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Preface

Dr. Robert Smith is eminently qualified to act as editor of tais

uonopraph.  We already know him through his contributions to adult educa-

tien, notably as editor of the 1970 Handbook of Adult Educaiion while

serving as a university administrator. Since the Fall of 1974, he has
een a member ofl the Faculty of Secondary and Adult Education at Northern

Illinois University.

y

fn his introduction, Dr. Smith deftly captures both the quality of

S

each author’'s personality and the flavor of his presentation. The
) . \

comprehensive and authoritative nature of these essays in adult education

AY

P
heralds their value to the field. We are grateful to the;Adult and -
Continuing Education Section of the Illinois Office of Education for

H . ‘ "’ "
making it possible to disseminate this monograph more widely to adult
. L
educators. ‘
4 1/ . -
; i pa
John A. Niemi L
Associate Director : -
ERIC Clearinghouse in Career
Education
July 1976
, ’
i
5 ' .
; ;
iv ) .
. | |
7/ Y



Introduction

In the Spring of 1975 six outstanding leaders in the field of adult
education accepted invitations to lecture and conduct seminars at Northern
11linois University. Thé} werd givon\considerablc latitude as to choice of
topic and subject matter -- havihg only to find room under the umbrella
of "Issues and Innovations in Adult Learning." The result was a stimulating
\and‘chal]enging experience for several hundred faculty, students and
practitioners. The essence of .that experience cuan now be shared with others
through the papers published here.

Both the seminars and this publication required the cooperation of many
persons and agencies. Among the latter were the Illinois Office of Education,
the University of Illinois at Urbana, together with Northern Illinois
University's College of Cont;nuing Education, Graduate ‘Colloquium Committee,
and Department of Secondary and Adult Education. —

In our flrst essay, Roby Kidd, Canddian and citizen of the world, does
what no one can do better ~- summarizes and synthesizes a vast body of
mpterial in a lively and provocative way. At the same time he conveys a

ense of exeitement about what is being (and might be) done to forge more

seful-theories of adult learning and "adults learning."” Dr. Kidd has a
knack of motivating you to join in the great adventure by choosing one:
of the unsolved puzzles of adult learning and getting started on it
- tonight or tcmorrow morning.

Burton Kreitlow has hit upon an intriguing way to introduce tha{
formldable area. called technology. is personalizedahlstorical recapitulation
and personal reflegtions glve way to a mind—stretcnlng exercise that gently '
forces us to confront a problem that wiil not go away: how can ‘real impact -
in- the education of‘adults be derived from such ‘technqlogical giants as
"satellites?" You cannot read his essay without i}owing that the vae't
potential of "hardware" shall not be wasted —~ despite our puny efforts
thus far. o | ' .

Cyril Houle, perhaps'our'greatest generalist, can and has written

clearly and helpfully about many aspectsiof our field =- military programs,
. , v ' ‘



!
communlity development, program’deslgn, participation, and non-traditional

study, for example. But one gets the feeling that continuing professional
education must be a favorite of Dr. Houle's. At any rate, there is no area
in which he seems more at home and writes qnite so effortlessly. 'His
essay can safely be called a model for introducing the readers to a complex
"sub~field" of adult education -- a sub-field, incidentally, that is qufte
possibly the fastest growing of them 511.

We'probably should have said the fastest growing of the institutionally

based areas of adult education. For Allen Tough has demonstrated, with
world-wide repercussions, that self—directed’learning is a phenomenon so
exXxtensive and so‘pervasive as to cause us to see the organized activities of/
adult education institutions in a whole new perspective. Our field may

not have been so renewed b; a school of thought or line of inquiry since
group dynamics cartied almost all before it in the fifties. In Tough's

essay we get some fascinating asides and background information concerning
his pivotal research in_self-planned learning, together with a- look-at the
specific kind of learning project to whlch he has lately turned his-
attention. . '

Alan Knox writes for those "who have some experiences helping adults to
learn" in order-to present "ideas that may contribute to a more effective
helping relationship."” He takes a great anount of research dealing with-
the facilitation of adult learning and systenatizes it in a most useful
fashion while providing ample guidance for those who wish to turn to his/
sources. You will probably wish to read this essay more than once ‘in
order to take full advantage of rhe remarkable amopnt of information it
contains, - ) . . ,

In the final essay Howard McC1usky dexterously combines his encyclo—»'
paedic knowledge of the psychology of adults. and the focus of his recent
years (educational gerontology) to bring us up ‘to date in both areas His
historical approach to the former. ga1ns special piquancy with the knowledge
that h1s professional career spans many of the turning—points in research
described Those who have heard Professor McClusky urge.an. audience to
avoid underestimatlng the 1earning potential of the older person will not

soon forget it. s 7
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A1l of these writers are continuing learners. They practice what they
profess, Howard McClusky scarcely breoke stride when he retired. Every
time one talks to Roby .Kidd, he's off to a remote corner of the world to
try to learn something ax to_organize something. Cy houle has lately turned
his inquiring mind to higher education and its relationships with adult
and continuing education. Alén Knox is excited about continuing professional
education and about local learning exchanges. Burton Kreitlow's topic here
is one of his latest interests along witﬂ adult basic aducation. And Allen
Tougi refuses to be confined to the area where his carly success is the envy
of his péers, and immerses himself/in a variety of experimental learning
ﬁethodologies.' So, in additionbto their writings, the iives of these
adult educators can instruct those of us wiio come in contact with them.

~

Robert M. Smith Lt
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1. ADULT LE@R&{NG IN THE 1970';

J. R. Kidd
Let me start with an anomaly. Duriag the 1950's young and older
people in about 40 countries began, or continued to ingest, or smoge, or =
inject into the blocd stream, certain drugs or chemicals with the purpose : .
of obLaAniﬁh ?lLdbdrt. or escaping from reality, or L\p«ﬁdiﬂg their
consciousness. fhn cffect on publlc attention was ele Ctllu, almast it
seemed catastrophic -~ millions of pages of books and journals, thousands
of hours on film and television, legislative action .in hundreds of com-
missions and assemblies and the incarceratlon of thousands of peoplu, not

avfew to be executed. Of all that happened in the eventful- decade _

doching else caused more talk. But, serious though it was, those most
involved numbered a few tens of thousands. = . . ’ . g
Meanwhile, during the same 1960)'s, hundreds of millions of youth and
men and women in at least 150 countriles embarked on an activity with the .
purgose.of growth and devalopﬁent, G meruvemenu in health and productivi-
ty,éor resisting or eliminatiﬁg boredom, or for spi iritual adventure and
theéexpansion of consciousness. ~This phenomenon -- adult learning --
thi% extraordinary activity in which the vast majority of the human race.
tooé part, exceeded ‘in diménsion and significance the first by 2 hundred
or a thousand times -- but it rarely dfew‘éomment except in a'handful of
specialized journals, |
Nevertheless, adult education will continue to dominate in the 1970's
as it did in the past decade. During the 1960's we lived through a decade
of discord. or in W.H. Auden's phrase, in the "suburb of dissent:”
And where ehall we find Jhelter
For joy or mere content?

When little was left,standing ; . .
But Lhe suburb of di sent?

Every form of establishmenc was under censure or undet attack-’every
field of eHucation was ambushed by critics ‘loud and shrill -- except adult

. education.:

Aruitoxt provided by Eic:
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All through (he 12707s, we can exXpect & furcher enlargement of adule
f*df?i?” —= i pace and bresdri oand deprih Seme of tho reasons:
Demopraphy ~- In most countries the cehorts of onlder persons are very

much on the increase ?hile.in many countries the toral. nembers of children -

will be reducdd eirnﬂr‘in proportional ar in abca‘utw rerms.

jechaoloxv == Feo ~.ixliona of pucﬁlu there is or willi be more ryleased
ime begause of ¢ chnolo opical changes. The lop ovement of certain

-
IS

4
educatiqnal_technologies wilk nlso'prcv;dcfsigﬂifi:uét v&u xor“s of

earnine ~-_for example, Indian villages
able 50 ralk with each other by s

Taste and life-sivle —%'The hopes and_aspiratiens and tastes and expec-

tations for’rost, or at leastr many people, are 21lready resuluing in nore

chforts to educate,. train and retrain will be urgent?v needed.,

ClIEBCb for 1=arnim&, with c\ronger motivation and a}raady possessing‘me:e

~

learning skill

EconcmlcQ ~- The econonics of m03c countrics are #uch that 1desprcad

t

Survival and preservation needs -- If human oeings are ta survive such!/

real and Dalpablc threats as uar, ;amine, tension‘ between groupy,
overpopulatio' and destructfon of the environmenc, it will hﬂppen in

‘part because hundreds of millicns of people uill have~ learned to live

; e

and relate themse "es ‘1fturently ta their environmen; and :o oth<, people. i \;L,

Thci:?‘Of these needs and opparLunities is chxt the 1070'v wilx ) ‘
be a decade of adult learning of svch complexltv and advance that it may )
. be linked to the grow&h of the arts during the "Flopering of New England.,”
or of the arts, exploration and,sgatecratt in Old England at ché'time

of the firét Elizabéth; or in its range and- complexity with ‘the Renaissance

»

Era. ' S ‘ e ) . : g

, Just before his death, Abraham Hablou sald: “We are uitnessing a -
great change in chought the creation of a new 1mage of man; and socieCy
and of religion andfscienre.o This 18 not an iuprovement of somethins
it is a real change An direction altogether.‘ It 4s ds 1f we had been
going notth and are now going south instead.' The'changes in the‘direécidn

n is travelling are no more extreme than changes in theory and' practice
g

\- . .
of adult learning ' A \ ,vf).'.. ' -

i

. - PPN

In the 1970's we will, I am convinced move far along a trail that 1 i;

P Ly

’ ‘ 2 . i |\ i o ‘ . 1%
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fooTiEa T Mathiliosd (Whiidn fowiil CRpFIain N & ECTOnll.,

Lrendsréag be ﬁixed O JPPEST LD Loy 3imul::ﬂtﬁu5%yi£ﬁ opposile
directions. Sxamplest , ‘ - .
"There will be tneceased azflizatiog of cducatian for preparation and
for ddVQHu(JF}( in a career and alzo for liberal amd humane puTposes; :
) for self-expression. fﬁgrexwill be some evidenze ol $;opia-¢at£wanﬁd'fﬂz !

nen-vocarfotxl purpases, bur the uafk ethic sy he even srronger, not . -
i weaker, for wamy. ! ) R ! A . _
It 4 B

TAdulr learuﬁrw will be qndrrhi YR dilxgon:ly"or ‘hL weaning of life

o

and also for p ractical. qbillR for munaging theiz uav-to—aav existonce

"Adulr 'carﬁ~;ﬂ 411 be senkd ing solitude for gontcmn;ation and thy

release of pressure pnd»uill also be engaged in secial action end will B
) uladravdccply from the engagement. ' ’ ‘
“Aduit’ I serners, w111 band zogether to fipht ngainsz the forces that
uLt in Jlicnation and ,vg*opat‘un but also ro fight abﬂiﬂJC the iavaglon
~of privacy i

. © Hathevics _ .
Do you resent the frcqu;uc""uich wvhich in educatién new. cewés are

R coined and new slogins or new 1ada suqhtd forward u{igh ténd th ® dilute’
unders'anding and tmpedc comﬁunicac*aﬁ’ Iv-is not s% kugh new uiné\in old .&'
bortles. - Much of.Jhat has bcen happvning is no more than aew labels ; .

. L -
.pasted on old bottles contaih‘ng thc same mouthwash Qr 6talc deodorant .- - ¢

,'Déﬁ?iﬁﬂ the risk, may 1 1ntroduce yeu to a rtlacively new rerm <= -
‘Matheties. -Notice -~ MATHETICS -~ noc Mathematics -- 1 an not belng . . 5‘

Eatelesg wizth spelliﬂg.' The concepc i not’™ brand nes . There is a;ready

-~

..(l_~ B
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2a }nahitu ;oi ﬂﬂh?fﬁih in It 11v “and the 1oot ot the tarm is from

T }a. oiﬂ kﬂoh!en or roliou»uos in Yu sla uia Whﬂ'pUu their srress on the

ﬁi??iﬂt Low ecw?cn gﬂ!agogy, Y Lne in?ﬁih of the behAvior of on who"

©oand will ”Ontribute are many -~ soclology..far example, and philosophy,q
12history and. pelitical cicncﬂ, anchrdvology, and law and\compdrative "“
Aﬁﬁiiﬁiop. ALl cﬁ .ne n disciplin09 are mcmburs of the family of humanities

ﬁ&hieﬁifﬁré&k.“da: cing -- ouyw*v»cquiva;ﬂnt e lﬁarning.si I ig o tezrm
ALY sing meaniny al the Serarement ~f Adule .
LR " :(r-!zxv.wfni & 1 coma, A L

T P
oD O {{\1’1.

~‘.,'fhu~toncopt *s*v ery £?n bo Ly mé&niug,anﬁ

que ne quurrrl with fr wdq n\ch a5 ﬂnward WcClusky and '_j

R

aon rhi Louﬁatia oa obildrao nnd Lhe edacation of mun

Hdﬁnfux. thas is not whcae we ploge SGY 5:rass. He apﬁreciafe

)

_ro.d £ arﬁnfeqravd yer wﬂ Lend to play’up underlyiug

Lougho»r Sha lifcapqn ra:har than muxL mucn of Lhe

iy Lvafnarg.fjﬂ¥ dﬂﬂrﬁﬁwhjj whieh 45,01 sup nth, the scienua o[ behavior e
g who 1s 'f,w;a_mm; l:éi"l,gr The diatiﬂc;iov we fiad most ’
; uden pedﬁgngv oz ﬂndragogv Jﬂd ma:thico which is thL .
3 bPhaVlu; of paop*c le&zning* e o . ‘s - B

%eve thn\~a ahi 't o; axnﬂnhion from thaching to. learuing &oes

~

,wlll ﬁavn proiounu caﬂ&equﬂntuﬁ.’ Horcover we do not equate R

sith xome:ning pro Q&Jéﬁ of possosaed by th eduaatioyal L.

P " R | LA
p%ycnniogiot. ¥ ?o wli&h& or criticism of psychology to poinc out ;/ /

" that gs”anologﬁsLs non 't own luarnin& thcoxy. The disciplines tha: can

Troay

'and soglal qeionceu;' However, ab c.0. Houlg has QLaxed more than once ——k

Chu magor'*ontribnttou« :o Ioarning in- the 1970 s may. come Erom the nacural
ivnPOz; not ;the. s cial sclences -- from chemistry, and physiology, and

biolqsy and nut"ition and. ardin resedrch., Moreover, many of the insights e

© o for adulL learn;ng are*romlng 1rom.prdccicc, not from scholarly dibciplines

&
-
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ﬂ _ Accordinglp the new-old term Mathetics encompasses much that is
established and accepscd as well as what is innovative and unaergoing
‘ trial. Iortunately there is a\good ‘deal on which agreement has been  °
{v reached about learning principles and practict.' _

. To begin, I must point out that we are Stlll rather i~norant nbout the
'leafning of adults. - We don't know nearly enough. We aren't ... , it is
that some pegple will put tliemselves out, will extend themsel md " their

’powcrs; will rry, will takt'risks. We know that others are resistant
are wary, are slow to start’ and quick to give up. We give the 1atter
names — they are apathetic, op lazy, or not well~motivated But we. are
better, at name—calling than we. are at understanding or helping’ such people

;. 'become, tffective Ledrners.

1
i

7~ What do we know ‘about 1earning7 In some ways it is like*electricity.

Everyone knows the old joke about that. "Tell me about electricity,"_said_
the nrofcssor “I knew about it," said tht student, "but 1 forgot.'
"Wy Cod " said the protessor,’\the only man who -ever knew about electricity
~has forgot. .
“But, like e;ectricity, we do know something about how 1earning .
"happen s under what conditions it flows and moves; we can use its power.
N 3tf We do know that Ye arning means change; that learning is active, not—
‘ 7passive. The learner optns;up himself he stretches himself he reaches
7,, out he incorporates new experience, he * expresses or unfolds what is
latent within him._ The critical part of the process is how the Jearner
"is aided to embark in this active, growing, changing,' painful or’
exhilarating experience we call learning. '
He know that learning is.a profpundly human activity There is some -
parallel here with the praotice of medicine. Most of what has been written

about medicine describes how certain. chemicals or herbs, and certain

.
\
techniques, may be used to heal the body. Yet the most important fact -

about the 1living-body is that it is healthreeeking == rhar its. foxcas

reach out toward _health and healing.~ 11 /seems to be very much the same with
learning Human beings seem 1o seek. afiter learning, learning seems to be
the coud/;ibn of a healthy organism.ﬂ The main task . is to provide the -

climate and atmosphere and f%eedom and stimulus and self confidence and:




,

self-discipline in which léarning is promoted. . N
~ One of the reasons that our understanding about adult learning is '
* much less than it could have been is that the study of the problems has
rarely been organized in any effective way. Learning theory is an

“applied-science, much like meddicine. Just as medical science derives

from chemistry, physics, and biology, learning theory for adults derives

from many disciplines. ’Noticefthat ther it least two problems. - First
there is the problem of complexity. ©ca: derive useful,theory
from several disciplines and many field. cactice? It is an extremely

difficult task, so we sometimes have sought an easy way out by ignoring
theory, and saying how practical how pragmatic we are, or by grasping’

at some relaETVe\y simple notion like the 'conditioned reflex " * Apother
kind of problem that we have not fully appreciated is that we do operate

~in an applied field and cannot také over: easily what is learned in some’

antiseptic énvironment or psychological laboratory. Most psychologists
who have studied learning, in order to maintain "scientific rigor,”'have,
chosen tofobserve rats Jor. pigeons or dolphins under exacting 1aboratory
conditions.’ Sometimes we have attempted to- apply directly their findings o
without. realizingfthat,this is not possible, that the stuuy of the 1earning-
/of men and women must be carried out under the actual conditions where'

"

" men and women are learning. Men who know all about rats can help us with

method and share their attitudes’ toward truth, but they cannot tell us .
;' f“ what we need to know, what we ourselves must help to find out, about the
- real wonderful, overpoweringly complex world where men and women are

1earn1ng. , )

. Not content with exjistent difficulties, we have added more. Our -
emphasis on vouth, the fabrication of.a special youth cult or youth culture
ccan increase the difficulties and injure the self- -esteem of an'older' '

person.; It may exaggerate, at least in his mind, the disabilities that /

“"”"”“”””t“mE“WitﬁfﬁgiﬁB THETE aré fany ways, too, = which we penalize the"'*_

"_ failure of adultsr

’
-~

However let us turn to some of those insights about which there is ,
now enough evidence, or agreement, so that we 'can employ them as a foundation
, for our programs. 'We can introduce or perhaps summarize' much of- what has

been learned about learning by referring to the Three R's of adult

| 15
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T ERdTtHEY T AreTmany 1é€ss dbis. But lt may be ever more 1mportant to

oA '
|«
i ,
education -- lelevancy, relatlonshlgror relatedness, and respensibiligx
~—
Relevancy -- No adult will deeply absorb himself in study unless he sees,
unless he feels, that the subject is part of his life and dest1ny. The v

study must be close enough to him to enter into his living-room, or den,

or kitchen, or bedroom He may waste time, or kill time withﬁsome

e

act1v1t1es, but w1thout relevance there will not bé the engagement that
constitutes genuine 1earning.»3A b ,ects. to learn, more Or ;s,
what | is told to learn; t. a rigorous test of reievancy.

Relationship ~- No knowledge or skill or attitude is discrete; the adult

wants to understand how it relates to his experience, to what he ig] to
what hé knows. He perceives in.patterns. For example: four singlellines:

may be percelved fot as separate 11nes but as-a square. .Six juxtaposed

,c1rcles may be percelved as groups of hunters, as a bear, as a glant dipper.

Responsibility —- Ovef one of the gates at Harvard University are the

words ~- "Enter that ye may learn, depart to serve your country." In a

" .sense this is true of all learning, that one seeking it must act, ani

faeting he has assumed_already some obligation at least to question,

try'tb understand, or to do :umething about tae consequence of the ¢ "
Many'adults'are engaged during these years in sccial.action -- for b er
hou51ng or a safe env1ronme ~--— and these activities can be the loc «:ion
of rich learnlng 4
Frequently, we are asked: "What about 1nd1vidual differences an. the

incapacity of somé'menland women to learn.very much? What about the decline
that comes with,  growing older?" . - L

" There are great differences letween peopie. One man can be more abie
than another in discriminating pitch in the order of 500 to 1. For other
capac1t1es the range maggﬁply -e & fraction of that, but Still-significant.

It is important to know thir Iox any kind of capacity there is an ‘elit

A\

understanc that in hardly 3nr'.espect if at all, has any man achieved

™\
=is best, and that in the prc—=st of us are untapped possibllitles \\In

-nis book Adult Learnlng, The - iike said bluntly more than forty yeans ago,

"almost any’ adult can learn almost anythlng he’ needs ‘to learn,‘ an ’no



‘

evidence has since been.uncovered.to dispnte‘this conclusion.

BeforegThorndike, it was commonly beli that optimum years for
learning anything were eighteen to twenty-two.’ His research caused him”
to put the date "of no return'" at about forty~five years. Evidence is now
'convincing'that no serious decline in 1earning capacity need occur.before
75, and if good hea}th remains, to some later date. Respecting adult
learning, chronological age is not a particularly important factor.

There is graduaI decline in strength marked, declane in‘hearing, and
extreme decline in eyeSight as one gets ol . Decline is the. normal
experience of all of us. And we slow up Lor is it slow down) . To_the

~extent that it is dependent upon speed and re - :ion time,.upon bulging
biceps, or upon 20/20 vision or superb hearing, 1earning is affected by

age. But for 1earn1ng,most th1n0s that are important to most ° of us,

dependence upon strength and senses does not exist. Morecver, there are

ways to overcome most of the dis =~ liftier associate: with impairment.
With aging’ there is sometir ~esisTance to change."But not always.
It seems to be more a- function oi ...ne’ - ;ersonality and one's expectations
and aspirations than of birthday: &z . der person may be more hesitant
to change, if he perceives it as th--  -ening, than a younger.person. -After

. . . i
all, he has more at stake. It dees seam clear that interests are

e ~ established with greater ease earl:'wr rather than later. If you hope

" that a man of sixty will paint, -wad, pisv music or engage in politics,'s
it wodid be well tc ensure that - had .,.me experience df.these activities,
with satisfaction, before he was i venty {ive. '

Adults are not just older th.an ciildren; they have much more

'experience,'and in conseqnence; ti:21fnzs play an even larger part ‘han
in the learning of children. Ga:. . - * :-phy wrote: "The/ adult ha not -

fewer but more.emotional associa'’ ms wi-h factual material than d

"children althcugh‘ne usvally assu .. .. he has less, because the cevices

af control are more qlaborate and bez:er covered in the adult.
The constella21on of feelings ase. ,Wxted with love (respect,
-admiration, genero ity, sympathy, 1r1e1ciiness,'encouragement) are of

constant’ influence on learning. Tk"V #re much more powerful than con-

. stellations associated with rage ar.. t :-. The first leads”to calm,
. o : . X L .
serenity, hope; joyousness, confidence  To the'second and third the

. “ 8 N )
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.response is anxiety,bwithdrawal, despair, greed, hate. Hate and fear may
\lead to learniné but the chief thing the subject learns is to avoid
such an experiencelagain. Carlyle wrote: = "Love is ever the beginning
of knowledgegas fire is of light." There is no finding in educational
research that is in collision with that view.

We say adults-are different from children? Of course. And they are
different from othetr-adults and different from theﬁselves at successive..
"stages in their_own lives.v I am not the man I was ten years ago. And

I don/'t regret it, even the losses. Literallyy every single cell‘in'my~fs~ws;
body has been rebullt and replaced in that tlme. Literally, T am now

”

the product of many fasc1nat1ng, demeanlng, agonizing, exhllaratlng
Ae

experlences. So are you. /,v

'All\through llfe you and I will be play1ng dlfferent rolegs. Think
‘of the changes.in a man's life _T in hlS work in the family into which he %f J
was born, in the family that he establlshes, in‘his communlty, in hlS | N
. 1elsure\1nterests, Just think of the difference in the role of a man
. who has gOne every day to the same factory or office on the day that he
retires. The role changes for women are no less varied —- ‘preparing for
~and startlng out on a career,‘comlng ‘to terms with a husband and chlldren, /
her position in organlzatlons and in the communlty, returning to or taking
up a new career, relatlonshlps with aglng parents. Every month, every day,g
brings new needs for learningf S .
. Adults have to learn new skllls. Of cdurse, almost any employed”
. person must\learn new job competenc1eS' we are all“famlllar w1th these .
dramatlc JOb changes.‘ At the moment I am- gettlng help from a 19~year—ll
old glrl who is already somethlng of an expert wrth computers, while T
am a dunce.l Al1 of us must ‘come to terms, at least in part, with

innovations in automoblles and home gadgets, and the use of‘credlt, or

new values related to the home or 1e11g10n or morallty or sex. We have'

/ all.been runn1np ta. keeplup ;ulth,changahmnﬂill,thempace decrease. or - ﬂ;

quicken? It is almost certaln that it will accelerate, at least during

our lifetime. : S S L

-

.Some of these changes we make are relatlvely simple. I am not, of
s course, suggestlng that we become resigned to all/change, or adopt the

stance that all change 1s .either inevitable or de51rable. That is as

-
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cowardly as it is stupid. Some changes are to be resisted like the
cancerous cells they are. But how do we learn to discriminate; hoy do
we learn perspective; how, if you will allow the word, how do we learn
wisdom? _

Many people; of all ages, have from time to time, orvpermanently,
stood aside from iife. Fon example: There are_over‘lO0,000 men and women
in my province who have chosen, more or less permanently, to live with
and for alcohol, rather than with and for human beings; Can we'help

ourselves and help others dare to engage fully in 1ife? There is ample
\

forces and powers w1th1n\us that ‘can be counted on. Karen Horney, from'
| . h
|

vast clinical experience, has said' "The ultimate'driving force is the

1
|

perqon s unrelenting will to come to grlps with Hlmself , a wish to géow
and leave nozhing unt ouched that prevents growth. And Carl Rogers:
"I have yet zo find the individual'who, when he examines his sitnation \
deeply, and ifeels that he perceives it clearly,vdelibefately qhooses to
have the integrated direction_ of hdmself undertaken by another.  When
all the elements are clearly oerceived the balance seems invariably in
the d1rectlon of the pa1nfu1 but ultimateliy rewardlng path of self-
act uallzatlon and growth." h
' T The Self-Learner Or Self-Tutor ' ¢

T 'ﬁy colleague, Allen Tongh and several associates are engaged .in a-
long-range study about the man or womdn who continues to learn, who alone
determlnes what he or she will 1earn and sets up a procedure for
accompllshlng his or herLgoal.v Does he or she enroll in. a course or
use a library7 What ‘kind of help dqges the indlvldual seek? How can one
be a1ded to carry out this transaction with ‘efficiency and encouraged to
seek further self-education? Tough has found a great many subJects who

are engaged in significant” tasks of s\lf-learnlng and believes that

snawmstLhQusanda.ﬂpﬁrhapssmllllnnsg“of_neople~can.be_aided to~1mpxove theixz
learnlng efficiency. '
, If you are doubtfu” abcut thlS, go to some place where adultS'are
taklng part in self-choswen act1v1t1es that ‘are“meaningful to them. The
< mext t1me you go to a hcswserace, if you ever do, forget about the horses
for at least one race arz watch the people. Xop w1ll see hundreds of them
R
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all around you who are engaged in prodlglous efforts to master vast | ’
amounts of 1nformat10n about the genealogy and: history and performance

of men-and animals as well as attempts to solve intricate mathematical .

problems that would daunt the most sophisticated CDmputer. Have you

ever met a man who had.recently fallen in love and noted howomuch he

has learned abodt'the_loved one? Or someone who has found religion,

.or become involved as aqtandidate in politics? These matters ' '~
been-established and can be counted on; but the most ekciting days

vi ulscovery and testing of theory and innovations-are just ahead.

Theoretical Formulations Appropriate For Adult Learning

There are many weaknesses, ambiguities, and much lack of clarity
'about theorv and practice of adult education buz rarely does it err on .
'the side of constricting rche learner and puttln” him into an 1ntellectual
stralght Jacket It is a wide open field, favoring’ in1t1ative. There is
a story of one young man who rebelled against iztellectual constraints at
his university. He had been given zero on a test; he protested “he should

have been given 100, and another professor Was tal]ed ;n to adjudlcate

'T went to my co]league s office and read the examlnatlon o .
question, which was, 'Show how it is possible to determine “
the héight of a tall building with the aid of a barometer.' L -
'The student's answer was, 'Take the barometer to the top - :

of the building, attach a long rope to it, lower the

barometer’to the street, and then bring it up, measuring

the length of the rope. The length of the rope is the _

- height of the building.' I pointed out that the student .
really had a strong case for full credit, since he had. - oy :
answered the question completely and correctly. On
the other hand, if full. credit were given, it could . -
well contribute to a high grade for the student in ' o
his physics course. A high grade is ‘'supposed to.
certify competence in physics and the angwer did not

, confirm this. _ SRR ) T

- . - . . . v . .
"1 suepested._that. the test.be given’again I wds.no

\ surprised that my -—olleague agreed, but I was surprised

\that the student.did. I gave the student six minutes ) ,

to answer the question, with the warning that his . ) S T

nswer siiould show some.knowlesfge of physics. At the : ST
end of five minutes. he had not-written anything. I

' asked if he wished to give up, but he said no. .He had ' !

