, which was
responsible for community and adblasiceducation mainly among blacks. The
Branch comprised a directorate and national training centre in Salisbury (now
Harare) with five provincial offices administering training facilities in each

province (Whitsun Foundation Report 1978:30)



Secondly, there was the Rhodesian branch of the Afglerican Corporation of

South Africg which introduced an Etigh language course foits black
employeeswho lacked proficiency in English Lack of a reasonablievel of

competence in Englistvasviewed asa barrier to further training as well as to

promotion (Whitsun Foundation Report 1978:32Df the primary agencies
mentionedabove, ALOR was the only onehich focusedon literacy as itprime
function. The Aglo-Amer i can fAsecond | anguageo cour s
and the Corporationds employees. It t auc
telling the time. The BCDT involvemenin Matebeleland had a vernacular

reading skillstraining course as a small compaoh®f a broader adultbasic
educatiorandtraining. It equippedrainers to teach illiterate adults to read in their

vernacular language but not to teach writing, arithmetic or telling the time.

Reference to private sector participation in addsic literacy in Zimbabwe
would be incomplete without mention of the Whitdtwundation, whichn 1978
completed an investigation intthe problem of adult illiteracy in Rhodesia. In
their study they examinedhe objectives, scope and work of ALOR, BCDT and
Anglo-American adultbasic literacy The study recommended a strategy for a
mass literacy programme based on a reorganization of ALOR and the expansion
of its operations. The proposed plan demonstrated that, to bringitszagy in
English to one quarter oftarget group of 1.5 milliorand semiiteracy in Shona

and Ndebele to the remainder would take 17 years at a cost of 60 million US
dollars (Whitsun FoundationReport 197842). To give effect to its
recommendations, Whitsun undertook, in 1979, a secarjdgbrwhich financed

the twoyear appointment of a development officer for ALOR. The officer would
alter and professionalize the ofoldgani zat.i
expansion necessary for the transition to a mass literacy programmesylivhi
FoundatiorReport 197921).



1.6.2. Causes of illiteracy

It was indicated in section 116 that at IndependenceZimbabwe had
approximately 2.5 million adult illiterates. Of these, 64% were women in the
rural, semiurban and urban areas, with the majofdaynd in rural aregswvhere

75% of Zimbabweans live (MEC 2010:14Jhis high percentage of illiteracy can

be attributed to several causes: Rhodesia was a colonial country as well as a Third
World one. There was a shortage of schools in such areas as &idgOmay,

along the Zambezi Valley, Rushinga, Chipinge, Beitbridge, and Mudzi. Many
other areas had either few schools or no schools at all. In some casashbigih
feesand long distancesnade it difficult for parents to send their children to
schal (MEC 2010:25)

Grainger (1986:1418), posits that the otheeason for the high rataf illiteracy,

was that the Rhodesian authorities and corporations provided schaiolly m

areas where they needekeap labour for the mines, farms and the @eilvice.
Successive governments gave low priority to rural development and, as a
consequence, rural areas had insufficient schools to accommodate the children
needing schooplaces. Since most blacks earnedly low incomes and, at the
same time, schoalg was expensive, many blacks were kept out of school, thus
remaining illiterate. Some parents managed to put their children through primary
school but could not afford the fees for secondadycation. As a result, many
people who received limited primaeducation lapsed into illiteracy after some

years without reading opportunities.

According to Grainger (1986:224), reading material was usually not available in
many rural and pessuburban areas. Much of the reading material available in the
countrycorsisted of Western concepts and discounsesghich Africans had little
interest if any. This, too, contributed to a decline in literacy skiisiong

Africans in the former Rhodesidhe Governments of the day did not provide



adult literacy programmdsr the illiterate adult population. They did not provide
adequate alternative educational opportunities for the older children who had been
discarded from the formal school system or for those who were too old to be
admitted into it. Therefore, whoevemas unfortunate enough to be omitted from

the formal school system remainéerate (Graingenbid).

1.6.3. Justification for a National Literacy Campaign

After 90 years of colonial rule of which the la%4 were years of war,
Zimbabweans were so displacawlahe national infrastructure so disrupted that a
comprehensive programme of national rehabilitationl aesettlement became
necesary. The situation necessitatpdticipation of people inprojects on
planning, construction, farming, and several modésfoomal and informal
employment. All these called fdwasicliteracy skills in order that thegould be
managedeffectively and efficiently In particular, the resettlement programme
required the engagement of literate peasants who could carry outdammjects

properly without destroyingr wastingresource$MEC 2010)

In view of the degree of unemployment and the low income levels prevailing in
the country,the ZimbabwearGovernment wished to initiate the setting up of
viable, selfsustaining practsto be runby the peopléghemselves These ranged
from agriculture, arts and crafts to labour and cajmi@insive projects. Without
adequate literacy and numeracy skills, these projects could not succeed. Co
operatives, too, were part of the sadfiance policy programmes. These required

skillful management in order to succeed.

If the entire national infrastructure was to be transformed, literacy skills were
essential in order tonsure mass patrticipation in sucklransformationThere was
presing need for the development laéracy skillsin orderto instill a sense of

confidenceand selfesteemamong the ordinary people. Therefore, a campaign



was the only way through whidghe determination to eradicaititeracy quickly

could be engendedein people to the extent that sefustained development
could be realizedA programme was not appropriate, since programmes are not
normally aimed at eradicating a problem within a short time. The adoption of a
project was also not a relevant solutismce the illiteracy problem was national
and requireé@nurgent national awareness and ac{iEC 2010:16)

1.6.4. The literacy situation soon after Independence

After Independence in 1980, BCDT was dissolved and literacy became the
responsibility of the Miistry of Education which, early in 1982, established a
Non-Formal Education Section with headquarters and regional literacy officers

Two District Literacy Coordinatoraere appointed n each of t-he count
five districts, to be responsible for muiting voluntary literacy tutors and for

establishing and monitoring adult literacy clas@@gC 2010:18.

As then conceived, the literacy campdigeffectiveness dependeuh voluntary
tutors with moral and material support from individuals, orgaromati and
Government ministries, accompanied by mass mobilization of resources. Later
that year, major responsibilities for adb#sicliteracy and nofformal education
campaigns were transferred to the Ministry of Community Development and
Womenods (GBWAai r s

The Ministryods responsibilities included
population for the campaigrand the establishment of a National Literacy

Council which would mobilize the nation for the war against illiteracy. CDWA

would also povide the link between literacy activitiesn the one handind the

various national and local development programmesthe otherlt would also

provide the Ministry of Education with information relevant to the development

and production of training aterials(MEC 2010:2226).
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1.7.

However, by 1984, it was already apparent trdy a low percentage of illiterate

women were attendingbasic literacyclasses and that, in general men did not

participate, or were reluctant to do so. Thenticontinued overhe years despite
Government 6s huge i ntemacy Campaigh. Cleanly,ithlise Nat i ¢
beenthe researchérs vi ew t hat unatgactiveeessod thesadultor t he
basic literacy programmes, and tkiéappointing participatiorthat resulted

especially amongien needed tde investigatedMEC ibid).

Motivation for the research

Why would one want to study factors or barriers that militate against men from
participating in literacy programmes? There are four major reasons as to why the
reearcherwas so motivatedto embark on this researchFirsty, literature on
barriers to participation in learning opportunities is interesting in that very little of

it addresses the conceroEmenas a dstinct group. Barriers that are commonly
studied are those that concern womemargnalised groups in society, the
unemployedthe poor andhose wih limited literacy skills In studies about these
marginalised groups, data are rarely reported for men and women as separate

groups.

Stalker (1997:52) sugpsts that the concepts describe@€in o 4388 mgdelare
not gender neutral, particularly
fthose related to situational and attitudinal barriers. The absence
of men from the literature on barriers is not immediately
noticeableour awareness of an adsce is never as acute as our
awareness of a presencbut is one that needs to be explored

further through critical inquiryo
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The second reason ties neatly w8t al k er 6 s above $he researthero n
was an Education Officer responsible the Adut Literacy and Non Formal
Education (NFE)in the Department of the Ministry of Education and Culture

before joining the University of Zimbabwe. During his tour of duty, he was
shocked at the relatively few men participating in the functional literacy
progr amme. This research sWkeermsrethem®m t hat
He then became interested in analysing barriers or factors that militate against
mends par tasiclienacy progiammes im order tdentify their nature,
characteristis and extent. Once these barriersbasic literacy arainderstood,

there would be a better prospect of making recommendations for improved access

to literacy services.

Thirdly, the researchevas motivated by the fact that the study findings might be
usal to improve management and policy related matters by bodies and agencies
that promote functional literacy such as thev&nment through MECdonors

like UNICEF and agencies like ALOZor MEC, and other education and policy
making organisations, the fim#js from this study would fill knowledge gaps that
exist between what the providers of functional literacy offer and what the
recipients need. These could guide or persuade these people to offer programmes
and other supporstructures thatire more appeialg to the functional literacy

participants, both actual and potential.

Furthermore findings from thisresearchmight be used in future planning,
implementation and evaluation of functional literacy programmes that are more
learnercentred so that partants, as consumers of the programmes, might
derive maximum benefit from their provision. Similarly, Government, as provider
of the programme would also benefit from its provision as its scantyneeso
would be utilised efficiently and effectivelizindly, the findings night be used to
improve the current strategy document of MEC and the nature of the programme

in the areas of support services, motivation and mobilization strategies in order to

12



1.8.

ensure that almost alff the graduands from basic literachasses are enrolled in
the functional literacy programme.

The scope of theesearch

The researchwas limited tomen engaged in functional literacy activities as
participants in the communal areas of Mazowe district. This district was chosen
because, aording to records available in the Ministry of Education and Culture,

it had more functional literacy classes and projects than any aitliee seven
districts in Mashonaland Central Region. Headmasters in this district had attended
many workshops on &racy promotion and were quite keen to promote literacy,
both basic and functional, within their school catchment areas (D.E.O., Mazowe
district, April 2012).

The other reason for the choice of the district was that available literature from
Mashonaland €ntral Region suggested that this district led all other districts in
promoting both basic anfdinctional literacy. The researchigit that the district
could give a good picture about participation in the national functional literacy
programme in the catry, generally, and in Mashonaland Central, in particular,
with special emphasion the rural male populatiodMa z owe 6 s popul at i c
homogeneous socially and economically. Socjalig population is of the Shona
origin with Zezuru as its mother tongukhus there are no linguistic, economic or
cultural differences here. Economically, the population isasuesti by subsistence
farmingas indicated in 1.8 below. Thedistrict is also near the homes of both the
researcher and his principasistantjt is, as a resulteasily accessible to the
researcher both by pivate car and public transportinally, the area is

administered by ondistrict councilsoit waseasy to deal with one authority.

13



1.8.1. Characteristics of the area/population under study

Mazowe district is to the ndnteast of HarargSee Appendix Hon pagel76 for

the Map of Zimbabwe The researchérs observation 1 s that
typical area inhabited by poor landungry subsistence farmers. The district is
originally a tropicalsavanna area that has been cultivated for several hundreds of
years by poor peasant farmers using the most rudimyemigthods of farming. Its

soil is severelyleachedout, soil fertility is poor and its savanna vegetation is

gone. Desertification, siltain, deforestation and general land degradation are on

the increase with little effort being made to arrest them.

The local people, like any other communal dwellers throughout Zimbabwe, are
poor peasant farmers whose sole means of sustenance is agri®géturas from
agriculture are generally inadequate to provide sound -s@Coomic
independence to these people. The educational neetlesef people, as already
alluded to in section 1.3 of this stydwere neglectedby past settler colonial
governmentsin 2010 it was estimated that about 2600 adults were still illiterate
in this district. Of theseonly 751 were men (MEC 2010:15) and 5@¥#themdid

not participate in the literacy activities.

The Mazowe people bear various totems #mely arelargely depenént on
subsistence crop and animal farming plus magketening. They grow maize,
groundnuts sunflowers, rapoko and potatoesid they keep ct¢, goats, fowls
and donkeys. Theewards of their agricultural activities do not ensure a
comfortable tandard of life for them; hence most men are migrant wonkérs
selltheir labour in the nearby town Bindura and the city of Harare.
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1.9.

The research methodology and design of the study

1.9.1. The research methodology

The mixed method research approach wed®pted for this studyJohnson,
Onwueghuzie and Teri200781) define the mixed method research as one that:
A focuses on research questions that call for-lileal contextual
understandings of multevel perspectives, and cultural influences
A employs rgorous quantitative research assessing magnitude and frequency
of constructs and rigorous qualitative research exploding the meaning and
understanding of constructs;
A utilizes multiple methods (e.g. intervention trials andiépth interviews);
A intentionall integrates or combines these methods to draw on the strength
of each; and

A frames the investigation within philosophical and theoretical positions

Teddie and Tashakkori (2006-PB), agree with Johnsoet al They define
mixed method research as thasarch in which the investigatarollects and
analyzes data, integrates the findings and draws inferences using both qualitative
and quantitative approaches or methods in a single study or programme of

inquiry.

The researchsought to find out why men wereoinparticipating in the current
functional literacy programme. Such questions could best be addressed through
gualitative methods, examples of which are interviewsoug group discussions
The interviews weraised to gathedetailed information regardop factors that
militated agai nst fometionalkterapygprogrammeapdéot i o n

collect dataon how these men could be-emgaged imeaningful participation.
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1.9.2. The research design

A research design is a systematic, subjective approaed to describe life
experiences and give them meaning. This observation is supported by Yin
(2003:29) who defines research designaas

fistructure of an enquiry which is a logical matter rather than

a |l ogistical oneo.
The major goal of such a designamualitative gidy such as this one is to gain
insight, and explore the depttherichness, andhe complexity inherent in the

problem under investigation.

In this researchthe researcher empleg the case study design. The case study
was ideal for such an investigatignas supported by Frazer (1973), Merriam
(1988) and Stenhouse (1985). Their argument is that it allows the researcher to
work with the target group in their natural context, thereby creating realistic

chances of getting the truth outtbem.

1.9.3. Population, sample and sampling method

A population is an aggregate of all cases that conform to some designated set of

specifications. Thysaccording to Hopkins (1976:56) in support bktabove

assertion:

Aé a popul ati on iaggregateyrsetbfear |l y def i
people or things. o

There are two types of populations which are the target and study population.

Target population is defined as the total number of people, items or cases upon

which the results of the research are generalized. Onotiier hand study

population is the set of people actually available to the reseditdbpkins ibid).

The specific nature of the population unddudy depends on the research

problem, context, extent and time.
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The population in this research was tb&imales participating in the functional
literacy programme in Mazowe district in 2012 and 2013. The district has 6
literacy groups with a totgopulation of 41 learners wheere participating in the
programmeA detailed discussion of the sample and the@ang procedures that
were undertaken adiscussedn Section 3.3.3 on page 73 of this report.

1.9.3.1. Sample and sampling method

Simply defined, a sample is a subset of a population that is used to represent the
entire group as a whole. In research, it isefimpractical to survey every
member of a particular population because the sheer number of people is simply

too large.

Sampling on the other hand is the process of selecting a group of subjects for a
studyin such a way that the individuals represdrg targer group from which
they were selected from (Babbie 1992:41). This representative portion of a

population is the sample as noted in the forgone paragraph.

In this research the researcher opted for the purposive sampling technique.
Maxwell (1997:87)definespurposive sampling &ype of sampling in which:

Aparticul ar s e events nagedeliberapely r s on' s or

selected for the important information they can provide that

cannot be gotten as well from other
Joppe (200069), adds anotherdinmees i on t o Maxwel |:6s definit]

Apurposive sampling is a form nbnprobability sampling

in which decisions concerning the individuals to be

included in the sample are taken by the researcher based

upon a variety of criteria which may include sjadist
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knowledge of the research issuer capacity and

willingness to participate in the researoh.
He further contends that the main goal of purposive sampling is to focus on
particular characteristics of a population that are of interest, which wsli be

enabl e the respondent to answer the resea

In this research, 12 participants for the interview (7 men and 5 women) were
identified. The reason for including women in a research concerning men was to
find out stutttiwstomwamne nmends wunwillingness to
functional literacy programme. In other words, what was their side of the story?
Wh a 't is it t hat t hey hear or know about

programme?

1.9.4. Data collecting instruments

The reseaherusedtheinterviewas the main instrument in the collection of data.
In addition the notes based on observations and the focus group discussions were
also used. A detailed discussion oadé is captured in Sectiotpages 82 to 87

of this write p.

1.10. Limitations of the research

The researcthad its ownlimitations The sparselydispersed populationvas
difficult to coordinate The other limitation wathe apparentineasiness caused by
the use of a tape recorder on interviewees who had no presxmesience of
havingtheir voices recorded. However, everything possible was done to minimize
the effect of these possible limitations on the qualind value of the studsgs
reportedn Chapter 3.
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1.11. Definition of terms

Because of the need for precisi@my scientific discipline is concerned with its
own vocabulary. It is important to define all unusual terms that could be
misinterpreted for the purpose of establishing a frame of reference with which the
researcher approaches the problem (Best and,KlI983). For concepts to serve

the function of communication, sensitivity @n organization of experience,
generalizations and theory constiion should be clear, precis@d agreed upon.

In order to contextualize the terms used in this research, sothe tdrms were
conceptual while some of the terms were operational. The conceptual terms are

authoritybased as explained below:

1.11.1.The title

The title denotes the need to identify factors that militate against men from
participating inthe national fun@bnal literacy programme in the Mazowe district
of Zimbabwe, in view of their response to the basic question of why these men are

not actively participating in the programme.

1.11.2.Factors

The term Afactorso is defined d&wofthe Oxf

Current English (2012:305) a8 ccumstances that help to bring about a result.

Further on it saysAif act or s refer t o environment a

something to develap. The following terms are identified as synonyms of

Af act or s @& soorge. Tthdse ares aspacts; causes; circumstances; elements;

influences. Barrier is another term that was to be used interchangeably with

Afactoro in this study. The Oxford Adval

English (2012:64), defines fAbarriero as
fisomething that prevents, hinders or controls progtess.

Further amplification of this concept is done in sectidil Bthat follows latter.
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1.11.3Barriers

Some writers on adultsd6é participation in

Abarri er s ntstha couldmopteevercome, or else the nonparticipants

would have participated. For example, in their discussion of Harris poll results on

arts related leisure activitieReed and Marsdei(1980:39)definebarriersas
Afactors whi c hwakteoepprticipagearpsoree wh o
activity from doing soo0.

Another common iew is that barriers are obstackbst depress the frequency or

extent of participation below the desired level but do not necessarily prohibit

participationentirely.

In a 1990 stugl Valentine and Darkenwald argudidat the traditional term
Abarrierso was sl owl vy being repl aced by
literature Their explanation for thigreference in terminology was that the term

Abarri er d® connot easstate and amdusnountabte ®bsthcle thatk a g e
prevents an otherwise willing adult fromanticipating in adult educatiorgn

attractive but simplistic notiondDeterren 6n the other hand, suggests a more

dynamic and less conclusive force, one that workselgron combination with

other forces, botpositively and negativelyin affecting the participation decision

(Valentine and Darkenwald 1990:30).

In viewing literature on barriers to participation in literacy programmes and other

related activities, theresearcherhad such conceptual distinctions in mind.

However, in this study the following terms: deterrents, impediments, and
obstacles will be used interchangeably wi
that militate agaiitaracyprogranmmes parti ci pati on
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1.11.4 Literacy

The above term can be defined timeefold. These are: traditional or basic

literacy, cultural literacy, and functional literacy. Traditional literacy is accepted

both by UNESCO (1960) and the Zimbabwe Government (201@)eanthe

ability to read, write and enumer at e, mo
currently UNESCO defines literacy as the ability to identify, understand,

interpret, create, communicate, compute and use printed and written materials
associated withvarying contexts (UNESCO 2010This concept isexplained

further in section 2.2 of Chapter Two

1.11.5.Cultural literacy

This is literacy which aims at makirtge learners understand their sepmlitical
and cultureeconomic realities. It is what Freire (197 calls literacy for
Aconscientizationo: a |literacy that awak
seeks to provide them with the ability and smihfidence to act to improve their
situation. It isliteracy that seeks to makearners, says Freire (1323),

Ato hold history in their hands
literacy for individual and social liberation and development. It is an awakening

experience.

1.11.6.Functional literacy

Like cultural literacy,functional literacy is of the type that hateracy with a
function. It s workoriented literacy which denotes the integration of literacy
instruction with technical, occupational or life skills to tame the environment for
o n e 6 s-beinge Fuhctional literacy programmek® not only provide basic
education, but also enable fears to cope better vitproblems encountered in

their environment; such as povertydiseases ignorance, superstition,
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desertification, oppression, exploitatiomisery, pollution, landlessness and
famine. It is literacy characterized by sceiconomic ad cultural objectives:
literacy focused on the achievement of success by both the individual and society.

This is the kind of literacy that Zimbabwe subscribes to currently.

1.11.7.Programme

ofgrammé or i gi na Greekwd irpbograptteine me anwriteg Ot o
publ i cod ymé a v ®anddrapheadr ende a n s Thdswa prograsnie
is a planned series of future events or performance. For the purposes of this study
Verner 6s (1964 : 34)Heddides anprogranonecaswas adopt ed
fia series oflearning experiences designed to achieve
in a specified period of time certain specific
instructional objectives for an adult or group of

adul t so.

1.11.8.Qualitative research
A simple Google research of Aqgqeaplaitative
host of examples from websites and research methods course syllabi. For
example, the Online Diaihary of the social sciences (n) definesqualitative
research as follows:

fiResearch using methods such as participant

obsevation or case studies which resultinarrative,

descriptive account of a setting or practice

Compared to that of Denzin and Lincolnoés
AQual it at iisvaesituated saetiaty that locates the
observer in the world. It consists of a set of interpretive
materid practices that makes the worldisible. These

practices transfornmthe world. They turn the worlthto a

22



series of representations, including field notes, interviews,
conversations, photographs, recordings and memos to the
self. At this level, qualitativeresearch involves an
interpretive, naturalistic approach to the world. This means
that qualitative researchers study things in their natural
settings, attempting to make sense of, or to interpret,

phenomena in terms of the meanings p

Of particular note in these definitions is the joint emphasis grhilosophical
stance and a particular structuring of the analytic results as interpretive. The
interpretive approach is generally set in contrast to a positivist approach, and
indeed, thewo are incompatible. The researcher prefers the simpler and more
functional definition of qualitative research as offered(ldiwi, Nyamongo and
Ryan 2001:1). They define qualitative research as:

A aesearchthatinvolves any research that uses datat tha

do not i nclude ordi nal val ues. o

The focus in the latter definition is on the data generated and/or used in qualitative
inquiry thatis text, images and sounds. Essentially the data in qualitative research
are nonnumeric and less structured data thanoth generated through

guantitatively oriented inquiry because the data collection process itself is less

structured, more flexible and inductive.

