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ABSTRACT S |
: The essay reviews major components of the mentor role
+hat a facilitator of adult learning should consider in the process’
of helping adults to learn. It contains suggestions about vays in
which a facilitator can reflect on his practices and identify ideas
that will help him to ‘be more effective. To help the facilitator
better understand adult learners, generalizations about the dynamics
of adult learning are presented, and some of the organized knowledge
regarding educational needs of adults is reviewed, grouped in

.~ relation to four concerns of facilitators: attraction, intake,
support, and retention. Considerations related to the setting for
learning are offered, and suggestions are made for the development of
educational objectives. To assist the facilitator's selection of
appropriate learning activities, a table presents a classification of
continuing education learning-teaching methods, and several types of
learning episodes are described: seminars, workshops, case studies,
buzz sessions, role-playing, T-groups, and simulation. The process of
organizing learning activities is explored, and evaluation procedures
are described. Eighteen steps are given that a facilitator might
follow to obtain a comprehensive overview of a learning episode. In
his comclusion, the author lists eight ways program administrators
can assist facilitators of learning to become more effective.
(Author/AJd) '
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Facilitating Learning

More and more adulﬁa-are discovering that if théy are to become
all that thay want to be they must finé ways to link action and knowledge,:
Modern adults work with knowledge as well as with things and people. - The
most successful workers, parents, and organization members have developed
a repercoirelof effectiv; gtrategies for altermating between action pro-
blems and knowledge. resources (Knox, 1973). Thinking and feeling and doing
continually intermingle as the adult seeks to maintain and enhance his “
selfhood, to find direction end fulfillmeht, to cope with the demands and
constraints that confront him, to achieve understanding and mastery, to
develop more creative and humane relationships with other people, and to
become a fully functiondng person (Rogers, 1969, p. 288).

When adults enter a concinning education activity, they typically
do so for several fairly specific reasons. Many are trying to cducate them-
selves, to find answers to their questions, and to formulate more useful
questions. They engage in learning in order to improve their ability to know
and feel and act (Knox, 1968a). Those who successfully help adults to learn
have a respect for their growth strivings and have ways to facilitate the
process (Rogers, 1969, p. 5). The pmoceée of facilitating learning is
basically the same whether the learaer is somebody else og‘oneself. “The
process of planning and guiding adult learning is termed the mentor role.
Persons who effectively serve as facilita;ors of learning are able to perform

well in the main components of the mentor role. The five broad components
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of the mentor role deal with leamers, setting, objgctives, activities, and

’
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evaluation (Knox, 1973).
A leamming episode may be a single period of coaching, a meeting

with a small group of adult égéﬁicipancs. or‘a’session of an evening class.
During & learning episode thé function of the facilitator may be'to glve
1n£ormagion. ask questions, discuss printed materials , or ian other ways
help the learngr to achieve his or her educational objectives. During each
learning episode in which aomebne enters into & helping relationship to -
facilitace‘leatniﬂg.-all five components of the mentor role are attended to.

" They may be attended to by the learner himself, by someone trying to help,
‘or by both of them. |

Facilitation of adult learning occurs throughout our society as

 people need to increase their competence and others try to help them, Adults
try to change themselves in relstion to all of their life roles (Havighurst,
1956). They try to.prepare for new'job respcnsibilities. to cope with grow-
ing children, and to assume greater organizational leadeiship. Many institu-
-tions gponsor educational programs to help adults to change (Houle, 1972).
Schools and colleges offer evening and off campus courses, employers provide
job training programs for their employees, professional associations conduct
weekend conferences for their metbers, and comunity organizations provide
leadership trainlug (Rnowles, 1970). There are wmany ways in which people
help adults to learn in these educational programs. Facilitators of léarning

 “"make presentations, lead discussions , end atrenge for demonstrations. Most
of thoge who :acilitate adult learning do not do g0 full time, snd many are
not primarily teachers. Most of the time, they are nurses or lawyers,
clergymen or homemakers, work supervisors or realtors, union leaders or

nursing home operators.
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o This espay was prepared for those whe have some experience helping
adults to learn, I¢ presents ideas that may contribute to a more effective
helping velationship. The way in which the mentor role is best pertomad
in a specific instance depends on various factors. Some are characteristics
. of the learners euch as age, experlence, and level of formal education.

Some are charecteristics of the educntional program such as sponsor. subject
matter content, snd the specific fecilitative roles that are included in the
program. Theve are.-however,fsome-ideas about helping adults to leam thpt
seem ¢o apply in most instances (Houle, 1972). This essay contains a selec~
.tian of ideas from the organized knowledge related to the facilitation of
adult: leaming, References to the relevant literature are included through-_
out and & selected bibliography is provided at the conclusion of the essay.
Hopefully, the essay can agsist those who perforn the mentor role to alternate

between some of the action problems that they confront and some of the know-

tur ‘ledge regources that can help them to improve their performance.

Mentor Role

) Successful facilitatoro of learn.ng geem to habe thteéwtﬁﬁgsutf
dﬁderstandinss. They understand whlt 10 to be leamed, they underatand the
letrneré. and they understand useful ptocedures to help the learners buiid
on.their prétent competencies to achitve their educational objectives. The
peop@e:who EAcilittte learning ngtt.tdccessiu;ly. ntt only understand each
of'tﬁe three quite well Stt theyecah htt them tdgether well (Rubin, 19715.

‘A'ﬁétter understanding oflthe‘neﬁtor rtﬁe shodld xtsult in a moxe
insightful identification of the major decisions to be wade and a more effece
tive approach to doing so. Most of these decisions cluster around five

' components of the mentor role, wﬁich deal with learners, setting, objectives,

4




_activities, and evaluation (Knox;‘1973). Thcy are not steps but couponents
whose inter-relationships must be considered, and the planning or improvement
of a continuing education episode cen begin with any component .and proceed to
relationships with each of the other compoments until-all have been taken

into account. Decisions regarding all of these components occur duriag both
the planning and the conducting of educational programs and attention should
be given to tﬁem throughout the process (Houle, 1972). -These components of

the mentor role apply vhen someone is planniag and conducting a leaming .
episede for himself, for another individual, or for'and with a group of adults.

Learner characcerisgic ~ An adult is more likely to change if .a

gap 19 identified between his or her actual present behavior: and a changed
behavior that seems more desirable. The behavior may be knowledge, skill,
attitude, or actual performance. It may be understending how a car eagine
" works, ﬁcing“able to rebuild a carburetor, appreciating the work of a akilled
mechanic, or beihg able to do an engine overhaul. ‘One way to specify deeiiablc
behavior 16 to define it as an cttainable ideal as perscnified by people who
perform it very well, The succédeful concert planist serves as a role model
for the music studeut. Their excellent performance can be compared with that
. of the potential learner to 1dcnt1fy the gape. This campariaon actvea two
purposes. One is as a baeis for the seleceion of educational objectives ‘and
learning accivities'co help clone some of the caQoy gaps. the”beginning golfer
.yatcces thc(pro cc_help 1mprove.a stroke. The ceccnd purpose is to encourage
the potential leamer to become cnnmittcd co‘catgowing cﬁé gap by a chcnge in
his behavior. Faailiarity wicb thclperformance of an ezperieccec realtor can
1nspire a beginn;ng real estate saleaman to study for his licenae. Someone
who wants to facilitate adult leAtnins can help to appraise educational needs

| by aasiating the chtner to understand *he rationale. to usge che procedutee.




and to recognize attainable standards of excellence to compare with his actual
pregent performance. This component of the mentor role contributes eapeciélly
to the setting of objectives. Background information_abput adults as learmers,
.typical needs, and dynamics of learning can sensitize those who facilitate
leérning to ways in which their help is most iikely to be effective (Knox,
1968a; Tyler, 1950;‘Bis§ho£. 1969; Birxen, 196&; Kidd, 1959; DeCecco, 1968;
Sjogren, 1965). ~ ' " o S

. Awareness of éettiggA-'A learning episode for an adult typically
. occurs within a societal context that also influences his performance of his
major life roles in family, work, and community. A second component of the
. ‘mentor role is becoming aware of the major influences in the setting and
.-harnessing some of them so as to increase the likelihood,of personal growth
and change. The service strivings in the membership of an institute for- B
"retired professionals results in members being not only the learners bﬁt '
also the facilitators of learning. There are three types of contextual in-
fluences on continuing education th&t the learner should be helped to recognize
and use. One type of influence is the set of criteria against.which the -
‘effectiveness of continuing education is judged. Examples include increased
professional effectiveness, improved family nutrition, greater participation
in cultural activities, or higher employment rates. The learner can use
these criteria as reference points for short term goalé and assesament of
progvess (Faure, 1972; Knox, 19683} Knox, 1973; Riley, 1968). Another type
is the set of positive influences and regources that encohrage participation
in continuing education. Examples include a favorabxe image of continuing
education, encouragement by program sponcors, and available educnﬁiohal
materials., The leamer can use these sources of encouragement as aidé to

progress and boons, to motivation (Rogers, 1971; Knowles, 1970; Riley, 1968).
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A thixd type 1is the set of negative influences that serve as barriers to.
participation. Examples include competing activities, high costs, fear of
fallure, and an overvhelming welter.of possible objectives. The leamer is

moxe likely to offset these nagativ;;influences if he recognizes them (Knox,

1968a; Johnstone, 1965). S
Sectiﬁg objectives - The adult typically confronts far more gaps to
be narroved by continuing education than he can attend to. Priorities must

“be set, if only by default. The third, component of the mentor. role 1o the
selection of objectives upon which: to. focus.continuing education activities.
The selection process inciudes a.review of gources of objectives and a list-
ing of the major-objectiyas that might be attended to. Saurces of objectives
include anaiysis of thelir owm role pé:fprmance, opinions 6£npeers, considera-
tion of cuxrent personal and soclal issues, and recommendations of experts.
The selection of objectives in which to .nvest time and attention, typically
tekes into account the desirability of closing the gap and the feaéibili:y