\

~—
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many answers to this problem; he was just thlnklng of

the best one. I excused myself for interrupting him, and

asked him to please go on. In the next minute, he dashed

off his answer. It was: ‘'Take the barometer to the top

of the building and lean over the edge of the roof. Drop

the barometer, timing its fall with a stopwatch. 1% -

uéing -the formula S = 1/2 at -2, calculate the heipit of

the bhuildine,’! o : . . q,
"At this point, I asked my colleague if Qé would give
up. He conceded. In leaving my colleague's office,

I recalied that the student said he had other znswers

to the nroblem, so I asked him what they were. 'Ch,
yes,' said the student. 'There are many ways of getting
the height of a tall building with the aid of a barometer.
For exzmple, you could take the barometer out on a

sunny iay and measure the height of the barometer,

the. length of its shadow, and the length of. the shadow
°of th= building, apd by the use of simple proportion, ’
deter—ine the nelght of the bulldlng.' 'Fine,' I said.
'And === Others?' 'There is a very basic measurement
methoz chat yon will like. 1In this‘method -you take

the b-rometer and begln to'wakk up the stairs. As you
climb the stairs, you mark off the length of the-
. . barom=ter alofig the wall. You thén count ‘the numb er

- of ma_ks, and this will give you the h81ght of the
'~\bu1ld1ng in barometer units. A very direct method.

, Of course, if you want a more sophisticated method,

you can tie the barometer to the end of a string,

swing it as a pendulum, and'determine the value of

"g" at the street level and at ‘the top of the building.

From the dlfference between the two .vdlues of ~

"g"  the height of . the buildlng can, 1n prlncip;e,

be calculated.' R,

"He added :that.there are many other ways of solving
the problem. 'Probably the best,' he said, ‘Is to
. take the barometer to the basement and knock on the - T ' R
- superintendent's door. When the superintendent : o
answers, you speak. to him as follows?{ 'Mr. Superintendent,
. “here-I have a fine barometer. Ifyyou will-tell the T,
h height. of thlS building, I will.give you this
: barometer At this p01nt I asked the student’

ot

if-ne--really- dadn_t~knowvthe«answen«tomthe~p;eblem‘ —
He azdmitted tHat he did, but that he was fed-up with W
coliege imstructors trying to teach him how to S
thirck and to use 'scientific methods' instead of -
showing him the structure of the subject matter.”

K Theoretical Formulations
Under. the -term. Mathetlcs we can 1dent1fy, State and test certain

theoretical formulatious that provide us with valuable explanations about

*/ -




how and why people learn. In, earlie ault eduoétionists

borrowed their theoret1ca1 clothes lavge. o er:ologists who &nu_

studied the behavlor of rats, apes or pfgeons, or who had worked wich' .
‘fyoung chlldren.3 It was often an example of the Blb]lcal reference of the

ch11d belng father to man. i

"~ Now some formulatlons, derlved from many d1sc1p11nes and fJelds,

. more app11cable to older learners, can Je Utlllzed and tested. v

Here are seven examples, to 111ustrate hat is possible: and stlmulate :f -

the 1dent1f1catlon of others. i o o . ‘ 3ﬁf‘

1. A formulatlon based on humanlstlc or th1rd force Esychology

' /
w1th the contr1butlons of Maslom/’Rogerg, Perls, Berne, and others.'

There are, of course, quite substantial dlfferences in outlook and emphas1s
would be found in agreement on a number of concerins ~- for example, that
learnlng should be experiential, that it should help people confront

problems and that the primary goarwls the discovery of personal meaning. oo
If this were 1960, it WO‘iL be necessary’to say. more, but the humanists

have made extraordlnary gaLns in the last fifteen years and in wany
departments of adult educatlon they are as sovereign today as would have
'been Thorndlke and the connectlonists in the 1920 s and 1930 s.

L2 Aesthet1c Perspectlves. The importance of aesthetics in learang

is as old as man 's h1story, rand as deeply meaningful as’ humanlstic ideas.

Vet there may be, surprlse-ht its-1nclusion here. - Probably much more will be..
known and* sa1d about this formulatlon before 1980. Theorists in aIl o S
ages have agreed that art is central and crucial in man's development. i

These v1ews recently have been Summarlzed by Glen Eyford s
i
. The most commonly identified fnnction of myﬁh metaphor . : | .
and symbol--and of art generally--is that of impesing | - SR
meaning or order upon the:internal and external world
of.-man They.axe.a means.of DrovidTnQ understanding ;
“and insight into the flux and chaos of human experience.
In addition, myth serves to provide standards or models
to guide mdn in the adventure of living.  In ac;omplishing
these purposes, they connect man with primal sources of
& energy through their ability to present aspects of A
R reality in harmonious--and harmonizing—forms. They make a
--~—it possible for man to quench what has been termed his o &
"ontological thirst," his instinctive need or craving to
"make sense out of" his world his- thoughts, his feelingsn

\
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Northrop Frye describes this instinct for meaning as man's "motive
for metaphor," - Through the use of metaphor and symbol and all the stuff'
.of art, man constantly makes and remakes his myths, which in turn, make
" and remake man. Through the instrumentality of myth, metaphor and
i symbol, man identifiis himself with various aspects of the world around
him, creating connecrion, .neaning, and significance in the process. Art
~deals'with the alternative nodels offexperience and.in so doing'has no
'need to be factual, logical »r scientific, but can funcLion in the realm
of ‘pure imagination. Art is no less real or 1mportant because it operates; )
',in this realm; in fact it can be claimed that this realm of ‘the imagination :
or the spirit is the essence of man which needs to be stimulated and
_.nourlshed through aesthet1c activities. Myth, metaphor and symbol” dre
k rooted to man's basic nature, in his "motive" for metaphor:~ and they.

- both appeal to this Instlnct-and arise frOmxit. hArt works . because it
/

speaks to a ba51£ need in man for 1dentification with the world. ~ It'aids o
~man in h1s relat dness to that which.he finds around him and within him.

Art cont1nually reminds man of h1s essential humanity, especially An

times of confusion and impending chaos. Art coordinates integrates“- N

and synthesizes ideas and makes it possible for man to rediscover his

true'nature; It}does not offer speciflc solutions to social problems

but_rather'brings back to man a sense of balance and perspective,;preventing

him from'going tbo fex 1n any one direction. -

L S Operant Appruaches. It is''a curious fact that, at least in my

lasses, many stddents acknowledge that B.F. Skinner has been and is-
still extremely 1nfluential, and that operant principles are widely used
in adult education, adult tra1ning and correctional work; and yet will

unw1111ngly or grudglngly glve any serious attention to operant principles

SoEr,

. or pract1ces. - They may themselves practice behav1or modification, they

s may constantly be searching for acceptable means to reinforce meaningful o

behavior, but they are cr1tical and resentful of attention given to Skinner.

. s
The not10n ‘that some kinds of behavior are controlled or at least .- FRSEAN

- are affected by the . cunsequences has often been demonstrated and has been - , 0
~applied in numerous imstitmtions and programs, sometimes in direct and i
s

somdtimes in subtle wews. THe purpose is to create, strengthen and maintain

new behaviorn and skills, :and for some purposes operant modes seem to work
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very well. There are, of course, some ethical perlems, as\there are
with any learning formulation Because the operant approacéks have
often been demonstrated empirically, they are generally likened to, or
conceptualized-as, a sciengce or even a technology, rather than as an'7
art of teaching. Under oQﬁrant principles, teaching is looked upon as
making arrangements to reinforce a process by which people learn and
teachers are regarded as persons who man1pulate the environment and the
: learners To many people this is acceptable, but to others it. sounds like
Orwell's 1984, and we are reminded that the date in that frightening novel
‘is less than a decade away : : : T o
In my own view, adult educationists should make a hard—headed and
careful study of operant perspectives, noting research, development and
app11cat10n of at least three 1dentifiable kinds
; problem—oriented operant research s
- methods of operant instruction” ‘ n

- processes 'of operan“ learning

' N Such a scrutiny need .ot lead an adult educationist to embrace

Sklnner, or all operant principles, or-to Jettison his own values. It .
is possible, of course, 5hat he may find suppért for much ‘that he already -
cher1shes, for exam lh that the most effective way.. to learn is not to be

a passive reclpient of 1nformatioh but for the learner ‘to proceed actively
at his own rate, ‘using materials that have been organized into digestible
modules on units My hunch is that all of us do;” and all- of -us will
.employfoperant approaches for many significant acts of learning and that -

we éhould do so with as much understanding as possible. : ' s

J ' 4, Information Processigg Most of the educational theoriats who .

are primarily concerned with cognitive leaﬁnlng have stressed the proces sing

" of information -- selection, preparatlon, 9pacing, repetition, eliminating p

-~
information over-load, and so forth The#e are signal differences between.'

Plaget and Bruner and Ausubel, as Well aé others -~ over - "discovery for one

.thing - but they are all concerned with the same order of problems, and

what. they are saying and doing has conéinuing significance for many, adults 7
enrolled in such instltutions as colléges and iversities.

‘David Ausubel may be taken as an example' he stresses meaningful

,verbal,learning and he says that/ét includes two basic functions. e




\'perception and cognition. "Perception involves an immediate context of

_ this is often the hardest: part. ‘\ o N zwg ,”‘““"*“;

~bearing on 1ndividual differences, there are_ principles fﬂT 0rdering

‘srespecting knowledge structure ‘that affects learner readiness, as. well .

.as the effect of information processing on MEmory-.

. fE

awareness before the intervention of ... compiex ‘cognitive processes.

Cognition involves such processes 2s relating the new material to. relevant

“aspects of existing cognitive structure.

The- full implications of this definition may not be immediately

apparent. The learner first be{omes aware of selected features of,the .

|

environment or of a learning sifuation -- he caunot attend to all the

information in the situation; there is too much of it;. There is first

selection based on relevancy to the learner's purp05es or needs. The
information is :stored selectively -- it is coded and Lransformed Eor _
later rgxrieval New ‘information may be linked to\connepts alréady known i »
without changing them, or' in order to bring about refineme1ts in- the - ”?¥=.
established concept or even to result in drastic changes in . the conCepc.érr;_?

" One of the ‘agor differences between ‘a chilgd learning and an: adulc R --'f;ﬁ
]earning lies in the blocks or assemblies of eyperience possessed by the . t

adul- For the child, each new concept must usually be built from acratch.

..he achievement of ‘adult understawding takes placeeqlowly as one's -

"knowledge is gradually integrated with .the. knowledgo already acquired,

To put’ it ‘another way, the adult must unlearn or modify what he knows and

[ . R

, <
e -{.

These ™ approaches to learning are of considerable co :equence to many
adult educationists. However, there has noe been the svsc'matic application

that is necessary. There are several key concepts to be d sted or gpglied.

iOne is _cognitive motivation.” 'Another is, the idea. of a txi:at or 3 quest

for knowledge -~ epistemic curiousity.'; There is a “bedy: ‘f experiencefi;

*nstructional materials,‘there Iﬁ experience (from Robert ?agne and’ bthers) - e

fwho haye contributed;are legion: Terman, Lewin, McClelland Hetshberg,.

~5. Hotivatten via exptetaiinn or’ expectancy theorz. There are many

theories -and explanations of motivation._ Weare herg - concerned.with the o,
pOWer over action through ggectation. These concepts and theories ‘ N

are much more comple¥’ than operant conditioning. The drives that result

in action go far beyond gimple reinforcement.i Names of the theoriscs:

T S . T
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.:characteristica as £aith, hope and chétitvi

'>tpectatinw of . 3ch1;verenc on. ‘tha ppr: 6! studcnt& and teacne*a a‘fudts

’ ul indlvx?uﬂlz uho aa;m Lo posscba no paftiuular ad an:nge-cxcept;anJ

'L‘nld"g(‘d Ypac;aﬂCYr "/. R o ':A . - ;_'Z' ' _'- . s 2 . '

: failux%,_cheae farmu anicﬁﬁ,tcncuyhcpc. It is ancinating that Buch

“ N . L3 : . . .
and Professor A. Lozanow mﬁ,Bulgnriaﬁ CThe assoption of most of these men

is that perfermavcn in lentninh 15 afzwttﬁd by cheicea made by the o
1£A1ner - vhooa g from among many di fvxwur pntantial action alternatives
or performmnCu levels that actiov. oy vhar level, which (on :he basis of
h*s heliafs and :eclsngy) is perﬁeiueu b“ ilm &6 be the most approprinte

. This formuiathn. simple enough in (;Lllnc. xequir?a articulation
Sn preater dapch for appltxsnion to adult education” hvenLually;it may
enaompaqs sucj faacinatiug marrers as the follcmin" oo ,y: , ' T ¥

5*ho work of %cClelland (aud sche'q) uhat aerﬁﬁatrateﬂ how the

- S

agh}eveﬁan; of the: ledrner.-

PRI

Tﬂe Lx:rao:dinarv achievement of CQVtaiu 5ma1 ygroup&, or associ&tions

N o L L. Y ~ -

Thv &henriga of Pau}n ”TLiYU“ uhich R uua;r T ;crm conacieﬂtizacion

< ot

and rcier to 1enrner coming aa bbliﬁdﬁ Tl zhﬂy gﬁn affect radically

. the quali"v nf 15fe in theis &cc»cty : -

"hvidence firom cross- ~cultéral studies-shour the linking of sugeessful

behnvior wic& expactaticn. o ;;? S , . -

' Ayplicatidn of hypnawis ar autc-hvpno&iu, or nuggesciou “and - :'?;l}i
suggLSLaiogy (Lo;anov) to caaching as uell as £o! heuling various ﬂilmcnt% ;';j";:
of the body- (faith—hanlin 1) - o B

'(..

Most Lheories tha: danl with QYPLCtﬂuiOF ﬁ‘ﬁ stil! fragmcntary,
nv&r-slmplv and confusin34 Ye;, for wun of the problgms that confront

apd inu;midate»daople, and for most adulca m n = ave’ qufiered defeat and

W

o
*

Jelf-conzidenceﬁund ttust,, o

“aré nau being emplo'ed in such pouitiwe and productiwe uays —— after

e

qccadeﬁ oF aVur—eﬁﬁnabis on debunking h”ﬁ??;?ftik&l analvsis, i R ..Q
2 --aome:ﬁues deqxqg to apathy and cynicium . o - 'i(’,j
6. Neo-lnstinéts‘vvln Lhc 1920 8, uhﬁﬂ 1 was gtfi} in elﬂmentary : g
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qchool, 1nscincc th%ories ‘held swsy in duca:ion along uitﬁ connectioni

and Pav!ovian condihioning Hﬁre and mcre ciaims were, being made thnL
cer:ain forms of bcﬁavior and 1earning were directed bj a 5pecific '

inSLinCL unc*l the total numbar of Vobserved” 1nscincts mountcd to che!ﬂ o
o r o R
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© ahsurd total of zbout 2,004, whercupon the vast bubble of instinct rheory .
L H H

T B 4 ) - . - 3 3 ‘. - "~ 3 3
Barnan hebavior hurstoand was Blown, awavy by irs own

i
e~

<

. ; SNy e P P S T T 3 N S & . ~y
Har s Uhe rasu decado, nee-instinet theeories have begun to surface

pies:  Lorenz and otherg concerned with

'

appression and Ardrey and. eothers emphasizing space imperatives). The-

s

mecting ground for these theorists is the belief that home saplens, an

saimil, has inherized (as have other animals) certain patterns of respounse

to his ehviromment and zo other creatures and that these inborn patterns
ar tendencies govern what he will learn and how he will behave.

I3

Therteare alse those who have returned ro earlier theories, or

myths, postulavring that ceveefn kinds of capackiy, particulariy intellectual

capacity, are linked to racial erigins, or even to skin pigment, and. are

also iphericed. I believe that any such claims should be examined
4

varles=iy for whagever truth there may he in them. However, from my
T B kN N

gwn atudy, and mady experlences I several countries, I find no evidence

whatscever o Support a view thal intellectual capacities are linked with

cracial prouplngs or eves that any human being inherits much more than a

ser of cuapavitive and tendencies which are substantially wmodifiableé. Whar

L . . . :
a human being can and will Igara is of egual or preater significance than
wich whar ha Is endewed & bhirch.

7, Thuoretical formuiatjons based on the natural ‘sciences. Over

the next decade there may be gains for adult learmers derived from the
natural sciences In greater measure than from the social sciences. There

is no single theorecicalAformulacion yet advanced that can encoripass all

'

of the matters of imporrance, but. one or more may soon be forthcoming.

These theories will deal with whele ranges of phenomena -- for example T

-

the ef fect of certaln chemicals In expanding the consciousness and on

learning, the significgnce of diet and the. effect of nutrition on rates

of metabolism and oxidation,-which in turn resolt in aveiding .or ‘ephancing

gchion&l stress and Iearning potential and'aﬁe exéiting(gnd frightening

rarvels bedng discovered fram‘brain'}esearch. These and other f;ndings

“have prefound meaning for adult’ learning, vét most of them we ‘ignore, or

N s
neglecr. o T e ' -t

 Let me take a single simplé example. -One colleague, a nutritionist;

A 2T
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claims that in any school or college, if a.simple routine test of blood
chemistry is given there will be revealed deficiencies that are relatively
casily remedied which may lead to the marked improvement in the learning
of as many as fiftecen te twenty per cent of all the ‘adult students. i‘
have no reason to ¢ ubt her data or her concluslons Adult educationists
must learn the language of the natural sciences, or at least find '
colieagues who can help monitor on a continuing basis, what is_applicable
ro adult education from these many_scientific inquiries.

These are seven formulations, some of which at the present state

of our. knowledge, may seem te conflict in part, or may not even seem to

interaect, Yét, -each may be useful in and for some important learning

purpose or fumction. Is it possible to achieve greater. coherence, to’

reach some synthesis? Soime have said that there is little point in

actempting to achieve an dintegrated theory, they argue that we shouL\

- enjoy our letin11c1ty of concepts and practices, opt for pluralism and

placticeitolerante for differences. Others believe that some integration
i5 possible and have made some attempts to achieve it. On my own account,
I thave made no such effort. Whlle I would welcome attempt% at greater

coherence, T would be content rac1ng the 197C°s and 1980's if we continue

to obscrve and test ali theories that seem appropriate as well as scores ™.

of fields. of practice.

I considered the possibility of including the current interest of

“Alan-Knox (and scholars in other countries) in developing models based

on:thefnotion of lifetime learning. Knox's paper on L1felong Self

Dixccted Educatlon " in Fostering the Growing_Need to Learn,. is especially

:good. Herely keeping up wlth all signlficant theoretical work w1ll nat

be easy: Yet theére are more and more departments of adult education in
the universities and we all have colleagues in associated disciplines.

What we do need are some strategies for sharing-the tasks, for monitoring

and testing resultb from other fields as well as designing and mounting p/

research\by ourselves.

Fields of Application

Vi

I now return to the point that much, perhaps most, of what is being
"i‘

learned about " learning arises not from Tesearch but from some practical
|

fields of application. There are a number of promising fieldF, some of

' 28
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them familiar and others receiving new or renewed emphasis." Again, only a

_few'éxamples will be cited, simply identifying the fields, with no attempt

; H . ~

to explore the full implications. : P ) —

'
i

1. Bio-feedback. One of the-ﬁore fascinatingéfields at present

-is the application of bio-feedback devices to the Iearning process. There

is nothing new about some bio-feedback devices — a;thermometer for
example. More sensitive devices can now inform us bbout our blood pressure,

rate of heart beat, or relative state of cc asciousness. With this

y
i

information, &ne can learn how to'tope with stressior to relax and perform
- i . .

] ;
better in such activities as writing a university examination, or attempting
a critical exercise of digital dexterity, or learq&ng to cope with one's

own anger or outragel Knowing about one's feelinés is the first step in

designing behavior to cope with the situation. f

/
2. Learnlngrassoc1ated with small groups. 150 much has been said

t

and done about theory and practice of small groups that I will simply
1dent1fy the area as one of continuing growth add 1mportance.,

3. Learning associated with communlcatlons~med1a. Again, there has

been no f ck of applications to learning theory and practice that derive

from new educational technologies. In the 1970 s the technologles that
will have cr1t1cal impact on learning will nnctease, and this in turn

makes it all the more essential that the adult educatlonlst makes his

‘owni contribution, the one far tdo often 1gnoﬁéd - namely of utilizing the

‘media for effective learning. \

4. Application of certain therapies. /Tt\is not customary to list a

therapeutic session as an educational activityﬁ although any therapy will

L / .
. work only as the person in need learns how to eilmlnate the causes of

‘breakKdown that brought him to therapy oﬁ learns how to handle the stress in

more productive ways. Therapy is learning " In addition, some of the
theraples have contributed 1ns1ghts,_methods and echnlques that were
first applied to those "in emotional need” but whith may have wider -

application. Transactional analysls/is one that se ms to be contributlng

insights, analyses and practices usable in counseliﬁg and other forms

of adult educatlon. , N / ) o , 3

5. Lea*niAg_styles and learhing skills -- partitularly cognition.

. /
learning style. As the result of empirical research, \some characteristic

| % | \
\29 . Y
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learning have bez=: “dentified. It is p-obable that some marsons
:11 learn more productive -~ wZzh one style than andtaer,v
d4.oo~t an i.enticail

zyles of
‘ar? that

instead ¢f making it neces-...xzv © - avery ad
vle, le. . rs will b: en_:=:.7€ ' to try ¢... c -+ style - that s..
t...m. Ob - ~vation of lzar .-.¢ s, 1lls, in relatic iearniag styles -=
~t is Interestir

. ma. hold some promi: :

ther cur ent activit
remost learning =iills is listening,

T 2

aote thaz, while one & -
1 a search was made of z.. .search about adult learning over a-fi
o

the skill of lis. e .z was bnlzrreferred to in fcour studie:

v span,

RN

I\

.t of many thousand!
‘ This _.s a field of work n .

6. Learning associated _th old age.
rom which results in theory and practice

obtaining great resources and

may be considerable.
7. Learning,related;gg death and dying. During the 1960's it

became appropriate (and often seemed almost mandatory) to speak about any

behavior linked to sex; bu= death and dying were still on the proliibited
This is no longer true, and activities related to the recognition, -

list.
acceptance and celebration of dying are much more frequent and are
beginning to provide insights about learning that are deep and precious.
' What does this mean for research and development in adult education?

It certainly means that we need a strategy whereby the increasing

' resources of adult educationists who are concerned about research can be
shared in the common adventure. There are many needs requiring many kinds
Some of uslcan"be examining practice and testing out the

of talent.
formulatlons of others, some can help monitor research of others, some

can monitor work in other languages and from othet cultures, some can
some can interpret these findings to

design and carry out new research,
our adult students and -the general public, some can lobby for laws and

changes in the educat10nal environment so that adult learn1ng of the

highest quality can be advanced not impeded We are all needed.
While we should not be censorious of ‘any theoretical or practicalx

there are . some formulations and
I might cite
and the

fleld of learning that may offer truth
‘some f1e1ds of practice that may warrant special attention.

the humanistic field as one already/recognized and’ appropriated

i
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field o= aésthetic pers:-ecti~ ¢ « pmm=siing but not riceiving o

;

attention.;

' At ppesent the gre: test sy ez rz result in ﬁu*tuing resez N
designs t#at arise from other - . =zt - educatlonal psycholo gy. Je
may alsc need to deal with new k uis it -estions. For example, wi :n
Cyril Houie, Allen Tough and oth=r t::—:2d their attention.away froz the
’elassroom;and the teachers, and' - o ‘2d learmers what was happening

"to them, iesults of remarkable con=.xnetrns began to appear.
With:your forebearance, I wil’ "=e. .i271 an approach to researc on

which we are now engaged that ma . rtant consequences, as o

example of possible’inquiries fo ¢ artuce.
First Pers:- ‘.ar, .22 Analysis
On an experimental basis an ~we:: :“zring team at the Onterio
Institute for Studies in Educatic' hnar :izreloped an approach to learning

theory and practice that is eminer Iv .uited to contemporary developments
in education. The mode. is simpls . direct-~it is the investigation of
how, why,'when,‘people learn by anz -vziy their self-perceptions, self-
discoveries.and self-revelations. ™Hi= sounds eledentary and obﬁious;

in fact the mode has not heretofor: .eem explored systematically. Based

od'experimental work over the past -+ rears the investigators have
developed an approach and identifisd scur 2s of data that may have

;/ 1mp11cat10ns for .the entire field c¢f =.. =-ion. . ‘ .
In most countrles of the world —=: _imbers of oldet people in~

organized eddcational programs has izc==sed seven~l hundred per cent.
Yet most leafﬁing praxis is.based 0T concapts and methods developed
% from the observation of children. The most Significant'inngvationg
id educational practice during the past decade have been individualized
learning, self-directed learning, independent learning; all of them in .
environments outside of schools? Ye:z =ost of the formulations of learnlng
*  “theory and‘practice have derived frrom ‘e mllieu of the classroom. The
first -person mode that is now being developed arises- from, and. Speaksf
dlrectly to, education in any env:rrinment, education for all ages and
education that is self~-initiated ¢ 3 self- directed.r
Very simply, First Person Lealn.w_ Analysis is based on the

investigation- of what learners have written about their own<1earning. There
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are somé limitations tc- sucit data, but the zdvantages are many:

Not time bound ~ experience obtained over
hundreds of years

Not culture bound — experience obtained from all
' " councries and cultures

Not age bourd ¢ ~ experience obtained from the
earliest years a person is able
- to express himself in writing.
to. the €nd of life

-,.—\

Not domain bound — experience obtained concerning
cognizive, psychomotor, and
affective domains.

The objective during the first stage of the induiry was simply to
éxamine critically, but without preé-conceived notions of what to expect,

a number of examples of written personal reflections about learning.

Examples were: The Autobiography of Malcolm X; The Education of Henry
~Adams . ' - |

In éddiﬁion to these well-knoﬁn examples, personal rgcords were
obtained from neo-literates in Canada, the United States;nIsrgel,
India and Tanzania. What is fascinating is that the value of the data
obtained is not all related to the eminence or the intelligence of the
person concerned: material frbm unknown and poorly educated subjects
is extremely valuable. : " -,

The analysis, while systematic, was'not at first based on aﬁy )
conceptuai plan. At the beginning the investigators Vere determined not
to settle for any particular forms of analysis; a search was being
conducted for appropriate methods as well as content. :Provisional
application of some organizing concepts came later. ' The general aséumption
waéithat individuals writing about their own learniﬁg_would display
insights but it was not known mow valuable these might be or how best to.
search for mate=ial or to organize it for analysis.

However, several propositions began to emérgemfrom the initial
‘exploration: - . C

The reflections of unknown and neo-literate. learners
often revealed learning insights as useful as those
of persons who had been prepared much more thoroughly.
In other words, the rangs and.extent of potential
materials may be very large. : S '
& . . ¢ .
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Examination of mzre-ial seems to he much r - meaningat‘

when it is basec orn some conception about . .rning.
(Those concentions =rst applied were deriTzi from
C... Houle and Malc=im Knowles as w»ell as 1z notion
of "peak experienc: of Mmslow. Iz dmes.s=m=n likelw

thzt there are "pe:x lea—='ng experiences.

Dzta from first per-:m r:ecords can be used zc¢ illvzmimat=
or to substantiate, -r t:z cuestion some well-knowr
postulates. about le=zrning. For example, the sub-t=sts

" employed were plannad to ascertain if experiences Teporzad
by Tecugh receive an— corroboration. :

While many insightf:1 learmers have not writ:ian memoirs
or autobiographies, it is gften npossible to locate

first person records by first ascertalning some of the
significant changes in the life of an individual and than
seeking out letters; memoranda or other material produced
‘by him at about the same period. In other words, there -
is a strategy to be followed in locating material.

Many persons now li--ing can be persuaded to prepare
reports on their exmerience in learning. The "learming
diary" is a valuabi:z tool in this inquiry, as are '
self~recirded tape:z and somz interviews.

Useful records seem to be located in mmst, if not 11,

countriex if a suitzble way can be fournd to collect ‘

them. Th:2re are prcblems of translatlon but these are
not insuparable.

To summarize, there are considerable data from mamy neriods in

_human history and from all over the world. These data can be collected

according to a strategy: Many of the most valuable records have not

-/ .
been widely circulated. Howewer. the data can be analyze& readily with
the utilization of learnimg crmcepts’ ‘(developed in adult sducation or

elsewhere) and the data cz=n be used to tex many observations and
: 7 .
learning formulas.. '

There are a/ﬁumber/di unresolved gu==stionz on which cooperative
research is neeﬂed. Some examp.ies:

What is comprehemded by zhe term motivatiom?