1.12. Organization of the research report

Chapterlhasprovidal an indepth insight into the problem under invgation. A
comprehensive review of the literature-gisis the problenunder study is done
in Chapter 2 The third chapter discusses the methodology that was adopted for

theresearchThe presentation and analysisdata are found in Chaptey whilst
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1.13.

Chapter 5 constitutes a summary of the major findings thie research

conclusions and recommendations.

Summary

The foregoing exposition has provided, among othefermation related to the
background of the problem, statement of the problem, purpabe tésearchas
well as the scope of thesearchCrucial terms related to thesearchwerealso
discussednd clarified Chapter 2 is devoted to the reviewlitdérature related to

the research
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2.1.

2.2.

CHAPTER 2

REVIEW OF RELATED LITERATURE

Introductio n

In Chapter One Sectioh.5, the purpose of this reseamhs discussed followed

by relevant background detaithat gave the study purpose and directi@mapter

2 explores and also examines in degile reasons why men, in particular, are not

interesed in literacy programmes offered by the Government. The following

major fadors areexamined, namely the role of culture and tradition in preparing

men for difficult challenges as compared to women. Could it be assumed that
women unlike men were interedtén literacy programmes becauas potential

mothers they found such programmes empowering? Thugvas very pertinent

for this study to find out the reasons

partidpation in literacy services.

The concept of basi literacy and its relevanceto the study

There is no agreed way of defining the te
(1990) on O6Education For AlIIl , 6 it was o0bs
Al iteracyo was | i ke ey aswael walksttowvards ft,ehe hor i z o

horizon continues to recede. By the same token, as groups of people achieve the
skills thatwere formerlydefined as literacy skills, some altered circumstances
through technological development often render such definititusolete
(Knowles Holton and Swansqr2005). Consequently, Harman (1987) defines
literacy as the ability to communicate ideas and information in the right way at the
right time, as well as the ability to use computers and other types of problem

solving echniques that may involve mathematical calculations.
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The traditionakpproach thatiewed literacy apermanentvas based on the view
of literacy as a neutral set of skjllwhich a person either possessed or did not
possessmeaningthat thedistinction between théiterate and the illiteratpeople
could be drawn easily. Proponents of this view believed that learning literacy

brought with it new ways of thinking, new understanding and new capabilities.

This view has been widely and increasingly chjied by some writers (Street
1984; Paper2005). Their view is that there are multiptems of literacy People

have different forms of literacthat they use in different domains of life. For
example, to learn to read tieu r @ @nabic does not helpne to be able to read

a local newspaper. Street (1984), an authority in this domain, points out that there
are three main sets ofdiacy Firstly, there is what he callommercialliteracy,

which is the literacy of the shop and the market. Then thereligious literacy

such as reading the @an. Finally there isschooled literacyvhich is the literacy

that is taught in the classroom.

Other studies have also developed other forms of literacy. Baynham ,(1995)
identifies what hecalls occupationalliteracy, a phrase thaefers to the different
forms of literacy found in different occupations such as tailoring, carpentering,
and other work activities. The other form of literacy he refers tmisaucratic
literacy which has to do with offices and aié related documentatioA person
canbecome an expert in one or twb these forms of literacy and yet stide
illiterate in the other forms. The literacy practices of a taxi driver and of a

hairdresser are very different, and their learning approadbedliffer.
The formal literacy and especially the numeracy practices that are being taught in

schools and in adult literacy classes are not the same as the informal literacy and

numeracy practicesvhich are commonly usad everyday life.
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Prisloo andBreir (1996),say formal literacy has rules of spelling and grammar
which informal literacy, sometimes called local vernacular or indigenous literacy,

does not possess.

Each form of literacy is bound up within a context of power and practice. The
schookd literacy is all powerful and dominanthilst the others are subsidiary
(Crother, Hamilton and Tett, 2001). Each form ofrhey has its own functions

The issue that is of interest here is that-fimmate personglo notengage in
literacy practicesWhen they do, they may do so throuigierpreting or they

may adopt other strategies. The most important thing to note here is that they all
hawe experience of literacy in orierm or the other, espeially where literacy is

used for exclusian

Studies g Rogers and Uddin (200&), have shown how many nditerate
persons have acquired, through informal learning, some understanding of literacy
and its power and some informal skills. This is even true of numeracy, for
everybody engages in some form of eng and calculating in their everyday

life, using their own, often very local practices in the process. It is, therefore, not
possible to distinguish starkly between literate and illitepatsons. Sompeople

now talk about the plurality of literacy NESCO, 2007). This is the position that

theresearcheholds.

2.2.1. Visual literacy

Visual literacy is one area whereettconcept of multiple form of literacy
manifests itself in the sphere of reading, interpreting pictures or images. In his
exciting study, Hlglesang (1973)argues that the metaguistic skills, on which

this approach is basgedannot be presumed. He challenges the assumption that
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pictures are -colmeukaindl angvage@&r Contrary
without question that peaplcan always interpret pictures accurately, he says that:

fi éit is probably right to say that pictorial illiteracy is almost
as widespread as illiteracy itself. Peoglave to learn to read
picture® Fuyglesang, 1973:62).

This brings about a sudden andhant i ci pated question that
picturedo might be | ust texd dlordoesfitffollow thatt as | e
someone who can read a text, for example, the literate coordinator, is any more

capable of reading the picture than tioetliterate peasants.

This idea is also reflected by Brown (1974:26ho, whenwriting about the use
of picture codes, notes:
fi éhe coordinator begins the discussion with the
guestion Owhat do you see in the p
naming of objects igmportant because people not
accustomed to graphic representations may not easily

identify what i s meant to be showno

The pointsraisedabove by Fuglesang and Brown clearly demonstrate that visual

literacy is one of the many forms of literaoythe worl. In a similar vein Ngugi

waMirii also confirms the notion of multipléorms of literacywhen he posits

three different types of literagynamely alphabetic literagycommunication

literacywhi ch is part of Eileotpelpedudionaf wardsiu ni c at i
or texts that is, in the use of language codes in struggles against nature and in
society (struggle for life). FinallyaMirii talks of consciousness literacy which

is part of an educational process to mould a certain consciousness about the why
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of peopledbs struggl es, especially against
(NgugiwaMirii, 1980: 18).

2.2.2. Orality

|t i's quite clear that there is no uni v,
What is certain and what many people seem toeforg that literature was

invented by illiterates (Enzensberger,1992:1@8) that the so called illiterates

we often talk abauare all oratorsthey live, operate, communicate, create in an

ORAL context and within and from an ORALULTURE. Oral cultureis the

equivalere of literate culture in every respect, in terms of ctarjy, cognitive

processesjepth and wealth of experience (Finnegan 1977).

Orality goes back to the origins of language. It relies on the spoken word. In

speaking the meaning is the context while in writing the meaning is in the text

(Olson and Torrance, 1991). It Bn O ar t 6 -técinologidalspheme t a
Because it operates in onelPsopl®@oamsing,anguag e
dance andhct it. It is close to I, participatory and situational. In short, it is life.

In orality, data and interpretation are merged. Oral literacy operatediafogical

face to face situation (interlocutors).

The wisdom in Oracy/Orality/Oral literacy is reflected through the rgpet
proverbs and riddl es as exemplified b
6encycl-bpbeddb &R6 0TSO . From what has been
oral literacy is complete in its own right and that above all, it is human centered.
This is why, pera p s , a | ot of people maobadge otro | |
alphabetic literacy aBnzersberge(1992:96) notes

fievery third inhabitant of our planet manages to survive

without having mastered the art of
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2.3

223.Zi mbabweds fltewaktyy ni ti on o

Literacy in the Zimbabwean context refers to the ability to read, write and
enumerate (MEC 2010:3). However, this is a narrow view of literacy as observed
earlier on. Jarves and Griffin (200®)int out that literacy as a skill can best be
defined in its functional form through gaining possession of skills perceived as
necessary by particular persons and groups in order to fulfill their own self
determined objectives as a family, job seekers or members of social, religious
sect or of anyothe associations of their choice.

The United Nations Development Programme (20€2hognizes that functional
literacy is an entry point to empowerment; hence it brings together components of
literacy skills development and income generatiotvities Forthe Zimbabwean
community, literacy for people living in rural areas would ensure that they
become seffeliant through engaging in income generating projects. In the
following section, the writer discusses the general typologies used in the
classification o f factors that militate against

programmes.

The concept of functional literacy

By the mid 19606s the worl d hadbagico me t
literacy (thatis readingwriting and arithmetic) w&s inadequate if literacy was to

be developmental. The Persepolis Declaration, Teheran (1975), recommended

t hat functional |l iteracy involves the
training organized around precise and materially defined objedineesed on
concrete pr 0,d978).nhus thd sRilks tofditerbcly will become part

and parcel of developmental activities of the learners, such as crop and animal
husbandry, or some income generating activity like market gardening, poultry,

piggey, to name a few. The focus was on the learner applying his literacy skills
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in some economic activity that would lead to increased productivity, increased
incomes and a general rise in the standard of living and the general welfare of the

learner.

This is a workoriented literacy (UNESCO: 1965pcusing on skills development
and the exploitation of human and physical capital in order to increase earnings of
the target population in order to meet their basic needs. This type of literacy has
been criticize for concentrating on economics at the expense of the other socio
cultural and human elements of literacy (Kidd, 1974). However, Zimbabwe has
also opted for this type diteracy, as is pronounced ihd strategy document of
(MEC: 2010). Dumont(1973 :31), sumnarizes functional literacy as:

6éreal functional l i teracy presupp

taught is usable and used to do technical work better and

to promote occupational improvement or innovatian

the form of a solution to the production problemhich

i s behind the whole process. 0

This is further clarified by Jarves and Griffin (2003: 47) when they tbay

whatever the form gnfunctional literacy prograntakes, in the final analysis the

mai n feehindsack aprograsla n e c 0 n o mchds meamte 06 wh
6éto make people become more efficie
citizens and workers under the prevailing government...;
to mobilize, train and educate still insufficiently utilized

| abor power to make it more producti

Thus, even if functional teracy is meant to promote so@oltural development,
this is not its main concern, but economic development with the view that socio
cultural development will, of necessity, result from this type of developrent.
person is said to be functionally litteawhen he has acquired the knowledge

skills in reading and writing which enable him to engage effectively in all those
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activities in which literacy is normally assumed in his culture group, Linderman
(2010:1) says
Ain France literacy applies to someorewh o has a
significant level of reading, writing and basic numeral

skills to beselfsupportingin everyday life situatioris

Maddox (2008:1)refers to this approach as tlEpability Approachwhich is
taken as a key determinant of tivell-being and goa of human development.
Rogers (2008:13)saysAdults learn literacy byusing literacy. Rogers (ibid)
identifies faur characteristics of adults as they come to the learning institutions as

follows:

A Fi r adults yvome to the learning mmammes for a
purpose Theycomewith prior learning andbeing adultsthey
comeaccustomed in some measure to control their own lives.
They need to control the learning process too; dimally
adults learn best when they engage in the activity itself for real

ratherthan learn in preparation for some task.

Consideration of the four aspects by Rogers (jbithkes literacy transform from
basic to functional literacy. Learners should be able to use what is learnt in their
day to day lives. Unless the formal teachielates to the informal literacy of
functionality, the work of the classroom will be seen by the learners as irrelevant.
According to World Literacy Foundation (2012:2),

Aipoor functional |l iteracy | imits a
activities thatrequire either critical thinking or solid base of
literacy and numeracy skills such as understating government

policies and voting in elections, using computers, calculating
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costs and potential returns of a financial investment

assisting children withdmevorko.

Thus, even if functional literacy is meant to promote seoaitural development,
this is not its main concern, but economic development with the view that socio

cultural development will, of necessity, result from this type of development.

2.3.1. Aims of functional literacy

Dumont (1979:31)says that reading, writing and numeracy are not part of the
aims of functional literacy but of basic literacy. He says thaaimeof functional
literacy is

fito provide the producer with better todlsat is lasic literacy

skills, tools which include theritten communication, that is,

the use of writing for calculation @rcommunicatia . 0
The assumption is that the learner in functional literacy is a prodéigerods and
services, and is

fié c hi ef |dyby knemmedge enabéng hita providefor

himself 0
Thus the acquisition of literacy knowledge is not an end in itself but a means to an
end, the total development of the learner; and an improvement in his functional

performance in the production process.

UNESCO (1973:28)say functional literacy is meant to induce individuals to
learn to grow by learning to adjust themselves to change as well as being change
Tagents themselves. Thus, the functionality of this type of literacy is to induce
social action,social change and development in society in general, and in the

learner in particular. It is a functional literacy that seeks to develop the

individual 6s technical and professional

equipment.
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One other aim of funainal literacyis:
Aimanin flesh engaging in developmemttion in order
to change his environment and improve his situation
(UNESCO, 1973:69.
Thus functional literacy, likall other forms of edudi@n:
fis for the development oMan, by Man, for Marand
with Man (Nyerere 1988:42).
It is not functional literacy for its own sake, but functional literacy for a purpose,
that is, development, be it economic, social, political or cultural, individual or

societal, and so on.

2.3.2.Mobilization for functional | iteracy

Grainger (19827), feels that the swess of any literacy programmevolves

around centralized mobilization to ensure popular participatiors, $he says, is
fié mobilization in terms of economic resources, human
resources, information and coramication, and mobilization

of material resourced

Lind et al (199078 noted that mobilization for functional literacy may be
difficult because the programme is both srsathle and varied from group to
growp, and from place to place. Thus tlhmctiondity aspect of the programme
requires longer training periods forstnuctors, supported biyaining which in
most cases is vergxpensive. Hence instructorseatrained for shorter periods
such as2-3 weeks, a factor that undermines the functionalityhefteaching as
well as the success of the programme. This could result in low levels of
participation.In Zimbabwe, the mobilization of participants is the responsibility

of District Literacy Ceordinators
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2.3.3.Content of functional literacy

The content of factional literacy varies from country to country depending on the
culturateconomic nature of that society. According to Mutany@t®87:103) the

Tanzanian content for functional litey launched in 1982 included

fiset subjets, with Aithmetic, Kiswaili, Political Education

and Agriculture being compulsady
In Zimbabwe, according tMEC (2010:13) the content for functional literacy
activities includes consolidation of numeracy, reading and writing acquired
during the basic literacy programme, gr@and animal husbandry, domestic
science, homenaking and home management, market gardening, crafts; brick

making, baking, childcare and family planning.

The curriculum for the Zimbabwe Functional Literacy Programme, as outlined in
its policy document, alo covers the following areas:

education, basic primaryehlth careand incomegenerating projects.

2.3.4. Functional literacy projects

According to MEC (2010:7)functional literacy groups have to operate income
generating projectso that participants will apply and consolidate their learned
basic literacyskills in running the programme. Thibcument states

fithat participants will study poditeracy materials on

various projects such as incorgenerating projects. Income

geneating projects will include, inter alia: dressmaking,

basketry, pottery, piggery, poultry, gardening or whatever is

determined by local needs.
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The idea of integrating literacy classes to incayeaeerating activities is, in
principle, a noble idea, saylLind et al 1990:115)This, they argue, is because it
creates rativation n the participants. Theyhid) further state that

fithe need, hence the motivation, for literacy and numeracy

skills is created or reinforced through programmes related to

health are, family planning, nutrition, incorageneration,

etco
In this context literacy and numeracy should become necessary tools for learning
more, controlling money and participating in community activitidewever,
Lind et al (1990:115) quickly point outthat incomegeneratingactivities lead to
the neglect of literacy instruction as participants cotraém more on income
generation. Furthermore they note that

fit is upsetting to observe that women organized in many

integrated projects neither managedenerate income ndp

learn literacy skillso
This means that the incorgenerating projects impact negatively on functional
literacy instruction. Lincet al(1990116), say that tkb incomegenerating projects
areuneconomic and rarely generate income:

fé d u e ndasfunding and under qualifiecgtaff. The

members (mainly female) of the groups initiajmgjects are

not trainedin marketingand management skills; they also

lack technical expertise to produce the intended products;

they do not (or do not knv how to) fulfill the conditions for

credit and receive hardly any management support for

planning, implementing and developing the projects. An

important disadvantage for many groups of this kind is

precisely that most members are illiterate or sélirterateo

If income-generating activities are uneconomic and fail to improve the quality of

life of the participants, it means that theopl&é s excessi ve wor Kk
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increased and so these projects become another burden,(Stagsquist
1997:14). Brown (1974:44), asserts that such programmes increase the drudgery
of rural peoplehan liberatehemfrom their existing state afrudgery. However
Phillips (197053), is of the opinionthat participation in literacy programmes is
enhanced if linkedot economic operatian His argument is that ordinary illiterate
people regard those that are literate as being prestigious atitetlay is indeed

an economic assethis probably is the rationale for having incogmnerating

projects in the &nctionalLiteracy Programme.

2.3.5.Critics of the functional literacy model

A review of literature identifies functional literacy as the key concept used in
recent decades to advance utilitarian argument for making available to illiterate
populations a broallased, soally relevant literacy (Levine 1986). Levine shows
how the idea of becoming functional emerged as a goal to be pursued in a series
of UNESCO sponsored literacy programmes in the Third World. He traces the
various shifts in connotation and emphasis itament during its carrier with
UNESCO. However, more recently, functional literacy has also emerged as an
official goal for adult literacy programmes within modern industrial capitalist

countries.

In the Third World contexts, the espoused goal of funatiditeracy has been
overly utilitarian. The aim has been to incorporate marginalized adults into
established economic and social values and practices. Functional literacy has been
conceived as a means to an end. And within this view, human beings thesnselv
have been conceived foremost as means to such ends as economic efficiency and

social cohesion.
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On the other camp is Kozol (1985), who goes to the very heart of the ethos of
functional literacy and owutightly rejects its underlying premises. McLarard
Leonard (1993:91yotes:

Alt is unworthy goal to be pursued in adult literacy

programmes. A functionalist philosopimyinimizes human

bei ngs. Il n the sense ofintothe term th
public di scour sed, f unct ismrited. | |l iteracy
Machi nes function, people either peri:

Thus Kozol sees functional literacy reducing persons to the status of mere objects
and means, rather than confirming and exalting them as ends in themselves. He
further argues that its aim is to equifitérate adults withjust those skills and
knowledge(no more)i which ensure competence to function at the lowest levels

of mechanical performance.

Freire too is critical of mainstream traditional functional literacy. He is against its
6oper at nénglriozxceetsiso because it -didlogue.do mest i
According to Freire, productive dialogue ¥&svis functional literacy means

Aiéfaith iné (peoplebdbs) power to make a

recr @gteiecd972:62-64).
Thus in traditional padigm, functional literacy does not allow creativity.
McLaren and Leonard (1993:10dontend with this by saying:

Al't fits the | ogic of domesticati g

In place of traditional functional literacy, Freire suggests that a humanizing model
of functional literacy is possible, one which furthers the ontological historical
vocation of humans to become more human

subordinancy. Freireds ar gumegthat: i n McLar e

A dinctional literacy shouldtimulate illiterate adults into
pursuing their ontological vocation within struggle to
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2.4.

understand the world, and to transform it in ways which
overcome oppressive sodigstorical structures and

rel ations. 0O

Typologies of barriers that militate againsta d u | t mal e |

participation in literacy programmes

It is crucial from the onset to identify typologies that authorities have used to
classify barriers that affect adults in general when participating in literacy and
other developmentelated progmmmes. This was important as thesearcher
would then be able to identify those barrjefsany, that specifically affected men

in the latter stages of this dissertation

Among the many authorities who have come up with a classification paradigm of
barriers to adult participation in literacy programmes is Cross (198hp
identified a three tier typology of situational, dispositional and institutional
factors. Other gurus ar8canlan and Darkevald (1990) who identified six
deterrent factors in continugneducation.These aredisengagement, lack of
quality, family constraints, cost, lack of benefits and constraints. Examples of
disengagement factors they provide include lack of energy to undertake active

literacy participation, low confidence in onesalfumsupportive friends.

Beder (1995 another authority, postulates a four tier typology. In his study of
nonparticipation in adult basic education programmes, Beder identifies four
categories of factors that mi Thes¢ ard e
low perception of need, perceived effort, dislike for school, and situational
factors. Long and Middleton (2001:22ame up with a three tier category of

factors that militate againsnhen participating in literacy related programmes.
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These wes  socioeconomkicircumstantial, cognitivemotive, and
programme/policy related factors The two argue that socioeconomic
circumstantial factors can include financial problems, conflict with work, health
problems, lack of childcare, angystemic and polital factors beyond the

i ndi v icahtwoh Cogrstiveemotive barriers include the desire for secrecy,
internalized stigma, negative perceptions or attitudes towards education and

towards those with low literacy amalv selfconfidenceand fear of failue.

Programme/policy related factors stem from the programme itself and include
lack of visibility, inappropriate course content in terms of skill level or social and
cultural values, intrusive enrolment procedures, and pbysical conditions
(Long andMiddleton 2001:24). The fifth category mes from Long and Taylor
(2002); t constitutes diversionary factomshich are responsible for influencing a
personbd6s | ife path away from education.
feeling that literacy is irdlevant, a feeling that the programme runs against
cultural values, being in a cultural group that does not value literacy, and having
no perception of need for literacy training. In addition to diversionary factors,
Long and Taylor include interveningctars in their typology. These are forces
that prevent someone from eling in a programme after having considered
taking one. Examples of intervening factors include lack of awareness of
programmes, childcare responsibilities, nervousness about schuwiey
problemsand work related conflictd.ong and Taylor, 2002:14).