. of doing so, even with assistance (Tyler, 1950; Kuox, 1968a). A middle=
aged learner may decide that learning to pley chess has the highest priority
'as an educationsl objective at the current stage of his or her family and
occupational life cycle. Someone who help?.co facilitate the learning of
another adult confronts thé additional task of achieving a satisfactory match
between his own expectations dnd those of the learner. Although a facilitator
of learnipg may have & greater ynderstanding of that which is to be learned,

. the expectations of the facilitator should mot be imposed on the adult learner.
Ingtead, the early part of each learning episode should be devoted to objec~
tive setting. A typical procedure is agenda building for the session. In-.
the process of agenda building, consensus is achieved. When.there is subw

_stantial agreement and objectives ave straightforward, the objective setting

s
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phase may take but a few minutes. Up to one third of the available time can

be devoted to objective setting and st1ll accomplish more learwihg achieve-
ment than when objectives are.inadequately understood and agreed upon.
Ieaxning activities - The most evident component of the mentor
role deals with the iearning activities themselves. Léarning occura'ﬁainly
as a resalt of an interaction of individuale with new information or
experiences. This interaction typically takes the form of activities such’
as veading, listening, writing, discussing, and viewing. These activities
h#we been'de%eluped gingly and in cosbination in dozens and dozeus of learning
methods (Bergevin, 1963; Knowles, '270; Miller, 1964; Morgan, 1963; Rogers,
1971). This component of the mentor tolé consists of the gselection and
organization of learning activities to achieve the educaticnal objectives
and to fit the learning style of the individual learger. Some learning :
activities are more likely to enablerthe learner to develop a competent
level of performance and the comitment that results in a "refreezing" of
new habit patterns and subsequent: utilization of the nek area of perfotmanée.
‘ These types of learning activities usually inclﬁde opportypities for the
learner to practice the new area of performance in settingy similar to
actual performance., Examples include role playing and case qnalysié._ The
main'critq;ion for the selection and organization of learning activities
1s the achievement of the specific educationul objectives that were selected
ag of high priority. This fitting of activities to objectivés shiyld take
into account both the content. that 1§”be1ng legtned and the behavior 6f thg
learner that is to be changed (Tyler, 1950, p. 28-30)., Anotherx criteriqn is
the fit between lesming activities and the learner's preferences and atyle
of 1earning (Whipple, 1957). Some adults strongly prefer tq encoumter a

highly structurci presentation by an acknowledged authority, euch af a’

q




recorded -lectut;e on a tape cassette.
less structured way of exploriug the
discussion with knowledgeable peers,
activiciea that fit his preferences,

1 urning outcomes will be greater.

Sotie other adults strongly prefer a
samé content, such as an informal
If each is able to use materials and

it 1is likely that his motivation and the

Evalusiion ~ The remaining component of the mentor role is the

process by which persons associated with the educational activity make

judgenents' about effectiveness based on evidence:in ways that encourage use

of the conclusions to improve the educaticnal activity (Knox, 1969). These

Judgements are made by the learmer himself and by those who try to facilitate

his efforts. The main type of judgement is & comparison between axpecta=

tions and performance. Did the homemeker learn as much about nutrition as

she expected to? There are several sspects of the educational activity that

might be the focus of evaluation. Was the scope of the educational objec~

tives too broad, too narvow, or just about_: right? Did the gaps that were

identified turn out to be among those with the highegt priority? Were the

learning activities planned go that .they f£it well with other commitments and

personal preferences? Were the benefits of the continuing education activity

worth the investment of time, money, and effort?

In, the remainder of this essay, each of these components 18 cons;d-

ered in turn... The component on learners is divided into two sections, one

on dynamics of learning.and one on: awareness of needs. . The component on

learning activities is divided into two sections, one on selection from the

range of activities and one on the organization of learning activities. In

sach of the resulting seven sections that follow, najor ideas have been

selected .from the organized knowledge regarding continuing éducation of

adults. ro_llot_ung;ea.ch of these major ideas, there are .suggahcimé 'aﬁbue,
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ways in which the ideas can be used to facilitate learning hy adults. The
concluding section of the essay suggests ways in which mentor role perform-

ance can be improved by those who facilitate adult learning.

Dynamics_of Learning

In trying to better understand adult learners, it seems helpful to

~consider two bodies of knowledge dealing with learning and with needs (Bischof, -

1969; DeCecco; 1968) . The body of organized knowledge dealing with leamning
includes generalizations about the conditions under which adults with various
characoeristics learn effectively (Kiod. 1959; Botwinick, 1968). The body
of oiganized.knowledge dealing with swareness of needs appraisal includes
generelizetions about the types of needs that most adults have in educational
activities, which transcend the needs of a specific adult or group of adults
that relate to the specific educational objectives. This section contains

generalizations about adult learning and the subsequent section contains

" generalizations about awaremess of needs.

1, Performance - Adult learning usually entails change ond’ integra=-
tion of knowledge, skills, and attitudes to produce mproved performe
anoe. Adults typically engage in a continuing education activity
because they want to use what they learn soon after they learn it;

| fheoe are small adolt life cycle shif¢s from an emphasis on
acquiring skills in young adulthood, to knowledge in middle age,
and to ettitudeo as adults grow older. Therefore, thoee vho help
edults to plan and conduct a learning epiaode should give attention

S LI
to the most desirable mix of emphasis on ohanges in knowledge,

skills and attitudes as intended outcomes. For example, in some

'epieodes the 1neene is to acquite an appreciation of moderu

0
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dance while ih other episodes the iiitéent 1is to: develop skill:.
"in danecing.

Motivation - The motives that cause an adult to devote his-time

and attention to a learning eplgode are and should be a major
determinant of learning outcomes. Recause participation is
voluntaty, if the activity does not fit his expectations the
adult will typically withdraw. The educatioual goals, soutcea of
encouragement, and barriers that characterize an adult's life
space sgape hia'reaaona for participation. Motives are multiple
and varied in their specificity and in the extent to which the
learnex is aware of them. Overly intense motivation becogea
aaxiegy which interferes with learning. Therefbre. ;hos; who
facilitate adult learning should provide freedom for the leamers
tb graatively exﬁlore Qﬁchin denocrati¢.};mits. ghould enéourage
the@_to go beyﬁnd the meeting of appagégt.needs. and should N
faciiiéate efforts by learneis.to set realistic eéﬁcatiOQal objec-

tives for themselves.

| gg Adult learning 13 nore efféctime when it entails an

active search for mcaning and discovery of relationships between
current competence and new leatninga. Active pcrtictpation in
learning tncludes 1nceraction udth realistic and relevant materials,
which does not necessarily thquire overt action but may congist of
1ooking and lisceqing. Interactiou with realiotic educational
materialc facilitaees boch motivatioa and application. Recall is
best when material 13 learned in a context that 1s sinilar to the
one in which it is to be used., Becauae of the wide zange of

indtvidual differences batwnen adulc learners, vatied learning
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| activities may be required to achieve simtlee objectives. There
18 an adult life cycle shift in general personality development
and majoi role changgs from a concern with occupation and growing
family by young adults to broader historical, philosophical, and
social issues by older adults. . Therefore, to effectivelr facili-
tate adult leaming it is important to respect and understand the
unique search for mesning of each learner as a basis for he;ping
him to interact with relevant materials and activities. The
,.learmer is in a unique position to aélect,materials that are most
gelevant and to suggest the new learnings that would build best
on current competencies. .;
.. 4. . .Experience ~ An adult's prior experience influences his approach
and effectiveness in a learning episode. Between tweaty and
[T sixty.yearé of age the range of individual differences increases.
. Prior learning may faéiligate, interfere with, or be unrelated to
.. . . new learaings.- With age, unleatning skills become more iwmportant.
Higher levels of education typicaslly provide more.extensive
' cognitive structures that facilitate mastery of conceptusl tasks.
. - .The adult with a master's degree that includes politicel gcience
..and economics courses is 1likely to have acquired some general
concepts about our political and economic system that cén under-
. gird the new ideas that he confroats in a management development
program or current social issués., Disuse of.leathing skills for
many years results in reduced learning effectiveness, part of
which can be restored by paxticiphtion in. continuing éducation.
Therefore, the design of effective leaming experiences for an

.aﬁult should take fnto account his individual background and

Q o8 rd )
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establish ‘connéctions between the mew learnings and his relevant
prioy knowledge ind experience.: = ..

Ability - Learning ability is relatively stiable between twenty
and fifty years of age, with gradual decline theveafter; abilities
that are associated with adult experience, rsuch aa;vocabulary,

are best maintained and enhanced; and thé initially wost able
adults tend to incvease their ability slightly while the initially
ledst -'35-10 adults ‘tend to decline in ability so that the remge in
abilities incredses with age., - Adults with the gredtest learning.
ébility tend to leam move rapidly and to more readily lea:n cot=

plex tasks. Longitudinal studies based on data from the same

" people: ¢ollected at succeeding ages indicate less decline than

cross sectional studies based m data from people at various ages

collected at tﬁe game point in tima, For some older aduits. i1l

.~ health may substantially veduce learning ability. Therefore, those
. who facilitate adult' leaming ahould‘makg careful estimates of the
learning ability of' individual adults, and tske this estimate into

account’ in setting objectives and planning learaing activities,
Memory ~ An adult's sbility to remember information to which he
is exposed depends on the strength of the registration and on

the ‘factors operating to erase the registration. The strength

of registration depends on intensity, frequency, and importance
to the learner. The factors that evase the registration include
the passage of time and thé:acciviey'thae follows the exposure,
Both lesrning and forgetting are associated with lesvning ability,
physical condition, and cognitive structure. Withﬂldcréaeingly.

