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I. INTRODUCTION: A SNAPSHOT OF LITERACY AND ILLITERACY IN CHINA  
“Any problem, multiplied by China's 1.3 billion people, is very large. But any problem divided by 1.3 billion people is very small. All you have to figure out, with any given problem, is whether you should multiply or divide.”


The mathematics of illiteracy has challenged Chinese leaders and educators since the turn of the 20th century, when China’s illiteracy rate stood at roughly 85-90% of the total population.
  Fifty years later that figure remained virtually unchanged.
  In contrast, literacy rates from the 1950s onward chart an upward climb, with most estimates indicating that on average 4 million people per year became literate. (Zhang, 1997; Bhola, 1990)  The relative efficacy of political, economic and educational policies in reducing illiteracy has been subject to intense debate. (Peterson, 1997; Hayford, 1987; Seeberg, 1990; Bhola, 1990).  Keeping in mind the “unstable state of Chinese literacy studies,” (Peterson, 1997, 4) scholars generally agree that China is a literacy success story.

By 1959 rates among youths and adults (aged 12-40) fell from 80% to 43%.  By 1979 this figure had dropped to 30%, by 1982 to 25%, and by 1988 to 20%. (Wang, 1985; Wang and Li, 1990)  China’s national censuses of 1964, 1982, 1990, and 2000 reported slightly different declines of illiterates as a percentage of the total population (which increased during those years from approximately 694,580,000 to 1,265,830,000) from 33.58%, to 22.81%, to 15.88% to 6.72%.(Li, 1992; Meng, 2002)

According to 2000 census data, 86.992 million adults in China were illiterate, 20.55 million of whom were between the ages of 15 and 50.
  Three quarters of these illiterates lived in rural areas. Seven provinces and regions had the highest illiteracy rates, including Tibet, Yunnan, Guizhou, Gansu, Qinghai, Ningxia and Inner Mongolia (Figures 1, 2, 3, 4, 5, and 6 and Tables 1, 2, 5 and 6) Tibet’s illiteracy rate was 37%-38%, the illiteracy rate of Yunnan, Guizhou, Gansu and Qinghai varied from 10%-15%, and the illiteracy rate of Inner Mongolia was 7%-8%.
 


Primarily on the basis of 2000 census findings, the State Council declared on New Year’s Day 2001 that China had met the goals of achieving the “two basics” of literacy, that is basically achieving 9-year compulsory education and eradicating illiteracy among youths and middle-aged adults. (Xie, 2000)  While recent literacy policies that primarily target literacy training toward this very age group indicate that this announcement was premature, demographic and educational trends will sustain its momentum into the future.  China’s dependency ratio, the size of its school age population in relation to its active population, is expected to decline from the 13% range of the 1990s to 9% in 2010.  China's basic education enrolment rates, while controversial in their national reportage, are higher than those of most other lower income countries, with more than 98.4% of the 6 - 11 age cohort enrolled in primary school and over 78.4% of the 12 - 15 age cohort in lower secondary school (Figures 8 and 11 and Tables 10, 11, and 12).

However, the 9% drop in overall illiteracy rates between 1990 and 2000 was accompanied by regional and urban-rural disparities in basic education provision and development, a political compromise with equity that as early as 1990 was already identified as a major point of concern by literacy specialists.(Stites and  Semali, 1991) (See Tables 13 and 14)  Although China has experienced a quadrupling of per capita income over 20 years, lifting ¼ of a billion people out of poverty, poverty reduction slowed in the second half of the 1990s.  Since then the numbers of Chinese citizens in poverty have remained relatively constant with the better off reaping the benefits of China’s robust economic growth rate.  Increased urban-rural disparities in income and resources have negatively affected educational attainment and achievement for rural children jeopardizing full literacy and its social benefits
 (Figure 13 and Table 9).  They have also been a major factor in tightened connections in literacy education programs between literacy education and skills training among adults. (Meng, 2002; Jing and Qi, 2005)

Three primary barriers to literacy have shaped China’s literacy and UPE policy agenda and context for the next decade.  One barrier, the lack of resources and programs for China’s disabled population, has yet to be adequately recognized and addressed in state policy or by the public.  A second barrier, the inadequacy of educational resources in many rural and particularly national minority communities, has since 2000 figured centrally in China’s development strategy, leading to recent decisions to abolish primary school fees in the poorest villages. The third barrier is a diminishing but still evident gender gap in literacy rates beyond the primary school level (Figures 4, 10, 16, 17 and Tables 7, 8, 16, 17, 18).  Since 1990 literacy policy has “targeted” females, particularly poor and/or minority girls and youths.  Whereas 42 % of Chinese women over 25 were illiterate in 1990, less than 26% of women over 15 were illiterate in 1998.  This compared to 9% illiterate men over 15 years of age in 1998.  Over 70% of China’s 240 million illiterates and semi-illiterates in 2000 were women.  In 2000 China’s adult literacy rate (15+) was 90.9%, 95.1% for males and 86.5% for females.  The youth literacy rate (15-24) was 98.9%; 99.2% for males and 98.5% for females.  China’s overall illiteracy rates are expected to fall a further 43% by 2015, and China is one of 24 nations listed in the 2003-2004 Global Monitoring Report that have achieved gender parity in primary schooling.  Most but not all studies predict that China will also achieve gender parity in secondary education by 2015.
  

The sheer size of China’s population makes achieving literacy for all a daunting task, and 11% of the world’s 800 million illiterate adults live in China.  Nevertheless, in comparison with other E-9 countries China is making significant progress in eliminating illiteracy and offering youths and adults access to training that provides them with literacy integrated with skills teaching or “literacy with functionality.”(Bhola, 1990)  Even with growing regional disparity in literacy rates, China’s disparities are less than those in India, Indonesia, and Pakistan. (UNESCO, 2001).  Only Mexico had a higher male adult literacy rate (93% in Mexico, 92% in China) and only three E-9 countries (Mexico, Indonesia, and Brazil) had higher female adult literacy rates than China (89%, 82%, 85%, and 76% respectively).  We conclude that with continued political will and increased educational resources provided to those most in need, China could redress these gaps and basically eliminate illiteracy, except among the disabled and the elderly, during the 2003-2012 United Nations Literacy Decade.

We begin our explanation of this assessment with an examination of how literacy in China has been conceptualized and used for political, economic and social purposes.  The processes of economic integration, educational globalization and demographic changes that have altered China’s socio-political landscape together create alternative meanings of literacy in rural, urban and peri-urban areas.  In 1984 UNESCO proclaimed that, “eighty per cent of China’s population is rural. The problem of eradicating illiteracy in China is basically the problem of educating the peasants.” (UNESCO, 1984, p. 7) With 50% of China’s poor living outside poor counties (World Bank, 2004) and 38% of the total population now designated urban China in 2005 is a different country with different literacy challenges.
II. LITERACY AND ILLITERACY IN THE CHINESE CONTEXT:

HISTORICAL AND CONTEMPORARY PATTERNS OF LITERACY PROVISION
“The pursuit of literacy for nation-building and economic development has been a central theme in the history of reform and revolution in China throughout the twentieth century.  It was not until the communist revolution of 1949, however, that China embarked on a determined nationwide effort to eradicate the scourge of mass illiteracy.  Indeed, the literacy programs mounted in China after 1949 constitute what is perhaps the single greatest educational effort in human history.” (Peterson, 1997, 3)

Literacy policies and practices since the turn of the 20th century provide the context for our examination of the relationships among illiteracy, literacy provision, and multiple dimensions of development. Concepts of “functional literacy” dominate contemporary Chinese literacy studies, and they include three key features.
  One is the preponderance of literacy definitions based on an individual’s recognition and/or use of a minimum number of characters (or alphabets/words in the case of minority languages).
  The second is the maintenance of different levels of competency for rural and urban residents.


The third is that literacy often means literacy in standard modern Chinese, rather than in a national minority language. China’s traditions of elite language usage, definitions of modernization, and approaches to state-building have empowered a single standard language politically, legally, socioeconomically, and even aesthetically.(Zhou, 2004)  Although China’s early nation (as opposed to state) building efforts supported the codification, development and protection of many minority languages, its more recent state-building drive has eroded such support.  This policy shift is designed to encourage and enable minority groups to be able to communicate with, and ideally assimilate into, Han society. Coupled with the forces of globalization, China’s modernization and marketization drive favors two dominant languages, Chinese putonghua as the national commonly-used language and English as a world language.  Because of the complexity of China’s linguistic landscape and because literacy has been so tied to the standardization and popularization of one national Chinese dialect, the following history focuses primarily on Chinese language literacy.   The dominant literacy policy and practice trends below then provide the context for our discussion of literacy challenges among China’s minority nationality communities.  

Our chronology of Chinese literacy is divided into four periods.
   Within each period we summarize state literacy policy and regulations; formal, informal and nonformal educational programs; and progress and failures in: 1) literacy education and adult education designed to eliminate existing illiteracy; 2) literacy education and universal primary education/compulsory schooling to prevent new illiteracy; and 3) literacy education and post-literacy measures designed to sustain newly acquired literacy skills.  Our analysis is based on the assumption that literacy, far from being a universal good that can be measured by one standard, in fact plays multiple, contradictory, and frequently unequally distributive social, political and economic roles, and is heavily influenced and inflected by the particular uses of languages in specific communities. 
  This conceptualization of literacy has been influential in Chinese literacy studies since Evelyn Rawski’s path-breaking study of literacy in China’s premodern period.  Rawski challenged the assumption grounding previous scholarship that the benchmark for Chinese literacy was the high culture knowledge and sensibilities of the scholar official.  Rawski recognized that outside that tradition tens of millions of Chinese employed “practical literacies” that embodied a continuum of skills including knowledge of several hundred characters particular to their trade or daily activities.  With this definition Rawski concluded that by the turn of the 20th century, when less than half of all males had any formal schooling, as many as 30% - 45% of men and 2% - 10 % of women were “literate.”
A CHRONOLOGY OF LITERACY POLICY, DEFINITIONS AND PRACTICE: 
1905-2005

Changing definitions of literacy and literacy education policy and practice in China have been shaped by a complex set of factors, including China’s experiences with “modernity” in the late 19th and early 20th centuries; the size and complexity of Chinese geography and demography; chronic fiscal weakness of the Chinese state throughout most of the last century; state policies privileging urban over rural education and development and industrial over agricultural development; and a  tug of war over who and what the state education system should serve. (Pepper, 2000; Bailey, 1990; Peterson, 1997)


Two important starting points help clarify this history.  The first is that there is more consistency than change across China’s 1949 divide.  “The government of the People’s Republic that came to national power in 1949 drew on several generation’s worth of aspiration and experimentation; they coordinated a flexible and diverse structure for increasing literacy that drew on roots as diverse as the Manchu and nationalist formal school systems, the YMCA’s health campaigns, the literacy movements in the Soviet Union, and the Chinese village school.” (Hayford, 1987, 167)  These helped create a “talismanic faith in universal literacy as the touchstone of China’s modernization.” (Peterson, 1997, 13)


The second is that uneven distribution of literacy and educational provision in contemporary China is not only a function of poverty or remoteness of a region from market centers, of cultural patterns privileging male education, or of discrimination against or neglect of minority and disabled populations.  It is also a consequence of state policies shaped by the reluctance of political elites and professional educators, from the late Qing to the present, to place in non-elite hands “politically empowering literacy.” (Woodside, 1992; Pepper, 2000)  China’s current campaign to provide basic schooling for children in her poorest counties, as well as her adult literacy are a legacy of communist policies to create through education and residency restrictions “statutory peasants.”(Peterson, 1997)

Three additional themes are significant to understanding Chinese literacy programs.  First, literacy has been conceptualized not primarily as a technical skill but as a moral template for cultural identity and modernity.  As such, Chinese literacy education has been used “to retheorize or reimagine” politics, economic systems, and Chinese society itself.” (Woodside, 1994, 459) Thorgersen argues that “the initiation, speed, and direction of educational reforms have been linked more directly to the political needs of the state than to developments in production and economic life.” (Thorgersen, 2002, 7)  This pattern has shifted in the last decade, changed by altering state-society relations as well as China’s participation in and leadership in international efforts to universalize literacy. (Meng, 2002)

The second theme, mentioned above, is the privileging in language and literacy programs of a variant of Chinese over other Chinese “dialects” and minority languages and scripts.  In addition to the 120 languages of China’s diverse national minority populations, seven major Chinese language “dialects” are spoken in China.   Because the word dialect is a misleading concept for referring to major Chinese languages, we prefer and use in this report a more literal translation of the Chinese term fangyan (place or region language), topolect.
   Topolect underscores the great variation and often mutual unintelligibility of spoken Chinese languages.   We use dialect in this report to refer to variants of topolects.  For example, China’s standard common language, putonghua, referred to as Mandarin in English,
 is one dialect among an extensive and diverse northern Chinese topolect.  The Cantonese (Yue) topolect is spoken in Hong Kong, Guangdong, Southern Guangxi Zhuang Autonomous Region, and parts of Hainan and Macau.  Most of the inhabitants of Hunan use the Xiang topolect, also known as Hunanese. The Min topolect is spoken in Fujian, large areas of Taiwan and Hainan, parts of Eastern Guangdong and the Leizhou Bandao Peninsula, and in areas of Southeast Asia. Most of the people living in Jiangxi, eastern part of Hunan, and the southeastern corner of Hubei use the Gan dialects.  The Kejia or Hakka topolect is spoken in Guangdong, southwestern Fujian, Jiangxi, Hunan, Yunnan, Guangxi, Guizhou, Sichuan, Hainan, Taiwan, Singapore, Malaysia, Indonesia, many overseas Chinese communities, and in pockets throughout Southeast Asia.  The majority of the inhabitants of Zhejiang, as well as people living in southern areas of Jiangsu and Anhui, speak the Wu topolect. Wu shares marginal mutual intelligibility with the Mandarin and Gan topolects.  Speakers of all seven topolects share the written Chinese language upon which literacy measures are based.