How doeelone learn to utilize in full his capacities o
and resources despit= impediments of fear, anger,
stress, loss of confidence? k

What aboﬁt the millions of under-educated, and those
who have given up or have never triqd to use learning

/

, : a4
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for a soluti.n of th:ir vrealems? How caxn
“he - be reac::2d?

Eow zan the : .rze du : - learning (psychommo-or, .
copouitive an. arfectiwe] iz effectively linkew

Whz should t 2 done _uo:z thical problems, v 1 as

(1, low to uss= informurm.m that gives power —. the

Cea.aer or organizat: 1) When and wkers "0 ,
uvse Informatiocr or = “hat are not ye:z fu:'iy tested or
undarstood —— ¢ r to "T=ivuwe o use them. (3) TWrat

tc o about. the invas um »f privacy through —ertain
tec:neclogies and certii— modes of adult educzrsion?

It -5 perhaps appropriarz -, close with a rew vk by one of the most
innovative educaticnists ¢! our zims, the late Mahortma Gandhi of India:

"We continue to make new discoveriss and invention: in the phenomenal

world; must we declare our bankruptcy in the spiritmial domain? Must man.

always be brute first and man afrsr, ZIf at all? If we are to make

progress, we must not repeat hisTory, but make new nistory."

25
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II. INNOVATION IN ORGANLIZING LEARNING FQR:kDULTS ~
THE NEW TECHNOLOGY
Burion W. Kreitlow

I live in a dream worid. -
~ >

In the year 105 AD my name was Ts'ai Lun. I lived in Chimz. and ’
invented paper. I believed that paper provided the basis by-whi;h‘the
entire world could communicate and it would r=mrwe illiteracy if my
people were inmovative in the use-of this new ”vchnology )

In the year 1045 my name was Pu Sheng and. I :reated,mmvable type, -
but the Chinese characters were complex and ®v hope to remove il litmracy
was lost.

In 1440 my name was Johannes Gutenberg. L too invented mrwadile -
 type; ; it was used and I believed we would hecome a totally literake world.
‘In 1550 I lost my qu1ll and founﬂ a piece .. grauvinite: wirl winfch I
" could write withouz dlpplng. And 1l_1taracv wauld! be overrome: .
| In the 1600's I changed from the hornbook tc tie use 2 & chalk
board. Hefe was the solution to zhz problem o i.lditsrac: .

In 1650 in Germany again, I I anclosed the gri .aize in wocw wud knew
again that illiteracy %ouid‘be ended.

In 1895 I was GuglielmolMarconi and sent ti: IZirst radic communica-
tion 51gnals At last we could become 2 literate world.

| In. 1919 T llstened to the flrst scheduled rasifo broadrasi: ow 9XM,
which later became tho State Station WHA in Wiisccmsin, amd the ultimate
in hardware to déyelop a total education system was availabie,

In 1920 I was in the Bell Telephone Laws wmnd scecsssfall- zoerdinazed
sound on records w1th the motion picture proizerto=., “Semehow . passed np
being Edlson in 1889 when he invented the lkinetoscope. Again finelieved
we had foumd the ultimate hardware tdo aid in edmcation:. '

In 1941 1 sat in on the signing of the licensing for the fimrst TV
sta;ion.' Now we werebready. But this is getting very claose tx:gome,

In 1950 I knew the7Ford Foundation had the answer to totai education

t when ﬁhey’funded the Midwest Program for Aizhorne‘Televisknm.

s ] . ) . ) 3 {)‘
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In 1951 I saw UNIVAC come from the engineeringnbrains—atvthe - ,
University of PennsyZvania; add this new development to the old and’
illiteracy would be gone forever. A : ‘ .

And again-in the early 1960 s Computer Assisted Instruction and later
. the Dutch 1nvent10n of the cassette audio sape recorder, and now we were
ready to take on the educatlon of the world!. o, \ .

RS But wait -- out of my:dream world into reality ~~ in 1975 thére are
eﬂ.nearly lrbillion.illiterate adults in the world.

L live in a realbworld, and today satellites hover over vast
footprints of communication potential and educators have a friend in the .
skies. There is t™ie new operational hardware that causes our leaders to
say , 'We have the ultimate scientific know-how to be used to raise the
educational level of tire world and remove illiteracy forever."” But do
‘'we have the~educationa.;know~how to any greater extent than: did those - .

. - who preceded—u§ '

Can we create edwmcational components to match the high flying ,
creations of SCIEHtlSEJ?J This is the~real world of the.educator today, .
and this ie the focus ot the thinking in this paper.

Permlt me sotie pexsonal reflectlons concerning what technology can ' p
do for educatlon No .one would conclude from the evidence that it-hasn' t
helped. We are not~Sure how much, but using technology has become a part
of our everyday educatonal behauior; . .

My real world of teaching began in a one-room school in the 1930 'S .

I used technology and I believed it helped me. There s little research
.. to prove that it did,buz I think it dld. What technology had I'learned
. to use? Chalk board, printed booke,_naps and;charts;:flashcards, oencils;
paper and a pitch pipe. There were no projectors, slides, 16 mm f1lms, '
"ot overhead prOJectors or phones at that school

Later, as an extension agent for a College of Agriculture, I used
other hardware and filled in the software as best I could ——-films, slides'
and even a metal w1re tape recorder. Aga1n, I believed it helped but no 4
" research’ tells me how much. _ ' '

Later, as a univer31ty professor, T used other technological

"'advances, trying to fit 1n_sottware_asAI moved along.' As others before me

“and since, I became involved in research,.some of it to détermine'whether
R - E ! . .:' - ’ - . » N P
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or not the technology I used,really worked. Let me review a series

of studies I directed ir the 1960's that’proved that my.use of technology

didn't help as much as I believed it had. -

Findings from my research on school district reorganization were
sought extensively in W*scon51n and elsewhere It seemed that even with :
news releases, university bulletins and appearances at community and h
county meetings I just couldn't keep up with the requests. One logical

. use of technology in this situation was to prepare a 16 m filw for;%

E; . distribution through our Bureau of Audio Visual Imstruction. ‘This was
done and used, but always with a.nagging doubt about the efficiency;of
film. The bulletins, the films, and the lectures I gave in person all
covered research ‘results coming from the study. Why not check on-the
outcomes of these three approaches plus the use of the film on television?
This we did in a series of studies on lecture, film, television and .

2 bulletins running over several years And what did we find from these
studies? v

;o Fi¥st, no one media favored the other over a number of different
learning situations. ) ,

Second, the lecture gave the most consistent results among the

. media used,” ‘ " h ‘I/ , )

_ Third, when information was presented mith the researcher present,
whether presented in live. lecture, bulletin or film the results were
consistently higher by all three means than if a local person gave the //)
lecture, distributed the bulletin for reading or showed the film. This »
led to the conclu51on ‘that the setting may be more important than the -

media in transmitting research results. ) o
Andvfourth, the film is reasonably close to the live“lecture,in
. '~ results and thus efficient: Later experience showed that if a 1oca1 group
\ . could not get a live lecturer to address their chosen topic they often
changed lecturers and topics. ’ y e
. The last three years I've been dabbling with another bit of N
technology somewhat related to the yse of educational satellites —-.the
Educational Telephone Network as’ organized at the University of Wisconsin.
Three years ago I offered my first credit class over our telephone

snetwork -~ seven interconnected claseroms from one end of Wisc0nsin to the

;
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other. Others had donefit earlier.: It was a f‘asco for me. The software
of Kreitlow and his materials mav have found a“pattern that was considered
effective in a campns claséroom, but on the, telephone network it went tnto
an agonizing declfne By the thixd year on tne‘hétuork sufficient - -
adjustments W?d been made so that the positive,gtudent reaction approached'

that of a campus class. This semester I'm.comparing the outcomes of a : -
campus class with the outcomes of an EIN class hald last year on identical
content and w1th identical objectives. (Some\o‘ this experience is N

,described in the November, 1974, issue of “Adult Leadership )

In undertaking this paper, it was my intention to try to create a
setting in which we might think together .about the .new technology. That's *
#what we'll do-now. 1'm going to’ create avprobiem#situation, not too
'unreal, tnat may, be beyond our‘joint'capabilities te, resolve. 'But,ie}'s'

LrY. : : S ) 4

At this writing, 22,300 miles above .the intersection of the eguator and

- 940 ywest longitnde, hangs?ATS 6 in stationary orbit. It’isithe»technical~
Ehardware from which a group of ome year educational etperiments fs nnderﬁayi
. They 1nc1ude progects in Appalachia, the Rocky. Nountain States, and ‘:,‘ .
Alaska. For these educational projects there are available two color v
channels and four voice thannels of broadcast quality‘ The Satellite has .
- available for other uses the capabilities of sending and receiving by .
_telephone, telegruph, radio, TV and facsimile and cowputer data impulses., .
 Here's what each experiment is t1ying to do -- iq one year. . l
APPALACHIA o . Co \
The Appalachian component oﬁ_the ATS-6 demonstration is designed
to test the validity of linking a local teacher—based ne ork to a.resource
-, and coordinarion center via the satellite and other techn ylogies. The
purpose of this system s to provide local schiol teachers with in—service ks
ed.kation for graduate credit and- instructiouai materials i the areas of Qe;
career education and elementary grade-level rqading instruct on.

Inskruction will be provided through' a mix<of~§echnologies in 1uding o ,24,’-,

pre-taped TV; live TV, programs modified in reSponse to feedba ¥ from each
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. to determine those . osmus seation s-ow. 0 oooch are desirvable and w11l meet
- the educational aued. of the pwpﬁl . Tore are o be five experimental
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Alaskas viewers; 9) transmitcing real-z . me puirlfiec broadcast programming .
‘y"‘ from the lower 4¢ states to Alpska amd ~ite versa. | : ‘
f( " Bow when all this is done, ocur teshnological wizards at érqund -
control will lower the satellite ouw: of {7s stationary ozbit;iit will® s
. drifc cast. In twenty or thircy dar . 1t wil1 be w«er‘:'Cenyaz,.czmm-mY :
. - .
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toche uscd in thily ﬁxperﬁmenn are Hindi, Kaghmirt~ Bengall, Oriva,

cappreach the ergavivivy of che space scientisgs)

i

I

The expordmont is o involve the broadeasting of {nstructional television
i
vvag AWS L0 an un~imntvé &,OQG ~ 5,000 Indian vfllaged. (The languages.
“‘)
Marsehi, CGujnrari, Tamil and nnh.nbﬁ,) ﬂho* 3,»UG villa’e% are to -

2

reeaive propgrams fros vhe satellive :hronyh cammuaity receivers. The

veceiver will we a ren~foot, inehp*ﬂ%iua mosh antenna uitn a front eud
LAV ECLEY Lo chwhyv the ,igﬂai from Ub? to VHF, and from FM to AM, The,

remaining vsll&?e¢ ar& LO Hc pzcvided prograw vecelved’ by Larch stacionJ

and yodi trksmxnd Lo cammunit" receivers via VFF cun"cntional Lranamitters.

S0 now we have some idea of what can be\trimd 1f we eduofitors

Before going on, 0T me oxpress my_dﬁgbg# about thé'vélﬁe of the
Loy wrebueatlonnl expﬁfimeﬁtﬂ Just dezaribe ;3 B
Fivwt, ont yoar ts oo shory, & time -- fr'w Lo ten years in Zia
it
place &5 more realiscic.  Second, though thp potuntial of satelld’ !

communication may ba preatest in sparsely skl led and.rngged_seétions_of

the vorld, these are ndt zhe post apﬁrnpriatefplaces‘for'testing the

educational ﬁuiauara? “That qhbuld be done lin] areas where users will be

crinics. Thlfd ﬂnlv twanty - PICQ“L of tnw iLsut in the above ex,crimenté
.- :L

.
LEN

i
vé; afrj;" pQVCGu¢ is canned. Thii dnr*h't seem like a ratio that
uou*i dcvv’ag par:i ivant invelvenent criticism and deVﬁlopmencal input.
It woy be another cang nf sefennific intimidatzan..

Thus, for cur pharpeses 1 am gaing to move ahead a few years, let -

1

we Sav L1980, and provide a ﬁﬂtﬁlliﬁ? and an educational software .development

probler thal vou ©zn S0l your win& to. _Let's get the hardware ug {irsc,
Wet il c&iﬁ it the Educacional Eechnoicgy Satellite ll,)ot.ﬁTS;ll,

4 @haw that it's the sleventh DB and that ittty up and'ready for use., It

WA H ldunrhab with an Alr Barcg” Titan 111 € rocket and 15 1o a scntionary“

orbit. At fdﬁﬁagrfggﬁjgﬂﬁ pound package looked like Figure 1. ,
Wity at 1océﬁinu;"ig‘unfcldé&maud strecched out to abédtb«tgys from

the sun; the antenns cpened and all-Systems worked. It then‘loékad like‘

Eg

Fipure I,
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to the University of Manitoba, covering

o |
Its position was such. that it coverdd the North Central part of
the U.5.A. as in Ilgurc 3. Tt had a foonrlnt that gave positive and

effirient communlcation potentials to thd heartland of North Amer1can

“cuniversities. {(Figure 3A)

You will note that this footprint eretches from Ohio State University

band 300 miles wide for that

S N

‘distance and including one.. of the great qopulathon and university and

i college complexes in the United States. Here is. a place to test whether

© . waste both hardware and software. L ) . L

~

or notfthe-educational community is competent enough to use positivyely
what space scientists have produced

For starters, let's assume that a corsortium of foundations, the

rU.S.,Gove;ﬁﬁent and major universities have reserved and agreed to .

1

finance ETS-11 for use over a five to ten year period (depending on the

life of EIS~ll). The hardware is extremely costly, but it's up and ready
to-go- Unless‘we can design and use learning environments in relation‘
to ETS-11, we must conclude that .this piece of new technology»is beyond

,our professional capability. ‘1t mav”be better to do nothing than to

Reserved for our use. are the following:
l. TFive color TV channels (receiving and sending)
2.- Five broﬁhcast volce channels (rece1v1ng and sending)
3. Telephone channels _ . 0
4. Data impulse channels . ¢ o

~New areas in the concept of Video Place*developed by Mr. Charles Moore
and William Krueger of the Space Science and Engineering Center at the
University of Wisconsin -- Madison, co-mingled several individuals or groups
from different locations in the footprint, as moted in Figures 4 and 5.

In the use of television any number of our five channels may be used

for inpu to the satellite, and it in turn can be sent to any numbertof

location in the footprlnt ‘where receivers are installed. I'm assuming -

: receivers will (at the very leaot) be available in all universities and

!
/

colleges. Figure 6 shows this concept as it operates. o . T
Now, as adult educators, let us begin to think about how this great

technology might be used for adult°education and. for higher education. Some.

' of us believe that h1gher education is one of the\segments of adult education;
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for the moment we'll assume that it is.

Suppose — znd, indeed, this may come to pass — you are asked how
this new technology can best be used. What would you use it for? What
should it be used for? That is the question I'd like to leave the reader

“with -- he may well have a creative advantage over a few educators who
are knowledgeable about the technology but afraid to dream. The-educational
ideas integrated into the ATS-6 projects, which I swmmarized, are not
innovatively spine-tingling. Unless ideas for satellite use are more than
routine, the use won't fly even if the hardware does.

We will close with some suggestions developed by practitioners and
graduate’ students who have considered this matter in group problem-solving
sessions: »

1. The Live ERIC -- Plug researchers into a live seminar respcnse

vl

to' the major problems confronting selected fields of study. Use the EBIC
or other data and literature bases to“print out relatéd materials prior
to and following the live seminar.

2. Replace all '“mini'' systems f{audio visual center, duplicated
combuters, ETN's, etc.) with a single maxi systesn (the satellites) ﬁhat
cover the area.

3. Coordinate the extreme specialities where neither éesearéh nor
teaching facilities should be duplicated at mere than a handful of
institutions. Then hawve this limited number carrylthnt special field (with
satellite tie-in) to institutions with a small number of learners. Thix

i -
latter group will get the basics of the'spccidlty bhefore tranSfefring
for a finil period of study to those institutions with the specialty.

4. In-selected fields with "master resources,” offer special courses
across the footprint. Example: A professor lectures, illustrat:3 and
demonstrates to ted“campuses two days per week. This can be live or
taped. Then he conducrs live videoplace class discussions with each of
the ten as a follow-u; . This could be che‘professor's full teaching
load and only master teachers wonld be selected for this.

- ~ . . ' . e
5. Call the Satehlite "Footprint Universitv.” CentralliZe primary

!

resources -- 1.e., library, fllms, audio-tutorial research exchanges.

Concentrate on very spécial flelds such as medical instruction, where rare

surgical operations ard shared, special diagnoses, medica2l school

x
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consultations and on in-service education in this field. The same can be

developed in Law, Business and special areas of edwcation. In-service

education will take highest priority over-the footprint. "Footprint U"

r

could become the kev staff development and in~service unit for the
professions in the area. Continuing education units as used§?1§ome

<
professions could be centrally "banked" and on call through print-outs.

6. Special woncaticnal training from cn-site (factory) settings.

In very special and fast developing areas it should not be necessary to
duplicste facilities in vocational schools. Vocational schools should
previde hasic instruction while ETS-11 is used to keep up with the
changing technolegy on the factory floor; live broadcasté to the vocational
schdolg {or tapes) are available for follow-up.

7. Develop a vesearch reporting system that removes lag time..
For example, reseavch on new agrlcultural pest controls, cancer, adult
learning, day care centers, would vie for scheduling on the standard
research time slot open each eveuning from X to Y hours. Each live TV
research repofting will be followed by ERIC type printouts of.background

and new materials.

32
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. IIT. THE RATURE OF CONTINUING
PROFESSIONAL EDUCATION
Cyril 0. Houle

nr of the most profoundbchanges in American thought and behavior
RN R 1o gradually that their magnitude is seen only in retrospect.
v ol wiilions of ind‘v1dual decisions, all trending in the same
*v1 el len-~though with frequent eddies and counter--flows~-a basic alteration
oozars n ouvr way of life. For example, the movement of the population——
frpi: tng east tu the west, from the south to the north, or from‘the farm -
tiv tue olty and then to the suburbs--provides a land far different from
Sty vh*cﬁ our fathers and mothérs knew. Other changes have become
clear—- zhe thft from agriculture to industry. tnd then to the service
OCLJPBLiOn5, from lbolacionism to internationa*Lsm, from a .civilian to
a militarized state; and from a free to a controlled economy.

‘ We are just beginning to realizeithat another p%ofouod change has
occurred. He\have moved away f{rom a common~school society in which every
child and youth climbed\from six"to sixteen years up the iéddér'of learning
from the kindergarten or first grade to scme uppef_romg,'depending on his
abitiey and financial resources, after which formal education ceased. We
have moved toward a society in which learning is designod and conducted
from éarliest childhood until senility or death. We call this concept .
"lifelong léarning.". This article will codcentriféQRE_the years after
graduation from the professional school, but we should;recognize that they
are ‘part of the larger whole of the lifespan. _

Thixty—fivL years ago, we were all very sure that the only people .
who needed adult education were those who had not had the benefits of
formal schooling. The process of education was 11ke that of fllling a
jug, a task to-be accomplished as_ far as possible between the age of

six and the late teens'br early twenbies. With some people, collegesmh

and universities did pveh more. The ultimate product might resemble :

Lord Macaulay of whom ik was said that "he not only overflowed with
, ¥
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learning but stood in the slop!™

Once the student was deemed to be suitably filled with knowledge,
he or she had to endure a ceremony in which an orator announced that
learning was only commencing--but the young graduates usually had their

minds on something else at the time. Nobody--students, faculty-or orator--

regarded the utterance as anything but ritualistic. Learning was over,
except for those poor unfortunates who had fallen off the slippéry ladder
at some earlier point and might be given a second chance to get back on
by a literacy class, a night school, a correspondence couréé, an'%xten§ion

program or an early morning television lecture on which it was harh to

i
N [

keep one's sleepy eyes focused. ' ) %
~.This faintly comic picture-was never really valid. By the'la%e 1940's,
two fnndamental facts became evident and, in retrospect, we can ;e% that
théy’were-always true. First,‘the socioeconomic factor which corrélates
most closely with the amount of continued learning in which an individual
vpartlclpates is the level of his or her formal education. The morf you
have leérned, the more you want to learn. Second, successful and innovative
people are more likely than others to take part in some form of continuing
iéarning. ‘Thus adult education is not merely a compensation for the lack
of earlier schooling. It is also a reward for both the quantity and the

quality of formal education which an 1ndiv1dua1 has undertaken.

Purposes of Continuing Professional Education i

What are the purposes of continuing career education? Some people
think about the matter very simplistically using some such slogan as
"keeping up-to-date on new develogggnts" but most people realize that /
several goals must be sought sim;ltaneously and that the process of doing
so ig difficult. There is no subject, however complex, which~-if
studied with patience and diligenée-—will not become more complex, - Such

_ is true of the purposes of continuing professional education, of which

we .may identify at least eight, '

 The first aim is to keep up with the new kﬂawledge required to
perform responsibly in the chosen career. Just think, for example, how
much has happened in the various professions in ten years. At the start

of the decade, we had just 1Parned how *to keep & man in orbit around the
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earth; at its end, we had sent many ~av1to the moos. Generals discovered
very painf{ully char the crushing'nuig“t of grzat ammaments cannot subdue

a dedicated peasantry. At the same gzmw, phvsicians and surgeons learned

" 'how to save the lives of men who in ap}\previous war would have died.

Architects turned away from their in:&tuation with steel and glass bo¥es
and are now employing new materials or ff nding inventive ways to use

old ones. Patrerns of resource allocation dpplied by public administrators
are shifting as a result of new doctrines. And pharmacists——perhaps wore
than the members of anv other profession—-havé tvad to keep up with a
changing scene, as new products and new :héfapiés succeeded one another

or enlarged the range and the Subtlety of treatment.

The second aim of continuing prefessicnal education is to master

neu_conceﬁtiéng of the career 1ts§lf. A recent study of dentistry notes
that “twenty-five or 30 years ago, dental practice was limited to . ‘
relieving pain and treating lésions of tﬂe reeth, the gumé'and other
Lihgueb of the mouth. Today ic is concerned with the comprehensive
manabement of oral, facial, and speech defects and with the oral structures
and tissues as they relaste to thé total healch of the individual."”
in other océupations, an equqily profound change has Qccurféd and the
modern practitioner who does not unﬁers;and=that fact is obsolete.
Iﬂg_;hiiﬁ,iﬁa of continuing préfesslonal education is to keep up with
changes "in the relevant basic disciplines. Practical careers rest upoﬂ
;heoret}cal bodies of knowledge. The healthﬁbroféssions, including
pharmacy, depend qun anatomy, physiology, pathology and biochemistry,

agriculture is based upon soil chemistry, meteorology and plant pathology;

© and social work finds its roots in Tociology, psycniatry and political

science. lho prmfessional does not]need to become expert in these ‘ .
underlying bodies of k%calcdge, but'he ?oes need to }earn about thgir
advances. _ , : ,

The fcurth ainm of ca:eer—oriented ékntinuing educathg;is to prepare
(snmatimeq after the fact') for chaugns in a ‘personal career line. An
individual mav movc in one of many direc ions, such as from generalist
to specialist, from one gpecialty to anothet, upward in a hierarchy,“from

a lesser to-a more responsible job of the same sort or into a completely

&7



new career.

The fifth aim of continuing professional education is to maintain

freshness of outlook on the work done, so that detail is ot neglected.
In every kind of career, people go stale after a while. My favorite
example was given by a novelist who said of a hospital chaplain, that
"he was just out of seminary and performed last ritesvwithout running the
words togzther." Perhaps education is not the only way to seek this aim,
but its achievement can be aided by educational means—by Supervisory
training, by self4appraisal examinations'and pcer review, or by putting
oneself in a new work or study situation which demands attention to
detail. ‘

The sixth aim of continuing professional education is to continue
to grow/as a well-rounded parson.. The mind should never be fully engaged
in the practice of a lifework, however exalted, but needs to withdraw
from that practice oceasionally toTbe stimulated by contemplating theory.
or seeking understanding and skill in different aspects of life. Otherwise, -
as Whitehead pointed out, "The remainder of life is treafed superficially,A
with the 1mperfect categories of thought derived from one profession.
rhus, an’ 1nd1v1dual becomes a dogmatist not only on a single specialty but
on all of life. Each of you, can probably suggest which careers lead to
the'greatest dogmatism, _ |

- The seventh aim of continuing professional education is to retain

the power toflearn. This objective is an important adjunct to all the
others. The skills of mastering knowledge are 1ike other skills——they
are learned by practice, they atrophy from disuse and they can 1ater be 'd
regained only with difficulty The a11~too—frequent end result was
plaintively expressed by the genfleman who was heard to remark, "I can
see pretty well with my Spectacles and hear pretty .well with my hearing
aid and eat pretty well with my new teeth, and I am getting used to wearing
a toupee and walking with a cane, but I do miss my mind!"

The eighth aim of continuing professional education is to discharge
effectively the social role imposed by membership in a profession, a
role which always exists whether or not the profession is licensed by _
the state. The professional must learn how to take collective responsibility;r
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to make right choices on issues, to fmprove and extend the delivery of
service, tc collaborate with allied professions, and to help police the

actions of fellov professiondis. N

Distinctions and Définirious
These eight purposes sﬁggest that a fully fledged progranm of
continuing professional education cannot-be concelved and developed
either easily or rapldly. Mrs. Yegi 5& rz once wan g grand plano at a

raffle. ‘The next day, Yog!i sought out a fellow hall-player known for

,his pilanistic ralents and said to him, "How aboul dropping by sur hiouse

some evening and showiag us how ro use ft." That story comes to my mind

,uhenevétﬂl hear of some new device os process which purports ro be an

- infallible way of maintaining'the advanced osnd subile skills and

underscandings of hundreds of thousands of highly trained people throughout
a 50-year professional liferisme, o

in designing auy écmplex systen, we most beglin by m%king_diatinctions.
when most people urge "continuing education,” they really mean "incrermittent
edycation.” They believe that the flow of customary datly experlence
should be enriched by reading books or jourpals, taking courses, ac:endiﬁs
conferences or lectures, or participating in other periodic or sporadic
activivies,  Most educators 5e:tie very gracefully for occasional learning
of this sort.‘opcfaﬁing wholehesrtedly in the belief chat "more is better."
1t is vcfch uot*ng, how evor that in;er@iat¢n: education ' falls short of
the fullest meaning of “cnﬁzinuin:‘éducaaion,” which I rake vto be that
“ﬂ”agEMEﬁt and intersction with liie in whiich the human mind is steadily
ab orb»d in its own enlargoment, in even the most cundane vasks, sone

part of the mind sts¥s free Lo act asg ob&erver and, if we wish, we can

' : s : o : X
constancly &ontemplare, refleer upon practice, ‘make judgments Ebouc the

ef fecriveness of our actions ané contnider how we may imprcve olr 4
perfbrmance. Hoving ouvtvard frow this direag and iuternal experience,
we can discuss our U&“k #ith associates, pove col &atively toward ies
imyrovevﬁnz.-ruad éhudv .“ﬁig, ‘explore and :ake parz in all thO“L- o A
systemaric expzriances whtoh wnlighten and ;ﬂliven A career. B

How well do propic ngaged n goat-degrae aare ra.actual{y underrase

this ¢ ..ess of continuing educations ar for chac matcer of intermi:cent

PP . B - ~.
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education? 'Those who try to answer that question ordiparily talk as
though ¢very learnaed occupation Eas two classes of membership~~tﬂ55e who
TLeep up oand thoxe who do not, the latter beipg(in the vast majoriéy.ﬂ
Bur gveryone really understands that the gradation is subtle, and that
rs of a profession range great1y from those whose constant B
céamiaazivn cof their work performance 1eads them to an ever more .refined
and exalted conception of it to those who seem content to grind through
their days in deadly rcutine. . : . |

A hypotherical distributiocn of the members of a profession on the
basia of their scphistication of practice is charted (Figure 1). Modern
sorjological investigation suggests that such pe »le may be ranged along a_

norzal probabilicy curve in terms of their readiness to innovate and adopt

naw practices. On this curve, at least four different levels may he K

distinguished, though nct with precisiép. At the upper®end of the
continuum are the innovators, who coﬁtinuously seek to improve their
per{ormance, usQally in highly unconvehtional ways. They are attracted
to ideas and practices that are still Qntested but which seem to offer
great promise. Their~hes;re to lwnovate may have to do only with the
techniquzs cof their work, but it may also lead them to push the frontiers
of their careers outward or to ﬁakg linkages with othfr re;lms of
knowledge. ) A ) )
The pacesetters feel the need to be progressive in thelr practice
but are not eager to be the first by whom the new is tried. They. wait
untll a practice or idez is fairly well tested, and then adopt it. Thié

judgmental quality of their characters t.nds to win respect and therefore

- to make them legltimizers of innovation for other people. The majority

adopters make up the great bulk of those who practice the career. Among
them, in a gradually spteading wave, innovations are diffused, winnlng
support in part because pacesetters have s2t a seal of approval on themn.