+ + older. age groups, a higher proportion of adults experience memory
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o impairment in which it takes longer to register impressions and in
which memories decay more vapidly. Pacing is especially important
. for immediate recall by older adults. Recall is best under condi~-
tions that are similar to the original registration. Thergfore.
those who help adults to leam should help to design leamming
activities that optimize both acquisition.and retention.

7. Condition - An adult's ability to learn can be substantially
reduced by poor physical and mental health. Condition and health
include both gradual daéline dnto old age and tewporary problems.
An example of a gracual decline is a hearing loss. An'example of
a temporary health problem is having the flu for several weeks.
The decline for older adults in their ceiling papacity of:sénsory
input, especially vision and hearing, cdn affect learning. Much
of this decline before very old age cen be corrected for by glasses,
bettet~111umin§tion. hearing aids and sound amplification. Some
physical health‘conditiona. such ‘a8 eirculato;y disease, reduce

. learning functions -such as memory. rSome mental health conditions,

~such as anxiety, proéuce physical chénges that interfere with

- learning functions such as concentration and memory.‘' Older adults
who are in excellent health and coudition learn better than most
middle age adults. Therefore, those who facilitate adult learning
should help to create & learning environment and procedures that
minimize the extent to which problems of poor health and condition
interfere with learning, such as providing excellent illumination

' without glare, sound anplification, 4nd miniaum stress for older
. learners.

8. . Pacing =~ Adults typically learn most effectively when they set
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their own pace, when they take a break periodically, wd when the
distribution of learning episodes is fikted to the content.

Adults vary greatly in: the speed at which they learn best. Older
learners tend to reduce speed :,otleamigg and to give greater .
attention to accuracy. If an adult.is forced to proceed much

faster or slower than his preferred pace, his learning effective-

‘ness typically declines. - For older.adults, uuch of the decline

. in educational performance is attributable to a deficit due to speed

instead of a decline in leaming power. Therefore, learning
activities for adults should be planned so.that each adult can
discovet his optimel pacing snd proceed at that rate.

Complexity « An adult typically leamms best when the l2arning
tagk is complex énough not to be boring but not so. complex that

it is overvhelming. If this is done, it tends to .minimize initial
mistakes that sometimes have to be unlearned. Older adults
especially tend to learn morve difficult tasks less well and are

more readily overwhelmed by irrelevant information. Therefore,

persons who facilitate adult learning should build more complex

learning tasks on more simple ones and aimpufy_moze comples
tasks by use of materiala such as diagrams, models, and written
instructious.

Content - The process of effective learning by adults vartes |
with the content or naeute'&)f, the learning task. For example,
practice and rehearsal is essential for skill mastery and
memorization, social o¢ verbal learning that entails consolidation
or reorganization of previous learning can be accomplished in a

few trials, a specialized diagnostic procedure can be effectively
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learned by self-directed lcarnlng activities with the procedure,
and more effective interpersonal velations are typically best
learned in a group setting. Therefore, those who facilicate
adult learning should consider the nature of the learnlog task
and take into account the dynamics of learning that apply

especially to that type of task.
Feedback ~ Adults learn more effectlvely when they receive feedback

| regarding how well they are progreaeing. " This appllee to ledrners

of any age. Rnowledge -of excellent performance provides a goal
for leernlng efforts. Knowledge of the learner's ‘own performanne
helpn.htm to locate himself regardlng progress in the educatlonal
acclvity. 1f the feedback is diecouraging to the learner,
consideratlon ehould be given to modlficatlon of the learnlng |
task. Immediate feedback, recognition, and reward helps to shape
and reinforce new learning. .Positive reinforcement (reward) is
far more effective than negative relnforcement (punlshment).
Therefore, effective procedures to facllltate adult learning

should 1nclude feedback regarding the progress he lo making

'to close the gap between current and deelred performance. ‘

d1ustmen - Adults typically leam less well when they experience

substantial eocial or personal maladjuetment.‘ Such maledjustment
is usuvally associated with anxiety and defensiveness and should

not be confused with moderate levels of arousal and motivation.

" When an adult believes he can deal with a slcuecion it may be a

4,

challenge. when he does not it may be perceived as a threat.
Adults deal best with the failures they confront in leaming

situations when they have experienced many successes. Adults
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with few vecent educetional experiences tend to be most apprehen-
- sive about the fear of failure qnd most discouraged by the experience
of failure. Therefore, those who facilitate adult learning should
provide aupport and guidance, minimize maladjustment, and
eopecialiy emphasize learning success by adults who are less

familiar with continuing education.

| Those who want to eEfeccively facilicace adult leern*ng should
coneider these genetaiizations about dynamics of leatning and teflect
how they relate to their own practicea in heiping adults to 1earu. It should
be reassuring if generalizationa and praccicee are consiatent. 1f they are
not, some reflection on why not wiil often auggest ways to improve practices
(Burton. 1958' Knox, 1968; Knox. 1964 Rogera. 1969' Rogers. 1971; Tough,
1967).

Avareness of Needx

-

In addition eo the dynanics of leatning, a aecond characcerietic
of adults which the effective facilitatar of iearning understanda. is needs.
Those who facilitate adult leatning will be more likeiy to be effeccive
if they ate alert to the needs that influance participauca in continuing
’ education genetaliy. In ehis seceion of ehe eseay, some of the organized
| knowiedge regarding e¢ducational needs of adulca is reviewed. This infore
mation is grouped in reiation to four eoncerns of chose who facilicece
_learning-acttaccion. intake, support. and :etention (niochof. 1969, Dioom,
' 19643 DeCecco, 1968° ﬂavighurae. 1956; Jbbnoeone. 1964° Knou. 19683;~

Neugarten, 1964 Neugatcen. 1968; Riley. 1968; Rogero. 1969° Rogers. 19714
Whipp i, 1956) .
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_Attraction - Most adults who decide to participate in an educa-
tional activity do so because the several influences thét encourage them

to do s0.are collectively stronger than the several influences that dis~

6ourage them. An adult participates in an activity because he prefers to

do so instead of something else he might have done. An evening course om
conversational french seems preferable to a bridge club. . To even consider
an educational activity, an adult must know about it. -4n adult is jore
likely to pay attention to information about a continuing education activity
1f he receives cﬁo types of messages. One is about the extent to which a

" program deals with a toplc that impinges importantly on the life of the
adult, The young wife who is expecting her first child suddenly becomes
interested in many sources of information about baby care. No relevance,
no interest. The second is'about the extent to which participation in the
adult education program would be likely to make .4 difference in the way in
which the adalt.relates to the topic or domain of life. A series of
sessions on baby care must contain new information. Typically the decision
to participate cccurs only when both types of 1nformatiop are encouraging;

" For such information to be received, it must be available through channels
that the adult uses to seek informationlabouc education. For example, .
adults with lictle formal education are unlikgly,to know someone. who 18
already participating in the educational programw and are not likely to aftend
to the mass media as & source of information about educational decisias ..
(Johnatone, 1965). |

Some of the facilitators of participation are ma!nlj petsonal and
internal to.the potential leamey and somed are situational. Seme of thé
peraona;‘ipfgnenceé are reasone for participation of which the leamner is -
aware (Houle, 1972; Tough, 1967)., The major reasons are liaéad below:

3.8
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1, Yo achieve a personal occupational goal (new job, job improvement,
" prepare to teach)
2. To achieve another type of personal goal (organizational leader-
ship, gain attention)
3. To reach a social goal (help children study)
4. To reach a religious goal (understand doctrine)
S. To understand (satisfy curioaity, satisfaction from knowing)
6. To participate in social activity (enjoy beiﬂg with participants)
7. To pursue personal fulfillment (enjoyment of learning activity)
8, To meet formal requirements (prepare for examination, make up for
nissed formal education) | |
9. To esc&pe (captive wives, troubled youth)'
In addition to such explicit reasons, thé decision to participate is
infly ced by pervasive motives and needs such as need for achievement. Other
perso. facilitators include liking for school, interest in ideas, and
reading orientation. Situationel facilitators include encouragement by
friends, work‘gxperiences and expectations that emphasize more education,
and high congruence between learmer aspirations and educational program
objectives. A sourcé of heightened readiress to learn is the individual's
reactioh to major role change events such as birth of the" fixst child, job
change, move to a new community, retirement, and increased orgenizational
responsibility. e |
Barriers to participation include lack of time, lack of tioney,
lack of confidence, scheduling conflicts, and problems of transportation. ‘
In summary, the likelihood that an adult will decide to partici~
pate in a contiauing education program is associated with his perception of
the following factors. : ; . ”

19
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1. The importance to him of the aspect of life to which the educa-

tional program relates (job improvement, help children).

2. The extent to which he wants to increase his coipetence in
relation to the aspect of life (become more effective in organi-~
zational leadership roles). P e

3. The extent to which education is seen as an effective way to;
increase competence (bellief that more effective interpersonal
relations can be systematically learned). ”

4, Tne fit between his life style and the anticipated patteins of
nrogram participation (the general program image is one for

© ' peoplé like himself). L ot

5, The balance between the anticipated benefitg-and the anticipated
costs of participation (that which will be learned about account-
ing 18 worth the tuition and time Spent).

6. The external sources of encouragement (significait others think

1t'3 a 8°°d idea). ’ . N cr.

Intake - Eepecially £cr adults without much recenc experience in
educational ‘prograns, their initial encounter wich a learning episode
typically has a mejor 1mpacc on their euccese and persistence. Thcee who
facilitate adult learning confront two challenges during this intake or.
orientation period. One challenge is co help the learner to feel accepted
and welcome in the program. The second chellenge is to assist che learner
to achieve at least one important educacional ocbjective. Such an 1nit1al
gsocial and educacinnal success can do much to offset some of the difficnltiee

that typically accompany most efforts to change.

w0




Althougly those who would be most anxious in an unfamiliar educa-

tional activity seldom enroll, many adults who do enter the experience do

8o with an apprehension of the unknown and a fear of failure. One of the
basic needs of most people is to maintain and enhsuce their self concept. For
many adults the image of the student role based on their earlier school
experience 1s a subservient one which seems incompatible with their image

of reaponsiblé adulthood. For older adults, this image is often combined
with an erroneous be'ief in a major decline in learning ability with age.