A third theme is the lack of consensus regarding the outcomes of the single greatest educational effort in human history. (Pepper, 2000; Seeberg, 1990; Peterson, 1997; Thorgersen, 2002).  Critical appraisals of China’s much heralded literacy campaigns from the 1950s to the 1970s emerged primarily after the release of China’s 1982 census data, which served for Chinese politicians as a wake up call and provided international scholars with information not available since the previous national census of 1964.  Demonstrably high illiteracy rates, coupled with dissatisfaction with Cultural Revolution education policies, triggered sustained debate about how to balance educational quality and quantity.  Leading officials, echoing earlier criticisms of communist educational programs in the 1940s, deemed the failure of basic education as one of the three “big mistakes’ of CCP policy.
  Rural residents became subordinated like full literacy itself “to the greater demands of economic development and political struggle.”(Peterson, 2000, 7)

1905-1949 Literacy for Saving, Securing, and Strengthening China

Reformers at the turn of the 20th century recognized literacy as central to an effective security strategy.  High levels of basic literacy, and the public goods linked to it, helped explain to Chinese reformers why Japan had been able to defeat China and Russia in a span of 10 years.  Not long after China’s imperial entrance examination was abolished in 1905, literacy policies included the expansion of basic schooling, language reform, and informal social education for adults.  Although adult literacy programs began as early as 1908 in “language made easy schools,” (Hayford, 1987, 155) in the public mind literacy, embodied in knowledge of Confucian texts, was admired primarily as the route for acquiring access to a world of elite cultural values.

Republican educational reforms included the development of a “modern” school curriculum, citizenship and girls’ education,
 as well as literacy campaigns for adults.  During the 1920s and the 1930s literacy was advocated as a key to modernization, first for national cohesion and then for rural reconstruction.  Literacy campaigns with millions of participants were run through libraries, reading rooms and education halls by populist educators like James Yen, Tao Xingzhi, and Liang Shuming who “invented the countryside” through their efforts to bring science to it. (Peterson, 15; Hayford)

At the same time, the CCP struggled, not always successfully, to reach and gain the support of rural residents through educational and literacy programs.(Seybolt, 1971) During the mythologized Long March from 1934 to 1935 soldiers carried out educational work among the peasants.  Between 1937 and 1944  these activities intensified to include literacy education campaigns in urban and rural areas; night schools and half-day schools, literacy groups, news reading groups, tiny libraries carted by donkeys from village to village, mass reading campaigns, and a winter study campaign.  Communist policies consolidated the dual system of supported town schools and local minban or popularly managed schools in villages and primarily built on traditional and local forms of communication and “political mobilization and general communication were more important than general literacy.” (Hayford 164)

In 1935 the Nationalist government initiated a drive for the universalization of basic education.  Between 1935 and 1940 the plan called for all children to receive at least one year of school, between 1940 and 1944 two years of school, and after 1944 all children were to receive at least 4 years of primary schooling.  This ambitious goal, ultimately beyond the financial resources of rural communities, was to be accomplished through the use of short term primary schools and reformed traditional private schools (for the study of the Confucian classics).   While many students went to school, impact on long term literacy was forestalled both by the short time children spent in school and the war with Japan.  By the 1940s war efforts had drained education coffers and adult and cadre education took precedence over basic education for children. (Thorgersen, 2002)


The literacy and educational outcomes of this energized period were disappointing.  Reformers, who were contemptuous of the conservative curriculum of old-style private schools, failed to build on their strengths, essentially creating a dichotomy between mass education and a more elite school system.(Pepper, 2000)  This dichotomy left a  “missing interface” between modern schools and the daily political and social needs and lives of rural residents. (Thorgersen, 2002)  The biggest impact of UPE reforms was on teacher training.  The rural reconstruction movement established new teaching methodologies and curricula that “attempted a radical reconstruction of rural, political, social and economic structures through the medium of education.”(Thorgersen, 2002, 92)   


The period prior to 1949 laid the foundation for literacy work in the first three decades of the communist era.  Two parallels are striking.  First, “Throughout the twentieth century the redistributive role of the state in rural education has been very restricted, and as rural communities were left to organize and fund their own schools they were also able to exert considerable influence over them.”(Thorgersen, 2002, 11)  Second, adult education took priority over the education of children, (Bhola, 1984; Thorgersen, 2002) and the primacy of adult education in literacy policy continued well into the communist period.  Only after 1978 did the universalization of primary education become conceived as an important means to prevent new illiterates.  Not surprisingly, formal, informal and nonformal educational programs for adults gradually waned.
1949-1976: Language Reform, Literacy for Collectivization and Production, 


and the Unequal Expansion of Schooling

From the first days of the founding of the Peoples’ Republic of China, the CCP developed literacy guidelines and programs for adults, language reform, and UPE.  Adult literacy was given first priority in literacy campaigns designed to “sweep away illiteracy” (saochu wenmang).  Because 80% of adults were illiterate they were targeted as crucial for securing new China’s economic security.  Leaders also realized that literacy skills were a double edged sword, and literacy education was prohibited, for example, in areas which still had to be politically secured.
In 1950 knowledge of 1000 characters was set as the objective of literacy courses, and knowledge of 300 or fewer characters became the practical definition of illiteracy (Lin, 1963).  In 1952 the state published 1500 and 2000 character lists for use in literacy courses (Achievement in Education, 1984) and in 1953 the Working Committee on Literacy Education borrowed from a Soviet category from the 1920s the concept of semi-illiterate, defined as a learner who could use at least 500 characters. (UNESCO, 1984; Peterson)   To meet the needs of rural residents, the Ministry of Education compiled a 9-volume, 1,600 character “Reading Primer for Peasants” in 1951.  Throughout the 1950s, literacy teaching materials were compiled and published by both central and local authorities, with stress on the latter.  When textbooks were not available, primary school materials were used. (Asai, 1999）
To make efficient use of limited educational and training resources, sets of literacy criteria were also developed for specific categories of people.
  To be considered literate non agricultural workers and local cadres had to be able to recognize 3,000 characters, write letters, notices, receipts or other official documents of 200-300 words, and read newspapers and popular literature.  The criteria for literate peasants included recognition of 1,000 characters, the ability to read simple books and newspapers, and to write notices and receipts common in rural areas.  Minimum literacy requirements for a literate city dweller included recognition of 1,500 characters and the ability to read and write in ways compatible with work and life responsibilities. (UNESCO, 1984, pp 28-29) 


Language reform to increase the likelihood that literacy could be achieved through limited education included the adoption of  putonghua as China’s national dialect in 1956; the adoption of the pinyin Romanization system in 1958;
 and the approval of a list of simplified characters in 1964.
  However, as policy makers realized that popular educational expectations could not be fulfilled without state funds that were being directed, Soviet style, to cities and industry, between 1951-1955 measures to promote 5 year UPE within a decade, coupled with the other programs,  were criticized as part of an over zealous anti-illiteracy drive that privileged quantity over quality in illiteracy work.  By the end of 1953 plans to close the urban-rural education gap—and promote state supported rural schools rather than minban schools—ceased, and school enrolment dropped after an upsurge after 1949. (Pepper; 2000; Thorgersen, 2002)

In this context, the PRC’s first five year plan called for a carefully calibrated increase of literates. Three policy groups, often in conflict with each other, were involved in these decisions, including professional educators who tended to favour the expansion of the formal school system, CCP education officers who supported adult literacy campaigns and adult education, and classically educated linguists and philologists (among them the PRC’s first education minister) who were proponents of language reform. (Peterson, 1997, 42).  Between 1956 and 1958, with 78% of the population classified as illiterate, the CPC Central Committee, State Council, and Ministry of Education circulated a number of decisions which stipulated that literacy education would be intended primarily for young and middle aged workers and peasants between the ages of 14-40 years old. A “worker literate” was defined as one who recognized 2,000 characters; a “peasant literate” was to recognize 1,500 characters.  Criteria for both groups also included being able to read and write simple materials, and for the first time numeracy was mentioned, i.e., they must be able to keep simple accounts and do simple calculation with an abacus. “(UNESCO, 1984, pp 29)  

Mass literacy only took the center stage of educational policy with collectivization of the countryside in the late 1950s.  Collectivization could not proceed with illiterate leaders.(Peterson, 1997)  Beginning with contentious national campaigns of 1956 to rid China of illiteracy in 5-7 years, adults in need of literacy education were divided into three target groups of descending  priority, including political cadres, urban workers, and peasants.  The ultimately disastrous Great Leap Forward era sensationalized adult literacy as an “atomic explosion” that would change the countryside. (Thorgersen, 2002, 176)  Unachievable literacy quotas were roundly criticized by the early 1960s.  

The mobilizing waves of literacy campaigns in the 1950s to 1960s engaged the lives of tens of millions of individuals.  However, most scholars suggest did little to raise literacy rates. (Hayford, 1987; Seeberg, 1990)
   Literacy campaigns did inject into many rural communities a vocabulary associating literacy with transformed identity.  In some villages in southern Shandong, for example, daughters of marriageable age were colloquially (and wryly) referred to as “big literacy class” (大识字班).  On the other hand, mass literacy movements have since been understood by scholars as part of a process to create “a new class of peasants-turned-production team members, bound for life to their collectives, whose primary state-imposed obligation was to produce agricultural surpluses for china’s rapidly expanding cities.”(Peterson 7)  This continued during the Cultural Revolution, whose mixed educational legacy for literacy was on the whole negative.  While basic schooling expanded, mainly in rural areas, a combination of closures of secondary schools and colleges, narrowly ideological pedagogy and teaching materials, and severe disruptions of attendance and the school calendar negatively affected the literacy particularly of the cohort born between 1955 and 1966, whose levels of literacy are lower than school attendance should have predicted. (Treiman, 2002)


Seeberg found that very little improvement in adult and school age illiteracy rates, which she calculates at 32%, was made between 1949 and 1979. From 1953 to 1979 Seeberg concluded that among school-age youth literacy rates dropped from 74.9% to 60.6%.
  Despite dramatic expansion of basic schooling into the secondary level that benefited girls as well as boys, new literates lapsed into illiteracy and many school age children were unable to attend school. (Bhola, 1984; Hopkins, 1986)  No doubt, the self-supporting rural education system coupled with the influx of “sent down youth” and residency and production requirements laid the foundation for the growth in agricultural production at the close of the Mao era and controlled peasants. (Peterson, 1997; Thorgersen, 2002).  However,  Maoist “literacy ideologies contributed to the formation and reproduction of social differences….[and] the literacy map is also a map of class structure” (Peterson, 1997, 17)
1978-1988, Literacy and the Modernization Decade: “Blocking, Eradicating, and 


Raising”

The prevention of new illiterates through basic education was not made a high priority in literacy work until 1978 when the State Council issued “directives concerning literacy programs.” (Wang, 1985, 59)   The directives stressed UPE to eliminate illiteracy, the prevention of lapses back into illiteracy, and called for flexible schedules and half day schools for rural children.  The directives also reaffirmed policies and literacy criteria set in 1956 for youths and middle aged adults (12-45). To be certified as literate an adult learner was required to pass a test
 that assessed recognition and use of 1,500 characters for rural residents or 2000 words for urban residents. (Hopkins, 1986)  This return to 1956 policy became known as “blocking, eradicating, and raising,” that is, blocking new illiterates, eradicating existing illiteracy, and rethinking and raising levels of adult literacy that would be in keeping with the new economic responsibility system developing in the countryside.


Primarily, efforts to eliminate illiteracy during the recovery period were motivated by a desire to return China to productivity (Hopkins, 1986).  Literacy education was viewed as a base for further technical training that would improve China’s economic competitiveness, a necessary first step in the modernization of China as a nation. “There was to be a formal education system for children and a parallel formal educational system for adults whereby the latter received an equivalent education in their spare time.” (Bhola, 1984, 80)  Adults would learn in spare-time schools, short-time schools and literacy schools.


These policies, called China’s “second literacy campaigns,” were to be community efforts to address a number of barriers to full literacy. (Asai, 1999).  First, the education of China’s “baby boom” generation who came of age during the Cultural Revolution was disrupted and, as we have seen, the absolute number of illiterates had increased, in spite of the growth of primary and secondary schools and enrollment rates among boys and girls.  Economic reforms during the late 1970s and early 1980s resulted in the dissolution of peoples’ communes and the mobilization mechanisms they provided for mass literacy policies.  The shadow of the Cultural Revolution was only gradually lifting from schooling and knowledge in general at the same time the short-lived “illiterate but rich peasant” phenomenon provided the public with images of social mobility outside education.

Wang (1985) argues that close coordination of literacy programs and universalization of primary education significantly improved rural education, prevented the re-emergence of illiteracy upon primary school graduation, and lead to a new definition of literacy, becoming “scientifically literate” and in 1981, over 3 million people were enrolled in different forms of technical training classes.  In fact, despite the criticisms of the Cultural Revolution, many of its literacy and language education reforms were retained into the reform period, particularly the philosophy of developing flexible study and production programs tailored to local economic needs. 

The release of China’s 1982 census data marked a pivotal turning point in Chinese literacy policy.  Findings of stalled literacy rates, coupled with what was considered ill-advised expansion of basic schooling at the secondary level, touched off a firestorm of debate regarding the “low quality” of China’s educational system and population that continues today.  Educational policy directions that influenced literacy education included, 1) reaffirmation of the goal of universal education, 2) decentralized educational funding to local levels, 3) expanded compulsory education to 9 years, 4) development of teacher education and in-service teacher training to raise quality, 5) and the gradual replacement of minban (community-paid) teachers by qualified (public-paid) professionals. During this period the net enrollment ratio of school-age children rose to 97.8% as compared with 93.0% in 1980.  Primary education was basically universalized in areas inhabited by 91% of the nation's population.  At the time, a UNESCO report on China concluded that “the final resolution of the problem of wiping out illiteracy depends on the realization of the planning for UPE.” (1984, P. 3)

Zhou Minglang (2005) argues that this “legislative” approach to literacy development has since treated compulsory education as the mainstream means to attaining literacy, supplemented with illiteracy eradication.
  Nevertheless, adult education remained throughout the 1980s and 1990s an important focus.  Materials development focused increasingly on local skill needs and learner enthusiasm (Zhong-Da, 1981) Teaching materials were divided into three levels for providing functional literacy: developing literacy skills from reading primers for farmers that introduced 200-300 words to enriched materials with common sayings and everyday expressions to a more advanced textbook using 1,500 characters designed to help learners read popular newspapers and magazines, keep simple accounts, write notes, and do calculations with an abacus.  Content included political, ideological, and legal themes; hygiene, health and safety; practical knowledge relevant to the local economy; and basic numeracy and literacy.