The final group &re tne 1aggards, who learn onLy what they must know if:

,they are to stay in practice. They have,built a house without ‘windows -

"

and now they live in the dark. 5 ‘
Innovators~-It is my hypothesis that -the nature and extent of the .

continuing education of those who work in a career is directly related

to their level of sophistication of practice. Innovators do research,

have clear-cut plaqg of ihdependent learning, séek,and cherish paff—timg-

R ' 50 . S
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Figure 1 - A Classification of the Members of a.%;ofession**
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*Professors, assoc1at1on execut1ves, reseavchers, government reoulators, stimulators,

editors, etc.
**From the address "The Nature of Continuing Professional Education" by Cyr1l 0. Houle,

Professor of Education, the UanerSlty of Chicagc at the APhA Seminar *for Continuing

Edacation Personnel . , : N -
ﬂf !

%

O

ERIC

Aruitoxt provided by Eic:



{ teaching positions, belong to groups wnlcn baye restricced me:%ership
and which take pride in beif\g more advanced in their practice than tneir,
colleagues, read highly specialized journals, attend invitational seminars
and leave their work occasionally to engage in full—timeﬁstudy. Thomas
Hobbes said-of them that they have "a lust of the mind, ‘that by a B

perseverance of delight in the continual and indefatigable generauion oF,' -

.
. .

knowledge exceedeth the shourt veliemence ¢i zny carnal pleasure. i o
Innovators are so éager i) aeek the new tlizr less arduous efforts o learn
- thar their own may seem s u.z2rficial or eve: meretricious to them. ?his »
often leads them to ignore or be contemptuous of formaliprograms of . - -
continuing learning | ~ . - e ' o
Pacesetters——Pacesetters look in two directions. ;toﬁard the innovatoxs
and toward the majority adopters. They value opportnnities to be exposed;
to new ideas and techniques, but they also maintain an attitude of
. conservatism toward avant-garde practices. Therefore, they geek to.
learn by the methods used by the 1nnovators, though to a less whole—hearted
degree. They are. like also to estéen membership in restricted sociecies,
part-time faculty positions, and other similar kinds of learning, though
‘their ‘aim may not be so much to gain knowledge as to prove. to themselves
and to others ‘that they arz part of the inner circle of- the profession..“
Yet'the pacesetters are also concerned about the career group itself‘

and feel a strong need to organize, conduct, or take part in its strfuctures

8
2

- and its ke) functions. .Thus the pacesetters strongly support group‘

learning endeavors, g1v1ng leadership to such activities as the meetings of
professional societies, qonventions, exhibits, short courses, lecture -
series, conferences, and efforts to learn within such institutional

¢ { . .
’ ! settings as. schools, welfare agencies, hospitals or libraries. The pace~

setters are also the chief sponsors of the newer technologies of: 1earhing,\

such as films, closed-circuit color television, video—tapes, recordfngs

or telephoned digests of research findings self—scared examinations,c _ v{‘\
) computer-ass1sted instruction or the use of s1mu1ated situations or case , f

studies. The pacesetters often take p-"a in these activities themselves,
iQ; though they do so w1th mixed motiyes; they want to learn, but they also

. want to lend to an act1vity the support of the1r presence as. auknowledged
leaders in the profession. " T
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Maic :1rj adopters—-} ajority adopters, since their number is so large,

have a Dread spread of infiovat ive Lnteleqts, ranging from those pracL1t1cners
who are just below the pncesetters to thpse who are just above the laggards,

av:d smomerimes moving upward to one or $1lipping downward to the other.

e Thm.majorit? adop tary participate in organized programs of continuing
e aduc Jmaon both because of a sense of obligation and because they respond

Lo ihc examples and the. apncals of the pacesetters. Ideas'andipracticeé
apk-alsoe dif‘used (more than is_sometimes admitted) by the commerc1al
appeals 95 Sdlcsmvn oh_qupplies, equipnent and services, who almost

¢ alweye sﬁr:ouna their approach to a professional with some aura: of

A educat:or Y ' ’

g'."ﬂw g fdJUYLL\ adopecrs vary great*v in their acceptance and practice of

4 _self Lduc¢tzon.' “They usually pay lip service to the idea, but it 1is
hdfOU “to '1n their attentvion to a specific proposal than their .verbal
ﬁapp@*: o harder still to persuade‘Lhem ‘to participate in it. They

‘ pftéu SICE tﬁﬂ@gcivch apart {rom inbovatoré, who are-—they are likely.to
think--too extreme in, cheir advocacy of whatever is new or who-.are likely
1\V€ in a world removad from that of practical affalrs. The feeling ~ .
reJ LCiOﬁ\-n reciprocated. In the Field of med1c1ne, J. G Freymannr
'h¢§upravided an e\umpl of such separatism——

’ .l.@mong a vécal mluorltv of pracc1cing physicians can ' A
be found a thinly-veiled anti- 1ntellectuallsm, preoccupatlon
with medical economics, and resistance to change. In ST
the academic community can be found islands of
intellectual snobbery, startling dgnorance of the

uallty of practice outside the university, and ' ‘ :
imprtience with conservatism. - -

Sucu a %chism is not unique to medicine. This separatAcn, uatween the
lnnovatars an cne one hand and a bubstantlal number of ma]ority adopterr

on the othe;, highlights tqelimportance of the paceaetter, in any strategy
of ergnni%ed céntfﬁging education. . o

e Lﬂggﬁggq?—ﬂegﬂarde cause deep concera to everyone. A profession has
1»01LLL¢d them, trained LhLm, ddmltced ehem,to prac*iee, and must fight

] pro;eet Lhexr perquisites. If they are. licensed, SOCIECY‘hab a stake

in che;r abilicy.. But laggards do not respond properly. to their privileged

po sivion.  Their ideaslhave hardened before their arterles. Their old
- { .
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skills deteriorate and they do not adopt n2w cnes--or, if they grudgingly
do so, it is by a not easily understood process of osmosis or by .
yielding a bit to pressure. The laggards sayv(if they defend themselves
at all) that education costs money and time. e« They do not realize that
ignorance is evep more expensive. Other people may tell them how to
solve their problems, but they have a difficulty for every solution,

Reinforcers—-~Ycu will havevnoticed a fifth group of people on the
chart,'the rejnforcers. They retain a career identification but they do
not practice it directly. Instead they‘are professors, association

executives, researchers, governmewut 1egulators, stlmulators, editors,

:and occuplers of many positions. Such people bear the.chleﬁ>administrative

burden of”continulng.education since their llVellhOOd centers on it to a
greater orllesser.degree. Often they work d1rectly w1th learners, giving
lectures or wrltlng papers or ed1tor1als. ‘More frequently, perhape, they
set up the arrangements by whlch,other people, chiefly innovators and

pacesetters, carry out the magor Anstructlonal responsibili

*All reinforcers conceive of themselves as innovators or pacesettero
but, as the cHart suggesEs, they are actually drawn from allrlevels of
sophistication of practicc,lincluding the laggards. People/no longer

competent to,practlce a profess1on sometimes occupy safe berths in

'assoclatlonb, 1n government bureaus,and though as a profe isor I hate

to say it, in un1vers1t1es.~ If a relnforcer wants to s%} a laggard he
often needs only to look in the mirror or 8o down the ha 11

_ As individuals, the re1nforcers tend to follow the ractice of the
basic group: to which they belong - If they have been innovators they ar{
likely to remain innovators, though thelr attention m 4 now be devoted \
less to tnevcontent of the‘profession itself than to/Zhe new frontiers :f
jbllective advancement in‘thch they find themselvﬁsﬂ The pacesetters

nd the members of the middle majority behave in thgéir accustomed ways,

and laggards can resist knowledge just as successfqlly on the'staff of
a journmal, in the secretariat of an association or of a government bureaF,
or as members of a un1vers1ty faculty as they could if they were in 3
active practice. ' '
The ccllective mix of the reinforcers has a great deal to do with

c



the amount and kind of centinuing education whileh a profvsstion v othor

career proup spousors. 1L most of the reinforcers, for wxample, ave roward
the right-hand side of the curye ov the ohars, vhe propriam they produce
will be characterized by witality, wsovelty, ﬁﬂd.di?ﬂvﬁiﬁfm\ iV osu, i s
possible that the members lu the lower hai! of the distriby hion will

, . }
criticize the propram bocause 1v e toe dmpracticil of visidhﬁrg oy

costs too much. IV rhe mix of reinforcers gonters around

the distribution-~as it often does~-the Couzi;uzuh pducatio
provided will stay within a safe-and-sure pattern, following tihe
routines dictated b custown. Meanwhile, the pacesat tv*u will grac

speakers' tables andi the inngvators will po off

o

in thir inu‘vidual wavsg |,

or form special proups that satisfy thelr hunger for learning. ‘ﬁr
L4 : , :

x :

zareny group and somet baes e

re

- ;
To exist ls nol o imply tnat men

£

and women are Logkesd iy :u'g\:.i FTarever inte 2 sinple pattern of

P

1
imnovat iveness or of stady.  Some pesple may welceme a new ddea in onw part

[N

of their lives apd reject v in oibezs; and the growth ef respons bixi'“

MRS many a4 youny ianovanor: into & middle-agad paceserter.  Yey this

ordering of individuals ﬁnto-hrqad

4

¥ definable groups dﬁ?hd‘n to describe
at least one facer of veality.

‘A Look 3t Present Policies and Bei..ofs

If o0, we necd 1o ld»k at somp of our present pellicles and beliels.
i
Ve duive a uanu?a)izﬁﬂ fdéa that evarybody ought to leara more than he
now knows., iit fe this :{unbhz which pives Yrise ro the policy that more
bcmxgr—~£§ra mﬁﬁiingﬁ"mﬁfﬁ couéﬁa$) mors lactures, @ore journals, mure
hooks, more Ewarychiag. Yo achiove this idea, we may simply churn out a

sunber of -penceral izl proprams {oy LV eryone who will come; or we wmay useé

.

a varievy of approascvies, thinkipg abpug special areas of content or

ey

about the neods of distincrive cocupational groups. Tt may be thav i

3 W
want Lo think abour advancieg a profession as a whale, wo may first neod
Lo considar the distinctive educational requirements of each of the
s subgroups U have hyp&t%;sizﬁd.
. g ]

e {nnovators owed to find ways to oxplore ghe frontier of theo

ngcupatimn, ereatiene the new ideas and the rested Kﬂﬁwl&d“t thav will
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uarllv be ¢fP{used to other professionals by the yarigous channels of
communication.  The nacesetters need to learn how to exercise their special
taszks of leadorshiy o uetéblish patterns of education. And whoever is
responsibie for o group of rvzinforcers--the dean of a school, say, or the .
administrator of a government bureau or a professional association--
needs ooty to recruilt pacesetters and innovators for his stafi and give
them Treedom to work and learn effectively.

However, the twd ¢hief concerns of organized continuing education

today in all occupations are the same-—-how to speed up the learning of the

majority adopters and how to reach the laggdrds. The érguments orxdinarily

deal“with whether it is better to use e stick or the carrot. This\g”

avalovy grcws more vivid when one considers that these two forms of
etimulatlon are usually. reqbired by mules or donkeys. In the matters

with which we are deal1ng, the ‘stick requlres the threat of 1awsuits or
governmental régulation, compulsory continuing education, the fear of
adfersefpublicity, the loss of the gight to practice, and the intreduction
of licenses which must be periodically renewed. The gene;ﬁl\theonx;uimr
that if minds are not cultivated, they should be plowed under. The carrot ’
calls for the growth and enrichment of opportunities to learﬁ:until_they

. ! .
are so pervasive and attractive that they become irresistible. Some

/ DA

reater use tnan at present of both approaches seems 1nevitable, thou h
g p g

. the mizture wlll vary from occupation to occupatlon, and from time to

time.

\11 of these concerns suggest intermittent education, .but beneath

f—them lies tWe deeper theme o6f contin ing educatlonm How does the individual

orker - bulld within his or her value structure the\belie that continuous

learning should be a way of life and how is that belief earried'out?

‘1s performance in this respect a wholiy innate or self-directed

accomplishment, or can external influences be brought to bear upcn it?

If the organized career group can have such an influence, how does it

do so? 1Is it enough merely to increase the volume and quality of

intermittent learning in the belief that thereby reinforcers, innovatdrs, .!

'pacesetters, the middle majority, and laggards will all be aided to

strengthen their underlying'sense of desire and need for learning? It

’
/-
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.is in Einding answers to these questions that the deepest challenges
lie. . '

The world of work is seorned by those who argue that it does n%t
involve the nobler aspects of 1ife. And yet, as Gautier once said,E"All

else passes; art alone endures. He was thinking only about the fiﬁe
“#%yts. but his observation is also true in the dictionary's broadeét{
defihition of .art as "skill in performance, acquired by experience,é
.study, or observation." Modern men and women find that the;essential ’ 1(
,nature of the work they do (as pharmacists, architects, engineers, healers,"
. prlests, administrators, or members of other professions) has endured
through the centurles while c1v1lizat10n§“rose and fell and new ones took
their place. Y ' '

The quest for excellence in any craft: requires continﬁingfeffort'£0‘
rlearn.to perform it well. An observation by-ioseph-Conrad identiﬁies~the
lasting goal at which that quest always aims. He said, "...the attainment
of proficiency{ the pushing of your skill with attention to the most
delicate shades of excellence is a'metter of vital concern. Efficiency
of a practically flawless kind may be reached naturally in the struggle
- for bread. But thele is something beyond--~a hlgher point a subtle and
unmis takable touch of love and pride beyond mere skill; almost an inspiration

" which gives to all work thet finish which is almost art--which is art."

07
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IV, SELF PLANNED LEAMNING AND MAJOR PERSONAL CHARGE

Allen Tough

The first item on Chart 1 outlimes the focus or phenomedon that
has fascinated me for. the last ten §ears or so. I have called ir a learning
project, but what I sugpest in parentheses would be af even more azcurate ‘
title -~ a major learning é‘fcrt. The focus is on people trying tu learn,

trying to chan ce. People of ccuqu learn wi:ﬁ%u. tr}ihg, buc that is

not what I'm looking at. Whax T suggest that fue look at is hibhlw

deliberate effort; we define that da ef fort ¥nere more than haif of thn
_person's .total chivat;on had to be learninyg and retaiﬂin certain .
definite knowledge or skill -~ so that less thma half of the person's
motivation can be pleasure or enjoyment. ,
And I've Suggested that there has to bo a cleariiécuﬁ. The parson
has to know what he or she is trying te learn. Someone who walks into
a'museum fo% an'hour-kno&ing that he wil] iearn acmeching but not’ kncw£ng
what, simply does not qualify by uﬁ; criterfa. We have o minimUh time

period seven hours -~ Lhac id, over a period of several i Wthh ) perﬁan

has to spend at-least seVeﬁ hours tryin& ro gain chis particular knowledga
and skill. Now in facr the dverabe learning grojecn is around 90 or 100
hours, so we do not have to use that seven-hour' cur-off all :hac oftaen. ;.
. My reason for choosing ‘the seven hours was partly ag a nugle numbe;,‘ené
partly it' about one horking day, and mvy feeling has been that if someone
devotes the equivalenc of a working day to Lr,ing to Iearh sumerhing, |
it is worthwhile 1ooking at it. : _
Numbefr two on Chart 1 gives you the varioue populations of the siudy
interviewed by our group ia Teronte aﬁd by graduate studente and
othets all across the U.S.A., Canada, Ghana, and New dtalaﬂd {though  }
"I do not have'the‘data from there vyet). Comhiﬂlﬁb the resulgb of all zhc
" studies ve find that the differences are not great. In fact.-ehu uaga
found in each ¢tudy are ;oughly the same as data found in the cther'
studies. And that is wﬁat number three on Chart. 1 deals with == how

i .
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Chart 1 Learning Projects

1. A learning project (major learning effort):

" -~ highly deliberate effort
~- to gain and -retain certain definite knowledge and skill
~- g¢lear focus: . '
- at.least 7 hours

2, Populaciona surveyed: C
- Toronto: pre-school mOthrS, elementary school teachers;
lower white~collar women and men; factory workers;
v _ municipal “politicians; social science professors;
v unemployed men; IBM salesmen; professional men;
o 16~year-olds and lO-year-olds
-~ Vancouver: members of public emp;oyees union
-~ Syracuset suburban housewives : /
" -~ Tennessee: large‘rural and urban populatlons
-~ Hebraska: adults over '35
/ == Fort Lauderdale: adults who recently completed high school
-~ Atlanta: pharmacists o ;
- Kentuckm parish ministers | ’ .
- WEST \ftlca ‘(Accra, Ghana): secondary school teachers,
bank oificers, department store executives
- New 7Lal?nd several -North Island populations
3. A middle or;median person: .
- conducta;S different learning prOJE”tS in one year
-~ -gpends altotal of 70u hours altogether at them

r

4. VWho plans the learning efforts frem one session ta- the next7

-~ the 1earner 68%

-- a.group or its 1euder/instructox 127 .
.=~ a pro or friend in a one-~to-one situation. 8%
-~ a nonhuman resource (records, TV, etc.): 3%

-~ mixed (no dominant plannex): 9%

S.“Out of 100 learning p-ojects, 19 are p ldanned by a professional educator
and 81 by an amatcur .

6. Mogc common metivation:' some anticipated use or application of the’
. knowledge and skill. . - :
l.eds common: curiosity or puzvlement, or wanting to possess the
T knowledge for 'its own sake."
Rnét (less than 1% of all learning efforts): credic.

i
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common thic‘phenomenOn i3, and how much time it takes, Those figures
pe{} ain to the middle or median person {that is, half of the pecplo in
thése ponulations have learned more and spent mure time learning anu half %

/fthe people have spent less). And you will notice that this person condncts i

//eight different learning projects, eight major learnLug gfiorns each é

/

/ year -~ in eight quite different areas of knowledge and skill.’ That in . i

itself is qdite different, of’coufse, from what previous surveys have o
. ~ found.
The other statistic is rhat peoplc spend a_ Cotdl of 700 hours at
thés activity -~ highly deliberate efforts to learn. (1 decided againﬂt

. calling The Adult's Learning Projects "Seven Hundred Hours" because then
©., " - We were- not-sure-about-the figurea; How I wish I had called it'thntg)' 
The figure is.probably low‘~— at least for a great many populﬂ:ion5.~~;“
for two reasons. First, m;ny of our incerviewers have fatled to.get
. the full numberqpf hours. Almost every {nverviewer reports misging éoéﬁ
iéarning projectg Then some of the later ¢tud’€q have actually had muah

/
- higher figures than that- 56¥@h~ﬁuﬂd;£d That works out o almosk iwo

T

"hourc a day -- an incredible figure when you think about 1zr.
' Now, number four on the Chart hnlp& one to understand why our {igures
are so different from those of Jonns;one 8 National &urvcy, in the 1960'3,»
. and some of the other ‘surveys, It describes who paanned the leatning
’effort from one session to thL next. - not who did che iuiginl pluuuing -
'»the day to—day daciding aoout what to learn and now to go about ir.’ “And,
of course, the majority are self~planned. “The leainer himself or harself
decides whicﬁ step to take next in the learning ef axt'w-,the learner k
piéns thé path. It s often ? zig-zag path =hich spems helt eruykelttr,;
but the learner does decide from one session ro thel next whar, and how.
to learn. ' | ' ' » .
Now wpac hdb happened I chinx, 700¥§”g st thé_cﬁsearé&<far“th§ lase

fifteen }ears (or even longer), is that unLil ;aftlv recently people,

Looked only at the tip of the Lueherg4' Only a sﬂai' pareef the icebefﬁ e

anat ,‘-"l_....u;ﬁxz.,w_.__.—’*“ s

shows abave the waLer s surface. In adult Learniug ov sdul: education

»-  that small highlv.visible tip of thc iceberg is groups of neoplc : R 1?,-%'
' : learning -- in aud{toriums, eVass rooms, werkshops, or tﬁnfﬂrances" Thaz
! SR o ) . : . i I R )
“ - - 5'60' . ‘ ‘ ‘
O - » » ;
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.iﬁ what adult educators have noticed and paidfattention to over the years.
Rightly so. That's an impertant phenomenon. '

Now Johnstone took the greAt_Step of putting 2 question in a survey
asking for other waye of 1earning; He did not have any probes he just
asked one simple, bliunt question; nd so he did not get all that much
respon%e. He got far more response than he anticipated. He was amazed.

His Wolunteers For Learning_reflects his amazement. But of course, we -

now know he got 1t only a tiny portion of the self-planned learning or
learning planned outside “of educational institutions.  We came along,
T ¥ oa simple-minded way, and interviewed Jpeople about all of their learning
efforts t We Eound they couldn t remember them. . So we developed probe-
. sheets, that Sgggested some things . that people learn about. And,we also
‘took an hour and one—half (at least an hour) in most of the interviews
”‘CQ gtudy justvthis phenomenon, whereas Johnstone was studying a whole:
range of phenomena. S _ s - ' A ' j
We redlly pushed poked probed, and helped.the person recall. Wel A
_found it took~people about 20 td 25 minutes to really start gettlng’on
| ourswhvelengch and start to recall their projects, at least beyond three .
or four of them. Also Johnstoné;s interviewers were.interviewing tae
pcrson who answered the door and asking them about' every adult in the .

holsehold so that if I answereu the door I would be asked about mv wife s

learning’ projects as well as my own. R , T o

A : Well,'when 1 did interviev ny wife ﬂ found that I was not much awaret5 .
of hey learning projects / 1 thought that I knew her pretty well, “but I ;
was astounded at the kind of things she was Spending countless hours at .
that 1 simply hadn t put ‘together a]Lhough I knew some of the bits and \\\\;;
pieoes._ So I would not have answered Johnstone s interviewer very -
acourately about her learning._ And I would not have\done a great deal
‘better with my own learning. And T suspect that most of us. are in the

- ~—'. gam2 condition -~ not really in touch with all of the things that we o - I

have been trying to learn in the last twelve months. :
So Tohnsrone'/s interviewers asked-a’ question soxrathi'ng ‘1ike this, _/( e
L] "During the last twelve months, have you, . or’ anyone else in- your household
: /

triﬁd to 1earn something independently, ‘on youi own’" Most people did not
! ) O T e .
- : ' : ' .7_[ ' L o e

. . : ' - . 61
, A




“reczll any, and we now flnd of course, that the real picﬁuré is the . .
reverse of that. Most everyona recalls quite a fLW ~- and it 15 a rafé
\person who remembers only one or two or chree. In chq Toronte group we
found only one "zero," and in most of the o:her studies cherL were e*ther*
no zeros or very few. : E C S ; . .
We've looked at this total.iceberg then and most of'it 137}n the -
invisible part, che'self—pianned part. It is inviqible :o the learnurs, i -
it is.invisible:'in other people around them, Ic is @ phenomenou that we = °
are just not in touch with; 1t is not very common ac.a-diuner parey to | -
say, "And what are you trying to learn laCuly’"‘ It .is no: somcthing thac'ﬁ
- you talk about. We talk abouc courses and confercnceﬁ, but net the othar :
kinds of learning At least we do not put ir all cagether in a .ing}c

2

- . . .phencmenon ~- an effo‘c‘t to:leare. S e e e

..

“10u will notice on the chart that 12 pevcént of alil major 1euraiug &ffarcs _
are conducted in groupss planned bw tnﬁ proup or the leader, ot inntruytor..—hcssz
thar 10 percent -are conduccod Iyoa one—cu—nan aiuﬂﬂgiﬁw - Lhu way e alls af
most of us, 1earn to drive a car. plav-the pia ar tensis.  The fi§utg ghﬂﬁ
surprised me the most I quess 13 the azﬂ reemt fay %ﬁﬁ“human runouvews. L thodght
pro"rammed inscruction and quevision acrieﬁf mangungu reecrds* &ﬂu so on uoulu
“'be “much more popuiar than they “turned out to hu.- mhen there is cha ? “ertnn cﬁatﬁ
. is mixed° Of course, almost 31} of thoqe are gelf-planced pius sﬁmeth‘ng u}se o
3ﬁ th e self-planned 1i7urc of ‘6% perdent qhnulc po zai&e& ;c/soﬂ uhing xdke

tnree~quarters or 77 percent: . : S e ;'fﬂ S w;V’

-In number fiVe I have tt;\n to cdpture al; the *igurea 1n ong very.

.simple SLat&StiC, and that s :bac. if yeu ook at ane hundred learnfng .
projects, about twenty are nianned by profeqsiunala and.abuut eighty by‘ i
the learﬂe* hlmself or heraelx or ‘some other, amateur plawner. : B L
' Turnxug fnow to what peop*c Jeaxn abaut ox 1earn to do, w¢ Xind ;hat“
there is incredibiu diver%icﬁ, Yf }cu anlk @ room; iull of puaple to makL“
lists of ‘their recent personal learﬁlng nrcjegns _you wzlz fiﬁ& a min&..

bogg ling variet of :opics. Aﬁ mexicntian of tnis ia a Ver very old

‘one in adult! oducation ~~ that no ont tnscituction k&uxd ycssiblj ﬁuﬁ":

the needs of a11 lézining proieczs for a1l adulrs. In fact T da nor
think ‘any insLitucion can even comprehand ull ?f the 1aemﬂr§mu gn: en
_?: uﬁﬂlé nac poeﬂfb“

-

SULh list%. Lo adult ancanian must bo nlt ing ia

‘ - : - e - . . I .
' ) . - W Ty T, N o B . L
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bu monnpelisric as woutl edueatden primarvily fs. Anydﬂe who has studied
adulis eduostion Kawes thar rhis i onoe of the mgic tnaracteriatica of

the field; there §n prvimendous diversity of inst)tutiona Ve bégin to

B P sh, Qéﬁnusﬁ of the . isncredible diversity of learning needs.

I wiil perhaps be useiul co trylﬁélanq var gome quesiions frequently ;
' put to &e about our rescarch, ‘ ’7'_ ' - "
> * Question; “How do you distinguish botween activities and learning _"

. 4 .
¥

projuais, or are they one and the. same? tWhat we are really 1obking at is' .

fﬁ intention of the dc!‘vitv So tnat rcgardlcss of ‘what the person is
doing, 41 hc is tr"iug_co loarn, t“vAng to cﬁange thtough that activ1ty,
_thwn e nil it & 1eatninb projecn. Ptople do ledrr invother ways.  There’
'dru 10tn of attivitieq that lead to 1earning.- But if that.;s not the '
pvr%an 5 ﬁtimatv*intantion then we dv not include it in our definition
.of a ltarniﬂg project. ' Ry » J} e _ o ’ .

.. T Question: Do yau defxne 1ﬁf ging as change7" 'Yes, it can be’

internal change»—~-~£ahin one's head == understanding, information, or

PO

.

whatever, ¢ define a I2arning project as an effort to change.

(o

_ Odeetioﬁ; "Is some qort of stress a prerequisite for a learning
proje tt To bcgln”' Xo, mayhe approximately one-third of all learnlng . ‘ i)
"9zejertw hegin hecauqe of ‘this, bat a lot begin for other reaSOns - ,W .
uriosiIV' ¥or example. lne desire tec build a porch around my house may

..ot come " uuc of stress; gt may oimply be som=th1ng I want to’do. Crowing

‘v*gecnume wlght be” initiated because you don t have money to buy- them,

. or it might-fiist be for fun.

.éﬁother important factor is that these 1earning prOJects can contlnue‘ k ci
-over many YLer. In West Atrica we found a great many projects that” - - '
went bﬂck ten or flfteen ‘'years. Studen-a at my institutidn now are trving
o to trare sd%e of the prOJects baok to see what the origins are,.and they
G arc often going ba Lk to cnlldhood —— go that you can't understand the
present learnlng progect without knowing what the 1earner s previous
'interests were. There really 1% a lung—term aspegt. Now some of them .
B come and 20. Some are seasonal like terniz. JSome cgme and go, like

ralslng glﬂu, in the sense\t:at a different kina ef'erisis will arise

ac dlfﬁerent,tlmes. The ki

seem to go through perlods of plateau when ,
! ,

O S
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term projects.:

" we do choose seme of our tasks partlv in order to learn.” It 48 a'
L 4%

[ERJ!: Wi}:'

_‘everything is rather sunny;'then things seem to fall apartr He or she

[ : LI
_won't sleen or eat, or hits people. Then you turn te Dr. Spock or your

nelghbors or pediatrician about how:to deal wlth it. ‘Then you go through
another period of several months'when you .are not leerning anything or
.puttlng in the effort.