A systematic synthesis of the five categoriéscalssed above seems to concur

with the four main factors that mi | i tate
literacy programmes. Thesare institutional, informational, situational and
dispositional factors. The institutional dimension encompasses the image, ethos,
administrative and pedagogical practices, as well as the physical environment

used by education and trainipgoviders. Thenformational domain concerns the

availability, range, quality, and reliability of information on education and
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training, as well as the media used and methods adopted in the dissemination of
information. The situational aspect is concerned with the indobu al 6 s i fe
situation,taking into accounthe exentt o whi ¢ h o resodreesughasai | abl e

money, andime influenceparticipation in education.

Finally, the dispositional aspect is concerned with the complex and less tangible
domain of theindividal 6 s perceptions, feelings, tho
of late Ronayne (2009has come up with an additional strand to this conceptual
framework which he callcontextual factorsHis argument is that the afore

identified models do nosufficiently take inb accountfactors such aghe

prevailing economic circumstances, the actions of the state in promoting
education and training, and the circumstances and needs of educationally

disadvantaged adults, particularly those who are unemployed.

Ronayne ould behavinga convincing poinhere as already observad Section

1.81 of Chapter onejteracy participants in Mazowe district are, indeed, reeling
under afect poverty. The economic difficulties they are facing could be a
contributory factor towal nonparticipation by those who fail to participate in the

literacy programme.

I n Ronayneds framewor k, contextual facto
conditions, the policy stance towardissues such as social exclusion,

educationdl disadvantage and the mix of programmes targeted toveatide

long-term unemployed. They also include factthat have been deriveftiom

issues related to the socigtgference groups, and peer groygsncerning the

value ofeducation. Clearlyas observed by WRC/DEG999:181 9 ) Royayneos
typology broadens the conceptual framework to facilitate analysis of the wider

political, structural and cultural context in which education is operative. Having

critically examined the classification of factors that militate agdin adul t s 0
participation in literacy programmes, in the sections that folldve, writer
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2.5.

proccedd o i dentify and discuss specific
these programmes.

Case studies on factors that deter men from participating in

literacy programmes in a few selected countries

In the following sections, the researchéentifies and discusses specific barriers
that were faced by men participating in literacy programmes in a few countries

and organizations.

2.5.1. Ireland

The Back to Eduation Initiative (BTEI) was an Irish literacy project that was
undertaken in 2007 in Dublin to exclusively increase the participation of male
adults with less than upper second level educatioa range of flexible learning
opportunities leading to forrhgualifications. Inthis study it is reported that the

number of men participating in the literacy project was low, on average 25% of

f act

the total cohort,ac@d@oviredrges2 a7t , 42)n g

participation in this project appeared to dimi sh r api dly over
cycle and that the majority of them were in their late teens or early twenties.
O6Connor further 0 b s e 1five gesars and delow tvdren s e
mainly inteested in specific skillgraining activities. Thig is an important
observation since training in skills acquisition is a critical component of the
Zimbabwean functional literacy programme. The authenticity of the skills that
men are supposed to acquire from the training will definitely determine their sta

in the programme.

Contray t o t he abibid),es,quicktd ot thatthis dogs not hold for

all male adults. His assertion is based on the findings of the European

t he

age

Commi ssi onds ( dtvls7foundtsh aitd yt lwhemends parti ¢
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for al | the European Unionds 27 countri
Persons aged 54 years participated four times less than persons ag&d 25

years, that is, from fifteen point five percent for2% to five percent for 564

year olds. Ths the researchalso investigate@vhether age is a militating factor
against menodés participation in the funct
the Mazowe district.

The other militating factor noted in the literature review was that men were very

difficult to attract into a structured learning environment for some feared the

unknown or feared the formal education system owing to negative experiences

they had encountered in their early days
(Ibid), posits that sme had poor literacy skills and feared being exposed. Others

were suspicious and mistrusted the O0state

about what second chance education could do for them.

Concurring wi t h O6Connor 6 smenbs ernveagtaito nvse
experiences of their early school days, McGivney (20041#&ghlights some of

the militating factors imposed by male culturehich portrays education as a

female pursuit and not fitting into@ ma cimag®. He reportthat many boys,

paricularly those from working class backgroundsyere characterized as

effeminate and wimpish if they applied themselves much at schools@hse of
embarrassment and shanexperiencedat returning toformal education as an

adult, particularly to tackléasic literacy, affects most illiterate men. In fact,

according to McGivney (2004:62his is deemed a taboo subject

The researchewonderedf men in the Mamwe district felt the same. Deegative
experiences of their earfjays at school havenything b do with their negative
approach to participation in thigeracy programme? This remainsh® proveds
events unfoldduring the research procesécGivney (bid), further notes that the
traditional view of the role of men in society as patriarchs laeddwinnas
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endures. Expectations that men should be the ones to go out to work in order to
provide for their families persist. Many men may not realise the benefits of formal
learning, either short or long term, because they cannot reconcile it with thes
traditionally assigned gender roles and they may struggle to see its relevance in

their own lives.

2.5.2. Canada

The Canadian study is one in which 44 spamticipating males were identified

and interviewed in order to explore their perceptions of a tifepgrogrammeln

this study, Long (2002:24)jdentified thre kinds of factors that caused
nonparticipation of male respondents with lowergcy skills Firstly, diversionary
factors were found. Examples of such factors include issues relating to social
status, life context and life experience that influenced redgats from their early

life throughoutinto their adulthood. The responses that described these factors
showed that respondents had a variety of ways of seeing or coping with their low
literacyskills that did not necessarily lead them to the conclusion that they should
enroll in a programmeThe researchewondered whether this was one of the
reasons why men in the Mazowe district were not participating in the literacy
programme. He furthermore wondered if these men have other coping
mechanisms at hand, and tiley dqg what were they Secondly, he found
transition points, or moments which had acted as triggering events for respondents
to think about the idea of taking literacy or an upgradingmmme. Transition
points are moments when respondents think about enrolling in or finding out
about a programme. These points seem to be triggered by life changes or

particular events in the respondentséb

A typical example would be while at some point in their lives the respondents
might have thought that they did not need any more skills, or that they were
coping adequately without upgrading thelmvariably they had had at least an

occasion in their lives when theconsidered finding out more about literacy or
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upgrading programmes. More often, respondents would have identified multiple
transition points in their lives when they thought about upgrading their skills.
However, according to Long (2002:38), despite ¢hransition points, none of

the respondents in this particular study ever joined the literacy programme.

Thirdly, Long (ibid) uncoveredntervening factorswhich included a wide range

of sociceconomig circumstantial influences that act as concreteiér@ to non

participation, along with a host of cognitreenotive influences that have to do

with respondentsd thought s, perceptions,
about learning and adult education programmes.

These factors contributed to pretieg respondents from enrolling in
programmes after they had recognized a desire or need to do so. Some factors
were temporary, for example acute health problems. Others such as poverty were
long term whilst others were more pervasive and systematic.ifiieeence one

draws from this study is that these factors were interrelated and did influence each

other in complex ways.

2.5.3. The gates of lowa and British Columbia

The states of lowa and British [Dmbia studies caught the researcher ey e si nce
their man focus was more or less similar to that of the study at hand. The main
objective was to find out why lowterate male adults did not participate in an
adult literacy programme. 129 males who did not participate in the programme
were identified in the Sta of lowa. The findings indicated that five of the six
most quoted reasons for nparticipation were related to attitudes towards and
perceptions of adult education. Some of the reasons given were:

| would feelstrange goindack to school;

T h er e many peopdetin adult literacy classes of my ayel

| am too old to go back to schgdlhomas 1990:18).
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The average age of those who responded to the lowa study was about 56 years.
Thomas (1990:8)reports four factors to have bedominantin causing no-
participation. These were low perception of need, perceived effort, dislike for

school, and situational factors that were family and work related.

Another related studywhich wasreported at almoghe same time as the lowa

study, wasthe British Columbia study (Thomas, 1990::85). In this study 18

men who had never enrolled in adult basic education cagses identified. One

of the 10men, whose ages ranged from 23 to 59 years, had this to say when asked

why he had never enrolled in adult basicaation classes:

Al was a man when | was 12 years ol d
are no benefits in going back to school. | am successful so far. Why

do | need an education? | woul dnodt g

know | was dumb. o

What is striking about #5se comments is that the first three factors recognized in
the lowa study reported above, are also recognizable in the above quotation of the
British Columbia study. Interestingly, Thomas (1990und that one othe men

in this grouphad run for politich office and was respected among his peers.
Another man waservingon the board of directors of a community group and was

also an active church member.

It is the researchérs vi ew t hat the men in this grou
not antitlearningper se. Rather they were independent minded adults with their

own value systems. Their perception of literacy or adult basic education
programmes were based dheir previous unpleasantr indifferent school

experiences. Because they had never participatehy literacy or adult basic
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education programme, theprobably had no idea as toow different the
experience could be.

2.5.4. Kenya

This Kenyan study was undertaken by Peter Audi Oluch in 2005. The main
objective of the study was to determine factors thad contributed to low
participation rates by men in the Kenyan national literacy campaign. According to
Oluch (2005:14) when the Kenyan literacy campaign was launched in 1979,
many Kenyan men were very enthusiastic to take part in it. However, over the
years the programme that oniteived was doing badly. Many of the men had
dropped out. According to Oluctibid) ,mer® ®nrolment in the programme
dropped to 0,25%.

The findings of this study were presented in five categories. Fifstyn a

pedagogial perspectiveQluch (2005) postulates thathe programme operated

without anycurriculum to guide teachers. Teachers siigladedly decided on

the content and disregarding the | earner
subjects to adult learners.

C

-

The researchérs poi nt of view is that the met hoc

in literacy classes should always focus on learning rather than teaching. This is
supported by Knowles (1980:56) who advocates adult education methods that are
geared twards problensolving rather than informatiegiving. In the

andragogical domain, teachers use the primer (whole word) approach which is
more i1 nnovative and greatly involve the
process. Anothesbservation made by Oludé that group or class activities were

lacking. The learners could not open up to share views and experiences, as

learning was purely teacheentered. This, fronthe researchérs p oi n't of vi
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was another blunder. Literacy education, the researchérspinion, should

involve cooperative learning.

The other factothat contributed to male dreguts in this study was the lack of
teaching and learning materials. The study found that learners lacked literacy
support materials at homexcept for the primg books oftheir children which

were irrelevant to their needs. Teachers had no guides, curriculum or reference
materals to use. In the researches 0 pthimmeasthat these teachers had

great difficultiesin determining the starting point for leeers.

The third factoris related to the quality of education offered. It is, indeed,
common knowledge that the diiva of the output is dependent dhe input and
processsin placeto ensure goodjuality education(Byrne, 2011). In this study
Oluch (ibd), reveals that there were not enough teachers to run the literacy
programmeHalf of the teachers employed, had no formal trairging, therefore,

not qualifiedfor the job Surely,if one does not have relevaiarmal education,

then one cannot providgpiality education.

Learner achievement was the fourth factor that cauteib significantly to male

drop-out in this study. It is the researclies bel i ef t hat educatio
should bring about change and make the beneficiaries function bettdrs In

study | earnersdé6 achievement was assessed
and not by improvements in standards of living, income and social interactions.

This, fromthe researchérs poi nt of view, was another
instance,literacy was being offered for its own sake and not meant to help

learners solve their soecemonomic problems. Knowles (198@tgues that adults

attend classes in order to learn how to solve their own problems.

Fourthly, Oluch (2005),identifies theego of learnersas the fifth factor that
affected menos participation. He says t
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attached to being seen as illiterate. Some illiterate adults, especially those
respected in society, felt shy and ashamed to be seen attatetiagylclasses for
fear of being identifiecdndlabeledas illiteratei a similar situation that surfaced

in the British Columbia case.

Finally, Oluch (ibid) notes that men also opted not to attend literacy classes with
women who normally performed Ibetthan themand, as a result, shamed them.
Most men are resilient and have a strong sense of their own worth. They have
their own abilities ad a high degree of selforth. Thus, fromthe researchérs
point of view, men would stay away if they felt thheir selfesteem was being
threatened. This is one of the golden rules laid down in the philosophy of
andragogy thaa d u | t-estéentm®td de respected (Know|a980).

In an effort to encourage men to take up classes, Gldehcates for meanly
classes:
fiThere should be mewnly classes to encourage more men to
attend as most illiterate men shy off if they are to share
classes with women and literacgnters should be operated

away from primary schoadgOluch, 2005:18).

2.5.5. Cameroon

The Cameroomstudy entitleggi Bar ri er s t o Mends Participa
(ANC) and Prevention of Mothdo-Child Transmission (PMTCT), and
HI V/ Al DSo is a typical example of a stud
t hat affect meeabhdtergryarelated grog@arames.on i n

This study was commissioned by Nkuehal. (2010 in Cameroon. Its main

objective was to identify mends knowl edge
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2.6.

prevention of motheto-child transmission and HIV. Data for this studsas

collected using questionnaires and focus group methods.

The results indicated that menoés partici

sacio-cultural barriers basedn tribal beliefs and traditional gender roles. The

barriers identified were: firstyme n bel i eved t hat pregnanc

affair. Secondly, men believed that their primary role was to provide financial

support for the womandés care. Thirdly,

jealous by the commiuty if they accompanyheir pregiant wivesto a clinic In a
way these men were correct since in every traditional African community, there

are cultural gender based patterns of communicating with pregnant women.

Nkuoh et al. (2010:363) acknowledge that in theory most men considered
acompanying their wives to ANC/PMTCT a good thing to do, but in practice

fewer men actually did this. Only 15% of the men who participated in the study
ever took their wives to the antenatal clinic (Nkwlal 2010:367).

Specific programme related barrer s t hat mi |l i tat e

participation in literacy related programmes

In this section the researchdiscusses three specific programretated barriers

me

agaé

that militate against mends participation

progranme itself, the duration of the programme and finaihe unfriendly or

unhelpful front line staff of the organization running the programme.

2.6.1. The programme itself

Hart et al (2002, and Long and Middleton (2001note that programmeelated

barriers @ frequently cited by men as central reasons for not enrolling in literacy
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classes. For example when asked for their main reason for not enrolling in this
Canadian literacy programme, 43% of the subjects listed a programme/policy
related reason as theirain reason (Long and Middleton, 2001:48). Respondents
cited reasons such as: wrong course content, inconvenient location, long waiting
lists, and lack of help concerning learning disabilities. Programme/p@iated
barriers were the main deterrents tbe largest percentage of potential male
learners in the study (Long and Middleton, 2001:9).

Likewise, Hartet al note that 28.4% of the male respondents in their sinely
described as being moderately to extremelgoncerned that the literacy
programme would not beelevant to daily lifevhen they considered enrolling in a
programme but did not enroll, with 12.3% feelirextremely concernegHart et
al. 2002:102).

2.6.2. Programme length and schedules

Organizers have a difficult time when it comes to argiag programmes because

it is not easy to please everyone when deciding on the length of an adult literacy
programme. The longer the programme runs, the less becomes the commitment

to act. Therefore shorter programmes, frim researchérs p o i w,tareo f Vi e
likelyto have greater success in recruiting new participants.

In a report on male participation in adult education programmes, Sceviour
(2002:11) argues that
fié an inverse relationship was observed between the male
participation rateand studyduration. In general, districts
with low male participation rate scored high athe
averageduration of study
In other words, Sceviour is suggesting that the longer the programme is, the

lower the participation rates will be. It ike researchérs wwhateprogramme
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2.7.

length should be as flexible as possible so as to accommodate those who learn at
different paces.

Programmes should also offer as much choice and flexibility as possible when
class schedules are designed. Hartal note that 32.2% of meparticipants
surveyed in their study were moderately to extremely concerned that programmes
might be too rigid/structuredvhen they considered enrolling in a programme,
with 11.9%extremely concernggHartet al, 2002: 102).

2.6.3. Unfriendly or unhelpful fro ntline staff

According to a study by Long and Middleton (2001), 20% of the male
respondents who had recently phoned a literacy programme or information line to
inquire about upgrading, cited an unfriendly response from phone staff as a
contributing reaso for not enrolling in any programme afterwards (Long and
Middleton, 2001:50). Long and Middleton note that one tbke reasons
respondents decidedot to enrol included finding the contact person at the
programme unhelpful anot knowledgeablébid:48). It is the researchérs v i e w
that programme providers need to follow up immediately on inquiries that are left

on answering machines or those that require return calls.

Other related factors that militate against men from participating

in literacy programmes

2.7.1. Transportation

Lack of transportation can be a major barrier to participation, especially in rural
communities suffering from poverty and unemployment. Furthermore, some
learning centres are not accessible by public transport and vast areas have no
public transport system at all. Clearly transportation issues need to be considered

when planning and implementing literacy programmes.
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The literacy centres in Mazowe are scattered all over the district. Most are quite
far from t he pahetoadnetwork is vesy poorvand tHe teigaen $s.
rugged. Coul d t his vari abl e be -another

participation in the literacy programme?

Citing a study they carried out, Long and Middleton (2001:60)ethat 31% of

male respondds aged 25 34 years listednconvenient locatioras one of their
reasons for not enrolling in the programme. 47% of these respondents also listed
the money problenas one of their reasons for not enrolling. When there are
financial problems, transpottan problems tend to follow. For example, Hert

al. (2002:102) note in their study that 34.4% of male respondents who considered
taking a literacy programme but did not ehralere moderately to extremely
concerned thatransportation would cost too rah According to Hartet al
(2002:102), 10.1% of these respondents were extremely concerned about the cost

of transportation.

Indeed, it would be foolhardy to think that a poor peddarmer in Mazowe
would boarda bus or taxi to go to a literacy cemtThe point to note is that

literacy centres need to be close to the beneficiaries so as to cut transport costs.

2.7.2. Financial problems

Financial problems can represent a major barrier, to participation. In the study by
Long and Middleton (2001:51), 47% kespondents listeshoney problemas one

of the reasons for their failure tnroll in a programme with approximately two
percent of respondents citimgoney worriesin the Hartet al (2002:102) study,
49.9% of the respondents indicated that they waoalerately to extremely
concerned abounoney problems in generalhen they considered enrolling in
literacy training but did not, with 29.6% of respondesxsemely concerned
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Financial difficulties tend to increase all other barriers to participatibingh

levels of personal stress produce anxiety that is detrimental to successful learning.
This means that, while adultdracy programmes in the researéher count r vy
offered free of charge, Zimbabweans with finanprablems may still experience
difficulties accessing them.

Sligo (2006) cites a desperate situation that buttresses the above observation by
Hartand hisca ut hor s . I n one of his intervi
know how to do the internet and send emails. We used toihdave but we

ar

e wWs

can

afford it anymoreo (Sligo, 2006: 1) . Me n

so would want to work for them. If a man cannot spare any funds to feed the
family while he takes literacy lessons, then he may use the time to work for his
livelihood.

This too is vell supported by Rungo (2006:5)ho, in his Kenyan study, notes

t hat Aefinanci al resources were a major

Because men are heads of families with responsibilities to financially fend for the
family, if resources are limited, they would rather pay fees for their children than

for t hemsel veso.

Quigley (2006:9) suggests that men are reluctant to participate in literacy
programmes because some young men will be doing business such as buying and
seling, and proudly boast of not having gone to school but still have money
without the ability to read or write.
some men regard adult literacy activities as unimportant. The result is that they

become reluctartb attend any such activities.
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2.7.3. Health and scurity issues

Most people are concerned about their health and security before everything else.
This is even true when it comes to participating in a learning programnee. O
needs to have a positiveindset, @ough energy and strength to travel from the
village to the literacy centre. Thus the issues of health and security were worth
exploring. Did they have anything to do with the problem under investigation?
When these are compromised, problems ofpanticipation are likely to arise.

The review of literature revealed a study reporby Long and Middleton (2001)

in which Canadian communities were prone to drug addiction, political unrest,

violence, alcohol abuse and diseases. These were part of thgilifg@ailAs a
resutmendés participation was compromi sed. F
their race, colouof their skins or creed need to be free of these major problems

before they can focus on the problem of low literacy skills. Aueback (1989:175)

concurs with the observation by Long and Middleton that barriers to education

can arise when people have concerns alioita mi | y heabt Heplt bdohl e
problems in potential learners che regarde@sareasoror causdor withdrawal

from literacy progammes.

Long and Middleton (2001:51hote that thirteen percent of the male respondents
listed health problems as only one of the reasons for not enrolling while one
comma two percent of these male respondents who had considered enrolling in a
literacy pogramme but had chosen not to, listed health problems as their main

reason for not enrolling.

2.7.4. Negativepast educationalexperiences

In Section 2.4. of this dissertatiothe issue of past negativexperiences
contended with during earchoolingwas rased byO 6 C o n(20@Y. It is not
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easy to forget oneds past especially whe
scenario. This observation is further supported by Long and Taylor (20068)
argue that the early educational experiences that aduhelsahave are of
particular importance on how they view their present educational opportunities.
In their study of male neparticipants, Long and Taylor (2002:9) argue ithat
i g@ronounced finding from stage one is the degree to which
people are still #ected by negave earlyschool experiences
When people have low levels of formal schooling, they will be
more likely to have negative feelings about their educational
experiences, and therefore more likely to have negeigves

aboutliteracyprogramnes 06 ( Long ,200282).Tayl or

It remains to be seen therefore if past negative early school experiences have a
bear i ng o-partoipatiod B litaragynprogrammes in Mazowe district.

2.7.5. The stigma of low literacy skills

Stigma is defined by Saof2006:115)as fiét he shame t hat a pe
when he/ she fails to me e the fear bfebeingpeop!l e @
d scredited, which causes the individual
other words, stigma is the process by which the@rct i on of ot hers sij
normal identity and involves a feeling of inadequacy, loss of dignity,
embarrassment and exclusion from society. This perception is supported by Beder
(1991699 who asserts that st i g madiscaetltabeec hed t o
stigmg 0 because it remains hidden wuntil rev
leads to even greater harm as adults with low literacy skills struggle to cover their

literacy probéms or avoid seeking training ftgarthat their shortcomings wéi

berevealed
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Stigma that arises from low literacy skills ties well with past negative early school
experiences discussed above since it can

participating in literacy programmes.