Post-literacy textbooks or materials that might have bridged basic literacy materials and more advanced textbooks designed for students with 2-3 years of middle school were lacking. (Asai, 1999)  Consequently, in 1994, the State Education Commission issued guidelines and texts for basic "practical Chinese,” “practical mathematics,” and “practical elements of science and technology,” and required provincial authorities to compile appropriate teaching materials.  Examples of post-literacy materials reviewed by Asai (1999)  include booklets and biweekly newspapers, such as a free “Getting educated” (xuewenhua) biweekly newspaper for graduates of literacy classes in Hunan.  Textbooks throughout the 1990s also began to “target” women and minorities, using popular and folk songs and local traditions while stressing the importance of mathematics and Chinese language skills.   The Committee of Rural Cultural and Technological Teaching Materials of Sichuan Province developed a post-literacy 240 hour, 2,500 character textbook, “practical Chinese,” for graduates of literacy class and those who hadn’t achieved the level of primary school graduates.

  
Literacy policy by the 1980s supported an integrated approach of universalization of primary education, literacy and post literacy programs, captured by the guiding slogan, “prevent first, eradicate second, and upgrade third”(Zhang, 1997)  Polices built upon a number of lessons learned in the preceding three decades, including the importance of political commitment in support of functional literacy bolstered by continuing education.  
 This approach, however, could be summarized with Hayford’s general assessment of literacy work in post-1949 China.  Progress was substantial but had “come primarily from the steady expansion of the school system, supplemented by adult or social education; there have been no silver bullets….The spread of the formal school system appears, for instance, to be much more effective than any of the proposed or partially implemented reforms in the writing system; and literacy campaigns are useful mainly for low-cost mopping up operations and social mobilization.” (Zhang, 1997, 171)
1988 - 2005: Literacy for and Assimilation of the Margins

In 1988 Regulations regarding literacy education targeted 15-40 years olds, introduced the use of the pinyin Romanization system into literacy education for adults, and explicitly raised for the first time specific problems associated with literacy programs among China’s national minorities, stipulating that literacy education could proceed in either China’s national dialect or an appropriate minority language (Asai, 1999)  Minimum literacy standards for work units claiming full literacy also stipulated that the proportion of literate employees15 years of age and over, born after October 1, 1949, exclusive of those lacking learning abilities, should reach 95% in a rural area and 98% in an urban area.  The rate of relapse into illiteracy among neo-literates was also to be held under 5%. (Meng, 2003, 4)  As noted above, in response to neoliterate education needs, the State Education Commission issued 3 new syllabi for practical Chinese, mathematics and science and stipulated that local authorities could compile teaching materials appropriate to local conditions. (UNESCO, 2000)

The 1988 regulations were different in another important way from previous 1978 regulations.  Whereas the latter were based upon mobilizing voluntary participation, 1988 regulations indicated more directive, proactive government management through “central control” (general objectives and framework for the whole country from the state) and “local guidance” (specify and determine their own policies and methods according to local conditions).
  This approach has been effective and China has developed what by international standards could be considered a well-articulated national system of literacy monitoring and assessment (Figure 27), from the policy-setting State Council and National Literacy Work Co-ordination Committee to the education bureaus at municipality, autonomous region, and provincial level, where overall plans for literacy assessment are constructed finally to the organization and supervision of implementation of literacy policy and assessment that takes place at the county, township, and village levels.


After 1988 China also embraced what Graff has called global “legacies of literacy,” the trend of countries to borrow from each other for their literacy campaigns. (Graff, 1987, 3).  Primarily this began as a direct result of China’s involvement in international campaigns such as the EFA initiative.  How Chinese literacy approaches were influenced by this international participation and acceptance of associated developmentalist and/or human rights discourse is evident in the structure and content of Chapter Three of China’s 2000 EFA Country Report, as well as China’s participation in literacy assessment practices undertaken by the International Literacy Institute.(Meng, 2002)   Another global legacy of literacy central to China’s literacy policy was an increasing stress on scientific literacy in the government’s arguments for making literacy work among children and young and middle aged adults a “top priority.”   Finally, China began sending delegates to workshops on materials development organized by UNESCO, ACCU and the International Council for Adult Education.  In the late 1980s and early 1990s over 10 kinds of materials developed by UNESCO and ACCU were modified and translated for distribution in China.(Song, 1994)

Overlapping educational and literacy policies in China during this period met with quantitative success.  In most areas basic education efforts shifted from UPE to assuring that most children could attend 9-year compulsory schooling. In addition, special attention was directed toward the literacy and education needs of various disadvantaged groups, including girls, disabled children, and the children of migrants, who according to China National Working committee for Children and Women drop out of school at a rate of up to 9.3%.


In January, 1990 the central government convened a telephone conference among 10 departments and organizations and proposed the goal of eradicating on average 4 million illiterates annually.
  At the time of the 1990 EFA meetings in Jomtien, China’s official illiteracy rate was 15.9%.  70% of these illiterates were female
 most of whom lived in impoverished regions and were over 30 years of age
 and had little time for literacy education because of family and agricultural responsibilities.
  The question became how to eradicate illiteracy by 2000 in the least prosperous areas of China with little material or human capital infrastructure, insufficient educational funding, poor conditions of school management, low teacher salaries and quality, and a relatively high student drop-out rate in rural areas (Tables 8, 9, and 10).


Revised Regulations on Eradicating Illiteracy in 1993 did not substantially change literacy definitions set in 1978.  Recognition of 1500 characters was still the threshold set for a rural inhabitant, and 2000 characters for a worker or staff member employed by an enterprise or institution or any urban resident.
  Neo-literates were to be able to read popular magazines and essays, to keep simple accounts, and to write simple essays. However, the definition of young and middle-aged adults was changed from a fixed 15-40 age cohort into a fluid one covering all people 15 years and over born since October 1, 1949, that is, the 15-51 age cohort in the year 2000.  In addition, a new target aimed at achieving a 2000 illiteracy rate among young and middle-aged adults of under 5% (down from the 10.4% revealed in the 1990 Census). (Asai, 1999; UNESCO 2000)

The main sites for achieving these goals were short-term literacy classes affiliated with rural primary schools, as well as evening schools of regular primary schools and literacy classes run by township cultural centers.  Teachers were mainly part-time rural primary school teachers or staff members and higher-grade pupils.  The financing of literacy work was to be diversified to include funds from towns, townships, urban neighbourhoods, surcharges on taxes in rural areas, and donations. (Zhang, 1997)  

Literacy textbooks were to effectively integrate literacy training with the needs of rural economic development.  The main principle of curriculum construction is that adult learning should relate to practical need and simultaneously eliminate illiteracy and “scientific illiteracy.”
  Textbooks and content of adult programs typically include how to engage in commodity agriculture.
  According to data provided by 10 provinces approximately 50% of texts were compiled by local authorities following guidelines at the national level in three subjects: Chinese for functional uses, functional mathematics, and functional technical skills.(Song, 1994)
  Interestingly (and counter-intuitively), literacy materials covered a wide range of information about culture, politics and daily life, while post-literacy materials were more narrowly directed toward assisting learners develop functional skills.  In part, this difference may have reflected two trends.  From 1991-1997, primary schools for adults increased as the population of adults increased, while literacy classes decreased along with the number of neo-literates. (Meng, 2002)  

From the late 1990s to the present Chinese literacy specialists have identified a complex set of attributes and actions associated with successful literacy programs, including enhancing community and NGO involvement; developing learning-based literacy materials; effectively using technology and media; developing course modules that integrate learning to read with training in a diverse set of agricultural and entrepreneurial skills; and galvanizing among rural residents a “modern” will to climb out of poverty.  Literacy is often referred to as a pre-requisite for “revitalizing the nation through science and technology,” sometimes through the slogan, “eradicating  ignorance before poverty alleviation.”  This trend is clearly articulated in a study of Gansu rural community learning centers by Jing Min and Qi Zhiyong (2005).  Jing and Qi describe these centers as having two major characteristics: a primary (if not exclusive) focus on functional and scientific literacy for male youths and adults, who are perceived to be the pivotal leaders of their villages, and a focus on post-literacy “sustainability,” which must be rooted in local support for science, technology and schooling.  


This article corroborates our review of the development of literacy materials during this period, which indicates that the central barrier to adult literacy is lack of a literacy environment, including relevant materials and the motivation to continue to read.  One example of a program designed to address this need is a 10-minute daily special broadcast, “Follow Me Every Day.”
  Jing and Qi’s emphasis on literacy for male learners also suggests a tension in post-literacy policies regarding how literacy programs for China’s most numerous young and middle aged illiterate agriculturalists--rural (often ethnic minority) females—should be integrated with the sites and needs of agricultural production.


In 1994 the government proposed three steps for literacy work. Ten provinces and municipalities with requisite economic and educational conditions (encompassing 33% of  the country’s population) were to reduce illiteracy rates among youths and adults below 5% before 1996.  Fourteen provinces and municipalities with average economic and education conditions (including 52% of the country’s population) were to reduce illiteracy rates among youths and adults below 5% by 1998. Finally, 6 provinces and municipalities with less developed economic and educational conditions (15% of the country’s population) were to reduce illiteracy rates among youths and adults below 5% by 2000.  Tibet alone was singled out for achieving these rates “after 2000.”

Between 1996 and 2000 the Ministry of Education (MOE) conducted approximately 20 random evaluations of provincial, regional, and municipal literacy work.  A number of government agencies established monetary incentives for met targets.  Special literacy education organizations were established at national, provincial and local levels and textbook content was revised.  Between 1990 and 1997 China’s adult population (15+) increased by approximately 134 million people, yet the illiterate adult population decreased by 18.8%.  During that time period, an average of 4.8 million illiterate adults became literate annually, surpassing the state target of 4 million. (UNESCO, 2000).
  By 1998 adult illiterates aged 15 and above dropped to 135 million, the number of young and middle aged illiterates to 30 million, and the literacy rate for youths and middle aged Chinese rose to 94.5%.  2,500 of China’s 2,700 counties were judged basically literate.   From 1990 to 2001, 46.48 million people became literate, and the illiteracy rate among youths and adults was reduced to below 5%. Literacy rates for adults rose from77% in 1990 to 91.28% in 2001.

In 2000, 16% of the world’s 862 million illiterates were Chinese. (See Table 4)  By that time a staggering 500 million Chinese youths and adults had participated in various forms of practical literacy and skill training activity.  70 million had attended rural adult schools. Data from the 2000 Census and China’s EFA 2000 country report indicate that China had basically ended illiteracy among youths and young adults by the year 2000. (Xie, 2002)  By the new millennium the vast majority of Chinese parents were educated, the population of school age children had dropped, classroom space increased, and the majority of classroom teachers met minimum national requirements.  On the job training rather than basic education was seen as the primary site for adult education, and illiterates were no longer seen as those who could not recognize any characters, but rather those who had not learned to learn.  Job training took on added urgency as a result of China’s responsibilities as a member of the WTO, a trend evident in literacy policy, which advocated “extending the content of current adult literacy assessment to broader issues of numeracy or life skills rather than literacy only.”(Meng, 2002)

One such example was the development of the China Adult Literacy Survey (CALS), a short (30 minute) survey designed to measure the quantitative, document, and prose literacy of workers in five Chinese cities, including migrants.  The survey represented the first attempt to introduce the concept of direct measure of human capital into an adult literacy survey in China.  Its measure of a range of adult literacy outcomes and its differential findings along the axis of gender and regions showed important policy implications regarding the kinds of training most needed for migrants, urban residents, and women.
  While there is as yet little Chinese language literature developing around the benefits of the implementation of a multi-dimensional, continuous scale approach to measuring literacy in this way it, is clear that its design illustrates support for establishing better measures of functional abilities and literacy in prose, document, and quantitative domains, as well as concrete mechanisms for life-long learning, and the recognition that adult literacy is crucial for the market economy.  In particular CALS allows investigation into whether and/or how migrants and women, for example, are discriminated against in the labor market, as well as the skill level of different sub-populations of the labor force.

China hosted the E-9 Ministers of Education in Beijing in August 2001 to discuss, among other things, the complex links between poverty and literacy
  and adult literacy for all.
  Vice Premier of the State Council Li Lianqing set out a framework to include nine year compulsory schooling and illiteracy eradication among youths and adults as top priorities.  In addition, the framework called for increasing junior middle school enrolment rates to over 90%; developing a comprehensive plan for life-long education; convening a workshop on EFA measures in Western China; and encouraging cooperation among government agencies, NGOs, and international organizations to meet these goals.

Next we turn to literacy challenges and policies in China’s national minority communities.  In contrast to Chinese language literacy, criteria for literacy in minority languages are not set nationally.  The revised decision for eliminating illiteracy in 1988 stipulated that literacy criteria for national minority languages were to be established by provincial or autonomous region agencies.  In the Xinjiang Uigher Autonomous Area, for example, literates have been defined as those who have basic competency in the reproduction of the Uigher alphabet and in reading popular books and newspapers, keeping accounts, and writing simple letters and documentation.  Likewise, in Yunnan Province, China’s most ethnically diverse province, criteria for literacy are variable according to language type.  Consistent in criteria across languages, however, is a general understanding of functional literacy that includes the ability to read popular books and newspapers, to keep simple accounts, and to compose simple letters and notes.

The primary focus of our discussion of language and literacy programs in national minority communities is UPE and formal schooling, because literacy campaigns in minority regions are primarily about schooling, whether for children or adults.  A variety of explanations for the absence of minority languages in literacy campaigns appear in the literature, including lack of clarity among policy makers, educators, and citizens about potential positive outcomes of bilingualism; vested interests of non-Han elites whose status comes from knowledge of Chinese; lack of identification by minority populations with non-indigenous created Romanized scripts; lack of relevant and meaningful literacy materials in minority languages; lack of funding and trained teachers; lack of ethnic unity and consciousness; the gradual spread of schools and urbanization in minority communities, and the absence in literacy programs of effective strategies for attracting young people.
	Trends in Defining Literacy since 1949

	Historical period
	Number of characters require for “literacy”
	Literacy definitions

(enlarged)

	1949-1976
	In 1950 knowledge of 1000 characters was set as the objective of literacy courses and knowledge of 3000 or fewer characters became the practical definition of illiteracy.  Literacy requirements varied by occupation and residency.
	Literacy criteria developed for specific categories of people:

Literate non agricultural workers and local cadres had to be able to recognize 3,000 characters and write letters, notices, receipts and other official documents of 200-300 words, and to read newspapers and popular literature. Criteria for literate peasants included recognition of 1,000 characters and ability to read simple books and newspapers and to write notices and receipts common in rural areas.  Minimum literacy requirements for a literate city dweller included recognition of 1,500 characters and ability to read and write in ways compatible with work and life responsibilities.