An effective. factlitator who helps an adult learner to have an initial
success eaxperience can do much to increase the learner's sense of educa-
tional efficacy and his confidence in his learning ability. - Thei'e isg,
however, wide variability among adults in their optimum level of arousal

or stimulation. This makes it doubly important that .the facilitator have a
counselor or tutor orientation. Learning success and individualized stimu-
lation can assist adult learners tb becose more venturesome and att.entive

in a learning episode.‘_ An older adult who has achieved some success and
recognieton in a series of leaming episodes is likely to seek more ambitious
educational objeét::lves. The pﬁrpoee 'of the hn:ake §rocees has been achieved
vhen the learner has rpcognized hisg need to kaow and has ccquired aufﬂc:lent
feeunga of secur:lty t:o venture to change (Rogera. 1969). Sometines by
discussing past learning epiangs end by tal.king about plan§ 'for the leéming
fepisode being started, the i.nexéerienced leamer can bettex; understand the
total proceoe by which thé t‘adutator can help him 't‘:o learn. In e&e
tnetances , the mtake ptocess can help to unfreeze the thought and habit
patterne 80 that t:he adult participant becotses more receptive to change and

identifies questions to bg answered and problems to be solved.
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Support ~ Many adults need some support .and encouragement through-
out a jearning episode. This is especiélly so for adults whose amount and
recency of formal education is quite limited. Recognition and reward are
impoxtant and they can be. provided by other participants and by a facilitator.
The greatest support often results from the achievement of smallAsuccegaea.

A faci;itmtor-can increase tbeAlikelihood of such success experiences by

aiding with realistic goal setting and by aiming for multiple outcomes in

caeé some: don't materialize. .For some adult learners, a growing recugnition

of the lwportant ways in which they can use their increased competencies, can
be very supportive. A facilitator can provide support.by attending to individual
participants, to small groups with similar needs, or to.an entire group. A
major way in which a facilitator can provide encouragement and support is

to minimize the extent to which the learner has failure experiences and to

help the: learner to learn from them when they do occur. Ways to help mini-
mize fallure are to allow learners to progress at theilr own rate, to use

the learnex'a.own prioxr performance as the reference point for evaluating
progress , to work through mistakes with the leamer vhen they do occur, and

to use gentle humor to soften learner concern about errors.. O;he:Apait1c1~
pants can also provide much group support. Such emotional encouragement

and social support can help learners to maintain and enhsnce their self -
concept at a p&int when those with little iecent educational experience are
likely to lack confidence. Often, by performing some of the tasks of the
mentor role for himself or other participants, 2 learner can become more
confident and assured. = .

Retention - To attract an adult to an educational program. only to
have hin &rgp out right away is worse than never having established contact

because usually the residue of disappointment and feelings of failure will




make it more difficult to attract him the next timé. Those who facilitate

a&ult learning can achieve a higher retention rate if they understand the
process of persistence and withdrawal., The retention rate, consigting of
the percentage of those who enroil who successfully complete the program,

~ varies grpatly with the type of 'éontinuing edycation program. The typical

retention rate is as high as ninety-five percent _for'-a one semester university

graduate eveniné course, wiil range between fifty and eiéhtj percent for wany
'programs. and way be less than t':went'y percent for s.c‘me'l‘\ome study progi:ams
with indefinite time limits und little extemai encouragement . - The likeli-
hood of a high retention ra'te' 1g associated with a carefui match hetween
participant aspirations and program characteriaticé, participant's level of
education, participant's investment in the program (monetary and psychic),
aud" ghortness of program. Outside influences such as family problems, work
'Tc}ohfuctc,' aad dis:lntetest. or discouragement by friends tend to lower the
retention ta.te.. Influences such as liking for learning activities and
faciii'tatora and participahts, and a sense of accomplishment, tend "to
increase the retention rate. In general, about half of the participants' vho
w'it:hdraw before successful completion, do so for reasons unrelai:ed t:d the
 educational program. This reflects the higher priority that most adults
assign to responsibilities in family, work, and community than to educa=
‘tional participatior., Some programs have flexible scheduling arrangements
to accomnodate these compuiing demands. In some programs, tactful reminders
to those who miss 8 session help to express interest and raise tetention.
Records of retention rates can be: used diagnoociéally. It. takes just aﬂ few
uinutes to write a few post cards or make a few. phone ¢alls each week.. 1f

‘a program has a much lower ystention rate than anticipatéd. program evalua-

‘tion procedures should be used to f£ind out wity and to make program ﬁprovmnt:s
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if possibie. Detaiied informatiom from a gample of former partieipaota
who .dropped out can be used by a facilitator to identify changes he might

make to increase the retention rate.

Setting

t

‘ Effective learning_epiaodes for adnlta are not planned and con~
ducted in the abstract but occur for specific learners, within the context

of opecific times, locationa, and circumstancea. The facilitation of adult

leerning 9hould take thia setting into account. In doing so, attention

should be given to characteristica of sponsor, other participante, scheduling,

and the aetting in which increased competence is to be applied (Houle, 1972

Rnowles, 1970; Faure, 1972).

Most adult learning'epieodes that entall a facilitator also entail

a gponsor such as an educational institution, an employer, a professional
aaeociation, or a religious iostitution. Such a aooneor hae reeources,
conatraints,'and expectations that should be coaaidered by a facilitatgr.
The resources include resource peraona regardiug both content and procesa,
educational materials and equipment such as books, films, and audio tapes,
facilities such as claasrooms and laboratories, and opportunitiee for
practicum experiences. Facilitators should be aware of the available
resources so that they can select t;oae resources that best fit program
objectives and learner characteristics. Spoﬂsora also'imoose constraints,

such as location, timing, admiasioos requirements, and minimum standards

for successful completion. Pacilitatora should consider such constraiﬂte

80 that they do not umnecessarily rescrict program development. Spor. ‘or

expectations are reflected in public statements, program priorities, aff

selection, as well as in statements of program objectives, Theee expectations

e




can serve as guidelines for the planning or modification of a specific
learning cpigode.

The characteristics of the other participants ptovide-another |
important part of the setting for group learning activities. As the dumher
of other participants increases, so déea the program complexity for the
facilitator, but so algso does :he_raage of resources that the 1n¢ividua1
ieatner hés potentially_availablé from the other participants. Ehg raasg of
iﬁdividual dl.fferences within most adult grﬁups is great. and becomes»éieater
with age, at least until ;gé sixty. These differencea 1nclude wost charac~
teristics related to learning 1nc1uding leatning ability. intereats. tempera-
| ment, televunt expertence. level of education, and recency of education. By
' use of selecéion ctiteria and by use of sub-groups of.sinilar barttcipauts,

a facilicator can increase the sinilaricy of the adult participants with

" whom he works at a given time. nowevet . for soue programs in which pareici-
pants can learn mudh from each other, it may be deairable to increase the
range of 1nd1v1dual differences.

The ae*ting often includes nestrictions or traditiona togardins
sché&ulinz. When this does occur, it cenda to specify a sequence of
leatning episodes within vhich the cotal educational program is pianred.

For example, in some agencies. a geries of abouc fifteen weekly aeasions of
three hours duvation is almost standard. In centers for concinuing_educqtion.
the three~day residentiul éonference is cypical. When the total time |
'allocation ia get, this "gtven" tends to specify the objectivas that are.
1ikely to be achieved in the available time. Even when che toeal tive is

not set, a balance is usually nftuck between the benefita that can be achieved
in terms of brédath and depth of coverage, and the costs in;the form pf.

time spent by participaneé and facilitéeors.

mr,“
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Some continuing education programe take place in the same setting
in which the participsnts can.apply what they learn. Exawples include on-
the~job training, organization development p;ograme sponsored by, employers
for their employees, an educational program for residents of a home for the
aged, or a clinical seminar related to an action setting. Especially in
such instances, a facilitator should carefully analyze such settings as

a source of needs, evaluation of progress, and evidence of accompliehment.'

Setting Objectives : W e
BN S

The facilitation of ad&it iea£hiﬁg is more likely to be effective
1f there 1s at least mdéerate simiiaticy betweeh the eepirations of the
learner and the purposes of the facilitator. The.aeCting of educational
objectives is the proceeé by which'e:satisfaeeofy congruence of expectations
is achieved. | | | |

Most adults enter a learuing episode with some aspirations and
expec*etiona. One function of a facilitator is to help the learner to
conslder the range of educacional objectives ftom uhich to eelect those on
' which he will focus. The facilitator is often avare of objectives that the

. oi’:
learner may eventually recognize as more important to him than the objectives

that brought him to the learning episode. A helpful way to encouregeIZﬂe
learner to consider 4 wider range of objectives is to discuss the possible
outcomes or benefits that the learner anticipates along with the exﬁectations
of other learners in gimilar educational programs. In a group session,

this can be accomplished by the prbcees of agenda building. The pefticipants
and the facilitator each mention the topics that they would like to discuee
or the competencies that they would like to acquire. The resulting lisc tende

to be broader than any one member of the group would have produced.

b




26

‘Such’'a liat of topics or shjectives is usually more éxtensive than

the time available for the learning episode so some selection is needed.