There are other learning prOJects a think this is a typical
American pattern) that are very brief I have to make a decision by-
Wednesday, so I will read everythlng I can now and ask people about ic,
and then Imll make the dec151on.-?0r with child~rearing, you may have_ o
a crash program for five days. Iﬁis séems to be& the, American style.q 1
say that because we were not pieﬁhng thi 3 up in Hest Afriqé even émong'

. . B Ty “ : . .
business executives, who did not Iseem to have s0 many of these short~
\

QuestiOn. "What about variatiOns in the learning ag the result of

work or other actlvltiea that are taken on primarily for’ reabons other ”
than ]earning”” It is not always true 4t people learn from tneir uork

The trend that I see is that people are choosing &obs that seem oy bL

educatlve, and corporatlorsior employers that will be educative. They

are asklng a little less noWw of pension plans and that sort of thing and ;
a 1itr1e moré: about the kln of organization it is. General Electric
d1d a-survey on the future Df business values und :hey clenrly found ﬁhib

shift toward 1ooking at hnwueducarive a iob or. task dis. L eujuved

'inﬁerviewlng one fourth-grade caacher who ‘chose thlnga to tcach :naa hc.

nted *o learn about. He knew that was an effective way couﬂntiu&co

hlmSElf I have heard Sunday School teachers say the same th*ng.§ 0 (7

.

/

faSﬂlnatlng phenomenon.” - = ’ ' Coeb

3 F

I .- - Majof Personal Change - R

Let's go now to gnother relaced topic, which I = 211 mujor per;onai
change." 1In.the last few yearJ 1 have begpun to zocum qy oun Lnorg} futy
one «pecific azeaxof leurning nrojccts. fe 'han.l tuink uhat xhe oﬁﬁgj’

are unimportanL out mV\owﬂ Interest 'is to ”ﬁde mnjor oarsona! ’HGH&L.
MaJOt meana that tnu 1earning effort is deaigped rc produca major chﬁogeo,

i
-7

Y
-
.

o
-
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siyuiffcant changes, in the persen. Personal chauge sugpests that

it is ’
somehow a personal thing. It is a change in life-style, actltudes, emotional
. . H ‘
reactions, Wilc“lﬂn&10 1ler=outhi“x, or whatever ix bappens to be.  All

~

. - . !
of these seem more anJnnal than learning sbout what is hanpening over

in the Middle Fast or something like that, I'm not putting downs the o
= L ' ; : ~

Cimportance of that, buL just rrying to explaln my own focus ¢n the major ™~
. B [
Loor immediate types of changes. | ‘ ) ' . ' : ’
. . ) & . " . : o ’ oy ) .
Iheru follow two charets thoet deal wizh this area. 7 Chart 2 (called -

“what Pvrwnﬁal Chanpes Cad So wone Strive For?™) lists the content orv
ceurrionlun of gidds ares, toe., what {t is that pinple ap Try o change
in ‘themselves.  Chart 3 (“Some Methogs for Personal Growth"} - 1iscs the

~ how, rhi paths, the vays, ghg_nxepa.'the'cachniqués'nnd metheds. 1
would Like the reader to look over these wwo charis — ¥y Lo be aware i
of wour reactions, as veu do so -~ your mental, emotional, and innelleutual R
» ‘l ¥ .

(SN v

C L aeactions.. What do thcﬂﬁ-chd??% do.to wou? What do thep,do :o your
. - . . . ° N P

thinking an. wvhat do they do Lo your {eeliogs?

' . L
Werf are sote copmon ceaclions of persons encounfering the 2zems

7
wr » I

Pistid, followed by my own COMMONLE! o /

feaction:  "You get duwen Lo Some very basic twkng», ﬂnd I *ind mysell

fov ot oed in'quize a4 Fer of then,” This is a very /xommnn reaction -~ to

et e s e

o N f
URCQRTy: y@ursclf i some of ha fremiy. i ..
ot “Seems e be :omr"hisp you do from r%ildnnad Lh*nug. .
| ;':aiul::h(md,."- ‘;mnu of thene thinks po all theouph veur 1ifetime — not "

1ike those %nqr‘-n 3 nrojeczs w mﬂntﬁgnﬁé cariiar.
‘Rcacrimm~ ’ﬁguv soen o hi *ypus of prﬁriczaes that meny people

v oot bpgunfra JQﬂaﬁuCF. %o vne pcraan is ’uiag to be involved in s L

all of z&eﬁé thinga., } Probably most of thes nc ey 4111 be iyvoiﬁéd in g -
'cSwu. Some "df ziém =t fh@thu§" yeﬁ. Perhaps some of you would iike
. changey in-n Iar of tﬁ?sur‘lst'hut finﬁ vou ars not using waoy mesﬁadé : ;'?
e :aaﬂéa a0 That 14 a ?airly.eﬁﬁ40 L TesrUd Oﬁ. i »
SN L Reaczic ions “lbsxiar #r the iis v, I feel ah&g the na}ari'" Gf':hem .
. r@u‘d or oy d occur outsbde iarmal ingti:usibnﬁ;” Yes, there is ‘change
§ -.1.r; Eormgxl insti rutions, but :~.::.svny of chem tend mot €o provide thesﬁ kioudg -
of experiences. . .. . e N ' ' :
. } -

7 -
- - Cor
v [pi]
’ .
a < ° L t e
x, . i R
sy T
.. §. = 2N
F : : ' o
B . R S
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Chart 2f.Wbat Persoﬁél Changes Can Someone Jtrive For?

» ’ . :
PR . N o
L . v P .
‘\\ £ : . a !
. . . .

, a. self-understanding e o
b. 'exgress genuine'feelings and inﬁerests"
1; close | authentic relationshlps with others
d. brocd understandlng of history, geogxaphy,‘eylggres, urniverse, future ’
. e.: hetter performance on x\“;joo, re-shape .the job or its meaniag; new Job
f. \quic drinklng; stop beating children,‘quit heroin
g- cope bet;c* with the tasks necessary for Survival o
‘h. body free from excessive tenseness and wasted energy; physic11 fitnese f?
1. new priorities zmong goals (desired benefits), a fresh balanc; of ‘f.‘. ‘ .!
. ‘activit}ea or axpenditures , . o - . S ’ ';
g 1. re-s %ape relationship with mate; new mate or par*ner (or &n aICernatlve ' ,"?@

- 1Lving arrangement); new circle of friends -

%, capacic, for finding a calm cenfer of peaee and inner strength amidst
the turmoid . _ -
1. adeguatt ﬁvli~c*'écr ' ; ,

M. rgducnfou of pusychologlcal and emotiana] problems and blocks tha///' J
inhibic full human functioning 7

. ikproucd audxoweaq and consclousness; more cpen-minded anﬂ/zgquiring;
“- seeking an accurase picture of rca‘iey ~

e .
- bl

oL preagar @uneinzvixf o p&vcnic phcncmunon and zo altexna:e redllties \
? p. [reedom, 1‘bvrntian, loosencss, flexlbilit) o i 1

. - q. ecmpetange at psyc holo&iual proecﬁsinb, at handling own feelings and /
o  personal, prable,J , .
cro . west for 1ife; Joyi hapwinea"-'

\

B libetation From femaie*na" scereotvping, or from othar ra‘e—playing

AL

‘ Lt Lmntiouax mdtbxit?, pcuicl'e men'al health; ﬁighuﬁ 1cvel of psyeho1ogical
: ’funntioniﬂg _ . , , \

N . . . \

~

Cou 5piv‘tual inbigﬂtﬁ' ccsmic coqsriox,aeaﬁ'

o0 w. less selfish and more altraistic; grvwr ar affort to contribute to . Lo
T the lives of others | - ' , . : S 3

-~

‘w. acceptance and love of sulf’ nﬂd oty a{ sccepr the world as it 1s

¥. core Lo terwms with owp.dearh | . o
- . -~ .. L " B A hAS

W

7
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Merhods For Personal Growth

]
N iend or an~infcrmal helper; relationship
i. acupuncture and polarity
eedbaclk; sporss; movement and
- {; aikidoj; -judo; karate)
. lﬁd‘VlLudi psychotherapy;
group the
;j,; ‘}"”!"’"‘“"‘('J!" .
Sooeneounior nebg; group exercises to develop

21 ihuman 1nteractiun, Herbert Otto s
rama; art xh r¢7V' theater games
*néver appropriaste ) of personal exerc1,es\and

ing such s thinking, listing.wishes @ vd Fears,
:ﬁfjhpv_“.}whrnﬁi moving to musi=c contemplatlon
tiend ag to one q unconscious -
ng proups and i¥terature. for women and men
fence or othar p%%gnln E’perlences, astronauts
‘earth fromi cuter space o
: GTYOKLQQX Transcendentai Medization;

fofanoy; br@f’s third L3D level (symbolic
symbolig, or consciousness-
iservices, spiritual practices,
.am?s, praver, wilderness solitude,
1ing, Arica training,

1pn Christianity, Judaism,

i
3

f‘

.

alort Tiviag wﬁth‘ahild{ep; Parent Effectiveness Training
Fitmo aiiiuvaua7 emviroament; self-improvement tapes
. and &t C ‘ I : A e ‘ Py o
‘ 17, Tuapkiing a4 chaileng ing task or an educative job; working in a growth-
{¢¢£1£La«itg organpizatien : Voo AR - :
15, cotirse; bconferénce; GiSCUb ion group; mandgement training; " T
i Carga a*iﬂna& dﬁselapﬂcn . e '
ety ftuunn and other pae grc pS;'Symxnon _ 5
mus i arafos - : o c
) do kil hunyv 5ﬁ j festyle; new clrcle og”friends}.ne& neighborhood;
G NPT *s;rv slothes ~ S s v : N
TR rravel o Iivﬂ abread; 1i.. <ithin the enrouﬁ{er culture, a =~ "}
' ﬁgn;;,cugau 58 111 1tfe- . . group,, & commuael, the counter-culture
e ukﬂer(a.ivv culiyr or.ﬁomﬁ other: 5ubculture o1, *ulLure i
: h@g"c ! a o L pi : S
S : : 3 ! ‘
t e 3
,»‘( Y - ‘ ; LT - ‘. b'? . ’ % “ v ‘
Q v " D ) .,\ AR . y St -

Pl
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Reaction: "It seems to me that a lot of these areimOCivated out of
prevailing discontent witu materialistic society." Right, chese aren't
very materialistic lists. They are also lists that assume that thebpe:son
ien't scrambling to get enough money to eat, not severcly crippled in
some emotional way, that some of his basic needs are taken care of.

People who do not have enough money would not even know what these iis!q

are all about.

Reaction: "It seems to me that many cf the methods are for the person

who is aware that they are available and not necessarily for the guy who

is just sitting at home. I can't see him dealing with a lot of these

"

methods." Many of these methods have been developed in the last ten or

fifteen years; so _they-arenot generally known to the public. My own

e

—/prOJecL is to try to develop .a bridge between this array of available
techﬂiques and people who should know about them. It is partly their

recency, and partly that they seem strange to people. "Half the methods

on the: list probably bothered you when you first heard atout them -- cven

.one like jogging. So there are a lot of reasons that people do not Enow
| about rhese kinds of things. I would like to seze that change also. ”
Reaction:. "I seem to acquaint a lot df the personal changes with
‘Maslow's 'Self-Actualization,' and, as others have said, there are only
certain people who have their other needs met who can work foward; that."
I think I am also picking up Maélow's "Qelf Esteen .level and his
"Interpersonal-Relationships lavel,” , .

Reaction: "It is interesting that almost everything on,fhe personnl
changes list is a type of assessment or judgment about progress that is
very 'individual.' I have to decide for myself whether or not that change
has occured. I might get some feedback from other 'people, but it is my:
decision and no one else can tell me whether - not I'vs ﬁuiled icoff.”
True, 'most‘of these items are very hard to mcasure.' We havé‘found Chaé-
people who are learning on their own are preoccupied with evaluation af
h: 7 well they are doing and what level they are at. Thev develop all
kinds of ways of dealing with that. One of them is to have a cbnversagibn

with someonn who is an, acknowledged experc. There ars othvr‘wayﬁ, :

Certalnly some items on this llat are very hard to evaluate. How do T

(I

I
’

'll : 7/ . ’ 6 8
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"scientology' on the list, but it bothered people so much I took it off.

,,,,,,, . Implications

We can consider now some implications for action —— for educators
and educational institutions -- looking at some better kinds of help that
could be provided. What do we do to facilitate, to help people learn
more or better things for themseives? Or, how can we help people wit
major personal change?

I have five answers to that question that I will state fairly
quickly. The first c¢ne is rather strange. It is tc lock not at the
program the institution provides for people but to look at the staff of
the instituticn. The concept here is to look at educators or teachers as
learners instead of looking at them just as teachers, or pepple who are
facilitating the learning of other people. I think probably the 1atge3t
change in our 1nst1tut10ns will come froém 1earn1ng how to facilitate Lhe

learnlng of the staffs of those institutions.

I don't mean that educators don't learn. We've found that elementary
’ /

-teachers, for examples, spend an average of two hours a day learning

.to be better teachers. But at the same;time Irutitutions tend to do very
lic«tle to facilitate ti.e learnlng of their own staff members. To me this
is "just an 1ncred1ble situation. If any 1nstitut10ns in society should

be facilitating learnlng and change among thelr own staffs,/they should
be schools; colleges, and adult education programs. But in fact thay ‘
dot!t. One of our doctoral students who had,interv;ewed"the elementary
school teachers decided to try to “put into nractice the,iecommendatians

at th: snd of his gissertation.- He put himself on the iine and became the
principal of our campus lab school, where My kids happen to go. He has
just transformed that place in three yedrs. He's ddﬁé'it by fecusing hie

~efforts on helping these teachers to become better teachers Anc of )

7

course, because he'd studied their learning, he knew. that most of it was'

A

selprlanned He then tried to facllitate that ‘natural’ process - nec
" run a professional developnent day or staff meetlngs or somethsqg like
 that. ¢« . . | L=
. Rather, 'he is helpinp the teacher~ individually, or in gcoups of two

or three, to set thedir learning gcals =::d go ahead to become getter teacher$,
/ . . - e L

P “ . » .' ) ) . » ,
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however they want to do it. One of the first things he did was to give
them Wednesday afterncon off -- for learning. -He brought parent: in to
handle the kids. It sounds so obvious and so superior to having one day
a year for "teacher development day." |

The second suggestion, or implication, is to add "major personal

change" to the curriculum ~> at whatever level. And as I suggested earlier,
this is in fact being done — mostly in an underground or ®»: ! -loor way.
That is, an individual Lcacher gets turned on to the notiu. . introduces

it tuv his or her class. The schoois have often worded their <ims toward
seli-development objectives like self-~insight, inter—persoﬁal relationships,
' and eveﬁ\ﬁpiritual growth. But they haven't actually done much about it
unt il necw. /fhis situation is cnang;ng rapidiy. Jor example, there was a
large project funded by the Ford Foundation, in cooperation w1th Esalen
Institute, in which these methods were intreduced into a school system.
Mow a third impliéation is the mechanier suggested by lvan Iilich
band_ﬁvere:t Redmer. &% you knou, “ose people have received most of the
pubfibity for saying ti :t the monopoly of the ‘school system should be

broken, that educde fon xhould be more pluralistic, kids should have more
13 4 .
£

cholce +#f where and ™ow they learn They should not be forged to go to
- . A . R : R ‘\, ‘ . ! R
(4 osingle, mopnodithice institution. Ou a{ the main _criticisms.of Illich
oy and Redoer 45 thao they don & ~u?1c alterpatives. {(JTncidentally, I

! : il
iry to gt their hands ono the total 0 adult learning and guide it,
o . :
comanape bt, and szamp L wilh Lhc

I
i
8
tia
think the alternative that is to be gared the most is that educators will
ran
H

47 of approvai at the end.) .
1 . .o ’
Pliseh dod Relmer do Lak= BOmE »qurifir suggestions. They mention

threo mechanisgs-~two of Chese haove quﬁ implemenfed and the third.one

pe L

._\ :

\\\haq nDL, a5 {ar as I’ﬁnuw.[ D a( Lhts# iﬂ a skill exchange and one has
acan nhaftuu in Heansten, }llin (s which may be the best. Thc idea of a
i1l exchange is very %im*{e If I tant to iearn how tq play guitar'l i
;’ 41 this telephone nﬁﬂhif,ﬁﬂd sy ther I want tg play the gui:ar; Then
 thaey h;ue my The pases and tv]ﬂphbnu.numb ars of two or thfeé people who
. have pnauad idivar’iu and naid thigt che} “nuxd enjoy teaching someone- 6 i,f
| ? play the guliar. E Then | PPg'HiLh ono or [wo or tnrae ‘of these people and
decide shiich one 1 want ta lﬁufu frols. ;- 1 might velunteer later to &each
) ’, , ' )
t i/; ~ - ‘
. = _f '\/ﬁ 71 é
Q " . 3 ’,. \ l:/ ‘ ,4 ) ".’ ’ , .
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much more than the peer matching service.

like giving out a range:of aséignment pon

) : 3 : PPN S BT N
someone else. Usually the meeting taekes place i s public Lulld

a coffee shop, so that if people <cn't hit 1f off there i no great hﬂzn
done. The system is very cneap and the idea has spread to al least '”dnt} ,

cities in Canada and the U.S.A. When T was in YNew Zealand last yaouar }w

. - “ E s
came across- two cities that had set up learniag -xchianges and I know :
there are some in Australia. ¥
.f . (1] . . « agry el g~ ts B R | j
Another suggestion 1s a3 pPear Dalo L0 servige. SRS oreuTH wley

you are not looking for a teacher -- somebody who is bediery than you -
. ! . i

but for scmeone who is at your level If 1 want to

playing or my tennis playing, I might want to {ind a

about my level. Or, I might want to find snmcbvdy

inflation or Watergate. - The ides is to match preople who can
W
as peers, not as one teaching the other.

Iy

Then there is a 'directory of free~lidncers” — peoble swho will wanz

to be paid to facilitate learaing. I am

all.

apt avire of this hetny dons ar

The first two suggesti :ns have been [ried -=- the sxill cxchangs
28

A couple of o;her suggestions, these| apply speciifcnlly o

educatlonal lnSLiLULiOnS-_ One of them iy Lo ianeauv the: amount of CH“‘“Q

and increase the amount of help for students. Tt has to be g Ewﬁﬂﬁidﬁﬁ

thing. Our {irst step usually is incressing b grount of chofce in |
i : !

how people learn. That is not S0 scarey ™o ipustryuciors - saving to the
=X v : : ,
. I

student, "Here's what you huve to lesrn bul there are =g or (hree paghg

to get there." The other kind of choice wonld be 8o give people froadom
g ot e |

in what they learn; thuat i « little scastar unless limired to proacedurss
6 g '

cwilicies or o list of toplew

for esSays. One way to increase

that a iictbe is vo make the last izew

something like, "Or any other topic chosen|by the student and approved

by the teacher." | The way I do it in my gradu.:. Toronto iz to

¢ courqe A%

. B : : '
set boundaries about. the subject matter. Hut rhur is abouyr ch only

. , }
restriction I have on what people learn or lhow they learn,

L nimply say

that they have to learn abouL this phenondiion, msjp% persons . change, ©

for 130 hCer, and then they paas the coursie. It's dQFQPfiwéif‘ﬁimﬁlé* i
and it seems tu be fairty effective for me lirv that cqurse with that _ |
| S ; ' L B A .



subject matter I'm not urging all insturctors tc¢ do it.

wdents are oreative in the ways in-which they go ahout-learning

v
.
v
N
~

wat cedrse.  They read, of coursé. They also analyze their own
learning and changes. Some will dgliberately put themselves into the tiing
Cthat ithey least de. ire to. learm -— or something very threatening (during
wirich they often keep a diary). They also interview each other. My
:iﬁ?;uﬁsinﬂ iz that the range of methods is actually greater when I give
then freedow than if 1 were to try to make up the methods for them. And,
of courss, whar they learn is also incredibly varied. It's a pass-fail
course, so f havien't heo much problem with grading. One or two persons
probably cheat, but I am not planh{ng to drop the system just because
t)!;‘ that. . .

& final suggestion is to decrease the emphasis.on credit. Our
research found less than one percent of adult learning projec:s ;re .
aaﬁducted for credit. So, it is quite clearly demonstrated that people'

will le 23R for reasons other than credit. 1In fact Johnstone in the

1960's was also surprised at the comments on that (in Volunteers for

Learning). But obviously #f you look at self-planned learning and:

nclude that in the total phenomenaﬂ of adult 1eafning, then tlie percéntage.

done for credit goes even lower. It is the same w~v with kids. If you
iﬂt¢rviuw ven and sixteen.ye ar.olds, you find that they are doing lots of
tonrniay auaside of school. And a lot of it is self—plannPd You do not
feed to met lvate kids to learn. They are learnlng all kinds of things. I
think that piving tnem credit is a way to get them-to learn what the
sdudatoers think thev should be learning. And I1'd lika to see the children
amd thetr pareuts have more say about this, rather than 1eaving.it almcst
. eatirely to the educators. Reducing_the emphasis on credit could reduce

\nhn munogblistic aspect of education, including adult educatdion.

()
©

i . ) o ,
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V. HELPINC ADULTS IG LEARE
. Alan B. Knox - ‘

}

More‘and more adults are discovering that if they are to tecome all
that thé& want to be they must find ways. to link action and knowledge.
Modern adults work with knowledge as well as with things anEA.*ople. The
most successful workers, parer}te3 and organization members ° \ave, developed
.a repertoire of effectlve strategies for alte1nat1rg between action
problems and knowledge resources [20]. Thinking and feeling and doing
cunclnually 1ntermlngle as the adult seeks to maintain and enngnce his
selfhood, to find direction and fulfillment, to cope with the demands and
constralnts that confront him, tc achieve understandingtand maste?y, to.
udevelop more creative and hamane relationships with other pebple, tnd to
become a fully functloning person ‘[27, p. 288] '

When adults enter & contlluing educatlon activ1ty, they tjpl(ﬂlly o
do so for several fairly specific reasons . Many are trving to ed- . ate.

_ themselves, to find answers to their questions, and tr formulate tore useiul
questions. They engage in learnlng in order to 1mprove their abiliic “ta
kiiow 2 and feel 4nd act [ 7] Those who successfullj help adults to learn
have a. respect\fgr_théqi growth'strivings and have vs te facilitate .the:

/
progess (27, p. 51 ihe,process of fac1litat1nb Lng is basically

2
-

R

the same whether the learner is somebody else or oneself ‘The process |
of plannlng and guiding adwlt learning is termed the mentor role. Pergons'
who.effectively'serve as' facilitators of learning are able to performﬁwellc
;in‘tﬁe main components of - the'mentor role. The five broad components
{of the mentor role deal wi.l learneis, setting, obJectives, activities,
_ and eValuation [ZO] ‘ : . (
//‘ learning episode may be a singlc period of coaching, a meeting with
“a small group of adult. participants, or a session of an evening class., '
During a learning. eplsode the functicn of the facilitator may be to givo
information, ask questions, discuss printed materials, or in other ways”

‘help the learnmer to. achieve his br har. educational objectich. During each

-
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Thure are Dany wavs Ao which feople

ol programi, acilita:ors of-.

feéd'digruggzozf, and STY(P?L for demonstracious.
learping do 1on do so full time, and

Mowi of rhe Cime the

are nurses or -

3 . < .~
ge¢r\ ov realtors, wnifon. -

Heae whi have seme cxparien o he1piﬂg ’ .

ideay tribute to 2 more effnrt;ve

Wil may con
- .
in Which the #Mentor vole s bhest performed -

facters. Some are characteristics
. ' . -
AT, ox?eriunce, and -level of formal education.

cducational program such a: ;ponsor, .

angithe'épeziric facith/tive rol@s thag are

hire are, novcver, some ideas- about hnlping : ;

w*ustv Eo Ioarn ghaL'uo'm tc epply i mobt instance® 112] “ This essay {, -
ains eiect .f:ideaq from thc organized knowledge related to the
;nar?’ng Refereu<es to the relevant literature
arg dngladed ¢ ?nughomt and a 5olernad bibliography is provided at the
gonclusion &? Ae’«u“ Howezullv, the egsay can assist tbose who perform
iﬁfﬁeﬁtﬁf roie te mlrer 0ate hetween some of the aCtlon problems that thev
anfroﬁi/ﬁﬁo RO gf_che»kzeﬁledge reSources thdt can; help them to improve
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.Succcssiuljfa:ilita:ors of learning seoem to have three types of
vnderstandings. They Pnderstand what is to be learned, they understand the
learners, anc they understand useful procedures Lo/help the learnetrs build
on thelr.present compaotencies to achieve their educaticnal objectives. The
neople who facilir+rwe learming most successfully not only understand each
N of the three quite -ell but they can put them together well [29].
). A better uvderstandlng of the mentor role should result in norei
inVlghtful ident flcatlon of'the maJor decisions to be made and a more
P effective approacn tc doing so. Most ot these decisions cluste%\around
Jive compOnents of the mentor role,_which deal with lea;ners, setting,
oogecp&ves, activities, and evaluationsfzn] " They are not steps. but .
components whose 1nter-r°latlonsh1ps must be cons1dered and the planning
or improvement of a ¢onL1nu1ng educatlon ep1sode can begin w*th any
component and proceea to relatlonshlps thh each of the other compcnents
until all have been taken\into account. Decisldns regarding all of'these.
components , ‘occur durlng bo*b the plannlng and. the conductlng of educatlonal
vprograms and attention sudii:! be given to them throughout the process [12]
These cpmoonents of the mentor . role app 1y when someone is plannlng:and
'j> ‘ conductlng 4 learvlng ep1sode for ’.mself, for another-individual, or‘for
’ and WLth K: 4 group of adults.. s, ) . . .

Leazner Characterlstlcs - An_adult is more likely to change if a

gap is 1dent1fled between hlS or her actual present behaylor and a chanoed

behav1or that seems more. desirable. The beth1or may be knowledge, skiltl,

o Iy

attJtude - or actual performance. It may be underétanding how a car englne

)

works | Helng able to rebuild a carburetor,,appreclatl the work of a

B skilj« mechanlc, or.being able to do an englne over aul. One way to specify.
f““"f*“desir‘ble~behav1or is to deleE‘lt as ap attalnab.e 1dEal as personlfled by
- people who perform 1t very well. The successful concert pldnlSt ‘serves as
.a- role model fo¢ the music student. Thelr excellent performance can be' )

-

’cOmpared -with that of the potential, 1earner in order to ldentify the gaps.
s Thls'comparlson serves’ twogpufposes. One is ‘as a basis for the selection

_of.educational objectives and learni: lVLties to help close some of .
t . i - ‘ " ",," ¢

'?f; .'-._ “l ) ,.5 ‘; 8() _ . ' .. -

—_— . L - e
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esperially to the sctting of objectives. Barkgr infaymation adoust

adults as learners, rypical needs. and dvaam

. i . L . o
those.who facilitate leacning to ways in wihilch thoeir help I% mowl, d
2:

3

3;?; £;8;301. : S . ' It

. ; s . L . .
Awareness of Settiny ~ A learning c¢pinode for an {éuzt,gypfcsziy.

we

to be ef ective (17

occurs within a -societal context that also in’

his major- llfe roles ia faily, work, and .omm

. the mentor role is becom_nh ,'arg of the major

5 '
and hérne551ng gome of “tham 39 as to inff&daﬁ Lig lfkcLlaor "% personal’
growth ana change. -The service -tr1v11°5 in the rgmberdnio ¢ an Instivete

o for retired prOP€bbL0HclS results in membcrs b iwr no;:anis the learnsrs

but also the f= c111tdtovs of 1e3:n1nl." _ . . y -
There are three types of contew;ha‘ 1nflh BCes on gonti!t~nx educuzién.

that the learner shou]d be helped Lg racognize:; and USL.b Une e pe o '

1nfluence is the set of criteria aga;nsL whith the effwccivvzgab of »

.contin' ing education is Judgedj “x1&ples incivde 1nc?eaged 7roz&5515n31:,_
effectiveness, 1mprovgd famlly nﬁtratlon, greacer nartlcipagaoﬁ 1n ,uliarn./
~act1th1e or hlgher—employment 1aces. The learner’rau use; the se cri nrfa S
.as reference points for’ short term goa*é ané assessmeut of‘progrLss o 3{3‘

[9:;17; 20 26]. Another type is- the 'set of posit:vL 1nf1"enLes and zeaourcan
that encourage partlrlpaflon in’ contlnﬂ{aﬂ educatlon. Exanples 1nc1ude ;'i,'

H B \ R . .

a/favorable - 1ma°e of contlnulng educa"on, enuourdgemenc byaprogramw

\.A

,sponsors, and ava1 ~.able educat10nal materials. ,The 1vavqer car; use *hevo fl

[3

souxces ?f encouragemenr as alds te probress and- hoons ‘to motivaLnon . ,’

- " ﬂ:

PR -

. ©o. . : oL . 3 P
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[28 16; 26] "A -third type.is the set ai negative ‘fLuenre: that servé

3
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barriers to,participation. Examples include competing-activities, high
costs,” fear of failure, and an-overwhelming welter of possible objectives.
The learner is more likely to offset these negative'influences if he
recognizes them [12;13]r

e Setting Obijectives - The adultitypically'confronté far more gaps to

be narr‘yed by continuing education than he can attend to. Priorities
must be set, if only by>d°fault. The third component of the mentor roie
is the selection of obJectlves upon which to focus continuing educatlon
activities. The selectlon process includes a review of sources. of T
.objectives and a listing of the maJor objectives that might be attended_to.
Sources of objectives 1nc1ude analysis of their own role perforﬁance,

opinions of peers, consideration of current personal .apd social issues, and

recommendations of experts. The selection of iectives in which tc invest
e v

ime and attention typically takes ’nto account the esirability of closing
~ the gap and the feasibility of dolng so, even with a551stance [32; 17} A
' middle-aged learner may decide that 1earn1ng to- play chess has the highest
’ : prlorlty as Aan educatlonal obJectlve at’ the current stage of hls-or ‘her
family and occupatlonal 1ife cycle. . : A '
v Someone who helps to facilitace the 1earn1ng of another adult . ;éf
confronts the addltlonal task of ach1ev1ng a satlsfactory match between hlS
- own expectations and those of the 1earner._ Although a }acllltator of
1earn1ng may have a greater understanding of that which is to be 1earned,
the expectatlons of thelfdciiltator should not be 1mDosed on the adult |
1earner- ﬁnetead the early part of each learning eplsode ‘should be
devoted to objective §ett1ng A typical procedure is agenda building for
the session. In thé process og agenda buildiug, consenSus is achieved.
: When there is substantlgl agreement and objectives are stralghtforward
the obJectlve settisg p?ase may take but a‘few mlnutes. . Up to orle-third

, of the avallable time can be devoted to obJectlve setting and stlll w;_. I

. i X RN Tl
. » . : - /

- e

understood and agreed upo

: Learn1nggAct1v1t1es -\The most evident component of the mentor role.

deals with the learning activities themselves.'“Learning occurs mainlyfas a-
| .
reSult of an interaction of. 1nd1v1duals with new information or experlences.