	1978-1988
	To be certified as literate an adult learner was required to pass a test that assessed recognition and use of 1,500 characters for rural residents or 2000 words for urban residents.
	

	1988-2005
	Revised Regulations on Eradicating Illiteracy in 1993 did not substantially change literacy definitions set in 1978.  Recognition of 1500 characters was still the threshold set for a rural inhabitant, and 2000 characters for a worker or staff member employed by an enterprise or institution or any urban resident.  
	Neo-literates were to be able to read popular magazines and essays, to keep simple accounts, and to write simple essays. However, the definition of young and middle-aged adults was changed from a fixed 15-40 age cohort into a fluid one covering all people 15 years and over born since October 1, 1949, that is, the 15-51 age cohort in the year 2000.  In addition, a new target aimed at achieving a 2000 illiteracy rate among young and middle-aged adults of under 5% (down from the 10.4% revealed in the 1990 Census)


III. MINORITY NATIONALITIES, LANGUAGES, AND LITERACY
 “Where writing systems are concerned, minority communities in China first must fight for their right to have a writing system for their native language, then to struggle with the problems of the script, the base dialect, and the standard pronunciation, and finally resolve the dilemma of when and how much to use the native-language writing system in the face of the onslaught of Chinese as the mainstream language of government, education, business, and media.”(Zhou, 2004, 389)


China is designated a unified, multi-national country with 56 nationalities, including the dominant Han Chinese.  Minority nationalities account for between 8% and 9% of China’s total population and reside in about 60% of the country’s total area, including border regions in the Northwest, Southwest and Northeast.  In the 1950's five areas with large minority populations were designated as autonomous minority nationality regions--Xinjiang, Inner-Mongolia, Tibet, Ningxia and Guangxi. These large regions range in density of minority populations from 94% in Tibet to 20% in Mongolia.  In addition to these five autonomous regions, there are throughout China 159 national autonomous areas, 30 autonomous prefectures and 124 autonomous counties (or banners) and 1,252 autonomous xiang or townships.  


Of the 55 minority nationalities, the Hui and Manchu use putonghua, while each of the other 53 groups has their own spoken languages. These include Tibetan of the Sino-Tibetan family, Uigher, Mongolian and Xibe of the Altaic family; Tajik and Russian of the Indo-European family; De’ang (Benglong) and Va of the Austro-Asiatic family, as well as Austronesian languages spoken in Taiwan.
  By the late 1980s between 50-60% of Chinese minority nationals could speak and understand some Chinese dialect.  The estimate at present is 70 %.(Zhou, 2003, 27)


Ninety percent of China’s minority population speaks 15 languages—Zhuang, Uigher, Miao, Tibetan, Mongol, Buyei, Korean, Dong, Hani, Bai, Kazak, Dai, Li, and Yao.  Of China’s 120 languages only 35 have more than 50,000 speakers.  Twenty-two of these languages have less than 10,000 speakers and are expected to become extinct.  The details of the distribution and classification of minority languages, the social and historical forces which have contributed to their linguistic convergence and divergence, as well as the development of bilingualism within China, are beyond the scope of this summary report but well documented in a number of recent publications.


Because of the centrality of language to state and political legitimacy, CCP leaders before and after 1949 have been deeply concerned about the use and control of minority languages.  In 1956 seven language teams with over 700 linguists surveyed China’s languages and laid the basis for current language classification systems.  Fifty some languages were recognized in the 1950s, and at present linguists recognize 120 languages
 that are classified, primarily by social function, into three categories.  Category 1 consists of Mongolian, Tibetan, Uigher, Kazak, Korean, Yi and Dai.  Each of these languages has an indigenous writing system (with a total of 31 million users).  Category 2 includes 12 languages (with a total of about 35 million users) that either had indigenous writing systems limited to specific social domains or had writing systems created for them by 1950s linguists.  More than 100 Category 3 languages have no or limited writing systems and are used by a total of 17 million speakers from 33 minority groups.  All language planning by the state, including literacy education, is based on these classifications (Table 20 and Figure 25).

From the Qin Empire (221-206BC) to the present, competency in one prestige language has been tightly tied to notions of being civilized and possessing culture (wenhua), as well as to political stability and security.  Through the mid to late imperial era guanhua (official’s speech) provided a common spoken language for elites from different regions of China and the political, artistic and cultural lingua franca was Chinese written script.  Nevertheless, calls for an official national language began as early as the 17th century when officials established "pronunciation institutes" to teach standard Peking pronunciation. Later reformers identified the lack of a common spoken Chinese language as one of the chief reasons for China’s inability to modernize in the late 19th c.  In 1913, the Ministry of Education convened a Commission on the Unification of Pronunciation and the northern Peking dialect was selected as the new guoyu (national speech), renamed putonghua (common language) after 1949.  In 1956 putonghua became the primarily medium of school based instruction. 


China’s history of using language to integrate a far-flung bureaucracy and its 20th century approach to modernization and state-building have lead to the privileging of standard Chinese politically, legally, socio-economically, and aesthetically.  In this context, minority language policy has been an arm of state power, state-building, and national defence, motivated by the CCP’s push to integrate national minority groups with the Han Chinese majority.  At the same time, the state has seen educational and language policies as crucial for maintaining its legitimacy in the eyes of minority citizens.  Stevan Harrell has argued that one way the state attempts to achieve legitimacy is through the use of a pre-emptive “unity” discourse that indicates how Han and minority populations have the same origin, for example, and a “progress” discourse (with tinges of Social Darwinism) that is used to convince minorities that the state is an essential provider of health, literacy, education, and social opportunity. (Harrell, nd)

In fact, relative to many other countries and regions (Indonesia, France, pre-1990s Taiwan) China has given flexible public space to minority language use. (Harrell, nd)  The constitution guarantees to minorities the right to use their own written languages in school and for administrative purposes, and linguists and language policy planners have used considerable resources to codify major minority languages for legal protection. As a result, language policies in the last 50 years have alternated from forced assimilation to accommodation of national minority interests, and are a function of not only state building but of nation-building among minority nationalities. Caught between the sometimes contradictory needs of state (unity) and nation building (pluralism), language rights have served as a marker for the overall status of minorities within state polities.


In essence, national minority literacy and language policies revolve around one key question.  How can China reconcile the constitutionally guaranteed equality of nationalities with a history of dominant Han cultural expansion?(Zhou, 2004)  Minglang Zhou describes China’s minority language policies as “Hobbesian.”  Minority languages receive state support if they are used in strategic border locations and/or by minorities with large populations.  Because minority language policy is about power negotiated between the state and minority communities the policies shift “between a willingness to accommodate minority languages and a determination to promote the Chinese language in their stead.” (Zhou, 36, 2003)


The CCP’s minority language policies through the mid-1980s were hampered by a misunderstanding, held by 1920s modernizers and Soviet Marxists alike, that standard Chinese would eventually and naturally replace other languages.  This misunderstanding was exacerbated by the Cultural Revolution when minority customs, including language use, were denounced as "backward" and minority schools were forced to use only Chinese to teach the standardized national curriculum (Lin, 1997).

From the late 1970s to the early 1990s policy makers re-evaluated the role of minority languages in modernization, as well as relationships among standard putonghua, other Chinese topolects and dialects, and minority languages.  State regulations supported increased protection of language rights, the establishment of minority boarding schools and affirmative action policies for matriculation into colleges and universities, the use of several minority scripts in literacy education, and ushered in a brief period of openness to (at least accommodation of) the use of diverse topolects and minority languages in public domains (e.g. in television and movies), and support for increased bilingual education for the "preservation and promotion of minority culture" (Lin, 1997, p.195).  Kindergartens and primary schools with a majority of minority language users could use minority languages as the primary medium of instruction.  In addition, the state implemented preferential or affirmative policies for minority populations in  administrative appointments, school admissions, and planned-birth quotas. 

The democracy movement of 1989; the rapid economic development and expansion of non-northern topolect use, particularly Cantonese, in Southern China; rising minority activism in some of China’s border regions; an influential minority identity theory of “diversity in unity” by China’s most highly regarded anthropologist, Fei Xiaotong; and the perceived failure of minority policies in Eastern Europe and the West all prompted a re-evaluation of accommodationist policies.
   From the mid-1990s to the present minority language policies have been based upon two principles: a mainstream principle and a diversity principle that promote putonghua for public use and designate Chinese topolects and minority languages for complementary private use. (Zhou, 2004)  

In this context, bilingual education generally falls into two categories.  One type, for Mongolian, Tibetan, Uigher, Kazak, and Korean learners, employs the minority language for all courses except Chinese.  In the second less comprehensive type of bilingual education the minority language is studied in stand alone language classes and/or is used as an auxiliary language of instruction.  Eleven languages are officially used in bilingual instruction (including putonghua).  Excluding languages with traditional writing systems, Zhuang, Dai, and Jingpo are the only minority languages included in bilingual programs that have created or reformed writing systems.  Bilingual instruction in other languages such as Miao, Buyi or Dong is used experimentally but only in very limited areas.


China’s National Common Language Law, the first of its kind, went into effect in 2001.  Coupled with 2001 revisions in China’s laws on the autonomy of minority regions, the law, which emphasizes linguistic obligations rather than language rights,(Zhou, 2004) gives legal status to putonghua and standard Chinese characters as national common languages, thereby strengthening putonghua’s  position in schools and in common communication.  Leading policy makers are careful to point out that the law does not regulate personal language use but rather social communication in spheres of governance, education, mass communication, and commerce.  The law also explicitly states that popularization of putonghua need not restrict the use of national minority languages or other Chinese topolects.  Finally, the law does stipulate that announcers, anchor people, movie actors and actresses, theater performers, teachers and government employees must pass examinations in putonghua at levels specified by the state.

Scholars are nearly unanimous in their judgment that despite legal protections, the practical consequence of current interpretations of “one nation with diversity,” zhonghua minzu (the Chinese nation, including both the Han and the non-Han minorities), national minority languages are functionally unequal to putonghua (Postiglione, 1999).  Affirmative action and bilingual education policies are often not implemented.  Minority language education reaffirms the state's commitment to multi-nationalism but complicates the near universal assumption by Chinese citizens that schools should be vehicles for social mobility.  The examination system is based on a still somewhat nationalized curriculum whose message is that "China is a unified, glorious country with a great past, an uncertain but improving present and a bright future" (Postiglione, 1999, p. 219.)  Where will minority languages fit into this future?  Some national minorities have accommodated to schools, learning how to make use of the system, others have not.(Postgilione, 1999;Lee, 2003)  Not only are students required to be proficient in Chinese to advance in school, but many minority parents also want their children to learn Chinese for purposes of social mobility.  Likewise, many public officials hold that "to learn Chinese mean(s) one (becomes) Chinese" (Postiglione, 1999, p. 61). Finally, historically the concept of culture in China was linked to literacy in Chinese. "The Chinese term wen, translated as 'literature, writing, inscription,' is a central part of the idea of culture. To be "cultured" is to possess wen or 'literateness' and to be transformed by such knowledge of wen" (Postiglione, 1999, p. 60). Therefore, to many Han Chinese the only way to civilize or acculturate the minority nationalities is to have them become literate in Mandarin.

An obvious conclusion we draw from the history of China’s minority language policies is how frequently they have failed when promoted solely from the top down.
  The state has never achieved major cultural change by fiat. (Zhou 2003)  Attempts in Xinjiang to replace the Arabic script of Uigher and Kazak with Romanized writing systems based on pinyin failed.   And Tibetans, one of the least sinicized minority groups in China, have made small gains and experienced significant loss in terms of both function domains and use population.   Likewise, the development and use of a Romanized writing system for the Zhuang, one of China’s most sinicized minority groups, is after 50 years still the center of controversy.  The created script, used in adult literacy campaigns, has been viewed negatively by Zhuang elites fluent in Chinese.  On the other hand, Zhuang is also being used innovatively to educate farmers who can read little Chinese on how to raise farm produce for which the market has a strong demand.  Diverse uses of Yi script in Yi communities in Sichuan, Guizhou, and Yunnan have created a rivalry among these communities, “damaging the chance of success of the Sichuan Standard Yi writing system—one that gained official status since 1980, the last such status that the PRC has awarded.” (see Zhou, 2003, pp. 245-251 and 282-290). Yi elites and Yi masses disagree about whether Yi should be extensively used in education in their communities.  Yi writing has been successful among the Nuosu in Sichuan, where the traditional priestly script was not discarded, and now is used for official documents, newspapers, and taught as a second language in most schools, and as a primary medium of instruction for all subjects in some areas. Yi communities in Yunnan have yet to forge a lasting compromise regarding different local Yi scripts. 

It appears that the state’s linguistic policies have been successful in areas with little or no nationalist opposition to the CCP.  In regions such as Tibet and Xinjiang, however, they have not worked as well. (Harrell, nd)  Likewise, Zhou concludes that “the Chinese government has done probably more than many other governments, democratic or authoritarian, have in minority language maintenance and development….However at its worst this same government has also probably done more damage to minority languages within its territory than many governments have, at least during the second half of the twentieth century.” (2003, 400)  Scholars of different national minority communities share the conclusion that China’s minority communities have all seen a gradual and, sometimes, rapid loss of their native languages. 