In the proceas of agenda building, ‘the list of topics or objectives can be
reviewed with the group  of learners and those topics selected which ave of
the greatest intereat for the most participants. 'Other criteria that a .
facilitator might use in the'aeléction”of ocbjectives include the purposes
of the spongor, the prior experience of the participants, the opinions of
experts, and his own convictions about the relggive importance of topics and
objectives. Two benefits of heavily involving participants-in this process
are that they.gain éxper#ence in the getting of real;stic objectives, and '
that they are moré 1ikely to have a strong comitment to the Qchievengnt of
the objectivea. | A ) | |
A clear atatemenc of educational objectives reflects the behavioral
chaﬁgea that the learners expect to experience. In some instances, the
clarification of the ways in which an adult wants to change and a commitment
to do <9 may be ehe main ingredient in making the change. Behavioral objec~
tives teflect boch the content that the learnet will learn more about (real
egstate practiceg, food prgparation, weawing{ or phi;osophy) and the type_pf
behavioral change that ig to occur (apprectitién. familiqr;ﬁy. understanding,
analyaib. skill). if the educational objectives are clear at the outset of
a learning episode, the learneé can be more gelf directed in guiding his
own learning activities. |

It is appropriate that objectives change during the course of an

educational prograwm. The Learner is eﬁgaged in a search for neaning. Ag he
learns more abéuc a topic, his new insights can éauee a shift ia the focup
of his learning interests. An effective facilitator ghould periodically

encourage the legrne?s to consider their educational object;wes a8 they
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proceed. This is especially 1mpo§tant for léégér educational prbgrams
that consist of a series of learning episodes (Tyler, 1950; ' Burton, 1958;
DeCeceo, 1968} Houle, 1972; Knos, 1973; Rogers, 1971). ' v ' ¢
vty . to . T e . A ‘.f'...‘!', ey

' Learning Activities’

There are many learning activities from which a learner and a
learning facilitator can select. Ihe.aelecﬁion}depeuds on the educational
objectives, learner characteristics. and the shifting emphases that should
occur as part of éﬁe flow from the,bég;gping to the middie to the end of a

y learning episode or series of episodes. This flow should typically reflect
the desirability of modifying old habits and gaining commitment to change
at the outset, achieving change during the main part of the episo@e. and
develoging commitment to mainggpaﬁue and use of the new competence asvche

)icuhnﬂnapgop'of the program. AThisteq;ion of the essay contains brief

‘?ﬂescriptiong of a few types of learning activities. .All of them emphasize

_the relating of new learings to adult experience. They vary, however, in
the purposes for which they are beét suited. The seminar is effective for
the rigorous analysis of ideas. The worlishop buiids well on the experiences
of group members. The case study facilitates analysis of process. EBuzz
groups provide a quick way to obtain a listing of preferences, reactioms,
or queseione. Role playing provides an opportunity to experience and analyze
both the dynamics of an interpersonal situation and the feelings that are
aroused under these circumstances. Seupttivicy training helps the leamer
to better understand the way in which he functions in group settings. The
in«basket procedure provides a standard exercise for the analysis of decision
making procedures. Facilitators of learning are move likely to select the
most appropriate method 1f they are'familiat with the available range.

Q " 4
C . ”ué:‘}
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, Adulgs éeek to achieve educﬁtioua;'ob;ectives within four typgg‘
of settings in which the teaching~learning transaction oqcugg..indivygqgl;
groun, orgamizetional, and community.. The individual setting includes
correspondence study, R.T.V. courses, and one-to-one coaching or couneel;ug.
The temporary groug setting includes the typlcal evening class in which
adults without previous contact asgemble for the_class each week and at the
end of the course go their separate ways. The organizational setting
includes in-service training for work groups in which the prior and subsequent
working relationships between the ledrnérs have a major influence on the
program. The community setting emphasizes working relationships between:
‘different orgenizations and segments of a neighborhood or community.  Within
each of these four settings, the balance of responsibility for plahning and
directing the learning experience may'rést with the facilitator, or with the
learmer, or at some intermediate poifit of ahared responsibility, In combina=
tion, th-se two dimensions of setting and locus of responsibility provide a
basis for the classification of types df”teachingéleatuing transactions that
is provided in the following Table. The ‘Lllustrative methods in each of the

cells of the matrix do not occur exclusively in that catégot9~bgc instead

. typify the characteristics of the category.




Table: CLASSIFICATION OF

CONT INUING EDUCATION.LEARNING-TEACHING METHODS

SETTING (Primary responsibility for planning and directing
_learning activities)
Category LEARNER LEARNER FACILITATOR FACILITATOR
(facilitator) | (learner) ' L
INDIVIDUAL ' PR PN , '

Interperd group non~directive | supexvisory Psycho=-evaluation,

sonal visits counseling ..coaching 1, demonstration

Mediated . self direct;—jtiibrary veadeéjf;orrespond- 1tﬂow--;o-do-:lc

print ed reading advisory ser4 ence book
on topiec !| vice .. §.:, course e
Blectronic select re~ - ! film forum T.%, course .| T.V. course,
| lated films, with materi- no materi-
" TV, pro~ | alg, phoning | . als
grame ‘ i
TEMPORARY ﬁ
GROUP _
Small studyr= brainstorming, k case study, lecture~dis~
SR - éiiscussion seminar, role play cuseion,
workshop - process
demonstration

Large’ problem | 1istening pan~ | lecture-ques~. '{ lecture, forum,
clinie, buzz! el, lecture tions, inter-  panel, sym-
groups from problems{ view resource . posium

presented person
ORGANIZA= :

Small informal 'staff meeting |training ses-= | discuss manage-
staff study ;| series on or-i sions for ment consult~
groups ganizational | work teams ant's
st t  problems’ Ly . recommendations

Large organizational educational action menbers react

s gelf study  community ‘research to proposal
i development, : for oxgani=
i organiza« zational
tional cone- change
ference
COMMUNITY : |

Swall cotmunity ‘action - " |demonstration technical brief-
problems | seminar project ing of come
discussion : | . aunity lead-
group i ers on issue

Large field trips to!tesult demon~ {community lecture series
other seg~ : stration survey on community
ments of problens

o conmunity




Most Tearning epiendes include the use of some educational
materials. In some episodes, such as a correspondence couxse lesson Or a pro-
grammed fnatruction chapter, ingeraction with the materials constitutes the
main vehicle for iéaxning.. In some episod«a, such as sensitivity trainins.

the emphasis is on 1nteraction with other people. In theae episodes
educational materials, such as orientation sheets or reaction fotms. perform
a supplementary function. Peraons who facilitace adult leatnina can use
educational materiala to develop and focus 1nterest. to agssemble pertinenc
linformaeian.to which the learner cza rafer, to help to structure practice
and yYehearsal activitiee. and to ﬁasist the learner to visualize or con~
ceptualize the basic parts of that which is to be learned. Educatioual :
wmaterials ahould cl:arly convey the basic ideas without extraneous and
sometimes confusing detail, and they ahould allow 1ndiv1dualization. One
way to achieve 1ndiv1dualization is to ullow the leatner to gelect itema that
. are especially relevant. Another way is to use materials in relation ﬁo a
tucofial role such as coaching in which the tutot helps the leamer to
~adapt the materials for his own‘use.. Péraons who facilitate adult leaming
should plan educational materials so that the legrnet has greater freeéom
to ie;rﬁ, not lesé. | a | |

A main criterion for the selection of learning activities is the
see of educational cbjectives to be achieved. *For example, if the objec-
tives predomtnantly entail acquicition of 1nfotmation, then the learning
epieode should include activities such as discussion or teeting to discover
the learner's existing cognitive structure related to the topic and viewing
a film or reading-a book so that the learner can build new information on his
currant knowledge. .If the objectives are predominantly skill development,

then the learning episode should include activities such as simulation or
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coaching so that the learner can practice the skills he is trying to

develop., 1f the objectives are predominantly attitude change, then the

. learnin; episode should include activities such as discuasion or role playing
8o that the learner can expiore his feelings and those of others in a
climate of stimulation énd social support thac 13 conducive to change of
actitudes. Persone who facilitqta adult learning shouad vaderstand which
types of activities cend to be mbsc effective “fo¥" the achievémant of

various educacional objectivea and Help thé learners to eelect those ' o

. activities that best serve their purposes. i LR
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.. SEMINAR: : RN

As an instrument of amall-group learning, the seminar makes two
basic demands. that each member contribute materials repreeenting his own
original chought oy research. and that the group utilize these materials
in an act of cooperativa zeflection. The seminax sometimes requires
individual research, the leas formal seminars Wh~-u sometimes bring

together people of high status in science or politics. often r,k their

members to contribute papers which eapreas a range of opinion on a particu—

~— . A

lar issue. .
As an educational tool, the seminar provides a first-rate

opportunity for giving learmers practice in complex cognitive skills. Two

of these objectives are perhaps particularly suited to the seminar form:

problem~solving and the improvement of perspective. The climate of small~

group deliberation favors the discussion of a particular problem, a process

vhich is improved when a participant contributes a preliminary analysis

and a personal judgment. In the second instance, if each of the

participants is working on aspects of the same area, the group has

available over a period of time . a wider range of viewpoints than any one

of its members had previously been forced to consider. The opportunity

for the learning facilitator to help the group construct an image of a

broad judgment scale which includes ail of their judgments and to lengthen

it further by inferring positions which are not present within the particular

group, is an obvious ad extremely valuable one (Miller, 1964, p. 98, 99).