To substantiate the above observatio a mal e adul t I's quoted
hate when someone would say will we go for something to eat? | was afraid of the
menu you see, I used to just order t he
2010:16). Such social stigma may ewmntransferreto theliteracy class where it

would determen from participating in literacy programmes because most male
participants who get agtted by this stigmaide their literacy difficulties from

their family membersand friends. They feel that they have missedarumany

aspects of family and social life because of this (NALA, 2010:5).

Rungo (2006:35) is in agreemenwith Beder when he says men are:
fishy to admit that thewre illiterate in any form whereas
women can admit publicly hence men become outnumbegred b

women initeracy activitiesd

Interestingly the stigma related to low literacy can sometimes be a motivating

factor for male adults considering partic

fiwhile for many the stigma may deter participation in adult
literacy education, a desire to remove it may motivate
participati on 190700t her so (Beder

How then should the stigma attached iteracy be removed? Beder (1991),
suggests that promotional campaigns and public service announcements by
literacy progammes must avoid perpetuating stigma myths in promotional

advertisements, especially the myth that having low literacy leads to chronic
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failures in life. The primary goal should be to remove the stigma attached to low

literacy in a positivendpro-activemanner.

276. The issue of fold ageo

In considerig the above variable, the researchad in mind the old English

adage,; AYou canod6t teach an old dog new 1
barrier toward menos participaoniiosn i n |
answered by Long and Middleton (2001), McGivney (1990) and Sceviour (2002)

who all indicate that nia participation rateleclinegenerallywith age. In a study

of this factor, Sceviour (200229 ot es t hat AA sharp decr ea
occured among males who were 55 years and older. Only five percent of
Canadian males over 64 years of age participated in a structured learning activity

compared with 40% in young age groups. o

The above is testimony to the fact that old age is a deterrent far to menads
participation in literacy programmes. It is important that those of us in adult
education should continue to work harder to convince older male learners of the

benefits of enrolling in literacy training.

|t i's importantf aot ;mrod eb rtihreariablést(loteh aigte ot
and Middleton,2001:63). They observe that 47% of male respondents who were

45 years of age or ol der cited Aworry of
not enrolling in literacy programmes compared tty 4% of male respondents

aged 18 to 44. This on its own is an adequate deterrent to programme

participation.

As adult educators responsible for promotions and recruitment campaigns that are
targeted to older male learners, we should emphasize thagesl are welcome

and feature images and examples of older male learners. Long and Taylor (2002)

58



also share this view;hey strongly advocate the importance of spreading the
me s s dtgs@evertdo lateto learro (ibid:105).

This section has identifiednd discussed specific factors that militate against
menos participation I n |l iteracy program
organizations. The following section discusses successful literacy campaigns in

countries such as South Africa, Tanzania, and gt

Literacy campaigns: Experiences of other countries
2.8.1. South Africa

2.8.1.1.Introduction

In Section 16.3 of this study, theresearcherdiscussed the rationale for
Zi mbabwebs | iteracy campaign. Cavent ri es

done so for @riousreasons. South Africa is no exception.

2.8.1.2.Background and context of the South African literacy campaign

Since its transition to a democratically elected governimeh994, South Africa

has instituted several educational programmes such as theBsdidt Education

and Training (ABET) programme and the South African National Literacy
Initiative (SANLI 2000) in an effort to promote universal access to education and
most importantly to eradicate illiteracy among adults manywbbm were
deprived ofedu@tional opportunities during the apheid era. The programmes
werealso intended to empower previoyspcially disadvantaged groups in order
to enable them to be sekliant and to participate more effectively in national

development processes.
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Howewer, despite concerted efforts by government to expand learning
opportunities for adults, the rate of adult illiteracy in the country remains
significantly high. A recent study by the Ministerial Committee on Literacy (June
2006) established that about 9Gillion adults or 24% of the entire adult
population aged over 15 years where functionally illiterate. Of these, 4.7 million
could not read or write (i.e. had never attended school) while 4.9 million were
barely literate, having dropped out of formal sdhibefore completing primary
education (Kha&i Gude Literacy Campaign South Africa, 2009).

The study also revealed that the rate of adult illiteracy was significantly higher in
nontwhite communities and among womenpatternwhich partly reflected the
negative effect of the apartheid era. Segtionist policies with regartb the
provision of social services including education as well as sudtaral
practices tenced to promote the education of male over female children. The
continued prevalence afdult illiteracy and its negative effect on development
and social transformation prompted the government of South Africa to institute
the KhaRi Gude ( Let us Learn) Adult Literacy Programme (KGALP) in
February 2008.

2.8.1.3.The Kha Ri Gude adult literacy programme

The KGALP was an integrated and multilingual mass adult literacy campaign
which was implemented across the entire country by the state through the
Department of Basic Education (DoBE). Although the KGALP was an inclusive
educational campaign whichrgeted every adult person with little or no formal
education, specific efforts were made to target vulnerable and often marginalized

social groups such as women, young people and people living with disabilities.
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In order to effectively address the pautexr and diverse learning needs of

different groups of learners, the KGALP employed an integrated and multilingual

approach to literacy skills training. Accordingly, the programme curriculum

integrated basic literacy training of learners in their mothegue with life skills

training. The life skills component of the programme placed great emphasis on

subjects or themes that were centr al

everyday existential experiences such as:

1 health focusing on HIV / AIDS awamness and prevention, nutrition and
sanitation;

1 civic education including human rights, conflict resolution and racial
relations;

1 environmental management conservation; and

1 income generation or livelihood developments.

In addition, the programme also prded instruction in English as a second
language in order to enable participants to conduct ordinary tasks such as filling

in official forms.

2.8.1.4.The impact and challenges of the programme

The KhaRi Gude mass literacy campaign wagcessful in itettemptto correct

one of the degrading ills of the pashat of eradicating illiteracy among South
Africans. The programme fulfilled the constitutional right of all South African
citizens. People were able to gain access to basic education in their own
languagesThe programme was able to empower socially disadvantaged people to
become selfreliant and to uplift their living standards. However, despite the
successes recorded to date, the programme is yet to reach out to working adults. It
is of the greatest imptance that cooperate companies and big businesses in the

country become involved in the education of all South Africans.
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2.8.1.5.How the South African case will enrich the presentesearch

In the South African case the KiRi Gude campaign had a specifacus on
ensuring thatadults with disabilitieswho could not read or write were given
specific attention in terms of rese@es and equipment. The blind hadcess to
Braille and sign language was offered to the deaf. This was never the case in the
Zimbabwean aapaign. The physically challenged are people who, like most
ablebodied persons, need to be treated #maes They, too, need fmarticipate
activelyin these developmental programmes, but if they are ostracized in one way
or the other, then governmentsliwiave failed in fulfilling their constitutional

mandates.

Zimbabwe needs temulatethe KhaRi Gude campaign whose positive benefits
and impact on the poor and vulnerable communities included support of official
language policy, poverty alleviation tlugh payment of stipends, provision of
free education and most importantyabling access for learners with special

educationaheedssuch as the deaid the disabled.

2.8.2. Tanzania

Tanzaniainaugurated her literacy programme that combined adult learning of
reading, writing and numeracy with occupational skills learning. Literacy and
work-oriented adult literacy projects were combined because Tanzania felt that
illiteracy constituted a serious bottleneck to development, especially in rural
development. Thevaluation results indicated that literacy project participants did
better in vocational sks even though their performance literacywas lower

thanof those who concentrated on basic literacy alone.

Commenting on the Tanzanian experience, Mutany2@@6:7) argues that post

literacy programmes were a success because there was more systematic planning
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and thorough training of teachers for each relevant activity. Furthermore, reliable

and effective delivery systemsfferener e put
strategies for continuati on, i ncorporatic
skills. Mutanyatta (ibid), further notes that Hgwviterate learners ifunctional

literacy classes were very motivateéd continue participating in these leamgin

programmes. Their learning needs and interests were catetedriakethe most

of them, probably because it wie learners themselves who decided the fate of

the functional literacy programme. One final thing Mutanyatta highlights is that

the programra was easily accessible to the target population both in terms of

distance andime, and that adequate materaad other resources were made

availableright from the onset.

To this list, Fordham (1983:29p dds t he c epoliticalawill anmdo | e o f
purp o stleab wasfuelled bythec ent r al government . This ¢
programme a success. Political will is important for it ensuredtirat should be

a budget allocated for theational literacyand shouldalways adequatdt also

ensures that adegte resources, material and fraaterial, are always in place,

and that almost all organs of the stateoperate and cordinate the promotion of

functional literacy, in particular, and adult education, in general. Besides,
mobilization for the programmeas not difficult as all media organs of the state

were employed to this effect, including field officers and the ruling party.
Ethiopia and Cuba also succeeded in their literacy efforts because theee was
political will behindthe programmes
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2.8.2.1. How the Tanzanian case will enrich theesearch

A critical analysis of the Tanzaniaase highlightshree important issues thare

of relevance to the researches st udy . Firstly, there was
part of the Government. Men participatingthe programme had their needs and

interests well catered for. What this means is that some serious needs assessment

exercises were done before the launching of the campaign.

Secondly, it is clarly highlighted in the repotthat learners themselves dbei

on the fate of the outcome of the literacy programme. This is very important

because participants would then own and control the programme. In other words,

it was now their programme and not the Gc
of non-participation would be a thing of the past.

Finally, the political will of the Government was deemed to be outstandirg. If
Governmenmanifestsa serious political will in any development endeavour, then

its people will actively participate. The next succeesyss that of Nicaragua.

2.8.3.Nicaragua

In Section 2.8.3 below the researcherdiscuses how the Nicaraguan
experiencegnrichthis study. For now the researcher will providlh e campai gnoés

profile.

Prior to the Sandinista Revolution in 1979, the majasftyhe rural population of
Nicaragua was illiterate, with estimates as high as-88%. The total population

had an estimated illiteracy rate of 50%. Planning for the literacy campaign began
approximately four months after the Sandinista Revolutigrch overthrew the
Somoza political dynastyMisagh, 2000:224). Misagh (ibidpbserves that nearly
60,000 youths of high school and college age and 30,000 adults of varying

64



backgrounds were trained in two weeks for the-fiventh literacy campaign.
Citizen goups, workers' associations, youth organizations, and public institutions
provided organizational support for the campaign. According to Literacy
exchange-World on literacy (2013), the goals of the Nicaraguan literacy

campaign were of a socipblitical, strategic and educational nature.

The Government was keen to eradicate illiteracy and encourage an integration of
andthe understanding@mongNicaraguans of different classes and backgrounds.
It was eager to incree political awareness andsenal that attitudes and skills
related to creativity, production, @peration, discipline and analytical thinking,

were nurtured.

In order to realize this goal, the first Nicaraguan literacy campaign was launched
by the Sandinista government and took place batwdarch 3 and August 23,
1980. It was just one of the key large scale programmes that the Sandinista

government implemented during their presidency (Misagh, 2000:224).

Volunteers came from all over the country to participate in the project. There
were two types of volunteers. There were those who could not leave for the
countryside such as housewives, government employees and workers. These
worked in urban neighborhoods as Citize
second and more important group of volurdeeorked under the Popular
Literacy Army (PLA)and consisted of the youth wheorked fulttime in the

rural and mountainous area (Literacy exchange: World resources on literacy
2013). The groupf influential youth who mostly came from secondary schools

or universitieswas named after the brigadistas that contributed to the Cuban
literacy campaign. Like their Cuban mentors, the brigadistas did not only teach
the rural peasants to read and write, but they were also integrated into the

families, bridging tle gap between the rural and urban citizens of the nation.
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Massive campaigns through the media and youth groups wearizgd in order

to enrolthe targeted learners. Other campaitpad to be arranged to attract and
recruitteachers to participate, besaua lot of them despised the idea of wagkin
closely with their students. Altogether, approximately 9,514,087 Nicaraguans

actually volunteered to the campaign.

The campaign used a number ofethods and technique® increase the
participation as well ato develop the creative abilities of the illiterate persons
during their learning processheseincluded experiential learning, dialogue,
group discussions and collectiveoplem solving. However, these methods and
techniqueswvere not as effective as thayere expected to be sintlee training
process of the volunteers was very brief and stamégda month before the actual
campaign. The first stage of the training process consisted of a two week intensive
workshop and those trained first would train tiext group of volunteers. After

the third group was trained, schools and universities were closed down in order to

train the remaining volunteer tutors.

Literacy congresses were hetfol evaluate the outcorsef the literacy campaign.

The evaluation illusated impressive results considering the fact that a rocky road
had been taken to get to where they were. Altogether, abotiifthnef the
population participated directly in the campaign and almost everyone wasdaffec
at leastin an indirect way. Owvalll, illiteracy was reduced by about 37.39% with
about seven percelit%) of illiterate personsn the industrialized Pacific and
25.95% in the less developed regions. Even though illiteracy was still higher in
the rural areas, the rural people were nadfected by the campaign with a major
decrease of about 52.5% in illiteracy. The interaction between the rural and urban
regions in Nicaraga was one of the most impressiresults. Such interactions led

to the integration of the ondevo independent regns into onewith a binding
sense of n#onalism The fact that every class, race, gender and age was involved

brought about a new perspective towards the distribution of power and wealth.
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Women also played a major role in the literacy campaign. Like thearCu
example, about 60% of the brigadistas were female and such a title made the
women feel a sexe of belonging and equality the revolutionary process of their

country.

Lastly, owing to the great success of the campaign, Nicaragda anaubstantial
contribution towarddinding solutions for the eradication of illiteracy worldwide.

In September 1980, UNESCO awarded Nicaragua with the Nadezhda K.
Krupskaya award for its successful literacy campaign. This was followed by the
literacy campaigns of 19829&6, 1987, 1995 and 2000, all of which were also
rewarded by UNESC(Haneman 2013

From October to March 1981, additional campaigns were held in Nicaragua's
Caribbean coast to reduce illiteracy and over 12,000 people were involved in their

native or lochlanguages of Miskito, Sumo and various Creole languages. This

was followed by many other literacy campaigns throughout the nation (Literacy
exchange: World resources on literacy 2013). The first phase of the literacy
campaign was carried out withthepupr t of Sandi ni sta mayor s
audiovisual equipment and teaching materials donated by Cuba as well as
consulting assistance. During that period, around 70,000 people learned to read

and write.

In 2007, after Daniel Ortega began his secomth tas President of Nicaragua,
under the Carlos Fonseca Amador Popular Education Association, a new literacy
campaign was announced and later launched in March 2007. The new literacy
campaign was based on théoSiPuedo Yes, I(tan) Cuban method. Estimate
say over 35@M00-500,000 Nicaraguans wetaught to read and write. The literacy
campaign was coordinated by Orlando Pineda and received finance and support

from Cuba, Spain and Venezuela.
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The goal of the literacy campaigns was to declare Nicarageaofrilliteracy by
2009 (Hanemanr2013).

2.8.3.1.How the Nicaraguan experiences will enrich the present study

The Nicaraguan case provides the following cues for threeit study. Firstly,

there isneed to undertake a serious integration of all people adrdift classes

and backgrounds into any literacy programme. Literacy programmes are not only
meant for the poor and the marginalized as was the case when the Zimbabwean

campaign was launched. Everyone must be involved in one way or another.

Secondly, evalation of the Nicaraguan literacy campaign was a continuous
process during and after its execution. If Zimbabwe tade the same, we
probably coulchaveminimizedthe shortfalls we experienced later and even those
that we continue to experience now. Faiample, less than 5 percent of the
eligible illiterate male population participated in the literacy campaign (Grainger,
1986:47). Why was this allowed to happen when at Independence in 1980 the
countryos adult il I,i5mdlionass @reagymlpservedini o n
Section 1.8 of this study?

Thirdly, there is need to recognize efforts of this nature. In September 1980,
UNESCO awarded Nicaragua the prestigious Nadezhda Krupskaya award for its
successful literacy campaign. Even those men wikobaldly taking one step
forward to participate in literacy related activities, need to get some form of
recognition, be it in the form of certificates other types. In this way we can
positively counter the rate of relapse or withdrawal from prograpemtcipation

by men.
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2.9.

Rationale for adultsdé participation

Before closng the literature review discussion on the factors that militate against
mends participation i n |totewsitédrefyther ogr amm
ratonal e f or a oru ih litsray ppograntmiesc vspisathe whole

concept of andragogysaliscussed under section 2.4.

Knowles believes that the main reason for adult educatiortonathieve the
results it should haves that most teachers of @tk are not qualified to teach
adults but childrenThis approach could be a militating factor as obskeaglier
on inthis chapter.

Andragogy is derived from the)méaniage k wor d
man. It is, therefore,the art and sciece of helping adultdearn (Knowles,
1970:37).According to Knowles, Holton, and Swanson (2005), the andragogical
paradigm has six principles. Firstly is the orientation to learn. As a person
matures his time perspective changes from one of postponedcagiph of

knowledge to immediacy of application and, accordingly, his orientation toward

learning shifts from one of subjecéntredness to one of problem centredness.

This observation is very important because adelpecially men, arfaced with
ecoromic hardship®n a daily basis. Men are bread winnehgytthereforeneed

to be engaged in productive projects that bring bread and butter on the table. This
means if they areo beengaged in an educational activity, it oughbe one that

is problemcentered |f it is not, thenmen are likely to quit.

The second principle is that of the setincept which relates to autonomy and
self-directedrss of the learnef.he self-conceptof a persormoves from one of

being a dependent personality towsaothe of bang a selfdirected human being,
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as a person matureSeltdirected learning is seen as s@léching, or where
learners are capable of taking control of teaching themselves in a particular
subject. I n its broad-dst et ad icdrdirgdaskedmes 6 a
(1975:18),is described aa process:

Ain which individuals take the ini
others, in diagnosing their learning needs, formulating learning

goals, identifying human and material resources for learning

choosing and implementing appropriate learning strategies, and

evaluating outcomes. O

Knowles puts forward one immediate reason for the importance eflisetted
learning which the researchehinks is very relevant in this study. Firstly, he
argues tat there is convincing evidence that people who take the initiative in
learning (proactive learners) learn more things, and learn better, than do people
who sit at the feet of teachers passively waiting to be taught (reactive learners).
They enter into larning more purposefully and with greater motivation. They also
tend to retain and make use of what they learn better and longer than the reactive
learners and are likely to stay longer and complete the programme (Knowles,
1975:14).

This principle is veryrelevant to the current studgr men do enjoy challenging
tasks, and therefore if it is properly appliedale learners are likely to be retained

in the programme.

The third principle is prior experience. As a person matures he accumulates a
growing reservoir of experience that becomes an increasing resource for learning.

If men are to be retained in literacy programmes, then there is need to capitalize

on their vast experiences. Facilitators
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lesson deliveriesKnowles(1969) argues that adults generally prefer a problem
solving orientation to leaing as opposed to subjexnteredearning and that

they learn best when information is presented in real life situations.

Readiness to learn is the fourth pipie. It generally occurs when a life situation

creates the need to know. Basically, the more adult educators can anticipate and
understand adultds | ife situations and r
they can be (Knowle®t al, 1998). The laspr i nci pl e deal s with
motivation to learn. The andragogical model assumes adults tend to be more
motivated towardlearning that helps them solve problems in their lives or results

in internal payoffs. This does not mean that external payoffe ha relevance,

but the internal need is the more compelling motivadéten can only be retained

in literacy programmes if they are highly motivated because the motivation to

learn is internal (Knowles, 1984:12).

Now t hat Knowl es & mbeéreput inbof perspective, atgso gy ha
necessary to discuss why adults participate in literacy programmes. Bailey and
Coleman (1998:9) argue that

fadul t so participation i n ' i teracy
programmes is a complex field of enquiry. There is ndesing
t heory that can satisfactorily expla

norntparticipationo

Houle (1982:46) identified the following three reasons. Firstly, some adults want
to achieve specific goals, such as obtaining a qualification, a certificate or the
ability to speak fluently and eloquently before audiences. Others merely

participate for the sake of participation. They could be seeking to escape from
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boredom, loneliness or a nagging spouse, or merely participate for the sake of
socialization. Last butat least, adults participate in programmes to satisfy their
guest for knowledge. This latter group pursues learning for its own sake. It is the

learningoriented group that is more selirected in the learning programmes.

The first and second groups aermed the goabriented and activity oriented
groups, respectively. The former will continue to participate in a learning
programme until the goal is achieved. The latter will participate for as long as
their need for social contact is met. So the tlgeeips have different motives for
participating in learning programmes. Cross (1988:48und that learners
participate in learning programmes in order to realize social relationships and to
make friends. She goes on to say adults want to satisfy ex¢éepedtations, such

as to meet job requirements as expected by management.

Other reasons given by her are that adults need to advance professionally in order
to keep up with competitions, escape from boredom, loneliness or to get relief
from home or famy routines. Finally, Cross (ibid) asserts that learners participate

in programmes for cognitive development, that is, learn for enjoyment and to

satisfy curiosity(learn for acquisition and development of knowledge and skills)

Tough, cited by Cross §B8:48), asserts that adults are motivated to learn by the

basic desire to use the acquired information, skills and knowledge in order to

improve their condition of life. Cross and Zusman (1988:64¢ i nf or ce Tough
argument, and stress that most peoplpecially those without jobs or have

menial ones, participate in further education in order to get jobs, especially good

jobs. They also argue that men are more generally interested in job related

learning than women.
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2.10.

Knowles (1980:67)goes a step ftier and argues that adults engage in learning
things of relevance, things of practical value, and things for immediate application
in the solution of their problems. In this way adult education, literacy included,
should beproblemcentered learnercenteed and solution seeking. Its goal
should become one of ameliorating the living conditions of the learner. Norris
(1985:61) concurs and stresses that the basic reasons for adult participation in
educational programmes are mostly economic and personallopgenent,
leisure/recreation and liberation from domination by others. The researcher will
be interested in finding out whether the Zimbabwean functional literacy
programme addresses the above observations. This research is going to be the first
of its kindin Zimbabwe. The findings and the recommendations will contribute to

making the programme more successful and attractive to men.