As Zhou Minglang has persuasively argued, the reform period abandoned the campaign approach to literacy of earlier periods and replaced it with a legislative approach.  In this process it reaffirmed earlier language policy but its transformed political ecology, including the revision of the Constitution in 1982, the Law on Compulsory Education (1986), and the 1995 Education Law,
 all of which essentially endorsed Putonghua as the official language of the PRC, reinforced a shift from multi-nation state building to mono-nation state.(Zhou, 2005)  This shift has significant policy implications, as the new policy reinforces Chinese as the dominant language of education, political participation and commerce.  In his review of literacy legislation at the provincial and regional levels, Zhou finds three legislative positions on the relationship between literacy in Chinese and minority languages: promotion (maintenance of minority language and scripts such as Tibetan), permission (lawful use of language and scripts), and tolerance (no explicit endorsement of minority language’s relationship to putonghua) for support of literacy in minority languages.   He concludes that “regions or provinces do not appear to negotiate for more minority languages and scripts in legislating illiteracy eradication. They simply follow the national rural and urban Chinese literacy standards (1,500 and 2,000 characters respectively) and add a minority language literacy standard….They leave it up to their citizens to choose Chinese or a minority language….This legislative approach is apparently more effective than the campaign one, probably because it guarantees more stability in both official and societal efforts at literacy development.” (Zhou, 2005, np)
IV. REMAINING BARRIERS TO LITERACY FOR ALL

China’s achievements in reducing illiteracy have been the result of strong public support for education; state policies that emphasize cooperation across various sectors of Chinese society; enhanced monitoring and assessment with attention to local incentives; flexible policies and programs for adult education; and the near universalization of primary education and attention to post-literacy education.  Rapid economic growth and rising per capita incomes have also enhanced China’s overall literacy environment. From 1950 to 2000, the number of Chinese newspapers increased nearly 10 times.  China has the largest total daily circulation of any country in the world with over 400 dailies with print runs of between 80 and 85 million copies.  China has over 560 publishing houses, which offer new and established books of about 100,000 titles to the market every year.  In 1949, there were only 257 periodicals in China.  In 2001, there were as many as 8,725.  There are also scores of electronic publishing units, thousands of radio and television stations, and a press corps of well over half a million.  Estimates this year suggest that there are as many as 40 million computers in China connected to the Internet and 200 million users of data, multi-media and the Internet.


Yet stubborn barriers to literacy for all remain.  These include both the absolute number and location of China’s remaining illiterates; state policies and international aid agreements that leave the poorest communities with little financial support; substandard school facilities and continuing problems of teacher quality, training, and pay; household conditions of poverty and poor health; complex social patterns slightly privileging male schooling; poor and/or corrupt fiscal mismanagement in schools, including inappropriate school fees; inadequate education for life long learning, and the lack of a sound educational legal system.

For this summary of barriers to literacy, we focused primarily on the Chinese language literature.  When perceptions of barriers evident in this literature do not always align with findings from recent empirical research on poverty, education, and social provision we point that out.  The review indicates that Chinese literacy workers believe the task of literacy education in the future will be hampered by the lack of overall developmental infrastructure where most illiterates live and by decreased morale and interest of literacy workers themselves.  They also consistently note “the contradiction between the development of education for all and lack of funds” (Mputu, 38, 2001) as a major barrier.  Literacy workers complain about the lack of regulations regarding state responsibility for literacy investments, fundamental problems with data collection and analysis, and the need for a more nuanced definition of literacy and illiteracy.  They also criticize China’s weak legal system for its inability to protect individuals’ educational rights and/or to enforce the state’s responsibilities to provide them.


Cultural and psychological factors are identified as the primary reason females are over-represented in China’s illiterate populations.
   These include patrilocal marriage practices, son preference, and perceived opportunity costs for educating girls,
 as well as worries about the support of the elderly, the need for female labor to support the family, and a rural socio-economic environment that does not encourage girls to seek schooling. 
  Psychological barriers, often discussed by agencies such as the All China Women’s Federation, are thought to derive from cultural factors that have developed in females feelings of inferiority and lack of motivation.
  Religious barriers are cited as an additional barrier to child literacy among minority populations, particularly for the Hui, Sala, Zang, and Yao, the intervention for which is almost always addressed by female classes and teachers or children being sent to the temple.


The geographical disparities in literacy discussed in the next section of this report are a product of and in some ways legitimized by educational reforms of the 1990s that decentralized funding and responsibilities for school provision and management.  These barriers frequently overlap with family poverty and environmental factors, including low education levels of parents, that impact negatively on girls’ participation rates, continuing the “vicious circle of “higher fertility and lower literacy levels.”
  In addition, low incomes limit families’ abilities to send their children to school.  “Low-income farmers are in the economic status of a closed circle. They have very limited demand for education because they cannot feel the necessity and essentiality of the education could bring to them.”
  As regional disparities increase, the household registration system, originally established in 1958, exacerbates differential access to goods, services and high quality education between rural and urban residents.  For example, not only are schools in China’s urban areas more numerous and much more substantially supported; they also levy expensive “borrowing-places-to-learn’ surcharges on out of area students.  In addition, students living in urban areas are privileged in the higher education admissions and employment processes
.

Rising private responsibilities for social services has coincided with increases in income that increased families’ abilities to invest in their children in wealthier areas.  Inequities in public spending,
 and the shift in the burden of social welfare costs to families did not lead to an across-the-board decline in the provision of child welfare services. (Hannum and Adams, 2005)   On balance, access to children welfare services improved for all children.  However, throughout the 1990s, children from poor families continued to experience barriers to health care and schooling.

Barriers imposed by the education system itself is an additional prominent theme in the literature.  Most scholarship assumes that students should learn Chinese in school and, in spite of bilingual programs, in minority residential areas language barriers impact upon the effectiveness of schooling increasing drop out rates.
  Textbook content and approach is considered irrelevant both for minority students and most rural children, parents, and local economies.
  Schools in rural areas are inadequately supplied and financed, often without libraries, and sometimes distant from villages and thus also unsuited to becoming a learning center for the community
  Teachers are also underqualified and poorly paid and lack incentives.
   Finally, there is no solution in the poorest rural areas for the “reverse ratio of economy to education.”
  Rural students who do succeed leave the area, taking their skills to already developed towns and cities.

An excellent review of the attention now paid to rural programs is provided by Mark Bray, et al, who examine six initiatives including scholarships for poor students, budgetary reform, a free lunch program, energy-saving buildings, boarding allowances for girls, and a revolving textbook program.

Although early childhood education is mentioned in the Chinese language literature as critical to academic achievement, it receives little support. For example, according to a survey carried out in 1996 in Zhen Feng, Guizhou, nearly 100 % of 4,778 students that repeated grades and over 95 % of the 875 who dropped out before 3rd grade never received preschool education.  Among the over 13,000 students who passed the same grades, less than 1% had not had access to preschool education. The total coverage of 3-to-5 year olds was less than 50%. In China there are 181,368 preschool education centers, with an approximate enrolment of 24 million.  The gross enrolment rate of children from 3 to 6 years of age rose from 39.7 % in 1996 to 42.7 % in 1997, with a ger for girls of 48.6% and 47.7% cent for boys.  Preschools are particularly lacking in rural areas.

As we note in the next section of this report, lack of educational infrastructure impacts no segment of China’s population more than the disabled.
  China’s reported disabled population of 60-70 million represents approximately 5% of the overall population, 1/3 of which resides in rural areas.
  During the 1990s the number of disabled students being served in special education schools more than tripled to 273,000, and the largest percentage of those students (72.8%) are categorized as students who are ‘mentally retarded.” (EFA China Country Report, 2000)  National policy since the mid-1990s (for example the 1994 "Regulations on the Education of the Disabled" and the 1996 "Scheme for Implementing Compulsory Education of the Disabled Children during the Ninth Five-Years Plan Period”) has also made explicit that the education of disabled children is an “education for all goal.”  Yet even with the increased practice of mainstreaming “mentally retarded” students, 86.5% of whom are in regular schools (EFA 2000 report), illiteracy rates of the disabled range as high as 60%, and the rate of entry into schools is 59%.
  In 2000 The Tenth Five Year Plan (2000-2005) included a target to dramatically increase that figure to include 95% of disabled school age children residing in large and middle sized cities, 85% of disabled children in rural areas that had achieved compulsory education, and 60% of disabled children in impoverished areas which had not yet achieved compulsory education for all. 
  China is far from reaching that goal.


Barriers to special education include shortages of financial resources and of schools.  The average tuition for a disabled student in a special school is 4,000 yuan, considerably higher than the average tuition for regular schools.  In 2000 an estimated 20 million disabled children were in need of special education services but only 2% had access to them.  Only 5% of special education schools meet national standards.
   Nor will such standards be met in the near future.  Only 500 graduates per year complete their training with degrees in special education. These include 1.1% having a degree at the junior college level and above and 27.6% having a special secondary normal school degree.  Progress has also been limited because of a limited demand for disabled students in both higher education and in the workforce.  
Ten general measures for action emerge from recent Chinese language literature on literacy, including recommendations to:

1) Establish a reporting system for literacy work within the Ministry of Education;
2) Collect better data, including better monitoring of new illiterates, those 
becoming 
illiterates again, or migrant illiterates linked to the consolidation and improvement 
of assessment and evaluation in literacy work.

3) Continue vigilance in UPE for the prevention of new illiterates and insuring post-
literacy education

4) Sustain a primary focus on impoverished areas, national minority area and 
women’s literacy work

5) Improve literacy classes with learner-oriented methods and curricula.  

6) Engage rural elementary and middle schools directly in adult education work and 
adequately compensating teachers who participate.

7) Improve government leadership at all levels of literacy education.

8) Better coordinate literacy education at all levels of government with the work of 
“social forces” (NGOs, media, military) 

9) Diversify funding for literacy to include local village funds, funds from enterprises 
and state agencies, and donations; and
10) Improve research on literacy education, including participatory research in 
impoverished, minority regions.
 V. TRENDS IN LITERACY AND ILLITERACY ACROSS REGIONAL AND RURAL-URBAN DIVIDES AND ACROSS GENDER, ETHNICITY, INCOME, AND DISABILITY 

As the previous sections of this report indicate, illiteracy in multi-national China is a complex phenomenon and a moving target, primarily as a result of rapid infrastructure development in rural areas whose local economies will be significantly altered in the span of one decade (Figure 5).  General trends, however, are worth noting.   Nearly all studies since 1990 indicate that that place of residence, ethnicity and sex and the interactions between them are the most important categories for understanding school enrollment and graduation patterns in China. Location of residence, ethnicity, and sex are shown to be highly correlated with enrollment and graduation, with rural minority girls being especially disadvantaged in terms of both enrollment and graduation rates. Parental education, the presence of siblings, county level income and village level in-school rates also have consistent effects on enrollment and graduation milestones. 


Illiteracy is primarily located in Western, rural, and impoverished China (Figures 1, 2, 25 and Tables 13 and 14).  Illiterates are likewise over-represented among females, the elderly, the unemployed, the disabled, and among the national minority populations of the southwest and northwest (Figure 4 and Tables 1, 6, 23).  These regions not only have the highest percentages of national minority populations but also the lowest levels of economic development.  The most literate areas of China (which have basically eliminated illiteracy) are the three municipalities of Shanghai, Beijing and Tianjin (with positive correlations among personal average GDP, educational resources and expenditure),
 economically developed Guangdong province, and the three provinces of Northeast China which benefited in the 20th century from rapid industrialization (Table 1).  In contrast, adult illiteracy rates in Qinghai and Tibet are as high as 43.6% and 54.1% respectively (Figures 1 and 4). Gender disparities in these areas are even more striking (Figure 4).  Chinese researchers also note, but with as yet little ethnographic or survey data,  a “center-periphery” literacy pattern in metropolitan areas and cities, with centers having the highest literacy rates, because of their concentrated wealth and number of professionals, and rims, with the highest concentration of migrant workers, the lowest.
  The 1982 census, the first since conducted since 1964, reported 235 million adult illiterates (32% of the population over 12) and 40-45 million school age children receiving no education.  When rural rates were compared, China outperformed India, Mexico and Indonesia.

According to 2000 census data, 24 provinces, cities and regions have reduced illiteracy levels among adolescents and adults to 5%, including Beijing, Tianjin, Shanghai, Jilin, Heilongjiang, Liaoning, Jiangsu, Guangdong, Shandong, Zhejiang, Shanxi, Hebei, Fujian, Hainan, Hunan, Henan, Guangxi, Hubei, Anhui, Jiangxi, Sichuan, Shaanxi, Xinjiang and Chongqing (Figures 5,6,11, 12,13,16,18, and 28). Yunnan, Guizhou, Inner Mongolia, Gansu, Qinghai and Ningxia have reduced adolescent and adult illiteracy rates to less than 15%.  Eleven provinces/municipalities achieved the “two basics”(basically achieving nine-year compulsory education and basically eliminating adult illiteracy).  These included Beijing, Tianjin, Shanghai, Jiangsu, Guangdong, Zhejiang, Liaoning, Jilin, Fujian, Shandong and Hebei. Almost all counties in these 11 provinces/municipalities had achieved a 95% net enrollment rate for 9 years’ compulsory education and a 95% literacy rate.
  2,385 of China’s 2,863 counties had achieved the “two basics.”

By the end of 2002, the percentage of youths completing compulsory education in Western China was 77%, 14% less than the national level. 372 counties were unable to insure compulsory education, and of these 40 could not provide all children with an elementary school education.”
  In general, the more impoverished a region and its people the higher the illiteracy rate of that region. As noted in Figure 26, 6 provinces appear in both lowest GDP per capita and highest illiteracy categories, including Tibet, Ningxia, Anhui, Yunnan, Gansu, and Guizhou.  In such areas, children drop out of school for economic reasons, in contrast to the two major reasons, illness and disability, which compel urban children to leave school.


In a recent analysis of a survey from a stratified national probability sample of Chinese adults aged 20-69,
 carried out in 1996, key determinants of literacy in China (Treiman, 2002) were found to be level of schooling (number of years of schools completed) and quality of schooling (particularly focusing on disparities between urban and rural schooling),
 as well as the cultural capital of the family (education of parents; number of books in the household and the reading behavior of parents); gender; and the extent to which literacy is used over the life course.
   Information was gathered on the number of characters respondents could identify from a list of 10, measures of families’ cultural capital, and socioeconomic data on respondents and their families of origin.
  Treiman concluded that while years of schooling was the most important determinant of literacy, he also found substantial variation in literacy within each level of schooling.  For example, of individuals with three years of schooling some were illiterate while others recognized 6 characters, which was the median recognized by college graduates.  The study was designed to try to explain such variability.   Other factors that positively affected literacy included father’s years of schooling; the “cultural capital” of parents (manifest in fathers’ newspaper reading behavior); urban residence at age 14 (a critical year in schooling); and male gender. The effect of father’s education is entirely mediated by the effect of family cultural capital. Net of education, individuals with non-manual jobs gained in literacy over their life courses, whereas the literacy of individuals with manual jobs declined.  Net of years of schooling, individuals educated during the Cultural Revolution (especially the first years) were less literate than those educated before or after the Cultural Revolution, and the effect of the Cultural Revolution is larger in magnitude than the effect of an additional year of schooling. (Treiman, 2002}  Treiman concludes that literacy is largely a function of years in schooling, accounting for 64% of variance in literacy levels.