WORKSHOP

" A'total workshop should be divided into small groups based upon
the interests of the participants., An effective interest group is made
ué %f eight to twelve adults. They are assembled because they want to .
wd}k on the same gemeral problem, although the specifics of what they are
going to do remain to be establizhed. The general problem has been evolved
from them. This is of the utﬁost jmportance even if the facilitator knows
4'frcm the beéinning what general area would emerge. Everyone in the group
is there of his own free will, The group lie joins is up to him. He is
| allowed to work alone if he insis:sa The situation is so arranged that the
specific group goal is worked out by those who hope to achieve it. There
is an opportunity for each participanc‘to make his unique contribution to
the good of the whole, and to assume responsibility for it. There is
opportunity for planning, so that vﬁatevér each participant does will make
sense to him. There is a chance for leadership to emerge, not only in. the
one or two people who assume the chairmanship, which is a superficial
evidence of leadership, but among the whole group. For each will be leader
when he has a unique contribution to make, and each will bE'follcwer when
he learn: from anothet. . " i e
Ordinhrliy the group chooses a chairman and a: recorder. It 18
not always nécessary to have 8 chaitinan, and groups have tiéen known to
succeed well without one. The smaller the group and the better its members
know each other, the less likely are they to need a chairman. If the grbup
is large, the members knowm to eachlother little, and the problem amorphous,

then the choice of a chairman is essential (Kelley, 1951, p. 28, 29).




CASE STUDY

The case is particularly appropriate for study in personal and
social problem areas. The concentrated analysis of case materials r?payglthe
effort necessary to develop good cases. Case materials used for p:gc;ice
in applying principles do not require a high degree of conplexigy:agd nay
often be constructed out of events reported in news stories or may simply
be contrived instances.

Recent adaptations of the case study method in business education
have stressed improving decision-making skills. Participants can be
- assigned the task of constructing a case of their own by selecting a relevant
incident, gathering data about it-through»interviqwc and - documentary research,
and tracing the natural history of a decisjon with which they had some
commection. .Some decision-making cases often turn out to,bé useful only
by providing an opportunity'eo examine the role of power relations in a
particular situation. To avoid confusion it is best to preseat them’
as such in the first place.

Case materials often provide dramatic examples of value conflicts,
which enable a group to think through the structure of values embedded in
a situation without the confusion produced by their own.ggovinvolvement.

Por this purpose, even the simplest outlines of a situation are sufficient

to produce lively and useful discussion (Millex, 1964, p. 102, 103).
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BUZZ SESSION

L '..l...} :l

A buzz session consists of an audience divided into several small

groups, meeting simultgneously, to discuss a topic or perform a task assigned
them. The small groups (buzz grouési meet for a relatively shore time and
for uncomplex purposes--eueh as dedeloping one or two questions to put to a
speaker., ‘

| During the meeting, the cheirmmn{

a. Explains the purpose of the buzz session and how the audience is to
be divided, asking the audience to begin discussion soon after greupq are
formed, ° ) |

b. Helps to divide the audience into groups of about 5 to 15 persons,
the group mesbers facing each other in a:circle; * |

€. Suggests that group members gpend e"minute‘or two to get acquainted
with each other: | Ve ﬂ

d. Sees that each group appoints a leader and a recorder;

e. Restates the assignment-exactly what eech group 13 expected to do
and the length of time for diecuseion (about 10 to 20 minutes depending on
the circumstances):

£, Keeps the agsignment simple-~"develop one question,” or "agree on
one disadvantage," or "make two suggestions";

g. Instructs the groups to begin discussion and cautions them about
allowing one or two persons to dominate the discussion;

h, Gives a warning two minutes ﬁrior to ending the discussion;

i. Stopd the discussion and reassembles the audience;

3+ Allows the recorders a moment to edit or re-write the contributions
of their respective groups; |

k. Has leaders or recorders report their contributions to the total group

(unless other plans have been made to make use of these contributions) (Bergevin,

) 1963, p. 193). .
'¥ £6




ROLE~PLAYING

Role-piaying 18 a sponténecus pbrcrcyal (acting ohc) of a situation,
'condition, or circumstance by eelected menbers of a lcarning group. Role~-
playing emphaeizes relationships among people. Role-playing is done by
members of the learning group who try to ‘portray typical attitudes, ‘rather
than by persons having special acting abilities. After a problem or situa-
tion has been illustrated by role-play, thc learning group discusses and
1nterprets the action through the use of another technique such as group
discussion. An oucctandihg fccccre'of role-playing 1s the emotional icpact ‘
that comes from observing or taking part in a dramacic presentation. . The
'rcle-players. and those obeerving chem. usually ccme closer to an actual
experience of the feelings and reactions connected wich the problém or
gituation- than they would by rcading or hearing an accounc of 1c. Role~
playing is elpccially valuable as a technique for getting people in a
frame of mind for seli-examinatton (Betgevin. 1963, p. 135).

e | “w'e
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T GROUPS OR ENCOUNTER GROUPS FOR SENSTTIVITY TRAINING

The first major purpose of the T Group is to help individuals to
learn how to learn in the areas of self-understanding and relationship with
others. The T Group builds on the concept that leaming about self and
about others comes best from experiences with others and the analyaig gf
these experiences. Analysis of experience, however, requires access to the
data about the experience, much of which lies in feelings and perceptions
which the individual should recognize and understand, Some of these data,
hewever. are in the paoaession of others-~their perceptions and feel:lngs
about a given situation. Learaning how to make these data available so that
the individuals and the group can learn from them 1s a major task of the
T Group. Rach participant should invite and utilize help from others end give
lielp in retum. - | . -~

Thus, the f;rst two i‘ Group goals of le-aming bett;r how to leain
from continuing experiences and leaininmg hiow to give help to others in their
learning and growth experiences are interactive and reciprocal. The third
purpose of the T Group is to develop skills of effective membership. The
raw data for leaming. these skills are the actions the eroup take; toward
its goals. As the individual in.vest-s himself in group membership, he learns
better how to give and accept influence 'and how to work with others in
creating a climate that encourages collaborative problem solving and a pro-
cess by which it can take place. In so doing, he creates conditions for

learing about himgelf and about others, about the processes of continued

learning, and about ways of helping others to leam and grow. He is
learning how to become a more effective member,

The unstructured T Group is the crucible in which learning goals
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* . T GROUPS (continued)

can be real:lzed.. Through a ‘living and very real experience in earning

and bestowing membership and through’ anaiyz-ing this experience, individuals
davelop sensitivity to group processes and o individual behavior. In so
doing they are developing skill for continued learning and for continuing
help to others. And they are learning about membe‘rs.hip- behavior aﬁd group
process. The integration of these purposes and their interactive influence
on one another comprise some of the major purposes of the T Group (Bradford,

1964, po 213”215)0
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IN BASRET SIMULATION

An 1n-baaket simulation conaiets of a set of taiks which preaent
realiatie problems of problem solving and deoiaion making that ave typical

of adminiatrative behavior. The learner is asked to assume the role of an
iy

administrator who haa been away from his desk for a week and retums on a
Saturday morning to find a packet of materiale (letters, phone measagea,

reports, etc.) that had aocumulated in his in-basket during the week. The
CLdt
number of hours to be devoted to the in-basket simulation as a part of a

continuing education program, 19 uaed as a guide to the amount of materials
. to be 1nc1uded in the indbaeket packet and the amount of time ‘the learner ;s
told he 18 to be 1n the office oa Saturday before going out of town again.

| Before beg:nning the simulation, the rearner is given a briefing
on the organizational eetting 1n which the hypothetical administratot works
ineluding the key people who will be referrad to in the simulation. The
learner then has to decide how nuch of his simulation time to use to skim
through the paeket, which 1tema to attoa& to and which to set aside for e
week, what the major problems are, whieh 1tema in the packet are relevant
'to the problems, what deoisiona ghould be made during the simulation period,

i
what to write to whonm to let them know about the decisions, and which items

' H V!

to forward to other people to ask them to make a decision or to obtain more

6\

1n£ormation. In soheduling an 1n~baaket simu tion as part of a continuing
education program, at leaet‘twice as much time ghould oe devoted to analysis

and diacuseion of the learner's performanoe in the simulation as he spends
{

on the simulation tasks. In a typical eimulation, an fiour 1s apent on

briefing and orientatioo, two hours on the simulation itself, and three

hours on analysis and discusoion. Some simplified in-basket simulations have

40
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IN BASKET SIMULATION (cong?nued)

been conducted entirely in a few hours and some very detailed simulations
have gserved as the core of a workghop and have eotailed more than eighty
hours, | o - | '

A variety of in-baeket simolation:peckets aed related oriefing
meterieie have been prepared and have been reoorted in the literaturezdurins
the past decade on the preparation of school admieistrators. The oreparation
of a new in-baskct simulation packet entails.the following.Step s eoelyeio
of the selected administrative role. identification of some typical adminise
trative problems, development of gpecific incidents based on the problems.
‘preparetion of items (memos, reports. messages) from the incidents, prepera-
tion of briefing and orientation materiele on the organizational setting
and personnel, and preparation of guidelines for analysis and discuseion
of the decieions made by the learner in the simulation. . |

A major advantage of an 1u-basket simulation is that ell learnero
'who use a8 specific eimulation packet are confronted with the same situation.
This allows direct comparison between a lecarner's epproech aod the approaoh
of'other learners., A eingle learner can go through.an in-basket simolation
by himeelf-and at the enalysis'etege compare his own performance with
descriptions of the performance of other persons who have done 80, In uost
instances, a small group of learnere work through the aimnlation together
and one of the main benefits is the opportunity to diacues together rarioug
_approaches to decision making and reasone for the actione that were taken

(ﬂemphill, Griffiths, and Frederiksen, 1962, pp. 46+56) .

1.'} ’?c,
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" The foregoing brief descriptions of learning methods illustrate the
range from which a facilitator of learning may select in proposing a plan
to a group of adult learners. A facilitator who works with adults on a
tutorial or coaching basis can modify some of these methods for the individual
getting, In addition to the selection of activities that seem to be best
suited for the achievement of the objectives, a facilitator of learning
should also consider the fit between activities and learmer attentiveness.
In doing 80 he can take into account both interest and progression (Knox,
1968) . Interest is increased by building on the types of activities with
which the learners are familiar, by creating diversity to increase interest
but some unity of direction to achieve coherence, and by some change of -
' pace. Progression is echieved by building rapport and recognizing needs
“‘early in the developmental sequence of learning episodes, achieving change
In behavior in the middle of the sequence, and emphasizing application and

"' support for new learnings in the later episodes (Knox, 1973).