Conclusion

From thereviewed literature, the researchveas able to see the emergence of a
framework on which the researctiesign as well as the construction of the data
collecting instruments could be basethe researchehas also gained some
insights into the factors that facilitate adult learning in literacy programmes or
militate against such leany. In addition, the earchehas learnt some of the
motivational factors in adulbasic literacy. In the next chapterthe research
methodology and desighat was adopted for this study is discussed.
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3.1.

CHAPTER 3

THE RESEARCH METHODOLOGY AND DESIGN

Introduction

The reseach process becomes a purposeful, meaningful and systematic exercise if
it is carried out within the realms of a distinct and definable mode of
investigation which researchers call the research design. This design is the
resear cher 6 shatmill gravidecim with @ framework bf operation

that will steer the process through stages that are research worthy and conforms to
the acceptable standards oésearch design procesBorg and Gall (1983),
Kerlinger (1964), Leedy (1980), Cohen and Maniof88) and Trussel (1981)
among others, describe various designs that a researcher can employ and these
include case studies, historical designs, experimental designs and survey designs.

Though the list is not exhaustive, it shows that designs are varidussed.

In this researchthen, the case study design was utilized to carry out the
investigation on factors that militate
literacy programme in Zimbabwe. The purpose laé tchapter, therefore, was
fourfold: firstly, the researcheavutlinedthe method considered most appropriate

for the execution of theesearchthat is, thequalitative research approadHe

then proceedetb reveal the characteristics of the population under stDdya
collection bols wsed in the research weigentified followed by a discussioon
thevalidity andreliability of these instruments in qualitative research. Finally, the

resarcher outlinedhe limitations of the research that were encountered.
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3.2.

The researchmethodology

In Section 110 of ChapterOng the researchgyointed out that the problem under
investigation could best be solved by employinp e 6 mi xed met hod
inquiry. Johnson, Onwueghuzie and Turner (2007:&bntend that the term
mixed metlods refers tacontexts in which a researcher collects, analyzes and
integrates both qualitative and quantitative data within a single research. They
further argue that the essential goal of mixed method research is to tackle a given
research problem from any relevantgklmy making use where appropriate of
previous research and or more than one type of investigative perspédiked
methods research offerélae researcher the best of both worlds:ithdepthand
natural but more time consuming insights of qualitatesearch coupled with the
more efficient but less rich or compelling powers of quantitative research
(Krueger and Casey 2000:71 utilizing this method, Johnsoet al (2007:84)
encourage researchers to understand the distinction that exists between

guanttative and qualitative research.

3.2.1. Distinctions between quantitative and qualitative research

Quantitative research is a type of educational research in which the researcher
decides what to study. He/she asks specific narrow questions and collects
guantifiable data froma large number of participants. The researcher then
analyses these numbers using statistics, and conducts the inquiry in an unbiased,
objective manner. According to Johnsetnal (2007:90) the researcher generally
attempts to quantify vardes of interest and the questions asked must be

measurable.

On the contrary, qualitative research is a type of educational research in which the
researcher relies on the views of participants. A typical example is the research at
hand:fi Fact or s tatd dganst menn ® $ participation

Ma z o we dThesresearcher asks broad general questions and collects data
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consisting largely of words (or text) from participants. According to Creswell

(2008:7), the researcher has to describe aadlyse these words for themes and

conducts the inquiry in a subjective manner. Qualitative methodology, which is

more exploratory in nature involves Bshi ng t o t hwicepaadd t i ci part
subjecting the data to analytic induction (e.g. finding commomeis¢. The data

collection methods in a qualitative research include interviews, open ended
guestionnaires, observatignontent analysis and focus groups. In the study at

hand, the researcher used the interview as the main data collection tool augmented

by focus groupnterviewsand observation techniques.

Figure 3.1. Steps for conducting a mixed methods stud

STEP 7
Write report as a one or two
phase study

STEP 6
Analyze dataseparately or
concurrenty

STEP 5
Collectquantitative and qualitative
data

STEP 4
Develop quantitative, qualitative and
mixed methods questions

STEP 3
Identify data collection strategy and type
of design

STEP 2
Identify a rationale for a mixed methods
studv

STEP 1
Determinef a mixed method study
is feasible

Figure 3.2.indicates the steps the researcher undertook in conducting this

research.
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3.3.

The research design

In research pice, the term design denotes the research method used in any

particular investigation process. It is actually a plan of attack.

3.3.1. The case studyesearch design

In research practice, the term design denotes the research method used in any

particular irvestigation process. It is actually a plan of attack. As earbiezd in
Chapter 1, section 13, the case study design was utilized to carry out this
researchFrazier (1973: 122456), Merriam (1988: -5), Stenhouse (1985:89) and
Thomas (1998: 8132),describe a case study as a systematic aqepth study
of a single case, which could be an individual person, a group of persons, an
organization or an institution (literacy centres included). Shepherd and Robert
(2003:22) are in agreement with the aholMeey define a case study as an

fintensive analysis of an individual unit suchaperson,

group or event stressing developmental factors in cantext

Thomas (2011:53521) adds anot her di mension to
definition. He posits thatase studies are analyses of persons, events, decisions,
projects, policies, institutions, or other systems that are studied holistically by one
or more methods. The case is the subjeenohquiry as an instance of a class of
phenomenon that provides amalytical frame within which the study is

conducted and which the case illuminates and explicates.

Sturman (1999: 10209), makes interesting obsvations on what he calls case
study methods. He sees the term case as a generic term for the investijatio
individual group or phenomenon whose intended objective is to provide-an in
depth study of that individual or phenomenon. The explanation by Sturman (ibid)
closely resembles that oiWamahui and Karugu (1995: 11420) who view a
case study approhdo research as one that aims atvjgliog a detailed study of
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an individual unit, be it a family, a person, a clique, a group, a school or a

community.

The ability of the case study to provide ardepth study of a phenomenon and

to generate deta&tl information on it made it a suitable design for this study. It is,
however, critical to point out that while an ethnographic design would have
provided an even more-tghepth study, a case study design was settled for because
of the relatively less timelemands associated with it in comparison to time
demands associated with an ethnographic study (Sturman, 19990903

3.3.2. Justification for the use of the case study design

The researcheopted for the case study design because it prdvalbolistic,

detailed, contextual, descriptive and-depth data. Mertens (199872, is in

agreement with the above and argues that the case study leads the way in such
endeavours. A similar observation is made by Wamahui and Karugu (1995:114

120), who credit the casetigly with the ability to provide research wifiemiad
(insiderd6s) G® ( optpoisckar 6tsg view of t he

researcher would be targeting.

Secondly, the use of the case study was justified in this study as it has the ability

to penetra¢ a complex unit that consists of equally complex variables, resulting in

a rich il lTumination of hitherto hidden
experiences. Merriam (19982¥), says case studies are very useful in
contemporary research (which ishat this research was all about) where
manipulation of behaviour in order to get factual and progressive information
concerning any given phenomenon is not possible and highly undesirable. The
case study design is very relevant to this research on antiedatanstitutionin
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view of S e i d massefdtion thatltBe9 drimary 3vay, by which a
researcher can investigate an educational institution or process is through

experiences of individuals who make up the organization

Finally, the researchecthosethe case study design because it enabled him to
access nformation that richly describethe phenomenon under study. He was
also able to use the inductive approach to generate a relevant theory grounded on

in-depth information that the researcher colldcte

The case study is not a probldree design. Merriam (1998:9), rightly points

out that it is expensive and time consuming. Thomas (199838} points out

that it does not generate data that can be generalized extensively. Wamahui and
Karugu (195:114120), contend that the case study can have the problem of
selective perception and interpretation, which can distort the whole research.

However, the impact of these negative aspects of the method was mitigated by the
use of taped interviews whiatould be replayed to confirm the authenticity of
some of the data collected. Furthermore, as demonstrated earlier on, various data
collecting techniques were utilized in order to make the whole process as
thorough as possible and enhatire validity of the data collected and resultant

findings.

3.3.3. Sampling strategies

Sampling, as it relates to research refers to the selection of individual units and/or
settings to be studied (Pattd201:62).In this research, purposeful or criterion

based sampling wassed. Purposeful sampling is a sample that has the
characteristics relevant to the research questions. The researcher used at least
three sampling strategies as these were the most relevant to the problem under

investigation.
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3.3.3.1.Homogenous sampling

This is a strategy that brings together people of similar backgrounds and
experiences (Patton, 2006:45). For example, in this research, the researcher
sampled all those participants who had successfully gone through the basic
literacy evaluation exercise and hadeaiged either an A or B certificate. It is a
convenient strategy since it reduces variation, simplifies analysis and facilitates
group interviewing. This strategy proved quite effective when conducting focus
group discussions.

3.3.3.2.Snowball Sampling

The other ampling strategy used in this research was the snowball or chain
sampling. Camic and Yardely (2003:44)efine snowball sampling as reon
probability sampling technique where existing study subjects recruit future
subjects from among themcquaintancesin other words, snowball sampling
happens when a group of people recommends potential participants for a study or
directly recruits them for the study. Those participants then recommend additional
participants, and so on, thus building up like a snowbbihgodown the hill.

In this research, the voluntary literacy tutors were asked to nameapmrt&who

knew ofmen in their areaho had participated in the literacy programme, but for
one reason or othewyere not participating in theurrent nationalfunctional
literacy programme. This exercise was continued until the nominations got bigger
and bigger. Eventually, there were a few key names that were mentioned
repeatedly, and these were the people who were identified as interviewee

participants in thisesearch.
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3.3.3.3.Criterion Sampling

Criterion sampling strategy was also adopted in this research. It involves selecting
all cases that meet some criterion (Carmic and Yardely, 2003:82). In essence, the
researcher chooses cases that are informatibrandthat might reveal a major
system or weakness that could be improvex. example, one of the criterion for
being included as an interviewee participant in this research, was that one had to
be related to any man whom he/she knew had joined and thenemitlfrdim the

FLP since its launching in 1992. Such cases did offer information that was related

to aspects of the process under investigation.

The sampling strategies that the researcher adopted yielded a sample of 12
participants. This number was arrived after the researcher consulted the

literature and also the advice giventbgco-supervisor Professor Mathipa.

3.3.3.4. Profile of participants under study

The profile of the sample gfarticipantshat were identified for thisesearctwas
discussedn Secton 1.93.1 of thisreport The reasons for inclusion of women as
interviewee participants in a research whose focus wa men were also
highlighted. The average age of the seven men was 52 years and that of five
women was 53 yearall 12 interviewee paricipants werdnterviewed. None of
them took part in the focus group discussions that were Rigldre 3.2shows the

age range of thimterview participants.
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Figure 3.2: Partici
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3.4. Data collecton methods

In this research, three data collection methods were used. These were the

interview, focus groups and observation methods

3.4.1. Interviews

Tuckman (1994:356372), identifies various types of interviews: the totally
informal and conversational interviethe highly structured one and one that has
fixed and closed responses. Brown and Dawling (1998Zclassify interviews

as unstructured or structured. The researcher settled fosetme structured
interview, which according to Brown and Dawling (ibid)orks on a loose set of
guidelines and has op@mded questions, which enable the interviewee to give

comprehensive answers.

Brown and Dawling @id), also argue that such an interview allows the
interviewer flexible questioning and rephrasing of questidepending on the
kind of stumbling block to be detoured. Their opinisnsupported by Douglas

(198522), who says loose guidelines generate creative interviewing, which
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enables the interviewer to change communication in order to meet requirements

of varying situations that might arise during the process of data collection.

In this research all 12 interviewee peigants were interviewely the researcher

himself using the senstructured intervievschedule Refer to Appendix A).

3.4.1.1Justification for th e use of an interview as a data collecting method

Wamahui and Karugu (1995: 114192), view the interview as one of the most
effective means of getting-depth information on any given phenomenon. They
consider information gathered using an interviewoae of an inner nature as
opposed to one of an outward nature that is obtained by using quantitative
methods oinstruments. Thomad998: 81 133), argues that an interview has the
advantage of lending itself to rephrasing of questions if the need Miik.and
Glassner (1998: 10B05) assert that this flexibility in question formulation
makes interviews reliable and effective. The interviewer is able to probe

horizontally and vertically until the truth emerges.

Holstein and Gubrium (1998:111319), believe an interview gives the interviewee

a moral boost as the interviewee sees sincerity on the part of the interviewer as he
creates time to talk to him and shares feelings and deepest thoughts about a given
phenomenon. Tuckman (199dyghtly summarizeghe importance and value of

the interview when he says one of the most effective ways of finding the truth
about a phenomenon is to ask questions of the people who are involved with it
(phenomenon) in one way @nother. Thomag$1998: 81 -133), also looksat
interviews as very valuable sources of the truth about phenomenon since the
interviewer is © get further meaning from nererbal reactions and emotions

provoked by the interview questions.
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In this researchthe researchewas justified in using theterview since it calls

for face to-face contact focused on gathering data through direct verbal
interaction between individuals. He used it since it allowed the researcher to
explain, elaborate and clarify questions. It also enabled the interviewsseko
clarifications from the researcher in t
the air of the discussion and obviated ambiguity, confusion and lack of
comprehension. It guaranteed clarity and honesty as far as the questions and
respnses were caerned. The researclies a c t iirofullsagreeraentewith

Kerlinger (1964:395) Wwo argues that:

fié the interview is the best instrument available for sounding

peopl ebs behatvtiiotrisde d eaend nrgsasons for
{and that} an interview dwedule that includes operended,

closed and scale items {is the most ideal}.

In this context, the researcheras convinced that the interview was the most
powerful, useful, and reliable instrument in a qualitative research study of this

magnitude.

3.4.2. Focus goups

Focus groups are f@rm of group interview that capitalizes on communication
between research participants in order to generate (Hatieger and Casey
2000:124). In other words, in a focus group scenario people are encouraged to
talk to one andter, asing questions, exchanging antedaé®d commenting on
each otherod6s experiences and point of
(ibid) the main aim of the focus group is to understand and explain the meanings,
beliefs and cultures that influencetie feelings, attitudes and behavior of

individuals.

84



Green, Draper and Dawler (2003:4@yovide another dimension to what they
define as a 6focus group interviewd. To
fla technique involving the use of-depth group
interviews in which participants are selected because
they are a purposive, although  not necessarily
representative, sampling of a specific population, this

groupbe ng 6f ocusedd on a given topi c.

Participants in this type oksearchare therefore selemt on the criteria that they
would havesomethingio say on the topjcare within the age range, have similar
socio characteristics and would be comfortable talking to the interviewer and each

other.

In the researchinder investigation, the participantsio took part in thenefocus
group interviewwere all finctional literacy learners. The identified participants
from all centres were askdd assemble at one of the more central project centres
on a Friday afternoon. All in all, 8 interviewees partitgghain the focus group
interview for about 2 hoursThe researcher opted for the use of this approach
because likethe oneto-one individual interview it could be presented in
uncomplicated ways using lay terminology supported by quotations from the

participants. (Krueger and Casey (2000:122).

Furthermore, the uniqueness of this approach is its ability to generate large
amount of data in a relatively sldime span based on the synerjythe group

interaction.

3.4.3.0bservation

Observation is a method byhieh a researcher gathers first hand data on a

process or behaviour being studied (De Walt and De Walt 2001:24). It entails the
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3.5.

systematianoting and recording of events, behaviours and artefacts in the social
setting chosen for the study. In this reseathh researchemade detailed noen
judgemental coerete descriptions of what twbserved. For example, during the
in-depth nterviews, with participants, hebserved and noted the physical
environment wi t hi n whaok placep lder wagldeitgp ant s 6
observeways in which the participants interacteddabehaved towards each

other.He noted he language and jargon used by these participantsstride the

problems they faceAnother thing heobservedwas t he i ntervi ewee

language andthef f ect thi s had in addHewasn ¢t o
able to observé¢heir stting patternsand the way they exchamjgreetings.This

assisted hinin the interpretation of data.

The researcher opted for this method for the following reaséirstly,
observation enabled the researcher to have a better understanding of the context
and phenomenon of the problem under investigation. It also provided the
researcher with ways to check for regrbal expressions and feelings of the
interviewee partipants. The researcher was able to determine who interacted
with whom. He was also able to grasp how participants communicated with each
other andwas able to check how much time was spent on various issues. In this
research, observation was used as aafagcreasing the validity of the research

(De Walt and De Walt 2002:92).

Validity and reliability

3.5.1. Reliability

In this study, the term reliability was used to mean the degree to which the
findings are independent of accidental circumstances of therchs@érk and
Miller, 1986: 203). It refers to the extent to which the instrument yields the same

results on repeated trials. Linn and Gronlund (19988)/state that reliability is
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the consistency of results in the event of replication of the res@dreheliability

of the interview method was guaranteed by the use of the tape recorder. The
interview that was on tape was playable over and over again to ensure authenticity
of findings. It was possible to ensure thatelevant information was not

accidentally incorporated into the study.

Reliability of the interview as a data collection instrument was also enhanced by
transcribing the interview soon after the recording, in order to use the tape and the
transcribed version in a complementary mannewds importantas noted in

3.4.3 aboveto record all norverbal signals such as coughs, laughs, signs and
pauses, which were part of the interviewing process as these helped to convey
important messages to th@erviewer. Theresearcher further ensareeliability

by using notedrom various sections of the population as well as units that
interacted with the population. These rmoembers of the research population
included the district literacy coordinator and the literacy tutors. Any issues of
controvesy or diversions and deviations from units within the population were
noted and discussed objectively in order to retain and maintain reliability of

instruments used in data collection.

3.5.2. Validity

Validity and its cognates (valid, validate and validati@re used by social

scientists in three related senses: denoting (a) soundness of conceptualizing, (b)
applicability of research techniques, and (c) pertinence of data. In all three cases

the emphasis is on the value or worth of the idea, the techniqtres datum for

some specified objective, as judged in relation to some standard or criterion
(Gould and Kolb1 96 4: 742) . I n this study ,Nachmi as

definition of validity was adopted They define validity as
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determinewhether a type of measurement actually measures what it is presumed

to measur eo.

Validity was ensured in that mutual trust was generated between the interviewer
and the interviewee. Responses of interviewees were compared with those of their
colleagues taletermine the level of their sincerity and trustworthiness of answers
provided. With interviews being taped and transcribed, it was possible to assume
that high level of validity was achieved since input from various interviewees was

closely monitored ansdcrutinized.

Holstein and Gubrium (199813119), argue that validity in interviews is further
enhanced by the fact that interview data are unavoidably collaborative, thereby
making it highly unlikely that irrelevant data can find their way into tlseaech
system.The measure taken by the resear¢cbe@nsure content validity is that both

the interview and focus group question schedules were submitted to the
supervisor for approval and for ensuring that there was no ambiguity before they

were administred on the research participants.

Finally, as observed by Guba (1981:9%), the use of all these different data
collection methods, i.e. the interview, focus group discussions and observation, in
concert, compensates for their individual limitations argloit their respective
benefitsit hus ensuring the researchods wval.

3.6. Ethical considerations

Permission to conduct the research was obtained, in writing, from the permanent
secretary in the Ministry of Educatio8ports, Arts and Culture. The paitians

gave their informed verbal ceantto taking part in the study, after they had each
received a written explanatiorf the study Permission to record the data was
obtained prior to the interview, after the purpose behind such audio taping was
explaned. The recording device in both instances was set up, and in no way
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3.7.

interfered with the interview process and the responses of the participants. The
researcher conducted the individual and fegusups interviews.

After issues of confidentiality had beeeiterated, anonymity was assured during
transcription by assigning numiseo the participantsRandomly done, the seven
males got the following numbers 2; 3; 6; 7; 5; 9; and 12. The five female
participants were; numbed 1; 4; 8; 10; and 11. These aifee number codes
captured inChapter4. The principles of autonomy and fairness were upheld, in
that those participants who wished to withdraw from the research could do so

during any stage of the data collection.

The participants were assured that theyld not be coerced to continue and that
they would not be disadvantaged in any way by the researcher or the outcomes of

the research.

Anticipated limitations of the research methodology

During the planning of this study, thesearchemnticipated thathe planned
taped interviews could cause unnecessary uneasiness aneigetiviewees,
thereby impacting negativelgn their final input into the research. Most of the
intended intervieweemiight not be comfortable with being taped as they might
suspecthat such information could be used in a manner ¢batd compromise
their positions or security in their communitymust be poited out at this point

in time, that when this research was being carried thetre was a lot of political

activity going m in the area in preparation for the 2013 general elections.

As for the other limitations indicated above, the researcher undertook the
following precautions. Firstly, he sought the assistance oDik#ict Literacy
Coordinator (D.L.C.). This made eventhe remotest of places accessible.

Secondly, interviewees were made as comfortable as possible by explaining to
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3.8.

them the importance of the research findings to their own professional
development.The findings would be helpful to the implementers of litgrac
programmes t o be cogni zant of t he
participation. The researcher assured tparticipantsthat their names would

remain anonymous.

Summary

This chapter has focused on tealitativeprocedures that were used in #tady.
The case study research design gmatposive sampling were disaesl.
Structuredinterviews, focus group discuss®m@nd observation techniques were
used in data collectio.he next chapter focuses on firesentation, analysis and

interpretatiorof the collected data in ternad the questions that guided this study.
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CHAPTER 4

DATA PRESENTATION AND ANALYSIS

4.1. Introduction

Chapter three has provided information on the qualitative methodology that was

opted for in this study. In this chapténe analysis of narratives from the
participantsforms the basis of the inferences made. The process of data analysis

involved a systematic search for meaning from the recorded words of the study
participants framed by t aykutankeMoechouseher 6 s |
(1994:18) explain:

fWords are the way that most people come to understand
their situations. We create our world with words. We
explain ourselves with wordsWe define and hide

ourselves with words. o

It is important to report the ¢athat the interviewing of thparticipantsvas done

in Shona. The quotations appearing in the fornpatficipantsexcerpts in this
chapter are the most accurate translatiomhefr responses. The quotations are
used as examples of what the participactsially said when they were allowed to
speak for themselve$.h e r e s sk wash identdysand analyze recurring
words, phrases, themes, topics and concepts in order to gain an understanding of

the respondentsd thought s.
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4.2.Data collection: Individual and focus group interviews

The nonprobability, purpowe sampling method was used to select interviewed
participants (n=12) for individual interviews in order to generate data specific to
the poblem under investigation. Neprobability samplig methods raise
concerns around biasepresentativity and, hence, generalisation ability. The
choice of such a sampling frame, however, was consistent with the exploratory
nature 6 the research, which Burns and Grove (2005:374) view as

Anot 1 nrt egnedneedr afloi sati on to | arge

An interview guide was used to explore focal questions. Although the purpose of
the questions was to guide the interview, the questions were used flexibility to

allow for the probing into, and exploration of respes.