Thls 1nteractlon typically takes . the form of act1v1t1es such as reading,

i . N . . -~
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1istening, writing, discussing, and viewingi These activities haveAbeen
developed singly and in combination in dozens and dozens of learn%ng.'warw"'T-
methods [1;16522;23;27]. o . o '

This component of the mentor role consists of the selection and
organization of learning act1v1t1es to achieve the educat10na1 objectives

an¢. to flt tne learning style of the individual learner.  Some learning

‘activities are more 1ike1y to enable the learner to develop a competent

1eve1 of. performance and the commitment that results in a "refreezing” of
new habit patterns and subsequent utilization of the new area of performance.
These types of 1earn1ng activities usually.include opportunities for the.
learner to practice the new area of performance in“settings similar to
actual performance. Examples include role playing and case analysisf‘ #
" The main criterion for the selection and organization of~1earning
activities is the achievement of the'specific educationalebjectivesythat
were selected as of high priority. This fitting of;activieies to . B
objectives should take into accountlboth the content being.learned and
the behawior to be changed [32, p. 28-30]. gnother criterion is the fit
between\iearningvactivities and the 1earner's preferences‘and style'of
learning [33] Some adults strongly prefer to encounter a highly
structured presentatlon by an a\knowledged authority,.such as a.recorded
lecture on a-taoe cassette. Some other adults strongly prefer a less.
structured way of explorlng the ‘same content, such as an informal -
discussion with knowledgeable peers.‘ If each is able to use materlals <

and activities that fit his proferences,l’t is 11ke1y that motivation
/ /

RS

and the 1earn1ng-outcomes will be greater. , ;
Evaluatlon ~ The remaining component of the mentor role is the process

by wh1ch persons associated w1th the educatlonal activ1ty ‘make ev1dence-

based- judgments -about’ effectlveness in ways that encourage use of the

toncluslons to 1mprove the educatlonal activity [18] These' Judgements

'are made by the 1earner himself and by those who try to facilitate his

efforts. The main type of Judgement is a comparison between expectatlonS'

’and performance. 'Did the homemaker lea arn as much about nutrition as _she

expected to? . There are several aspects o7 the educational actlvity thatA

1o

might be the focus of evaluatlon. Was the scope of the educat10na1
3

ObJecth?ShtOO broad, too narrow or just about rlght? Did the gaps that .
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“were. 1dent1f1ed turn out to be among those with the highest prlor1tv7 ~Were'
the learn1ng act1v1t1es plannéd so that ,they fit well with other ccmmltments
and personal preferences? Were the benefits of the continuing education
activityrworth the investment of time, money, and effort?

’ ’Iﬁ the remainder of this essay, each of these components is considered
,/': in tura. The component on learners -is divided into two sectlons, one

on dynamits of learning and éne on awareness of needs. The component on

learning activities is di;ided into two sections, one on selection from

the range‘of activities and one on the organization of. learning activities. |

In each of the resulting seven sections that follow, major ideas have been

selected from the'organi;ed knowledge regarding continuing education of

_adults. Following.each of these major'ideas,_fgzre areisuggestions about

ways ‘in which the 1deas can be used to facllltate learning by adults. -The -
-.f concludlng section of the essay suggests ways in which mentor role
' performance can be improved by those who facllltate adult learnlng
! ) Dynamlcs of Learning .

In tr}1ng mo better underqtand adult learners, it seems helpful to
consider two bod1es of kuowledge deallng with ‘learning and with needs {3; 8]
The ‘body of organlzed knowledge dealing with learn1ng includes generallzatlons

Vabout the condltlons under. whlch adults with varlous characteristics learn
effectlvely [15 5]. " The body of organlzed knowledge deallng with ‘awareness
of needs Fppralsal includes generallzatlon° about the types of needs that r__
most adults have in educa ional activities, whlch transcend the needs of
a speclflc adult or group of adults that relate to the spec1f1c qducatlonal
obJectrves. This section contains generallzatlons about adult learn;ng
and the subsequept section conta1ns generallzatlons about awareness of
needs. ' ‘ l '
Performance - Adult learning ‘usually- entalls change and 1ntegratlon
. of knowledge, skllls, and attltudes to produce 1mproved performance.

~ Adults typlcally engage in a continuing education actlvity because they

’ want to use ‘what they learn Soon after they learn it. There are’ small

adult life cycle shlfts\from an empha51s on- acqulring skllls in young
adulthood to knowledge 1n middle -age, and to att1tudes as adults grow
older., Therefore, those who help adults to plan and . conduct a learnlng - .

: K - — N . o
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episode should give atﬁention to the most desirable mix of emphasis on

* ' changes in knowledge, 'skills and attitudes as intended outcomes. For

example, in some episodes the:intent\is to-acquire an appreciation of

modern dance while in other episodes the-intent is to~develqp skill in

danc1ng. ‘

o Morlvatlonl— The motives that cause an adult Yo devote -his time and
attention to a learnlng episode-are and should be a major determinant of
learnlng outeomes. Because part1c1patlon ls voluntary, if the activity
does not fit his ehpectatlons the adult will typically withdraw. -The . ... .
educational goals, sources of encouragement, and ‘barriers that characterlze‘”
an adnlt's life space shape his reasons for participation. Motives are

multiple and varied in their specificity and 'in the extent to which ;he

learner is aware of them. Overly intense motivation;becomes anxiety which
“interferes with 1earning Therefore, thdse who facildtate adult learnlng
should provide freedom for the 1earners to creatlvely explore within
democratic limits, should encourage them to go beyond the meeting of
.apparent needs, and should facilitate efforts by learners tolsetlrealistic
educational objectives fqr themselves. - - o
Meaning - Adult learning is more effective when it entails'an active
_search "for meaning and discovéry of relationships between current compeﬁence
\_and nen learnings. Active partlc ipation in learning includes interaction
with realistic'and relevant materials, which does not necessarily require
overt action but nay consist of 1oohing and 1istening. °Interaction with’
realistic educational materials facilitatee both motivation and application,
kecali is best when material is learned in a context that isjéimilar to
the one in which it is to be used. Because of the wide range of individual .
differences between adult learners, varied learning activities may be
reqnired to aehieve similar'objécti"esr There is an adult life cycle shift
[n general personality develonment and major- role changes from a concern
L ‘{‘7’ ith "oqcupation and grow1ng family by young adults to broader hlstorlcal
_Zhllosophlcal ‘and SOCLal is'sues by older_adults;/ Therefore, to effectively
vkac111tate adult 1earn1ng it is. 1mportant to respect and undersrand the
/unlque search for reanlng of -each 1earner as a basis for helping him to

[1nteract with relevant materials’ and.act1v1t1es. The learner is in a

‘unique position to select materials that are most relevant and to suggest.- ' -

T , :
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the new, learnings that would build best on current‘competencies.
Experience - An adult's prior experlence influences his approach and
effectiveness in a learning episode. Between twenty and sixty. years of ‘
age the range of individual differences increases. Prior learning may
facilitate, interfere with, or be unrelated |to néw learnings. With age,
.the unlearning of skills becomes more important. Higher levels of
“education typically provide more extensive cognitive structures that
facilitate nastery of conceptual tasks. . The adult with a master's degree
that includes political science'and economics coﬁrses.is 1ike1y to have
acquired some general.conéepts about our political and economic system that

—____ can undergird the new ideas that he confronts in a maragement development

- .\\R ° . . . . . s .

* program—on_current social issues. Drsuse-of learning skills for many years
: T . - ; v
results in reduced 1earn1nghe§fectiveness, part of which can be restored

Sy _ B

by participation in continuing education._ Therefore, thg design of

effective learning experiences for an adult should “take_into account his

—L

individual background and establish connections between the neg\iearnings_f

e

and his relevant prior knowledge and’ experlence.
Abllltz - Learnlng abll;ty”is relatively stable between twenty
" and fifty years of age, w1th gradual de?line thereafter; abilities that
are associated w1th adult experlence, such as vocabulary, are best ' N
.maintained and enhancedn The adults who are initially most able tend to
increase\their ability slightiy while'those who are initially least able
tend to decline in ability, so that-the range in abilities increases with
age. Adults with the greatest learning ability tend to learn more rapidly
'. and to more .readily learn Complei tasks. 'Long;tudinai studies based on
data from the same people collected at succeeding gges indicate less
decline than cross sectional studies based on data from peOple at various
ages collected at the same polnt in time. For some oider adults, ill
health may substantlally reduce learning ability.. Therefore, those~who
facllltate adult 1earn1ng should make careful estlmates of the 1earn1ng T
ab111ty of 1nd1v1dua1 adults, and take th1s estimate 1nto account in i
setting obJectlves and pldnnlng 1earn1ng act1vities.' , e
Memorz-— An aduitls ability to remember 1nformation to wh1ch he is - e
exposed depends on the strength of the reglstratlon and- on’ the factors T

operatlng to erase the reglstratlon. The SLrengthvof reglstratlon depends

O
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"both acquisition and retention. o

.and _memory. e

1 H

/
on intensity, frequency, and importanceé to the.learner. The factors that
erase the registration include the passage of time and the activity_that
follows the eiposure. Both learning and forgetting are associated with

learning ability, phy51cal conditlon, and cognltive structure.. With

.}ncrea51ngly older age groups, a higher proportion of adults experience
memory impairment in which it takes longer to register impressionis and in
" which' memories decay more rapidly. Pacing is especially important for

' immediate recall by older adults. Recall ié best .under conditions that

are similar to the original registration. Therefore, those who help

adults:- to leain should help to design learnlng act1v1t1es,that optimize

S

Condition -~ An adult's ability to learm can be substantially reduced

. by poor physical and mental health. The former can be caused by both

gradual decline into old age (e.g., hearing loss) and temporary problems
(e.g., a bout of flu). The decline for older adults in ceiling capacity

of.sensory input, especially vision and hearing, can-affect learning.

- Much of this decline before very old age can be corrected for by glasses,
vbetter illumination, hearing aids and. sound amplification. Some'physical

'health conditions, such as circulatory dlsease, reduce learn1ng functlons

such gs-memory. - Some mental health conditions, such as anx1ety, produce _ -

physical changeq ‘that- 1nterfere with learning functlons»such as concentration -

e . -

Older adults who are in excellent health and conditlon learn better
than most mlddle-aged adults. Therefore, thgse who fac1litate adult -

learning shculd help to create a Jearning env1ronment and procedures that T

.minlmize the extent to whicH problemsvof poor health and condition interfere

w1th learning, such.as prov1d1ng excellent illumination without glare,

;,sound ampllfication, and mlnlmum stress for older learners.

Pacing - Adults typleally learn most effectively when they“set their

own pace, when they take a break periodically, and when the diétributionvnA

of learning episodes is fitted to the content. Adults vary greatly in

the speed at which -they learn best. Qlder learners tend to reduce speed

v

of learning and to give greater attention to‘aoéuracy. If an-adult is
forced to proceed much faster or slower than his preferred pace, his .

learning effectiveness typically decllnes. For older adults, much of the

96
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.decline in educaticnal performance is attributabie tc a deficit due to
speed instead of a decline in learning power. Therefore, learning activities
for adults should be planned so that each adult can discover and proceed
at his optimal pacing. | '

Complexitz - An adult typically learns best when the learning tesk
is complex enough not to be boring but not so complex that it is
overwhelmlng If this is done, it tends to-minimize 1n1t1al mistakes

-that sometimes have to be unlearned. Older adults especiall y tend to
learn more 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 simplify more complex tasks'by use of materials such as diagrams,
models, and written instructions.. o . .

Content - The process of effective learning by adults varies with
the content or nature of the learning tasks. For example, practice and

" rehearsal are essential for skill mastery and’ memoriaation, social or
verbal learning that entails consolidation or reorganization of previous
learning can be acpomplished in a few trials; a specialiaedidiagnostic
procedure can be effectively learned by self-directed learning’activities
with the procedure, and more efféctive interpersonal‘relations are ‘
typically best learned in a group_setting. Therefére, those whd“facilitate
adult learning should consider the nature of the learning task and take .

--into account the dynamics of learning that apply especially to that type

4

task.

e}
<

+ Fh

‘ ﬁﬁedback’- Adults learn more effectively when they receive feedback
regard1ng how well theyAare progressing. This applies to loarners of any
s\__rrﬂ age. Knowledge of the sLandards cf ex cellent performance provides a goal
| ;for\learning efforts. - Knowledge by the fearner of his ‘per formsnce helps
the learner to locate himself with regard to“progress in the educational
K activity If .the feedback is discouraging to the learner, consideration

- should be given to modification of the learning task. Immedi’“e feedback‘ .

,“ O

£

‘ recognition, and reward help to shapo and reinforce new 1ear1ing ' Pos tive_g
" Yeinforcement \reward) is far more effective ‘than negative reinrorcement
(punishment) . Therefor / effect1ve procedures to facilitate adult learning .

;should include feedback regard1ng the progress he is- making to. close the

* 87 . . o ' T -"*-"..

ERIC

Aruitoxt provided by Eic:



gap between curreat and desired performance. .
Adjustment ~ Adults typically lzarn less well when they experience

" substantial social or personal maladjustment. Such maladjustment is
vsually associated with anxiety and defensiveuness and should hot be
confused witl moderate levels of arousal and motivation. When an adult
believes he can deal with a situation it may be a challenge; when he
.does not it may be perceived as a threat. Adults deal best with the
failures they confront ‘in learning sitvations when they have experienced
many successes. Adults with few recent educational experiences tend to
be,most-apbrehensive about the fear of failure and most discouraged‘by
the experience of failure. Therefore, those who facilitate adult learningi
should provide support and guidance, minimize maladjustment, and especially

emphasize learning success by adults who are less familiar with continuing

education.
Those who want to effectively facilltate adult learniang should consider
these generalizations about dynamics of learning and reflect on how they

relate to the1r own pract1ces in helplng adults to learn. It should be }

reassuring 1f generalizations ‘and” practices are: cons1stent If they are R
inconsistent, reflection will often suggest ways to improve practices .
- 16317521, 27 28;531].

/.

/

A Awareness of Needs ' - hi -
In addition to the dynamics ¢f learning, the effective facilitator
of learning understands a secon& characteristic of adults: needs. Those
who facilitate adult iearning w1ll ‘be more likely to be etfective if they
are alert to the needs that influence participants in continuing edutation
A':generally. In this section of the essay, some of the organizad xnowledge
regarding educational needs of adults is.reviewed. This information is
grouped in relation to four concerns of those who facilitate learn:ng——:
. attraction, intake, Support and retention [3;6 8;10; 13 l7 24326327 2§ 3°
| Attr%EElQE,' Most adults who deche to pdrticipate in an educational
activity do so because the several’ influences that- encouragé them- to ‘do"so™ T T
are collect1vely stronger -thar the several influences that- di scourage them
An adult participates in an activi y because he prefers it to something

else,. For example, an evening course on’ conversational French seems

ERIC
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1 ] 1 .
preferabie.to a bridge club. To even consider an educational activity,

1 ~ .
an adult ‘must first know about it. An adult is more likely to pay attention
to information about a continuing education activity if he receives two .

types of messages. One is about the extent to which a program deals

W o

with a topic that impinges jmportantly on the 1life of the adult. The
young wife who is expecting her first child suddenly becomes interested
in manyisources of information about baby care. No relevance, no interest.
The;second is about, the extent to which participation in the adult o
.education program would be likely.to make a difference in the way in whith'"
the adult relates to the topic or domain of life. A series of sessions
on-baby care must contain new information.

Typically the decision to participate ocecurs only when both types of
infornation are encouraging. For such information to be receilved, it '
Kmust be,available throggh channels that the adult uses to seek information
~about eduEation, Thus, adults with little formal educatiorn are wunlikely
to’ know someone who is already participating 1n the educational program
and are not likely to attend to the mass media as a gource of 1nformation s

3

i.iii_,aboutieducationalvdec sions [131. - . ' i

S . LY
——a ]

——

e Some of the facilitators of participatioh are mainly personal and
internal to the potential learner and some aré situational. Some of the
personal influences are reasons for partlclpation of which the leanner ;
is-aware-[12;31]1 The major reasons are listed below:

— 1. To achieve & personal occupational goal (new Job job dmprovement,

prepare to teach) ,

2. To achieve another type of personal goal (organizational
leadership, gain attentlon

To reach a social goal (help children study)

To reach a rellglous goal (understand doctrine)

To understand (satisfy curiosity, satisfaction from knowing)

To participate in social activity (enjoy belng with. participants)
. .To pursue personal fulfillment (enJoyment of learning activity)

®W N N W

, . To. meet ‘formal requirements- (prepare for examination, make. up for
- missed formal education) " f\

9. HTo eScape (captive wives, troubled youth)

. In addition to such explicit reasons, the- decision to participate is '"ﬁ\; L
Oth

B
\ -
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- influenced by pervasive motives and needs ‘such - as ‘need for achievement.




personal facilitators dnclude liking for scﬁnol, inter=st in'ideas, and
--reading orientation. Situational facilitators include-encbyragement’by
riends, work experiences and expectations that emphasize more education,
and high- congruence berween learner aspirations and educational program
vbjectives. A source of he‘"htened readiness to.learn is the individual's
reaction to major role change events such as birth of the first child, job
change, move to a new community, retirement, and incréased organizational
responsibility. ‘ ~ '
- Barriers tc participation include lack of time, lack of money, lack
of confidence, scheduling conflicts, and protlems of transportation.

In summary,-the likelihood that an adult will decide to participate

in a continuing education program is associaten witih his perception of - the
following factors: .

-

1. The importance to him of the aspect of life to which the educational
program relates (job improvement, helping children).

2. The extent toﬂﬁhfch he wants toxincrease his competence in
relation to the aspect of life (become more effective in
organigational leadership roles).

3. ‘The extent to which education is seen as an effective way to n
‘ ) increase competince {(belief that more effective interpersonal ’

| : Telatjons can be systematically Yearmed)e———* *“ o

§ 4., The fit between his - ‘1ife-style and the anticipated patterns of
! program participatlon (the- general program, image is one for
people .1ike himself). :

¢

S. The balance between the anticipated benefits and the anticipated
costs of participation (that which will be learned abouc
accounting is worth the tuition and time’ spent).

€. The external sources of encouragement (significant others think
it's a good idea).

Intake - Especially fo: adults without much recent experience in
educational prbgrams, their initial encounter with a learning episode
~-—. , typilcally has a majoi»impact on theilr Success and persisfenée- Those who
- facilitate adult learning confront two challenges during this intake or
' qrientation period. One challenge is to help the. learner to feel accepted
] " and welcome in the program. The sacord- challengegis to -assist he learner’ .'&
i - to. achieve at least one impertant educational objective. Such an“initial x
"~ social and educational success can_ do muchcto offset some of the difficulties

that typically accompany most efforts/to cnange.'j
/ ;o . ] : ' o \~-_L' .




4

Although those who would be most anxious in an anramlllaf edutat10na1
activity seldom enrdill, many adults who dc enter the ex perLentP do 0 with

aﬁ.apprehension of the unknown and-a fear o{ failure. vOne of':\e basie i
needs of most peoplé is'tc maintain and enhance their selfl concept. For

. “"many ‘adults the image of the student role based on their earlier school

experience is a subservient one whlch seems 1ncompatible with their image

of rosponsrola adulthood. For older adults, this 1mage is often combined
y
with an erroneous belief 'in a mawor decline in lear\‘ng abllity with age. !

An effectlve facilitator whe helps aa adult learuer'to have an initial M*\\
success experience does much to increase the learner's sense of educational , :
efficaéy‘and his confidence;in his learning ability. There is, however,

wide varlabllltv among adults io. thelr optimum level of arousal or

;stlmulatlon.i This manes 1t doubly 1mportant that the tacilltator have a

“ t

counselor or-tutor or1entation.
S Learnlng .success and 1nd1v1dua112ed stlmulatlon can assist adult
learners to become m01e venturcsome and attentlve in a learning eplsodc . ;L
An older adult:who.has achleved some success and recognltloq ina s erles ‘
i of learning epicodes is likely to seek mork-ambitious educational obJectL»es;

" The purpose of the intake process has been- acgleved when the,learner has
recognized his need to know ' and has acqu1red ufficient feelingb.of :,ﬁf
secur1ty to venture to change [27] Sometlmes by dlscu551ng past loarning
eplqodes and by talklng about- plans for the learn1ng eplsode belng started
the 1nexper1en¢ed learner can U%tter understand the éotal process by
which: the facllltator can ‘help him to learn. In some instances, the
intake process’ can he‘p to. unfreeze the thought and habit pattezxns so

\ that the adult-: purtlclpant becomeshmore receptlve to change and 1dentifies

~

o questions to be answered and propihms to be solved. ° .
5&»——‘ __lyort - Many adults need some support and encouragement throughout~
' a 1earn1ng episode. This" 1s‘e9pecia]ly so for adults whose amount and |
recency of formal educatlon is qumte limited. Recognitlon and rrvard are ;d';s\
_1mportant and they can be provided by other part1c1pants and by a facilitator.A

" The greatest support oftén results frOm the achievement of small successes.‘
. A facilltator can 1ncreasi\the 1ike11hood of such success experiences by .

1

_a1d1ng wlth)reallstlc goal\ setting and by aimxng for multlple outcomes in

a

C10LT e

case Some d#n t materlallze& . For some adult learners, a growing recognition:

. f‘.‘
Ky
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A faciliraror van provide support by attendiny ro individual participants, .

ewvaluating pro;rgss,

Other part Acqm".t 5 can

they understand the processe" of .persistence and wlthdpawal Th& retencion‘

of usefulness of their iunctreased competencies can be wery supportive,

to amall groups wlth similar aceds, or te an antire group.

i

A major way dn whizh a facili:dtor c:p_pravide enceuragemgnt and - C
suppore is to minimize The e\tunt tc whi13 the les has &ailure
.. experiences andto help Lhe learnexr to 1 n 'tGT them uhan thev do oc cuf. -
. . i . _

by

7

Ways to help sinimize Lﬂllure are wo”alles leazrners tu ro ress ac tncir
! p "

own rate, e use the Y‘ner 5{;:151{ penormance as the rct’érence ‘)oimc for
Lo

‘ork through mistakes uf:&'the:leerrer when :xay.
4 Qcc;r, ehé td yse gentle hu"‘ 'té sc t n xearne; goncery q*nut erfgrs.
vlso provxne ;nch BTOUp Support: Such \ »tion&l

=nf0ur*p¢meat-an gociﬁl qupporg can help learners to ma;ntaxn agu Lnnaﬂce

Lhexr self fon‘Qp[ at a po;n ‘“hen those "itn};lttle recent: educational
experlencw are lik Li Lo lack confldence. Often, by 9ermorm1ng some of -

tho tasks oX the ﬂeqtor rolc for Hxnsclz or oth«y partici; nts, a learner

1

can becomv morn ronfldeut endlassured. ' < P ’
/ . -
Rcfcnt’on ~ To attract an adulr ta an educatlondl prograk1ﬁulv to - 7

hav Nin drup out Tight dway is-worse than never having escablished

contact because LSdally the residue of disappoin:ment djd feelings of

ffdllure WLLI make it more dx?ficult‘to attracc him the next timp. Tho;e

who fac111eate adult learnlng can achleve a higher retention rate if

o4

rate, consisting of the Dcrcentage of those who eugﬁ&l “who. surcesﬁfully
ccmpleLo the propram, varies grea;ly w}ch che type of concinu;é& edJZa:Lon'-ﬂ'ﬁ
program' The vv“igal ret*ntxon race. is a high -3s ninety f ive perd’ﬁt for Lo
a one-semeste ey eniversity - vraduate‘evening ccurse, will range &ctw/en '
flfC\ and e1 rhity percent ror many progﬂ\ms,'and mav be less E\an twenty

perCGﬁt for some home btucy programs with inQeflnite time llmits and 1itt1e o

. . e .

external encoufavemenu. . R o R coL - S e B
Cod . . /‘

- The. likelihood of a nigh recencion tatetis associa;ed wlth a caretul o
match between patticxpant aspiracions and program,cha:écteriscies, B '

partlcxpant s level of educatidn, parLiclpant s investmeut in the ntogram
(monetary,and pa,ﬂth), anu ‘shortress of program Outside iﬂfluunces ",{
such as family problems work conflint%, ‘and disinterest or‘discouragement e

by frxends ‘tend to lower. the retenLion rate.: Influentes such as, iiking '¥'

_,/ Lot ’ . . 3

. e 920
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'for learning activities and facilitators and participants, and a sense of' 5
accomplishment, tend to increase the retention raLe. In general about
}half of the partic Pants who w1thdraw before successful completion do »

C 'so for reasons. unrelated to the educatiénal program.~ Th;s reflects the.

htgher priority that most adults ggsign to responsibilities 1n family,~

N}_-».work and commin® ' rhan . educational participation. Some programs have
. [lexible sc’ Mments to.accdmmodate these comhcting demandsr ﬂ
" In some pr ' ueminders'to thosebmho’miss 'ssién help to
‘exXpress inter- . .ou rvailse retentibn.; 1t takes just d oauw minutes to

S

‘writé a few post cards or make a few phone calls each week ‘ R .
. v If ‘a program has a much Tower retention rate than anticipated program
. evaluation procedures should be’ used to: find oyt why and ‘to make program

y improvements‘yhere feasible. Detailed information from a sample of.’ former»

S that might .ingrease the retention rate. R o

. i

R L IR T ot . : S
PR [ Setting’ c , o
E(fective learning episodes Eor~adults are’no planned and conducted
+in the abstract but occur for specific 1earners, with n the context of 3
speciifb ;imes, locations, and circumstances. ‘The facilitation of adult
learning uhould %ake this’ setting intd'account._ In- doing so, attentibn
should be givem to characteristics of the spénsor,'other participants,
scheduling,:and the setting in whicA increased competence is to be. _;'
L applied (L2316393. -t S ; R
?L“v ‘ : ost adult léarning episodes th t entail a facilitator also entail .
a sponbor suchAas an educational institution, ah employe ‘a professional
association or a religzous institution.; Such a. sp\$sor has resources,km L
constraints,rapd»expectations that should be.considered by a facilitator.

. ' The’ resqurces include resource personsxregarding both content and process,
L

participants who dropped out can be used by a facilitator to identify changes““

rd

“-~"“~educationa&~mater&alemand«equipm&htwsuehuasmbookeq ﬁi&msyvnnd auddO s
o ‘tapes; facilities such ‘as. classrooms nd laboratories, and opportunities

for practicum‘experiences. Facilixators should he aware of the availabie
\ . T . W,

-"resources so that they éan’ select those resourceé that best fit: program

A7 :
objectives and learner characteristics., Sponsors also impose constraints,

.