Organizing Learning Activities

_ Atter the selecticn of learning activities that fit both the
objectives and the learner, the next step is to organize the learning
activities so that the 1eerner progresses weii through them and achieves
the objeotives. This organizing process of tpe mentor role is_as mucp‘
aesthetic as scientific. The scientific aspect includes generalizatione

| ebout the conditions under which learnere in general learn most effectively.
T;e aesthetic aspect includes attention to the conditions under which specific
. learners will be encouraged to engage in the learning activity. In doing so,

‘the ioatner should congider both the way in which he prefers to organize the

Q . [} {,‘;
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sequence of learning episodes, and the main factors that contvibute to
-effective learning by adults. o

Adults vary greatly in their learning style and these variations
are pértly associated with peraonality. An adult is likely to leara more
effectively and to persist longer in the series of learning episodes if
the organization of learning ahtivit;es fits his preferred'learning-stylé.
Some leamers have a very orderly and explicit and initiatory learning
style, some depend heavily on external authorities to set_goals and provide
. structure, still others have «n intuitive and almost groping learning style
that seems disorderly to others. Because of the great variability in
characteristic learning atyleé, it is well to encourage learners to reflect
on their previous. approaches to learning that have been most satisfactory and
satisfying and to incorporate major elements of those approaches in the way
in wvhich they organize their own learning activities. There are, however,
three principles that might be comsidered as the learner makes decisions about
the organization of his learning activities g0 as to optimize progression,
application, and gratification.

" The first principle of organization is progression (Tylér. 1950,
P 62-643; The achievemenﬁ 6£ educational objectivés ﬁypically requireg
persisteﬁce in.leafnihg activities over a period ;f timé. Péiaiéﬁenee is
n@re 11ke1y if the learning'aét1§ities have:a sense of éoherence anq éeguence
and forward movement, in'coh;rasc'with brief and unrelated léérning.gp;sodee.
A useful day for éﬁe iearner to achieve continuity and ﬁegsietenée énd-
progreeﬁion in leaming aétivities is ﬁo select.a theme of personal importance
 to usélaa an organizing prinéiple. Thé pitne abuncee~a£ aﬁch thémaa are
those areny of life in which there are major gaps between current pegforiance

and the performance toward which the individual aépirea. Such gape are likely

169
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to occur when adults cope with role changes such ag starting a'new job,
youngest child leaving home, move to a'fied comhunity, or retirement. At

" the time of such change events, the changed performance to which the adult
aspires can gerve as a convenieﬁc,refeience point for planning. The per-
formance of persons who are now doing what the learner wants to be able to:
do ‘can’' bb analyzéd 'ind ‘divided into components to be mastered by the
leamner. Sometimes it is best to work backwards from the final performance
to the main componen%s upon which it depends. In' deciding on a'series of
learning episodes, decisions should bé made about which ones are the most

" useful prerequisites for other episcdes. !

The second principle of organization is application. ' In continuing
education, thé main reason for behavioral chenge is to be able to apply the
increased competence in the form of improved performance. The likelihcod
" of application is greater if new topics are studied in relation’ to the
context in which they are to be applied. This concern for application is
{mportant, regardless of whether the emphasis is on the acquisition of
organized knowledge, on improvement of action in daily life, or bon inter-
relationships between knowledge and action.” In one approach to the organi-
zation of léérﬁing activities, the focus of the educative activity alternates
between study of adult life activities and study of relevant knowledge.

The learner' initiates the series of learning episodes either witﬁ the
identiftcation of aki adétion problem or with information from literature or
pum@%ﬁh&%%ﬁt&aw&%hpmumuTMsmuweufuumdw
epiaodéﬂ'in which the learner studies several areas of organized knowledge
that scem to be most useful for a better understuanding of the action problem,
and théh uses the resulting insighte to vedefine or further specify the

probiem, With the greater specification of the problem, the learner' can
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proceed to seek information from the litgrature or from peers or. from his
own records that suggests altermative golutions to the problem., The
specific problem can next be examined as a basis for deciding which solution
seems most applicable. Again litetgture and records can be consulted to
help develop a detailed course of action to achieve the solution. In the
process of implementing the solution, the leamer can reflect on progress
and make .adjustments as called for with a diagnostic problem solving |
approach to the organization of learning activities. In this way, the
learner's continuing search for meaning and understanding alternates
between study of the action problem and study of organized knowledge related
.. to the problem (Knox, 1973).

The third principle of orgenization is gratification., To be sure,
1f & learner perﬁ{ste in a relevant educational activity, it is likely, that

he finds the experience gratifying in some way. But in what waygl_The;e.;s

| mountiné evidence that a¢ults who participate in the same continuing ‘
education activities do so for some quite different reasoms (Houle, 1972;
Tough, 1967). Although people participate in important gctiviciés_for
multiple reasons, one or perhaps two typically predominate.,. Some of the
dominant reasons are expressive and the benefits to the participant are
directly related to the leaming activity itself. ZHExamples include interest
in the aukivet satter content, enjoyuent of the learning activity, and inter-
action wite other people who are related to it. Some of the dominant reasons
are instrumental and the benefits to the individual are reaslized as he uses
the learaing outcomes to pgp§eve external purposes. Examples include use
of increased competence to achieve a personal goal such as through a career
change, and uge of increaged understanding to help others. The learner can

use this principle to organlze learning activities so that they:.provide a
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sufficient amount of the types of gratification that are impbttant to him,
Someone who facilitates adult leaming can use this principle to.help the
learner to teflect on and to emphasize the types of gratification that he
wants to obtain from the series of learning episodes.

The learner can also contribute to the effectiveness of the learning
activities in which he engages, by performing the aspect of the mentor role
that takes into account conditions of effective leaming. The 1eerneq.may
consider con:ditions of«effective learning when he reviews his learning
nlan;'and'also from time to time when he is engaging in the learning act.
Listed below are some of the major questions that a facilitator might ask
a learner in order to help him decide if there are additional ways in which -
he could modify the orgenization of his learning activities so that they are
mnxe effective.

1. Has he assumed sufficient responsibility for the major decisions
o about his educaticnal needs, priority objectives, content |
emphasis. and types of leaming activities?
2. 1Is the organized knowledge to be studied relevant to the solution
of action problems? S

S PR

3. Does the context in which the learning is to occur sufficiently

h

tesemble the vontext in which the changed performance will occur?
4., 1s there sufficient provision for Eeeabeck so that he will

receive knowledge of reaults?
(ol

5. Arve there cufficient intrinsic incentives and satiafactions?

'ht v

6. Ie the phyaical and sccial aetting for iearning at least

nininaily conducive to euccees?

R '“

7. HRave crucial external educationai resources been utiiized?

1

3 k.
et




In planning and conducting educational programs for g :oups of ..
aduitoo a facilitator of learning uust decide on the amount of structure and
organization that is appropriate, and how readily to make changas as the
program proceeds. For many leaming episodes it is helpful to have some .
5pien. but to Yeview the plan with the learners. The outcomes of early
episodes in a series often have implications for subsequent epiaodes. As
plans are reviewed and revised the plenning process is intermixed with the
procedg'of'oonducting the educational program. It is for this reason that
the phrase "program development" includes both planning and conducting -

leaxning episodes.

Evaluation Procedures

Self directeduess iu moat activities requires objectives and‘ “
conviction and effort and algo evaluation. Without £eedback from evaluation
the individual has ditficulty knowiug whether or not he's making progress,
Knowledge about progress encourages perseverence. Knowledge about inadequate
progress provides the basis for making chauges to improve progress. To
evaluate progress, it is helpful to know whete you are and whete you're
_ aping.and to have some standards by which to judge whether the changes that
oceur conotitute adequate progress. This applies especially to the function
of evaluation in oontiuuing eaoeatiou. .

Ny Bvaluation consists mainly of two activities. aescribing and
judging. The faciiitator who wants to evaluate adult leagning should
prepare three descriptions. One is of the curreut charaoteristice of the
educational activity, A seeond deeotiption ie of the intentions regarding

the educational activity. The third 1is of the standards that are useful
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to interpret any disparities between intentions and actuality. The gstandards
can include normative data snd descriptions of the performance. of adults ,
who outstandinély achieve the objectives.

o In the evalﬁation of an educational episode or series of episodes,
each of these descriptions might helpfully be divided in three parts. One
part is the inputs at the start, such as his beginning.level of competence,
available materials, and amount of time allocated for education. .A second
part is the e&ucational process. The third part is the educational out-
comes, such as knowledge, skills, attitudes, competence, performance,
and benefits to others at the end of the educational activity that might be
attributed to the educational process. |

Judging consists of making two types of comparisons. One is-
betweep intentions and actuality. This comparison helps the learner . .
recognize how well his plans measure up to his performance. He may
discover that he intended to spend twentyehouré on a learning episode but

actually spent thirty. He may also discover that he intended to divide his

‘learning time about equally between reading and discussion with peers but

actually spent all of it in discussion.. The second comparison is between
the gaps that he discovers between .intentions and actuality, and information
about the educational activities of other people that can serve as étahdarda
against which to interpret the changes that occur for him. He way dis~ -
cover that a small change in his competence is.more than moat-persone 
accomplish through continuing.education. -Henﬁay find no gap between his
performance and his intentions, but discover that both are far below the
level of performance of most of his peers. His problem may be:a low

level o£|aspiration. SN

The reason for evaluation is to maeke judgments aSout-effancivenees
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of the educational activity so that the conciusiona can he used to 1mprove:
the educational activity. The major gaps between intentions and accuality%
indicate points aﬁ which the learner can concentrate his efforts to 1mprov§
his educational activity. The comparisons between gaps and standards
indicate the types of efforts that need to be directed at the most 1mpogtant
gaps, such as chenges in level of aspiration or changes in methods. The-:'
descriptions of current circumstances indicate the foundation upon which
improvement efforts can be built. The learner can use the resulting .
concluaibns to continually improve his continuing education activities so
that their benefits are greater than the investment (Knox, 1969).