The interviews of one focus group (n=8) in the growgre conducted with
purposively sampled functional literacy peipants,to exploretheir views in
relation to norparticipation of men in the functional literacy programme. The
rationde for usng the focus groupay in the ability of this method to explore a
new and potentially complex phenomenon through interaction and the exchange
of ideas, which does not happen in individual interviews. fbmogeneous
nature of the groum respect of gendeor social status, afforded the participants
focussed exposure to the topic. As a result of the relative homogeneity of the
sample, saturation of data categories (Krulger 1994v683 quickly reached and,

as such justified the use of conducting the fogrip.

4.3. Analysis of interview data
Data from individual interviews and focus group interviews were transcribed and,
on completion, were carefully readrough. The plan for data analysis included
simultaneous data interpretation and narrative repotingri
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The process of data analysis involved dat
all ows the data to be reduced iIinto theme
(Creswd 1994:154). As the interviewlata were sem8 t r uct ur ed, Tescho
codingprocedure was adapted from that of Creswell (1994:154) and was used as

a guide for analysing the transcribed text.

The coding procedure began by reading each transcript carefully, in order to gain
anoverall viewof what had been said. It was importaattthis stage, not to look

for substance or utility in the information, because doing so would have partially
obscured the intended meaning of the information. The second step entailed
gaining a sensef the underlying meaning, by askimguestionsuch &: iWhat is

this abouto andit Wh a t /shierse eéhlel y sayi ng?ao

Emerging thoughts and comments were written in the margin of the transcribed
text. The li$ was reduced to groups of similapics which were coded using
colour highlights. In the next step,vitas necessary to return to the data, in order
to colour code the appropriate segment of the trans(@pswell 1994:155).
Appropriate descriptive words were used to translate the coded tomdeur

themes for the individual as well as focus grouprviews.
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Table4.1.below shows the themes and ghbmes

Table 4.1 Themes and subthemes

Theme Sub-theme

1. Bread and butter issues - Financial issues (demands ofilture that
man must work)

- Food/ hungerand

- Clothing/ lack of shelter

2. Negative experiences froi - Segregation at schqol
early school days - Corporal punishment
- Violence (bullying) and

- Individual capabilities

3. Poverty - Financial difficulties
- Emotional pain: worry/ tension/ stressd

- Negative consequences : hunger

4. Stigma - Embarrassment

- Shame

- Fear of failure and failure avoidance
- Perception of need; and

- Disability.

4 4. Presentation and discussiof data

In seeking to explain factors that militate againse n pasticipationin the
functionalliteracy prograrme, as perceied by the study participants, foomajor
themes emerged. These themes often interlinked and overlapped, making it
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difficult to decide under whiclategorythey could be examined. This, however,

reflects how intertwined the themes are and how one baméd possibly affect

another. It is also important to point out at this juncture that the themes that are

the subject of di scussion in this chapte
participation alone. Women, too, could have succumbed to theiend#u It is on

the basis of the main objective of the study and the testimonies or findings that

came from the study participants that they have now been recognized by the
researcher as possi bl e i mpedi ment s t o I

programmen the Mazowe district of Zimbabwe.

4.4.1. The bread and butter issues

When asked the question:
AWhy are men not actively ©participat

|l iteracy programme?o0

The following are some of the responses that came from the interviewee

participants.

fiLiteracy classes are meant for us women. Men are supposed to
be working for their families in towns or even at the farms. My
own husband for example is not here. He is working now as a
miller at the township. We need the money to tomogd first
before aything elsé (Female participant No. 10)

AThe place of the man in this day and
group of women doing a gardening proj
at the Iron Duke mine and not here. How does a man expect to

feed and clothe his famiiy he is here all day long? Spending

time here means theireferring to men in attendance at the
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literacy centrefamilies are only survivingrovegetables day in
and day oud (Female participant No. 4).

AMen are not her e. Thefged theire busy find
families. They do not dremalepai d to att
participant No. 11She looked very assertive sgiat into the

researcherodos face).

There is need to clarifuyteawhai stsheodo pmeast
context of thaesearch

When one speaks of bread and butter issues, one is normally referring to issues of

' iveli hood. I n specific terms, Obread an:
of food. For example, if someonesays icanét mi ss another day
my br ead amedvould interpret this to mean that the work is his or her

only source of income, his or her livelihood.

The Cambridge Idioms Dictionary (20@@) defines the term as:
fia job or activitythat provides someone with the money he/she
needs fThe edample ¢hey.give of the usage of the term is:
ifeaching at the | ocal school is his b

The Collins English Dictionary (2003) defines the term as denoting a means of
support orsubsistence. Thiseesearchadopted the meaning of bread and butter as
indicating the job or activity that provides the money one needs to lhve.
Zimbabwe, men are bread winners and are supposed to provide bread and butter
to their families. When breaadd butter issues are not settldwert attendances of
literacy classes become secondditye response from participant No, 10 is quite

interesting. Firstly, sheo rkmaeisreg meraenti sf

96



women alone, @ observation also notday Oluch (2005). In section 1.6.#he
researcher discussed the causes of illiteracy in Zimbabwe. He for example, stated
that 646 of the 2.5 million illiterate Zimbabwean at Independence in 1980 were
women. This resulted in women constituting the majonityliferacy classes.

~

People then construed this to mean that I

However, the fact still remains that n o
request to attend to literacy activities when there is hunger in the family. This
view is supported by Ha#dt al (2002:102) who say

fimen become extremely concerned about money

problems in general when they consider enrolling in

literacy programmes.

Secondlyparticipant No4 argues that men should be out there working. In other

words in as much as men would want to participate in the literacy programme,

they are likely to be pushed out by women who would want to see them taking

care of the bread and butter issues. This finding is supported by McGivney
(2004:59) who posits that mateilture portrays education as a female pursuit not
fitting into a dédmachod i mage. There i s a

education is for women (McGivney 2004:62).

The same question when asked to participants B9 and respectivelythisis

what they had to say

AThe role of a man is to feed and <cl o
of a man would he be if he is not seen to be caring and looking
after his family? These days tea is the in thing. Should I be
drinking fAmahewuo ither fanties arenor ni ng wher
drinking tea? NO. He must go to work and leave me here to
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learn how to ook the food he will bring horbe(Female
participant No. 8)

AWhy come to schoo?Whwioeuseyguou ar e t hi s
good last days fending for your family. Wheu die will your

children speak welbf you because you were able to read and

write? No. They will saygoodthings aboutyou when you die if

you havebeen feedinghem weld (Male participant No. 9).

AMen do not want to comemarhere to | ear
knows what his responsibility is. His responsibility is to take

care of me and my childreff.he is here, what do we eat back

home?Do we eat bricks? No not at al(Female participant No.

1. The tone of her voice was raised high and her hands were

flying all over her head).

The traditional view which sees the role of men in society as that of patriarchs and
breadwinners endures. Expectations that men should be the ones to go to work in
order to provide for their families persist. If a man canmovigde money for the
livelihood of his family as a result of attending literacy lessons, then he should
stop attending literacy classes and work for the family. This finding is supported
by Rungo who postulates that because men are heads of familiedatreeya
financial obligation to fend for their families. If resources are limited, men would

rather pay fees for their children than for themselves (Rungo, 2006:5).

Contributions from other participants relating to bread and butter issues continued

to pourin:

fiMen do not come because th&&othing to take back home
at the end of the day. They would come if you gave them
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i me anhei ael 0O . I f you go tmgiveergpair the

pocket of mealigneab (Male participant No. 2)

A T h #icials do na keep their wordWhen they asked us to
come here for lessonthey said less@would only be 2 durs.

But they spend time on something else. Time is important to
everyone. We need go and work for our familiés (Male

participant No. 5).

Al t 6 $at meam do nbt want to participate in these learning
programmes. We can only come here when our families have
food on the table. Every man has to be seen to be doing exactly
that. You have got to do it for your family. Coming to attend

literacy classesis’shat you do when your wife

tummies are full. If not they and the whole village adk what

kind of a man you ate(Male participant No. 12).

A T h esrdmught in this area this yearam only here because
my sonswho are in South Africare supporting me and my
wife. Otherwise | would not be with you here. élpably would

be making bricks sas to get money to bdgod and all that my

wife needs (Male participant No.3).

AThe stomach tells you where you
who are not here are listening to the siteroices calling from
deep down thei wi ves and c hoi Mdle e n 6 s

participant No. 6).
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A Me do not want to come to learn because this type of
education is not important to them. What is important to a
houselbld man with a family is a job. A job that gives him

money to buy food for his familynsore important than coming

hered (Male participant No. 7).

The six participasbs ent i ments are in agreement wi t
(2001:51) findings. They foundhat financial problems represented a major

barrier to participation. Respondentsn Long andstud§irankel et onoé s
Amoney problemsd as one of the reasons fc
not that the man does not want to participate in ianileg@ situation. His argument

is that he can only do that when he has fulfilled his responsibilities as a family

man, one of which is to feed his family.

Participant No12 for example, wertin to highlight the consequences that would
befall him if he faied to fend adequately for his family. He fedthat he would

be ridiculed by the whole village. His concerns are shared by Sligo g2Q@@ho

says if a man is unable to feed his family as a result of spending his meagre
income on literacy lessons, théle may as well use the time to work for his

livelihood.

The same questiom Why ar e men not activaly partici
| it eracy pvasaskedaanioows groupThis is whabne member of
the grouphad to say:

AWhen | a myselewhag an | dangXkThe bakery project
| came for is no longer functioning. | am supposed to be home or
somewhere working for my children. Furthermore, is it worth it for

me a grandfather to be at school while at the same time my
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grandson is also atcsh o o (M&le& participant from thdocus

group).

i A a man you are supposed to fend for your family. You are
supposed to be the one who can look after things. A man is
supposed to be strong in his way of thinking and he is supposed to
have all this, wheever it takeé (Another male participant from the

focus group.

The issue of the bakery project that collapsed, whichptrécipant fromthe

focus groupis referring tg is quite interesting. The man had joined the bakery
project in an effort to suppteent his meagre income so that he could fend for his
family. Unfortunately, at the time this study was undertaken, the bakery project
was no longer viable. It is true, therefore, that bread and butter issues play a very
crucial role when it comes to paipation in literacy related programmes. Oluch

(2006:3) reinforces this finding when he argues:that

fimen as heads of families have heavy workloads working to
acquire incomes to sustain the family. They weigh the benefits of
attending literacy programmesagainst spending time on their
income generating activities. They have responsibilities to
financially fend for the family. If resources are limited, they
would rather pay fees for their children, than to pay for

themselves.

This is testimony that men erconcerned with bread and butter issues. It came
through loudly and clearly even from those who are not family heads; they also
cited concern for the family as the main

access literacy educatios we have obseed above, thenale participant from
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4.5.

the focus groumot worried when the bakery project was no longer viable; he

realized that was going to affect the income with which he would fend for his

family.

4.4.2. Summary

The question of breadnd butter issues waseantionedover and over again. It

was loud and clear. Nearly every participant made some remarks or comment

related to the theme in one form or another. In generdicipants agreed that,

indeed, i was

a factor t h gdrticipaiiohin thedunaiahalagai nst

literacy programme. It was theirrii conviction that all men should be out there

working.

Past negative experiences from early school days

As already mentioned in sectiond4thematic factors do not entirely exclude

women. Ratherthe factors tend to portray that men are more affected than their

women counterparts. Thi s, t oo, applies t

from ear|

y school dayso discussed bel ow.

Past negative school experiences were cited as one of the key faitating

against

menos

participation anddwdmert er ar y

who were interviewed for theresearchrecounted largely negative memories

dating back tdheir school days. They mentioned regular and often brutal corporal

punishmat and informal segregation. As a result, thpadicipantsleft school

early and up to the day of the interviews, they continued to harbor negative

memories and attitudes towards education and learning.

When askedhe question,
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i Wy are men not partigating in the currentfunctional

literacy programme 0

foll owing were the participantsod resp

=]

Past negative experiences from early

AWhen | went to school I was 8 years
on thefloor smeared with cow dung. The teacher always called

on the other group members. Whenever | did not do so well in

the weekly tests, my marks were made public. When everybody

was dismissed | was made to clean and shine the floor. This

made me angry andquit schoob (Male participant No. 3).

il aaman as you can see. | was in sstandard A where |
was taught by a lady teacher. That teacher made mockery of me.
She would slap me for just talkingddriend. She would ask me

to go and fetch firewoodof her. Second term came ard
refused to go back to school. I did not like the treatment | got
from a teacher who was a woman for that mattdre Svas
crueldo (The male participant No. 12 narrated his story with a
heavy face, an indication that this expecde had really affected
him).

~

Al r e messtoretold by &Aman whosaid hewas beaten
before the whole class by the teacher because he had copied
from a friend The teacher in anger tore his book just because
he had copiedl t gosd these days thaeachers are not
allowed to beat our children. Old teaclsarsed tobeat usas if

they were beating a cow that is refusing to go atdip tank.
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That man left school and promised to beat up that teacher
wherever he wdd meet him (The female participanio. 8

was constantlytapping the desk with her fist as she was
narrating her story, an indication that she was prepared to

retaliate where ever she would meet this teacher).

A | did not |l i ke the idea of being pa
school. My parents we poo. Holding the left sleeves of his

shirt, an indication of Theyal concern,
could not afford money to buy uniforms. The teacher would line

up those of us with torn khaki shorts and shirt. We did not have

shoes then. People Ighed at us. If | remember that | become

angry. Men do not want to come to this programme because

they think that it is like a school. They still havettagthe back

of their mind® (Male participant No. 2)

Participant No. 2 and others recghlaphicaly whattranspired 31 years agbheir
sentiments are shared by Long and Taylor (2002:9) who argue that early
educational experiences that adult learners have are of particular importance on
how they view their present educational opportunifiés four paticipants cited
abovesuffered from segregation and punishment at that early age. At 8 years of
age, every child needs the love and protection from all forms of abuse, but
unfortunatelyparticipant No 2 did not get it resulting in him quitting school.i$h

is evidence of how the past can easily dictate the future. When people have
negative feelings about their past educational experience, they are more likely to

have negative views about literacy programmes (Long and Taylor 2002:10).
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The oldest participant in the researchsample was a male aged 62ars
(Participant No. 7)This is what he had to say whasked the same question

relating to negative experiences from the early school days.

fiDuring our time teachers used to line us up before entering
classes in the morning. Boys were made to line up parallel to the
girls on one side. The teacher would then walk in front of us all
checking on our hair and uniform. One day he said he was going
to check on our figer nails. | had not cuny nailsshortfor a long
time. When he came to me, he asked if | could stretch myg.hand
My nails had grown veripng. He made mhold my fingers uand
hit my finger nailsseverelywith a blunt objectTheyall got broken
and started bleeding. | ran home and told my fatabout it.
|l nstead of supporting me, my father t
wastheday | sai d 0 GoMalk pdrtigigadt Noa.d). sc hool

Another male prticipant had this to say too:

AAt one time | failedo bring fire wood for the teacheThis was a
costly experience in mife. The head teachdradtold usto bring

hard wood for fire wood. This type of tree did mwow in our

area. So | decided to cheatremoved the bark of some poles and
took them to the head teacher. | told him that weasl wood.The

man was so angry. Heeat me behind witbne d the pole The

man rolled up the right side of his trousers and showed me a black
mar k on t he lugnpfa fifed khe e@tinuedi the

gr ues o mel neveér wantypack td Gweshe Schoodlale

participant No. 5).
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AOne day our mistress, for we used to call lady teachers by that
name,told us that we wergoing to sew back stitch on an apron.
Naturally then, | was not good aewing.l went and askémy aunt

to make one for me. Indéehe was more than willing to do that.
When| took it to school,my mistres® the lady teacherd was
suspicious. Sheaid | was not good enough to come up witthsaic
neatly and well done back stitch.eStetained met school when
othes left for homeShe asked m& sew one in hgoresence. Tdit

was very humiliating indeed. Teachers then were good at that.
They did that to boys too in woodwork lessons. Would one continue
with schoolafter such an experience @h  n (&xclaimed the

female participant N. 11).

The above testimonies are veirpportant findingsfor they are supportedby
O6Connor (2007: 4 9articipahtan his stutyefesared the dotmalt h e
education system owing to the negative experiences they had encountered in their
early das at school. School experiences, in his caseluded corporal
punishmen different treatment by teacherdifferent outcomes in terms of
educational achievement, and a sense of educational failure. The 62lgear
participant and others citedufferedsimilar treatmerg There werehumiliated
beforetheir classmateandwerephysically abused. Each tintieey reflect on ths,

they becomeery nervousabout going back to school.

Another example of how the past can influence the present was narraté&sBby a
year old femalgparticipant No. 8She reported on how her brother quit school at
the age of 12 just because he had been severely punished for not having submitted

homework.
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Al ot was a freezing Monday morning wh
school. Unfortuntely he had not done the homework that he was

supposed to do during the weekend. The teacher called him to the

front of the whole class. He got a bamboo stick and whacked him

across his right hand. My brother dashedt @f that class like

thunder boltand ran home for his dear life. Where you needed

help, you got pushed. That was the day he gsithool. Since that

day e does not want to hear ahytg that has to do with schapl

(Female participant N&O).

The brother of the femalgarticipant No. 10vho quit school early had endured
corporal punishment at school and this had tedear and negative attitude
towardseducation. These stirred feelings of hostility and resentment tewsed
teaching staff. The distressfukmeriences of corporas well & other forms of
punishment compelled this man to leave school unexpectedlyprematurety

and thér effects continued to hauhtm later in life.

This finding is supported by Long (2002: .
an intervening factorwhich ads as an insurmountable barrier garticipation.

The man cited abovéy participant No.10 recounted thehumiliating and

dehumanizing effects of living under an eyeesent threat of violencas a

significant feature of his formative years.

A 59 year old malgeparticipantNo.6 narrated a very sad ordeal. This is what he
had to say:
Altds not that men do not want t o CcO0me
is what happened in the past that | personally think of. For
example, during our time there was @t lof violence from the
teachers and the bullies. If you spoke in the vernacular in class

you got a beating. If you were late to school you got a beating.
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Sometimes you did not even know what you got a beating for.
There was a lot of beating from teache@nd bullies. Sometimes
you did not know whether it was safer to be in the classroom or
outside of it. This made me to be tough. | had to learn to defend
myself. Sometimes | picked on soneelse to take the heat off

med (Male participant No. 6).

Other participants had their contributions too as follows:

Al never want to remind myself of t h
0t eacher &6 was adespard. if iyay hdid enythimgg a s

wrong at home and your teacher came to know about it then you

hadtopayheai 'y for it.o I f your mother as
shops and you refused, the moment she said that your teacher

should know about it you would freeze with fear. Teachers were

disciplinarians even i n o0 n e{Male pestivipamt of sl eep

No. 9.

i Di @ine ipe se is not a bad thinghhat | did not like about
schoolin the old days was the way teachers disciplins. |
remember a cousiaof mine who was punished for writigletter
proposing a girl in the same clas®ur teacher found out. The
matter was madepublic to everyonen the school. Foffive days
he coutl not attend school. He was sdot punishmentHe was
made to dig a rubbish pit the lengnd breadth of his height.
What disgusted me most was afterthdt digging he was asked
to refill it in. A bad experiencendeedb (The female participant

No. 4 exclaimed as she narrated the ordeal).
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While the use of corporal punishment by teachers has been formally banned in
Zimbabwe, the disturbing implications of schoolyard violence and bullying
remains al i ent f o r-goihgocHildrgndnsleeds atl beaemfl the wider
society as participant No. gointed, are includedto the enduring impact and

perpetuation of the experience of violence.

It was not just the violence related issues thatecafid he par t i ci pant s @
participation in literacy programmes. Somgarticipants reported that their

reluctance to take part in adult literacy programmes was largely based on their

initial negative experience of formal educatidparticipants from the fars group

reported that school was unattractiee@ a personal and academic level. The

experience had instilled isome of thema sense of failure, disappointment and

had affectedheir attitudetowards education throughout their lives.

A | wo ul d el& auyely toak atrmy age; | cannot read or
write, what happened to me when | was young? If | failed to do it
when | was young when my blood was still hot, how will | do it

n o w 7CGontribution by one of the participants from the focus

group).

The dsewations fromone of the participantfrom the focus groupre quite

interesting Age can be a deterrent factor when
literacy programmes. Long and Middleton (2001), McGivney (1990), and

Sceviour (2002) all indicate that feaparticipation rates generally decline with

age. However, the issue here is about 6&c¢
by McGivney (2004:62) who says a sense of embarrassment and shame at

returning to education as an adult, particularly to tadikézacy, affects most
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illiterate men.The participant from focus grouglt he could nomake itthen

that which he could have domden he wastill young.

ASchool has al ways been tough to me.

SubStandard B that is Grad2 these days. School was difficult

then. However, when | got married | saw the advantages of
knowing how to read and write and then decided to register when

literacy classes were opened here. Surprisingly, | find it very

difficult too. The teachers at tirmedo give up easily. They are
frustrated. They do mt have pati encoe. 0. K

(Contribution by another participant from the focus group).

The participant from the focus group cited abdwedto end his narration at that

pointwiping a tear or twdrom his eyes. It was a very emotional experience.

Some male adults are overwhelmed by how much time would be required to meet
their goals. Remembering that they were unable to succeed as youngsters when
attending school all dagvery day they wonderedhow much progress could be
made attending only a few hours a week. This finding is reinforced by Beder
(1990:207) who postulates that for many male adults, the memory of school and
their past academic failure make the idea of returning to literacy clésses
reminder or mement@f much humiliation. To many it is a frightening or
undesirable prospect. Long and Middleton (2002:32) also uphold this finding.
They contend that when people have low levels of formal schooling, they will be
more likely to have nemjive feelings about their educational experiences and

therefore more likely to have negative views about literacy programmes.