Another key finding is the impact of residency on literacy, with individuals living in cities gaining literacy impact equivalent to 1.6 years of schooling.  Rural-urban disparities in adult illiteracy rates are likewise significant: MF, male and female adult illiterates in rural areas are higher than that in urban areas by 10.5, 6.95, and 14.36 percentage points respectively. The gender disparities in illiteracy rates are 9.87% in urban areas and 17.28% in rural areas (Figure 21 and Table 14). Because 68% of China's population live in the countryside, and rural adult illiteracy rates are high and gender disparities are also large, the success of reducing illiteracy hinges upon effective efforts in rural areas (Figure 18).

Given that literacy training is and will be most challenging for adults in rural areas, it is unfortunate that adult literacy programs lost some of their steam in the 1990s, perhaps in part because EFA worldwide and in China had been interpreted primarily as a UPE and USE movement.  Nevertheless, by comparing the situation of training for adults in 1997 with that in 1993 we can see attention being paid to rural adults (Figure 34).  Agricultural workers constitute the main body of trainees, and their numbers have been steadily increasing. Short-term (less than one year) programs constitute the main body of training programs provided, and their weight has been steadily increasing.  Across the board, the educational level of China’s workforce suggests a great need for appropriate adult training, particularly training that could build on primary school and junior primary school knowledge.  For example, according to China’s 2000 census data, 7.59% of China’s total adult workforce was illiterate, 1.8% of the total had had basic literacy training, 38.31% were primary school graduates, 36.45% of the total were junior secondary school graduates, 11.96% were senior secondary school graduates and 3.8% were college graduates (Meng Hong Wei, 2003).

Literacy and Gender  

If improving gender parity is indeed the best predictor of progress towards EFA goals including literacy,
 then China presents us with a mixed picture (Figures 15 and16).  Starting from 1989, China’s Children Foundation initiated the “Spring Bud” project to help out-of-school girls to return to school.  In addition, the All China Women’s Federation has launched numerous national programs to increase female adult literacy.
  Building on this basis, in 1990 China became a high-profile player in female education as one of the Summit of Nine, with other most populated countries with high illiteracy rates: Brazil, Bangladesh, Indian, Egypt, Indonesia, Mexico, Nigeria, and Pakistan.
  Girls and women accounted for two-thirds of the worlds out of school children and adult illiterates, figures that closely matched the Chinese experience in 1990.   Female education was declared the single most important investment a country could make in enhancing household income, improving family health and nutrition, reducing infant mortality, improving the skills and knowledge of agricultural workers (the majority of whom are women), in democratizing decision making at household, community, and national levels, and in alleviating poverty.  In short, female education became the magic bullet of development.

By 1990 Chinese schools were grappling with the consequences of decentralization of school funding which began just as compulsory schooling was expanded through junior secondary school.  The collision of these two policies precipitated retrenchment of village schools and declining enrollment rates.  Nevertheless, a decade later the number of girls with no access to primary school decreased in China from 1,712,900 to 554,200; the national percentage of school age girls able to enter primary school increased from 96.31 percent to nearly 99.1 percent; and the percentage of primary school age girls attending five years of school increased from 82.2 percent in 1995 to over 94.5 percent.
  Gender disparity in primary schooling was reduced from 2.1 per cent to 0.07 per cent (Figure 19 and Table 18). In fact, female enrollment increased at every level of formal schooling (Figure 20).  For the first time, the proportion of female students in colleges exceeded 40 percent (in contrast to 19.8 percent in 1949 and 24.1 in 1978), and girls outnumber boys as first year college students in Shanghai and in Beijing.

China ranks high on Elaine Unterhalter’s “gender scorecard,” which includes girls’ net attendance rate in primary school, girls’ survival rate over 5 years in primary schooling, girls’ secondary net enrolment ratio, and a country’s gender development index.  Of 31Asian countries, China ranked #4 in 2000 (after Japan, Korea, and Singapore) with a gender equality and education score of 89 out of 100.  China scores high even with relatively low GDP.  Nevertheless, a recent report on China’s EFA policies offers a sobering picture of low expenditures on education, inaccurate reporting of enrollment rates, failure to eliminate the financial obstacles to schooling faced by China’s poorest children, and use of legal guarantees as “the end rather than merely a means for human rights protection.”
   We take the last criticism to mean that state policy must do more than merely signal the need to right pressing social wrongs. Declaring basic education for all girls and boys a target without setting a plan of action does not “unleash energies in the amount and form necessary” to achieve it.
 


China ranks 94 out of 177 countries in terms of GDP/capita and educates nearly 25 percent of the world’s students.  Doing much with little, China has made steady progress in educating her children.  However, 3 million girls are not completing five years of primary school and over 70 percent of China’s dropouts are female.

Although also narrowing, gender gaps are larger among Chinese adults (Table 17).  Between 1990-2000, the illiteracy rate in China dropped from 22.21 per cent to 9.08 per cent.  Illiteracy among women fell from 31.39 per cent to 13.47 per cent, a decrease of 17.92 percentages.  This rate when converted into numbers meant a decrease of illiterates from 181.61 million to 78.30 million, a reduction of 94.31 million over 10 years. The 2000 census revealed that the average years of schooling for 15-64 year-olds was 8.83 for men and 7.71 for women, marking a 1.12 years of difference.  
In spite of demonstrated progress, the weight of female illiterates increased.  In 1990 female illiterates account for 67.9% of total illiterate adults, and this figure increased in 2000 to 71.4%.  What are the underlying causes of this phenomenon? In addition to the slight increase of weight of females among young and middle-aged adults (in 1990 females accounted for 49.04% of the total increasing to 49.71% in 1997), the weight of females among neo-literates is lower than the weight of females in the total population. 

A number of factors external to education indirectly support literacy and education programs for adult women.  These include women’s overall increased participation in the labor force and community development,
 an increase in the number of female teachers,
 very small increases in women’s participation in political affairs and government, a supportive if economically driven (rather than rights driven) policy environment
 with educational policies designed to achieve the “two basics” of universal nine-year compulsory schooling and literacy rates among female adults to 85% or above and 95% among 15-50 year olds, and increase in girls’ enrolment in upper secondary school.   On the other hand, some of these factors are double edged.  For example, fifty million women have left the Chinese countryside to work in cities.  While this shift is often positively correlated with increased female wage-earning capacity, educational attainment, and status within the family, it also separates vulnerable young women from protections they traditionally receive from their natal families.  While 39 % of China’s paid workforce is female, 50 to 60 % of those laid off during the past decade are women.  Attempts by the All China Women’s Federation to help unemployed women find jobs as housekeepers and nannies place more women in unregulated working conditions.  Other external factors indirectly hamper literacy and larger education efforts, such as the feminization of Chinese poverty,
 a widening gender wage gap (with women’s wages dropping from 83% of men’s to 70%), disproportionate numbers of female layoffs, discrimination in hiring and credit, and the uneven impact of market reforms and migration on female access to social services.

To meet the basic learning needs of girls and boys in impoverished regions of western China, the central government launched a massive education project for children living in poor areas between 1995 and 2000 with a total investment of 1.2 billion dollars, the most intensive allocation of educational funding in the last 50 years.  Linked to this initiative and in order to close the gender gap between urban and rural regions, especially in national minority areas, the Ministry of Education proposed a ten-item integrated intervention initiative in 1996 to enhance the provision of education for the school-aged girls.  The comprehensive plan included strengthening government commitment to and social awareness of girls’ education; creating policies to encourage girls to attend and stay in school (such as reduced fees, stipends, and girls’ schools); increasing the number of qualified female teachers; reforming the curriculum; conducting research on girls’ education; cooperating with domestic and international organizations, monitoring progress, and establishing with the support of government extension offices literacy programs for female dropouts and literacy training for women and youths.
Despite this integrated strategy, there remain in China 50 million female youth and adult illiterates, 72% of the total illiterate population. The educational status of women migrants is fairly limited, with 9% female youths and adults having completed lower secondary schooling, 1% upper secondary school, in contrast to figures for male migrants of 52% and 17% respectively.

Intersecting gender and rural-urban disparities provide a challenging context for achieving UPE and literacy.  This report contains ample evidence to show that illiteracy and lack of education are concentrated among Chinese women and girls in poor counties.  In China’s poorest villages, nearly all girls and ½ boys don’t attend school and remain illiterate. (EFA China Country Report, 2000)
  In 2000, the average number of years of schooling for urban women less than 30 years of age was 10.4 years, only 0.3 year less than that of men. The average number of years of schooling for women under 30 years old in rural areas was 7 years, 0.9 year less than that for men. (Meng, 2002, 16-17)  The proportion of rural women with junior-secondary education and above was 42.3%, 20.8 percentage points lower than that of rural men. The proportion of rural women with primary education or less was 58.8%, 21.9 percentage points higher than that of rural men.


Gender disparities by region are also striking.  China's administrative regions fall into three classes by their relative gender disparities in adult illiteracy rates.  In 8 provinces and municipalities, gender disparities in adult illiteracy rates are narrowing. These include Fujian, Qinghai, Hainan, Guangxi, Tianjin, Zhejiang, Shandong, and Jiangsu.   Hebei, Sichuan, Yunnan, Shaanxi, and Xinjiang exhibit no disparity.  Gender disparities in 17 provinces and autonomous regions have been increasing (especially in Henan and Jiangxi) (Figure 4).

While a full review of the extent to which China’s literacy programs are gender mainstreamed is beyond the scope of this study, large scale Western Development programs since 1995 have totalled over 1 billion U.S. dollars in investment and a number of these projects explicitly address the educational needs of females.  Projects in Gansu, Qinghai, and Guizhou Provinces have developed comprehensive rural girls’ education, although mostly from what might be called a WID perspective.  Large-scale programs for adult female literacy include the “Project of Eliminating Women. Illiteracy” “Project of Eliminating Women Illiteracy,
  the “Three Eight Green Projects,”
 and the “Project to Help Poor Women.
  Programs that are gender mainstreamed in ways that critically engage participants have yet to be reviewed in a comprehensive fashion.  However, from our point of view, most programs seem to be what Nelly Stromquist found 13 years ago, non-emancipatory and utilitarian. (1992).  The Literacy Resources Center for Girls and Women in China, “China-LRC, has established field testing bases for literacy education for girls and women in ethnic group regions in Chongqing, Guangxi, Yunnan, Guizhou and Sichuan.  The Center also develops textbooks and trains facilitators and serves as a clearinghouse for materials development and exchange.  However, we found no policy paper developed by the center that began to explore what a gender sensitive literacy policy for China might consist of.  Such a program would include the development, use and encouragement of sex disaggregated data; qualitative data on both females and males; gender-responsive indicators for monitoring and assessment; staff with skills and tools in gender awareness; gender analysis and gender planning; a gender balance of male and female data collectors; gender neutral language, as well as embodying the eight characteristics or qualities of gender mainstreaming outlined by UNESCO (recognition, diversity and intersection; equality, equity, empowerment and agency, participation and parity; partnership, and social justice.

 
Literacy and national minority populations

As noted in Section III above, charting illiteracy among China’s national minorities requires examining braided disparities, involving gender, region, and urban-rural differences.  Less than one-half of China’s poor lived in the west in the late 1980s.  A decade later the number was more than two-thirds.(World Bank, 17, 2002)  Western residents, a disproportionate number of whom are members of national minority populations, represent nearly 9% of China’s population but make up over 40% of the absolute poor.  Minority autonomous counties accounted for three-quarters of all nationally designated poor counties.  

8.5% of minority youths have not attended formal schooling, compared to 2% of Han Chinese.
   Although some minority groups (Korean and Manchurian, for example) have achieved literacy rates that exceed those of the Han population, the illiteracy rates of national minorities as a whole are 25% higher than the national average (Table 20).  Generally, the higher the ratio of minority population in the overall population, the higher the illiteracy rate.  As noted in Figure 25, regions with the highest rate of minority populations significantly overlap with regions with the highest illiteracy rates. High minority and illiteracy rates in 2001 and 2002 overlap strikingly in the regions of Tibet, Qinghai, Guizhou, Gansu, and Sichuan.   

With this report we provide figures to illustrate changes in illiteracy, GDP and minority populations by region during the past decade.
  Results show a decline in illiteracy in every province/municipality and minority area from 1900 to 2000. However, when we compare provincial illiteracy rates year by year, we find that this decline is gradual in many provinces, such as in Hebei, Liaoning, Shandong, and Xinjiang, while some areas and cities experienced mild or medium rebounds in some years, such as Tianjin, Shanghai, Shaanxi, Tibet, and Guizhou.  We also find concentrations of illiterates not only in the seven provinces normally considered China’s West--Tibet, Yunnan, Guizhou, Gansu, Qinghai, Ningxia and Inner Mongolia--but also in pockets of Anhui as well as some populous provinces in relatively wealthy coastal areas such as Shandong, Zhejiang, and Fujian.
Literacy and disabled populations

As noted in Section IV of this report, 60% of China’s reported disabled population of 60-70 million is illiterate.  Despite state reported GERs of 77% for school age youth, Chinese specialists argue that well over one-half of disabled students are not enrolled in school, and those who are concentrated in the 16 economically developed provinces of Shanghai, Beijing, Tianjin, Fujian, Heilongjiang, Zhejiang, Liaoning, Jiangsu, Jilin, Shandong, Guangdong, Hebei, Shanxi, Chongqing, Anhui, and Hubei.  47% of all disabled youth who are not in school live in 12 western provinces and regions.
  By the year 2000 disabled youths who received special education services was only 4.53%.
   These figures contrast sharply with information in China’s 2000 EFA country report which suggest that 

A number of barriers exist to expanding quality special education programs to the students who would benefit from them.  The key problems are chronic and severe shortages of financial, material and human resources.  The average tuition for a disabled student is 4,000 Yuan, considerably higher than the tuition for regular schools.  An estimated twenty million disabled children are in need of special education, while only 2% of them have access to special education services.  Only 5% of schools with disabled students meet national guidelines for teachers, facilities and special rehabilitation devices.
  Finding qualified teachers will present a large hurdle for the near future.  China graduates 500 special education teachers each year, with 1.1% having a degree of junior college and above.  In addition, disabled students, already cut out of China’s educational system, lack job opportunities if they do secure good education.  
A Rough Check on the Taken-for-Granted Mathematics of Chinese Literacy


As a rough check for the most common explanations for the where and who of Chinese illiteracy, we have included Pearson’s correlation coefficients for illiteracy rates, GDP Per Capita, minority population rates, and female illiteracy rates by province.  See Figure 23.  Significant negative correlations in each region were found to exist between illiteracy rates and GDP Per Capita in earlier years: in 1996, r(30)=-.449, p<.05 ; in 1997, r(31)=-.395, p<.05 ; in 1998, r(31)=-.400, p<.05 ; in 1999, r(31)=-.357, p<.05. In addition, the female illiteracy rate in each year by region was found to be significantly related to local GDP Per Capita: in 1996, r(30)=-.460, p<.05 ; in 1997, r(31)=-.400, p<.05 ; in 1998, r(30)=-.407, p<.05 ; in 1999, r(31)=-.369, p<.05. However, the correlations between illiteracy rates, female illiteracy rates and GDP Per Capita grew weaker and weaker from 2000 to 2002.