The evaluation component of the mentor role 1s at ‘once compre~‘j
hensive and selective. The learner should have a procedure by which he'can
qutckly'obtain a comprehensive view of how well his continuing education
efforts are progressing.. He also needs a procedure by which he can evaiuate
in some depth those aspects of his educational activity at which the results
of evaluation are likely to lead to the greatest iqgrovemeuts-in the
educational activity. The improvements in how much he learns and is able to |
use should be well worth the investment in evaluation. For the learner,
educational evaluation is the continuing process that he uses to make -
Judgnents.based on evidence about the effectiveness of his continuﬂng"
education effort, in ways that encourage and facilitate his use of the
results of evaluation for the improvement of his educational effort (Knox,
1973), Most of this evaluation he can and should do for hingelf. At some
points, he will benefit greatly from a more objective contribution by others.

¢ Listed below are 18 steps tnat a facilitator of adult learning
might follew 8o that he and the learner can obtain a comprehensive overview

of a learning episode.




1.

2.

3.

be

5.

6
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8.

9.
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Describe expected inputs (people; time, materials).

Describe actual inputs. . What were the inputs of time,: people,
waterials, money, and other educational resources that were
actually used during'thé educational activity? (For some
episodes, pretest results caﬁ indicate what the learner kanew about
the topic at the beginning of the episode.)

Describe external standards related to inputs. What inputs do
peers allocate to similar types of continuing education efforts?
What inputs are recommended by experts?

Compare expectéd with actual inputs. Did the learner's plans and
intentions work out as expected? Whete were the major gaps
between expéctation and actuality? | BT

Compare the intemal gaps between expected and actual lnputs with
external standarde regarding inputs go.comparable educational
efforts. 1s there 1nformat16n-availab1e on comparable activities
to yse as standards to interpret personal experience. If so,

how does the learner's experience comnafe?

Describe expected process. In wnat ways does the learner intend
to interact with learning materials, iother people, and the other
educational resources in order to achieve his educational objectives?
Describe actual process. What were the learning activities and
relaced.ﬁioceduree that actually occurred?

Describe external standards related to the learning process.

What do peers do when they engage in similar learning activities?
What processes are recommended by experts?

Cotipare expected with actual procgases. pid the learning activities

and related activities take place as expected? What gaps were there?

i

wid




10.

11.

12,

13,

14.

15.

16.

17.
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Compare the intetinal gaps between expected and acﬁual processes
with external standards regarding processes in comparable educa-
tional efforts.

Describe expected cutcomes: What does the learner expect to have
result from the educational activity? What are his educational

objectives?

+ Describe actual outcomes. What are the behavioral changes for the

leamner :and other results that actually occur? How much did the
_;earner actually achieve? - ../

Describe external standards reiated.to educational out.comes,
What rdo peers typically learn as a result of similar educational
activities? What outcomes are.recoumended by experts?

Compare expected with actual outcomes. Did the learner achieve

his educational oshbjectives to-ithe extent:to which he intended?

 Compare the internal gaps between expected and actual cutcomes

' with external standards regarding outcomes from comparable

educational efforts. e

Select aspects for more intensive evaluation. - The facilitator
should review the descriptive and judgmental information that
he has summarized for euch of the preceding fifteen eeepé. At
which points ave there the greatest opportunities to bettér
understand and improve aspects of the educaéional‘programk
Conduct intensive evaluation. All of the procedures that have
been developed for educational evaluation are available to the
facilitator who tries to lmprove the program by fiading out why
the selected aspects of his educational activity function as they
do.




18, Use ‘results for improvement of educational effort. One of the .
points at which .the learner can and must assume the primary
reeponsibility for educational evaluation is in the.use of .

: v ¢onclusions,

i

ihe anount of tine.that a facilitator of learning uili!apend on
such u‘seriee of evaluation stepe, especially the first fifteen that provide
a comprehensive overviewwof a.learning episode,lwill vary with the amount:_
of benefit he expects to obtain from doing so. The first fifteen s*eps
can be accompliahed in leas than an hour. Often, more time is spent on
obtaining an uverview of a eeries of episodes. This process can be rapid
and useful to the extent to which the facilitator of learning had placed
information ebout the descriptive steps (1, 2» 3, 6, 7, 8, 11, 12, 13) in
a folder at varioue times during the planning and conducting of the learning
epieode. He is then able to read through the descriptions for each step.
and prepare a brief summary for each step which may also include pertinent'
information he knows but had not placed in the folder. He can then ahift )
from a descriptive to a‘judgmental mode and accomplish the comparison steps
4, 5, 9, 10, 14, 15). Not only does such a comprehensive overview of a
learning episode provide a good gsense of how well it worked, it is also in
a form that is well euited to use of the conclusions for planning to improve
the next similar learning episode. ‘

o The adult learner needs to know how he is progressing and the

conclusions from the series of evaluation stepe can heip to provide the
knowledge of results that he wants. This is especially 80 for the compariaon

eteps dealing with iearning process (9. 10) and with learning outcomee (14, 15).

A learniag facilitator can aesist an aduit learer to reflect on hie own

' DA
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experience, to consider information about excellent performance as reflected
in role models and external standards, and to suggest ways in: which he would
.proceed more effectively in.the future,

Other people besides the learner and a facilitator of learning
are typically interested in the effectiveness of a series ofllearuiug
eplgodes. Examples iuclude administratora of the continuing education
'program, members of the policy board of the aponuoring organization. and
representatives of a co-apouaoring group. Theae other people are oiao
audiences for evaluation reports. When the program evaluation activity is
being planned, the facilitator shOuld decide which of these other people
constitute audienves that should receive some report based on program )
evaluation. Those who are associated with a series of learuiug episodes
can provide infotmatiOa about expectations 1if not descriptions of actual_
iprogram functioning. Wheu a facilitator interprets hia evaluation findings
and prepares one or more reports. he ahould eonsider the type and the form
of the information that will make the concluaions most underotandable to
the.persons who are to use them to improve the eootinuing education program.

The three concluding steps (16, 17, 18) may also vary greatly
in the amount of cixe that is devoted to theu iu a specific instance. A
facilitator of ilearning ehould‘be selective so that he focuees the intensive
evaluation on those aspects of the series of learning episodes where oppoy«
tunities for program improvement are the greateat. The use of an anonymous
inventory at the start of an educational program can help learner and
facilitator alike to identify the learner's ourrent understanding of a topic,
aud such diagnosis can continue Periodically thtoughout the series of learning
‘eplsodes, A simple cne or two page opinionnaire can be completed by learners

and summarized as a basis for progran modifioationa. Provision of an cpportunity




for learners to, try out what they have learned in either actual or sigmlated
tasks can also serve evaluation purposes well, Scme problems related to
program functioning are hest evaiuated by uece of someone wbo serves ag, an
obgerver and who makes notes on the way in which the program proceeds and

on suggestions for improvement. When used selectivel .o bripg about specific
program improvements, such evaluation procedures contribute to both program

vitality and greater learner progress,

Conclusion

This essay has reviewed major components of the mentor role that
a facilitator of adult learning should cbns:lder in the process of helping
adults to learn. It contains suggestions about ways in which a faciutatoz"
can reflect on his practices and identify ideas that will help him to be
more effective. The main ideas about the mentor role can be used in two
additional wayé. One is by the adult learmer himself who wants to engage
in rlédrxiiﬁ}g episodes with a high degree of seif directiog'; The other is by
persons who work with facilitators to assist them to become more effective
in the mentor role. This often occurs when the director of a con;inuiitg
cducation program meets with those who work with him as %aciliéaﬁbrs (Rubin,
1971). Some of the ideas contained in this essay can serve as topics for
discussion during staff development sessions, |

Listed below are some sugiestions regarding ways in which continuing
education program adﬁiﬁiet:ratoré' can agsist facilitators of learning to
become more effective in the ways in which they help adults'.to learn.

1., Explore the components of the mentor role as they are used by

adult learners and by persons who facilitate adult learning.




2,

3.

be

3.

6.

7.

8.
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Discuss some of the.dynamica of adult learnins'élong with impli-
cationé forlhelping adults to learn. o
Eﬁcourage those who facilitate learning to comsider their own
agssumptions about the educational needs of adults in gontinuing
éducation programs generally, and to test these assumbtions
aé;inst pércigent ofganized knoﬁledéé as a way of.bécéming more
aware of the needs that infliuence participents iﬁ‘égﬁéinuing'

education generally.

Become more aware of tﬁe getting or context in which continuing

' education will occur so thac.infbrna;ion can be obtained about

needs and progress, and so that resources can be utilized that
best fit program objectives and learner characteristics.

Understand ways to set and modify clear and realistic objectives

. that reflect the process of selection of the educational objec-

tives that have the highest priority.

. Analyze the fit between variouq.types of learning activities. and both

+- educational cbjectives and learner attentiveness. o

Consider ways in which learning activities can be analyzed so -
as to achieve progression, application, and gratification;

and so that a continuing balance is waintained between structure
and flexibility.

Recognize ways to focus evaluation activities on aspects of the
program'wheré program improvement is most important and most

likely.
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As a program administrator: uses such suggestions in staff develop=

LN

ment activities, he should use the same concepts and procedureé‘which he

proposes that the facilitators vee with adult learners. The scaff dnvelop-
nent activities should include opportunicies to alternate between action
-problema and knowledge resources, The guiding purpoae\abould be to tncreaee

competence in the concepts and procedures of helping adults to leamn.,

.,.i‘.':'
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