As observed earlier on in this study, all thaticipants fdt that past negative

school experiences were a major impedimenttme n 6 s tiop ia thd lite@dy p a
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programme. Participants saidriqr to joining the literacy programmehey had
been scared that they might be made to look stupid in class or that they might be
subjected tdhe samalisdpline and formality appliedn the formal school set up.
They had Bo been worried that they mighot be able to cope witthe demands
of schoolwork. Although the majority of th@articipantsspoke negatively about
their past and were quite convinced that the past was a contyibutltating
factor against mends part i cparfigantifaosnn i n t h e
the focus groupvas very appreciative of the literacy programme. Here is what he
had to say:
A | |l eft school many yestandardAg o . I t hi
(First grade) and | had never been in this sort of an environment.
It is like another world to me. | think | have been frightened and
not been able to do things better in the past. But now | have
surprised myself. Each day | learn something new. |dvewaint

to go on. o

People are bound to appreciate when something good is done to them irrespective

of the past. A good example that support
African Kha Ri Gude literacy programme discussedsiction2.7.1.4 of this
researchPeople with disabilitiegcludingthe deaf were made to read and write

in record time. Zimbabwe negtb emulate this programme

451.Summary of the t heme: APast negatiyv
school dayso

In concluding the thematic discussion Brp a s t negative experien
s ¢ h o o | hedessashegould like to believe thatie studyparticipantsvere

not alone in thisexperience.ln his opinion there are many men out there who

have harbored regrefor manyyearsat not being peritted to get the most out of
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their early years of education, despite their hawnfficient brains to perform

well in class The menb6s experiences of early
perceptions of the value of education and their capacity to leare. efiotions

which these experiences have roused to this very day, include, among others,

regret, bitterness and anger.

Poverty and other related factors

As with the otler themes that werdiscussed under 4.2 and 4.3 abgweverty

affects everyore, maleor female. In this researclpoverty was identified as a

factor militating against menods particip
Mazowe district of Zimbabwe.

It is quite prueént at the start of this sectiono cont ext ualritzyed tahse t e
it relates to this researciwo general strands of meanings have come to be
associated with the way poverty is understood, especially in developing societies.

Firsty, it is the indivi dua]jabdssecondlybhisthea ty t o
indvidual 6s inability to participate in the

In most societies in Africa, for instance, poverty is seen at both the individual and

the household levels as inability to meet basic nutritional, health, education,

shelter, social and resational needsand is closely associated with lack of

choice, arising from low income and/or low human capabilities. This is broadly

similar to the definition of poverty used by the World Bank (1990k inability

to attain a minimal standard diving). These perspectives pbverty guidedhe
researcher i n the f or nmuoVvedytandoother pefatedc e s s o f

f a c tasindgdied above.
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All 7 men and 2 women directly responded to the question relating to the theme
6poverty arsdVhereabkadwhymen wsese uetictant to participate in

the literacy programmene of the malgarticipans had this to say:

Al ot i s not easy when you are poor
important. People see you as if you are a useless person. It is a

humiliation. The sense of being dependent upon them and being

forced to accept their rudeness when you seek help is very much

worrying. If you ask them for help when they know you are in this

progr amme, t hey wi || say why canot
programme. Surely | would rather be doing piece work out there

than to be here. I need nmsyney and |
Things are bad these dayéViale participant No. 2).

A E ar Inil gaid this programme is for us women and not men.
Why | said so is lmause we are poor. We are here to try and make
a bit of money. My husband, | told you is not here. He is
somewhere looking for money. If werebetter off peopleone of

us especially me shoule at home nowBut because we are trying
to make ensl meetwe are here trying to dthis and that soHat

we can liveé (Female participant No. 10).

APoverty, p o v !e aNarnatedmaleparticigant &l 6 we r

on top of his voice

fiMany of us men in this area are poor. Men cannot afford to come
to learn vhen we are poor like this. Did you see the state of our
homes as you were coming here? How many houses did you see
that have iron sheets on them? Only one by the corner as you
turned left to this place. We need houses like the one you saw
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there, but we calnt a f cuse wk ark poor. Even if you were

staying in this area and not in Harare, wowdnanlike you come

here instead of going t(Bnquiredr Kk and
male participant No. 9 flipping his hands left, right and centre).

A T g @omsedus that if you come here and do the cooperative in
this programmepoverty will go. At first many men came, but after
3, or 4 months they left. They felso, because they thought they
were cheated. Only two meme still here. You cannot continue
coming to sclwol when poverty is at the dan(Female participant
No. 1).

The remarks above typify the views that emerged from the stories shared in the
interviews. Theparticipantstalked of discomfort, emotional pain occasioned by
the stigma of poverty, aprivation inadequacies and the feeling of hopelessness.
These experiences appearedbtger their self-esteem and impasd negatively on

theirsocial identity.

The participangd sentimentsare important findings because participants in
literacy programes, as well as those who manage theregnéxpect something

in return to their efforts. In Zimbabwe literacy education is free, and the tutors
who facilitate learning do it on voluntary basis. Honestly how do we expect a
volunteer to be so committed &s deliver quality output when Zimbabwe is
currently going through economic difficulties? Zimbabwe has to emulate South
Africa. In the KhaRi Gude case discussed in section 2.7.1 of résgarchthe
South AfricanGovernment was able to alleviate the poyef its people through
payment of stipends. In this way tutors were motivated because they had
something to take back home. When a facilitator is highly motivated, he/she
normally gives his/her best and the result is the retention of most participants i
the programme.
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Zimbabwe Multiple Indicator Monitoring SurveyReport (2010 supportsmale

parti ci pasentimeht® .t st&tas sthat in Zimbabwe the rural adult

population is the worst affected by poverty. The majority of adsilish as

participant No 2 are uneducatedHowever, there was ongarticipantin this

sample group who categorically rejected the poverty label although the rest of the
study participants acknowledged being po
by which others identified thend\ll the otherparticipantanaintained that poverty

was definitely a militating factor agali
programme. They reported issues of females who headed households and who had

many dependents to support. They even wenbéoektent of demonstrating that

their villages had few able bodied adults who were earning an income.

Thep ar t i csenpiments aedalso upheld by Long and Middleton (2001) who,

in their study on male participation in literacy programmesandthat 4% of
respondents | isted Amoney problemso as o
enroll in a programme, with approximately two percent of respondents citing

Amoney worrieso as the main reason.

Financial difficulties tend to increase all other bensito participation, resulting

in high levels of personal stress that produce anxighych is detrimental to
successful learning. Thus, in a cultural area where literacy among men has low
currency value, participation may be perceived as threatensng atready fragile
identity.

While participants Ne. 2,10,7, andlL whosesentiments we have just examined
expressed psychological pain, it was not the same pdthicipant No. 3, who
disclaim the poverty identity placed by on him by others. The follgwanhis

excerpt.
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Nl am not poor . I may be struggling h
mean | am poor and should be looked down upon? | am tired of

people |l ooking down (Exlaimed méleher s. It [
participant No 3. He did so confidently withshhead held high).

The above observation has many implications for poor adult male participants in
literacy programmes. One premise on which adult education is based is that adults
continue to change and grow throughout their lives and frequently sestiamss

in dealing with these changes. For reasons ofestfem, poor male adults may

not readily attach themselves to literacy groups and seek assistance.

Commenting on whether poverty was a fac
participation in literay programmesinterviewees in drick-making project, had

this to say:

AThere are manyhatmeamobéitn relids aadeavr it e,
because there was drought last year and we are hungry in this

area, men have no time to come to literacy classes. Wetdwave

any income of some sort. We were relying on this #making

project but now it is no |l onger viabl
for our bricks. Conditiongt home are so bad. For me to be here it

is because of my wheel barrows and shovels tleabaing used in

this project. If | leave, people here will misuse my tools. Indeed |

want to learn and many men out there also want to learn to read

and write. But because we are poor, ve@rot afford to come and

d o @Valeé participant No. 5).

A 1 laakngon this brickmaking project but as things are now,
| too am disappointed. | joined the programrienking that |

would be able to make a few more cents. | am a poor man. The
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little that | was getting from the sale of the bricks has been

sustainig me and my family. People who asked us to come here

should understandthat we are poor. When things come to this

stage, they should helsu Government rMaet help wus
participant No. 6).

The above findings are supported by Long and Middleto)22) who assert

that poverty has a negative influence on learning and interad®iamicipants
Nos.5and & al k of hunger which interferes wi
affects oneb6s ability to concentadat e. For
a stable, comfortable home with a quiet space for homework. This is crucial to

onebdbs education.

The participants weravorried about income. The attributes of poverty such as
low family income often means poor housing, including overcrowding and
pertaps unhealthy and unsafe conditions. Lack of money for expenses such as
clothes can also create functional disadvantages. Poverty can cause worry,
tension, stress and instability as indicated byphsicipants These can make it

difficult or impossible gher to make time for or to concentrate on studying.

The oldest interviewee in this sample, who was participimt7, alked about
how he often ended up being pceupied by worry as a result of poverty at home.

These were his comments:

AWhi | e dincdass, |lame worried about whether my family
will have this or that. Very soon it will be raining and | am worried
if ever | will be able to till my two acres. | do not have drought
power at all. | borrowed two bags of fertilizers from a neighbor
and | am worried whether | will ever be able to pay him back

before the rainy season starts. In fact, there is more to worry about
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because to be honest with you | am one of the poorest of the poor
i n this @aleparticpant No.O7).

Participant No. 12lso had this to say:

AYes | may be here and pretend that

not so. We have problems at home, we have problems here and no
one seems to care. | came here thinking that | would get help from
this programnme in the project weeadoing. But alas, nothing
good is coming out of it. At home there is hunger because as some
said there is bught. All these things worrysuand as aesult we

decide not to attendo.

e

Theparticipans above shara very | mportant oorbrsyedr.v atT hoins

finding is supported by Wenger (1998) who contends that worry which is a result

of Opovertyd has consequences for
participation in adult literacy programmes. Theen wereworried abouttheir
f a mi Imairgenance land tillage, fertilizers and repayment of loans. One

wondes how much thegver learrduring the learning sessions.

Finally, all participantsappreciatedny assistance that could make them carry on
participating in the programmeén a meamgful way. Many hoped to escape

poverty but saw no way of doing so.

4.6.1. Summary

The challengein the researchérs v i e w wa swhereoontlieestcaleof mi

an

ne

poverty starting from mildly poor to extremely poor does each adult learner lie

and whether the mition had any bearing on his or her learning style. In addition,

there was evidence of reflective practice among adults living in poverty
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4.7.

conditions. Those of us in adult literacy programmes may capitalize on this
reflective engagement in order to maximimale participation, but this requires
caution. How it is harnessed may lead to ostracism, as poor male adults are

sensitive to their conditions.

Stigma related issues

Attributes associated with social stigma often vary depending on the geographical
and corresponding socipolitical contexts adopted and internalized by societies
in different parts of the world. Thigsearcrmd opt ed Scott s def i

discussed in section 25/0f thisresearch.

Besides the bread and butter issues, the negaxiperiences at school in the past,

and poverty related issues, this research identified the fourth barrier that was a

ni

militating factor ag afunctienalliteraeymprogammar t i ci p &€

The research established that stigma and otheredelassues could be

compounded by aestpem amm kaficanfidenocewleaning. f

When asked why men were not actively participating in the current literacy
programme,the fdlowing responses were given Igome participants. There

were

ASome people are too embarrassed to go into a class and say |

have a problem. They are afraid of what people might say. The

problem becomes worse if you are one or two males in that class

l' i ke me here. Peopl eMaktpaticipantc al | i ng
No. 2.
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AThe women who assi st usg.Yau | ear ni

look at them and say | anot able to do this or that. Mathematics
is a very difficult subject. When you give wrong answers or you fail
to calculate properly, you feel bad about yoursefm not saying

the tutors are bad. No generally they are good people. | am talking
of myself conerning what | feel inside of me,hen I do not get
things done properfty (Male participant No 12)

ASome of us c an nanhfusesaelewittpaWquer | y .
confuse an M with a W.tAimes you feel bad about it. You wonder

what the other person is saying about you when you are as
confused as all that. It affects the inside. At inyou think the

best way to avoid thiss just not to be here. However, \aee

better offthan men. Men are wordg(Female participant No. 4,
twinkling her eyesasashowf confi dence and t he

attitudeo) .

This finding is supported by Beder (1991:69) who contends that stigma is an
embarrassment especially wherisitattached to low literacy because it remains
hidden until revealed by the stigmatized individual. In tieisearch, participants
reported that they were reluctant to take part in adult literacy learning initiatives
for fear of having to fill in registtagon forms or being asked to read aloud. They

were also anxious about meeting neiglnsan literacy classes

Here is a narratiofrom two female participants

Alt makes you feel si ck. You are
when you know inside you thlacannot read and write. You do get

embarrassed. It is a bad feeling and | very much ésélamed.
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What more if you are a man? It is worégFemale participant No.
10).

Alput mysel f i n Hink they Bre md@res worsiddo e s . I t
than me becauseam a woman andhe person helping me is a

woman. Some of these men you seeshranning up and down like

horses cannot write properly. When we perform better they
withdraw themselves. Thatoés one reason
| salute these few whore here. They have iron heartdly

husband would not standit(Female participant Nd.).

From the above narration, it is evident that shame is, indeed, a stigma related

factor.

The desire for secrecy among males with low literacy was a major stejated
impediment to male participation in the literacy programmes Timding is
supportedoy Fingeret (1993:91) and Zieghan (1991:89) who argue that men with
low literacy skills are too ashamed to talk about it. Their loved ones are tab afra

of embarassing them by raising the illiteracy issue in their conversation

In section 2.40f the litelature review chapter, the researcteported a study that

was carried out to determine the relationship between shame and low functional
literacy in a healthare setting. Many patients with low literacy could not admit
that they had difficulty reading because of shame. gler t i csentpnanist s 0
above are upheld by thmdings of this specific studws they revealed that many
patients with reading problemseve ashamed of and hid their inability to read.
Shame was a deeply harboured emotion that played an important role in

understanding how loly literate patients interacted with health care providers.
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Beder (1991:69) had made similar observations eaHlerargues that a stigma
involves feelings of shame, and exclusion from society. Shame is often damaging
as it can lead to even greater haa®sa result,men with low literacy skills often
struggle to cover their literacy pbbems or aval seeking traimg for fear that

they would be revealed as persons with low literacy skills and consequently feel

ashamed.

The other stigma related factors that camewitly in this investigation were
fear of failure and failure avoidance. When asked wign do shuriteracy

classesfemaleparticipantshad this to say:

AMen do not want to be in class with
can do better than them. They think that as men they do not fail
and when they fail to read or do nhumeracy work, then you do not

seethem again. They would rather be at home and do something

elsethan bdher e and e x p o Female Ipaticipantf ai | ur e o
No. 8).
Al ot i s common knowl edg ebettetoti t men t hin

than women in everything. But this is not so. You can bagin
body but that does not mean you are strong in mind. When we
prove to them that we are better off, they shun classes. But we try

to be nice to thet(Female participant No. 11).

The above responsdemonstrates that fear of failure and faitak®idance are
common andarevery powerful impediments to education. This finding is up held
by Seifert (1996) who contends that many learners avoid failure by not engaging
in tasksin which they feel they mightot succeed. Motivation theorists (Seifert
included) have noted that studentsll behave in such a mann&r protect their
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self-confidenceand seKworth. In other words, people will often avoid failure by
avoiding the task that they feel they might not succeed in. This stigma related
barrier is difficut to overcomesinceonly learners who possesslf-confidence

andthe abilityto take risks can overcome it.

The participard cited aboveindicatedthat men were not prepared to learn in the

same class with women because women performed better than inisn. T
observation is supported by Oluch (2005) who contends that men are affected by
some form of Oselfish egob. Men do not
those respected in society. They feel shy amdashamed to be seattending

literacy clasesmoreover they fear to bidentified as illiterates. Men opt not to

attend literacy classes with women who normally perform better than them
(Oluch 2005).

Perception of need is another stigma related variable that surfaced during the
execution of thigesearchFocus groups participanteported sentiments such as
these:
for a gardening project. Yes we learn this and that about growing
veget abl es 0 @Anfanale garicipéns fronthe focus

group).

Al do not see any reason why men shoul

AW | | this make my husband any better

My husband is better off. He does not need this. Get it from me. |
think the few men who are here with
(Another female participant from the o group. A lot of

ululating took place after the participant had made these remarks).
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ADo | really need to do this? This qu
failed when | was young and now | am here being pushed left, right
and centre by these youngsters? Binat can Ido. There is no

o pt i (Maledparticipant No. 5).

AAt the church, the pastor said, ther ¢
is time to plough, time to sew and time to reap. For me, | missed

my time. | should have done this some 30 or so yearsltdgaot

because | did not want to do it then. The situation then was not that

good, but when | thought the situation was better, | think | was

wrong. Things are just as bad. What do you do when you miss the

train? Do you go back or you wait? For me, &M@ decided to

wait. Thet r ai n wi | | ¢ oMate pdrticigantdla &).er day 0

Lack of perceived need for literacy training is a very difficult obstacle to
overcome when recruitinmmenfor participation in literacy programmésecause

they feel that lracy is of no value or use to them in their daily lives. Most of

these reasons were highlighted in flagticipant®narrativesand are supported by
Bederos (1991:12) typology which include
improve life, feeling too kol for school, not feeling motivated enough to attend

programmes, and feeling that school will not make you better.

4.7.1. Stigma related response from a disabled respondent

Theresearcheinterviewedthe 49 year old disabled manho had come up for the

focus group interview.His disability was a result of polio that he had suffered
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from when he was still a baby. When asked why men do not want to attend
literacy classes, he gave a rather emotional response related to an undermined
sense of sefivorth and seHlesteem. He appeared to be angry and very frustrated.
He used words connoting intense and sustained emotion related to his perceived

lack of literacy competence. Here is his reply:

AThere are 3 of us who are disabl ed in
who deided to come. At times | do realize a sense of fear to be

among these women. On second thoughts I think | should not have

done so. It is such a struggle to be disabled and be here in a class

of ablebodied persons. | am very frustrated. At times | clgt@n

my own. I am stuck because | do not t
very degrading. | have developed a hostile attitude because | feel

stupid. | am afraid to ask for help. These other people do not want

to help me probably because | am so sh

The man who made these comments was sharing feelings related specifically to
his disability. On the other hand, he was speaking for the other two disabled men,
saying they could not come to participate in the programme because of the
attitude of the ablodied people towards those who were disabled.

Such feelings are additional to emotional problems faced by the disabled, like this

49 year ol d man, i n soci ety forgrantekr acy i
activity, a way of maintaining a connection kvithe ableébodied community

which, however, he is being denied. Such an emotional response reflects an
underl ying t he me of judging onesel f as

internalizing a depreciated view of one
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4.8.

impedinments to participation and need to be acknowledged by those of us who
plan and implement adult literacy programmes for men with disabilities.

The Kha Ri Gude literacy campaign discussed in section @f7this study
recognizes the sentiments expressedhey 49 year old disabled man. KRa
Gude was able to empower socially disadvantaged people to becomeliaalf
Learners with special needs and the disabled were provided with requisite
resources such as Braille and sign language equipment. Zimbabd& onee

again to emulatés southerneighbair.

Focus groupsoO6 data analysi s

An analysis of the responses by theus group participants to questiqreed by
the researcherevealed the following factors which prevent men from attending

literacy classs.

Focus group participantagreed that most men fear losing the respect of the
women fdk consideringthe sociecultural determinants. This observation is
supported by Qiuch (2005:13)who argues:

fimen opt not to attend literacy classes with women wh
normally perform better and as a result shame them. Men
stay away if they feel that their selteem is being

threatened .

Focus group articipantsbelieved that men liked beer and entertainment too
much. This appears to be a real factor as men inutiaé areas do the smlled
omal e worko during the morning hours
However, this issue was never brought up by thepaicipants in their

individual discussions with the researcher
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The focusgroup participats re-iterated whatQuigley (2006:9 observedthat
literacy classes do not give men immediate tangible benefits sucbreesyrand
clothing Men, according to thiscus group paitipants

filike to consider themselves aery important and

want to be seeras people who do not perform

menial tasks. They do not have the patience to wait

for a year or more before literacy gives material

benefit® (Quigley ibid).

The focus group participants agreed thavin s t he mends bel i ef
participation wasneant for women, a view supported by the fact that a number of

lessons in the primer seem to be worneiented.

The participantsaargued that the belief emanated from the observation that all
smallscale and communitpased activities are meant for womaervhile men

should have formal engagemestclusivelyasmale groups. Another supporting

factorf rom t he f ocus (ggtoauthediteracypogranme sthe vi e w,
responsibility of the Ministry of Education and Culture, and yet the literacy

projecs in which the literacy participants were involved in were the responsibility

of the Ministry of Community Thbéwus!| opment
group participants agreed thahen community leaders mobilized for literacy,

they oftenconsciously omunconsciously spoke di wo me n 6 s They alsor acy . 0
highlightedt h a t the ZANU PF Womends League wa:
groups that were organizing women for literacy. In otwerds, as noted by

McGivney @004:62),the functional literacy programme wasotherii a f f ai r f or

womeno.

Culture was another issue that was cited H®y focus group participant3hey
reportedthat there were differences in cultural practices among the rural people.
The exarple cited was the practice according to whicks tabaed forcertain
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relatives, depending on the closeness of the relationshigetact socially. This
problem affected even the elite groups among the black people of Zimbabwe and
was not easy to overcome in rural illiterate communities. In closely knit
communities like that of Mazowe, some illiterate men and women were usually
related. Some of these blood relationships prevented them from mixing freely.
Eventually, for these reasons, male relatives gave up. This was especially so in

the rural areas wheipeople lived as extended families or clans.

This researchhas indicated that men with loVevel literacy are ashamed of

talking about this impediment in their own lives. Family units are even
embarrassed to discuss or ram&h issues. This, in the eesched s v i e w, coul
be considered as one of the major obstacles against male attendance in literacy

classes in theMlazowe district.