Correlation coefficients of illiteracy rates, GDP per capita, and percentage of minority population in minority residence areas allow us to conclude that the less wealthy a region is, the higher the illiteracy rate is, and the more female illiterates there are.  In addition, the higher the ratio of minority population to overall population in a region, the higher the possibility that the region has illiterates.   Furthermore, the poorer an area, the higher its illiteracy rate and female illiteracy rate, and vice versa. Obviously these findings do not help us sort out causality, but they suggest that improved economic infrastructure and educational investment will expand literacy.  Illiteracy rates also correlated strongly with minority population rates in minority residence areas: in 1996, r(19)=.650, p<.01 ; in 1997, r(20)=.568, p<.01 ; in 1998, r(20)=.575, p<.01 ; in 1999, r(20)=.583, p<.01 ; in 2000, r(20)=.529, p<.01; in 2001, r(20)=.587, p<.01 ; in 2002, r(20)=.525, p<.01. This simple correlation analysis reveals the disproportionate incidence of illiteracy among national minority communities on average.
CONCLUSION: FUTURE OUTLOOK AND CHALLENGES FOR LITERACY



IN CHINA

“The next stage of the literacy debate must include the difficult questions…of how individual acquisition of literacy might best be structured so that its social practices (different literacies) give most support to the pursuit of freedom.” (UNESCO 2003 Freedom, C. Robinson’s introduction p. 10)


The EFA Development Index, EDI, synthesizes data on four goals: UPE, adult literacy, gender parity, and the quality of education.
 Out of 94 countries China ranks 35, a medium EDI country with substantially lower than average gender-related EFA index and survival rates to grade 5.  Between1990 to 2000 China experienced the sharpest decline in literacy rates of any E-9 country, by -30% for men and -18% for women. (Mputu, 2001)  The pace required to achieve UPE in China by 2015 is slower than the pace China sustained between 1990 and 1998 and suggests a positive outcome.  China’s larger challenge will be to achieve a 50% reduction in adult illiteracy by 2015 (reaching an adult literacy rate of 92.1%), which will, if present momentum is maintained, represent a 29.9% increase over what was accomplished in the previous decade.  Adult literacy policies will also have to privilege females at a slightly faster pace than was maintained throughout the 1990s. (Mputu, 19)

We draw a number of summary lessons from the information in this report.  First, demand for UPE and literacy, including the cultural capital long associated in China with the power of the written word, is nearly universal, even among China’s poorest minority villages.  Despite concerns of some minority parents that dominant school values are subtractive, most Chinese citizens exhibit an “internalized, taken-for-granted” (Cheng, 2000b, 41) belief in the power of schooling.  Surveys indicate that educational expenses get first priority in family budgets, followed by health and housing.  Stable households bolster school missions, and the value of “social exchange” (the social meaning of learning that includes seeing oneself in relation and obligated to others) is a persistent characteristic of socialization that brings schools and families into commensality on behalf of academic achievement.  Ironically, it is this far-reaching support for education and schooling that some Chinese educators blame for the state’s unwillingness to fund education at higher levels.

Second, one literacy policy for a country as diverse as China is doomed to frustration and failure.  Chinese leaders have understood this and sought to build at least some flexibility into a system that is paradoxically still supposed to build national unity.  A popular saying in China, that “The central government has policies but the local governments have leeway” (shang you zhengce, xia you duice) embodies the implicit contradiction in China’s diversity within unity conceptualization of statehood, and will likely continue to complicate literacy programs, particularly in national minority communities, with the challenge of balancing nation and state desires and futures. (Zhou, 2004)

Third, rural illiteracy in China’s poorest communities will continue (or re-emerge) among particularly female youths without a substantial increase in public funding (with sound accountability mechanisms) for basic schooling and literacy programs.  125 million Chinese children start primary school but 90 million when secondary school begins, and those out of school are rural residents or migrant children.  In fact the drop out numbers cast doubt on some of the more optimistic views, or at least show the work yet to be done.  A recent survey conducted by the Central Committee of the China Association for Promoting Democracy indicated that the average rate of dropouts in rural junior high schools was as high as 40 percent. Nearly half -- 48.3 percent -- stay at home to work as farmers, while 16.7 percent leave their hometowns to find work.
 


Significantly, the development challenges of such communities have appeared on the policy maker’s radar screen, most notably as a result of the state’s colossal “Go West” investment program.  Yet rural income is still half, child mortality is still double and maternal death is still five to ten times higher than in Eastern China.  Incomes are still lopsided.  In 1985, the disposable income of urban citizens was on average 1.89 times higher than those of the rural population.  By 2003, when the official media reported that as many as 27 million children (about 10% of China’s school-age children) were unable to attend school, the disparity had reached 3.1.  And while life expectancy continues to rise in China, and while over 95% of children have been immunized against the full range of infectious diseases, the World Health Organization ranks China’s health care system as one of the worst in the world.  Over 40% of children in poor rural areas are stunted in their physical growth, and child malnutrition impairs children’s opportunities to perform well at school. While poverty reduction and demographic trends (the so-called demographic dividend of expanding workers as family size falls in many areas to below 1% growth) are on the side of increased literacy, substantial challenges remain.

The Chinese government’s current slogan for addressing rural poverty is “giving more while charging less.”  Working with the United Nations Children's Fund (UNICEF) the government has begun to provide textbooks for students in poverty-stricken rural families in 22 regions and provinces in western and central China.  The newest national policy, announced this spring by Prime Minister Wen Jiabao at the opening of the annual National People's Congress, will in theory remove fees for 14 million students in the country's poorest counties, and will continue expanding until 2007, when all rural students will receive a free primary education.
  From the point of view of literacy and of human rights such assistance is necessary if not sufficient, although it is not at all clear what the source of funding for such ambitious policies will be.

Fourth, China’s research infrastructure to assess and monitor literacy must be improved, although it has been substantially enhanced, both through state support and through bilateral and multilateral collaboration.  A Research and Training Center for Literacy Education located at Southwest China Normal University was established in 1999 to develop guidelines for literacy curricular reform; to evaluate and revise the criteria for measuring literacy; and to design information management systems for literacy education.  Likewise, a Literacy Resources Center for Girls and Women in China was established in 1997 by the Asia/Pacific Cultural Center for UNESCO for research and training of literacy education for girls and women.

Fifth, while numerous domestic (GO)NGO’s and INGO’s are identified as having made great contributions in delivering “close to the ground” services in education and literacy, their sustainability and impact has yet to be evaluated in any comprehensive manner.  While the greatest drop in literacy rates has come from the formal educational sector in the last 10 years, recent reviews of non-school based programs supported by institutions such as the World Bank (2004) suggest that bilateral, multilateral and transnational aid has been significant in providing adults and children with access to education for literacy in China.  We know of no study that has sufficiently addressed how NGO’s, the state, and development agencies interact to support this effort.  .   

It is time for such an evaluation since China is in a transition period in its bilateral assistance relationships and with donor agencies like the World Bank.  In 2004 China for the first time contributed to the Asian Development Bank capital fund and the bank added a new vice president, Jin Liqun, a former deputy finance minister in Beijing.  Japan’s foreign minister and officials in Canada have suggested that China may no longer need development assistance.

Sixth, China may be least successful in meeting literacy goals for adult women.  As noted above from 1990 to 2000 the gap between illiteracy rates for men and women was reduced from 19% to 8.5%.  Female literacy has also increased at faster rates than men’s.  Likewise, a number of policies have been implemented to increase girls’ school enrolments and attendance, including reduced or eliminated school fees.  Yet, reaching the last females and engaging them in sustainable use of literacy will remain a challenge.  In addition, neither literacy policies nor programs nor materials strike us as fundamentally gender sensitive.  The state has measured progress on female education almost solely by school access and participation ratios and our evaluation of recent policies could be summarized as gender meaning sex and gender without feminism.

Seventh, literacy for development, not empowerment, is the paramount discourse in the Chinese language literature.  The UN Literacy Decade’s emphasis on “voice for all and learning for all” is based on the notion of “literacy as freedom.” The evidence presented in this report indicates that China has taken seriously the basic premise of the United Nations’ Literacy Decade, that literacy provides the common thread that runs through the MDGs.  However, Literacy for All is viewed in China primarily in utilitarian terms.  Our review of the Chinese language literature on literacy indicates five powerful literacy discourses: Literacy for a Strong China; Literacy for Rural Development; Literacy as Contraception; Literacy as a Signal of Modernity; and Literacy for a Knowledge Society.  While some scholars writing on minority languages have engaged with what has been  called “new literacy studies,” that is, a focus on what people do with literacy rather than what literacy does to them,(Archer 2003)  we did not find a discourse which associated literacy with freedom.  There is, to date, little Chinese language scholarship that critically evaluates what it means to insure attainment by all learners, including school children, of mastery in reading, writing, numeracy, critical thinking, and positive citizenship values.  In this context, there is need for research provides a nuanced understanding of how EFA global rhetoric is shaping national literacy efforts in China.
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� See (� HYPERLINK "http://column\”s.scmp.com/colart/shichang/ZZZCFJK985E.html" ��http://column”s.scmp.com/colart/shichang/ZZZCFJK985E.html� Shichang, SCMP Monday Feb 28, “Divide and conquer.”


� Illiteracy in Chinese is usually written as 不识字或识字很少, that is, illiterate or recognizing very few characters.


� Measured as a percentage of the total population that had completed primary school.  See Petrie, 1984; Hopkins, 1986. Literacy specialists today recognize a continuum of literacy inextricably related to an individual’s broad repertoire of experiences, skills, interests, and support systems.


� See, for example, Zhang Zhaowen’s analysis, 1997.


� Literacy has been measured in China primarily according to the quantity of characters recognized (known) by an individual, normally 1,500 characters for rural dwellers and 2,000 characters for urban residents and rural leaders.  These measures are not verified directly during a national census.  Rather, survey teams note educational attainment and check illiteracy-eradication certificates.   County level education departments or work units (danwei) are responsible for assessing through surveys or tests the literacy of and awarding literacy certificates to individuals who have not completed the fourth grade of six-year primary school, the third grade of five-year primary school, or an intensive primary school.


�The relatively high quality of Chinese demographic data from censuses has been linked by scholars to China’s comprehensive household registration system, which includes information about every household and constituent individual in an administrative area. (Lavely, 2000)  The 2000 census, however, was criticized for extensive undercounting, exacerbated by extensive domestic migration and controversies surrounding China’s skewed sex ratio at birth (on average 116-120 males to 100 females).  We conclude from our literature review that literacy numbers may be inflated at the county level.  Despite this concern, we rely on census data in this report and direct readers to discussions of the quality of literacy data in China’s 2000 EFA Country Report as well as in Laverly, 2000 and Zhang Weimin, et al, 2005.  


� In 2002, China’s Human Development Indicator Rank was 94 out of 177 countries.  The World Bank estimates that 200 million Chinese citizens live in poverty and using a dollar per day in PPP, China ranked 4th of countries with per capital PPP of 2500 to 4500 dollars in 1999 behind El Salvadore, Turkmenistan and Paraguay.  See Adams and Hannum, 2005 regarding the influence of poverty on education and health in rural China.  For the most recent comprehensive publication on state of educational inequity, with a focus on higher education, see Subject Group of Higher Education Research Institute of Beijing Institute of Technology, Opportunity to Receive Higher Education: Narrowing Gaps, 2005.





� See Maher and Ling (2003). 





� Typically the Chinese phrase used is (gong neng xing sao mang) 功能性扫盲".


� For discussions of the relationship between the structure of Chinese language, society, and definitions of literacy as a number of Chinese characters in late imperial to contemporary China see Hawkins, 1974; Rawski, 1979; Seeberg, 1990, p. 19-20.  For a discussion of the problems associated with most usages of functional literacy, as well as the difficulty in defining life skills and the five ways it is often used see Global Monitoring Report, 2004. p. 85.


� A number of scholars have drawn similar periodizations of literacy policy and provision. (Hopkins, 1986; Bhola, 1984; Bo Yu, 1981)


� Harvey Graff.  In a particularly innovative study on literacy in Japan Dick Rubinger makes use, for example, of signatures “signatures” on population registers and anti-Christian oaths to assess literacy in the early 17th century.


� Topolect is a concept developed by John DeFrancis.  See The Chinese Language: Fact and Fantasy (Manoa; University of Hawaii Press, 1986).


� Mandarin comes from the Portuguese use of the word guanhua or official language.  The word is often retained in English for national dialect or common language or even the written system.


� Peterson, 1997, 4.  The other two mistakes included failure to control the population and to develop a legal system.


� Of China’s 1,834 counties in 1923, 1,328 had no girls studying above the lower elementary level. 583 counties had no female enrolment at all. (Pepper, 2000,76)








� As noted elsewhere in this report, some historians believe that differential definitions of literacy were also intentional control mechanisms, designed to maintain social stability, particularly in rural areas. See Peterson, 1997.


�Pinyin, a 58-symbol writing system, was influenced heavily by Russian linguists. In the 1970s a map of China was published using the system, and a list of standard spellings for Chinese place names was compiled.(Zhou, 2004)


� The simplified system is characterized by a reduction of the number of strokes per character and the reduction of the number of characters in use (e.g., two different characters were written with the same character). 





� Stites and Semali argue that the campaigns of the 1950s “were remarkably successful in raising the rate and distribution of basic literacy in China.” (1991, 51)


� Zhang Zhaowen estimates that between 1949 and 1965 102.72 million illiterates became literate, but there is no indication of how many may have relapsed. (1997)


�“Examination of the graduating learners should be directed by the education administrative agencies at the grass-roots, special full-time administrative agencies at the grass-roots, special full-time administrators, and teachers. The examination includes words, reading, and writing. All those who pass are given a unified graduation certificates by the country or district.” (UNESCO, 1984, pp 30) 


� As noted in more detail in part 3 of this report, China’s broader language policy also shifted during this period from supporting the parallel development of Chinese literacy and minority literacies to defining minority languages as subordinate to Mandarin Chinese.