;such as location, tiqug) admiSsions requirements, and minimum standards'

4n. -
- . e . \’\, ’ -t

.

e
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\,”I .“for successful completion Facilitators should con31der such,constraints
TS0 | that they do not - unnecessarily restrict program development.. Sponso
,/* eypectations are reflected in publir statements, program priorities,
staff selection as well as in statements of program ob3ect1ves. f&ise
'«\x .;exnectations\can serve “as guidelines for the planning or modificati f
, ';aﬂspecific learning episode.._ ,‘[ o A . A o
g " The characteristics of the other participants provide another
1mportant part of set’ “or group learning: activities. . As the number
of other parcic1pants incre ses, so does the program complexity fo the
fac1litator, but so also qoues the range of resources that the indizidual '
: learner/has potentially available from the other participants. /ﬁhe range
. of*i/dividual differences within, most adult groups is great and becomes } E
I reater with age, at least untll age sixt;. These differenceswinclude most. :

characterisbics related to learning 1ncluding learning ability, interests,
- temperament relevanﬁ experience, level of‘education, and recency of i
/o - education. By use of. selettion cr1teria and by use of sub-groups of -~ . -

s1milar part1cipants, a facilitator can increase the similarity of the

adult part1c1pants ‘with whom he works at a given t1me. - However, ‘for some

programs in which part1cipants can learn much from each other, it may be

desirable to 1ncrease the range of indiv1dual differences. o i ,f’%jff

- !yrﬁf 'ThF settmng -often 1ncludes restr1ctions or traditions regarding

scheduling. "~ When this does occur, 1t tends to spec1fy a. seguence of

learn1ng episodes within which the total educational program is’ planned

s el g

For example,.in some agencies,va series of about fifteen weekly sessions of
three hours duration ‘is almoét\standarﬂ‘/ In centers for continuing eduation,‘-
the three—day/residential conference is Lypical., When the total time”
_ allocation 1s set, this given tends to- specify the obJectives that are
h likel& to be.achieved in-the available time. . Even when the total timT is

not sef‘ a balance is- usually struck between the benefits that can be

‘2;/= achieved in terms of breadth and. depth of coverage, and the costs in the L
; form f time spent by participants and facilitators.
;.' i , Some continui g education programs take place in the same setting

in~ which the participants can apply what they learn. Examples include

On-the-Job trainlng, organization development programs sponsored by - e

'employers fOT their employees, an educational, ptogram for. residents of a hom o
- e . . . "'-’l..— ’ . )
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for the aged, or'a'clinical seminar related to an action setting. Especially-
" in such instances; a facilitator should carefully analyze éuch settings as

a source of needs, evaluation of. progress, and evidence of accomplishment

. Setting ObJectives
The facLlitation of adult learning is more likely to be effectJve -
if thé e is at least moderate similarity between the aspirations of the
learner and the purposes of the facilitator. . The setting of educational

obJectives is the process by which a satisfactory congruence of expectations'

is ach’ 1. . e \\ o ' S 11
. L e =S enter a learning episode with some aspirations and ‘ =
exp. ! . One function of a facilirator is to help the learner to

consider the range of educational obJectives frgm which to- select those on.m

which he will focus. -The” facilitator is often aware ‘of obJectives that the'.

< learner may eventually recognize as. more important ‘to: him than—the—objectives-——~
that brought h1m to the learning episode A helpful way to encourage the :
,/learner to consider a wider range(of obJectives is to discuss the possible///*<f/

_/ outcomes or.benefits'that the learner anticipates along with/the/eipecta~-
'tions of other learners in similar educational programs// Id a group

-gsession, this -can be accomplished by the process of agenda building The

1participants and the facilitator each mention the topics that they would like. K

e 4
-\

v to. discuss or th“‘competencies that they would like to acquire The resulting \
list tends to be broader than any one member of the group would have’ produced

\Such a list of topics or objectives is usually more extensive than

Ter

the t1me available for the learning episode SO some selection is needed. In;" K

'T.the process “of agenda” building, the list ‘of topics or objectives can be

' reviewed with the group of learners and thOSe tOpics selected which are of -
: the’ greatest 1nterest for' the most participants Other criteria that a
;/,_»/’facilitator might use in the selectiOn of obJectives include the’ purposes

.of the sponsor, the prior experience of the participants, the opinions of

experts, and his.own convictions about the relatilve importance of toplcs™
and objectives Two benefits of heavily involving participants in this
- process are that they gain experience in the: setting of realistic. obJectives,f__
h and ‘that they are more likely to have a strong commitment to the achievement
y / .

" of the objectives.
° . ’I
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‘ occur as part of the_flow_from ze.beginning’to the'middle to the end -

~and developing,commitment to ma1ntenance.and use’ oﬂ the, new competence as

. the culmination of the program.

-.A clear statement of educatlonal obJectives reflects the
. behavioral changes that the learners expect to e.xperience. In.some k A\
instances, th@ clarification of the\ways in which an adult wants. to change '
and a _commitment to ‘do so may be the main ingredients in- making the change.
Behavioral obJectiVes reflect both the content that is to-be learned (real
estate practices, food prepa;ation, weaving, or philosophy) and the type of

behavioral change that is to occur (appreciation, familiarlty,;understanding

i

’
analysls, skill) If the educational objectives. are clear at - the ourset fnu/ff
.of a learning episode the learner can be more self directed in. guiding his ;.
own learning activities _ ' B
It is appropriate that ubJectives change during the course of an
cducational .program. The lenrner is engaged in a search for. meanine -'As’ he o
_learns more about a topic, his new insights can cause a shift in the focus
of his learning interests “An effective facilitator should periodically
enc0urage the learnersoto consider their educational objectives\ s they‘!ﬂ:p:h
proceed " This is’ especially important for longer: educational prdgrams f:~s,:e

that consist of a series of learning episodes [32;6;8;12;20; 28]

: Learning ActiJities o -
There are many learning accivities from which a learner and a. \\\\\\
learning facilitator can sele.: The selection depends on ‘the educational

obJectlves;rlearner_character:a s, and the shifting emphasss that should

of "a learning‘episode~or’serie%sof'episodes. ‘This flnw should typically

reflect the desarability of mod: : .yiiag old hahlts and gainiug~comm1tment to
change at the’ outset, achleving ‘hange during the main part ‘of the episode, -

[ /

.{
qsaﬁ'hile all or most learning activities that are commonly used emphapize
the relating of\new learnings to adult experience they vary in the purposes :

'analysis of ideas The workshne builds vell ¢ on #he experic -8 of group
E-members The case "study. facilitates analysis of(process.: Buzz groups

‘provide a.quick- way ‘to- obtain a. listing of pref rences, reactions, or

l
f

ur—which&they~are—best*sutted-"The~seminar~1s~%ffeetive~for—ﬁh orous=

questions.' Role playing provides an opportuni y to experience and analyze oo
fi, ;1, ‘ ; . e j.(yﬁ _ : /
. . e . . '.‘ S
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TIThe tempornly group,setting 1ncludes the typical evening class in’ which

‘both the dynamics of an interpersonal situation and the feelings that are

' aroused under these circumstances . Sens1t1v1ty training helps the learner

to better understand the. way in whfchfhe functions in’group settings. The

nrHasket procedure prov1des a standard exercise for the analysis of decision—

-making procedures. Facilitators of learning are'more likely to select the

most appropriate method if they are familiar w1th.the available range.
 Adults seek to achieve educational obJectives within four types of

settlngs in’ which«the tea hing-learning transaction occurs. indiv1dual temporary

group, organizatiQnal and community . The ind1v1dual setting 1ncludes“ T

correspondence study, ETV courses, and one-to—one coaching or c0unseling

adult& without preV1ous contact assemble for the class each week and at the

end of“the\course go their separate ways. The organizational setting

includes in-service tra1n1ng for work. groups in which the prior and ‘7 ; ::lf_ﬁ

-subsequent working relationships between the® learners have a major influence

on the program. ‘The comm unity setting emphasizes working relationships
betwaen differen* organizations and segments of -a neighborhood or community
Wlfﬂ.n each of these four, settings the balance of ‘responsibility for
plﬁmaxng and dIIecting,the learning experience mayv rest with the facilltator,.
or scith the learner, or at some . intermediate ‘point of shar=d rnsponsibility |
P combinatlon, these two, dimen51ons of setting and locus of responsibility
provide a basis for the. classification of types of teaching—learning - F:
transactions that is prov1ded in the following table. The illustrative- ! o _”f'*fj

methods in each of the cells of Lhe matrix do not occur exclu51vely in,

that category but 1nstead typify the characteristics. of the category e
K |
va ‘ .
. y
\ -
- |
/E‘ N ""V_"' - .
10V t -
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Table: CLASSIFICATION OF CONTINUING EDUCATION LEARNING—TEACHING METHODS T
SETTING (Primary responsibility for planning and directing
: ._learning activities) -\
i .
. : _ \ B
Categorx LEARNER LEARNER FACILITATOR FACILITATOR A
: " (facilitator) |(learner) S
INDIVIDUAL _ L
Interper~" group non-directive supervisory Psycho~eva1uation
' sonal - visits ceunseling” | coaching demonstration o
d( "Mediated self-directed \iibréry read- |correspond- How-to-do—it T
.print ‘reading on ers>advisory. .ence book
- " topic service . .course '
_iii;ii;Electronfcf select re- film forum . TV course, IV course,
T . - lated films, - .» |” with materi-"| no materi——
1 TV pro~ T ~-als, phoning | ;als’
g : . ‘grams _ ' E
" TEMPORARY ' | S
. GROUP . B ! IR L
" Small study~ v brainstorming, [case studyJ- '1ecture-disJ
: discuSsion seminar, - I role playifi £
workshop o, o -
P " ’ ‘I‘
, . : - - —— ‘ / : . .
Large "1 -problém . listening pan- 1ecture~ques~- IEcture, forum :
: clinic, buzz el, -lecture - tions,. inter—r pénel sym-
© groups from problems\:_view resource 'posium
R o presented person o
" ORGANIZA- e - - .
_ - TIONAL . ° A . o L - R
N ‘' Small informal staff> meeting ‘|training ses- Hdiscuss manage- :
a e ~staff study _ | series on or-.| sions for. ment consult- . -
N ‘groups,.  ganizational | work ‘téams. | ant's .
S : : problems : L recommendations
- s Large OFBanizetionai;7~edUcational' et 1on o -'members-reactg
-~ - self-study _community: research - to propoSal“ L
o oL ' development, S | for organi-. o
".organiza- zational . ‘”
tional con-. ‘| ‘change B
\ ference | R B
- COMMUNITY : o e e o -
“Small | . ' community action .. = -demonstration technical brief—_
problems seminar - " project ing of com- %
L discussion ' ' . munity lead~-
group : ers on issue
'ﬂisrge 1fie1d trips -to Y result demon- community lecture. series
o - stration survey. on community = -

other seg-

'_ments of

community

problems
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Most learning episodes inolude the use of some educational materials.

In some episodes such,as a cor*espondence course lesson or a programmed

instructicn chapter, interact10n with the materials const1tutes the main

-~ In some episodes, ‘such-as. sens1tivity training,

t‘.;

‘ vehicle for «earning.

T

_the emphasis is on 1nteraction with other people. In thesé ep1sodes

educational materials, such.as orientation sheets or reaction forms perfonmfk_"‘~\c
‘a supplementary function. Persons who facilitate adult learning can use
educational mater1als to develop and focus interest, to assemblelpertinent :
1nform tion to which the learner\csn refer, to help to structure practice { S
and rehearsal act1v1t1es, and ‘to a831st the learner o vlsuall £ or c. -

ce; tualize the basic parts of that which 1s to be Lcarund, Educational.

materials should clearly convey the b351c ideas_wifhoﬁf‘extraneous—and-———_ccll______\_
: sometimes’ confu31ng detail, :and they should allow indiV1dualization. One
way to ach1eve 1ndiv1dualization is ‘to allow the learner to select items that -
are espec1ally relevant.. Another way i§ to use materials_in relation to a
tutor1al role such as coach1ng 1n which the tutor helps the.learner to
adapt the materials for his own use. Persons who' facilltate adult learning
should plan educational materials so that~the learner has greater freedom
- to learn,-not less.,' : . T S ‘ , k)
A main cr1terion for the selection of learning activities is the set of

educational obJectives to be achieved For example if the obJectives

predominantly enta11 acquis1tion of 1nformation, then ‘the learning episode

8

i’should/include activ1t1es such as discussion or testing to discover the
. learnar s ex1st1ng cognltive structure related to the topic and viewing
‘a f11m or read1ng a . book so that the learner can build new information on. niis
current knowledge. If the obJectives are predominantly sklll development, o ;i“
then the learning episode should "include’ act1v1ties such 45 simulation or : :
o coach1ng so that_ the- learner can practice the skills ‘he is trying to develop.. L,
"If the- obJectives are predomlnantly attitudinal change, then the learning A
:eszode should 1nclude act1v1ti s such as discussion or role playing so that o
the learner:ican exploré”ﬁi “féé Ings*znd“thvse*of~others«iﬁfawclimatewcf

st1mulation and social support that Zs conducive to change of atEitudes.

Persons who facilitate adult learning should understand which types of

activ1t1es tend to be most effectiVe for the achievement of various e e

S

By . ) : . . ~
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educational obJectlves and help the learners to select those activities

that best serve.their purposes.

.Organizing Learning Activities _ 4
- After the selection of learning activities that”fit both theiobiectives'
and the learner, the ‘next step is to organize the learning activities so that
the learner progresses well through them and achleves the obJectivvs. This
organizing process of the mentor role is as much aesthetic as ‘scientific
~/-\Tlhe;scientific'aspect includes générn1izar1nnn about the vOualtions reth
which learnersnin\general leary most eficctively. "The aesthetic aspect
_be encouraged to engage in the learning activitv. In‘doing\so, Lhe learner
-_;should con51der both rhe way in which he or she prefers to organize “the- -
““_——EEEGEHEE“Bf 1earning—ep;sndeso and the main factors that contribute to
effective isarning by adults. e

, : Adults vary greatly in their learning styles and these Variations are.-
partlyrasseniated with personallty.' An adult is’ likely to learn ‘more
f_effectively and to persist longer in the series of learning episodes iﬁb
u'the‘organization of’learning activitiesrfitsvhis ﬁreferred 1earning style.
Some learners have a very orderly and explicit_and_initiatory_learning ] “.h -ll\
;style; some dapend heavily on. external authorities'to set.goals"and provider
structure, ané still others have an intuitlve and almost groping learning '
" style that seems’ disorderly to others.» Because of the gredt variability

in characteristic learning styles, it is well to encourage “learners ' to :

reflect on their previcus approaches to learning$that have been most’ _ -

satisfactory and satisfying and to 1ncorporate maJor elements\of thoselv
;\~approaches in the way -in which .they organize their own learning activities.”f

There are, naWever, three principléb that might be considered as-: the a
learner makes decisions about the organization oF ‘his learning actiV1ties__\es;
so as to. optimize progression, application, and gratification.imu'

" The first prlnciple of organization is progression [32, PP« 62 64] ;Z>“_3”‘t

The. aphJevement of educatlonal ob1ectives tVDicallY requires persistence

in learning activities .over a period of time. Persistence is mere likely

v 1f the learnlng activities have a sense of ¢ herence and sequence and

forward movement, in contrast: with brief and unrelated learning episbdes. ; o
- - . . : B - : , . Va
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" A useful way for the learner to achleve continuity and pepslstence and

“'to be mastered by -the learner. Somet imes 1t is best to work backwards from

o/

l}
progression in learnlng activities is to select a theme of personal

1mportance to use as. an organizing principle. The prime sources. of such

‘themes are those areas of life in which there are major gap: "rtween |

current performance and the performanc. oward wh” .. the i _dual'aspires.
N s ‘ - . |

Such gaps .. likely t> occur when adult.. .ope with role changes such as

starting‘a new job, the youngest child's leaving home, moving to a new.
community,for retirement. At +he time of such change events, the changed
performance to which the adult aspires can serve as a convenient reference ..

p01nt for plann ng. The perfo:mance'of persons who are now doing what /

“the learner wants’ to be able t> do’ can be analyzed and divided intc components

>
the final performance to the. main components upon which it depends. In
déciding on ‘a; series of 1earning ep1sodes, decisions should be made“about
which -ones are the most. useful prerequisites for other episodes. g
The second principle of’ organization is application. In cont1nuing
educatlon, the main reason for behavioral change is to be able to apply the

increased competence in the form of improved: perrormance. The’ 1ikelihood

fofiapplication is greater if new tppics are studied in relation ‘to the

context in which’they are-to be applied. This concern for application is -
1m&ortant, ‘regardless of whether the emphasis is on the acqu131tion of
organized knowledge, on. nnprovement of action in. daily 11fe, or on 1nter—

g
relationships between knowledge and action. "In one approach to the- organi—

”jzation of 1earning activities, the focus of the educative activity alternates*
”1be%ween study of adult life activ1ties and study of relevant knowledge. '

] .
_The 1earner initiates. the series of learning episodes efther with the -

dentlllcation of an action problem or with information from- literature or

p?ers that alerts him or, her to a- probable'problem. This episode is followed ‘.'@5_

by episodes” in- which the learner studies several areas- of organized knowledge

that seem to be most userul -for.a_better understanding of the action NI

problem, and. then uses the resulting insights to redefine or further specify

E proceed to seek informatlon from the literature or from peers or: from

.person'l records that suggests a1ternaxive solutions to the problem. The

the problem. With the - greater specification of the problem, the 1earner can. .

|
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specific problem can next he examined as & basis for_deciding which
8¢ sems most applical Again 1li' rature and records can be ;
tn help develop a s wed course of uction to achieve the solution.
_In the »voc 55 sf implementing the solution, ihe learner can reflect on
‘progress and make adjustments.as called for with a diagnostic problem-'v
solving‘approach to the organization of learning activities. In this: way, )
the learner s cont1nu1ng search for meaning and understanding alternates ‘
between study of the action problem and study of organized knowledge relatedv_
‘to the problem [20]. ‘ o )
’ The third pr1n1cple of organlzation is gratification. To be bure, if E

. . a learner pers1sts in a relevant educational activity, it is likely that the .

i experience is gratifylng 1n/some way. * But 1n what way? There is mounting /
eV1dence that adults who participate irn: the same continuing educationiactiv&ties
do 50 for some quite different reasons [12;31]. Although/people participate"”'
in 1mportant activities for multiple reasons, one or/perhaps two typically
predom1nate. Some of the dominant reasons are“express1ve and the/Zenefits to.

+  the partic1pant are d1rectly related to the learning activity itself. Examplesi"
include. interest 1n the SUbJPCt matter content, enJoyment of the/learning ‘
activity, and 1nteraction with other people.. who are related to it. Some of
the domirant redsons are 1nstrumental and the benefits to the i#dividual
are realized as he uses the learning outcomes to achieve.extérnal purposes.

’ Examples include use of increased competence to achieve a personal goal = ﬁm

\ee;;such as thr0ugh a career change, and use of incfeased underst;nding to \ o

help others. The learper can use. this principle to. organize'learning TN .
act1vities so that they prov1de‘a'suff1cient amount of the types of -, f
v gratification that are.personally important. Someone ‘who facllitates
. adult learning can use this principle'to help the learner to reflec
,_’/———'—’-—,/ .
and to emphasize the types of. gratificaticn ‘that he or she'wants to ob in
—~ from the series of learning wpisodes. : ', o -i'
Learmers can also contribute to the effectiveness of the learning

act1vit1es in which they engage, by performing the . aspect of the mentor role

that takes into account conditions of effective learning Learners may
consider conditions of effective learning when‘mhey review theirnlearninge_l_"__l___

/
R plans, and also from time tn time when engagzng in. the learning act. o T

-
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Llsted below are 'ome of thevmajor queétions that a facilitator might ask

lea1ners in order to help them decide if there are additional ways: 1n which

they could modify| the organlzatlon of learning activities to achleve ’ - ,
~ greater effectiveness. ' v L ‘ h e

1. Has the learner assumed sufflclent responslhlllty for the major
#decisions about personal educational needs, pr10r1ty obJect1ves,
content emphasis, and types of learnlng activities? _ o

2. 1Is the organized knowledge to be studied relevant to the solutlon
of action problems? ' : . .

3. Does t context\un which the learning. is to occur suff1c1ently
. resemble the context in which ' the changed performance will occur°

e 8
4, Is there suff1c1ent provision for feedback so that the learner .
Wlll receive knowledge of results° - . R S

/6. Is. th phys1cal aud social sett1ng for learnlng at 1east m1n1mally
' . condu ive.to success? '

7. Have ruclal external educatlonal resources been ut1112ed°

: In planni g and conduct1ng educatlonal programs for groups of adults,

s

a- fac111tatorlof learning must dec1de on the am0unt of structure and

o

organlzatlon that is approprlate, ‘and how rEadlly to make changes as the

program prOCEEdS" For. .many learning eplsodes it is helpful to, have some . A "\

2

plan, but to/review the plan with the learners. The outcomes of early - S

_episodes-in a series often ‘have- 1mp11cat10ns for subsequent episodes. ' As . R

i - \

plans are rev1ewed and revised ,the plannlng process. is 1ntermixed with the.
process .of conduct1ng thf educatlonal program., It 1s for this™ reason that

. the phrase’"program development" 1ncludes both planning and conductlng v
S A : : -.

learnlng ep1sodes. “ ; . ' o

_ Evaluatlon Procedures ~L_ " :_ ) " i
et Self d1rectedness in most act1v1t1es requires obJectlves and conv1ct1 :
¢ ' o S e

_lf“and effort and. also evaluatlon. W1thout feedback from evaluation the RV " Y

v

a;'
@

““”'1nd1v1dﬁal has d1ff1culty knOW1ng whether or not- he's maklng progress. Knowledge>
about progress encourages perseverence. Knowledge about 1nadequate progress B e

'

.ﬂ__pxaxldeslthe_hggls for making changes to improve progress. To,evaluate progress,'pf.

1t is helpful to know where you are and: where y0u re 301ng and to have some’
7

standards by wh1ch to Judge whether the changes that occur const1tute wmy;s”;ig

.adequate progress. " This applles especlally to the functlon of evaluatlon 3n

1 NN

’

cont1nu1ng educatlon. e RV o .

ERI!
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\
Evaluation consists'mainly of tWé\activities/Jdescribing and judging.
\ The facilitator who wants to evaluate adult learning should prepare three
. descriptions. One is of the current characteristics-of the educational
bactivity. ‘A second description is of the intentions'regarding the
> _"educational activity. The third is of the standards that are useful to
interpret any disparities between 1ntentions and actuality., The standards_
can 1nclude normative data and descriptions of the performance of adults
- whg outstandingly achieve the ubJectives R \’ -
In the, evaluation of an educational episode or series of Episodec, _
each of these descriptions might helpfully be divided in three parts. . One :
part is the inputs at the start, such as the - learner s beginning level of
c0mpetence, ava11able materials, and amount of time allocated for education
A .second 'part 18- the educational process The third part is the educational
outcomes, such as knowledge, skills, attitudes, competence, performance,
and benefits to others at the end of the educational activity that, might be,
attr1buted to the educational process : o T f;; o s
'1 - Judging congists of making two types of comparisons. One'is between
.intentions and actuality. This comparison helps the learner recognize how
well his plans measure ,up to his performance. He may di8cover that he
1ntended to spend twenty hours ‘on a - learning episode but actuall spent
thirty. He may also discover that he intended to divide learning time about f:f
\ i’»_ equally between reading and discussion with peers but actually Spent all of |
itwin discussion The second comparison involves gaps ‘between intentions T
» and actuality, and information about the educational activities of other S
people that can serve as staﬁdands against which to interpret the changes
that occur. The learner may discover that a small change in competence is
~pore than most persons accomplish through continuing education. He may find
' .no gap between his pe formance and his intentionst\but discover that both -
are far below the leyel of performance of most of: his peers--the result of -

v N S
" a low level of aspi ation. o o SN T e f , /

. “ @ . o - }/ :
e The. reason—fo-evaluatiqn is to make Judgments‘abOut effectiveness of PR

o 7 °

the educational at tivity sq/that ‘the conclusions can be used,to improve »,»ﬁ‘ﬁ‘.vf

the educational /activity .The major gaps between 1nE“nt10n§"E"‘d ad‘t‘t‘Hhty ’

indicate p01nt at which the 1earner can. concentrate his efforts to improve R

the educatio al activity. The comparisons between gaps and standards ":
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Vconclusions to‘éontinually improve his continuing education activ1ties so

!

indicate the types of efforts that need. to be directed at the mostrimportant

gaps, .such as changes in level of aspiration ‘or changes- in methods. The o

descriptions of current circumstances indicate the foundation upon which

improvement efforts can be. built. The learner can use the resulting- a

that ‘their benefits are greater than the investment [18]
The evaluation component_pf the mentor? ole is at oice comprehensive and .

selective. The learner should|have a procedure<by which he can qﬁickly

,obtain ‘a comprehensive view of how well his continuing education efforts are

'.progressing : He also needs a pfocedure by which he can evaluate in some -

._depth\those aspects of his educational activity which aré'likely to lead:fl”

. \
of his continuing gducation effort-—in ways that\encourage and facilitate :?'p

‘to the" greatest improvements in that activity The improvements in how

much he learns and is able to use shOuld be. well Worth the investment in
evaluation. For the learner, edurational evaluation is the continuing -’f:

process used to make judgments based on eyidence aDout the effectiveness ?r*, -.ﬁ:

'_the use of the results’ for Lhe 1mprovement of that educational effort iZO] tfﬁfsg

- might follow. 50 that hnth facilitator and learner can obtaiu a COmprehensive’ -

o $L. " about the. topic-at ‘the” beginning,of the’episode.) ,4 TR "?::'if”‘ﬁ

Most of this evaluation the learner can and should do for himself At

some points, he wl]l benefit greatly from a more objective contribution

by others ) N . ”, e 4}i'w$ | U _‘3aﬁ_ﬂ'_ »iuﬁ_.'- ;n“if £

\

! LR
Lisﬁeg be]ow are eighteen steps that a facilitator of adult learning R

overview of a learning episode.

1. Describe exgected inputs (people, time, materials) }ﬂ 13% ,Tgél
_2.'.'\. Describe actual%inputs. What wege, the input's of - time, people,

o ':materihls, money, and other educational resourcea that/were~
* . actually usegd d ring the. educational activity’ '(For some .
©+" "episodes, pretest results can indicate what the: 1earner knew

'3;p- Describe external standards related to inputs., What inputs ‘do
~ . peexs allocate to:similar types of-continuing education effoxts?
What inputs are recommended by experts’ o S

b };Compare expected with-actual inputs.' Did the 1earner 8 plans and
. intentions work out as, expected’ Where were ‘the major gaps K B

s
s *

Between expectatioh and actuality’ C C . G e o A R
v Lo

g

5. Compare the internal gaps bétween expected ‘and actﬂal inputs J{th T

" external. Standards’ regarding inputs- to- comparable educational %3
‘efforts..- Is there information available on comparable: activities '
to use as: standards to: intetpret personal experienceb Iﬁ so, DA

i



ra . RS . - . . . “
.
. : v ‘ . S v .
» . oY

now does the learner“‘ experienc; compare° o

o A
& ne;cribe exyecteﬁiprocess. In wiat ways does the learner intend, \.