Conclusion

The data collected through-depth interviews and focus group discussions were
presented and subsequentiyadissed in detail with emphasasd on the problem
raised in Chapter one. The next chapter provides the summary of findings that

were generated from the empirical investigation.
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CHAPTER 5

POSTULATED THEORY FROM THE FINDINGS AND
RECOMMENDATIONS

5.1. Intr oduction

Chapter four has examined the findings from the empirical investigation. Chapter
five presents aheoreticalexpositionbased on theiridings supported by the
literature o n factors t hat mi | cipdtient ie liteeagya i n st

programmesThe study is then summarizexhdrecommendationare made

5.1.1 Research theory emanating from the empirical data of the study

A theory is generally described
Aas being an integrated set defined concepts, existence
statements and relational statements alihpresent a
certain view of a phenomenonBurns and Grove
2005:142).

In the context of qualitative researclunder review, data were examined for

patterns and relationships between phenomenca-vis the theories that were

emerging fromthe data. Agu i t at i ve app rparécipdtionintbe i me n 6 s
functional literacy programe t h eould, yhereforebe based on inductive

reasoning and embodied principles that explained the phenomenon being
investigated. The data obtained from the explorationthef views of the

interviewed participants and focus groups, were examined for patterns and

relationships in order to develop the theory.

Since research theory is an integral component of a research process, it ordinarily
plays the role ot foundation @ which the entire research process is based as it
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provides clear undstandingof variables that exist in givenresearch situation
(Sekaan 1984:4758). According to Dooley (2003:63) research theory

fisaguidet o any research processo.

The researcktheory guides the researphocesdy systematicallyexplainingthe
observed facts and laws thaglateto a particular aspect of life that would be
under the spotlightf the whole research procedabbie, 1992:55).Mason and
Bramble (1997:69), furtherendorse the guiding rolef ¢he research theory by
describingit as a set offormulationsdeliberately designed to explain predict

facts and events which can be observed in a given research process.

The characteristics of theesearchheory describe@bovewould logically have
theinfluenceof having it at the beginning of the research process. Howéigr, t
was not the case with thgarticular researchecause théheorywas embedded
within the body of data collected which had to be unveileddaemtific way. Of
particularinterestto this research ithe argument bitamersley Reid and Minkes
(1989:59) that researaan beused to tesagiventheory orgenerate new theory
thereby suggesting that theoryutd exist before a research is carroed or could

be a product of a researtchat would have been carriedtao its completion.
Merrian (1988:2)describeghe process of producing a research theory after the

completion of aesearctprocess as building a reseatbhory.

The kind of theorywhich is a product of research process, which incidentally was
the kind of theory contained in this ganular research, in describég Straus and
Corbin (1994170) as a grounded theory. It is described this way because it is
contained in the datthat ae systematically analyzed order to produce findings
that are usable in coming up with a research theory. Strauss and Corbin (ibid)
further explain the term grounded theory byisg,;

fit is described this waybecause it emerges from

immersion in dataollected and is only identified after the

130



data would have been analypedStraus and Corbin
(1994:170).

This particular research did nbtave a research theory at its onset, but was
deliberately organized in such a way that it would generate a theony afte
completion. Thus, its research theory is a grounded one which can only be
pronounced now that the research process has been concluded. The generated

theory reads:

OMends reluctance to effectively and ef:
activities is a result of a multiplicity of factors encompassing a group of logical

set of attributes. These attributes ar
perceptions of his perceived problems and includes the stigma related issues,

me n 6 s ravis bread and butter issues, negative educational perceptions

including prior unfavorable experiences, and individual family home related

probl ems of which this report refers to
varies according to the individual le&r characteristics and the circumstances

around him. 6

Scrutiny of this research theory reveals a close relationship between it and the
research findingsas well as the many variables that the research pragcess
factors militat i nagon ayraciomaHiteracyrpeogransmesp ar t i c i |
adequately dealvith. That the findingsvere unknown until the conclusion of the

research also applied to the research thedmch was grounded and as such

immersed in data that were collected and only crystdllizben all the data had

been systematically analyzed.
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5.2. Summary of findings from the empirical investigation

This part of the study summarizes the findings of the research. The investigation

revealed the following:

a. Men are preoccupied with bread and ther issues. As bread winners, men
are supposed to work for their families. Time spent attentiiatpcy
classes ar@ot worth the effort because there are no immediate benefits
that accrue from undertaking such an exerc{ge4.1 page 95).
Traditionally, assigned gender roles need to be fulfilled first before a man
can find time to spend with a group of women at a literacy centre. Thus,
one of those roles is to fend for onebd

b. Men do not opt to come to literacy classes because of negatigel sch
experiences they were subjecteddtaring their early days at school. There
was overwhelmingwadence in support of this positidrom all the men
who were interviewed in this researcthey recounted largely negative
memories ofschool that was charactegiz by regular and often brutal
corporal punishment. Up to the present day, these men continue tarharbo
negative memoriesand their attitude towasdeducation and learninig

very negative indeed (4.5 paf@2).

c. Poverty was a militating factor againserm 6 s parti ci pation ir
programme. Respondesmarrated the many foswf poverty which were
manifestedn the form oflow income or lack of moneypoor housing and
sanitation and poor healthAll respondents were agreed that poverty
causes way, tension, stress, and reduces the abilitycdacentrate on

learning (4.6 pagelR).
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5.3.

d. The other major finding of this study was related to stigma. Respondents
were all agreed that they had at one time experiencegdthesteem and
lack of confidenceluring the course of their literacy classes. They had all
wanted their state of being dAilliter

manner because thaverevery ashamed of it (4.7 pag&9.

e. Womenods desire to dominate mewa in | in
also identified as a major problem contributing to-panticipation of men
in the literacy programme. This contradicts the deeply entrenched belief

held by men that women should submit themselves humbly before men.

ff. 6Di sabilityd pferbeiengordidstahbel esdtbgt eo no i
stigma and an impediment to literacy participation if not carefully

manageds indicated in section 4.70h page 24 of this report.

Comment

Findings from the related literature and empirical investigation ;ighidy have

confirmed that the bread and butter issues; past negative school experiences;
poverty; stigma and its related issues; and cultural concerns are impediments to

male participation in the literacy programme. The literature consulted and the
information empirically gathered share critical views and areas which open
avenues and opportunities for further investigation. It is further hypothesized that

thepr obl em of menés parti ci pMazdawe Districtn | i t er

(Zimbabwe) has pareals in other districts of Zimbabwe and even other countries.

|t is also clear t hat t he Zi mbgadiweds f u
intentions, aims, and strengths of gital developmental programme, which

unfortunately, our Zimbabwean rural mare not fully taking advantags. With
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5.4.

necessary changes and additions, the programme should become more attractive
to men not only in Zimbabwe but also elsewhere in the world. While the findings
from the related literature and empirical investigationhiigpt be the same, none

of them are contradictory to each other. If anything, they all point to the same

factors that militate against menos
Zimbabwe.
Recommendations

From the findings of this research, itrescommended that the following steps be
taken by the Government of Zimbabwe through the Ministry of Education and
Culture, to improve the whole environment in which the functional literacy
programme is provided. Some of these recommendations came directlyhe
interviews with the men in this research study as to how they feel the programme

could respond to attract more men like them into effective participation:

a) In order to retain male participation in the programme, a supportive
environment is requed. This can be achieved if voluntary literacy
tutors get proper trainingn design and delivery of instruction as well
as in mobilizng techniqueghat preparethem to besensitive to the

circumstances of male participants;

b) The empirical findings suppad by literature reviead, for example,
Oluch (2005:18) revealethat most illiterate men shy of sharing
classes with women. Thuthere is need to set up men only classes
where they dadbasic literacy and undertake projects like carpentry,

gardening and Ik making;
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c) Subject to sufficient resources being available, the functional literacy
programme should continue, and | earn
the basis of improvements in their standards of living, income and
social interactions. Currently leamr sagsessment is based on
individual class performance and th

project.

d) In order to recruit more men into the programme, it is crucial that
literacy planners design course content that is relevant tsatie
culturalexpoer i ences of potenti al participa
of their | ivesd. Rur al |l iteracy prog
designed as to have course content and learning materials that reflect
the distinct geographic, economic, and soclzdracter of the local
environment. Programmes need to incorporate traditional knowledge,
language, stories and customs of the local people. Unfortyntied

is not so at the moment

e) The Ministry of Education and Culture, in partnership with local
authorities should explore the use of incentives and rewards for men

who complete literacy programmes;

) The idea of Avill age based | iteracy
Instead of several villagers assembling at a designated point for
literacy classes, peopleould have literacy sessions in their own
villages to counter tk stigma noted iparagraph 4.7, page 109 this

report; and
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g) There is need for positive advertising campaigns and testimonials from
past pé&icipants in the programme in order to erasisconceptions

held byprospectiveanaleparticipants.

5.4.1. Recommendations to researchers

It is recommended that researchers carry out researches on areas listed below in
order to come up with information that will inform the Ministry of Education and
Culture onmeasures necessary to enhance the effectiveness of the current national

functional literacy programme:

(a) A comparative research to compare participation rates of males in rural areas

with those in urban centres;

(b) An in-depth study on participation patterim the current literacy programme;

(c) A research on the expectations of men in the current national functional

literacy programme;

(d) An in-depth research on the effects of past negative school experiences of

programme participants;

(e) Research on the traimg needs of literacy tutors managing the programme.
The stug foundthattutors were iHequippedfor the job they were expected
to perform They did not know how to handle participants who had stigma
related problems for an example. They need to be ipped with

performance enhancing skills;
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() An in-depth study to determine coping mechanisms of illiterate men on the
use of cell phones. A study of this nature would result in the introduction of
basic computer lessons in the literacy programme sdo aatract male
participants. In Zimbabwe today out of 5 persons in the rural areas has

access to a dephone. How dalliterate people cope in these circumstarices
and;

(9) Research into neparticipant attitudes and needs of men. This could inform
recruitment pactices and possibly identify changes that could be made to
literacy curriculum ad the learning environmeihereby attract more men

into the programme

5.5. Conclusion

Chapter five has provided an mptunity to present theory on factors that

militate ay ai nst mends participation in |litera
gave the researcher an opportunity to givegfetting input into the summary of

findings, in addition toproviding recommendations to the Zimbabwean Ministry

of Education and Culture.
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APPENDIX A

INTERVIEW SCHEDULE

INSTRUCTIONS

a) Questions in this schedule shall be administered to functional literacy participants
only.

b) Each interviewee shall be interviewed at a time

c) Questiors should be asked in the order they appear on the schedule

d) The name angersonal informationf the interviewee shall be treated with strict
confidentiality.

SECTION A

PERSONAL INFORMATION

Name of interviewee

Nameof the centrer Functional Literacy Centre

1. Gender(Please tick)

Male
Female

2. Which age group do you fall undgiPlease tick)

16-20 years

21-25 years

26-30 years

31-35 yeas

36 years and above

3. Marital StatugPlease tick)

Single
Married
Divorced
Widowed
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4. Have you ever attended basic literacy clagBésase tick)

Yes
No

5. If your answer in 4boveis yes for how longdid you atten@ (Please tick)

One year
Two years
Three years
Four years

6. Which Literacy Certificate did you obtah

Certificate A
Certificate B
None

7. For how long have you been attending the functional literacy clagles®e Tick)

Less than 1 year
2 years

3 years

4 andabove

8. What is your major source of incomgdarming, gardening etc?

SECTION B
ATTENDANCE

9. How often do you attend literacy classeBfeése tick)

Once a week
Twice a week
Thrice a week
Four times +

10.How many times per week is your class supposed to meet?

Once
Twice
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Thrice
Four tmes +

11.1f you atterd regularly asequired, what are your reasons for doing so?

12.1f you do not attend a®quired, what are your reasons for doing so?

13.0n which days do functional literacy classes méel®ase tick)

Monday
Tuesday
Wednesday
Thursday
Friday
Saturday
Sunday

14.How long is each sessionPléase tick)

One hour
2-3 hours
4+ hours

15.For how long do you stay in each sessi(@Piease tick)

One hour
2-3 hours
4+ hours

16.Do you eer leave before the end of asgssioryou are attendirigj(Please tick)

Yes
No
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17.1f youever leftbefore theEND of anysessionyhat are the reasons for doing so?

18. During which part of the day do you megflease tick)

Morning
Afternoon
Evening

19.Which times of the day would you prefer to me@lase tick)

Morning
Afternoon
Evening

20.Give at least two reasons why you would prefer to meet at that time?

21.According to your observatigmvho attends funiinal literacy more between the
following adults?

Males
Females

22.1f MALE, in your opinion what are the reasons?

23.1f FEMALE, in your opinion what are the reasons?
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SECTION C
MOTIVATION

24.When you enrolled for functional literacy classes your motivation (iPhsase tick)

High
Low
Dono6t Know

25.Today your motivation igPlease tick)

High
Low
Donot Know

26.1f HIGH , what are your reasons?

(@)

(b)

27.1f LOW, what are your reasons?

(@)

(b)

28.1f LOW, are you likely to continue participating in these clagBé=ase tick)

Yes
No

29.If YES, give two reasons?

(@)

(b)
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30.1f NO, how can your motivation be improved so that you remain in the programme?

(@)

(b)

31.How many females are there in yalass as compared to males?

32.1f there are few rales in the claskthen continue to ask why there are so few men
attending the FLP?

33.What is it that can be done to attract more men into the programme?

34. Can youidentify tangible things that you now have, which came about as a result
of participating in the FLP?

35.A. Which of the following do you think would make MEN want to join the FLP?

REASONS YES | NO
i. | Retain ones basic sld|
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i. | Continue to Iimprove on

iii. Make better use of one

iv. | Communicate better with people;

REASONS YES | NO

i. |[Set a better example f

ii. | Help children with their school work;

iii. | Take cae of the family;

iv. | Be a better husband or wife in the family.

C.
REASONS YES | NO
i. |[Occupy onebds self sinc
ii. | Satisfy curiosity;
iii. | Meet people;
iv. | Escape boredom
v. |Pl ease onebs family/ pe
D
REASONS YES | NO
i. | Earn more money;
ii. | Be productively selfemployed all year round;
iii. |l Fend for oneds self
iv. Augment spouseb6s incom

E. Could you indicate below any other reasons why men need to join functional
literacyclasses.

(@)

(b)

F. On the scale of 1 to 4 where

1 = most important

2 = second important

3 = just important

4 = least importantpleaseank the followingstatements ithe order

of their importance
Men need to join these classes because of:
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Economicreasons;
Social reasons;
Personal development;
Leisure pursuits.

36.Would the following factors positively affect participationMEN in the current
FLP?
(a) The meeting placélease tick)

Yes
No

Briefly explain

(b) The times of meeting$(ease tick)

Yes
No

Explain briefly

c. The familymembergPlease tick those it is believed affect participabbMEN
in the current FLP positives):

Spouse
Parents
Children
Siblings

Explain briefly
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d. Significant other pople such as:

Peers
Village head
Politicians
Chiefs

Briefly explain

e. Significant other bodies such @lease tick those it is believed affect
participation ofMEN in the current FLP positives)

Political parties

Co-operatives
Farmersd uni on
Womends c¢cl ub

Briefly explain

f. Significant personnel in the Ministry of Education and Culture, sis¢Rlease
tick those it is believed affect participationMEN in the current FLP positives):

Literacy tutors

District literacy coordinators
Functional Literacy Officers
Education Officers

School Heads

Briefly explain
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g. Personnkfrom other ministries such gBlease tick those it is believatfect
participation ofMEN in the current FLP positives):

Agritex Officers

Health Ext Officers

Legal Ext Officers
Employment Creation Officers

Briefly explain

h. Onedés personal attit uMlesetiodk)lwar ds functi ona
Yes
No
Why

i. Does your group have a functional literacy income generating prgflei®se tick)

Yes
No

J.  If NO. Why does it not have one?

k. If YES, what is the nature/type of the project?
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I. If YES, is the project:

Very profitable
Just profitable
Unprofitable
Very unprofitable

m. Is there anything you feel you would like to say about why few men are participating
in the programme?

(@)

(b)

END OF QUESTIONNAIRE
THANK YOU FOR ANSWERING THE QUESTIONNAIRE
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APPENDIX B
FOCUS GROUP QUESTIONS

n. EXCHANGE GREETINGS AND SET THE TONE FOR THE DISCUSSION

0. OPENING QUESTION Ask particpants about the yields they have
had during the last harvesting season.

p. INTRODUCTORY QUESTIONS:

When was the FLP centre set up?

What sort of activities are you

involved in?

1 How often do Ministry officials visit
you?

1 Besides the visits by the Ministry
officials do you have other people
coming here? Probe further

= =

g. TRANSITION QUESTIONS:
1 What is the composition of
participants at this centre?
1 Which category of participants
outnumbershe other? Why?
1 Are you happy with this
composition?

r. KEY QUESTIONS:

It has been my (researcher)

observation that there are more

women here than men. Am | right?

1 For how long has the situation been
like this?

1 Why is the situation like this? In
other words why men are not
actively participating in the
programme?

1 Do we all realze the benefits that
come from participating in such a
programme?

E
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s. ENDING QUESTIONS:

171

What are some of the gains that
individuals here havalready
attaine®

Do men not participating share the
sameviews with you? Probe
further.

What can we do to encourage men to
be actively involved in the FLP?
Besides personal efforts of
encouraging men to come, who else
can be approached to lure men to
come to the FLP@andWhy?

Is there anthing that you think has
been left out in our discussion
concerning the above topic? (Let
participants feel free to come up with
additions)



APPENDIX C

OBSERVATION SCHEDULE

CRITERIA NOTES
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APPENDIX D

e/

D7 - MEM ) TO INSTITUTION REQUESTING
PERMISSION TO CONDUCTT STUDY
PO oy MPOT Mount Pleasant

Harare. ZIMBABWE
5

D1107) 2502000

Q_!E- DEPARTMENT OF ADULT EDUCATION UNIVERSITY OF ZIMBABWI

15 August 2012

ATTENTION: THE DIRECTOR PRD, MR CHITIGA

I'he Secretary of Education

Ministry of Education. Sport. Arts and Culture
PO Box CY 121

Causeway

HARARE

Dear Sir

RE: REQUEST FOR PERMISSION TO CARRY OUT A STUDY IN MAZOWE
DISTRICT FOR A PH.D THESIS

I he above matter refers:

I am a lecturer in the department of Adult Education at the University of Zimbabwe and am
requesting for permission to carry out a study in Mazowe district

Ihis is a study for my Ph.D. thesis and is entitled “Factors that militate against men’s
participation in the current national functional literacy programme.”

Before joining the University in 1993. | worked for over 12 years as an Education Officer in the
Adult and Non-Formal Education Department at Head Office. 1t was during the excecution ol my

duties that I found out that men were indeed not effectively participating i the programme

| feel this is indeed an important study because its lindings may be used by bodies and agencies
that promote functional literacy such as the government through the Ministry of Education Sport.
Arts and Culture and other donor agencies like UNICEF and "ALOZ.

[0 the Ministry of Education, other education personnel and policy makers. the lindings from

this study would 1ill knowledge gaps that do exist between what the providers of functional

Iiteracy offer and what the recipients want
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APENDIX E

Ref: C/426/3

Ministry of Education, Sport, Arts
and Culture

P.O Box CY 121

Causeway

Zimbabwe

all nmmunications shouki he addreied o

“The Secretary for I ducation Sport and Culture”
Telephone: 734051/59 and 734071
Telegraphic address : "EDUCATION"

Fax: 794505 /705289/734075

ZIMBABWE

ﬁ.:ﬁc;ds;z;é..../.b’;; .....
JCOMIGB  vivins m
..54%.«[.1.&...4 7

RE: PERMISSION TO CARRY OUT RESEARCH

Reference is made to your application to carry out research in the Ministry of Education.
Sport and Culture institutions on the title:

—

LB RMLLIL. D o,

Permission is hereby granted. However, you are required to liaise with the Provincial
Education Director responsible for the schools you want to involve in your research.

You are also required to provide a copy of your final report to the Ministry since it is
instrumental in the development of education in Zimbabwe.

I. Gweme
FOR: SECRETARY FOR EDUCATION, SPORT AD CULTURE

I

174



APENDIX F

DS s LETTERS OF PERMISSION FROM RELF\ AN |
BODIES

Ref: C/440/1 MC

All communications should be o A - Ministry of Education, Sport, Arts and
addressed to Ys l'(fz, Culture
"The Provincial Education Director >‘f§§€~’! Mashonaland Central Province
Mashonaland Central Province” ZIMBABWE P.O Box 340
Telephone:071- 6992/4 Bindura
Fax:071-6997 Zimbabwe

£6 | ) J |~

f‘ J I\ 2

Mr/Mrs/Miss/Ms:......... l D et LA 3 . S
Vo ™ Y VAl | ¢ '!'

..... ount,  [Wasant, Ham@re

RE: PERMISSION TO CARRY OUT RESEARCH

Reference is here made to your dated .........c......[...... e o R

| am pleased to inform you that the Provincial Education Director has granted you
permission to carry out your research in our schools. You should, however, liaise with the
respective District Education Officers before you go into their schools.

Finally, you are advised to submit a copy of your findings to the Ministry of Education, Sport
and Culture.

....................................... % { l( Ll (]
FOR: PROVINCIAL EDUCATION DIRECTOR
MASHONALAND CENTRAL PROVINCE

Permission to carry out reseacch doc
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APENDIX G

A
U N ] SA i

Research Ethics Clearance Certificate

This is to certify that the application for ethical clearance submitted by

DD Midzi [50234145]

for a D Ed study entitled

Factors that militate against men’s participation in functional

literacy programmes in Zimbabwe
has met the ethical requirements as specified by the University of South Africa
College of Education Research Ethics Committee. This certificate is valid for two

years from the date of issue.

Prof CS le Roux 7 June 2013
CEDU REC (Chairperson)
Irouxcs@unisa.ac.za

Reference number: 2013 JUNE/50234145/CSLR
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APENDIX H

MAP OF ZIMBABWE SHOWING THE MAZOWE DISTRICT
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