� For other examples see the Research and Training Center for Literacy Education, Southwest China Normal University (RTCLE)  � HYPERLINK "http://rtcle.swnu.edu.cn/script/infotyper.asp?typeid=4" \o "http://rtcle.swnu.edu.cn/script/infotyper.asp?typeid=4" �http://rtcle.swnu.edu.cn/script/infotyper.asp?typeid=4�


� This is not to suggest that informal and nonformal education did not continue.  Literacy programs included radio and TV broadcasting; spare time primary school classes; cultural/technical classes that combined literacy education with technical/vocational education; short-term training courses; self-education courses; and community events held in cultural centers, libraries, museums, memorial halls, theaters and cinemas.


� To orchestrate “macro-level multi-sectoral guidance of literacy policy,” the State Council approved the creation of the National Interdepartmental Coordinating Committee for Literacy Work.  The Committee included members of the Ministry of Education, the All China Women’s Federation, and the Communist Youth League, as well as the Department of Propaganda, the CPC Central Committee; the Ministries of Culture, Radio, Film and Television, Agriculture, and Forestry; the State Nationalities Affairs Commission; the Department of Mass Work of Chinese People's Liberation Army; and the China Science and Technology Association (CSTA).





� In a recent conversation with an official at this office we were told that nearly 7% of migrant children have never been to school, and nearly one-half of six year old migrant children delay entering first grade.  The most important barrier to schooling is the cost of tuition, because children without residency in the locations they are studying are charged extra fees, even when such fees are supposed to be prohibited.   


� UNESCO has warned about the problems associated with the terminology of eradicating illiterates, however, this is the general phraseology used in Chinese documents, rather than a more positive philosophy of supporting four million citizens to become literate.


� According to the report of UNECSO (1984), around 1982, among the 20,668,000 illiterates and semi-illiterates over 12 years old, 69.6% percent are female. Out of the 18,914,000 peasant illiterates and semi-illiterates over 12 years old, 69.4% percent are female. 76% of the illiterates and semi-illiterates in the 12-40 age cohort are female.  The percentage amongst the peasant community is about the same. (P. 14)


� According to the report of UNECSO (1984), around 1982, among the 20,668,000 illiterates and semi-illiterates over 12 years old, 63% percent are over 41 years old. They form 61.1 percent of the rural cohort. (P. 14)


� Asai (1999) also added one more group of disadvantaged people: those migrant people—nomadic people, fishermen, and migrant peasants working in cities, and their children. 


�Literacy rates for different categories of jobs, for example rural leaders, such as town party officers or commune leaders in the collectivized period,  are based on analysis of the work assumed to be undertaken in those job classifications in the context of identified levels of production and development in towns and villages in which the jobs are located.  See The Direction of the State Council, 1978.


�


� Bai, W. (2004). The key to address the “Three Agricultural Problems” is to develop rural education. China Adult Education, 8, 95


� Shi, G. (1999). Thirty years’ contribution to neighborhood: The story of Wang Tiangang, the senior officer of Eliminating Illiterates Station in Xiangcheng City in Henan Province. Adult Education in Countryside, 8, 28


� See Table 22.  Textbook development was to move through a series of specified stages, from identifying targets; conducting field surveys (including observation, questionnaire, interview); analyzing data; identifying problems; selecting themes; selecting formats; determining content; writing texts; field testing drafts; revising drafts; publishing and distributing materials; and evaluating materials. (Song, 1994)  For a detailed examination of evaluation and assessment procedures see Meng 2002.  Meng includes sample questions for a 120 minute test, which include a wide variety of skills from recognition of 300 characters to mental arithmetic.  Meng also describes the process by which local areas could receive a certificate for eliminating illiteracy.  By the end of 1998 the number of counties, cities and districts having satisfactorily passes such acceptance reached 2400, accounting for nearly 80% of the number of county-level units in the whole country, and 24 provinces and municipalities have passed the acceptance of basically eradicating illiteracy among young and middle-aged adults. 








� Li, Y., Jiang, Y.(1999). The person who plowing hope: The story of Xu Fa who won the special award of “China Eliminating Illiteracy”. Adult Education, 1, 38-39


� Li, Y., Jiang, Y.(1999). The person who plowing hope: The story of Xu Fa who won the special award of “China Eliminating Illiteracy”. Adult Education, 1, 38-39; Hong, W. (2004). The analysis of inevitability and possible choices of Western women’s accumulative human resources. Developing, 7,  43-44


� Zhang Zhaowen provides slightly different figures, indicating that between 1991 and 1995 25.98 million illiterates became literates, yielding on average 5.2 million neo-illiterates, exceeding by 14.57 million the total figure of the previous 5 years.   Adult illiterates during this period were reduced from 22.21% to 16.48%.(Zhang, 1997, 2)


� The development of the China Adult Literacy Survey was supported by the World Bank, the Chinese Academy of Social Sciences, University of Michigan, and Michigan State University.  The study was conducted in the same surveys that were part of the China Urban Labor Study, in 2001.   The Chinese team drew upon the IALS project at Statistics Canada for a part of the study.  For a detailed explanation of the survey see Giles, et al, 2003.





� In addition to China, the E-9 nations include Bangladesh, Brazil, Egypt, India, Indonesia, Mexico, Nigeria and Pakistan.  At the time these countries had more than 50% of world’s population and 57% of the world’s school age population. India and China, with respectively 289 million and 152 million illiterate adults account for more than half of the world’s illiterate population.


� At the time China had 446 specialized secondary schools for adults with 740,000 graduates and 172,600 students in school; 2622 middle schools for farmers with 195,000 graduates and 251,700 students at school; 486,300 technical training schools for farmers; and 159,000 elementary schools for farmers with nearly 5 million graduates.





� For a comprehensive presentation of the distribution and classification of Chinese topolects see the Language Atlas of China.


�For an extensive bibliography on all matter of language education and policy issues through the mid 1990s see http://ccat.sas.upenn.edu/~haroldfs/bibliogs/CHINABIB.HTM





� Still, 752,000 people speak languages that are unrecognized. (Zhou, 2003)





� The most recent substantive study of such issues in the English language literature is


Minglang Zhou’s scholarship, including Multilingualism in China, The politics of writing


reforms for minority languages, 1949-2002 (2003) and Language policy in the People’s


Republic of China, Theory and practice since 1949 (2004).





� In a 1989 address in Hong Kong, Fei Xiatong suggested that minority identity included two levels that neither replaced nor contradicted each other but could co-exist and be mutually supportive.  See Zhou, 2004, 93.





� Experimental literacy curricula for minority nationalities include community involvement and indigenous people as para-teachers.  However, there has yet to be produced a convincing monograph or ethnography that indicates literacy education programs are seen primarily as a means for critical evaluation of local needs.  See ACCU, 1994.








� This was the law that made it the responsibility not only of governments but of organizations like businesses and non-profit organizations to eliminate illiteracy (Article 23).  On the other hand, the law also promotes a more extensive view of functional literacy to promote local economic development.


�  Li, H. (2000). The restricting factors of the equality of compulsory education. The Academic Journal of Central-South Nationality University, 3, 121-124. 


� Lai, L. (1994). The distribution and reason for rural female illiterates. Female Research Collection, 4, 35-37.


� Yang, L. (2004). Changing the Fortunes of 80 Million Illiterates. Liaowang (In Chinese),26,18-19


� Lu, F., Chen, Y, Su, Y., & Zhang, Q. (1994) The problems of family education in countryside of the impoverished areas. China Social Work, 2, 56; Lai, L. (1994). The distribution and reason for rural female illiterates. Female Research Collection, 4, 35-37.  Unpublished research by Ross, Seeberg, and Hannum suggest that many of these patterns no longer hold or at least hold strongly.   While parents may have different expectations for educational attainment for girls, they want to send girls to school.  In addition, extreme levels of poverty actually seem to be pushing girls into schools.





�Lai, L. (1994). The distribution and reason for rural female illiterates. Female Research Collection, 4, 35-3.


� Zang, J. (1995).The rural girls’ education research in the West. Zhejiang Academic Journal, 5, 66-68; Chai, S. (2003).The exploration of the difference in educational development of the West areas. The Educational Academic Journal of Hunan Normal University, 3, 31.
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� Lai, L. (1994). The distribution and reason for rural female illiterates. Female Research Collection, 4, 35-37.


� Zhou, Z. (2004) Go out the bewilderment of education equity of citizens. Journal of Guangxi Administrative Cadre Institute of Politics and Law, 3, 101-103.
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� Zang, J. (1995).The rural girls’ education research in the West. Zhejiang Academic Journal, 5, 66-68


� Li, H. (2000). The restricting factors of the equality of compulsory education. The Academic Journal of Central-South Nationality University, 3, 121-124.


� Lai, L. (1994). The distribution and reason for rural female illiterates. Female Research Collection, 4, 35-37.


� Cao, X. (1998).Rural basic education and the all-side education of student quality. The Social Academic Journal of Guangxi Normal University, 3, 236-237.


� Chang, Y. & Han, Qi. (2004) Concerning Rural Education. Development, 8, 37-39.


� Chang, Y. & Han, Qi. (2004) Concerning Rural Education. Development, 8, 37-39.


� Special education in China typically refers to education for children with 4 kinds of impairments--of vision, hearing, or speech (classified in Chinese as blind, deaf, and mute), and “mentally retarded” children. Students with handicaps that do not prevent them from attending regular schools are generally mainstreamed and not counted as disabled.
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� However, urban poverty is also a new phenomenon in China stemming from layoffs, decreasing earning power of some households, and the increased presence of migrant workers.  


� We suspect that wealth is the primary factor.  For example, some villages may have a higher literacy rate than a county seat because of a concentration of wealthy families.





� NER’s in China are controversial.  While many sources maintain such statistics, China’s EFA 2000 report suggests that most NER’s are unreliable.
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� Women in China: A Country Profile, UN 1997 and State Statistical Bureau, Sample Survey on the Situation of Chinese Children, July 1992.


� N = 6,090.


� The data set used in the Treiman survey included no direct quality of schooling measures and quality was inferred from whether the school was in rural areas or town or city.


� Independent variables included gender; years of schooling; father’s years of schooling.  Mother’s education and father’s occupational status had no net affect.


� This methodology, which included recognition of common, medium-difficulty, and difficult words is discussed in Treiman, 2002.


� See EDI [Education for All Development Index], Global Monitoring Report, 2004, 113.


�In 1992 CCTF formally established the Spring Bud Plan under the guidance of the All China Women’s Federation (ACWF) to assist impoverished girls return to school.  By the end of 2003 65 million USD had been raised and 1, 350,000 drop-out girls had been sponsored to go back to school.


� The proportion of Chinese children and youth between 10–18 years of age who were in school in 1990 ranged from 73.6% for urban boys, 72.0% for urban girls, 54.6% for rural boys, and 44.4% for rural girls.
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� These are estimates for out of school girls. See Ministry of Education. Statistical Report of National Education Development Affairs (Beijing: Ministry of Education, 2004) retrieved September 12, 2004. � HYPERLINK "http://www.moe.edu.cn/edoas/website18/info5103.htm" ��http://www.moe.edu.cn/edoas/website18/info5103.htm�


� By the year 2000 total female employment was recorded as 33 million, an increase of 42.4 per cent from 1990.  Women’s participation in the private sector is particularly striking.


� In1998 47% of primary school teachers and 36% of secondary school teachers were female compared in to 37% and 25% in 1980.


� See the 1988 Regulation for Elimination of Illiteracy; the 1995 Education Law; the “National Guidelines for the Development of Women (2000-2010);” the “National Guidelines for the Development of Children (2000-2010)” which explicitly address gender equality through the participation of women in all aspects of socio-economic, political, economic, cultural and community life.


�Contradictory research findings both support and refute that women as a group are overrepresented in China’s impoverished population.  See the World Bank Country Gender Review, 2002


� Women’s (and men’s) rural futures are profoundly influenced by China’s skewed sex ratio which averages above 120 males born for every 100 females.  Some scholars are so alarmed by this destabilizing trend that they suggest it could “tip the scales toward war.”�    Dubbing China’s “missing girls” phenomenon “gendercide” may sensationalize a profoundly complex social issue, but the Chinese government is taking the problem seriously enough to launch a “girl care” program. 





� Chang, Y. & Han, Qi. (2004) Concerning Rural Education. Development, 8, 37-39


� � HYPERLINK "http://www.china.org.cn/ch-xinwen/content/news/PressConferences/991028/991028-1.htm" ��http://www.china.org.cn/ch-xinwen/content/news/PressConferences/991028/991028-1.htm�


� � HYPERLINK "http://www.china.org.cn/ch-xinwen/content/news/PressConferences/991028/991028-1.htm" ��http://www.china.org.cn/ch-xinwen/content/news/PressConferences/991028/991028-1.htm�


� � HYPERLINK "http://www.china.org.cn/ch-xinwen/content/news/PressConferences/991028/991028-1.htm" ��http://www.china.org.cn/ch-xinwen/content/news/PressConferences/991028/991028-1.htm�


� For one example where such qualities are used see � HYPERLINK "http://www.ncet.edu.cn/cida/en/cct_intro.html" ��http://www.ncet.edu.cn/cida/en/cct_intro.html�
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�At tertiary levels, however, the percentages converse.  See Hannum, et al 2004.


� See Table 23.  In 1996, 1997, 1998, 1999, and 2002 data are based on 0.1% sample surveys.  Data in 1990, 2000, and 2001 are based on whole population surveys from the national census.
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� Measures include net enrolment ratios; literacy rates for individuals 15 years and older; the simple average value of GPIs in primary education, secondary education and adult literacy; and survival rate to grade 5 in primary education. See Global Monitoring Report, 2004, 111.  


�  (Xinhua News Agency March 4, 2005)


� Numerous provinces, such as Henan, Hubei, Fujian, Zhejiang, and Inner Mongolia, and cities such as Datong, have established similar polices of subsidies for poor students, requirements for urban teachers to spend a year in the countryside, linking educational efforts to poverty alleviation and the construction of social capital.
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