[ L4 .
i* . o intereéi with learning materials, other people, and the other,;
, ~. -edutafion reeources in order to achieve his educa:ional obcht ves’
. _ - by 3
. CFe scribe actual process. What were’ the 1earning activities: and o
' related procedures that - actually occurrgd’ ¢ SRTITRENPR R ]' “

& , -
8. Describe exterhal sd&ndards relacad to che 1earr1ng processy What
S e do\penrs dp when they engage in similar learning activicieg? Hhap
: prbcesses ‘are recommended by experts? ‘ . e

A"'

’:Compa;g eypected’wich actual pf@wesses., Did the learning activities
and related. activities take ‘place. = expected” What gape were there_f.‘

3
B . Compare the internaL gaps etween. eXpected\and tual processes L
e -with external staddardb)re gding processes in comparable educa* ©oD
T tiokal efforts. . / o

‘.“ . .
\. ceu ..

o

, 2
Wh does the learnht expect to.havé B

'7ei"4 11, Describe expected outcaﬁes.
o .résult from the educavional ‘aeti ity’ Whac are; his educacioual
ﬁﬁ\g'_ ob: ctives’_‘ L o \\\ R R - e
Ny \\\ _ e . -
we o ) “WDescr&be actual outcomes, - What are . the hehaviora} changes ipr the
AR learner ‘and other rdsults. thag actually occur’ How much dig thé

1earner acgually achieve’ ; . L L
P *-,13§ Descrtbe external scandards relazed to educational outcomesﬂr_ f?glg
>~ "What do peers typically learn as a résult’ of‘stmilar eaucationah.«

b acfivitaeSV “What outcomes are recommenqed by eyperts’ S v',ﬁi

4. .Compare exnected “ith actual. ouﬁcomes. ~Pid. che 1earner achieve L
© his educational ObJECtiVGS o, tgv/extenrmtowwhich he/inuendedV e

e 155 _Compare the 1nterna1 aps.betwee{‘expectexkané acnual ou omes
AT v with external standards’ regazdipg outcomes from companab

T Heducational efforts. . .=
' aspeets for mo:@%intensive eve)uation.w

167 'belect ;
.1+ _should review: the descriptivé_and.judgmental inﬁprmation that
N -~ he-fas. sumarized for, each of jthe precedingrfifgeen steps. At
. * + which gaints ‘are there the greateet opportunities~to betger Y
' f;"uﬂders*and and improVe aspeces of thé eduéaciengi pxogray

Co17. Conduct intensive evabuat ona_‘All\of the progce
N been dévelopep fnr educat onal evaluexlon are available to ‘the: -
e ,Lacilicatar who tries tOfimprove the progrém by finding out why:

L the selected- aspects of his educétienal»nctivity funcfion as L
'they do B R T L ; Tt

S -

ures ‘that’ have_;_’

i A

o1

. o 18 Use reeuIts ﬁbr imprqvement of educational effort.v :One of the g }Qf;
j\\ ;poiﬁts at whlch th learner can. and must assume the primary' '
T _1bnal evaluation is in rhe use: of

Ny T I Mo

[he anount of cime that a raci’icator af 1earning w111 spend on suéh H ‘:4

Series uf evaluation stegs,“éSpecially the first £1ft”en that prOVide a

ERI!
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comprehensive;overview'oan.learning episode, will varv witb.the amount of
anticipated-benefit;v The first fifteefl steps can be accomplished in less
ﬁhanhan hour; Often, more time 1s spent on obtalning an overv1ew of a
sleries of episodes. This proces “can be rapid and useful to the extent -
" th wh1ch rthe facilitator of learning has placed information about the -
descrlptive steps (1, 2, 3, 6, 7, 8, 11, lt, 13) in a folder at various
times du:ing the planning and conducting of the learning episode. He or .
she is then able to read through the descriptions for each 'step, and prepare
- brief summary for each step which may also include pertinent information -

which was known - but omitted The fac1litator can then shift from a

descriptive to a Judgmental mode and acdomplish.the comparison steps J;

(d, 5, 9, 10, 14, 15y. Not only does >uch a comprehensive overview of a .
learning episode provide a good sense of how well it worked, it is alsb in ¢

a form that is well~suited to use of the conclusions for planning to. improve

.

the next similar learning episode. ‘ N _

‘Adult learners need to know how they are progressing. fheiconclusions %_ﬁ : \ﬁ

, from the serles of evaluation steps ¢an.help to provide Lhe desired o

fffknouledge of results. This is especially so for the comparison steps -
‘dealing vith learning process 9, lO)Iand with.learning outcomes (14, 15).

\ "A learning facilitator can assist adult learners to refléct on their own @
experience, to consider information about excellenb-performance as reflected

in role models and external standards, and to suggest ways in’ which they ‘could

proceed more effectively in the future. !

-

L Other people besides. the learner and a facilitator of 'learning are v ;, {?‘1}f
typically interested in the effectiveness of a series of learning episodes. h
S Examnles include administratorsaof the continuing education program,‘]
members of the policy board of the sponsorﬁng organization, and representatives
of a co—sponsoring group., These other people are.also audiencés for. evaluation
'-neports. ‘When the program evaluation activity s being planned the‘" "
;facilitator should decide which of tnese‘other people constitute audiences'
that should’ recelve some report based on program evaluation. Those who are
'associated with a series of learning episodes can provide information about ‘
'expectations if ‘ot descriptions of actual, program functioning. When ¢ L vurvi
interpreting evaluation findings and preparing reports, the fadilitator

— C LT

oo . R : . L . ,
: - . . Y . " i - . N ) .
' - ¢ BRI ) l ! ~ . ’ - o o
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i

should consider the type and the form of the information thatlwill'make the
" conclusions most understandable to the persons who are to use them to V
improve the continuing education program. o : - E - o
- The three concluding steps (16 17, 18) may also vary greatly in the
amount of time that is devoted to them in a specific instance. A facilitator
of learning should be selective in focusing the intensive evaluation_on
'thosevaspects,of the series of learning episodes where opportunities for : -
prograa imnrovement are the greatest. The use of an anonym@us inventory
-at-the start of an educational program can help learner and facilitator o
alike to identify the learner s current understanding of a topic, and such
diagnoses can continue perlodically throughout the series of learning
: episodes. "A simple one or two page opinionna1re can be completed by
learners and summarized as a basis for program modiflcations. Provision of
. an opportunity for learners to try out what they have 1earned in either
actual or simulated tasks can- also serve evaluation purposes ‘well. .Some/_'
problems related fo program functioning are beét evaluated by an observer:
who makes notes on the way in. which the program proceeds. and on suggestions
v for ﬁmprovement.' When used selectively to bring about 9pecific program
' improvements, such evaluation procedures contribute to both program.

vitality and greater learner progress. - T -

2
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. . , VI. WHAT RESZfRC.. SAYS fEIN7 ADULT LEARNING .
R AT _ POTEN’IZ___ 480 TEAGETING OLDER ADULTS
- fimwierd Mellizsky _ N \

N\
“h

-~

. Mhen I.caught_codfses"in-adu;t édu:atlon zrout fifteen years ago we were un—.
'decided as tc whether or not to giv-= much atterrion to adult learning sbilities.
It seemed prcsumptuous to do so bec .us: the very factithat we had a comrsa ”

implied that we believed in a persck "o rkility to learn; since we are zacting as"
if he can learn, why do: we spend so muuw-: time walking about it and prwving what in
effect we are actually demonstrating’? ‘:ut the more I observe and thizk .about

*it, the more I am.convinced that ther= == still a lingering myth concerning
the adult s imability-to learn -- am -sspecially about the question as to
whether an older person can learn. I am proceeding on the assumption that
this. myth is sufficiently with us az : ssocietzl Factor -(and that the anxiety that =
develops in the llfetlme of the individuaal is sufllclently with the’ people in a
prlvate way) to Justlfy trying to build as solld a ground as possible for,
believing ln.the adult potential as 1nd1cated by my,title. g _ T

Why the.lingering myth? Well, we have seen,littlé children with great'

canacity to_ absorb their environment: Their curicsity, their ahility non
explore, and their ability'to learn are impressive. "W¢ are also reminzed
of the fact that, becdause of the -apparatus of elamentary, secondary anzl

‘higher education, the hasic learning in a society goes on in the years from
six to twenty-=two. This is what the. administrative and programﬁatic
structnres of the society say to.us ~-- that.childhnod and youth are the
golden years for learn1ng. This is one reason that the myth probablv persists.

I am teaching a class in e ducational gerontology to persons ranging in-
age from twenty-two - to f1fty-f1ve. I taught it last year to a very fine
group, a fasc1nat1ng group, attracting peoplse from a diversity of discipllnes.
" And I w1ll always have somebody ---I have one mow, a person forty-five years.of

age in a key adminlstrative Job on the xniversity .staff —- Qho”ﬁaé“goné backito

school and will say - to me somethlng likew "My son, twenty—five yedrs of age .said,
'Mother what are you g01ng to school-for?'" Ir is not as if he had ‘any doubt abo

\-




her abiiity. but th:s 5 mat what forts-~f:ive--ear-old ﬁ@men co. ;One tolc me, "When

I came back scho¢l #ar =zhe fifst time, we adered what I courld lear—, it
took me abou half year o re-enter the =ys om, so to speak — to lexzTn

., a new vozabu. ¥ anc zo rezain confidence = — ability to lear:.." Sc, in
spite of the fact thmt ++ =re demonstratin: -':mstantly in the field 55 acult
aduczrizn tho: older peonle can learn, =he-e s a lingering caub: about the
validity of z..s fac-. - ¥

» ' Now, let me dermil & historical appruach: 1. our argmmear. T have livea '
some of the events t-at we shall considier. I twok my Ph. D. in psycholegy
_.and educatlonal psychology . w1th a mlnor in soc1010gy, at the Universitw of -
Chicago at a time whex the testlng movement was coming into its heyday. The
. first time tha: the psychologists indicated inzerest in age c1fferences in
intelligence was embodied in the famous Bizet Scale, Then Terman: rev1sed the
Binet Scale for the American audience and r=alled it the Stanford-Biaet Scale.
It's the classic instrument which ﬁreduced rme 7. At that time, the highest
- mental aze the testers were willing to conzede was sixteenjpand dif yoa were |
& very superior adult, yodgmight athieve a mentzl age of eighteen. They were
mot So much coricerned then about aging but by tmpllcatlon they were saylng,
"“ht;\lq\the limit cbmonologlcally, if you.are wormal, for growth."
We were not;so omuch interested in. .adulc education then. Along came
: Thorndlhe ‘s famous sttudy publlshed'ln 1928 which was the lest bona fide
effort to get at the adult's learnlmg ability [14]. He administered learning
tasks to a great number of graduate sstudents and came up w1th the ‘conclusion
that learning abilirzy peaks at,age twenty~two and gradually declines there-~
after. Historically, it is'ihtéreStimg to note thatjthis1wasicauéevfor'
‘great Celebratioﬁ. .This investigation was subsidized by the American Assoc- -
iation Zor Adult Educat:pn, with Carnegie fundst about two: or-three years'e_n'b ‘\
after the Assmciatlondﬁas founded. Ihorndlk_,‘the gteat;aagchologist, had -
said, "Took my friendsg_l have proven that adults can lea=n." And;instead
of zpe= sixmmen or eighteen being the peak, age twenty—tww-was now,regarded
as thz«peak. What.aSﬁvnishes ae, howewer., dis that“evefyhndy was_sb_excited
about Fx. L think thair -this very excitememt indicatediﬂmmetlingen;ng doubt
in their mimms . TheY”mmerldoked howesver, the implicatmons: of. Thorndike's“
' saylng that affter the m=gk, ability seems tw decline abmat one percent per .
-year, for if'you kept yrnceeding long enougit, after age: twenty-tWO, you: _ ﬁffl

- : , o
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s Ther .zitong came a szudy by C mracd and Jones, using the Army-=lpna
tesit (wh:nh wez develcped during Worlé War I). They applied it to e wide-
ranging cross—-~ection of people in New England, starting with age te: up

through ape wisty.  And agaﬁn, the Conrad and Jones studwv, based upon the

Army-Alphe tez: , showed pretty much the kind of a curve that Thorndike
found ~- & =u- . to about age twenty—two, with a decline, ncot as sharp,
holding u; =uc 1 better than Thorndike's curve —- but stiil declining to

about age siz:iy [5]*~

Miles czne along, about 1931, and found the same thing 19], and
Wechsler, wmno developed the famous Wechsler Adult Inteiligence “:cale, reached
about tha szme conclusion [15]. So by that time, the/plcture co;f abilisv of
adults.to lzuirn was pretty well established, namely. that intellligence . Ze-
fimed as the .ability to learn) peaks between the ages of’ twemty: and twemntv-
four, -and de: ines slightly thereafter. Most studies stopp=d =t zbeout .age
Fifty or sixzcy.

In the m:antlme, some investigators began to raise doubts abewmt this
picture. - The most famous doubter, and the person who had tte’ﬁlggest zlout
academically, was Irving Lorge. Lorge said that the troubwa with the = °
Thormdike curve is that it is baSEd upon tests that stress and wemphasize
speed of resctonse. And he said, of course, that older people <o not tnspond
=5 rapidlx as.yeungerApersons. Practically all research indicares ‘tham
zdults'tend to decline. in the speed of teactlon. This is genefally accepted.
But Loxge.;ame'along and de&ised ptocedures to prove that, with tests of
power T _earning (withfno speed fa. :or involved) there is no decline. So
Zorge's ..zudies began to cast some doubt on the ThornAike,.Miles, and Wechsiler
picreme 7. He said in effect, "Gemtlemen, you are not pbrtraying a .declime
4n mental ability, or mental power. You are revealing a declim= in the speed’
of res=ct3om; the mental power isvstill thefe."_ R

Abomt tris —ime, new kinds of &atn.began to appear —éfwhax“wehcsll*:he
lomgitedinal data -- the data that are based upon measures of the sFme person
afrer successive intervals of.tine . The first studies were based upoun cross-
sectinnal data. That is, they were derlved from tests of different peonle at
different stages of tlme. Thus there is a distinction here_between age change‘u
and age .difEerence. The first studles of Thorndike Miles and Wechsler were

‘basically stndles of age d1fferences, but not studles of cnange that occurs in

-
’

- the same pezan over time. = | - T ‘ I
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Now, one the first .ongitudinal studies was conducted by Cwens-at — .
the Unive-sity : Irwa. He discovered a buandle of Army-Alpha tests that
were abou to - thrown awz: . (They uad been given to z group of Iowa

students ut nizzte=n or twenty years :f age.) Owens was curious to see how

many of those zersons he could find for furthex studx. He located a very
. large number ¢ ﬁhxﬁ and adminisiered the same test-fg these:people after
an interval of -ai. .- years [12]- :
. Now, . tu:= W .asler, Thersdike, Miiss, av Conrad picture of imtelli-
gence wefe ree. ¢ oo Owens, or his thirt-r-year repeat shpula have found a
very substi-atial dzcline in performance. 3But bz found mx decline. He feund a - J.
. qlsparlty — thaiz scme persons tawing the test were better on the verbal tests - -

band some were becter on the performance :asts. But basically, it averaged out .
to be abouc'ﬁhe zame. It occurred to him to trr this again, and he was able
to gat most of :them ten years later, when they were sizmty And he found at
age sixpy ~hat masy weré doinmg about as well as they did ac age fifty, (and .
somewhat be cter chan they dfid ar age ninsteen or tweaty). So this began to

:cast doubz on th= picthre tiz=t bhad been.developed as a result of the.cross-
n sectlona, studiz=s. We begam zo critz:cize the cross~sectional studies on other

grounds. We began to suspec= that they were probably contammnated not only

because —~hey stressed speed, but because they were iased in favor of youth.

The contzmt of tn= tests favered younz peopie. It also favored young people

vire hatd Seen in the practice of taking cests as compared to people who had

bessn out Y Jractice.
_Now. - .st =mportant, somz investigatoTs s5.id ;hat perhaps we were not
measuring unilicy, but level of Zormal schooling. It is well known that
the ©lder ¥emeration nas had lawss formaml sohoaling thar £z younger genera— ==
tieti.. Thug iz was fomnd that i we pizt a carwe for tre successive levels

or fformal - :duzatwon, we will produce uvme closely resem' 'ing the curves of
rime and cecline of the cross-sectiona_.studies '

Butyzhe exciting recent developmerL is the discovery of evidence for

RN

the fact *hat if people in the 1ater years seem to be.nor as good as those
of the earlier years, this is due not only to.the leveﬁ.aﬁ_formal education T

cthat they haie had,'but‘;d the-eharacter of the envﬁmmnmenf?in:which they = ST

lived in the formative years.

LI

Kastenbamm has observed, "I could give-a test to p=ople bf‘ages‘£miu:y. T
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. I would.find in the case of the people of ages. £ifty to /sixﬁty ’th‘at the}f &
speak-Italian. My ,_ccnclus}iﬂ‘:l therefore- £s, that the older you get , the

i mc\a\re likely you are to spear Iteiia?.” This is another way of -saying that’

when' we reach some ages. we are talkimg zbout a diff_eren_t xind of persoh: a
perscu that has grown Vup irn a different wind of environment, that has had

-

dif ferent kinds of experiences. o )
- So th= trend today is zc say that what has looked like a_declipe'in

abilicty is a reflection :f diffsrences bstween generations; and not an _
actual decline in abiiit:es, "Im the resezrch design tHat gave rise to these'
results‘baites and/Schaiﬁ combined bath =he cross—sectional and the iongitu—
dinal procsdures. It invo:ived 'testing/l-people., let's.say' at ages twenty,

thirty, forty, fifty, sixt .. and seventy, and ‘u:hen‘v\testing the same people

ten years later (the actual. interval was seven years). ,Now, if the first 2
measursmENr was a true m=asure, of the real change and not differences, then.
- the SCUI'“ that the thirty—waar-old made on the first measurement, should be -

the scoze thiat-the twerty-r _arvold shm"ula nave made when he became thirty.

In ‘other weTds, ¥ the ercwig-gectiomail dzr= were a true representation of the

-change, bmt oot the diffarerice, them we shewld ‘he able ‘to predict what would o

happen te the twenty-wear—olé v..b.en he bHecomes thirty, the, thirty—fear-old - . / :
when he berumes Zorty. and &9 on ~— oz ties theory that ten years later, we*)-M""“‘-u,.-ff;\

. A
would have tthe zame srorz uwss the orher omeple had ten years earlier. W v/ ,

H . :
When tHhie TesearTzers comnstructed o zhart of the cross-sectional data,
at succeszmivi agems, They me=vealsd an a=rlr peaking followed by a decline.

Bur when the r::zart& th= wata on remearseri measures, they did not find a

decline ~— emmept ir the spwed dimensi—m off motor performance. On. three ‘
other cruciz. dHmensicns. performance molds up and continues at a high level
So~the. tremd of research todisy confirms tixt == had received a misleading R Y ‘

picture of adwlt potemtiml “rom the cross~sectional re‘searchl desighl [1; 2]

\ Let me —urn to a wery imteresting study of thef middle y‘ears. For éome

\ time mow we have had succemmive memsures of people who have grown up in child .
reseavcihy Leni:ts __Lke Caforuia, Mirmmsm, Michigan, a?d Massachusetts —

\“\ repeatsn: measures 6f the.same: penqxle. A-**'*urt-y-year followup study reported in~« i
‘1971 ey Di!ve_‘Lopmemr.al ?qgchmlogy sHatess,, - paraphrasing the abstract. Forty—-

eiohr subfects, bathezr wre—school.. anmmdﬂle age, were tested with the. Stanford-
B:l\net 3m 1931, “4I, '36, amd "69. Thiay vaere also tested with the Wechsler
Adult Intelligence: Sczle, s '56 and "“69.. " The correlations between the

AN
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Stanford—Blnet adminlstered at pre-school age in 1931 and the Stanford- )
. Binet -and the Wechsler in mlddle age (1969) were .41 and .39, This is '

between.che first and the last tests. The first and the last were below

-t T s

L IRY 15

.50 correlatlon. . The corresponding correlations between the Stanford— , <
Binet adminlstered in 1956 and 1969 (when. they are much older)Awas .77 i6l.
In other words, there was a much greater difference between the results
of administration in prevschool and the adult years than there was between
the two measurements in the adult years. And the correlacion between the . K
1956 Wechsler and the 1969 Wechsler was '.73. yComparison of '56 and—Tgé
IQ scores on both the Stanford-Binet and the Wechsler indicated several

IQ points of mental growth between the ages of thirty and forty—four—-the

period when the earlier researchers said incelligence is .cupposed to decline. . /.

e Co . . . ¢ v

. o The Later Years ' ,/2
-— 'ln the first place there are wide individual differences in the lacer . o
o~ year§1 1f there is any fact. that seems amply confirmed, it is that ‘as the
. years pass, people becomé more and more differenciaced The variéCion

among people 1ncreases as well as the individuacion within the~Person. The

s

: adult beceggs a very special person the longer he 11ves. SN
b As an example ‘of differentiation within the individual let us consider
che distinction between crystallized intelligénce and fluid intelligence.
Crystallized intelligence seems to’ be based upon experience. Fluid
1ntelligence is based 1argely on primary biological forces. Cattell claims .
that the "fluid" curve tends to shape- up pretty much like the old'cross—

’”'sectlonal one -= - peaking in the laCe twenties, and then probably declining
He reports ‘that the curve for c.yscallized inCelligence goesg up and shows no

e

decllne at all-- rather, it rises .to che end of life.. We are¢beginning toii\\\\

N

suspect, then, that when we think about the later 'years, we are thinking of ‘\\‘ N

—~ . many dimensions, that there are some things at which older people xcel; \ Lo
K S

- while” there are’ other chings, where ‘because of disuse and poor motivacion, ‘ ,4>\\,r.\

/ M
their performance falters [4]

Let us look at another result’ “from currenc research ~ In the later . . -
| years intelligence is highly correlated with physical condicion.f In general,niu."'
: people(ﬁich 1ower blood pressure seem to do better than people with higher S

— blood pressure. It is also 1nuerescing to note that those people who are R

. \4 NN ~

-




r

: exercising and keeping themselves physically fit seem to do better on mental
tests than.those who are extremely sedentary. Ir fact, some studies show
that the process of deterioration can be“reversed by. physical exercise.

So, we’suspectfthat health and fitness have a lot to do with a person's

.malntalnlng his abilities. Lo T o
There has also bien some- very interesting research on what -a rapid N,,/”\/ g
decline in tne physio ogical "sub- structure does to the mental process Some

studies of people past sixty show a so-called terminal drop in - cognitive
ability, anywhere from six wonths to a year hefore death. This drop

apparently appears. before its phy51cal manifestation It seems o be

[

“predictive. of some’ process of deterioration that is going ‘on in the body-
Therefore, there is growing speculation that some of: the poorer scores #dﬂ‘

the cross-sectional studies of people from sixty-five to seventy—five may

e

be due to the fact that there are more people of that age’ who are highly

vulnerable phy31ologically. I somehow, the vulnerable could be separated ‘
" out, with the healthy remaining, curves of mental performance would be
different " In fact, some interesting research in Washington a ‘few years
ago focused on extremely healthy older people Tt was found that these -
'persons did better than younger people on some tests and not so well on
,.others, but general they performed.at a high level wvell into their v, “ >
':relghties. . ‘

P PO

-/ Where does this leave us? In my Judgment, it leaves us with’ the strong

&

.belief that there is a potential there, “but we have been slow in admittlng
"+ it -- that the primary capacity to learn is there, possibly in a latent
form. But it is there;‘and it io the task of adult education to arrange.
the circumstances and the stimulation in order that this potential may o

. ) ..
. 8
.

. I have cOme into the: field of gerontology from the domain of adult ;~ —

be actualized o .? S

educationA The gerontglogical movement is geared pretty much to the - ‘?
protection of older people and the production of a floor of support, S0 ' o
that older people can live in dignity and self—respect and as independently
~‘as p0931ble This is as it, should be. But the educational approach is ‘{‘x

&

\ '
a little\different. As educators, we assume that the client is. capable of
improvement \For example, special education is committed to helping\the
deprived and handicapped to learn. And even though the person is a slow

\-
. y :
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“'K"(if he has the right 8pproach 'is/flexible and OPen-minded) 18 cqpabl&xOf - Ti”

'.‘ ; .. ) '\ ’ o

learner, has a low IQ, or a reading disability, we proc ed on the: assumptioJ
that he is: :apable of an ‘educational respOnse that wil improve his condition.
In the field of adulc educatiOn, 1 have come upon case after case of '
people from slxtyvfive to one hundrec-plus who are leé%ning and coping o v
uell: T rqmember working down in Appalachia dnd hearing about a bleck |
lad ,'one hundred yvears of age, vho was learning to read for the first .
time. ~ 1 gave a speech over"at Ypsilanti, Michigan, to the_adul* basic . ;i
education classes recently, and the, chairman of the program'told me that one

of her favorite “students was eighty-two wHEn he passed his GED test and is

coming back ‘to take post-graduate wor .As we saw the pecple leave_the ' ﬁ'

. room, she pointed to person after pefson over seventy years.of age.vTWe

see examples’of this constantly. “ Lo . ' R

| So;, what I am saving is that if -we approach the field of gerontology

from an educational standpoint, we constantly see evidence of the fact that

older people are‘}earning and can renew their faith‘in their ability to -

i?arn,“ As a couse uence, we must find wavs to help people.rediscove

rkinvigorate and re%ctivate their latent interests and talents ‘they never

tbought.they had. Grandma Moses, perhaps an extreme example, began to~ “

p?int at age seventy-five and did: someuof,her bestipainting\after age otie-

hundred. ‘When I taughtlat the University- of Saskatchewau recently, I ran !’

‘across the traii of a very famous landscape painter named Kobert Hnrley,..

who didn't know he had this ability until he was sixty years old He'

began drawing pictures on the backs of old sheets of paper. He was 7 ' AN“

custodian in one of the university buildings as Saskatoon. Pdople utged f. o

him to ‘create. He has produced some beautiful pictures. Colonel Sanders, A

of the famous fried chicken empire, was out of work in his mid—sixtiss,ehe

is -a multi—millionaire Aow in his m*d~eighties,, : ' ' R S
' What 1i's it that has stood im the. way of uncoyering the adult patential VA

.and what is it ‘on ‘the other hand that has facilitated those who have" ,~hb AJ ,5.;

- continued to develop? We have support for the point that experience is a
factor.' But experience per se: 1s no guarantee of . growth. On the otner

hanH experience can be the. very stuff of: and stimmlus to. growth. Theo—‘ R
S retically, ‘the person that: has the most significant experience in’ his "bank"

'fgreateﬁ creigivity and capacity for generalization for thef imple reaébn that




-

’ . . R - . N . L
ke has maTa stuff to-relate to apd put. rogether. - The process proceeds - .

e

o somawhat o zollcw«

We nur two pa*ticulars togetqer and come te a generalizacion, and Tl

applruit to a new pertlcular. -If we nave more experience,-we _have moxe:

v “hings te —=2late to, nd if our experiencn 18 of a high conceprual order
and ve ri_.ote two concepts to one ‘anothet the chances of achieving some . ‘, g
wind of = mwalationship o: signiricance is. coupounded — theoretically. %If R )
5 person's learning abili:y, habits and skills are. kept fresh, experience .

2 {prumerlw‘i:vested and properly cult&&ed can be-a substantial §ource of : g

R

- o

s:*mmgﬂa. R R

Tale Aaslow s gheory of self—actualization. He sa“s~th§£'azpereon'
priably ean't be acLuaTized until he is “older. Apc&rding g_\ﬁrickson s -

. TEoTY ‘of srowth and successiﬁe stages; we do nct a:tain maturity until :he

las: 5tege of life. So I am saying that one of the’ great fronciers of

s 1t education I's to create a kind of ‘learning environment that is uniquely

amprapriate” to older people - uniquely appropriéte to their needs, their

merrratlon and pattern of life. To do 18, we- gust. create new modeld Qf

N what older persans can do educationa Yy - models with- which they c?n identiﬁy'
We have the example of the Inter-generaticnal College, Fairhaven College in "ﬂ s
wzshington. There we kave people sixty—five years and older occupying a )

sprmitory along witn students of eollege age. And the. {eports ‘of how the =

~
~ -

RRs{Phod people-requmd tc tne_elder learners, and how they_get along with'

\\ cae another, are truly encouraging. R ) s ~._; - ]'
- ‘We have in Ann. Arbor now a fascinating experiment in intervgenerationai
etwcation. . In this program rerirees serve as teacher aides and a;sisc
elzmentzry school teachers to teach ‘skills in, for example, quilt«making,
un:e—making, cabinemmekin and’ woodwcrking. The youngsters love it Lo
amd the dlrector reportéff:;:\EXciting :hings have happened. ~ Not only _' |

L do the- children 1ear1 new skills, bBut what 1t does for the older people is.

Kl perhaps more important. What seems ‘to be an apathetic. declin&pg generation
is a reflection of a du11, unchallenging, unrewarding environmenc, and no:

a re=flsction of ability.” oo

. . ST [P
. o .'-.‘,_,

In the firsc place, an

Just a few remar concerning stra:egies.»

~
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_ralso be nonmcompetitive.' There should be plenty of _room for fellowship L
- And considerable couns eling will be needed, tin order to: assisr 1earners to
relatc instruccion to pcrsonal néeds. SRR Q:; ﬁi ’
As time goes on we will probably. develop a curriculum that is ’
.-apeeially adapted to' oldcr learners, The fascinating thing ls that mAny
-J~-' older people are . able to come back and compete with younger people and f
middie-a&ed people on equal terms. We have _many- examples of that._
- Generally apeaking, howevcr, gond strategy is to, create an environment .
that is supportive, and to learn techniques ‘that can reinforce 1earning. :
For t”ample. we should be very clear as to what we expect them to 1earn.-
'lwn ahould give them . techniques of imagin tion, combining both auditory and
¥ ﬂ"viaual Lmagery. Self—pacing is another i portant procedure. .We should

allow the older pefson to“pac imself and,

‘learn in»his own way and in his
- own time, without too much Dressure.«a ' - Ii.
‘So littlc by 1irtre we have begun to be aware of those things that ’
have stood in the’ way .of optimum performance, and we are learning ways: to
. facilitate ‘and overceme the discrepancies that have blocked people in the
past, -Me are, gradually learning how to work with older peisons in‘ways that
make maximum use, of their strengths‘ Why 1is all this important" One~-~ﬁ
teath of the popula:ion now 1is siity~five or over, With the:'trend' to’ earlier
.retirement, more people are destined to live in the retired years. ‘And f
+ thosé& in the 1ater years: are going to be healthier, and have higher levels
-'of education and of expectation. Society must not allow this group to
"decline into an- unproductive, inactive, docile condition, Society needs
not only to protect them in order that they -can maintain their dignity, but
society is obligated to give them an opportunity to demonstrate their

—_— potential as r ﬂaufceq, pGSlEiVG resources that £an be reinvested for

societal well beinp. We know oW that the ability is there. 1f ve let that
ability go ro. seed and deteriorate into a sense of frustration and apathy so
that all -that they do is sit around. in the sun waiting for the end . ...bthis

_is just no way for society to behave.
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